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Foreword 

This issue begins with the article entitled “Discrimination of English Received Pronunciation 

(RP) Vowels by Saudi Speakers of Arabic”. Hamdallah A. Alhusban examined the 

identification of eight English RP vowels by Saudi EFL learners using a perception experiment 

consisting of two parts: an identification task and a discrimination task. The paper also tested 

the validity of two theoretical models in L2 phonological acquisition: The Speech Learning 

Model ([SLM] Flege, 1995) and (2) the Perceptual Assimilation Model ([PAM] Best, 1995; 

2001) for advanced and upper-intermediate Saudi learners. The findings of this study showed 

that the PAM is more reliable than the SLM in its predictions for identifying the eight vowel 

sounds in question by Saudi learners. Furthermore, it was found that /ɒ/ and /ʊ/ phonemes were 

the most difficult ones amongst the eight vowels examined. The outcomes of the study 

recommend conducting further acoustical or physiological studies on the Saudi Arabic to better 

understand the underlying reasons for the difficulty in perceiving and producing the English 

vowel sounds by Saudi EFL learners.  

In the second article by Heeyoung Park from Seoul National University, the author takes a 

comprehensive approach to examining decoding skills development in primary-school-aged 

students, including specifics related to those with unique cognitive, linguistic and socio-

cultural factors as well as commonalities shared by first language and foreign language learning 

processes. This research suggests that good FL instruction should begin by clearly identifying 

the learners’ cognitive-linguistic and contextual backgrounds in language learning, and that 

ideal language instruction involves teachers preparing materials and implementing teaching 

practices to meet the specific needs of their own students. Further, teacher training plays a vital 

role along with active parental involvement int the child’s second language learning. 

In the third article, two authors from Iran, Rajabali Torghabeh and Elham Yazdanmehr 

compared gifted and non-gifted high school students in terms of goal-orientation, internal 

motivation and L2 achievement. Their research work aimed to focus on gifted students and 

explore whether their goal-orientation and motivation predicted their L2 achievement. The 
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study made certain findings relating to ‘gifted students’ and second language acquisition. 

Students’ motivation showed to be a strong predictor of gifted students’ L2 achievement though 

it could itself be affected by other variables. In the fourth article, Dr. Paiker Fatima Mazhar 

Hameed showed findings that clearly established the need for a change in the pedagogy and 

approach to EFL teaching with adult learners in the Saudi context. Consistent with many 

research findings, teacher training underpins the success of the programs.  

In the fifth article, four researchers from Malaysia and Indonesia, Syahnan Daulay, Dedi 

Sanjaya, Tan Li Pin, Khairunnisa Mohad Khazin and Muhammad Yasir Babar investigated the 

effect of Flipped Language instruction on tertiary English learners' achievement in writing. 

They noted through Flipped Language instruction that students have more opportunities to be 

engaged and motivated to increase their proficiency levels because FL instruction is more 

personalized and individualized as compared to the traditional learning model. Adding to the 

multi-tasking classroom role the instructor takes, the authors stated one of the most important 

things in implementing FL instruction in teaching English is that educators should be 

professionally digital-savvy.  

In the sixth paper, Abdulkhaleq A. Al Qahtani from King Khalid university in Saudi Arabia 

considered the main factors that influence L2 readers’ use of reading strategies. The author 

noted five main Pedagogical Suggestions. The cited research in the paper that dealt with 

strategy instruction confirmed the positive outcomes of reading strategy-based instruction 

(RSBI) on learners’ reading comprehension, strategy use, motivation, and autonomy. The 

author concludes with valuable advice for future expanded research. In the seventh paper, Dr. 

Bashar Odeh from the Department of English Language and Translation, College of Arabic 

and Social Studies, Buraidah, Qassim University, Saudi Arabia, explored Task-based 

Language Teaching effectiveness to enhance the fluency and accuracy of speakers of Arab 

students of English. Based on the works of Ellis. R., in Task-Based teaching, the author applied 

the works with positive student outcomes. Suggestions for further research beyond the Saudi 

context are discussed. 

The next research paper is by Haroon Alsager Prince Sattam Bin Abdulaziz University, Saudi 

Arabia whose study analyzed the syntheticity and analyticity of Arabic texts written by second 

language learners of Arabic in Saudi Arabia. Arabic is one of the languages in which inflected 

morphemes such as case and agreement markers have a strong effect on word structure. One 
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of the leading learned foreign languages globally is Arabic. The author’s research aimed to 

examine the impact of L2 learners on Arabic, as to whether the L1 morphological system could 

contribute to their Arabic learning.  

 

The ninth paper by Tuntiga Wang and Prof. Dr. Usaporn Sucaromana from Srinakharinwirot 

University, Thailand is entitled “Use of Online English-language Newspapers to Enhance 

Reading Comprehension and Reading Self-Efficacy of Thai Undergraduate Students”. Their 

study aims to investigate the effectiveness of utilizing online English-language newspapers in 

developing reading comprehension and reading self-efficacy of Thai undergraduate students. 

Their finding notes a student’s success does depend on the students’ effort toward achieving 

their learning goals, thus language teachers should plan a sufficient time span of teaching 

session for low-proficiency students to practice their reading. A key finding notes the research 

study has presented evidence on the strong relationship between online English-language 

newspapers and reading self-efficacy. The positive findings provide evidence-based 

information for language teachers to justify the incorporation of online English-language 

newspapers in classroom reading activities. 

 

The next research paper is entitled “Schematic Structure and Lexico-grammatical Features of 

Aerospace Engineering English Lectures: A Systemic Functional Linguistic Approach” 

authored by Heri Kuswoyo, Eva Tuckyta Sari Sujatna, Lia Maulia Indrayani, and Akhyar Rido, 

Indonesian based academic staff. Their study was to extend current knowledge of how selected 

aerospace engineering English lecturers employed obligatory rhetorical moves or steps and 

linguistic resources in proposing new knowledge to the students. The study aimed at 

investigating both schematic structure and lexico-grammatical features. Their conclusion, 

inter-alia, noted findings that would be useful for implementing into a pedagogical practice 

particularly for novice L2 lecturers with only a basic command of English, or for non- native 

speakers (NNS) of English students to comprehend lecture discourse. 

 

The next paper entitled “Impact of Learner-Learner Rapport on L2 learning: A Study of Public 

Sector Universities in Sindh, Pakistan”, is co-authored by Aisha Bhatti, Dr Habibullah Pathan, 

Dr. Ahmad A.S. Tabieh and Dr. Ahdi Hassan. The authors study considers how to build a 

constructive rapport in L2 classroom to provide enhanced opportunities and optimum 

conditions for improvement in learners' L2 proficiency and classroom performance. They note 

rapport is considered the same as the association that the learners have with their teachers and 
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vice versa in English language teaching in a class where there is a positive, enjoyable, and 

respectful association among teacher and learners and learners or peers. Constructive support 

and a little exciting encouragement boost motivation levels and learning. The authors conclude 

with 5 recommendations and that to achieve better competence in the second language, the 

teachers, researchers, and higher education authorities in Pakistan can incorporate suggested 

strategies to nurture rapport in the language classroom. 

The twelfth paper is by Abdulhameed Abdulhadi Alhuwaydi, Assistant Professor of Applied 

Linguistics, Department of English and Translation, College of Arabic and Social Studies, 

Qassim University, Saudi Arabia. His study determined how a flashcard application affected 

vocabulary acquisition in an English as a foreign language (EFL) reading course at a university 

in Saudi Arabia. The study looks to vocabulary learning strategies and the impact of modern 

technology on student’s retention of new vocabulary and in particular Online flashcard 

applications for vocabulary which have been found to positively influence EFL learners in 

terms of achievement, proficiency, attitude and motivation. 

The final paper is by Lobna Al-Ribdi, a lecturer at Prince Saud Al-Faisal Institute for 

Diplomatic Studies, Ministry of Foreign Affairs, Riyadh, Saudi Arabia, entitled “The Effect of 

Bi-lingualism on Collectivism ad Individualism; The Case of Saudi Arabic-English Bi-

linguals”. The study hypothesized that Saudi bilinguals will adopt attitudes that are more 

aligned with the language they speak. So, when they speak Arabic, they will express more 

collectivistic attitudes; in contrast, they will become more individualistic if they use English. 

The findings showed no language influence significance on the individualistic and collectivistic 

attitudes adopted by the subjects of the study.   

We trust you will find various papers of interest to your reading and ongoing valuable research 

as we advance the profession’s knowledge. 

8



Asian EFL Journal Research Articles. Vol. 27 Issue No. 4.6 October 2020

Discrimination of English Received Pronunciation Vowels by Saudi Speakers of Arabic 

Hamdallah Abdulkarim Alhusban 

Department of English Language, Deanship of Preparatory Year and Supporting Studies, 
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Abstract 

This study investigated confusion patterns in the identification of English vowels by native 

Saudis. It also tested the validity of two theoretical models on second language (L2) 

phonological acquisition: (1) the Speech Learning Model ([SLM] Flege, 1995) and (2) the 

Perceptual Assimilation Model ([PAM] Best, 1995; 2001) for Saudi learners with advanced 

and upper-intermediate English proficiency levels. The English “received pronunciation” 

vowels examined in this paper bear different relations to the first language (L1) phonological 

vowel space and thus allow us to test PAM and SLM, which predict specific forms of L1 

influence on second language acquisition. The study also examined whether the English vowels 

in question cause different levels of confusion. The findings showed that SLM failed to account 

for the confusion patterns of phonemes /a:/ and /æ/. The findings of the assimilation scenarios 

for /a:/, /æ/, /ɔ:/, /əʊ/, and /i:/ were largely consistent with the predictions of PAM. Furthermore, 

it was found that /ɒ/ and /ʊ/ posed the greatest difficulty for the learners, and confidence rating 

scales showed a high correlation between low confidence ratings for /ɒ/ and /ʊ/ and low 

percentages of correct identification and discrimination of the same phonemes.  

Keywords: phonetic discrimination, perceptual learning, second language perception 

1. Introduction

1.2 Discrimination of English RP Vowels by Saudi Speakers of Arabic 

Pronunciation is a preliminary aspect of English language especially now that it has 

become an international language and being learned in various EFL contexts (Coskun, 2011). 
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Most current studies on L2 perception suggest that L1 background has an influence on the way 

the sounds of the L2 are perceived (Scovel, 2000; Bohn & Best, 2012; Ingham, 2014). Several 

studies have examined the perception of non-native speech sounds (Flege, 1987; 1995; Best 

1995; 2001; Kuhl, 1993; Flege, Munro & Fox, 1994; Rochet, 1995; Thorin, Sadakata, Desain 

& McQueen, 2018). Two theoretical models on speech perception, which attempt to explain 

L2 speakers’ behavior primarily as a function of their previous linguistic experience or L1, 

have been proposed: The Speech Learning Model (SLM) (Flege, 1995) and the Perceptual 

Assimilation Model (PAM) (Best, 1995; 2001). PAM makes a set of predications about how 

L2 learners will categorize non-native phones with respect to the phonological categories of 

their L1 and describes how they will discriminate non-native contrasts. SLM, on the other hand, 

predicts that adult L2 learners will eventually be more successful in perceiving and producing 

new rather than similar sounds because they are able to establish phonetic categories for new 

phones. The significance of this study stems from the severe paucity of research in L2 

phonological acquisition of English by Arabic speakers, especially Saudi learners, and the 

paramount importance of understanding the ESL phonological acquisition of vowels. The 

findings of this project should lead to more effective teaching and learning strategies in this 

intricate subject. 

 

1.3 Theoretical Background: L2 Phonological Acquisition 

1.3.1 Overview 

Numerous second language acquisition (SLA) studies minimize the importance of 

transfer and ascribe errors to developmental or intralingual processes, amongst other 

explanations (e.g., Richards, 1971); however, many researchers argue that phonological 

mistakes are often due to L1 influences (e.g., Ellis, 1994; Flege et al, 1994; Best, 1995; Gass 

& Selinker, 1993; Peperkamp, 2015; Giannakopoulou, Brown, Clayards & Wonnacott, 2017). 

McCarthy (2001) stated “perhaps the most stubborn issue that refuses to go away in SLA is the 

influence of the first or some other language on the acquisition of a new language” (2001, p. 

74). Furthermore, Gass and Selinker (1993, p. 7) noted “[t]here is now overwhelming evidence 

that language transfer is indeed a real and central phenomenon that must be considered in any 

full account of the second language process.” Nevertheless, language transfer is a complex 

phenomenon, and a mere comparison between the L1 and L2 cannot help us understand the 

role that the L1 plays in SLA. Gass and Selinker (1994, p. 64) explained “there are other factors 

that affect second language learning development and […] the role of the native language is 

far more complex than the simple 1:1 correspondence implied by the early version of the CAH 
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[Contrastive Analysis Hypothesis].” In the same vein, Ulluah (2011) argued that if the 

“confusion” between the two languages, or phonemes is “minimum”, it will not lead to a 

positive transfer, instead the learner gets confused and will not demonstrate precision in his/her 

pronunciation (Ullah, 2011, p. 30).  

In phonology, it seems that the learner’s L1 plays an important role in their L2 speech 

production. Ellis (1994, p. 316) stated that “there is a widespread recognition that transfer is 

more pronounced at the level of the sound system than at the level of syntax.” For instance, 

Rochet (1995) suggested that all L2 vowels are identified as realizations of an existing L1 

vowel category. By the same token, Best, McRoberts, and Sithole (1988) proposed that foreign 

consonants are judged to be realizations of an L1 consonant or else are heard as nonspeech. 

Therefore, teachers should “cultivate a firm understanding of the differences” between L1 and 

L2 phonemes especially for teachers who are teaching the target language in EFL context 

(Ohata, 2004, p. 2). In other words, EFL instructors in Saudi Arabia should be made aware of 

the phonemic differences between Arabic, the learners mother tongue, and English.  

  

1.3.2 The Speech Learning Model (SLM)  

SLM hypothesizes that a phonetic difference that distinguishes contrasting foreign 

sounds but does not distinguish contrasting native sounds will be poorly detected. Those sounds 

that are similar but not identical to L1 phones should be difficult for L2 learners to master 

because of the phenomenon known as equivalence classification (Flege, 1987; 1995; Baese-

Berk, 2018). 

SLM shows that L2 learners will perceive the two sounds via a single diaphone category. Since 

instances of both the L1 and L2 sound will contribute to the development of the diaphone 

category, the theory predicts that the properties of the category will eventually split between 

the L1 and L2 sounds. On the other hand, phones that are perceived as new sounds or are quite 

different from any L1 category should eventually be learned because they evade the effects of 

equivalence classification (Baese-Berk, 2018). 

According to Flege (1995), the L1 perceptual system becomes attuned to just those 

contrasts of the language that are meaningful in the L1, so the system becomes resistant to the 

addition of similar sound categories. Flege explained that new categories can be learned, 

however, if they are new or different enough from existing L1 categories for the learner to 

perceive them as new. Non-native sounds that are identical to L1 sounds presumably do not 

present a problem, but similar sounds will be equated with the L1 categories and will not lead 

to the formation of new categories, thus presenting the largest difficulty for learners. 
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Flege (1987, p. 49) proposed a mechanism called perceptual equivalence to account for 

the fact that L2 sounds that are similar to L1 sounds are merged into one category because they 

are perceived as being the same and are less easily perceived in a native-like way than are new 

sounds. Thus, a single phonetic category will be used to perceive sounds that are perceptually 

similar. This means that the closer an L2 sound is to an L1 sound, the more difficult it will be 

to form a new category for it. Flege (1987, p. 49) defines it as a cognitive mechanism by which 

humans “perceive constant categories in the face of inherent sensory variability found in the 

many physical exemplars which may instantiate a category.” He goes on to explain that 

equivalence classification is an important mechanism in L1 acquisition “because it permits 

children to identify phones produced by different talkers or in different phonetic contexts, as 

belonging to the same category” (1987, pp. 49–50). However, in the case of older L2 learners, 

equivalence classification may prevent them from establishing phonetic categories for L2 

sounds, as they already have a firmly established inventory of L1 phonetic categories; this is 

what causes foreign-accented L2 pronunciation.  

A general hypothesis – “namely, that as the result of the development of the L1 phonetic 

system, the effect of a mechanism called equivalence classification prevents adults from 

producing L2 phones authentically by rendering them unable to make effective use of sensory 

input in speech learning” (1987, p. 49) – was suggested by Flege (1987). He also mentioned 

another key hypothesis that has been posited to account for L2 learners’ inability to produce 

L2 sounds accurately – namely, the phonological filtering hypothesis (Trubetzkoy, 1939; 1969; 

cited in Flege, 1987) – by which the L1 seems to act as a sieve through which “perceptually 

acoustic differences that are not phonemically relevant” are filtered out (pp. 49–50). According 

to Flege (1987), this hypothesis might explain why, for instance, Japanese learners of English 

face perceptual difficulty in the discrimination of the English /r/ and /l/. 

Although Flege (1987) introduced key notions as the basis for SLM, namely, new 

versus similar sounds, his characterizing of the notional distinction between new and similar 

sounds is nevertheless controversial. Flege (1987; 1991; 1992) offered many definitions to 

account for his notional dichotomy: new versus similar, whereby a similar L2 sound is “an L2 

phone which is realized in an acoustically different manner than an easily identifiable 

counterpart in L1,” and a new L2 sound is “an L2 phone which does not have a counterpart in 

L1, and may therefore not be judged as being the realization of an L1 category” (Flege, 1987, 

pp. 58–59). Despite Flege’s (1992) discussion of a heuristic method to classify L2 sounds into 

new or similar sounds based on the phonetic transcription, he admitted that there were problems 
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with this approach. Moreover, he has not proposed any other easily testable procedures for 

distinguishing between new and similar sounds. In this context, Flege argued: 

An L2 sound may be defined as similar if it is represented by the same IPA symbol as 

a sound in the L1, provided it can be shown to differ auditorily from the corresponding L1 

sound. New sounds [. . .] might be defined as L2 sounds that are represented by an IPA symbol 

that is not used to represent a sound in the L1 (and, of course, which differs auditorily from the 

nearest L1 sound). (Flege, 1992, p. 573)  

This methodology has many contentious drawbacks. Expert phoneticians might 

disagree on transcribing various sounds due to different conventions and experience (e.g., the 

English /i/-/I/ distinction might be represented as /i:/-/i/, in which case Flege (1991) noted that 

Spanish native speakers will consider /I/ as a new L2 sound, but if /I/ is transcribed as /i/, they 

will consider it a similar L2 sound). Moreover, another problem this method poses is that, even 

if experts agree on the transcriptions of sounds, there is doubt as to whether inexperienced L2 

learners will relate L2 sounds to L1 sounds in the same way as predicted by expert phoneticians 

(Flege, 1991).  

 

1.3.3 Perceptual Assimilation Model (PAM)  

PAM outlines different patterns of perceptual assimilations of non-native sounds. This 

model assumes that new sounds will get assimilated to the categories that already exist in the 

speakers’ L1 According to Best (1995, p. 193), a fundamental principle of PAM is that non-

native segments “tend to be perceived according to their similarities to, and discrepancies from, 

the native segmental constellations that are in the closest proximity to them in native 

phonological space.” Subsequently, similarities between non-native segments and native 

phonological constellations are predicted to determine listeners’ perceptual assimilation of the 

non-native phones to native categories (Faris, Best & Tyler, 2016).  

1PAM categorizes assimilations into three categories  to predict how well L2 learners 

will differentiate foreign sounds. The three main assimilation categories are: (1) Two Category 

(TC) assimilation, where two foreign sounds assimilate to two native sounds; (2) Singular 

Category (SC) assimilation, where two foreign sounds assimilate equally to a single native 

phonemic unit; and (3) Category Goodness (CG), where one of two sounds assimilate far more 

1 Best (1995, pp. 94–95) described two additional types of assimilation: unassimilable and nonassimilable contrasts. “Unassimilable contrasts are those whose 

members do not assimilate to any native categories, while the members of nonassimilable contrasts not only do not assimilate to any native categories but are 

also not even treated as speech sounds” (cited in Kingston 2003, p. 296). The foreign vowels examined in this study are naturally produced vowels presented in 

word contexts. Therefore, for the purpose of this study, these two types of assimilation will not be discussed further. 
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than the other to a single native sound. According to Best, McRoberts, and Goodwell (2001) 

this model makes predications about the relative difficulty with which certain non-native 

segments are perceived based on their relation to the native phonological system. Table 1 

illustrates the three patterns of assimilations along with the degree of differentiation. According 

to PAM, non-native sounds can be mapped onto L1 sounds following one of the assimilation 

patterns shown in Table 1. It can be inferred from Table 1 that Best’s PAM model is different 

from Flege’s SLM, in the sense that it explicitly describes a gradient of performance across 

non-native contrasts ranging from good to poor production. PAM hypothesizes that:  

Discrimination of a non-native contrast should be near-ceiling if perceived as 

phonologically equivalent to a native contrast, lower, though still good, if perceived as a 

phonetic distinction between good versus poor exemplars of a single native consonant and 

much lower if both non-native segments are phonetically equivalent in goodness of fit to a 

single native consonant. (Best et al., 2001, p. 775) 

Based on the above hypothesis, PAM suggests that L2 learners will discriminate the 

members of the TC assimilation far better than SC assimilation. The members of TC 

assimilations are more distinguishable than members of SC assimilations because they 

assimilate to two native categories rather than one native category, as in CG assimilations. In 

short, PAM predicts that L2 learners’ success in discriminating different foreign sounds will 

be ranked as follows: TC > CG >SC. Consequently, PAM differs from SLM in the sense that 

it ranks the difficulty of perceiving non-native sounds into varying levels. 

 

Table 1 

Assimilation Patterns and Levels of Perceptual Discrimination for Non-native Contrasts2 

Perceptual 

Assimilation 

Patterns 

Singular Category 

Assimilation 

Category Goodness 

Assimilation 

TC Assimilation 

2 L2 sounds into 1 L1 

sound, i.e., both L2 

sounds are assimilated to 

the same L1 category, 

equally discrepant from 

the “ideal,” i.e., both are 

2 L2 sounds into 1, but 1 

L2 is deviant, i.e., both 

foreign sounds are 

assimilated to the same 

L1 category but they 

differ from the L1 

2 L2 sounds into 

2 L1, i.e., each 

L2 segment 

assimilates to a 

different L1 

category. 

2 Adapted from Best (1995, P. 195) 
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either equally acceptable 

or equally deviant. 

“ideal,” i.e., one is 

acceptable and the other 

one is deviant. 

 

Predicted 

Discrimination 

Poor discrimination Poor - very good 

discrimination 

Excellent 

discrimination 

 

1.3.4 PAM and the Non-Native Perception of Low-Level Phonetic Information 

Best’s model predicts that a perceptual system that has become attuned to the L1 shows 

increased ability to pick up information to which it has been sensitized. This system involves 

spotting critical oppositions that were unnoticed and passing them over irrelevant auditory 

features that do not play a key role in achieving the perceiver’s goal (Best, 1995). According 

to Best, perceptual learning entails spotting, detecting, and discovering the key distinctive 

features of spoken language. In this context, Best (1995, p. 185) pointed out that the 

“perceivers’ attunement to native speech entails their discovery of the higher-order invariants 

that specify the gestural constellations of which the native phonological inventory is 

comprised.” There are two levels of invariants: high-order invariants and low-order invariants. 

Perceivers filter out irrelevant low-order invariants that do not signal contrast in their L1. 

Infants, for instance, need to learn how adults harness simple articulatory gestures into high-

order constellations. To do this, they have to detect every auditory feature (low-level ones), 

and later they learn to detect only high-level features, that is, those that signal contrast (phonetic 

features) in their L1. This makes the task of perceiving L1 sounds easier once the child can 

process the high-level features that form the phonological system of their L1. However, the 

learning mechanism that allows the infant to pick up high-level articulatory gestures remains 

undefined. 

Perceptual learning, therefore, has implications for the perception of non-native 

phonetic phonemes. The perceptual process appears to be the opposite, that is, L2 learners have 

already tuned their linguistic perceptual device to particular high-level features; subsequently, 

they might face difficulty in detecting the contrastive features of L2 sounds. In other words, 

the L2 may have high-level features that signal contrasts that are, as a matter of fact, low-level 

ones for L2 speakers. Consequently, the L2 sounds will assimilate to the L1 sounds, as 

illustrated in Table 1. Interestingly, child L1 acquisition may be characterized as a bottom-up 

learning process, whereas adult L2 learning might be considered a top-down learning process. 

15



Bottom-up learning refers to language learning from scratch, while top-down refers to language 

learning based on pre-existing, established sounds in the perceptual system.  

 

1.4 Description of the Saudi Arabic Vowel System    

Until now, relatively little research has been conducted in the field of Arabic 

phonology, particularly on L2 acquisition of English phonology by speakers of Arabic. There 

are few studies of the Saudi Arabic (henceforth, SA3) dialect: Prochazka’s Saudi Arabian 

Dialect (1988), and Holes’ Colloquial Arabic of the Gulf and Saudi Arabia (1984), Gulf Arabic 

(1990) and Evans’ & Alshangiti’s The Perception and Production of British English Vowels 

and Consonants by Arabic Learners of English (2018). Despite the wealth of information the 

author collected on various topics such as Arabic syntax, morphology, phonology, and 

dialectology, the investigation of SA phonology is not based on acoustical or physiological 

evidence, but rather on impressionistic judgments. Thus, previous research on the SA vowel 

system is seriously lacking.  

As for L2 English phonological acquisition by Arabs, there is also a paucity of studies 

in this field, especially for Saudi learners of English. However, some information about cross-

linguistic differences between the phonological systems of Arabic and English and English L2 

phonological acquisition by Arabs can be gleaned from studies carried out by Flege and Port 

(1981), Mitelb (1984), and Munro (1993). Having said that, it is worth to mention there are 

some recent researchers who touched on the concept that L1 phonemes influence the 

acquisition of L2's such as Alharbi (2013) and Moskovsky & Picard (2018). According to the 

aforementioned researchers, this is one of the significant sources of making errors with L2 

phones.  

The work of Holes (1984; 1990) and Prochazka (1988) will be referred to in the present 

paper for its description of SA vowels. The English and SA phonological systems are strikingly 

different in terms of the phonemic range of sounds used. Received pronunciation (RP) in 

English has 20 vowels and 24 consonants. On the other hand, SA has eight vowels (i.e., three 

short, three long, and two diphthongs) and 32 consonants. Although some recent studies 

pertinent to modern standard Arabic argue on the number of the consonants yet they agree that 

the number of vowels is eight (Alkhouli, 1990; Deller, Hansen & Proakis, 1993; Alghamdi, 

2001). 

3 Whenever Arabic is mentioned, only the Saudi dialect is meant. 
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Certainly, the vowels system in Arabic language varies according to the local dialect of 

its speakers. In other words, it differs in Arabic speaking countries and even within the local 

dialects of the respective country. For example, Qassimi Arabic QA which is one of the 

varieties of SA argues that there are 9 vowels listed as follows: four short vowels /i, a, ɑ, u/, 

and five long ones / iː, eː, aː, uː, oː/ (Alrashed, 2018). Since the aim of the paper is to discuss 

the vowel system from the perspective of the Saudi dialect, only the Saudi Arabic vowels 

system is considered. According to Prochazka (1988, p. 17), Holes (1984, pp. 12–13; 1990, p. 

264), and Alghamdi (2001) SA has three short vowels, /a/, /i/, and /u/. Each of these has a 

corresponding long vowel. In addition, there are two diphthongs. The three short vowels /a/, 

/u/, and /i/ allow for combinations of two vowels. These combinations may be either two 

identical vowels, yielding a long vowel (/æ:/, /u:/, and /i:/) or two different vowels, yielding a 

diphthong (/aj/ and /aw/). Figures 1 and 2 illustrate the SA vowels in relation to the cardinal 

vowels. (see also Alotaibi & Hussain, 2010) 

 

Figure 1 

 Diphthongs in Arabic                                                                   

                                                                              

 

 

 

 

 

 

 

Figure 2 

Monophthongs in Arabic 
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The three long vowels /i:/, /u:/, and /æ/ are represented by the letters /?lf/, /wæw/, and 

/yæ/, respectively. On the other hand, the three short vowels /a/, /u/, and /i/ are represented by 

diacritical marks, which are placed above (in the case of /a/ and /u/) or under (in the case of /i/) 

the preceding consonant letter. These diacritical marks are called fathah (for /a/), dammah (for 

/u/), and kasrah (for /i/). The absence of the diacritical marks above (short vowels) is 

represented by another diacritical mark called sukuun, which is usually placed above a 

consonant letter signalling that the consonant sound represented by that letter is not followed 

by a vowel. Table 2 shows the main SA phonemic vowels and their realizations according to 

Holes (1984, 1990) and Prochazka (1988).    

  

Table 2 

SA Vowel Phonemes4 

 

No. 

 

Vowel 

 

Allophonic 

Realizations 

 

Definition 

Examples 

Phonemic 

Transcription 

Meaning 

1. /a/  [ɒ] [a] Central low unrounded 

short 

[la?], [ahlən] No, 

welcome 

respectively 

2. /æ:/ [æ:], [a:] Front low unrounded 

long  

[æ:m æ:l], 

[ga:l] 

Hopes, he 

said 

3. /u/ [ʊ]  Back high rounded short  [mʊndr], 

[rʊh], [lʊb] 

A proper 

name, soul, 

core 

4. /u:/  Back high rounded long [su:q] Market 

5. /i/  Front high unrounded  [sit] Madam 

6. /i:/  Front high unrounded 

long 

[fi:l] Elephant 

7. /aw/ [ɔ:] [əʊ]  Back high rounded [jaum] A day 

8. /aj/ [ej]  [ij]  Front high unrounded [bajt], /kaj] A house, in 

order to  

4 Vowel phonemic inventory of SA based on Prochazka (1988, p. 17) and Holes (1984, pp. 12–13; 1990, p. 264) 
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2. Research Methodology 

The research questions investigated in this study were as follows: 

1. Do SLM and PAM accommodate the perceptual confusion patterns of 

the eight English RP vowels for Saudi learners of English?    

2. Do the English RP vowels in question constitute different levels of 

difficulty for Saudi learners of English? 

 

2.1 Predictions and Hypotheses 

Predictions for SLM: According to Holes (1990, p. 265) the SA phoneme /æ:/ has two 

realizations, [æ:] and [a:]. As for the diphthong /aw/, it also has two allophones: [ɔ:] and [əʊ]. 

Based on SLM, the English phonemes /æ/ and /a:/, and /ɔ:/ and /əʊ/ are perceptually equivalent 

or similar, that is, allophones of the phonemes /æ:/ and /aw/, respectively, for Saudi learners of 

English (Holes, 1990). This perceptual similarity makes them a good case study for SLM. SLM 

hypothesizes that L2 learners will face difficulty in learning non-native phonological contrasts 

that are based on acoustic cues not used phonemically in the L1. Consequently, when a category 

is not formed for an L2 sound because it is too similar to an L1 counterpart, the L1 and L2 

categories will assimilate, leading to a merged category. According to Flege’s model, this 

pattern results from the learner’s association of two phonemic units’ binary contrasts in the L2 

with only a single phonemic unit in the L1. This association will cause weak phonemic 

differentiation in L2 perception and production. 

On the other hand, the fact that SA does not have /ei/ as a contrastive phoneme in its 

phonemic inventory makes it a good case study for SLM’s prediction that new categories (i.e., 

phonemes) that are quite different from any L1 category should eventually be learned because 

they may evade the effects of equivalence classification. Figure 3 displays this category 

formation.     

 

Figure 3 

Category Formation 

 

In summary, two hypotheses based on SLM can be made concerning how well Saudi 

subjects will react to the English vowels in question: 
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(1) Saudi learners of English will confuse /æ/, /a:/, /ɔ:/, and /əʊ/. However, SLM is not explicit 

about the degree of confusion. 

(2) Saudi learners of English will build a new category for the English sound /ei/.      

Predictions for PAM: As previously illustrated, PAM classifies assimilations into three 

categories to predict how well L2 learners will differentiate foreign sounds. The first is singular 

category assimilation, where two foreign sounds assimilate equally to a single native phonemic 

unit. According to Best (1995), this pattern is caused by the learners’ association of binary 

contrast in the L2 with a single phoneme in their L1. This pattern can lead to poor 

discrimination in L2 perception. According to PAM, Saudi learners of English will associate 

the English binary contrast of /ɔ:/ and /əʊ/ with their native diphthong /aw/. This association 

will lead them to confuse the English /ɔ:/ and /əʊ/. Figure 4 displays this singular category 

assimilation. 

 

Figure 4 

Singular Category Assimilation 

 

 

The second pattern of assimilation is category goodness. This pattern occurs when 

learners associate two non-native sounds with only one native contrast. It is different from the 

previous type in the sense that one of the non-native sounds is the normal (default) realization 

of the native contrast, whereas the second non-native sound is deviant from the native category. 

Therefore, the two non-native contrasts are not equally assimilated to the native category, 

whereas in the single-category scenario, they are equally assimilated.  According to Holes 

(1990, p. 265), the SA phoneme /æ:/ has two allophones, /æ:/ and /a:/.  The allophone [æ:] is 

the normal default and the ideal realization of [a:], and the deviant realization of /æ:/. It is 

realized in complementary distribution, that is, “in the absence of a velarized consonant, but in 

the presence of a velar or postvelar” (Holes, 1990). 
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According to PAM, Saudi learners of English will identify and discriminate the English 

phoneme /æ/ better than /a:/. Figure 5 displays this category goodness assimilation. 

 

Figure 5 

Category Goodness Assimilation 

 

The third type is TC assimilation. This assimilation scenario is in opposition to the 

above assimilation types. It results from the learner’s association of binary contrast in the L2 

with binary contrast in their L1. The association poses no learning challenge for L2 learners. 

According to Holes (1984, pp. 13–14), the English phonemes /ʊ/ and /ɒ/ are the default 

realizations of the SA phonemes /u/ and /a/ respectively. Therefore, Saudi learners of English 

will discriminate the English phonemes /ɒ/ and /ʊ/ authentically because of their association of 

a binary contrast in the L2 with another binary contrast in their L1. By the same token, the SA 

/i:/ is identical to the English /i:/ in terms of quality and quantity (Holes, 1984, p. 13). Saudi 

learners of English will thus show excellent discrimination and identification of the English 

phonemes /ʊ/, /ɒ/, and /i:/.  Figure 6 displays this TC assimilation. 

 

Figure 6 

TC assimilation 

 

In brief, three hypotheses based on PAM were made about how well Saudi learners of 

English will discriminate and identify English vowels: 
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1. Saudi learners of English will associate the English binary contrast /ɔ:/ and /əʊ/ with 

their native diphthong /aw/. This association will lead them to confuse the English /ɔ:/ 

and /əʊ/. 

2. Saudi learners of English will identify and discriminate the English phoneme /æ/ better 

than /a:/. 

3. Saudi learners of English will demonstrate excellent discrimination and identification 

of the English phonemes /ʊ/, /ɒ/, and /i:/. 

 

3. Methods 

3.1 Materials and Procedure 

The discrimination and identification of eight English RP vowels (i.e., /a:/, /æ/, /ɔ:/, 

/əʊ/, /ɒ/, /ʊ/, /i:/, and /eɪ/) embedded in monosyllabic carrier words (recorded by a female native 

RP speaker) will be examined in terms of identification and discrimination by 16 Saudi subjects 

at two proficiency levels. The data for the present study was collected in a perception 

experiment consisting of two parts: an (1) identification task and a (2) discrimination task. The 

identification task consisted of 55 stimuli, including trial items (n=5), test items (n=40), and 

filler items (n=10). The discrimination task consisted of 65 stimuli, including trial items (n=5), 

test items (n=30), and filler items (n=30). The purpose of using the trial items was to familiarize 

the subjects with the procedure used in the experiment. The subjects listened to all stimuli in a 

randomized order under comfortable listening conditions using noise-reduction headphones to 

reduce ambient noise interference. The subjects were tested individually in a language 

laboratory with only the experimenter present during the testing.  

To begin Part 1, the subjects received verbal and written instructions, which stated that 

they would hear a word and then be asked to identify it out of four very similar English 

monosyllabic words. Eight English RP vowels were tested in Part 1: /a:/, /æ/, /ɔ:/, /əʊ/, /ɒ/, /ʊ/, 

/i:/, and /eɪ/. The subjects listened to five stimuli for each of the eight vowels in a randomized 

order (i.e., 58=40 test items). They had a 5-second inter-stimulus interval (ISI) and were told 

to choose a word even if they were not sure. A seven-item confidence rating scale was provided 

for each stimulus on the right side of the response sheet. The subjects were told to select a 

number from 1 (very unsure) to 7 (very sure) to indicate how confident they were that they 

heard the word correctly. When Part 1 was finished, the subjects were instructed to take a 5-

minute break before proceeding to Part 2 of the experiment. Only six vowels were included in 

the discrimination task, (/a:/, /æ/, /ɔ:/, /əʊ/, /ɒ/, and /ʊ/); furthermore, /i:/ and /eɪ/ were excluded 

22



from the discrimination task because they were not comparable to the other vowels under study. 

Ten stimuli were presented to the subjects for each of the two comparable vowels. Four of the 

ten tokens were the same and six were different. The subjects received written and verbal 

instructions for Part 2 of the test and were told that they would hear two words and then be 

asked to indicate whether the two words were identical or not by ticking the correct box in their 

response sheets. A 5-second inter-stimulus interval was given. The same 7-item confidence 

rating scale was also used to reveal how confident the subjects were of hearing the pair of 

words correctly.     

 

3.2 Participants 

Twenty-one subjects participated in the perception experiment. Five native speakers of 

British English served as a control group. Sixteen of the subjects were non-native speakers of 

English (henceforth, NNS) and were from Saudi Arabia. All sixteen NNSs were first-year 

undergraduate students enrolled in the Deanship of the Preparatory Year and Supporting 

Studies at Imam Abdulrahman bin Faisal University, formerly known University of Dammam, 

in Saudi Arabia. eight subjects were classified as advanced learners of English based on their 

IELTS exam results (average 6.5, considered by to be equivalent to CEFR borderline B2/C1 

(IELTS USA, 2019), and the remaining eight were classified as upper-intermediate learners of 

English according to the Standardized Test for English Proficiency (administered by the 

National Centre for Assessment in Higher Education in Saudi Arabia) results. The latter 

examination has no published CEFR equivalences. All study participants provided verbal 

informed consent, and the study design was approved by the appropriate review board. 

 

4. Results 

4.1.1 Discrimination Task 

Eight English RP vowels (i.e., /a:/, /æ/, /ʊ/, /ɒ/, /əʊ/, /ɔ:/, /i:/, and /eɪ/) embedded in 

monosyllabic words were examined. Five stimuli were used for each vowel (i.e., 58=40 

stimuli in total). The matrices in Tables 3 and 4 show the subjects’ identifications of the eight 

vowels for each stimulus. A repeated measures analysis of variance was performed on the 

identification scores of the within-subjects factor segments (eight levels; i.e., the vowel 

phonemes) and the between-subjects factor proficiency levels (two levels; i.e., advanced and 

upper-intermediate). The results showed a highly significant main effect for segments F(7, 98) 
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= 13.86, p <0.001) and proficiency level F(1,14) = 28.99, p <0.001); no interaction effect was 

found. 

A careful examination of these matrices reveals that the eight vowels posed different 

levels of difficulty. The vowel /i:/ presented the highest number of correct identifications for 

the advanced and upper-intermediate subjects – 38 and 29 respectively. The vowels /ɔ:/, /ʊ/, 

and /ɒ/ presented low correct identification scores among advanced subjects – 21, 21, and 22 

respectively. The vowels /ɒ/, /ɔ:/, and /ʊ/ presented low correct identification scores among 

upper-intermediate subjects – 11, 16, and 16 respectively.  The most difficult vowel for the 

upper-intermediate subjects was /ɒ/, whereas /ɔ:/ and /ʊ/ were equally difficult for the 

advanced-level subjects. 

The results of the five native speakers who served as the control group in the experiment 

revealed a 100% correct answer rate. This indicates that the experiment was clear and 

straightforward. The results of the control group, therefore, will not be discussed further here. 

The correct identification scores are plotted in Figure 7, which compares the percentages of 

correct identification for the within-subjects factor (i.e., eight segments) and between-subjects 

factor of proficiency level (i.e., advanced and upper-intermediate). 

 

Table 3 

Confusion Matrix for the Identification of English RP Vowels by Advanced Saudi Learners of 

English 

 /a:/ /æ/ /ʊ/ /ɒ/ /əʊ/ /ɔ:/ /i:/ /eɪ/ 

/a:/ 29 2    1   

/æ/ 9 34     1 6 

/ʊ/   21 11 1    

/ɒ/   18 22     

/əʊ/    6 28 18   

/ɔ:/   1 1 11 21   

/i:/       38  

/eɪ/ 2 4    1 1 34 
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Overall Vowel Identification Accuracy
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Table 4 

Confusion Matrix for the Identification of English RP Vowels by Upper-intermediate Level 

Saudi Learners of English 

 /a:/ /æ/ /ʊ/ /ɒ/ /əʊ/ /ɔ:/ /i:/ /eɪ/ 

/a:/ 18 2    4   

/æ/ 16 29     4 15 

/ʊ/   16 17 2    

/ɒ/   24 11     

/əʊ/    6 18 19   

/ɔ:/ 2 1  6 20 16   

/i:/       29  

/eɪ/ 3 7     2 24 

/3:/ 1 1    1 5 1 

 

Figure 7 

Overall Vowel Identification Accuracy 

 

 

 

 

 

 

 

 

 

 

4.1.2 Discussion of the Identification Task 

 

This section discusses the extent to which the predictions of PAM and SLM were borne 

out in the data. SLM predicts that /ɔ:/ and /əʊ/, and /æ/ and /a:/ will eventually be merged into 

one phonetic category because of perceptual equivalence (i.e., they are similar sounds). Thus, 

a diaphone category will be used to perceive both non-native sounds. SLM, however, is not 

explicit about the level of differentiation. It only predicts that similar sounds will be confused 
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and will pose a challenge for L2 learners. Moreover, SLM does not take into consideration 

phonetic variations, such as whether a foreign sound assimilates to the normal realization of a 

native sound or to a deviant realization of the native sound. On this subject, Best et al. (2001, 

p. 777) pointed out that “only PAM makes explicit predictions about assimilation and 

discrimination differences for diverse types of non-native contrasts.” 

Figures 4 and 5 both confirm and disprove predictions made by SLM in that the model 

does not account for the findings related to /æ/ and /a:/; yet it does, to a certain extent, account 

for the findings related to /ɔ:/ and /əʊ/ and /eɪ/. The vowel /æ/ received a high percentage of 

correct identification by advanced and upper-intermediate subjects – 85% and 72% 

respectively –whereas /a:/ received moderate percentages of correct identification –72% and 

45% respectively. The pair /æ/ and /a:/ posed different levels of difficulty for both groups of 

subjects, and also displayed different assimilation patterns than were predicted by SLM. 

The second hypothesis posed by SLM is that a new sound will eventually be perceived 

authentically. The vowel /eɪ/, which represents a phonemic gap in Arabic, was used to test this 

hypothesis. The percentage of correct identifications (85%) by the advanced-level subjects 

supports this hypothesis. In conclusion, although SLM failed to predict the findings of /a:/ vs. 

/æ/, it accounted for the results of /əʊ/, /ɔ:/, and eɪ/. 

PAM predicted that /ɔ:/ and /əʊ/ would assimilate as a singular category, /æ/ and /a:/ as 

a noticeable category goodness difference within a single Arabic phoneme, and /ʊ/, /ɒ/, and /i:/ 

as TC assimilation. If we assume that the L1 perception system is initially copied to the 

learner’s L2 since PAM is mainly focused on explaining the L2 initial state through non-native 

perception, it is expected that /ɔ:/, /əʊ/, and /æ/, /a:/ will pose significant perceptual confusion 

for subjects, whereas the phonemes /i:/, /ʊ/, and /ɒ/ will not pose any learning challenge. 

The assimilation results for /ɔ:/, /əʊ/, /æ/, /a:/, and /i:/ are largely consistent with the 

predictions of PAM. The assimilation findings for /ʊ/ and /ɒ/, however, are the reverse of what 

PAM predicts. As predicted by PAM, /æ/ and /a:/ are assimilated as a noticeable category 

goodness difference within a single Arabic phoneme such as /æ:/. According to Holes (1990), 

the English phoneme /æ/ is the normal (default) realization of the Arabic phoneme /æ:/. 

However, the English /a:/ is the deviant realization of the Arabic phoneme /æ:/. The findings 

were consistent with the predictions made by PAM. 

The phonemes /ɔ:/and /əʊ/ caused significant perceptual confusion and presented low 

percentages of correct identifications in both groups, with the advanced-level subjects scoring 

53% and 70% and the upper-intermediate level subjects scoring 45% and 40%, respectively. 
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However, it appears that /ɔ:/and /əʊ/ were not equally assimilated to a single native phoneme. 

They also posed different degrees of difficulty.  

The disconfirmation of PAM, however, emerged from the findings of the low 

percentages of correct identification of /ʊ/ and /ɒ/. PAM predicts that the Saudi learners would 

assimilate /ʊ/ and /ɒ/ as TC contrasts with excellent differentiation levels. This was not born 

out in the data. On the contrary, the identification results for the two vowels revealed that the 

subjects assimilated them to more than one category, especially in the case of /ɒ/. The confusion 

matrices shown in Tables 3 and 4 reveal that advanced learners replaced the vowel /ɒ/ 1, 6, and 

11 times by /ɔ:/, /əʊ/, and /ʊ/ respectively. The upper-intermediate learners, however, replaced 

the vowel /ɒ/ 6, 6, and 17 times by /ɔ:/, /əʊ/, and /ʊ/ respectively. According to Holes (1984, 

pp. 13–14), the English phoneme /ɒ/ is one of the three realizations of the SA phoneme /a/. 

Similarly, the English phoneme /ʊ/ is a realization of the SA phoneme /u/. Moreover, /ʊ/ and 

/ɒ/ are more dispersed in the phonetic space, that is, /ɒ/ is a low-back vowel and /ʊ/ is a high-

central vowel (Roach, 2000). Nevertheless, Best’s TC assimilation did not account for the 

perceptual confusion caused by /ʊ/ and /ɒ/. 

It could be hypothesized, however, that the reason for the perceptual confusion created 

by /ʊ/ and /ɒ/ is that, even if two non-native sounds assimilate to two different realizations of 

two different native phonemes, the non-native sounds are highly likely to be confused. An 

explanation of this hypothesis could be that, although the SA vowel system is sparsely filled 

with contrastive phonemes, it is densely filled with non-contrastive phonetic realizations. In 

other words, SA seems to compensate for the paucity of contrastive phonemes through a 

multiplicity of allophones for each phoneme. For instance, /a/ has three allophones: /e/, /a/, and 

/ɒ/ (Holes, 1984).  Saudi learners seem to have sensitized their perceptual system to a limited 

number of phonemic vowels that signal contrast in L1 Arabic. Of course, SA has allophones 

that might be equivalent to contrastive phonemes in L2 English. However, these allophonic 

variations are not noticeable (marked) in the SA phonetic space. It appears that Saudi learners 

of English face a significantly challenging learning process to tune their linguistic perceptual 

device to contrastive phonemes in English (i.e., high-level features). Thus, the question arises 

as to how L2 learners will attune their perceptual system to L2 phonemic contrasts. However, 

PAM and SLM do not account for such psycholinguistic questions. 

 

4.2.1 Discrimination Task   

Three pairs of vowels (i.e., /a:/ vs. /æ/, /əʊ/ vs. /ɔ:/, and /ɒ/ vs. /ʊ/) embedded in 

monosyllabic words were used in the discrimination task. Ten stimuli were presented for each 
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pair: Four tokens were the same and six tokens were different. The means and percentages of 

the correct numbers of differentiation for the same and different tokens were calculated. Figure 

8 compares the two proficiency levels in terms of the correct discrimination scores. 

 

Figure 8 

Overall Discrimination Accuracy5 

 

 

The scores of the discrimination task were also submitted to a repeated measures analysis of 

variance of two within-subject factors, segment contrast (three levels) and same and different 

factor (2 levels), and one between-subjects factor (two proficiency levels). The results showed 

a significant effect for segment contrast F(1.4, 19.8) = 9.36, p < 0.001) and differentiation of 

the same vs. different factor F(1, 14) = 50, p< 0.001) and proficiency level F(1, 14) = 6.8, p 

<0.020). 

 

4.2.2 Discussion of the Discrimination Task 

This section examines the predictions made by SLM and PAM for the three pairs of 

vowels. SLM predicted that /a:/ vs. /æ/ and /əʊ/ vs. /ɔ:/ would be confused. However, the model 

does not make explicit predictions about the degree of differentiation for non-native sounds 

(Best et al., 2001, p. 776). Figure 7 shows that both subject groups scored significantly high in 

5 The letter “S” on the horizontal axis stands for THE SAME, whereas “D” stands for different 
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the correct differentiation for /a:/ vs. /æ/ within the same and different pairs. However, both 

subject groups scored significantly low percentages of correct discrimination of /əʊ/ vs. /ɔ:/ 

within the same and different pair. In summary, despite the failure of SLM to accommodate 

the findings of /a:/ vs. /æ/, it nevertheless accounted for the result of /əʊ/ vs. /ɔ:/. 

PAM predicted that /a:/ vs. /æ/ would assimilate as category goodness difference and 

/əʊ/ vs. /ɔ:/ as singular category. The findings of the two pairs were consistent with the 

predictions of PAM. The percentages of correct differentiation for the two pairs confirmed the 

following gradient of discrimination levels: CG>SC. Moreover, the high percentages of correct 

discrimination for /a:/ vs. /c/ showed that they pose less difficulty than and /əʊ/ vs. /ɔ:/, which 

is consistent with the prediction of PAM. 

As for /ɒ/ vs. /ʊ/, PAM predicted that they would assimilate as two-category phonemes 

with excellent differentiation. However, the low percentages of correct discrimination obtained 

in our data showed that the prediction of PAM for /ɒ/ vs. /ʊ/ was not realized. Roughly 

speaking, the low percentages of correct identification for /ɒ/ and /ʊ/ were consistent with the 

low percentages of correct discrimination of /ɒ/ vs. /ʊ/ for both groups. These results are 

inconsistent with the predictions of PAM. It was suggested in the previous section that a 

possible explanation for this controversy is that, due to the multiplicity of non-contrastive 

realizations of the Arabic phonemes /u/ and /a/, learners, even after years of studying the 

English language, are likely to face significant difficulty in mapping Arabic non-contrastive 

realizations with contrastive English phonemes. A shortcoming of PAM is that that it does not 

make explicit predictions about the effect of the phonetic variations of phonemes in the L1 on 

mapping them to L2 contrastive phonemes. 

 

4.2.3 Confidence Rating Scales Analysis 

Identification task. The primary aim of the confidence rating scale used in the 

identification task was to discern how confident the subjects were that they correctly identified 

the stimuli on their response sheet. Similarly, the aim of the confidence rating scale used in the 

discrimination task was to reveal how confident the subjects were that they could indeed tell 

the pair of words apart. Means and percentages of the subjects’ scores on the identification 

confidence rating scale are plotted in Figure 9, which compares the confidence ratings within-

subjects factor (i.e., eight vowel phonemes) and between-subject factor proficiency level (i.e., 

two levels) and shows that the upper-intermediate subjects were less confident than the 

advanced-level subjects about their identification choices. However, interestingly, it also 

reveals that both subject groups showed similar confidence ratings about their identification 
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Confidence Rating Scale: Identification Task
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choices for /æ/, /ɒ/, and /eɪ/, which indicates that these phonemes pose a significant perceptual 

challenge regardless of proficiency level. Overall, both subject groups were less confident 

about their identification choices of /ɔ:/, /ʊ/, and /ɒ/ than they were about their identification 

choices of /i:/, /eɪ/, and /æ/. Interestingly, there is a correspondence between the vowels that 

presented high correct identification percentages and the vowels that received high confidence 

ratings and vice versa. This indicates that the subjects were indeed aware of their identification 

answers and they were not choosing randomly. This result comes in line with Evans and 

Alshangiti's finding that there is "a clear relationship between the perception and production." 

In other words, participants who identify vowels with high performance are found to be "more 

intelligible" while producing the identified vowels (Evans & Alshangiti, 2018, p.  28).  

 

Figure 9 

Confidence Rating Scale: Identification Task 

 

 

 

 

 

 

 

 

 

Discrimination Experiment. Figure 10 shows how confident the subjects were that they 

could discriminate the three pairs of vowels in terms of different pairs of stimuli and identical 

stimuli. Figure 10 reveals that both subject groups were more confident in differentiating 

between different pairs than when they were judging identical pairs. Moreover, the low 

identification confidence rating scores for /ɔ:/, /ɒ/, and /ʊ/ were consistent with the low 

discrimination confidence rating scores of /ɔ:/ and /ɒ/ vs. /ʊ/. This indicates that /ɔ:/, /ɒ/, and 

/ʊ/ pose significant challenges for learners regardless of the perceptual task. Similarly, the high 

identification confidence rating score of /æ/ and /a:/ is also consistent with the high 

discrimination confidence rating score of /æ/ vs. /a:/. This shows that the subjects were aware 

of their choices and that /æ/ and /a:/ do not pose a learning challenge for Saudi learners of 

English. 
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Confidence Rating Scale: Discrimination Task 

 

 

 

 

 

 

 

 

 

 

 

5.Conclusion  

In this study, the discrimination of eight English RP vowels (i.e., /a:/, /æ/, /ɔ:/, /əʊ/, /ɒ/, 

/ʊ/, /i:/, and /eɪ/), which bear different relations to the L1 phonological vowel space, was 

examined using a perception experiment consisting of two parts, (1) an identification task and 

(2) a discrimination task. In the experiment, 16 adult L1-Saudi speakers of Arabic were 

grouped into two proficiency levels: advanced and upper-intermediate. Per the basis of this 

study, a comparison of two models on L2 phonological acquisition, namely Flege’s Speech 

Learning Model (SLM) and Best’s Perceptual Assimilation Model (PAM), was outlined. 

The main aims of the study were to (1) test the validity of two models of L2 

phonological acquisition, SLM and PAM, for Saudi learners of English; (2) examine whether 

the English vowels in question pose different levels of difficulty; and (3) investigate confusion 

patterns in the identification of English vowels by L1 Saudi English learners.  

The findings of the perception experiment showed that Flege’s SLM failed to account for the 

confusion patterns of /a:/ and /æ/. There are several possible reasons for this. It might be due 

to our understanding of the classification of SA vowels. As previously mentioned, until now, 

the phonological system of SA has not been thoroughly examined. The current interpretation 

of the SA vowel system is not based on acoustical or physiological evidence; rather, it is based 

on impressionistic judgments that might be erroneous. Moreover, the current literature on the 

SA phonological system is insufficient and superficial. Another reason why SLM may have 

failed to account for the results of /a:/ and /æ/ is due to the inherent shortcomings of SLM itself, 

as there is (1) a lack of conceptual distinction between new versus similar sounds, (2) an 
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inexplicitness about the degrees of differentiation of non-native sounds (Best et al., 2001), and 

(3) a lack of testable procedures for classifying non-native sounds into new versus similar 

(Flege, 1991). Having said that, SLM still offers useful insights concerning L2 acquisition of 

vowels. Therefore, further production and perception experiments are required before 

determining the viability of the model.   

The findings of the assimilation scenarios for /a:/, /æ/, /ɔ:/, /əʊ/, and /i:/ were largely 

consistent with the predictions of PAM. However, the assimilation results for /ɒ/ and /ʊ/ were 

the reverse of what PAM predicted. The model suggests that, to account for the results of /ɒ/ 

and /ʊ/, even if two non-native sounds assimilate to two different realizations of two different 

native phonemes, the non-native sounds are highly likely to be confused. A shortcoming of 

PAM is it does not consider the impact of native allophonic variations on their assimilation to 

non-native phonemes. For instance, the SA phoneme /a/ has three allophones: /e/, /a/, and /ɒ/, 

and the phoneme /u/ has two allophones: /ʊ/ and /u/ (Holes, 1984). Of course, the sounds /ɒ/ 

and /ʊ/ exist in SA, but they are not utilized phonemically as they are not noticeable (marked) 

in the SA phonetic space. Thus, it appears that L2 Saudi learners of English face a significantly 

challenging learning process in tuning their linguistic perceptual device to contrastive 

phonemes in English (i.e., high-level features). PAM and SLM do not address how L2 learners 

attune their perceptual systems to L2 phonemic contrasts.  

The results showed that /ɒ/ and /ʊ/ posed the greatest amount of difficulty, whereas /i:/ 

and /eɪ/ posed the least amount of difficulty for both proficiency levels. These results are 

consistent with the predictions of PAM. The findings from the confidence rating scales showed 

a high correlation between the low confidence ratings for /ɒ/ and /ʊ/ and the low percentages 

of correct identification and discrimination of the same phonemes. This indicates not only that 

the two sounds pose significant difficulty, but also that the subjects were aware of their choices 

and did not answer randomly.  

This study has only scratched the surface of this under-explored area of research and 

further investigation should yield interesting and useful information. For example, a systematic 

description of the SA phonological system based on acoustical and physiological evidence is 

urgently needed. Moreover, a longitudinal study using the same subjects and incorporating 

different production and perception experiments could lead to fruitful results regarding the 

interlanguage phonological system and how L1 Saudi learners attune their perceptual system 

to English L2 phonemic contrasts.     
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Abstract 

This state-of-the-art paper provides an account of the current trends in English decoding skills 

development for young Korean English language learners (ELLs) in the Korean context. A 

comprehensive approach to examining decoding skills development in primary-school-aged 

Korean ELLs is taken, including specifics related to those with unique cognitive, linguistic and 

socio-cultural factors as well as commonalities shared by first language (L1) and foreign 

language (FL) learning processes. The findings suggest that young Korean children exhibit 

universal language learning processes in terms of the decoding strategies and literacy 

experiences that L1 learners employ, such as phoneme awareness, the alphabetic principle and 

sight word recognition, along with the sequential biliteracy acquisition, low oral competence 

and cross-language transfer that FL learners tend to demonstrate. Furthermore, young Korean 

1 This paper is based on my unpublished doctoral thesis, completed at the University of 

Warwick, UK. 
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children’s English decoding acquisition experiences are influenced by instruction in early 

English literacy development in public schools, which is lacking in terms of pedagogical 

validity and performances, and by their parents’ perceptions, parenting styles, knowledge and 

experiences regarding English learning practices and processes, and the family’s socio-

economic status. Effective ways of assisting young Korean ELLs to develop their English 

reading skills are discussed.  

 

Keywords: English decoding; Early English literacy; English for young learners; Korean 

learners; State of the art 

 

1. Introduction 

For the purpose of English reading, decoding is defined as “the ability to recognize written 

representations of words” (Hoover & Gough, 2000, p. 13) by translating printed words into 

spoken forms. Adams (2011) argued that decoding from spelling to sound is an essential 

prerequisite for meaning activation and word recognition, since it enables readers to “more 

powerfully, efficiently, and unambiguously direct energy exactly and only to its meaning” (p. 

12). Once the individual words are correctly decoded, a skilled reader then associates them 

with meaning almost immediately by retrieving relevant lexical knowledge from memory. 

Decoding is essentially a complex process that involves a great deal of knowledge and various 

strategies. According to Chall’s (1983) stages of reading development, English-speaking 

children need at least two full years of direct instruction in strong decoding skills to read both 

phonetically regular words (e.g., cap) and usually-spelled sight vocabulary (e.g., eye) in the 

reading of familiar stories.  

Given that decoding acquisition requires a lengthy and complex process for native-

speaking children, it follows that young Korean English language learners (ELLs) developing 

decoding skills in an English-as-a-foreign-language (EFL) environment are subject to further 

associated factors. Much research has examined the cognitive and linguistic dimensions of 

English decoding development for young Korean readers in terms of phonological awareness, 

phonics and sight words, and cross-linguistic transfer (Cho & Chiu, 2015; Choi & Lee, 2015; 

Jang & Hong, 2020; Jo & Kim, 2012; Kim & Kim, 2015; Kim, Cho, & Kim, 2015). However, 

these studies tend to focus on one or two elements of English decoding skills development. 

Rarer are studies that explore the socio-contextual dimensions of their FL learning. This state-

of-the-art paper therefore provides a comprehensive examination of research into English 
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decoding skills development by young Korean ELLs in terms of cognitive, linguistic and socio-

cultural dimensions. 

 

2. L1 English Decoding Acquisition 

When discussing EFL decoding accuracy acquisition, it is beneficial to examine the cognitive-

linguistic foundations of L1 English decoding processes in the context of universal language 

learning, including oral vocabulary, deciphering strategies and sight word recognition.  

Receptive vocabulary plays an important role in literacy development. When native-

English-speaking children begin to cope with written language, they come well equipped with 

a large bank of oral vocabulary (Arnold & Rixon, 2014; Chall, 1983). L1 English learners have 

obtained a spoken lexicon of about 5,000 root words by school entry (Biemiller, 2009). By the 

time they learn to read, sound-meaning connections have already been established and they can 

rely on oral lexical knowledge as a useful source for making intelligent guesses (Pinter, 2017). 

Once spellings are correctly decoded into spoken forms, the connections between spelling and 

meaning are completed almost immediately by way of sound-meaning connections.  

Deciphering refers to the reader’s ability to recognize systematic grapheme-phoneme 

correspondences (GPCs) and sound out regularly spelled words. Cipher knowledge is 

composed of three lower-level abilities: letter knowledge, phoneme awareness (PA) and the 

alphabetic principle (Hoover & Gough, 2000). Letter knowledge is the ability to perceive and 

manipulate alphabet letters – both capital letters and lower cases, while PA enables readers to 

detect and manipulate the smallest unit of sounds in spoken vocabulary. Learners with PA 

understand that there are intraword subunits in a word, such as /m/-/u:/-/n/ in moon. 

It is not enough, however, to simply know letters and sounds per se when decoding 

words. English readers need to comprehend the alphabetic principle in order to associate letters 

with the corresponding sounds. Since English GPCs are notoriously complex and inconsistent 

(Adams, 2011), it is practically impossible for children to learn all the ciphering rules. Although 

there are just over 40 phonemes in English, over 500 different spelling-sound rules are needed 

to read (Juel, 1994). Nevertheless, there is a general consensus regarding scope and sequence, 

beginning with single alphabetic sounds, followed by consonant blends (e.g. <fr> in frog) and 

digraphs (e.g. <sh> in ship), and finally diphthongs (e.g. <ai> in rain), long vowels (e.g. <ee> 

in tree) and split digraphs (e.g. <i_e> in bike) (See Letters and Sounds from Department for 

Education Skills 2007 for more). Even for the 26 single letter sounds, their GPCs present 

varying levels of difficulty in terms of the letter-name structure hypothesis and the letter-sound 

ambiguity hypothesis (Huang, Tortorelli, & Invernizzi, 2014). According to the letter-name 
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structure hypothesis, the sounds of English alphabet letters that contain letter-sound cues (e.g. 

/b/ for <b> in bus) are easier to grasp than others (e.g. /j/ for <y> in yes) (Evans, Bell, Shaw, 

Moretti, & Jodi, 2006). The letter-sound ambiguity hypothesis states that some letters such as 

vowels correspond to multiple sounds, which may take more time and instruction to master 

(Scanlon, Anderson, & Sweeney, 2010). 

Meanwhile, irregularly spelled words (e.g. tongue) do not conform to consistent 

spelling systems and need to be remembered by sight as whole words. Knowledge of sight 

words is essential for early literacy development, since one third of written words in English 

defy consistent letter-sound relationships (Coltheart & Rastle, 2001). The most frequently 

occurring sight words are particularly important, since they account for nearly 60% of English 

text (Vousden, 2008). Masterson and colleagues (2010) discovered that almost half of the 100 

most common words contain irregular spellings and are thus not easily decodable by using 

grapheme-phoneme rules. 

 

3. FL English Decoding Development 

The differences between beginning readers in the L1 and the FL are summarized as follows 

(Arnold & Rixon, 2014; McBride-Chang, 2016; Pinter, 2017). When FL learners learn to read 

in English: 

 

1) reading instruction may begin at a later time, compared to native English-speaking 

children; 

2) they may already have had literacy experiences of one language (mostly their mother 

tongue);  

3) they may not come with extensive experiences of spoken communications and may 

have incomplete linguistic knowledge of English, particularly vocabulary 

knowledge; and 

4) different phonological and orthographic systems between their mother tongue and 

English may have an impact on their FL learning strategies and performances. 

 

In EFL contexts, the absence of simultaneous biliteracy acquisition results in a sequential 

relationship between the L1 and the FL. This sequential language acquisition can either 

facilitate or interfere with FL learners’ English reading acquisition. When children begin to 

learn to read in an FL, they possess wider and deeper factual, experiential and schematic 

knowledge than beginning L1 learners (Philp, Mackey, & Oliver, 2008). In particular, young 
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FL learners have already attained some knowledge and reading/writing strategies in their own 

language. They are well aware of text and fully knowledgeable of basic concepts about print 

and what it means to read (Shin & Crandall, 2019). Prior experience of L1 literacy acquisition 

empowers FL learners with the abstract symbolic transformation processing that is needed to 

develop the ability to read and write (Vygotsky, 1978). Since written words are abstract 

representations of objects and ideas, learning to read and write requires high-level cognitive 

strategies to allocate meaning to these socially defined symbols. Thus, the memory load 

necessary to remember the shapes, names and primary sounds of 52 upper- and lower-case 

alphabet characters will be much less for FL learners (Ehri, 1998). 

Meanwhile, FL learners’ low oral competence and limited spoken vocabulary 

knowledge interfere with their English reading acquisition in two ways. On the one hand, the 

learners find it hard to notice similar patterns in English words (e.g., bat, cat, mat, fat). Massive 

vocabulary growth triggers changes in learner’s lexical representation from being initially 

holistic (e.g., cat) to becoming segmented at the phoneme level (e.g., /k/-/æ/-/t/), which then 

promotes PA (Walley, Metsala, & Garlock, 2003). A lack of oral vocabulary, however, delays 

the lexical restructuring processes. On the other hand, Mitchell and Brady (2013) confirm that 

learners with extensive oral vocabulary knowledge are better equipped for reading unusually 

spelled words. In the EFL contexts with limited authentic and meaningful oral English 

communication, the lack of spoken vocabulary knowledge is detrimental to FL learners’ 

recognizing irregularly spelled words. 

 Many researchers have noted L1 pronunciation interference on non-native speakers’ 

reception and production of English sounds (Fontiveros-Malana, 2018; Major, 2001; Zampini, 

2008). In oral reading, the ‘speaking out’ element is important, so that pronunciation should be 

given due consideration (Rixon, 2011). From the perspective of intelligibility rather than 

unaccented or native-like speech (Jenkins, 2000), distinction of similar English sounds is 

crucial for oral word reading out of context. For example, fan and pan are different in meaning 

when the words are read aloud in isolation. In an empirical study with L1-Mandarin and L1-

Taiwanese children on the perception of English /r/-/l/ contrast, Eika and Hsieh (2017) 

discovered that L1-Taiwanese English learners performed much less than L1-Mandarin 

learners because there is only a single category for the contrast in Taiwanese phonology, while 

Mandarin /ʐ/ and /l/ is phonetically close to English /r/-/l/. Similarly, Saito (2011) found out 

that many Japanese ELLs had difficulty pronouncing /æ/, /f/, /v/, /θ/ and /w/, because these 

sounds do not exist in the Japanese spoken lexicon.  
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 Different orthographic systems of the learners’ L1 and English also affect their learning 

strategies of English literacy development. English belongs to alphabetic orthographies, in 

which words are composed of a string of letters of varying lengths in a linear format. In order 

to sound out an English word, readers should basically understand the alphabetic principle that 

connects English letters with their sounds, and then they try to read the word by blending its 

constituent sounds. L1-Chinese English readers, however, should learn to employ completely 

different learning strategies from those of their L1 literacy acquisition, since Chinese belongs 

to logographic systems such as Egyptian hieroglyphs and Mesopotamian cuneiforms, which 

carriy a meaning, not a sound, and the print lacks any sort of phonetic representations 

(Williams, 2010). Given that sound combinations may not happen in Chinese, Huang and 

Radant (2009) suggest that Mandarin-speaking Taiwanese learners of English tend to have 

difficulty pronouncing certain English words at the syllable level, such as /e/+consonant and 

/aun/ in particular, despite their successful pronunciation of segmental sounds.  

 

4. Importance of Reading in Korea 

Reading is particularly important in Korea, where authentic and meaningful oral 

communication in English is not frequent. Since Korean ELLs find it difficult to obtain 

sufficient language input in a natural communicative language environment, reading is an 

important source of comprehensible language input and thus represents a significant portion of 

their FL learning experience as an (Kim, 2009). 

 With limited exposure to English in everyday life, extensive reading in English, or 

reading large amounts of self-selected texts, is an effective way to improve FL skills. The 

positive effects of extensive English reading on Korean learners’ FL learning are well 

documented in terms of enhanced vocabulary and language skills, and reading interest and 

confidence (Ahn, Im, & Yoon, 2010; Choi, 2010; Choi, 2012; Kweon & Kim, 2008; Lee & 

Kim, 2009). Free voluntary reading is being widely accepted by not only reading researchers 

but also Korean parents (Linse, 2011). Korean parents are willing to spend money on English 

books in addition to encouraging their children to visit libraries or bookshops in order to select 

English materials to read at home.  

In recent years, reading in English as an international language has become important 

for younger generations who wish to participate in cyber communities. While communication 

in cyberspace has witnessed an increase in the use of multiple languages, it is also the case that 

transnational global communities provide non-native English-speaking learners with immense 

opportunities to communicate in English with native English speakers or other ELLs 
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worldwide (Jeon, 2014). Among the various forms of English-medium digitally mediated 

communication, online games, particularly a massively multiplayer online (MMO) role-

playing game called Star Wars: The Old Republic, are popular among young Korean children 

(Jeon, 2014). MMO games are avatar-based virtual spaces which thousands of players can 

access simultaneously and interact with team members to complete goal-directed challenges. 

While playing the games, players build tightly coordinated teams through chatting, discussing 

game strategies, collecting or making items such as weapons, and developing new scenarios. 

All these complex cyberspace activities can only be achieved through text-based English-

medium interaction (Butler, 2019). 

While the motivation for Korean children to read in English has been growing, either 

for general comprehension or for entry into cyberspace, the strongest driving force still comes 

from the prospective high-stakes college entrance exams, for which reading is essential (Cho 

& Brutt-Griffle, 2015). There is a strong tradition of exam-oriented learning in Korea (Jin & 

Cortazzi, 2019), so that the main motivation behind reading in English for the majority of 

children and their parents derives largely from the need to perform well in tests (Li, Han, & 

Gao, 2019). Despite large-scale governmental efforts to raise the status of oral English 

proficiency in secondary schooling, the reality is that teaching practices and tests still focus on 

reading comprehension, using the traditional grammar-translation method for direct vocabulary 

learning and grammar drills (Butler, 2015). 

 

5. Korean English Language Learners 

English decoding acquisition for young Korean ELLs entails a host of context-specific 

linguistic, cognitive, social and cultural processes such that their prior knowledge and 

experiences in different learning environments have a significant effect on how they cope with 

the target language. In particular, Korean phonology and orthography and the relevant cross-

linguistic transfer, along with English decoding instruction in public schools, and cultural and 

familial characteristics are worthy of close review. 

 

Cross-language transfer in PA 

McBride-Chang (2016) noted that language itself influences phonological awareness. Korean 

Hangeul shares commonality with English as an alphabetic language, being orthographically 

transparent with fairly systematic letter-sound connections (Kim, 2008). Unlike English, 

however, the script is syllabic as well as alphabetic in the sense that letters are written within a 

square block, with each block representing one syllable (Perfetti & Liu, 2005). While English 
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words are composed of a string of letters in a linear format, Korean letters or letter 

combinations are arranged from left-to-right, top-to-bottom within a square figure, with only 

one vowel letter per block, that is, per syllable. With the consonant-vowel-consonant (CVC) 

structure within a block, C1 is the syllable-initial position (onset), V is the syllable-medial 

position (nucleus), and C2 is the syllable-final position (coda) (Figure 1). 

 

Figure 1. CVC orthographic block pattern of a Korean syllable (Perfetti & Liu, 2005, p. 197) 

 

 

When Korean children learn to read English, their Korean literacy acquisition is generally 

complete (Cho, 2009). Since Korean is an alpha-syllabic language, the cognitive strategies 

employed in identifying Korean phonemes may play a facilitative role in developing L2 

English PA and word reading (Goswami, 2002). Kim and colleagues (2015) found a positive 

transfer between Korean phonological awareness and English word reading and writing in an 

empirical study with Grade 5 Korean students. These findings are consistent with Goswami 

(2002), showing that PA is developed fastest when children acquire orthographically 

transparent languages with consistent GPCs, like Korean. By contrast, Kang (2009) claimed 

that L1 Korean acquisition does not account for any striking benefits in English PA and 

decoding performance, since PA in the Korean oral language is rarely promoted as a critical 

role in enhancing Korean children’s word recognition, nor is it explicitly taught in Korean 

reading instruction. According to Kang (2009), Korean children have little difficulty sounding 

out most of the letter combinations once they can identify the names of the Korean alphabet 

letters. Consequently, Korean word reading typically revolves around letter names, rather than 

sounds (Park, 1988), and the concept of PA is not as widely accepted in the instruction of 

Korean language as in that of English. 

 It should also be noted that a Korean syllable should consist of at least the body CV 

unit while the syllable-final C in coda is additional. Further, the visual cues in the Korean 

orthography promote the saliency of body unit, since this is aligned and presented together 

horizontally while the coda is placed at the bottom of the block. Consequently, Korean children 
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tend to find the body-coda phonological unit more accessible than the onset-rime phonological 

unit, which is more salient to English-speaking children (Cho, McBride, & Lin, 2017). Taking 

the word cat as an example, Kim (2008) demonstrated that Korean children tend to find <ca>-

<t> more accessible than <c>- <at> and thus to feel more ease in learning cat in the cap than 

cat in the hat. 

 

L1 pronunciation interference 

Primary-school-aged Korean ELLs struggle with the perception and articulation of particular 

English sounds because of L1 pronunciation interference (Lee, 2006; Shin, Kiaer, & Cha, 

2013). In comparison to the inventory of English consonants, there are no Korean consonant 

sounds equivalent to /f/, /θ/, /ð/, /r/, /v/, /ʒ/ and /z/. Consequently, accurate perception and 

production of these English sounds is difficult for Korean learners (Shin et al., 2013). Many 

have identification problems with certain consonant contrasts as well: /b/-/v/; /f/-/p/; and /l/-/r/. 

In contrast to the typical voiced-voiceless minimal pairs of /b/-/p/ and /v/-/f/ in English 

phonology, Korean phonology possesses only a single phoneme that can represent each pair: 

/ㅂ/ for /b/-/v/; /ㅍ/ for /f/-/p/; and /ㄹ/ for /l/-/r/ (Shin et al., 2013). As such, the distinction of 

these pairs can be blurred both in perception and pronunciation.  

 With regard to vowels, Standard Korean Pronunciation states that Korean has 10 

monophthongs. In natural speech, however, this is debatable. For example, there is almost no 

distinction in speech between /e-ㅔ/ and /æ-ㅐ/, which are both generally pronounced as /ɛ/ 

(Shin et al., 2013). The orthographic differences between these vowels should lead the speakers 

to perceive and produce them distinctively, but an empirical study with 210 native Korean 

speakers in Seoul showed that the participants pronounced the two vowels identically 80 

percent of the time (Choi, 2002). Consequently, Korean speakers rarely distinguish between 

/e/ and /æ/ in English speech replacing both vowel sounds by /ɛ/. Thus Korean speakers of 

English may find it hard to distinguish bed from bad in spontaneous speech. In addition, there 

is no distinction between lax /ɪ/ and tensed /i/ vowels in Korean. Instead, the two are merged 

into /i/. As a result, English words like live/leave and ship/sheep can appear to be identical to 

many Koreans. 

 

Decoding instruction in public schools 

Learning to read is not a value-free, pure skill-developing training but a socially embedded 

practice that is hugely affected by the sociocultural environment (Barton, 2001). The 
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importance of the sociocultural dimension in beginning literacy was identified by Vygotsky 

(1978), who viewed the process of learning and cognition as a socially situated and culturally 

mediated activity. From this perspective, learning to read is not decontextualized information 

processing but requires an adequate understanding of the specific settings and mediating factors 

that affect the learning processes.  

In Korea, English reading skills have been regarded as essential in FL acquisition and 

high-stakes exams including college entrance exams. However, instruction in early English 

literacy development in public schools, which begins in Grade 3, is considered by many 

researchers, teachers and parents to be insufficient, ineffective and inconsistent in many 

respects. The centralized control of vocabulary to 120 words per grade is not favorable for 

beginning reading acquisition (Lee & Kim, 2009), and phonemic manipulation skills activities 

are rarely provided in lesson (Kim & Kim, 2020). Overall, there is a general lack of 

comprehensive and systematic English decoding instruction in primary English reading 

education in public schools in terms of GPC rules, and the perception and production of 

intelligible pronunciation (Choi & Park, 2020; Jin & Kwon, 2020). The National English 

Curriculum in primary education aims at building a foundation for basic communication in 

English with a heavy focus on oral communicative competence and involves a minimal input 

of written language. For this reason, the instructional focus at the primary level has been geared 

towards oral communicative competence, resulting in the neglect of systematic written 

language development (Chang, 2011; Lee, 2009).  

With regard to teacher qualifications, many of the local English teachers (LETs) and 

native English-speaking teachers (NESTs) in public primary school were found to have low 

content knowledge, skills and confidence in early reading instruction (Butler, 2015; Kim & 

Kim, 2020). In a study investigating Korean primary school English teachers’ knowledge and 

beliefs about reading instruction, Lee (2014) revealed a gap between the teachers’ awareness 

of the necessity for stronger reading instruction in the classroom and their lack of knowledge 

and support in teaching reading. This gap is further aggravated by the lack of adequate attention 

and extensive support from the teacher education programs (Min & Park, 2013; Woo, 2016). 

The use of NESTs in teaching English has become a controversial topic due to their general 

lack of professional knowledge and pedagogical competence, particularly in teaching English 

reading to young Korean learners (Garton, 2014). This is not surprising, since nationality is 

often considered as the most important criterion for recruiting NESTs, rather than teaching 

certificates, prior experience in English language teaching (ELT) or knowledge of the Korean 

language, none of which are required. Jeon (2009) reported that many NESTs had little 
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understanding of curriculum requirements, textbooks and learning objectives or the needs of 

the learners when giving English lessons.  

 

Cultural and familial factors  

Kim (2017) found that young Korean children’s FL learning experiences are influenced by 

their parents’ perceptions and experiences regarding English learning practices and processes, 

the family’s socio-economic status (SES), and parenting styles. Yoo and Lee (2006) noted the 

increasing popularity of ‘Mother-Brand English’ in Korea, in which mothers become their 

children’s first English teachers and immerse their young in an English-rich home environment 

from early infancy, reading English storybooks and providing input using a variety of 

multimedia materials. Linse (2011) echoed a widespread ‘the earlier, the better’ viewpoint, but 

she highlighted Korean parents’ obsession with native-like pronunciation and the avoidance of 

parental home reading. As a result, Korean parents of very young children often enroll children 

at English institutions or commercial programs, preferably taught by NESTs as a strategy for 

helping them develop native-like pronunciation as well as beginning reading. Linse (2011) also 

found that Korean parents strongly believe in the value of rote memorization of words in 

isolation as an effective method of English vocabulary acquisition, despite the fact that these 

parents typically lamented such practices when they learned English in school. These findings 

are consistent with those of Rokita (2019) in that parents tend to resort to the strategies learned 

from their own educational experiences or to others that are familiar to them.  

With regard to the family’s SES, there is ample research on its impact on young 

learners’ English learning in Korea (Kim & Seo, 2012; Lee, 2019; Shin & So, 2018). Kim and 

Bang (2017) have pointed out that Korean parents’ educational aspirations for their children 

are extreme regardless of social class, although their actual educational choices may be 

influenced by financial conditions. The private English education market in Korea offers a wide 

range of highly diversified programs in terms of format and price, and parents make strategic 

educational decisions according to their family’s SES. In Park and Abelmann’s (2004) 

narrative study, a Korean working class mother admitted that her family’s financial situation 

failed to afford her children the best available English education. The family’s SES affects the 

children’s English learning achievement such that “regardless of their merit and efforts, 

children and parents in low socioeconomic status will be punished with educational under-

achievement” (Paik, 2008, p. 76).  

Young children’s learning attitudes and motivations are also affected by parenting 

styles and parent-child relationships. It is widely accepted that supportive parenting styles 
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generally have a positive relation to young learners’ English learning motivation, while 

controlling, coercive and nonchalant attitudes have a negative impact (Park & Kim, 2006; Park 

& Kim, 2015). In Confucian cultures like Korea, however, children with controlling and 

coercive parents often achieve high academic results and strong learning motivations, since 

they wish to meet the expectations of their parents and gain their approval (Li et al., 2019; Park 

& Kim, 2004, 2006). As Park and Kim (2006) claimed, Korean children “feel indebted toward 

their parents for all the devotion, indulgence, sacrifice, and love that they have received”, and 

this interpersonal emotion promotes “filial piety, achievement motivation, and relational 

closeness” (p. 424). 

 

6. Conclusion 

This paper has attempted to describe the current theoretical background to research in the areas 

of English coding skills development for young learners in Korea in terms of both cognitive-

linguistic and socio-contextual dimensions. Since the motivation for Korean children to read 

in English is driven either by the need for general FL acquisition or to get good grades in tests, 

English reading skills are essential for FL learners in various ways. However, young Korean 

ELLs in primary schools suffer in their initial stages of literacy development due to the neglect 

of reading instruction in public education, the lack of qualified English teachers and high 

parental expectations.  

Given the complex and lengthy process of English decoding acquisition, appropriate 

instruction needs to be carried out in a systematic and comprehensive manner for young Korean 

ELLs. Their cognitive-linguistic backgrounds, including L1 Korean literacy acquisition 

experiences and the relevant cross-linguistic transfer and low oral competence, should be 

closely examined and adequately considered in ELT materials development and teaching 

practices in schools. In addition, the role of home environment and family characteristics in 

young children’s FL learning motivation and achievements should be taken into account so 

that specific and timely support can be provided to the parents as well.  

 

Suggestions 

There is no one dominant formula to follow when it comes to teaching English reading to 

primary-school-aged Korean children whose English literacy acquisition is sequential. 

Nevertheless, this research suggests effective ways of assisting these particular students 

develop their English reading skills.  
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 This research suggests that good FL instruction should begin by clearly identifying the 

learners’ cognitive-linguistic and contextual backgrounds in language learning, as Hayes 

(2014) has pointed out that ideal language instruction involves teachers to prepare materials 

and implement teaching practices to meet the specific needs of their own students. In the field 

of early English literacy instruction, it is essential to understand how these learners have 

become literate in Korean. It is equally important to identify the family characteristics of the 

learners so that prompt and effective responses can be provided by schools whenever needed. 

Only then can this promote the identification of effective educational provisions and practices 

that substantially support their English decoding. 

In order to enhance the quality of English decoding instruction in public primary school 

in Korea, the National Curriculum should provide a well-defined comprehensive syllabus, 

including oral vocabulary, PA, GPCs and sight word recognition. Phonics rules should be 

systematically introduced, practiced and consolidated according to its frequency and difficulty, 

while teaching of sight words should be explicit through various multisensory activities. Rather 

than solely relying on the National Curriculum, teachers should select the most appropriate 

materials for English decoding acquisition among such a wide array of sources, depending on 

whom and what to teach. Even when teaching with the predetermined syllabus and materials, 

teachers need to mediate them to accommodate the particular students in terms of sequencing 

and time allocation. In order for this to happen, teacher education programs should address all 

of the following issues: (1) English PA activities, (2) varying levels of difficulty in the letter-

sound relationships, (3) intelligible pronunciation, (4) sight vocabulary recognition, and (5) the 

need of NESTs to understand the learners’ linguistic backgrounds. 

Given the lack of knowledge and hands-on experience of many parents, this research 

also suggests that a series of parent workshops should be organized on a small scale and the 

need for active and supportive parental involvement should be strongly promoted. During the 

workshops, parents would familiarize themselves with the terms and key concepts related to 

English decoding and understand the general learning process. Also, they would be encouraged 

to ask questions and discuss issues in a comfortable environment. Through this close 

communication between teachers and parents, the school-family partnership can be 

strengthened to support each other in enhancing children’s FL reading acquisition. 
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Abstract 

The present research aimed firstly to compare gifted and non-gifted high school students in 

terms of goal-orientation, internal motivation and L2 achievement. Then, it aimed to focus on 

gifted students and explore whether their goal-orientation and motivation predicted their L2 

achievement. To this aim, two questionnaires (goal-orientation and internal motivation) were 

submitted to 200 male high school students in a multicultural megacity in Western Asia. Their 

grade performance average (GPA) was taken as L2 achievement indicator. Cronbach’s alpha 

test of internal consistency showed the two tests enjoyed an acceptable level of reliability. To 

compare gifted and non-gifted students’ goal-orientation and motivation, independent-sample 

T-test was run which showed statistically significant differences. Gifted students’ goal-

orientation and motivation showed to be significantly higher than the non-gifted. Pearson’s 

correlation coefficient showed a positive correlation but not statistically significant between 
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goal-orientation and motivation. Multiple regression analysis revealed that motivation was a 

better predictor of gifted students’ L2 achievement. The overall findings help to cast light on 

how gifted and non-gifted students differ in terms of two important variables, goal-orientation 

and motivation. As it also focused more specifically on gifted students, who are often 

discriminated from ordinary students and receive special governmental and non-governmental 

attention and facilities, it shed light on important aspects of their goal-orientation and 

motivation in learning English as a Foreign Language. The results can help course and 

curriculum designers in Asian education system, usually tinted with different manifestations of 

discrimination (Brown, 2015), to better serve the goal-oriented and motivational needs and 

expectations of gifted students in the education system. 

 

Keywords: Gifted students, Non-gifted students, Goal-orientation, Motivation, L2 

achievement 

 

1. Introduction: 

Researchers in the realm of educational psychology have delved into a number of variables 

which are influential in academic performance. Three factors that are of particular interest to 

the researcher of the present paper are motivation, goal orientation and L2 achievement. 

Motivation is defined by Dornyei (2001) as a mood which is one of the most robust human 

characteristics and is also a multi-dimensioned and complicated issue. In recent years, there 

has been a call in the second/foreign language acquisition motivation literature (e.g. Dornyei, 

2009) for qualitative and mixed-method studies that allow for exploring individual as well as 

group-based differences (Bower, 2017).  

The other variable, goal-orientation, which can affect learning is derived from the 

‘Achievement goal theory’ which focuses on how students think about themselves, their tasks, 

and performance in class. Researchers have proposed three types of achievement goal 

orientations: mastery goals, where students pursue their competence by developing and 

improving their ability against self-set standards; performance-approach goals, where learners 

are concerned about displaying their ability; and performance avoidance goals, where students’ 

main concern is hiding their lack of ability (Elliot, 2005). 

Giftedness has been addressed both at international and national scales. In the former, it is 

usually evaluated via a standardized intelligence test followed by comparative works of 

research. As an instance, McCoach (2002) showed that gifted students find themselves more 
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academically successful than their ordinary classmates. As defined by Marland (1972) and 

elaborated on by McWilliams (2018), a gifted student is one who is regarded as professional 

in the area that s/he is be able to carry out a high level task thanks to his/her outstanding 

abilities. Globally speaking, gifted students are distinguished from others and receive exclusive 

learning environments, highly educated teachers, special materials, and extracurricular courses 

(March-Steinman, 2017; Russo, Harris & Ford, 2010). Thus, it is worth exploring their 

emotions and needs. 

As maintained by Baratinejad (2018), several studies revealed that epistemological 

beliefs of gifted learners were focused on how they understand the relationship between 

themselves knowers/learners and knowledge. The milieu of research has been appointed from 

the researchers’ stand point. Few documented studies have delved into the association of such 

factors as motivation and achievement goal-orientation in relation to gifted or non-gifted 

students especially in the realm of applied linguistics in Iran. As mentioned in the background 

of the present research, each of these factors play a considerable role in students’ L2 

achievement. Yet, they have been scarcely investigated in the way it is in the present research. 

1.1. Purpose of the Study 

The aim of this research was to contribute to the growing body of research on gifted/non-

gifted students to examine the processes of motivation and goal orientation and their effect on 

L2 learning achievement. Through this investigation, we aimed to offer a way of understanding 

into the effective presence of these variables in gifted learners’ L2 achievement in contrast to 

ordinary students. To this aim, four research questions were addressed. 

1.2. Research Questions 

In accordance with the aforementioned purpose of the present study, here are the 4 

questions the present research hopes to answer: 

RQ1: Does gifted students' goal orientation differ significantly from non-gifted students' 

goal orientation? 

RQ2: Does gifted students' motivation differ significantly from non-gifted students' 

motivation? 

RQ3: Does gifted students' L2 achievement differ significantly from non-gifted students' 

L2 achievement? 
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RQ4: How do gifted students' goal orientation and motivation predict their L2 

achievement? 

 

1.3. Research Hypotheses 

 

According to the four research questions just addressed, here are the relevant hypotheses 

made in advance to conducting this study: 

 

HO1: There is no statistically significant difference between gifted and non-gifted 

students’ goal orientation. 

HO2: There is no statistically significant difference between gifted and non-gifted 

students’ motivation. 

HO3: There is no statistically significant difference between gifted and non-gifted 

students’ L2 achievement. 

 

2. Review of the Related Literature: 

The notion of giftedness has been discussed by scholars for years, and the interest in 

individuals with exceptional abilities has existed even longer. The first efforts to assess 

intelligence via a practical intelligence test was made in France in 1905 by a psychologist 

named Alfred Binet who worked together with his colleague Simon to find the divergence 

between normal children and peers with learning disabilities through assessing the intelligence 

of these children. Binet-Simon intelligence test consisted of 30 tasks of increasing difficulty 

and was the first intelligence/giftedness test (Passet, 2015). In 1912, a German psychologist 

named Stern introduced the so-called intelligence quotient (IQ), based on Binet’s intelligence 

tests. He recommended to divide developmental age by chronological age and then multiply it 

by a hundred (Stern and Whipple, 1914). 

The works of Binet and Stern were picked up by two American scientists, Goddard and 

Terman. According to Terman, gifted students can be negatively affected by their surroundings 

which would make them underperform (Passet, 2015). Ever since giftedness has been 

addressed in different contexts, redefined (e.g. by Renzulli, 1978) and linked to different factors 

such as creativity, task commitment, production motivation and so on. 
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Language learning is a context of concern in applied linguistics and to see how 

giftedness is involved in second/foreign language learning achievement is an interesting topic 

of research. A body of research (Wolin & Wolin, 1993) revealed that the psychology of gifted 

L2 learners plays an important role in L2 learning process and strategy. The findings gathered 

from fifteen studies indicated that gifted students have more positive perceptions of their 

academic and behavioural self as compared to the ordinary group. (Colman & Fults, 1982). 

Among more recent works of research on giftedness and language learning are the attempts by 

Clark (2009), Foster (2017) and Osokina (2016) who delved into the high-level thinking 

abilities of gifted language learners and Al-Khasawneh and Al-Omari (2015) or Ozcan & 

Katlav, 2016), who drew attention to the differentiated curriculum and advanced level of 

content required for gifted students’ language learning. 

As for motivation, though a large body of research attempted to probe the concept of 

motivation in a language learning context, there is still a plethora of investigations striving to 

delve into the antecedents and consequences of motivation in gifted students’ L2 achievement. 

A major new direction emerged in motivational research through the achievement goal theory 

(Midgley, Kaplan, Middleton, Maehr, Urdan, Hicks Anderman, Anderman & Roeser, 1998). 

Achievement goal-orientations which students adopt differ across individuals. There 

are a lot of variables, like parenting styles (Akin, 2006; Gonzalez, Greenwood & WenHsu, 

2001) and gender (Ablard & Lipschultz, 1998; Roeser et al., 1996) which influence 

achievement goal orientations of students. Goal-orientation has been linked with academic 

achievement by a number of researchers including Elliot (2007), Lackner et al. (2015) and 

Steinmayr, Bipp and Spinath (2011). Yet, there is a dearth of research into the goal-orientation 

of gifted L2 learners which was addressed in the present study. 

3. Methodology: 

3.1. Participants and Setting 

Participants of the present study were 200 EFL students selected according to 

convenience sampling method among EFL students at high school level from two different 

contexts (gifted and ungifted). The schools were set in Mashhad, the second multicultural 

metropolis of Iran in Western Asia. The related demographic information is summarized in  
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Table 1: 

Table 1 

Demographic Information of the Participants 

Group Total number Mean age Gender L1 L2 

Male Female 

Gifted 100 15-17 + - Persian English 

Non-gifted 100 15-17 + - Persian English 

 

The data were collected in winter and spring 2018 from Shahid Hasheminejad High 

School and Shahed High School (male branches) in Mashhad.  

3.2. Instrumentation 

Students’ goal orientation was measured using the translated version of Achievement 

Goal Orientation Inventory designed by Midgley et al. (1998). The inventory is comprised of 

three subscales with 6 items for each goal orientation and a total of 18 items that allow 

responses ranging from 1 (not at all true of me) to 7 (very true of me). The Persian  version of 

the scale translated and validated by Rezaee and Kareshki (2012) demonstrated acceptable 

reliability indices (.81, .82, respectively). To measure internal motivation, the Motivated 

Strategies for Learning Questionnaire-MSLQ was used that included 76 items on students’ 

attitude and motivation concerning English language learning ranging from “Strongly 

disagree”  to “Strongly agree”. 

3.3.Procedures 

3.3.1. Data Collection 

After the required permissions were obtained from the education office, the target students 

were met at school.  Their teachers were already informed of the purpose of research. The 

motivation and goal-orientation questionnaires were submitted to students in class after they 

were briefly informed of the topic of research and what they were supposed to do with the 

questionnaires. They were ensured of the anonymity of the information they provided. Both 

questionnaires were answered and returned in class. L2 achievement scores were actually 

students’ GPA score for the English course.  
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3.3.2. Data Analysis 

Descriptive statistics were used to describe the collected data. These included the 

distribution of participants in terms of age, sex, academic grade and giftedness. This 

distribution was reported in percentages in tables and figures. Kolmogorov-Smirnov Test was 

used to check the normality of data and the result was reported in a relevant table. Next, the 

first, second and third research hypotheses were tested through independent-sample T-test.   To 

answer the final research question and see which factor (goal-orientation and motivation) 

affected gifted students’ academic achievement more, multiple regression analysis was run. To 

check the correlation of motivation and goal orientation factors, Pearson’s correlation 

coefficient was used. The level of significance was set at p˂.05. All statistical procedures were 

conducted in SPSS. The reliability of the questionnaires was also checked through Cronbach’s 

alpha and the results were reported in the target tables as presented in the next section. 

4. Results: 

4.1. Reliability of the Instruments 

Cronbach’s alpha test of internal consistency was used to check the reliability of the two 

scales used in the present research. One measured motivation and the other measured goal-

orientation. The latter was further comprised of mastery, performance and avoidance sub-

scales. The following table indicates the relevant results: 

Table 2 

Reliability of the Measurement Instruments 

Variable No. of items Alpha estimate 

Internal Motivation 76 .935 

Goal orientation 18 .871 

 Mastery 6 .741 

Performance 6 .685 

Avoidance 6 .838 

 

As it can be observed in Table 2, the internal consistency of both scales is either acceptable 

or high especially that of the Internal Motivation scale. Among the sub-scales of goal-

orientation, avoidance showed to enjoy the highest internal consistency.  
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4.2. Normality of Data across the Three Research Variables 

The three variables addressed in this research were gifted students’ internal motivation, 

goal-orientation and L2 achievement (GPA). Kolomogorov-Smirnov Test was used to check 

the distribution of these research variables. The results are presented below in Table 3. 

Table 3 

One-Sample Kolomogorov-Smirnov Test Results 

Estimates Internal Motivation Goal-orientation GPA 

Kolomogorov-

Smirnov Z  

.826 .902 .425 

Asymp. Sig. (2-

tailed) 

.502 .611 .307 

a. Test distribution is normal 

b. calculated from data 

 

As it can be observed, the three target variables, internal motivation, goal-orientation and 

GPA enjoy a normal distribution. Thus, they can be compared between the two groups of gifted 

and non-gifted students through parametric tests (such as T-test).  

4.3. Answers to Research Questions 

4.3.1. Answer to the 1st research question 

The first research question enquired whether gifted students’ goal-orientation differed 

significantly from that of the non-gifted. Accordingly, the first research hypothesis stated that 

there was no statistically significant difference between gifted and non-gifted students’ goal-

orientation. To test this hypothesis, the mean goal-orientation scores of each research group 

(gifted and non-gifted) were estimated independently and compared. The significance of their 

difference was checked through independent-sample T-test and the results are reported in 

Tables 4 and 5. 

Table 4 

Comparison of Goal-Orientation between the Two Groups 

 Student Group Mean Internal 

Motivation (1-

7) 

SD Standard Error 

of 

Measurement 

Goal 

Orientation 

Non-gifted 4.64 1.59 .16 

Gifted 5.07 .85 .08 
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Table 5 

Levene’s Test Results of Equality of Variances 

 Levene's Test T-test of equal mean scores 

F Sig. t df Sig. 

Goal-

orientation 

Equal 

variances 

assumed 

26.291 .000 -2.354 193 .020 

Unequal 

variances 

assumed 

-2.347 147.042 .020 

 

An observation of the above tables shows that the mean score of goal-orientation in the 

gifted students' group (5.07) is higher than the non-gifted (4.64). This difference is statistically 

significant. In other words, the first research hypothesis "There is no statistically significant 

difference between gifted and non-gifted students’ goal orientation" can be rejected, as not only 

this divergence exists but it is also significantly higher in gifted students than the non-gifted. 

This can be observed in Figure 1: 

 

Figure 1. Distribution of subjects in terms of goal-orientation 

 

As it can be observed in Figure 1, the goal-orientation of gifted students is significantly 

higher than that of the non-gifted, which helps to reject the first null hypothesis of the present 

research. Goal-orientation comprises three sub-components: mastery, performance and 

avoidance. Comparison between gifted and non-gifted students in terms of goal-orientation 

was extended to the three sub-components. Independent-sample T-test was used to this aim and 

the results are presented below.  
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Table 6 

Comparison of Goal-Orientation Sub-components between the Two Groups 

Goal-

orientation 

sub-

component 

Research 

Group 

Mean SD t-value Sig. 

Mastery Non-Gifted  4.83 1.78667 -2.081 .039 

Gifted 5.25 .79421 

Performance Non-Gifted  4.47 1.51615 -2.228 .027 

Gifted 4.85 .72441 

Avoidance Non-Gifted  4.62 1.45625 -2.224 .028 

Gifted 4.99 .74935 

 

As it can be observed in Table 6, in terms of mastery, the mean score of gifted students 

(5.25) was significantly higher than the non-gifted (4.83) (p=.039). In terms of performance, 

the mean score of gifted students (4.85) was similarly higher than the non-gifted (4.47) and this 

divergence was statistically significant (p=.027). As for avoidance, the mean score of gifted 

students (4.99) was significantly higher than that of the non-gifted (p=.028). Moreover, among 

these three sub-components, the highest difference of mean scores was that of mastery which 

received the highest score among gifted students.  

4.3.2. Answer to the 2nd research question 

The second research question in the present study enquired about whether gifted students’ 

internal motivation differed from the non-gifted students’ motivation. A null hypothesis was 

presented which rejected any statistically significant difference between the two. To test this 

hypothesis, the mean internal motivation scores of each research group (gifted and non-gifted) 

were estimated independently and cross-compared. The significance of their difference was 

checked through independent-sample T-test. The results can be viewed in Table 7 and 8. 

Table 7 

Comparison of Internal Motivation between the Two Groups 

 Student Group Mean Internal 

Motivation (1-

7) 

SD Standard Error 

of 

Measurement 

Non-gifted 3.59 .95 .096 
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Internal 

Motivation 

Gifted 3.91 1.00 .10 

 

Table 8  

Levene’s Test Results of Equality of Variances 

 Levene's Test T-test of equal mean scores 

F Sig. t df Sig. 

Internal 

Motivation 

Equal 

variances 

assumed 

3.582 .060 -2.300 193 .023 

Unequal 

variances 

assumed 

-2.301 192.649 .022 

 

An observation of Tables 7 and 8 shows that the mean score of internal motivation in the 

gifted students' group (3.91) is higher than the non-gifted (3.59). This difference is statistically 

significant. In other words, the second research hypothesis according to which "There is no 

statistically significant difference between gifted and non-gifted students’ internal motivation" 

can be rejected, as not only does this divergence exist but it is also significantly higher in gifted 

students than the non-gifted. This might be better observed in Figure 2: 

 

Figure 2. Distribution of subjects in terms of internal motivation 

As visually displayed in Figure 2, the internal motivation of gifted students is significantly 

higher than that of the non-gifted. It helps to reject the second null hypothesis of the present 

research. 
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4.3.3. Answer to the 3rd research question 

The third research question enquired about whether gifted students’ achievement scores 

differed from the non-gifted students’ performance score. A null hypothesis was presented 

accordingly. To test this hypothesis, the mean achievement scores of each research group 

(gifted and non-gifted) were estimated independently and were cross-compared. The 

significance of their difference was checked through independent-sample T-test. The results 

are reported in Tables 9 and 10. 

Table 9 

Comparison of Achievement Scores between the Two Groups 

 Student Group Mean Internal 

Motivation (1-

7) 

SD Standard Error 

of 

Measurement 

Achievement Non-gifted 14.80 2.72091 .27627 

Gifted 17.25 1.72683 .17444 

 

Table 10 

Levene’s Test Results of Equality of Variances 

 Levene's Test T-test of equal mean scores 

F Sig. t df Sig. 

Achievement Equal 

variances 

assumed 

23.018 .000 -7.487 193 .000 

Unequal 

variances 

assumed 

-7.470 162.277 .000 

 

An observation of Tables 9 and 10 shows that the mean achievement score of internal 

motivation in the gifted students' group (17.25) is higher than the non-gifted (14.80). This 

difference is statistically significant. In other words, the third research hypothesis according to 

which "There is no statistically significant difference between gifted and non-gifted students’ 

achievement scores" can be rejected, because not only does this divergence exist but it is also 

significantly higher in gifted students than the non-gifted. This might be better observed in 

Figure 3. 
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Figure 3. Distribution of subjects in terms of achievement scores 

As visually described in Figure 3, the achievement score of gifted students is significantly 

higher than that of the non-gifted which helps to reject the third null hypothesis of the present 

research. 

4.3.4. Answer to the 4th Research Question 

The fourth research question was not accompanied by a hypothesis. It aimed to see how 

gifted students' goal orientation and motivation predicted their L2 achievement. To see which 

of the two variables, goal-orientation or internal motivation, was a better predictor of gifted 

students’ L2 achievement scores, multiple regression analysis was run and the results are 

summarized in Table 11. 

Table 11 

Standardized Regression Coefficients (Relative Contribution of Variables) 

Model Unstandardized 

coefficients  

Standardized 

coefficients 

T Sig. 

B Std. Error Beta  

(Constant) 18.524 1.228  15.079 .000 

Internal 

motivation 

.307 .173 .179 1.774 .048 

Goal 

orientation 

.014 .204 .007 -.067 .946 

 

The dependent variable was gifted students’ L2 achievement while the two independent 

variables were students’ goal-orientation and motivation. As it can be seen, the highest 

contribution was that of internal motivation with a beta weight of .179. Goal-orientation with 

a beta value of .007 only stood next to motivation in predicting gifted students’ L2 

achievement.  
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The correlation of the two independent variables, goal-orientation and internal motivation 

was also tested through Pearson’s test of correlation coefficient, and the results can be seen 

below in Table 12 and Figure 4. 

Table 12 

Correlation Coefficient of Gifted Students’ Goal-Orientation and Internal Motivation 

Statistical Test Estimated values 

Pearson’s correlation coefficient value .021 

Significance level .768 

 

 

Figure 4. Correlation of gifted students’ goal-orientation and internal motivation 

As it can be observed, the correlation between the two independent variables, goal-

orientation and internal motivation is low though they are positively correlated. The 

significance value was estimated at .76, which exceeds .05 and thus is not statistically 

significant and is not generalizable to the research population. Therefore, the two independent 

variables addressed in the 4th research question are not correlated significantly.   

5. Discussion and Conclusion: 

The present findings can be related to several other investigations. For one, similar to the 

present study which found a positive contribution of students’ motivation to L2 proficiency, 

such researchers as Letto and O’Mara (1990) and Vaezi (2008) found a positive role of the 

variable. 
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How motivation affects the sub-domains of L2 learning and the real L2 achievement has 

been also addressed by Ellis (1994). Our finding confirmed this claim. Yet, the difference is 

that the former research attempted to provide intercultural communication reasons while the 

latter lacked this justification. The present findings can be also related to Gardner’s model 

(2005) in which L2 achievement is perceived largely to be a function of language aptitude and 

motivation. Though language aptitude was not evaluated in the current research, motivation 

was explored in gifted student population and we found a corroboration of what Gardner 

integrated in his model. Though Gardner did not propose his model only for gifted or intelligent 

students, what we explored and found here was a higher motivation to learn among gifted 

students and this higher motivation as a predictor of better L2 achievement which is consistent 

with what Gardner embraced in his model.  

Moreover, in the present research, gifted students showed to outperform non-gifted 

students in L2 achievement. It seems that L2 achievement is not the only domain gifted students 

are better at. McCoach (2002) showed that gifted students find themselves more academically 

successful than their ordinary classmates in different school subjects. Yet the difference 

between the present research and McCoach (2002) was that in the former, GPA was used as 

the criterion for L2 achievement while in the latter students’ own perception was taken as a 

sign of academic achievement.  

In their study, Pintrich and DeGroot (1990) observed that highly motivated students used 

cognitive and metacognitive strategies better than others in handling learning tasks. This could 

be at least part of the reason why motivation factor in our study too was a strong predictor of 

L2 learning though we did not delve into the type of strategies gifted students used in L2 task 

completion. This link between the two studies can yet help to form a new research hypothesis 

and motivate further research to see how motivation possibly through affecting cognitive and 

metacognitive strategies can better lead to gifted students’ L2 achievement.  

Based on the findings of the present research several conclusions can be made as 

summarized below: 

- Gifted students differ from non-gifted students in terms of L2 achievement. The difference is 

that the former outperforms the latter.  

- Gifted students differ from non-gifted students in terms of goal-orientation. The difference is 

that the former group is more goal-oriented than the latter.  
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- Gifted students differ non-gifted students in terms of motivation. The difference is that the 

former is more motivated than the latter.  

- Between the two factors of goal-orientation and motivation, the latter is a stronger predictor 

of gifted students’ L2 achievement.  

These conclusions basically point to the differences globally made between gifted and non-

gifted students. These differences have been around at least since 1972, when attention was 

drawn to giftedness at a global scale and its definition was reported. Gifted students have been 

expected to behave differently and outperform ordinary peers academically. In the education 

system and public schools, they are treated differently once identified and are provided with 

special services to help outgrow their talents. They are provided with highly educated and 

qualified teachers and more comprehensive materials to meet their needs. That is why coming 

to know them and the internal and external variables that affect their academic performance is 

worth further research. Motivation and goal-orientation are among the internal variables 

affecting gifted students’ performance especially L2 achievement, yet they have been scarcely 

researched in combination in the related literature. 

Now that we found motivation and goal-orientation both affect gifted students’ L2 

achievement and the fact that motivation is a stronger predictor of gifted students’ L2 

achievement, this information can be provided to policy-makers and decision-makers of 

Education Specific to Gifted Students to think how they can further motivate gifted students, 

possibly through material design and curriculum development which can also make them more 

goal-oriented in L2 learning.  

Motivation which showed to be a strong predictor of gifted students’ L2 achievement could 

itself be affected by other variables. In other words, there might be several other factors 

involved that have not been investigated in the present research but have played a role in the 

network. Among such factors are self-perception, attitude to learning and learning strategies. 

The findings of this prospective body of research can complement the present findings and 

contribute to the better l2 achievement of gifted students.  
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Abstract 

 

Gearing towards global excellence and sustainability, the study presents possibility of using 

linguistic classroom activities in English while simultaneously delivering Saudi EFL students' 

success in oral practice. Linguistic activities like role playing, debate, quiz and speech were 

used with 90 EFL learners from Qassim University, KSA, to verify how far their English 
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vocabulary was boosted. The study was spread over four months in the period before all 

learning was shifted to the online mode. There were two approaches: an English auditory 

performance evaluation, a sample test measure; quality and efficiency examination, and a 

review of each student’s level after the English language school language training cycle. The 

study has provided interesting results: statistically meaningful differenced average sample 

score in the two studies, statistics of the language production, linguistic quality on each axis, 

and the overall success in English. All pointers are in the direction of improved vocabulary 

output consequent to the use of linguistic activities with the respondents. This is an important 

implication in the Saudi context where college level English courses are more or less textual 

and theoretical. The findings of the study clearly establish the need for a change in the 

pedagogy and approach to EFL teaching with adult learners.  

 

Keywords: Linguistic Skill, Saudi EFL, Linguistic Competence, Classroom Activities  

 

Introduction  

Modern education also suggests that the balanced growth of a student's personality can only be 

ensured through indoor and outdoor exposure. Hasanudin and Fitrianingsih (2018) found that 

those participating in the practice can attain academic success, high standards of intellect, and 

are favorably defined in their dealings with teachers and colleagues. 

 

John Dewey's philosophy (Dewey, 1923) underlines the significance of the school operation. 

The person looks on itself as a living function that evolves by successful university practice 

and proclaims that information is the result of thinking; that learning circumstances can be the 

consequence of purposive experiences in many fields. Modern educational philosophy has 

changed towards the teaching of foreign languages. Unlike in the past, it is seen as a collection 

of language abilities and practices that no individual can learn alone.  

 

It is therefore important to encourage English language teachers to adopt measures that cover 

all four language rules, listening, hearing, reading and writing (Elashhab, 2020; Alshakhi & Le 

Ha, 2020). It is believed that language learning is best achieved in the early school years which 

is perceived to be the beginning of the structured education necessary for English (Erlina, et al, 

2019). In specific, students from Saudi EFL who are near to the secondary stage could hardly 

develop their communicative skill in English language. This includes an instructional 
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atmosphere full of incentives and prizes, with the belief that the value of the teaching of second 

language oral language contact motivates students to learn (Al-Ahdal, 2020).  

 

English is today a global language (Newgarden & Zheng, 2016), it has taken the dimension of 

mother language or, at least, a second language. It is a supplement to modern schooling, which 

takes language as a whole and teaches it without separating itself from other components 

(Gorter, 2018). Therefore, the teacher's efforts in the teaching of English language 

communication skills should go beyond the formal with focus on sentence construction (Ulla 

& Winitkun, 2017).  

 

The absence of authentic language interaction is an impediment ot the learning of a foreign 

language (Dolati & Tahriri, 2017; Samperio Sanchez, 2017; Vaisman & Kahn‐Horwitz, 2020).  

Therefore, the learner's advantageous role as an active participant must be ensured in the 

classroom transmission and receipt (Charamba, 2020).  According to Bruen and Kelly (2016), 

the teacher should inspire and empower the learner to build a variety of English language skills 

and to strengthen and promote these skills through different approaches and techniques. 

Alshareef (2016) defined oral language success as direct interaction between two sections of 

the communication system. Oral language is a common and clear tool for manipulating and 

compelling the recipient to share his thoughts and perspectives (Donnelly, et al, 2017; Prada, 

2019; Evnitskaya & Berger, 2017). It may be surmised that the failure to study English leads 

to a lack of information (Al-Smadi, Ab Rashid, & Hussain, 2020; Kirmizi & Kömeç, 2019).   

 

Theoretical Grounding  

The present research is, therefore focused on the communicative competence theory. 

Communicative Competence was defined by Canale and Swain (1980) as a synthesis of an 

overarching system of information and experience required for communication. Understanding 

relates to the aware or unconscious) knowledge of a person about language and other forms of 

language usage in their concept of communicative competence. They contend that there are 

three kinds of awareness: comprehension of the underlying grammatical meanings, knowledge 

of how to use language to conduct communicative activities in a social sense, and 

understanding of how to integrate utterances and communicative roles concerning discourse 

principles. 

Furthermore, their definition of ability relates to how a person should use information in real 

communication. According to Canale (1983), competence includes a further differentiation 
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between fundamental capacity and its representation in actual contact, that is, in effectiveness. 

In her definition of communicative competence, a much greater focus is put on the factor of 

capacity. In other words, communicative competence was described by Hymes (1992) as the 

ability to function in a completely communicative environment, that is, in a dynamic 

relationship in which linguistic competence, both linguistic and paralinguistic, must respond to 

the feedback of one or more interlocutors of complete information. The essence of 

communicative ability is more interpersonal than total; it is not stagnant but receptive. 

 

Linguistic Practices of Schools  

Several recent investigations in Saudi Arabia regarding instructional programs in general and 

English in particular, aimed at determining the efficacy of a language program for acquiring 

oral expressions for people with special needs, exposed the effectiveness of the program and 

agreed on the curriculum (Elnadeef & Abdala, 2019; Gulnaz, 2020; Song, 2020).  Alhaisoni, 

Al-Zuoud and Gaudel (2015). The aim was to assess a program plan's feasibility based on 

language habits to treat spelling errors among medium-sized learners.  

 

Language Games  

Grazzani and Brockmeier (2019) considered that language games are an integral component of 

existing English-language teaching methods and a way of fostering linguistic communication 

(Albahiri & Alhaj, 2020; Keezhatta & Omar, 2019).   Daif-Allah & Aljumah (2020) claimed 

that playing language games gives students the impression that they have progressed from the 

regular use of language types to the ordinary use of the English. Furthermore, Grazzani & 

Brockmeier (2019) described language games, especially when teaching speaking and 

listening, with three characteristics: knowledge distance, selection and feedback. Gobbo (2020) 

has also referred to linguistic activity, providing four skills: listening, communicating, reading 

and writing that are a successful means of developing and encouraging collaborative cultural 

work. Blume (2020) has verified it to encourage students to focus on linguistic games and 

collaborate as a squad, and allow them to communicate their feelings and confidence in the 

language. Events, language contests and dialogs, as well as debates, are a series of language 

exercises and practices which are an exciting way to improve oral language communication 

skills (Girmen & Kaya, 2019; Korhonen, et al, 2020; Poole & Clarke-Midura, 2020; Taskiran, 

2019).  The English instructor will have to work here to enrich the program with several 

activities specifically related to students.  
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Linguistic Behavior and Language Ability Growth 

Many previous studies dealt with divulgating the connection between different linguistic 

behavior and language ability growth (Donald Stavy, Subon, & Unin, 2019; Farid & Yansyah, 

2019; Gradinaru, 2019).  Hashmi, Rajab, & Ehsan Sindi (2019), contributed to the significant 

development of novel oral expressions using language games, recommending such language 

games and class activities to teach and develop oral expression skills. Hamouda (2020) 

confirmed that language games allow the learner to be involved and focus on competitive 

coordination engagement, helping to provide knowledge in an orderly way which is enjoyable.  

Nelson, Salmeen, and Alyalak (2019) set out to assess the feasibility of a language lesson-

based curriculum to improve oral expression skills for people with special needs, the findings 

achieved program success. They suggested the creation of Arabic training and oral expression 

teaching strategies. In the area of the teaching of English in Saudi Arabia, there were still 

several issues in introducing English language courses in universities with respect to teachers 

and students, decisions and the usage of teaching aids (Al-Khresheh & Al-Ruwaili, 2020; 

Altwaijri, et al, 2019; Elnadeef & Abdala, 2019; Jamaan & Abdullah, 2019).   

 

Significance and Research Question  

The research benefits from the subject, which helps language teaching play a role in improving 

language skills and making decisions among intermediate students in Saudi Arabia. 

The study aims to answer the following questions:  

(1) What is the discrepancy between pre- and post-application for oral language success?  

(2) What are the total sample scores in the two pre and post applications for oral linguistic 

success?  

(3) What is the average sample score in all applications, pre and post for oral linguistic 

Performance? 

 

In short, the study sets out to uncover what, if any, is the outcome of a variety of language 

teaching events, such as cultural contests, language games, dialogs and discussions, in 

enriching the English language vocabulary, improve the standard of grammar, fluency and 

master the art of modern speech and rhetoric, and cultivate self-confidence and courage in 

language?  
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Research Objectives  

The objectives of this study are to: (1) Assess the value of linguistic activities in the growth of 

oral English skills; expose the effectiveness of language schools in improving verbal language 

skills and determine the role of intermediate students; (2) Identify the statistically significant 

differences in average sample scores for both applications; before and after for the language 

output assessment card; focusing separately on words, constructs and ideas in linguistic results 

and total; and (3) Ascertain the  statistically relevant differences between the mean values of 

the test sample in two implementations; pre and post for decision estimation. 

 

Methodology  

 

Research Design  

The study used descriptive, quasi-experimental test designs. It described the descriptive aspect 

of Linguistic Classroom Exercises in Teaching English in Saudi Arabia, while the quasi-

experimental element aimed to monitor the effectiveness of some language class activities in 

improving vocabulary based oral English skills of Saudi EFL students. The study was 

conducted in the Department of English and Translation, College of Arts and Sciences, 

Methnab, Qassim University.  

 

 

Respondents of the Study and Data Analysis  

Researchers randomly enrolled 90 students across three EFL classes. The sample was 

homogenous with equal number of years of EFL exposure, all respondents being from urban 

regions with at least one parent with a college degree. All respondents were male with median 

age falling at 22.5 years. Basic descriptive statistics like frequency count, percentage 

distribution, weighted mean, and standard deviation were used to analyze the results. Inferential 

statistics like independent sample t-testing were also used. To ensure equal representation of 

participants, the researcher used stratified random sampling for the entire English business 

class student population.  

 

Research Instruments and Procedure  

To achieve the objectives, the researcher performed a study evaluation of oral linguistic 

performance, using a previously vetted vocabulary list. This was part of the participants’ course 

content. A variety of activities like role playing, quizzes, debate and card games were used in 

the intervention phase.  
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Compartmental goals were applied to measure participants’ performance based on the 

following scale: degree of skills (very high, wide, medium and weak) accessible, and 4° where 

skills are widely available, 3° when available, and 2° where skills are fair, and 1° if the ability 

is badly available, and a degree 3° when skill is available. 

Further, it was the researcher’s endeavor to determine the necessary time for uploading the 

production calculation card for the study, that is, the amount of time it took the respondent to 

respond during a language activity.  

 

Results 

 

Research Question 1. What is the discrepancy between pre- and post-application? for oral 

language success?  

 

The first objective for research in the current study was: Are there statistically meaningful 

discrepancies in word focus of the oral linguistic card between mean analysis samples of both 

pre and post applications? The mean (t-test) sample scores for all implementations, pre-and 

post-test, the results of which are summarized in Table1 below: 

 

Table 1. The discrepancy between pre- and post-applications 

for the oral language success  

 Mean  SD T-Value  Significance  

Pre-test  11.56 2.436 24.432 0.000* 

Post-test  30.32 3.555 

*- Significant  

 

 
Figure 1. The discrepancy between pre- and post-applications for the oral language 

success 
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Table 1 indicates a statistically important difference in the English language linguistic 

performance evaluation card's emphasis between the sample outcomes of testing of both 

implementations, which are applicable to the post-application stage at the maximum 

arithmetical average. Thus, the hypothesis indicates that statistically important differences 

occur in pre- and post-language success statistics in favor of post-application in mean English 

survey ratings which may be attributed to the intervention. A benefit implying a significant 

impact in English language classroom learning; showing the quality of linguistic school 

activities to improve English-language performance; in word-level among students in 

intermediate third-grade sample surveys. 

 

Research Question 2. What are the total sample scores in the two pre and post 

applications for oral linguistic success?  

 

For the oral linguistic performance appraisal card in English, mean sample experiments in both 

schemes depend on mechanisms that arise statistically relevant differences, endorsing the post-

application. The significance of the test sample in both implementations, both before and after, 

was calculated for the linguistic performance estimation card, and the following table shows 

this result: 

Table 2. The total sample score in the two pre and postal applications 

for the oral linguistic success  

 Mean  SD T-Value  Significance  

Pre-test  12.43 2.546 37.564 0.000* 

Post-test  43.56 3.435 

*- Significant  

 

 
Figure 2. The total sample score in the two pre and postal applications for the oral 

linguistic success  
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As Table 2 indicates, there are substantial variations in significance standard (0.001) between 

the two stages of testing that is, pre- and post-card implementations on constructs in the English 

language for linguistic output estimates; where the significance is statistically significant at 

(0.001) level for post-use. Therefore, the test hypothesis acknowledges the existence of 

statistically meaningful differences between the mean scores of the sample analysis in both 

pre- and post-applications for the linguistic performance estimation card focused on English-

language systems; in favour of post-applications, a gain indicates a significant impact of 

language classroom activities in teaching. 

 

Research Question 3. What is the average sample score in all applications, pre and post 

for oral linguistic Performance? 

The mean survey studies in the two systems before and after for the oral linguistic output 

assessment card in English rely on frameworks occur statistically significant variations, 

supporting the post-application. For the mean outcome of the research sample in all 

applications, both before and after, for the linguistic success estimation card the meaning was 

determined, and the following table shows this result: 

 

Table 3. average sample score in all applications, pre and post for oral linguistic 

Performance estimate card for ideas 

 Mean  SD T-Value  Significance  

Pre-test  12.78 1.26 35.67 0.000* 

Post-test  36.46 2.35 

*- Significant  

 

 
Figure 3. average sample score in all applications, pre and post for oral linguistic 

Performance estimate card for ideas 
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As shown in Table 3, there are significant variations between test sample scores in both pre- 

and post-applications for the linguistic output estimation card based on ideas in the English 

language; where post-application meaning is relevant at the statistical significance point 

(0.001), which has a large arithmetic mean. Therefore, the analysis supports the conclusion that 

there are statistically substantial variations in pre- and post-application based on ideas for the 

English-language success card; aid post-applications. Indicating a major effect of English 

teaching linguistic classroom activities; indicating the efficacy of linguistic classroom activities 

in developing English-language linguistic performance skills; at the stage of ideas; among 

intermediate students. 

 

Discussion  

The present research assessed the productivity of the teaching of the English language of 

language courses using activities with Saudi EFL learners. The course provided some excellent 

results: statistically relevant varying average sample score in both trials; linguistic growth and 

mapping statistics; language accuracy for each axis; and success overall in English. The 

principles display an important impact on language learning practices in English; highlight how 

effective linguistic teaching exercises are in improving English skills.  

 

Results of the research agree with findings that language lessons and games are an essential 

aspect of modern methods of teaching English language skills and a way of promoting 

linguistic communication practice (Al Turki, et al, 2020; Alawad, 2020; Alharbi, 2019; 

AlTarawneh & AlMithqal, 2019).  For several years, both researchers and educators have been 

learning regarding the advantages of utilizing games in the language classroom (Castillo-

Cuesta, 2020; Dubreil, 2020; Gobbo, 2020; Hasram, et al, 2020; Magulod Jr, 2018).  The 

mentioned authors all believe that games offer a beneficial and substantive sense for language 

use; enable students to engage and interact; may challenge and minimize discomfort. For a 

good language game, you should be motivated to improve the voice, listening, writing, reading, 

vocabulary and understanding of the target language (Goodman & Frank, 2016; Hung, et al, 

2019; Punske & Butler, 2019; Tsai & Tsai, 2018).  Games incorporate an element of 

competition to language building activities as they offer a purposeful way to the use of 

vocabulary. In other words, these activities create a meaningful definition for language use 

(Bawa, Watson, & Watson, 2018; Chik & Ho,2017; Gong, Shuai, & Wu, 2018; Huizenga, et 

al, 2017; Mingo & Aler, 2016).  The communicative atmosphere also makes learners focus and 

think intensively throughout the learning phase, enhancing the acquisition of implicit input. 
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There are positive feelings towards specific learners who have had game-oriented interactions 

(Alkhudiry & Alkhudiry, 2020; Almakrob & Al-Ahdal, 2020).  

 

In the context of this study, it was found that purposive linguistic activities are effective in 

developing the linguistic competence of EFL students. Hence, the present study is grounded 

on the theory of communicative competence. Canale and Swain (1980) interpreted 

communicative competence as a combination of an underlying knowledge and expertise 

structure needed for communication. In their definition of communicative competence, 

understanding refers to the conscious or unconscious) experience of an individual about 

language and other aspects of language use. They claim that there are three types of awareness: 

knowledge of the underlying grammatical definitions, knowledge of how to use language in a 

social context to fulfill communicative tasks, and knowledge of how to combine utterances and 

communicative functions with respect to discourse values. In addition, their concept of skill 

refers to how knowledge in actual communication can be utilized by an individual. According 

to Canale (1983), competence requires a further distinction between fundamental ability and 

its expression in real contact, that is to say, in effectiveness. A much stronger emphasis is 

placed on the aspect of capability in her concept of communicative maturity. In other terms, 

Hymes (1992) defined communicative competence as the capacity to work in a fully 

communicative context, that is, in a complex interaction in which linguistic competence, both 

linguistic and paralinguistic, must respond to the total knowledge input of one or more 

interlocutors. The nature of communicative capacity is not static but responsive; it is more 

interpersonal than total.  Communicative capacity is conceived only in respect to information. 

There are three essential elements: linguistic competence, sociolinguistic competence and 

pragmatic competence. Strategic sophistication is also not part of competence. It is interesting, 

though, that each component of linguistic information is clearly defined as knowledge and the 

ability to implement its material. For eg, language competence or linguistic competence refers 

to the knowledge of language resources and the willingness to use them for the development 

of well-structured communication. The emphasis, therefore is not only on the usage of 

communication tools that can help resolve the loss of language skills in a particular area, but 

rather on the use of all types of communication methods. 

 

Recommendations  

Initiated by Saudi Universities, a successful Foreign Language Program is an interplay of 

several variables that start with providing a favorable environment for teaching and learning. 
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Even if the learner is the center or objective of each Foreign Language Curriculum, teachers or 

facilitators' task must not be forgotten. The researcher suggests the following, taking into 

consideration the report's findings and processes: 1) collectively conduct study initiatives on 

the feasibility of language use and other English-speaking practices. 2) Research the impact of 

the proposed English as a second-language teacher training curriculum on decision-making 

capabilities, taking into account some of the various linguistic practices. 3) Analyze the effect 

of the new curriculum for second-language English teachers on the development of linguistic 

success skills through use in the classroom of linguistic school events. 

 

Pedagogical Implications  

Considering the findings, the researcher has the following implications: (1) The need to provide 

facilities, particularly teaching English as a second language, its educational importance, and 

role in language teaching and learning. (2) When organizing language classroom events, taking 

into consideration the wishes and aspirations of learners; as second-language learners, they 

should be able to master the language according to their own motivation, with a view to fun 

and excitement, and in compliance with their interests, skills and abilities. (3) Appropriate 

timeline for teaching English as a second language by instructors, students and administrators, 

with early instruction at the beginning of the academic year; participation in the preparation of 

those services. (4) Conduct daily seminars for teachers and supervisors to learn in language 

classroom programs to teach English as a second language and train them to link thought 

education and study their varied abilities; to develop their skills, expand their understanding, 

and include current teaching skills. 

 

Limitation and Future Research Directions  

The present study was conducted with a small sample of 90 respondents and all were males. 

However, further analyses can be performed to confirm the results of this report, including 

more personal and school-related variables. Likewise, the evaluation of English as a Foreign 

Language Programs among Saudi universities should improve by considering the 

recommendations in this study.  
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Abstract 

This paper attempts to present a reading about four main factors that influence L2 readers’ use 

of reading strategies: L1 background, L2 proficiency level, L2 reading ability level, and the 

role of strategy-training or instruction as implemented into reading courses.  The paper is a 

reflection from these factors’ standpoint on the status quo of English as a foreign/second 

language reading strategies research over the past ten years. 18 empirical studies published 

between 2011 and 2020 were covered in this review. All were conducted with help from 

ESL/EFL learners at tertiary levels in academic contexts. The studies were selected from 

journals that are indexed in Scopus and/or Social Sciences Citation Index. The studies also 

were listed in the Education Resources Information Center (ERIC). Based on the revision, 

pedagogical suggestions were presented, and future directions of research were indicated. 
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Introduction 

Reading English as a foreign language is a huge challenge that researchers in applied linguistics 

have been investigating for the past several decades. Results were found illuminating and 

helpful in guiding the teaching and learning of this vital skill, as reading is the most important 

skill for academic success (Al-Ahdal, 2020; Grabe, 1991; Koda and Zehler, 2008; Sheorey and 

Mokhtari, 2001). As one delves deeper in reading research, he/she will find that the scope of 

reading English as a foreign language as a field of inquiry is too vast and inconclusive. It is 

vast because there are many factors that come into play when learners start learning how to 

read in a foreign language. For example, factors include knowledge of the target language (TL), 

vocabulary size (Alavi & Akbarian, 2012; Proctor, et. al., 2012), decoding ability, word level 

recognition, grammar/structure knowledge within and beyond the word level and sentence 

level, degree of automaticity, motivation, background knowledge, reading strategies, etc. 

These reading aspects were classified into two general groups that fall on a spectrum as lower-

level and higher-level reading skills or processes (Grabe, 2009; Nassaji, 2003). It is also 

inconclusive because there are some research areas that kept yielding inconsistent results in 

EFL reading. This situation warrants a continued need for research to find out the underpinning 

skills and aspects affecting EFL reading. 

Since the research areas of EFL reading is vast and yield inconsistent results (Yamashita, 

2013), it is not possible to cover all relevant aspects in a single paper. Thus, this article attempts 

to present an overview of the status quo of research in one of the above-mentioned areas, the 

EFL reading strategies. Reading strategies has gained momentum in recent years. A sizable 

amount of research has been published during the past twenty years to investigate the role and 

effect of strategies on other reading ability processes, particularly comprehension (Lin, 2018).   

Thus, this paper will go over research conducted during the past ten years. It is hoped that the 

synthesis of this research body would help in presenting pedagogical suggestions for teachers 

and learners. Particularly, it attempts to present a reading about four main factors that influence 

L2 readers’ use of reading strategies: L1 background, L2 proficiency level, L2 reading ability 

level, and the role of strategy-training or instruction as implemented into reading courses.  So, 

I will begin with definitions of key concepts: reading, strategy, reading strategies and 

taxonomy. Then, I will present some of the most influential published empirical research in 

reading strategies since 2011 and discuss the four factors considering research results. Finally, 

I will list some pedagogical suggestions based on my understanding of the findings and suggest 

some directions for future research. 
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Background and Definitions 

Definitions have been problematic and important since Plato and Aristotle. It is problematic 

because of its importance. An accurate and representative definition is an accurate picture, as 

it were, of the defined concept. As accuracy goes down so would the picture quality. Thus, 

poor definitions could lead to misleading theoretical frameworks on which bad 

decisions/practices could be made accordingly. Thus, the problem of definition must be dealt 

with cautiously and clearly. 

 

Reading  

Reading has been defined by scholars in L1 acquisition based on the theoretical framework on 

which they operate: the structuralists/behaviorists, the cognitivists/constructivists, and the 

interactionists. Each of these theoretical framework help in putting out a different definition 

for reading. Consequently, various instructional procedures accompanied each perspective. 

The best definition for reading from a structuralist viewpoint is seen as a cognitive, complex 

process by which a reader identifies letters, decode a word (sound it out), move to recognition 

of the word, phrase, clause, sentence, and discourse levels at the top in a linear progression. 

Thus, reading is a hierarchical building that entails knowledge of each level in order to 

comprehend the text (Paron, 1997). This view of reading was reinstated by Gough (1972) in 

his postulation of the bottom up model of reading where vocabulary knowledge is given central 

importance. This model is text-oriented with very little weight given to other reader’s variables.  

The constructivists and cognitivists, however, view reading as a process in which a reader 

brings her/his knowledge to the text and reading is seen as a “psychological guessing game” 

Goodman (1967) and Smith (1971). Based on this position, research defined the knowledge 

that readers bring to the text as schemata. Carrell (987) identified two schemata: content 

schemata which refers to the subject matter knowledge of the topic and form schemata which 

refers to the linguistic knowledge of the language. Cohen (1990) added the cultural schemata 

which refers to the culture and social norms of the reader.   Thus, reading here is reader 

oriented. This view of reading was the base for the rival model of the bottom up and was called 

the top down model.  

The interactionists define reading as a process in which an interaction between the bottom-up 

and top-down processes occurs concurrently as the reader approaches the text. This position 

draws on both earlier models. The reader relies on bottom up processes to resolve difficulties 

and top down processes to confirm predictions. Thus, both processes interact and occur 

concurrently. Rumelhart (1977) and Stanovich (1980) introduced this model to help explain 
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the various roles of different variables involved in the reading process. As reading 

comprehension is the goal, the reader should fit the reading text into her/his schemata which is 

a major strength of the top-down model. Also, in this model, vocabulary and automaticity of 

word recognition are identified to be of paramount importance to comprehension which is the 

main strength of the bottom-up model. The two models are interactive and may not be 

considered as separate. Thus, the interactive model has been widely accepted by researchers 

and has been considered the best available evidence-based explanation of how reading process 

is carried out. 

Since these models were devised and discussed in L1 reading field. Applied linguists in second 

and foreign language reading picked on the assumptions of these models and built on them. 

Eskey (1988) made the distinction by recognizing the native language competence that L1 

readers bring to the text. That competence is lacking in EFL/ESL learners. So, a lot of effort 

must be exerted to leverage learners to what Clarke (1979) called a threshold of L2 proficiency 

before which EFL/ESL learner would not be able to read. That explains why most EFL learners 

are trapped at word recognition level and found themselves helpless when encountering an L2 

text. In Saudi Arabia, for example, where I taught for more than 17 years, many beginning 

students do not resort to any type of schemata to help comprehend a text even if the topic was 

easy. Lots of phonics instruction and vocabulary building exercises are required before 

attempting to read beyond the sentence level. 

 

Reading Strategies 

(Oxford, 2017) contends that there is a lack of consensus among scholars on one definition that 

could grasp the multiple facets of learning strategies.  She conducted a content-analytic study 

of 33 sounding definitions of learning strategies. The resultant definition of that study reads as 

follows:  

“L2 language learning strategies are complex, dynamic thoughts and actions, selected and used 

by learners with some degree of consciousness in specific contexts in order to regulate multiple 

aspects of themselves (such as cognitive, emotional, and social) for the purpose of (a) 

accomplishing language task; (b) improving language performance and use; and/or (c) 

enhancing long-term proficiency strategies are mentally guided but may also have physical and 

therefore observable manifestations. Learners often use strategies flexibly and creatively… 

Strategies are teachable. Learners in their contexts decide which strategies to use. 

Appropriateness of strategies depends on multiple personal and contextual factors.” (Oxford, 

2017, p.48)    
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Reading strategies draw on learning strategies as a subcategory. They are mental, purposeful, 

conscious actions that readers use as they approach a reading task. Barnett (1989) incorporated 

these aspects of reading strategies and defined them as “the mental operations involved when 

readers purposefully approach a text to make sense of what they read” (p. 66). Further, reading 

strategies could also be viewed as constituent parts of the three reading models: bottom up, top 

down, and the interactive (Alsamadani, 2009). This is evident as we delve deeper in analyzing 

the intricate tactics that readers employ to comprehend a reading text. At the bottom, for 

example, readers employ various cognitive strategies to decode and recognize strings of words 

linearly to discern a meaning that fits into the content schemata at top level. At the top or global 

level, readers, for example, have assumption/predictions about the text based on their linguistic, 

content, context (including cultural/social) schemata. They would approach the text to confirm, 

disconfirm, or modify predictions and then adjust their predictions accordingly. These tactics 

are, in most parts, identified as metacognitive and cognitive strategies. 

 

Taxonomies of Reading Strategies 

Based on researchers’ work on reading strategies, three major taxonomies were identified that 

encompass known reading strategies. The first taxonomy was devised by Block (1986) 

followed by Lee-Thompson (2008). They grouped reading strategies under two branches 

copying the reading models of the 1960s, 1970s, and early 1980s: bottom-up straggles and top-

down strategies. They defined each group and presented examples of how these strategies 

might be used.  

They defined the bottom-up reading strategies as local techniques, language-based strategies 

that comprise linguistic knowledge of the language and the writing system. They listed word 

recognition, decoding, knowing the structure of words, phrases, clauses, and sentences. 

Examples of these local, linguistic based strategies are like sounding out syllables to assemble 

words, skimming and scanning for information, etc. However, the top-down reading strategies 

were defined in this taxonomy as global, higher order strategies that are based on accumulated 

experiences. The goal is to incorporate reading information with the existing knowledge to 

make sense of the reading. Fitting the linguistic syntactic structure of the reading into ‘form 

schema’ and the content into the ‘content schema’ are examples of those strategies.   

The second taxonomy was put forth by O’Malley & Chamot (1990). Reading strategies were 

typified into three categories: cognitive, metacognitive, and social/affective strategies. 

Cognitive strategies are mental procedures that help construct meaning from the written text. 

O’Malley & Chamot exemplified these strategies by abstracting, detailing, restating, and 
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summarizing. These strategies are pertinent to the text and do not move to the higher order 

procedure where the metacognitive strategies operate. The second type in this taxonomy is the 

metacognitive strategies which are global strategies that are concerned with monitoring, 

regulating, and connecting text meaning to previous knowledge. Examples would be planning, 

testing comprehension, setting reading objectives, checking text structure and length, etc. The 

third type comprise the social/affect strategies. The social strategies are the ones that concern 

the collaboration or the lack of collaboration between the reader and surrounding social 

structures. The affect strategies are the ones that show how a reader regulate and control those 

social influences. Examples of this set of strategies would be peer-feedback, 

peer/teacher/friend help or corrections, monologues, etc. A reader, particularly L2 reader, 

needs these strategies to help reshape their various types of schemata to fit the specific TL 

expectations; the linguistic schema of the TL, cultural schema, rhetorical schema of the writing 

system/structure of the TL, etc.  

Al-Ahdal (2020) evaluated ebook interaction logs in reading and their impact on Saudi learners. 

It employed a 12-week research design for 30 male students at Qassim University. The 

researcher used the BookRoll system and asked EFL teachers to upload textbook materials 

anywhere, anytime. In the said study, what distinguished the system from classroom teaching 

was the type of privacy and individual learning pace that the system provided to learners: they 

managed to review relevant teacher-marked sections, checked notes, and even repeatedly 

engaged in other reading-related activities included in the teacher's ebook. To develop common 

reading patterns and predict participant reading behaviors, the study analyzed system logs. It 

illuminated the strategies students used to read texts. The result showed that BookRoll could 

predict student reading behaviors with a reasonable degree of accuracy that would benefit many 

stakeholders, including but not limited to, educational advisors interested in integrating 

technology into the Kingdom of Saudi Arabia's EFL classroom.  

 

The third and last taxonomy was devised by Mokhtari & Sheorey (2002). They categorized 

reading strategies into three types: global, problem-solving, and support strategies. These types 

consist of 30 strategies: 13 global, 8 problem-solving, and 9 support strategies. The 30 

strategies were put together in a Likert questionnaire and were used as such to measure 

learners’ perceived reading-strategy use. This tool was called by Mokhtari & Sheorey Survey 

of Reading Strategies (SORS). The global strategies are concerned with conscious mental 

activities such as planning, setting purpose, reviewing text structure and length, using pictures 

or figures/other aids to increase understanding, etc. The problem-solving strategies involve 
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locally focused mental techniques as readers interact with the text like adjusting reading speed, 

guessing unknown words from context, connecting content to schemata, etc. The support 

strategies are those which involve aiding activities like using a dictionary, 

underlining/highlighting text, translating to one’s L1, etc.  This taxonomy is considered one of 

the most influential in reading strategies research since its inception in 2002 (Lin, 2018).          

 

Studies Selection Method and Results  

 

Method    

In this concise survey of literature, I will not cover every study that was published between the 

years 2011 and 2020, nor would I scrutinize their methodologies. I assert, however, that these 

studies were published in Scopus and/or ISI indexed journals, and they were judged by peer 

reviewers to have sound, acceptable methodologies, and valid contributions. Therefore, I will 

only review major findings and instructional implications if any were suggested. I searched the 

Education Resources Information Center (ERIC) database for studies that cover EFL and ESL 

reading strategies over the past ten years. Only Peer-reviewed filter was used, and the return 

number of these articles was 160. Since quite a few of these articles were not studies, and some 

of the journals were not Scopus or ISI indexed, many of them were excluded from the review. 

41 studies in 13 journals were found to match the initial selecting criteria, see Table 1. 

Table 1: Name of Scopus/ISI indexed Journals and the number of reading strategies 

studies   

Name of the Journal No. of studies since 

2011 

International Journal of Instruction 

Reading Psychology  

PROFILE: Issues in Teachers' Professional Development 

Computer Assisted Language Learning 

Language Awareness  

Reading & Writing: Journal of the Reading Association of South Africa 

TESOL Journal 

Asia-Pacific Education Researcher 

Cogent Education 

Innovation in Language Learning and Teaching  

Journal of Language and Linguistic Studies 

 8 

5 

4 

3 

3 

3 

3 

2 

2 

2 

2 
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LEARN Journal: Language Education and Acquisition Research Network 

ReCALL  

2 

2 

Total  13                                                                                                       41 

 

Results  

Among the 41 studies, only the ones that dealt with reading strategies for academic purposes 

at the college level were selected since the target audience of this review are learners of 

EFL/ESL, would-be teachers, curriculum designers, and teachers at the tertiary level. Table 2 

shows these studies and provides information about their authors, mother tongue/L1, 

participants, the type of reading strategies studied, major findings.  

 

Table 2: Reading studies covered in the review  

Author  Purpose of 

the study 

Particip

ants L1 

Participant

s  

Reading 

Strategies  

Major findings  

Leonardus Par 

(2020) 

“to discover 

the 

relationship 

between the 

use of reading 

strategies and 

reading 

achievement 

among EFL 

students in 

Indonesia.” 

(p.223) 

Indonesi

an  

56 college 

students  

Global, 

Problem-

solving, and 

support 

strategies  

1. students use 

strategies. 

Problem-solving 

strategies used 

more than the 

other two. 

2. positive 

correlation 

between general 

strategy-use and 

comprehension 

3. Problem-

solving is a 

predictive factor 

of reading 

comprehension 

Al-Mekhlafi, 

Abdo 

Mohammed 

(2018) 

To know the 

frequency of 

the perceived 

use of reading 

strategies. 

Comparison 

of males and 

females 

Arabic: 

Omani  

74 college 

male and 

female 

students  

Global, 

Problem-

solving, and 

support 

strategies 

1. high use of 

reading strategy 

across three levels 

of proficiency 

2. no relationship 

between strategy 

use and level of 

achievement  

3. female students 

outperformed 

their male 
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counterparts in 

using problem-

solving and 

support strategies  

Alzubi, A. A. 

F., Singh, M. 

K. M., & 

Hazaea, A. N. 

(2019) 

Whether there 

is a 

relationship 

between 

reading 

learning 

strategies 

using 

smartphone 

apps and 

reading 

autonomy and 

Learning 

strategies   

Arabic: 

Saudi 

Arabians 

70 college 

students  

Based on 

Oxford’s 

(1990) 

strategy 

taxonomy: 

“memory 

strategies, 

cognitive 

strategies, 

compensatio

n strategies, 

metacognitiv

e strategies, 

and affective 

strategies”.  

1. students who 

received strategy 

training mediated 

by smartphone 

apps become 

more autonomous 

and outperformed 

their control 

group classmates 

in the overall 

strategies as well 

as the individual 

strategies except 

for the 

compensation 

strategies.  

Alkhaleefah, 

Tarek (2017) 

Explores 

reactions to 

reading 

problems and 

strategy use 

differences 

among good 

readers and 

poor readers 

while reading 

two text types.  

Arabic: 

Saudi 

Arabian  

Four college 

students  

Strategies 

pertinent to 

word-related 

problems and 

text-related 

problems. 

Self-

monitoring, 

regulating 

comprehensi

on, guessing 

meaning, 

coherence, 

schemata 

problems, 

inferencing, 

references.   

1. good readers 

did better than 

poor readers in 

tasks given, they 

were strategic and 

employed 

efficient reading 

strategies to 

overcome text, 

and word 

problems through 

monitoring, 

regulating, and 

efficient word, 

structure 

recognition.   

Hong-Nam & 

Page (2014) 

Investigates 

the 

relationship 

between 

strategy use, 

self-rated 

proficiency, 

self-rated 

reading 

proficiency, 

gender, and 

Korean  College 

students  

Global, 

Problem-

solving, and 

support 

strategies 

1. problem-

solving strategies 

were the most 

preferred among 

Koreans. 

2. Linear 

relationship 

between reading 

proficiency and 

reading strategies 
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academic 

level  
3. no differences 

in strategy use 

among students 

based on gender 

or academic level.   

Shima Ghahari 

& Mahin 

Basanjideh 

(2017) 

Explores 

relationship 

between 

strategies 

awareness and 

learning 

autonomy, 

problem-

solving, and 

reading 

comprehensio

n  

Persian  100 male 

and female 

college 

students  

Global, 

Problem-

solving, and 

support 

strategies.  

1. no prove of a 

relationship 

between strategies 

awareness and 

autonomy.  

2. strong 

relationship was 

found between 

strategies 

awareness and 

problem-solving 

ability  

3. strategies 

awareness 

correlate 

significantly with 

reading 

comprehension  

Ghavamnia, 

M., Ketabi, S. 

& Tavakoli, M. 

(2013) 

Explores the 

type and 

frequency of 

reading 

strategies 

among high 

ability and 

low ability 

readers.  

Persian  8 female 

college 

students  

Based on 

Oxford’s 

(1990) 

strategy 

taxonomy: 

“memory 

strategies, 

cognitive 

strategies, 

compensatio

n strategies, 

metacognitiv

e strategies, 

and affective 

strategies”. 

1. cognitive 

strategies: 

translating, 

highlighting, and 

summarizing are 

the most used 

strategies. 

2. metacognitive 

strategies: self-

monitoring 

3. memory 

strategies were the 

least used in both 

levels.   

4. compensation 

strategies were 

avoided.  

5. high ability 

readers were more 

strategic at the 

metacognitive, 

cognitive level 

contrary to the 
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low proficient 

readers.   

Sergio (2012) Examines the 

effect of 

strategies 

instruction on 

reading 

comprehensio

n  

Spanish: 

Colombi

ans 

26 college 

students 

Having a 

purpose, text 

Previewing, 

Skimming, 

Scanning, 

Predicting, 

Inferring, 

Cohesive 

devices, 

guessing 

word 

meaning, 

Background 

knowledge. 

1. reading 

strategies 

instruction 

improved reading 

comprehension. 

2. application of 

reading strategies 

improved self-

confidence and 

consequently 

motivation. 

3. with more 

reading strategies 

application there 

is a reduction on 

reliance on 

dictionaries. 

Khonamri & 

Mahmoudi 

Kojidi (2011) 

Examines the 

relationship 

between 

metacognitive 

awareness of 

reading 

strategies and 

comprehensio

n monitoring  

Persian  30 male and 

female 

college 

students  

Comprehensi

on 

monitoring 

strategies: 

Determining 

word 

meaning, 

Questioning, 

Reflecting, 

monitoring, 

summarizing, 

looking for 

important 

information.  

1. high strategy 

aware students 

were also high 

performers of 

comprehension 

monitoring while 

lower students did 

not.   

2. the combined 

effect of 

metacognitive 

awareness and 

comprehension 

monitoring is 

positive among 

high ability 

compared to the 

low ability 

readers.  

Tsai & Talley 

(2014) 

Examines the 

effect of 

“Moodle-

supported 

strategy 

instruction” 

on reading 

comprehensio

Taiwane

se  

College 

students  

Reading 

strategies that 

were fed to 

the program: 

problem 

detection, 

comprehensi

on 

monitoring, 

After using the 

program: 

1. students 

performed 

statistically better 

in reading 

comprehension. 
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n and strategy 

use   

inferencing, 

summarizing, 

transfer, 

resourcing, 

and 

questioning.  

2. they become 

better users of 

metacognitive and 

cognitive 

strategies.  

Zenotz (2012) Investigates 

the impact of 

metacognitive 

reading 

strategies 

instruction on 

reading 

ebooks.  

Spanish  143 college 

students: 

two groups, 

experimenta

l and control  

Metacognitiv

e reading 

strategies 

1. Metacognitive 

strategies training 

has positive 

impact on ebook 

reading.  

2. no difference 

was found in the 

number of 

strategies used.  

Isaacson 

(2017)  

Explores the 

effect of 

ebooks 

compared to 

paper books 

on reading 

strategies use 

and 

comprehensio

n  

Mix: 

Arabic 

(6) & 

Chinese 

(16)  

22 ESL 

students: 

two groups 

of 11. Ebook 

and paper-

book groups 

Support 

strategies 

(dictionary 

use, note 

taking, 

underlining, 

etc.)  

1. Reading 

comprehension 

was not affected.  

2. support 

strategies were 

not used in ebook 

reading compared 

to paper book.  

Wang & Zheng 

(2019) 

Assesses the 

Collaborative 

Retrospective 

Miscue 

Analysis as a 

teaching 

strategy in 

helping EFL 

students 

promote their 

reading 

comprehensio

n and strategy 

use  

Chinese  6 college 

students (2 

males and 4 

females) 

Metacognitiv

e (global), 

problem-

solving, and 

support 

reading 

strategies 

1. students 

become strategic  

2. they become 

aware of their 

metacognitive 

strategies  

3. they were able 

to apply their 

reading strategies 

and learned them 

inductively.  

4. relied less on 

supporting 

strategies.  

Kavani & 

Amjadiparvar 

(2018) 

Investigates 

the impact of 

strategy-based 

instruction on 

self-

regulating, 

motivation, 

Persian  55 female 

intermediate 

students 

above 18 

years old.  

Six reading 

strategies: 

“making 

connection, 

predicting, 

questioning, 

monitoring, 

1. SBI affected 

positively reading 

comprehension, 

self-regulation, 

and motivation.  
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and reading 

ability.  

visualizing, 

and 

summarizing.

” 

2. SBI influenced 

positively strategy 

use. 

3. SBI promotes 

learners’ 

autonomy  

Fan-Wei Kung 

(2019)  

Investigates 

the effect of 

strategy 

instruction on 

the use of 

authentic 

reading 

materials.  

Mandari

n  

36 male and 

female 

college 

students 

(advanced 

level)  

Metacognitiv

e and 

cognitive 

strategies  

1. strategy 

instruction 

improved reading 

comprehension. 

2. authentic 

materials 

encouraged 

motivation and 

use of 

metacognitive 

strategies  

3. both strategy 

use, and authentic 

materials promote 

learners’ 

autonomy  

Altay & Altay 

(2017) 

Examines the 

differences 

between 

online and 

paper text 

reading scores 

and their 

relation to 

reading 

strategies  

Turkish  51 college 

students  

Global, 

problem-

solving, and 

support 

strategies  

1. no differences 

between online 

and paper text test 

scores 

2. no significant 

relationship 

between scores 

and any particular 

reading strategies.  

Chumworataye

e (2017) 

Explores the 

effect of 

reading 

strategies 

instruction on 

strategy 

awareness  

Central 

Thai  

131 male 

and female 

postgraduat

e students  

Global, 

problem-

solving, and 

support 

strategies  

1. significant 

positive effect of 

instruction on 

strategy 

awareness of all 

the three 

categories. 

2. problem-

solving strategies 

were the 

improved 

significantly after 

instruction  
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Roy & Crabbe 

(2015) 

Explores EFL 

students’ 

ability to 

analyze an 

English 

website and 

record their 

responses  

Japanese  59 college 

students  

Global, 

problem-

solving, and 

support 

reading 

strategies  

1. students 

employed reading 

strategies 

2. special focus on 

problem-solving 

strategies.  

Discussion  

The findings listed in these studies were well supported in previous literature before and after 

2011 despite some apparent inconsistencies. These findings, based on my understanding of the 

cited literature, could be interpreted based on four main factors: L1 background, L2 proficiency 

level, L2 reading ability level, and the extent to which strategy-training is implemented into 

reading courses.  

L1 background affect the type of reading strategies employed. Chinese EFL learners, for 

example, tend to use strategies differently from other learner groups. Reasons for this were 

ascribed to L1 interference and literacy skill transfer from L1 to L2. Further, cultural, and social 

factors could influence strategy use as schemata of certain cultures and society may vary from 

the schemata of the TL writer. Thus, many of the cognitive, problem-solving strategies will 

have to be modified to be used correctly.  

These modifications might need a lot of teaching and learning efforts. Wang & Zheng (2019) 

were aware of this and figured a way to overcome this problem and help Chinese EFL learners 

activate their higher-order reading strategies by implementing the Collaborative Retrospective 

Miscue Analysis (CRMA) techniques. The techniques helped learners in the experimental 

group free some cognitive capabilities to use metacognitive reading strategies by which reading 

comprehension, motivation and consequently autonomy were significantly improved.   

L2 proficiency and L2 reading abilities are considered closely related and reciprocal constructs 

in EFL contexts. In fact, reading constitutes a major source for TL input, unlike ESL and L1 

contexts where numerous venues of input are available. Proficiency and reading ability, 

therefore, could vary considerably in L1 and ESL contexts. Thus, EFL reading ability and L2 

proficiency play a vital role in using reading strategies and the improvement of L2 proficiency. 

This is well supported in the reviewed literature. There is a positive relationship between L2 

proficiency and the use and/or awareness of reading strategies (Alkhaleefah, 2017; Ghavamnia, 

et al., 2013; Hong-Nam & Page 2014; and Khonamri & Mahmoudi, 2011)). The only study 

that did not support this position was Al-Mekhlafi &Abdo Mohammed’s (2018) study in which 
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no effect of L2 proficiency was detected. However, the bulk of the cited research supports the 

positive relationship between L2 proficiency/ability and the use of reading strategies.  

Reading strategies instruction was found to be beneficial in all reviewed studies that 

investigated this variable. The researchers found significant gains in reading strategies use 

efficiency as well as reading comprehension. All studies reviewed in this paper that 

investigated strategy instruction of any type found positive effect on strategy use and reading 

comprehension (Chumworatayee, 2017; Fan-Wei Kung 2019; Kavani & Amjadiparva, 2018; 

Roy & Crabbe, 2015; Sergio, 2012; Tsai & Talley, 2014; Wang & Zheng, 2019; and Zenotz, 

2012). This efficient use of reading strategies led to higher motivation and consequently more 

learners’ autonomy.  

 

Pedagogical Suggestions conclusion  

Gani, et al. (2016) assembled a definition of reading comprehension based on established 

theoretical views of the 1980s as a, “complicated, cognitive, meaning-constructing process 

which involves the interaction of the reader, the text, and the context” (p. 145). Operating from 

this constructivist perspective, reading comprehension, therefore, is the end-goal objective of 

reading instruction.  Thus, many pedagogical suggestions could be gleaned from this review. 

However, five major ones stand higher than the rest. These suggestions are presented in a 

sequential order. I recommend following them as they could be viewed as a macrostructure 

construct of a reading instruction model starting with setting the scene and ending with solid 

implementations of certain teaching techniques. They are as follows:  

• Promote motivation and autonomy.  

• Reading skills automatization should be prioritized as optimal strategy-use is 

influenced by them. 

• Language proficiency must be given its rightful wait when considering reading 

instruction planning. 

• Special attention must be paid for culture-based variances. 

• A need for strategy-based reading instruction that integrates modern technologies.  

As for the first suggestion, research on the essentiality of motivation in their variant shapes and 

forms, and learners’ autonomy are well-established in the ESL/EFL field (Pickard, 1995; 

Spratt, et al., 2002). Reading in a second/foreign language is not an exception. Learners 

motivation must be promoted through all possible means. One simple psychological trick 

would be approaching a reading task with a conscious smile to help create a positive attitude. 
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Another possible mean is to encourage students engage in level-based extensive reading 

program that could be implemented as an extra-curricular activity following the principles 

suggested by Day & Bamford (2002), for example.  

The second suggestion illustrates the earliest reading steps. Since the smallest unit of reading 

starts with the sound correspondence with letters (phoneme-grapheme correspondence) 

moving upward to syllables, words, phrases, sentences, paragraphs, and whole passages in this 

linear direction. The processes involved in decoding and constructing meaning differ as we 

move forward. The initial decoding and word recognition processes by L2 reader could be 

identified as a conscious strategy that needs to be rehearsed extensively until learners 

automatize them. Once word recognition is automatized it becomes a skill rather than a 

strategy. As a result, minimal cognitive effort will be needed leaving much needed effort to 

higher order processes that guide comprehension (Samuels, 2006). Consequently, form 

schemata (syntax, grammar, lexicon) kick in after this stage and reading strategies engage 

various schemata interactively to construct meaning from the text (Esky, 1988). Thus, focused, 

extensive practice should be administered at this low ability level to get learners automatize 

decoding and word recognition.  

Third, as learners go about the word recognition practice, they will be building their lexicon 

and forming TL schemata concurrently in a reciprocal manner (Nation, 2001). Reading practice 

along with other resources of TL input will assist learners to accumulate and improve their TL 

proficiencies, an important factor that influence the use of reading strategies and 

comprehension as was found in the reviewed studies (Alkhaleefah, 2017; Ghahari & 

Basanjideh, 2017; Hong-Nam & Page, 2014; Khonamri & Mahmoudi Kojidi, 2011; Almakrob 

& Al-Ahdal, 2020; Alkhudiry & Al-Ahdal,2020). 

The fourth proposal is concerned with cultural/learners’ background variable. Since cultures 

and L1 literacies vary, teaching reading should maintain sensitivity to the peculiarities of 

cultural groups. L1 transfer of reading skills was found a factor in learning to read in a 

foreign/second language particularly at lower ability levels. Further, if the writing system was 

different, additional effort should be exerted to get learners embrace L2 system. One possible 

suggestion is to start with teaching the phonics moving forward to word recognition. 

Researchers from the 1970s recognized a threshold under which a learner would not be able to 

read. The initial goal would be to get beginning learners to this threshold.    

Finally, all cited research in this paper that dealt with strategy instruction confirm the positive 

outcome of reading strategy-based instruction (RSBI) on learners’ reading comprehension, 

strategy use, motivation, and autonomy. Since these findings are auspicious, the suggestions 
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discussed should be encapsulated in an RSBI. Technologies like smartphones (Alzubi, et al., 

2019), Moodle-software (Tsai & Talley, 2014), website analysis, online texts ought to be 

incorporated (Roy & Crabbe, 2015). Manifestations of RSBI include collaborative strategic 

reading CRM as described in Gani, et al. (2016) and Collaborative Retrospective Miscue 

Analysis CRMA as presented in Wang & Zheng (2019). By implementing RSBI, learners will 

have ample opportunities not only to get introduced to reading strategies but also to practice 

them firsthand and put them to use. 

 

Future Research  

Future research might expand on the present tradition as inconsistences in results maintain their 

presence. Furthermore, there is a need to consolidate reading strategies research findings in 

different learning contexts particularly the EFL context. Learners in EFL contexts are more 

likely to come from the same culture and share same L1; research, therefore, is needed to 

investigate specific L1 influence on reading strategies when reading English as a foreign 

language.     

Proficiency level is also a notable factor that needs to be investigated further regarding reading 

strategies in different localities. Reading abilities also need to be probed and correlated with 

reading strategy use as high language proficiency might not necessarily entail high reading 

ability. Also, different text types and genres are factors that are still under researched and need 

to be explored further.  

Action research in classrooms where RSBI is implemented as a prototype concept need to be 

modified constantly, and newer ideas be examined and reported to the academic discourse 

community. 
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Abstract  

This paper explores Task-based Language Teaching (TBLT) effectiveness on the enhancement 

of the fluency and accuracy of speakers of Arab students. The article employed post-test 

designs. Only five participants were selected in the case study segment, while 44 were 

established during the pre-test set-up. The results revealed that TBLT is an efficient means of 

teaching to increase the Arab EFL learners' fluency, as shown by improved automatic speech, 

grammatical language consistency, and a protocol for higher word counting. In the meantime, 

EFL students' awareness and approach to speaking have significantly improved following the 

introduction of the TBLT intervention. This paper suggests that TBLT is more likely to boost 

fluency and accuracy of EFL learners. The TBLT method is deemed a valuable teaching tool 

for EFL students to improve their communication skills, encourage them to speak in the real 
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world. The paper would prove significant to students, teachers and all other stakholders 

involved.  

 

Keywords: Fluency, Speaking, TBLT, Saudi EFL, language teaching  

 

Introduction 

English is a term itself. It's a primary contact element. One of the 21st century's surviving 

talents was utilizing language correctly in diverse environments, circumstances, time, and 

social life. Language skills help people understand, process, and update their knowledge to 

connect with numerous societies and appreciate different cultures worldwide (MacSwan, et al, 

2017; Alhabahba, Pandian, & Mahfoodh, 2016).  English is a foreign language to Saudi Arabia 

with the emergence of social and political change. Today's educational challenge is to train 

students to succeed in the developing world, to expand their understanding and use of various 

interactions and information systems. The teaching of EFL focuses on preparing students to for 

international employment. Students' ability to talk fluently and accurately must be more 

concentrated in EFL education as EFL students are not trained for English outside the 

classroom (Angelina, 2018; Madrunio, Martin, & Plata, 2016). As a result, inhibition, loss of 

topical consciousness, and tendency towards the mother tongue are challenging for students to 

express themselves (Valdez, Freire, & Delavan, 2016).   

 

Speaking is not only a problem in the Arab education sector but worldwide (Russak, 2020; 

Adikusuma, Fikri, & Yugafiati, 2018; Al-Ahdal, 2020). Arab EFL students face fluent and 

precise English difficulties due to their grammar, cognitive and emotional influences 

(Adikusuma, Fikri, & Yugafiati, 2018; Russak, 2020). This includes the requisite speeches of 

language teachers. They ought to use practical approaches and techniques to overcome EFL 

learners' evolving speech issues (Alkhudiry & Al-Ahdal, 2020; Almakrob & Al-Ahdal, 2020). 

The importance of communication skills transcends the fluency and quality of voice. The 

specificity relates to how a speaker generates vocabulary that complies with the target language 

requirements. This covers accurate spelling, syntax and vocabulary. Talking fluently though, 

is the speaker's capacity to construct spoken language without unnecessary delay or pause 

(Derakhshan, Khalili, & Beheshti, 2016).  Too frequently, hesitations and uncertainties impede 

communicating fluently. The EFL contexts are central to having students develop their speech 

with fluency and precision (Masuram & Sripada, 2020; Kell, et al, 2018; Dehqan, et al, 2016; 

Magulod, 2018).  The current Saudi Curriculum Guidelines stipulate that teachers must be 
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information facilitators for students across the TBLT (Alkhodimi & Al Ahdal, 2019). Teachers 

of Arabic are motivated to focus on their teaching experience and to advance their awareness 

frontiers towards teaching English as a foreign language by TBLT (Alshenqeeti & Alrahaili, 

2020; Alshenqeeti, 2019; Bryfonski & McKay, 2019).  

 

Task-Based Language Teaching Intervention and Fluency  

The analytical structure used in this analysis has been introduced by Ellis (2017).  According 

to Ellis et al. (2019) two forms of processes are used in the TBLT technique. Next, some 

mechanisms decide if the curriculum tasks will be translated into individual lessons (lesson 

design) and procedures that discuss teachers and learners' engagement and involvement in the 

lesson (involving structure). Lesson design deals with the phases or elements of a course where 

a mission is the core part. It was argued that the construction of a lesson in TBLT comprises of 

three phases: pre-activity, during activity and post-activity. The first step of the pre-taking 

involves various tasks that teachers and students must conduct before the assignment starts.  

1Driven by the developed problem of fluency of Arab EFL student language and accuracy, 

researchers described the use of Task-based Language Teaching (TBLT) as interference (Al 

Khateeb & Alshahrani, 2019; Azis, 2020 ; Kanoksilapatham & Suranakkharin, 2019; Tavakoli, 

et al, 2019; Magulod, 2019). Unfortunately, the effectiveness of TBLT in Arabic, especially in 

the high secondary stage, has not yet been empirically demonstrated. Task-based language 

education (TBLT) is a method that seeks to promote language learning through the interactive 

engagement between students and actual usage of language through the performance and 

performance of assignments (Anwar & Arifani, 2016; Baralt & Morcillo Gomez, 2017; 

Córdoba Zúñiga, 2016; Ellis, 2017). It is referred to as Communicative Language Teaching ( 

CLT). TBLT is suitable for instruction in school and philosophy. It has the following 

components: goals, processes, and effects which facilitate substantive, substance-oriented 

practices instead of linguistic types (Van den Branden, 2016).  

Studies have reported that TBLT successfully develops students ' language skills (Barrot, 

2017; Lino, Yabuta, & Nakamura, 2016).  Albino (2017) assessed the effectiveness of TBLT 

in Angola, central Africa found out that the students enhanced their fluency by maximizing 

their speed of speech, growing grammatical precision, improving their vocabulary and 

engagement. The students' views on the teaching of the TBLT approach were also sought and 

results revealed that the students felt motivated to communicate, trusted in their ability to use 

their target language, broadened their vocabulary and understood the importance of the TBLT 

approach. The ramifications of the results for instruction and potential study are explored. 
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Consequently, Benzon (2016) peformed an empirical study on TBLT to  fifty-three randomly 

selected second-language adult learners in a virtual laboratory on one of two pedagogical tasks, 

after which every pupil was evaluated on two transition tasks. Although the MANCOVA 

findings did not include figures for transition, the post-hoc study of a sample of the lowest 

skills students indicates that linguistic skills.  

In like manner, Kafiour, Mahmoudi and Kjojasteh (2018) identified the effect of TBLT on 

students' writing skill. There were 69 moderate Iranian EFL students in a control group and 

experimental group randomly distributed. The students in the research class were employed by 

task-based language training approaches for writing work, while those in the control group 

used traditional writing skills. The researchers processed the written portion of two TOEFL 

studies for pre-test and post-test effects and interpreted the data using detailed statistics, t-test 

and variance analysis from the Social Sciences Methodology Package. The results revealed 

major improvements in the writing abilities of Iranian EFL students with task-based language 

teaching skills. In addition, the usage of task-based writing approaches significantly improved 

the capacity of Iranian EFL students to learn various aspects of writing, including sentence 

mechanics, word use, vocabulary, content and organization. 

Moreover, Azkarai and Garcia Mayo (2017) looked to the effectiveness of TBLT in first 

language acquisition. Forty-two EFL students served in pairs when they performed a job on 

the spot twice. The results revealed that the usage of L1 was greatly decreased when students 

replicated the assignment in both cases, but it also had a marginal impact on the functions of 

L1. Despite the evidence of TBLT in enhancing students' language competence, there is a 

dearth of studies on the effectiveness of this intervention in the Saudi context. Hence, this 

motivates the researcher to venture in this study.  

The term speaking fluency has to do with the concept of communication (Humble, Dixon, 

& Mpofu, 2018; Masuram & Sripada, 2020; Sari, et al, 2019; Yeh & Lai, 2019).  Fluency of 

speech is called automaticness and pace of voice production (Dougherty & Johnston, 1996; 

Rasinski, 2006; Wolf, Miller, & Donnelly, 2000) but voice automatics and tempo do not render 

a voice understandable and understandability is a measure of the assumed ease or inability of 

listeners to perceive the L2. However, most studies found that fluency and precision are 

separate components (Sato, 2020; Yeh & Lai, 2019; Ghasedi, et al, 2018).   The capacity for 

speakers to talk is based on several components, such as speaking frequencies or the sum of 

total and unfulfilled breaks, the number of errors and the usage of wording, the wider definition 

of speech fluency is ideal for the analysis of discovery. Many language professionals have 

studied language skills. However, literature on the consistency and accuracy of TBLT remains 
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incomplete. This work seeks to further minimize the distance by addressing Arab EFL students' 

unique viewpoints by using TBLT with corrective feedback. The TBLT principles were 

recommended to be used in classroom education and reflected in students ' learning materials 

and language tasks.  

Task-oriented process is an instructive methodology that uses the core teaching resources 

for language education. It is highlighted that a task-based method is a major development in 

the linguistics of communication, as they have identical criteria for teaching (Ahmed & Bidin, 

2016; East, 2020; Ellis, 2017; Van den Branden, 2016).  The use of TBLT tasks for foreign 

language training courses would enhance linguistic comprehension, both of which understand 

that language required for students will be trained for the learning process (Rashid, 

Cunningham, & Watson, 2017; Chen & Wang, 2019).  It facilitates language acquisition and 

prepares skills of students to industries. Students may use their own accessible capacity to move 

from L1 to the target language through TBLT.  

 

Features of Tasks  

However, in order to determine the effect of the tasks series it is necessary to examine its 

independent effect on learning.  To analyse the way these results are multiplied by sequences 

in which multiple activities or variations of the same operation are performed. This agenda 

involves both objective analysis and a concomitant review of the results of the method of 

language learning. With this in mind, Candlin (1987) subsequently gave an educational-

operational purpose description with a review of several other meanings of tasks. One task 

consists of a set of differentiated, concurrent and problem-based activities with teachers and 

students. Candlin (1987) then defined several main features of task planners which teachers 

should provide to facilitate the learning of classrooms optimally: 

1. Input. This is the recorded, visible or auditory knowledge that students conduct to 

accomplish the purpose of the assignment. 

2. Roles. Students have the tasks in completing a mission, such as supplying knowledge 

and providing information. 

3. Preferences. There are community structures in and beyond schools with which learners 

may interact through pedagogy. 

4. acts. There are the protocols that should be observed in carrying out the assignment or 

the different actions that students must take along the way. 

5. Monitoring. This is the tracking mechanism to ensure that the mission stays on 

schedule. 
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6. Outcomes. There are the oral, published and/or behavioural effects that the goal is to 

accomplish. 

7. Feedback.  

8. Feedback. It involves an assessment of the instructor or other learners' whole or portions 

of a job, providing corrective input on the application of the language and other valuable 

feedback. 

 

Corrective Feedback  

In like manner, the corrective feedback of teachers on second-language learners was also 

significant and the amount of research initiatives was important, but most of the studies were 

carried out in controlled environments and language classes, which perform practice without 

the TBLT method. As a means of improving language effectively in promoting relationship 

collaboration between learners and cooperative learning environment, Sato (2013) examined 

the belief that ESL learners have in peer participation and corrective guidance. Accordingly, 

Bogs (2019) have written that CF helps advanced second language students to be highly 

successful in prose. Furthermore, Alhaysony (2016) has studied the effectiveness of teachers' 

correct feedback on oral English accuracy in Chinese students and found that it is necessary to 

rectify teacher feedback in foreign language teaching. Al-Wossabi (2019) is also researching 

the results of feedback in Saudi EFL classrooms and found that CF types were the most often 

used as recast and direct correction tools. Corrective feedback can be represented from the 

assessments as 7English-language and writing skills (Hashemifardnia, Namaziandost, & 

Sepehri, 2019).  

 

Research Purposes  

This report explores fluency and accuracy of expression by students in Arabic utilizing the 

TBLT with CF. It aims clearly: (1) to consider significant improvements in students' 

perceptions and attitudes before and after implementing the TBLT through corrective feedback. 

The first specific study purpose is the pillar of this review to clarify the research aims, provided 

that it describes how TBLT develops respondents' English language skills. It indicates how 

they were transitioned in terms of free pronunciation and free grammar before and during the 

intervention. It also illustrates how students respond appropriately to the interaction between 

languages when becoming involved in language learning based on assignments. The second 

essential focus of the thesis complements the first analysis objective. This measures the 

perceptive and disposition effect of TBLT by presenting corrective instructions in the English 
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language prior to and during the intervention. The effect dimension was also assessed to 

demonstrate how the approach increases student attitudes and behaviors. 

 

Methods 

 

Research Design  

The study utilized pre-test post-test prototypes. In this part, the merits of using the designs are 

addressed. The task-based practice with corrective feedback for language instruction. In a 

questionnaire, the pre-test post-test template was used to measure the shift in student 

convictions and attitudes to define the effect of transition on the classroom with TBLT. The 

effect or gain of the study is calculated with G*Power. The effect of the impact of an existing 

intervention is described in this design. 

 

Respondents, Sampling Procedure and Tool   

The study participants included 55 Arab EFL high school students who were tested randomly 

from one university. The sample size was calculated by the test G*Power T Mean difference 

between two different sampling modes (matched pairs) and a priory Power Analytics form set 

for a double-tailed test with a real power of 0.90 and an effect size of 0.5. The respondents is 

predominantly male, between 19 and 23 years old, most of whom come from Saudi middle-

income families. Depending on the ethics report, contact information and evidence provided 

by researchers was treated confidentially. The authorities and their parents submitted and 

approved a structured application before choosing, recording and selecting candidates. 

Interviewees and parents completed the data protection agreement method. The research 

instruments were the audio-recorded descriptions of review and video-recorded role play for 

the study portion. A questionnaire was used to determine the perception and attitude of the 

respondents before and after the examination. The unit is a 5-point Likert instrument, 1 being 

the lowest and 5 the highest. The evaluation method was also checked since it was an automated 

questionnaire. 

Treatment Phases  

 

Procedure and Data Analysis  

The teacher taught the respondents through TBLT with corrective feedback before the study 

where the teacher also examined preferences and behaviors beforehand. In order to give 

students corrective advice on language fluency and consistency, the study has been planned 
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and organized throughout the teaching period. The students were introduced to the challenge 

during the pre-task. Students were given the pre-tasks to build artifacts and preservations in the 

TBLT exercises together. Before the tasks begin, the class agreed on certain rules, e.g. using 

English only during the tasks. In each class, the students were partnered with four students 

during the TBLT implementation for the actual learning debates. The suggestions were taken 

from the storybook sent to the TBLT students. The TBLT study lasted 3 weeks. After the 

activity was carried out, the post-test of beliefs and behaviors was analyzed. The researcher 

only picked random cases for the case study portion from the participants for review. The case 

study evidence was qualitatively analyzed as the respondents' speeches were transcribed before 

and after the event. The speeches were calculated by measuring word count and grammatical 

consistency. This detailed how TBLT and corrective feedback improves the linguistic fluency 

and accuracy of the students. In the meanwhile, Cohen's Impact Size Description was used by 

G*Power statistical instruments for pre-testing the effect size prediction. The component of 

perception comprises 5 components, including: a (4.20-5.00) Firmly Support, b (3.40-4.19); c 

(2.60-3.39); disagree, c (1.80-2.49); e (1.00-1.79). In the meantime, there are still five Likert 

items in the attitude section. Meanwhile, a dependent survey measure was used to determine 

significant improvements in participants' perception and attitudes in conversations before and 

after therapies. The influence of the benefits was calculated by the scale of the effect of Cohen 

d. The responses were correctly tabled and thoroughly verified. 

 

Results and Discussion 

 

Perception Means, criteria and measures of disparity in the interpretation of respondents 

before and after TBLT implementation 

The first fundamental purpose of the analysis complements the first test objective. This 

measures the perceptive and disposition effect of TBLT in the English language before and 

during the intervention. The effect was often assessed to illustrate how the approach affects the 

students' attitudes and behaviours. Table 1 illustrates the difference between students' perceived 

impact with corrective feedback in an Arab high school before and after TBLT. Results 

demonstrate that the student's comprehension of speech with correction feedback before and 

after TBLT, as evidenced in the 0.000 p-value, and the large effect of 0.60, is substantially 

different. The primary change in respondents' perception from fair to strong is highly due to 

the intervention's success. The result reveals that TBLT in the Arab EFL classroom gives a 

good comprehension of language. Students have been willing to exhibit behaviours for the 

122



intent of interaction. It also suggests that students should speak further during the TBLT 

concepts of student-centered language instruction. Findings on TBLT standards in the 

classroom were recorded by Saudi language researchers (Bryfonski & McKay, 2019; Phan, 

2018; Qader & Yalcin Arslan, 2019; Safitri, Rafli, & Dewanti, 2020).   

 

Table 1. Means, criteria and measures of disparity in the interpretation of respondents before 

and after TBLT implementation 

Perception  Mean Score Interpretation  SD p Effect Size (d) 

Pre-Perception  3.33 Fair  0342 0.000* 0.60*  

 Post- Perception 4.32 Strongly Agree  0.324 

*= Significant  at 0.01 level                 ns= not significant                           d=Effect Size 

Convention (Cohen’s d):    Large Effect Size  

 

Figure 1. Means, criteria and measures of disparity in the interpretation of respondents 

before and after TBLT implementation 

 

Attitudinal  Means, criteria and measures of disparity in the interpretation of 

respondents before and after TBLT implementation 

Table 2 also illustrates the gap between student responses to talking with correction feedback 

before and after TBLT. The profit effect of 0.80 suggests that the attitude of the respondents to 

their speech is rising. The table reveals a significant p-value difference of 0.00 below 0.01. The 

critical change in respondents' attitude from fair to extremely favorable is highly due to the 

efficiency of TBLT and its corrective action. This indicates that TBLT respondents could 

receive a better score after exposure. The pre- and post-attitude findings of the Arab EFL 

students therefore differ greatly. In this case, respondents were able to show a optimistic 
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perspective for the use of TBL, which suggests that they engage in practice so that a relaxing 

environment in the classroom encourages the use of the target language. Their commitment 

then concentrated on meaningful and meaningful sense and solidarity in the global 

communication. The observation of TBLT 's helpful attitude to learners in the Arab sense 

reminds previous language studies of Arabic-based experts (Al-Bulushi & Al-Issa, 2017; Al-

Sobhi & Preece, 2018; El-Dakhs, Amroun, & Charlot-Muhammad, 2018; Sidek, 2016). 

 

 

Table 2. Attitudinal  Means, criteria and measures of disparity in the interpretation of 

respondents before and after TBLT implementation 

Attitude   Mean Score Interpretation t-value p Effect 

Size(d) 

Pre-Attitude  3.11 Fair    -15.453 0.001* 0.80*  

 Post- Attitude  4.44 Highly Favourable   

*= Significant  at 0.01 level         ns= not significant                                       d= Effect Size 

Convention (Cohen’s d):    Large Effect Size  

 

Figure 2. Attitudinal  Means, criteria and measures of disparity in the interpretation of 

respondents before and after TBLT implementation 

 

A variety of performance reports of TBLT involve just a few assessments evaluating the effect 

of TBLT on the speech skills of Saudi EFL (Alharbi & Surur, 2019; Alshenqeeti & Alrahaili, 

2020; Chen, 2016; Gaffas, 2019). This research investigates the effects of the implementation 

of language teaching methods focused on Saudi EFL students ' language skills. The study 

shows the productivity of TBLT in language interpretation and the moods of the respondents. 

The contextual evaluations of students' impact gave insights into the TBLT process's 

performance, whereas the absence of actual speech assessed fluence. In addition to pursuing 

student viewpoints, future testing in different contexts would then be delivered before and after 

preparation by specific students to consider TBLT fluidity voicing technologies' 

efficacy.During class, student instruction emphasizes meaning, understanding, the usage of 

vocabulary and non-linguistic devices and the use of language to meet contact targets instead 
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of relying solely on language buildings. The TBLT approach also allows students to improve 

their expression types (Shoob, Abbasi, & Mirzaian, 2019).  Students' views on TBLT were 

sought and the results indicated that the methodology could be used successfully in the Saudi 

way. After teaching the technique of TBLT, students feel encouraged to express and 

empowered to interact with students under all situations. In reality, students thought they might 

participate in some communicative occurrence outside the classroom. In the TBLT system, the 

students focused on meaning and form as a gain from their school tests' point of view. They 

suggested, however, a balance between language learning and fluency. Students' opinions on 

the efficacy of the TBLT approach are not fresh. This study's findings on the respondents' views 

have important ramifications for classroom knowledge and future research. 

 

Task focused learning has unmistakably evolved over the last few decades and become an 

imaginably effective technique for many ESL/EFL students, even if many observers still see 

TBL strength (Van den Branden, 2016; Zhang & Luo, 2018). As Milarisa (2019) states, a task-

based approach is a common language education definition. The incentive behind schooling is 

not to help students reach their specified goals; rather, it is to provide students with unique 

conditions and language requirements. Educators have since shifted their roles from students 

to teachers, staff, assistants and promoters. Students are participants of the study hall who show 

they are the main characters. EFL task-based teaching has various pedagogical advantages. The 

approach blocked the distinction between class and fact and altered the instructor's 

unconcerned meaning of the traditional unknown dialects. The task-based process provides 

students with the perfect solution to particular concerns by masking language skills (Şimşek & 

Bakir, 2019).   

 

Conclusion  

This paper discusses the effectiveness of task-based language instruction (TBLT) in order to 

increase the fluency and precision of Arabic student speakers. The report used templates for 

post-testing. 44 were selected during the pre-test set-up. The findings indicate that TBLT is an 

effective teaching method to improve Arab EFL students' fluence, as shown by improved 

automated expression, grammatical language accuracy, and a higher word counting procedure. 

In the meantime, EFL students' sensitivity and approach to presentation increased considerably 

with the TBLT intervention implementation. This paper indicates that TBLT would improve 

the fluidity of EFL students. The TBLT approach is used as an advantageous educational 

technique for students, and allows students to talk in the real world and enhance communication 
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skills. This paper discusses the effect of TBLT on language teaching. In the meantime, TBLT 

methods have improved the student's understanding and behavior in English. Conclusions have 

implications for the learning of languages and more study. They are typically more fluent and 

reliable when students from Arab EFL are supported in the TBLT stage. In comparison, the 

TBLT approach has been used as a strong student forum to develop communication skills when 

supported and promoted to create trust in the real world's language analysis. 

 

Implications to Language Teaching  

This study's findings indicate impacts on language instruction, not just in the Arab EFL schools. 

Language teachers may use TBLT to provide students with more significant language learning 

opportunities. The preceding are potential outcomes. Second, language professors should 

incorporate TBLT well in linguistic subjects and in other fields of material, as it offers an exact 

point of view to enable students to address speech barriers. Secondly, there is a need for 

sustainable production of language arts teachers based on the advantages and other TBLT-

oriented techniques. Thirdly, TBLT has to be combined with technology to satisfy education 

4.0 demands. And ultimately, it invites language teachers to devise several creative, TBLT-

oriented learning exercises and projects. 

 

Implications to Future Studies   

Although a substantial amount of literature has established the efficacy of the TBLT approach 

in language education, this study has been undertaken using case and pre-test formats to 

contribute to the research void by testing Arab EFL students with corrective feedback to boost 

their speech fluency and accuracy. The findings indicate that the use of TBLT involvement in 

linguistic learning is productive to develop language competence and its effect on interpretation 

and attitude. To effect further tests, as just a few instances are utilized and the most basic testing 

methodology is used, comparable analysis may be replicated or reworked, taking into account 

the existence of other similarly significant factors, including the instructor and student 

personalities, students' social and economic assets and other school influences. A longer sample 

cycle utilizing other hybrid test methods may also be conducted to reproduce testing findings.  
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Abstract 

A multifaceted word structure or morphological system is a feature of the Arabic language, 

which comprises of elements, for example, case and agreement markers, due to which, the ratio 

of synthetic word tokens is presumably enhanced. Nonetheless, the ‘Syntheticity’ of the 

language cannot necessarily be determined through the presence of the system. For this 

purpose, the percentage demonstrating the frequency of analytic word token needs to be 

explored. One of the top learned foreign languages globally is none other than Arabic. 

Therefore, this research aims to examine the impact of these L2 learners on Arabic, which 

means as to whether the L1 morphological system could contribute to their Arabic learning. 

For this purpose, this study counts and compares the token occurrences of synthetic word(s) 

with those of the analytic word(s) in Arabic texts through Arabic Learner Corpus (ALC). 

Furthermore, to explore the analyticity and synthesis of languages, Greenberg’s (1960) system 

and Szmercsanyi’s (2012) modified version was adopted in this paper.  

 

Keywords: Arabic, Corpus, Synthetic, Analytic, Frequency, Quantitative Approach, Corpus 

Analysis 
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1. Introduction 

Two of the key typological and historical study topics since 1818 have been the analyticity and 

syntheticity. A pioneer researcher in these domains was believed to be William von Shlegel 

(Eksell 1980; Greenberg 1960; Schwegler 1990; Szmrecsanyi 2012). However, the Far Eastern, 

Indo-European and creole languages were reportedly taken up by most studies on syntheticity 

or/and analyticity, and, the same features on Arabic or even Arabic as a second language are 

found missing in the literature. To address this issue, the syntheticity and analyticity of Arabic 

needs to be examined as a second language. To evaluate the Arabic Learner Corpus, the 

Szmercsanyi’s method was followed by this study. The Arabic word structure is briefly 

discussed in section 1.1 with critique, because the vocalic melody is connected with the 

Arabic’s morphological system, as a result of which, the computational code or an automatic 

tool cannot simply discover analytic or synthetic tokens. Followed by the definition of these 

two words, their holistic view is given in section 2. However, from a historical linguistics 

perspective, earlier studies about syntheticity and analyticity are described in section 3. The 

data analysis techniques are outlined in section 4. The findings are presented in section 5. 

Ultimately, concluding remarks are given in section 6.  

1.1. Arabic Word Structure 

By and large, two key issues are highlighted by the morphology or the studies on word 

structure, which are: derivational morphology (i.e., how words are shaped) and inflectional 

morphology (i.e., how words collaborate with syntax) (Ryding 2005; Watson 2002). Assigning 

affixes to a word in English language results in the creation of the derivational and inflectional 

morphemes, for example: 

   Teach > Teacher > Teachers 

Nonetheless, a different appearance of derivational and inflectional morphemes is observed in 

Arabic, which is referred to as the root–pattern system (Eksell 1980; Ratcliffe 2012; Ryding 

2005; Shamsan and Attayib 2015; Watson 2002). Meaning thereby, a root and a pattern 

basically form the structure of Arabic word. According to Wallace Erwin, the “root” is 

described as three to five irregular consonantal phonemes, which are linked to form a stem. In 

addition, the “pattern” is defined as one or more uneven vowels, which are linked with the root 

to build the stem as follows: 

Root = d  r   s  

Pattern = CVCVC 

Stem = dVrVs 
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Word = daras (studied), dars (lesson), mudaras (teacher), or mudarison (teachers.Npl.M) 

The former illustration revealed that the inflectional and derivational morphemes in Arabic 

are different than those in English, where affixes are generally added to derive the essential 

form. Accordingly, it is a challenge to analyze analyticity and syntheticity in Arabic owing to 

its morphological complications. Nonetheless, the experts can perform the same. From a 

historical linguistics side, the history of the two terms, namely synthetic and analytic languages 

is explained in next section.  

2. Analyticity and Syntheticity in Historical Linguistic Studies 

Over all, syntheticity and analyticity had gone through different developmental stages before 

coming in their present shape. The late 19th- and early 20th-century concept of classifying 

languages basically triggered them. According to Comrie (1989) languages were classified into 

three types: agglutinative (for instance, Turkish), isolating (such as Chinese) and inflected 

languages (for example, the Romance languages). Subsequently, Anttila (1989) believed that 

languages were categorized as either flective or affixive. Later on, a third type was introduced, 

namely the “language without a grammatical structure.” The primary morphological 

classification system of language was given by Comrie, and, the two terms, i.e., analyticity and 

syntheticity were then added by Muller (cf. Anttila 1989). Furthermore, by counting the 

frequency of analytic and synthetic word tokens, Greenberg (1960) revised this scheme in his 

quantitative approach to classify a given language. To conclude, Greenberg’s quantitative 

approach was modified and simplified by Szmrecsanyi and his colleagues.  

The analyticity and syntheticity has been discussed by most of the historical linguistic 

and typological studies since the previous 50 years. These research studies encompass 

Greenberg (1960), Hodge (1970), Schwegler (1990), Eifring and Theil (2004), Haselow 

(2011), Szmrecsanyi (2009, 2012, 2016), Gelderen (2013), and Siegel et al. (2014). According 

to these studies, analyticity and syntheticity were ranked as a key phenomenon in historical 

linguistic and language change studies. Consequently, the historical linguists have been 

enabled to trace the course of changes in languages besides forecasting all the imminent 

changes.  

Besides elimination of the lexical descriptions, the grammatical and formal definitions 

of analyticity and syntheticity are highlighted by this paper. According to Danchev (1992, 26), 

formal synthetic and analytic morphemes/tokens are described as under:  
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Formal analyticity clearly suggests that two or more free morphemes are employed to 

carry out the various meanings (lexical or/and grammatical) of a given language unit, 

whereas the presence of one bound morpheme usually portray the formal syntheticity.  

Here, Szmrecsanyi’s quantitative morphological approach has been followed as a 

theoretical framework, and according to him (2012), an analytic word is described as a free 

morpheme containing a linguistic role and semantic connotation in a sound and that can stand 

autonomously, while a bound morpheme having a syntactic role in a sentence is referred to as 

a synthetic token. We can also say that analytical tokens do entail prepositions, pronouns and 

determiners, while synthetic word tokens encompass adjectival, verbal and nominal affixes. 

This is an evident explanation. However, while applying this, an issue can be faced in counting 

the dependent morphemes, case markers and phi features. Will the whole word be counted as 

one morpheme or be divided into its morphemes? Furthermore, a situation with zero 

morphemes would be challenging, for example, in pro-drop subjects. Eventually, the 

foundation will be established for analyzing texts, and, other gaps can be filled through further 

investigations. The earlier studies are presented in the next section. 

 

3. Previous Studies 

With an emphasis on research papers employing either Greenberg’s (1960) quantitative 

approach or Szmercsanyi’s (2012) modified version, the previous studies that addressed and 

investigated the analyticity or syntheticity of a language are going to be presented in this 

section. 

Firstly, the English language from a morphological classification side was studied by 

Szmercsanyi (2012, 2016). The morphological markers were then classified into (1) the 

synthetic index and (2) the analytic index in 2012. The synthetic word tokens were illustrated 

as grammatical bound markers, which comprise of nominal, verbal and adjectival affixes. 

Besides superlative and comparative adjectives, irregular forms of verbs (i.e., as, eat, ate, and 

eaten), inflected affixes and possessive markers were also included by Szmercsanyi. 

Concerning analytic word tokens, the morphological markers were described as independent 

word classes. Consistent with the framework of Szmercsanyi, these were identified as 

determiners, complementizers, coordinators and conjunctions, modals, infinitive markers, 

pronouns, negators, auxiliary BE and HAVE, and prepositions. Moreover, using the Penn 

Parsed Corpora of Historical English, the morphological changes in English between the 12th 

and 20th centuries were explored by Szmercsanyi (2012) and the early modern English was 

found to be an analytic type of language when compared with modern or old English. In the 
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meantime, a high ratio of synthetic word tokens was demonstrated by the Old English (OE), 

which means OE is a synthetic language. In contrast, a high ratio of the analytic index is 

presented by the modern English, while the synthetic index can be perceived at a low-range 

level. Presumably, the modern English will gradually turn out to be a synthetic language.  

As compared to English and its variations, matters on syntheticity and analyticity in 

creoles were also considered by Szmercsanyi (2014). He examined two creoles, namely Tok 

Pisin and Hawai’i Creole, and discovered that they are not synthetic languages. Moreover, they 

are also not truly analytic languages. It was established that a high frequency of synthetic tokens 

was not shown by these two creoles, while they were having a few grammatical markers for 

analytic tokens at the same time.     

The syntheticity and analyticity in English were also analyzed by Danchev (1992). It is 

worth mentioning that based on either analyticity or syntheticity; the historical changes in a 

given language should not only be studied by the researchers and linguists. There are more 

areas to discover as well. Both the aspects should be investigated to gain an insight. Consistent 

with Greensberg (1960) and Szmercsanyi (2012), Danchev believed that one should not 

generally classify English as an analytic language; nevertheless, Danchev corroborated the fact 

that in old times, English had gone beyond a synthetic language and started moving towards 

an analytic one and subsequently to an intermediate class with some inclination towards the 

analytic perspective.  

The European-based creole languages were explored by Haspelmath and Michaelis 

(2017). They claimed that they have to critically look at analyticity and syntheticity from a 

diachronic perspective instead of a synchronic perspective for their better understanding. An 

analytic pattern was seen by them as a morphosyntactic pattern, by which, a counter synthetic 

pattern is replaced. In the language and contact cycle, the analyticization phenomenon aided 

by languages was discussed in detail. Various examples of European-based creole languages 

were provided by Haspelmath and Michaelis, where the experts preferred the analytic patterns 

over synthetic ones. As the development of a language can be exposed by these examples, this 

area is suggested as a rich resource for people working on language changes. 

The British English (BE) and East African English (EAE) were compared by Ehret on 

a synthetic–analytic scale in 2008 using written and spoken corpora. It was revealed that a high 

level of the analytic index was exhibited by EAE in public, spoken private and written creative 

contexts with the exception of written reportage, while a mid-range level of syntheticity was 

shown by the other written contexts. According to Ehret, the reason for the inconsistency in 

the syntheticity and analyticity levels in these contexts might be caused due to the different 
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communication focus. She also indicated that there is no major difference between BE and 

EAE with respect to analyticity. Moreover, she claimed that BE has more analytic ability than 

EAE. Nevertheless, in terms of the synthetic index, a statistically low level was demonstrated 

by EAE when compared with BE. To conclude, Ehret indicated that EAE has a different 

response level as compared to other varieties of English. Since the L1 languages have slightly 

affected the EAE together with the status or/and attitude toward English in the language contact 

domain. 

Ultimately, the Bantoid languages spoken in the Nigeria–Cameroon borderland areas 

were thoroughly studied by Hyman (2017). Like the earlier specified languages, these have 

also travelled from being synthetic index languages to turning out into analytic ones. These 

changes are led by different reasons according to Hyman. In comparison with English, certain 

communication components are highly focused by Bantoids. This procedure might inspire the 

transition from synthetic to analytic or vice versa. Hyman and Ehret (2008) both agree that a 

linguistic basis is not the only source behind the changes in various language(s), but the loss of 

the x marker and the upsurge of another aspect can highly be influenced by the medium and 

discourses of the event. As per Ehret (2008), her synthetic index contains a few high registers 

owing to an emphasis on the writer, while, the hearers were emphasized for other registers. 

According to Hyman (2017), the population of language contact area accepted them as their 

grammar via their speech flairs: 

The “drift” can reshape and adjust itself, once a speech community begins to approach 

this analytic direction. As per my suggestions, both the development of SVCs and their 

areal diffusion are dependent upon a change in conversational agreements: Moreover, 

the speech styles and grammar of other entities are copied and derived by the 

communities in contact. 

The data collectors and analyzer used for this paper are discussed in next section. 

 

4. Methodology  

4.1. Corpus Analysis 

The word “corpus” would go back to Latin. The plural of “corpus” is “corpora” (though it 

might be referred to as “corpuses”), meaning “the body.”  In language studies, corpora/corpus 

can be defined as “the body of language” (Baker 2010). Corpora and corpus analysis became 

popular during the personal computer evaluation in the late 1980s. The Expert Advisory Group 

on Language Engineering Standards (EAGLES, 1996) defined the corpora/corpus as follows:  
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“A corpus is a collection of pieces of language that are selected and ordered according 

to explicit linguistic criteria in order to be used as a sample of the language.” 

Thus, a corpus is a collection of authentic data (texts, videos, pictures, and/or audio 

records) that are grouped in different registers (Biber, Conrad, and Reppen 1998).  Leech 

(1992), McEnery and Wilson (1996), Tognini-Bonelli (2001), Hoey (2005), and Teubett (2005) 

discussed the corpus approach and acknowledged that it is a new approach (ology) in linguistic 

phenomena analysis and studies.  Furthermore, Tognini-Bonelli (2001) talked about two kinds 

of corpus analysis which are corpus-driven and corpus-based approaches. The corpus-driven 

approach makes use of all the materials within the given corpus, supported that the linguistic 

pattern the man of science acquired during this corpus would be situated and displayed; 

meantime, the corpus-based method uses corpora/corpus as a supply of samples to see the 

frequency of a linguistic feature during a little dataset. Partington (2006) updated Tognini-

Bonelli (2001) to incorporate the corpus-assisted method in corpus analysis. This 

approach(ology) uses corpora/corpus as a knowledge assortment method for analyzing 

linguistic phenomena. moreover, Paul Baker (2010) advanced the literature by adding that even 

among the varied corpus analysis methods, there area unit sub-methods or sub-approaches that 

might serve linguists and language specialists in addressing their analysis queries. These sub-

approaches area unit (a) frequency, (b) cluster, (c) part-of-speech tagger, (d) concordance, and 

(e) collocation. Therefore, researchers have to be compelled to choose one or additional of 

those sub-approaches to deal with their considerations. For the aim of this study, the frequency 

and part-of-speech tagger were chosen to retrieve all artificial and analytic indexes. during this 

study, we tend to adopted the corpus-based approach; therefore, we tend to used Arabic 

Learners Corpus to search out and trace all the morphological changes that occurred in Arabic. 

 

4.2. Data Collection 

This study analyzed the syntheticity and analyticity of Arabic texts written by second learners 

of Arabic in Saudi Arabia. Arabic is one of the languages in which inflected morphemes such 

as case and agreement markers have a strong effect on word structure (Ryding 2005; Watson 

2002). This study adopted Szmercsanyi’s method to analyze the syntheticity and analyticity of 

languages. Szmrecsanyi (2012) followed Greenberg’s (1960) analysis and updated it to a 

quantitative approach. This approach divided the morphemes into two groups: synthetic inde 

such as inflected verbs (i.e., past participles, case makers, and agreement markers), inflected 

nouns (i.e., plural nouns), inflected adjectives (i.e., comparative and superlative adjectives), 
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clitics (i.e., grammatical morphemes that represent the subject), possessive markers, and 

analytic morphemes such as complementizers, coordinating conjunctions, infinitive markers, 

pronouns, determiners, auxiliaries, negators, and modals.  

 Moreover, this study used a corpus-based approach as a data collection tool. One 

corpus was used in this study which is the Arabic Learners Corpus. It comprises spoken and 

written materials from non-speakers of Arabic in Saudi Arabia. It consisted of 282732 tokens 

from 942 non-native speakers (students) and from 67 different nationalities. The Arabic 

Learners Corpus was tagged by the Sketchengine tools. Furthermore, in order to ensure an 

accurate comparison between these corpora, the measurements were ratio-dependent. This ratio 

was calculated by dividing the total number of each type in the corpora by the total number of 

tokens, where “tokens” refers to all the words in the corpus, while “types” denotes words that 

are regarded as belonging to specific categories, such as pronouns, determiners, inflected 

adjectives, inflected nouns, etc. 

In order to investigate the syntheticity and analyticity of the Arabic texts, a quantitative 

method was used, as in Szmercsanyi’s (2012) analysis. The method this study utilized 

illustrated the frequencies of syntheticity and analyticity in Arabic Learner Corpus texts 

compared with Arabic texts. It was processed by counting the morphemes that have semantic 

meaning, regardless of whether the morpheme was free or bound. This method of measuring 

multiple analytic or synthetic morphemes was used because the Arabic language presents an 

issue related to morphosyntic structure, such as subject–verb agreement. Therefore, each 

Arabic token in this study should be [+ synthetic], [+analytic] or [+analytic and +synthetic] 

tokens. The following sections presents the finding results and discussions.  

 

5. Results and Discussion 

This study investigated the occurrence of analytic and synthetic tokens in second learning of 

Arabic using the ALC. In addition, the study calculated the mean and the ratio of the frequency 

in ALC. Therefore, this paper explored the differences between analyticity and syntheticity in 

ALC and its sub-corpus such as ALC-L1, ALC-gender, and ALC-years_in_SaudiArabia. For 

the purpose of this study, this paper focuses only on two sub-corpus (ALC-nativeness and 

ALC-years_in_SaudiArabia). The following tables and figures detail this study’s findings. 
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Table 1: shows the frequency of analytic and synthetic token in the ALC (whole corpus) 

  ALC Ratio 

Total number of tokens  282732  

Analytic word tokens 

 

Complementizers (C) 5588 1.97642998 

Coordinating conjunctions (&) 38,437 13.5948531 

Determiners (D) 64950 22.9722847 

Pronouns (P) 20,314 7.18489594 

Preposition 61,848 21.8751326 

Total 
191137 

(67%) 
67.6035963 

Mean 38227 - 

SD 25779 - 

Synthetic word tokens 

Inflected verb forms (IV) 49571 17.532858 

Clitics (CL) 11,506 4.06957826 

Inflected adjective forms (IA) 10050 3.55460295 

Inflected noun forms (IN) 8467 2.99470877 

Total 
79,594 

(28%) 
28.1517479 

Mean 19898 - 

SD 19820 - 

 

Findings in table 1 showed that the Arabic Learner Corpus tend to be more analytic 

than synthetic. Ryding (2005) mentioned that Arabic whether the Classic or the Modern Arabic 

has very complex morphological system which put it in the synthetic languages family. 

However, the results displayed that L2 of Arabic uses analytic word tokens more frequent than 

the synthetic either because the impact of their first languages or under the language changes 

and language cycle Arabic is moving to be more analytic language than its first version which 

prefer to be synthetic language. Thus, I believe the findings present very interesting results 

showing different version of Arabic has been learned from the one in researchers’ books and 

articles such as Ryding (2005), Watson (2002) or Aoun, Benmamoun, and Choueiri (2010). 

Therefore, it is obvious based on Table 1 that 67% of the whole corpus was indexed as analytic 

tokens while the rest under synthetic index. The following table compared synthetic and 

analytic index based on the L1 of Arabic learner. 
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Table 2: shows the frequency of analytic and synthetic tokens from different L1 languages 

  English Urdu Chinese French Somali Malay Arabic 

Total 

number of 

tokens 

 5774 12341 11073 5942 6781 6686 150938 

Analytic 

word 

tokens 

 

Complementizers 

(C) 
129 247 145 116 157 130 2835 

Coordinating 

conjunctions (&) 
645 1655 1240 801 778 759 22300 

Determiners (D) 1416 3401 3088 1364 1559 1660 30298 

Pronouns (P) 313 824 716 398 427 374 11782 

Preposition 1226 2667 2308 1325 1329 1549 32191 

Total 
3729 

(64%) 

8795 

(69.5%) 

7479 

(67%) 

4004 

(67%) 

4250 

(62%) 

4472 

(66%) 

99406 

(65%) 

Mean 745 1759 1499 800 850 894 19881 

Synthetic 

word 

tokens 

Inflected verb 

forms (IV) 
983 1970 1829 984 1197 554 26852 

Clitics (CL) 164 400 318 245 184 153 7442 

Inflected adjective 

forms (IA) 
399 1075 553 247 620 446 5129 

Inflected noun 

forms (IN) 
153 315 183 201 201 196 4611 

Total 
1699 

(29%) 

3760 

(30%) 

2883 

(26%) 

1677 

(28%) 

2202 

(32%) 

1349 

(20%) 

44034 

(29%) 

Mean 

 
424 940 720 419 550 337 11008 

 

Findings in table 2 displayed that the Arabic learners seem to use more analytic tokens 

than synthetic tokens. As I mentioned earlier, Arabic language whether the Old/Classical 

version or the Modern type has a very complex morphological system which put it in the 

synthetic languages family. However, the findings showed that L2 of Arabic tend to analytic 

index more than the synthetic index. This might be a result of the impact of their first languages, 

or Arabic is under the language changes and language cycle, and it is moving to be more 

analytic language than its first version as a synthetic language. Table 2 shows that all Arabic 

learners used analytic tokens such as pronouns more frequent that inflected verbs which has 

the subject-verb agreement, so moving from inflected verbs which are rich with all syntactic 

and morphological features to pronouns could be a result of influence of their native languages 
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or the current Arabic language is not as the old or even the modern Arabic. The following 

figures show some statistics of the findings of the two groups from participated languages. 

 

Figure 1: tests the two groups (i.e., analytic index and synthetic index) using cluster analysis. 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

From figure 1, the two groups or indexes have been tested using cluster analysis to see whether 

they are applicable of it or not, and it appears that it passed it as the cluster quality shows (x > 

0.5). Also, it also shows that group 1 (analytic index) had a higher percentage than the synthetic 

index. Thus, the more than 55% of the data is categorized as analytic tokens. The following 

figure (2) compares between the two indexes in value of the median. 
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Figure 2: shows a cluster comparison of the analytic and synthetic index. 

 

 

 

 

 

 

 

 

 

 

 

Figure (2) displays analytic index in all languages were in normal distribution to the median 

while all the findings in synthetic index were not. Thus, this could give us an indication that 

the spoken Arabic language by the learners were affected by their mother tongue, or they were 

learning a different version of Arabic than the Modern Standard Arabic (MSA). The second 

assumption might be enhanced by the data from the Arabic data. The Arabic data also showed 

high percentage of analytic tokens in comparison with the synthetic tokens which seems that 

Arabic language is actually under morphological and syntactic changes. Furthermore, these 

two assumptions or one of them either the impact of L1 on the L2 or the morphological changes 

might be the reason behind the findings.  
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6. Conclusion 

This paper used a quantitative approach to compare analyticity and syntheticity in learning 

Arabic as a second or foreign language. This study adopted the corpus analysis method, using 

Greenberg (1960) and updated version of it by Szmrecsanyi’s (2012) framework. This paper 

counted the frequency of synthetic words (i.e., inflected verbs, nouns and adjectives, possessive 

markers, and clitics) and analytic words (i.e., coordinating conjunctions, complemetizers, 

pronouns, and determiners) using an annotated and tagged corpus, namely the Arabic Learner 

Corpus, this study aimed to investigate the learning progress of Arabic. The results have very 

clearly shown that analytic tokens were gaining a high percentage of the frequency while the 

synthetic tokens are not. There might be two clarifications or explanation for this. First, this 

could be a result of the effect of their first language on the learned language (Arabic). Or, this 

might be learning a different version language of Arabic differ from the one in grammarian and 

traditional book of Arabic. In addition to this, Haspelmath’s (2018) mentioned that all 

“synthetic languages develop from analytic languages, and that they may become analytic 

again.” Thus, this paper assumed that Arabic language is under some linguistic changes and as 

a result we have different results than what this paper expected about Arabic language. Finally, 

research needs to be conducted on Arabic to examine not only from a quantitative but also from 

a qualitative perspective.  
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Abstract  

This study aims to investigate the effectiveness of utilizing online English-language 

newspapers in developing reading comprehension and reading self-efficacy of Thai 

undergraduate students. The participants in the study were 91 undergraduate students, and they 

were divided into two groups, high-proficiency and low-proficiency groups based on their final 

exam scores from their last English course. The experiment involved eight sessions, both 

groups were assigned to read online English-language newspapers as well as work on related 

reading comprehension exercises. All participants were pre, while, and post-tested on their 

English reading comprehension and were also asked to complete pre, while, and post-
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administered reading self-efficacy questionnaires. The results demonstrated that the use of 

online English-language newspapers enhanced the participants’ reading comprehension for 

both high-proficiency and low-proficiency groups. The participants in both groups also rated 

themselves on the post-administered questionnaire with a significantly higher level than the 

pre-administered questionnaire of reading self-efficacy. Considering the conclusion of the 

study, language teachers are encouraged to implement online English-language newspapers as 

reading materials to develop student’s reading comprehension and increase students’ reading 

self-efficacy, language teachers can use these findings as a guide to help them design and select 

instructional materials to teach reading comprehension.  

 

Keywords:  reading, online newspaper, English language learning, self-efficacy 

 

Introduction 

One often debated issue concerning the materials selecting for teaching reading is the scope to 

which students should read authentic or pedagogical composed texts. Specialists in the field of 

English language reading counsel against the use of pedagogical composed texts, arguing that 

the modified texts seem unnatural and do not expose students to examples that prepare students 

for natural language use (Richards, 2015). In contrast, authentic texts expose students to real 

language use for them to practice and promote reading comprehension skills. Therefore, the 

notion of authenticity should be considered when choosing the learning materials in English as 

a Foreign Language (EFL) classes to equip students with the reading comprehension skills 

necessary for real reading in an educational realm (Widdowson, 1990). 

Among authentic reading materials, newspapers have been viewed as a viable tool in teaching 

reading and have been used in education to promote students’ reading literacy for more than 

two centuries (Abbott, 2005; Gardner & Sullivan, 2004). Teachers employ newspapers as 

supplementary materials in language classrooms because they strengthen reading skills and 

reflect the variety of authentic and up-to-date language styles that cannot always be found in 

textbooks. Moreover, the contents of the newspapers relate to students’ current life situations, 

which engages students’ interest and concentration to attain greater academic achievement 

(Bolambao, & De Vera, 2018; Pendyala, 2016; Elmadwi, 2014; Mittal, 2014; Radhika & 

Rajeswari, 2012). The emergence of technology and teaching has shifted the role of English-

language newspapers in language education from being printed on paper only to be published 

both on paper and online. The online versions have more potential due to their availability for 

English language students to practice readings (Muchtar, 2018; Al-Seghayer, 2017; Chiang, 
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2016; Danver, 2016). Accordingly, the online versions of newspapers have attracted scholars’ 

attentions to examine the effectiveness of online newspapers on improving reading skills 

(Parrikal et al., 2018; Singatullova et al., 2017; Singer & Alexander, 2017). 

In Thailand, there has been extensive studies on the effectiveness of teaching materials in 

improving reading in the English language. However, the effectiveness of using online English-

language newspapers in developing students’ reading comprehension and enhancing students 

reading self-efficacy of EFL students with different level of proficiency is still lacking in 

previous studies. Consequently, this present study aims to investigate the effectiveness of 

online English-language newspapers on improving reading comprehension and reading self-

efficacy of participants with both high and low levels of proficiency. 

 

The Purpose of the Study 

The purpose of this research is to evaluate the effectiveness of online English-language 

newspapers to develop reading comprehension and increase reading self-efficacy of 

undergraduate students with different proficiency levels. More specifically, the data collected 

in this study aimed to provide comprehensive answers to two main research questions which 

are (i) to what extent do online English-language newspapers contribute to the development of 

reading comprehension of Thai EFL students with different proficiency levels? and (ii) to what 

extent do online English-language newspapers have impacts on reinforcing participants’ 

perception of their reading self-efficacy of Thai EFL students with different proficiency levels? 

 

Literature Review 

Online Newspapers as a Material as Authentic Materials  

Utilizing authentic texts as the materials to facilitate language learning and provide realistic 

exposure to the language can be used as a tool to increase students’ reading comprehension 

(Albiladi, 2019; Khoshbakht & Gorjian, 2017; Guo, 2012). Among the variety of authentic 

materials, newspapers have been used in education to promote students’ reading 

literacy(Camassola & Notari, 2017; Pendyala, 2016; Elmadwi, 2014; Mittal, 2014; Radhika & 

Rajeswari, 2012; Abbott, 2005; Gardner & Sullivan, 2004). The newspapers provide students 

exposure to various kinds of genres of writing written in authentic language including reports, 

announcements, articles, and editorials. Additionally, the language in newspaper serves as 

examples of genuine styles in different types of writing which would be beneficial in training 

students to master reading comprehension (Bonyadi & Samuel, 2013, Laureta, 2009). The 

newspapers bridge the gap between the classroom and the real world as they contain a wide 
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range of topics relating to students’ lives, including world events, politics, sports, business, 

education, entertainment, and technology (Radhika & Rajeswari, 2012).  

With emerging access to technology, online newspapers offer opportunities for students to 

access language learning resources with fascinating features such as videos, illustrations, word 

art images, and the ability to link with other language learning assistant tools, which help 

students engage with the texts. These additional sensory elements in multimedia technology 

contribute to students’ engagement and knowledge transfer for better constructing of new 

knowledge (Danver, 2016).  Accordingly, these online versions of newspapers have attracted 

scholars’ attention to examine the effectiveness of online English-language newspapers on 

improving reading skills. (Parrikal et al., 2018; Singatullova et al., 2017). Parrikal et al. (2018) 

revealed that reading English-language newspapers enhanced students’ confidence when 

answering questions, students’ reading comprehension scores were improved. Similarly, 

Singatullova et al. (2017) revealed that online newspapers were excellent online sources that 

highly elevated their reading skills. However, the language instructor was a key person to set 

reading goals and encourage students to concentrate and practice. Camassola and Notari (2017) 

observed that students engaged positively with reading newspapers online. The participants of 

their study remarked on their enjoyment, interest, and curiosity when reading the news articles. 

The study determined that online newspapers are practical tools to encourage positive reading 

habits for adult learners. Based on these studies, it can be said that online newspapers should 

be implemented in English language classes to enhance reading achievement and motivation. 

 

Self-efficacy 

Self-efficacy is one’s personal belief that they can carry out an action to achieve a goal 

(Bandura, 1993). People with high level of self-efficacy are more likely to overcome 

difficulties, they take difficult situations as a challenge, and are less affected by failure than 

those with low self-efficacy. In language learning, self-efficacy refers to a student’s perception 

of confidence about their ability (I can do it) which leads to intrinsic motivation (I want to do 

it) influencing the student’s goal setting, actions, efforts, concentrations, and persistence on a 

certain task. Students with high self-efficacy bring out their inner potential and adopt strategies 

to cope with challenges. Therefore, the academic self-efficacy results in motivation to learn, 

and the degree of a student’s self-efficacy toward their academic capabilities play a crucial role 

in their motivation to successfully achieve their learning goals (Bandura, 1977). To form self-

efficacy, Bandura claims that people who experience an improvement in their skills over time 

despite failures experience a sense of mastery, which helps to increase their self-efficacy for a 
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task (Bandura,1995). This can be inferred that in the field of language teaching, mastery 

experience is a prime principle to boost students’ self-efficacy, and teachers can consult it as a 

framework to guide them to create a learning experience aimed at improving their students’ 

self-efficacy.   

In addition to teaching practices, teaching materials are also important to improve a student’s 

reading self-efficacy (Byrd, 2017). The effective materials contribute to a quality learning 

atmosphere and are a useful tool to develop students’ mastery. To illustrate, reading through 

the effective materials paves a positive experience for students to set a higher learning target. 

When students encounter difficulties, they can rely on their reading strategies to overcome 

them. These successes in managing challenges increase students’ degree of confidence and 

enable them to achieve their learning goals. In other words, effective materials draw on students’ 

experience of accomplishments, which is the base for developing confidence and positive 

beliefs about their capabilities to further engage in various tasks.  

 

Reading Comprehension  

Reading is a process of transferring ideas among people through writing to get new information 

and knowledge (Varita, 2017). The process of reading comprehension is not one-dimensional, 

the synergy in reading comprehension involves a dynamic process in which readers extract and 

construct meaning through interaction with text and relate it with their prior personal 

knowledge and experience (Yeamtui, 2015). Hence, in addition to language abilities, readers 

employ intimate knowledge, experiences, and strategies to comprehend a text. Factors that play 

a role in reading competence can be influenced by several elements. Snow (2002) asserts that 

reading comprehension involves three elements: (i) the reader, (ii) the text, and (iii) the activity. 

As a reader, a person must have an expansive range of capacities and abilities. These include 

cognitive capabilities (e.g., ability to remember, concentrate, think logically, and make 

inference), motivation (the aim of reading, the topic areas of interest, and reading self-efficacy), 

and a diverse range of knowledge (reading strategies, vocabulary, area of the topic, discourse 

knowledge). Features of the text can affect reading comprehension, such as whether the text is 

a printed book or digital text. Electronic text can present novel functions to foster reading 

comprehension; for example, readers can use reading assistance to define the text while reading. 

Activities can be influenced by many factors, such as motivation, interest, and background 

knowledge.    

When designing reading courses, determining the objectives, planning learning outcomes, and 

developing test items for examinations, language teachers should understand the notions of 
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reading comprehension as a reference framework. To verify and ensure that students have the 

ability to read and comprehend the text effectively, Day and Park (2005) introduced six aspects 

of reading comprehension, which should be used as the guidelines for material development 

and comprehension. The six reading comprehension types are: (1) literal comprehension, the 

understanding of the direct meaning of the vocabulary explicated in the text, such as time and 

places; (2) recognition, a literal understanding of the text by connecting, combining, and 

processing the explicit information from various parts; (3) inference, the ability to understand 

text which requires the combination of literal information from the text and the reader’s 

intuitiveness to infer the information that is implicitly stated; (4) prediction, an understanding 

that requires readers to use their background knowledge of the topic to foresee what might 

happen next or at the end of the text; (5) evaluation, a comprehensive judgment about the text 

by using both literal understanding and the reader’s knowledge of the topic; and (6) personal 

response, a reader’s reflection or feelings upon the text.  

 

Methodology 

Selection of Participants 

Participants of this study comprised 91 first-year students who were not majoring in the field 

of language and linguistics and enrolled in an English compulsory course in the second 

semester of academic year 2019 at a university in Bangkok, Thailand. The 91 participants were 

selected via a purposive sampling technique, based on accessibility and proximity to the 

research, from the classes that the researcher was granted permission to collect the data. 

Participants were divided into a high-proficiency group and a low-proficiency group according 

to their achievement scores earned from a fundamental English course in the first semester. A 

quartile was used to divide students into groups. The students whose scores were in the upper 

quartile range were classified into the high-proficiency group. The students whose scores were 

in the lower quartile range were classified into the low-proficiency group.  Students whose 

scores were in the middle quartile range were not selected as participants of this study. The 

high-proficiency group contained 46 students, and 45 students were in the low-proficiency 

group. 

 

Research Instruments 

Four research instruments were used to collect both quantitative and qualitative data.  The 

instruments include: (a) online English-language newspapers, (b) English Reading 
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Comprehension Test, (c) reading self-efficacy questionnaire, and (d) participants’ journals on 

using the online English-language newspapers.  

Online English-language Newspapers: The principles for selecting the newspapers for this 

study are (1) availability to access online, (2) the location of publishers, and (3) the topics of 

the news. The first principle, the English-language newspapers used in the study for 

participants in both groups were available to access online anywhere and anytime. The online 

English-language newspapers offer the open-access sections to access online. The second 

principle, the online English-language newspapers represent the authentic material of the 

English language, and the online version of the English-language newspapers were randomly 

selected from the publishers in the inner circle of English-speaking countries (i.e., US, UK, 

Canada, New Zealand, and Australia). The last principle, the topics of the online newspapers 

should be enjoyable enough to encourage students to read. The pilot study was conducted to 

seek for students’ preferable issues, the data obtained from the pilot study revealed that students 

were interested in reading news articles of the following topics: entertainment, sport, world, 

and business. Therefore, these topics were used as a guideline for news selection.  

English Reading Comprehension Test: The question types were developed based on Day and 

Park’s (2005) six aspects of reading comprehension. The test was developed by an English 

language lecturer who has more than five years of experience developing standardized English 

reading tests. Two news articles were randomly selected from the online English-language 

newspapers. The length of each article ranged from 600 to 800 words. There were 24 multiple-

choice questions with four choices divided into two sections. The test’s specifications were set 

to determine the achievement domain being measured, and it was used to provide the test 

validity.  

Before distributing the test to the participants, a pilot study was conducted using 30 

undergraduate students. The content validity, reliability, difficulty, and discrimination of the 

test was checked at the pilot stage. First, three experts in English language teaching and 

developing standardized English tests were asked to check the test content validity’s 

appropriateness, and the results of the IOC index indicated that each item’s value was rated 

higher than 0.5. However, revisions were made after receiving suggestions from the experts. 

Second, the internal consistency reliability of the test was measured by Kuder-Richardson 

Formula 20 (KR-20). The reliability level of the English reading comprehension test was 0.72, 

which is regarded as an acceptable level for a test (Salkind, 2010). Third, the test difficulty of 

each item was between 0.20 and 0.80, which is considered an acceptable range of level of 
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difficulty (Quaigrain & Arhin, 2017). Finally, the discrimination index of the test was between 

0.20 and 0.60, which was the appropriate level of test discrimination (Rao et al., 2016).  

Reading Self-efficacy Questionnaire: The questionnaires’ design was based on Bandura’s 

self-efficacy theory and Bandura’s guidelines for constructing self-efficacy scales (Bandura, 

2006). The questionnaire used the Likert scale graded 1 to 5 to indicate participants’ beliefs 

towards their reading ability while practicing reading through the online English-language 

newspapers. The scale is set at 5 for ‘‘I can do it well,’’ 4 for ‘‘I can do it,’’ 3 for ‘‘May be I 

can do it,’’ 2 for ‘‘Maybe I cannot do it, ’and 1 for ‘‘I cannot do it.” The questionnaire was in 

the Thai language. Three experts in the field of language and psychology were asked to check 

the appropriateness of the test. Before distribution, a pilot study was conducted using 30 

undergraduate students. The internal consistency of the questionnaire was considered by using 

Cronbach’s Alpha with the scales of 0.93, which is regarded as a high level of internal 

consistency (Ursachi et al., 2015). 

Participants’ Journals: The participants were asked to write a journal at the end of the study. 

The data obtained from the participants’ journals was analyzed for essential aspects and themes 

that could not be obtained from the stated quantitative research instruments. The data from the 

journals were used to highlight interesting results for further discussion. 

 

Data Collection Procedures 

The data collection procedures were conducted in eight separate sessions of one and a half 

hours each. From the first to the eighth session, participants were asked to engage in the online 

English-language newspapers reading along with their regular English course. The data were 

collected in five phases: (a) the participants were asked for their willingness to participate in 

the study. Addressing concerns about any ethical issues from research involving human 

participants is central to the code of conduct. (b) In the first session, the participants were asked 

to take a pre-test of the reading comprehension test and complete the first round of reading self-

efficacy questionnaire. (c) In the fourth session, the participants were asked to take a while-test 

of the reading comprehension test and complete the second round of reading self-efficacy 

questionnaire. (d) In the eighth week, participants were asked to take the post-test of the reading 

comprehension test and complete the third round of reading self-efficacy questionnaire. (e) At 

the end of the data collection, the participants were asked to write their reflection journal about 

the experience in reading online English-language newspapers for qualitative data analysis. 
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Data Analysis 

The quantitative data was analyzed through the analysis of variance with repeated measures 

was used to examine the effects of the online English-language newspapers on students’ 

reading skills.  The ANOVA with repeated measures indicated whether there was any 

significant difference between the pre-test, while-test, and post-test scores in both high-

proficiency and low-proficiency groups. Concerning the participants’ reading self-efficacy 

levels in the use of online English-language newspapers to develop their reading self-efficacy 

level, the ANOVA with repeated measures was carried out to analyze the participants’ reported 

views on the integration of the online English-language newspapers in the language classroom. 

For the qualitative analysis, the data collected from students’ journals were manually analyzed 

by the researchers according to compare to the data from the questionnaire and investigate the 

themes which could not be obtained from the stated research instruments.   

  

Results and Discussion 

Research Question One: To what extent do online English-language newspapers contribute 

to the development of reading comprehension of Thai EFL students with different proficiency 

levels?  

 

Quantitative Findings 

The reading test results collected from the 91 students were classified into two different 

proficiency groups (i.e., 46 students in the high-proficiency group and 45 in the low-

proficiency group). The highest possible score for the English reading test was 24 points. The 

ANOVA with repeated measures was used to evaluate the development of English reading 

comprehension in both high and low-proficiency groups, with the results presented in Tables 1 

and 3. The descriptive statistics, including the mean scores (M), standard deviation (SD), and 

the difference in mean scores for each test and group are presented in Tables 2 and 4.  
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Table 1. English reading comprehension test scores received by high-proficiency 

participants in their pre-test, while-test, and post-test (n = 46) 

Participants with a 

high-proficiency level 

SS df MS F p value 

Within the group 

      Score 

      Errors 

 

361.10 

303.57 

 

2 

90 

 

212.40 

3.97 

 

53.53 

 

.00* 

*p < .05 

 

Table 1 shows that the high-proficiency participants improved their English reading 

comprehension ability after reading online English-language newspapers. The ANOVA with 

repeated measures reveals that the English reading comprehension scores for the pre-test, 

while-test, and post-test received by high-proficiency participants were significantly different 

in at least one pair of the group means (F = 53.53*, p < .05).  

 

Table 2.  Details of the comparison between the mean scores received by high-proficiency 

participants in their pre-test, while-test, and post-test for English reading comprehension (n 

= 46) 

English reading 

comprehension  

test score 

M SD Difference in  

mean score 

p value 

Pre-test 

While-test 

8.46 

9.33 

2.67 

2.67 

 0.87 .01* 

 

While-test 

Post-test  

9.33 

12.24 

2.67 

2.50 

2.91 .00* 

Pre-test 

Post-test  

8.46 

12.24 

2.67 

2.50 

3.78 .00* 

* p < .05 

 

Table 2 shows that the while-test scores were significantly higher than the pre-test scores (p = 

0.01*), the post-test scores were significantly higher than the while-testing scores (p = 0.00*), 

and the post-test scores were significantly higher than the pre-test scores (p = 0.00*). The 

mean scores for these three tests were 8.46, 9.33, and 12.24, respectively.  
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Table 3. The English reading-comprehension test scores of the low-proficiency participants 

on their pre-test, while-test, and post-test (n = 45) 

Participants with a low-

proficiency level 

SS df MS F p value 

Within the group  

      Test 

      Errors 

 

170.02 

320.65 

 

2 

88 

 

85.01 

3.64 

 

23.33 

 

.00* 

*p < .05 

 

Table 3 shows that participants in the low-proficiency group improved their English reading 

comprehension test scores after practicing via online English-language newspapers. The 

ANOVA with repeated measures reveals that the English reading comprehension test scores 

for the pre-test, while-test, and post-test received by low-proficiency participants were 

significantly different in at least one pair of the group means (F = 23.33*, p < .05).  

 

Table 4. Details of the comparison between the mean scores received by low-proficiency 

participants in their pre-test, while-test, and post-test from the English reading 

comprehension test (n = 45).   

English reading 

comprehension  

test score 

M SD Difference in  

mean score 

p value 

Pre-test 

While-test 

6.16 

6.91 

1.91 

2.56 

0.76 .23 

While-test 

Post-test 

6.91 

8.82 

2.56 

2.04 

1.91 .00* 

Pre-test 

Post-test 

6.16 

8.82 

1.91 

2.04 

2.67 .00* 

*p < .05 

 

The results in Table 4 reveal that the while-test scores were significantly higher than the post-

test scores (p =.00*), and the post-test scores were significantly higher than the pre-test scores 

(p =.00*), but the while-test scores were not significantly higher than the pre-test scores (p 

=.23). The mean scores for the three tests were 6.16, 6.91, and 8.82, respectively. 
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The first research question aimed to investigate the impacts of online English-language 

newspapers on improving reading proficiency, and it was found that the English online 

English-language newspapers have contributed a positive impact on participants’ reading 

comprehension. The quantitative findings showed that the participants’ reading comprehension 

scores on the post-test for both high-proficiency and low-proficiency groups were significantly 

higher than the pre-test. The results are in line with Singatullova et al.’s study (2017), they 

claimed that authentic English newspapers were a useful reading material to develop students’ 

reading comprehension, but Singatullova et al. did not reveal the time span of the development 

of participants with different proficiency levels and the persistence of their ability. However, 

the results from the present study showed that the participants with a low-proficiency level 

spent more time (eight sessions) while students with a high proficiency level spent less time 

(four sessions) to significantly develop their reading comprehension. In addition, the present 

study also reveals that the reading development and reading ability of students with both high 

and low-proficiency level is steady and retained.   

 

Qualitative Findings 

The consensus of the participants from the high-proficiency group was that practicing English 

reading via online English-language newspapers improves their reading ability (i.e. reading for 

main idea, guessing the meaning from context, and understanding the author’s purpose). First, 

most of the participants reported that practicing reading via online English-language 

newspapers increases their ability to capture the main idea of the article. Second, more than 

half of the participants reported that online English-language newspapers helped them develop 

their ability to guess the meaning of unknown words. Third, some of the participants reported 

that online English-language newspapers helped them to identify the author’s purpose. The 

followings are samples from the participants’ journals: 

 

I also practice catching up on key elements of the overall texts. When I read (English 

passages) in the classroom, it is easier to understand and get the main points, which is a by-

product of practicing by reading online newspapers. (Journal 45 of the high-proficiency 

group) 

 

I gradually understand and catch the key points of the news. I can notice that I can answer 

the questions in the 2nd (while-test) and 3rd (post-test) tests. From the beginning, it was 
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exceedingly difficult. I could not finish the test on time. However, the more I have read, the 

more I develop my skills, and I will keep practicing developing my skills. (Journal 21 of the 

high-proficiency group) 

 

I related the images to the article. I can guess the meaning, and the words are related. 

Sometimes, the content was close to my life - for example, the entertainment news. The 

content of the news was easy to follow and understand. (Journal 37 of the high-proficiency 

group) 

 

I can find the main idea of the article and understand the author’s purpose. In conclusion, 

learning through reading online newspapers improves my reading, and I can read effectively. 

(Journal 25 of the high-proficiency group) 

 

Three themes were found from the participants in the low-proficiency group. First, more than 

half of the participants from low-proficiency group reported that they had learned more 

vocabulary from practice reading online English-language newspapers. However, few 

participants claimed that they could find the main idea, and few participants claimed their 

ability to summarize the article was improved. The following are samples from the participants’ 

journals: 

Reading from online newspapers is useful. I lean more vocabulary. Finally, I can understand 

the news. (Journal 23 of the low-proficiency group) 

 

I could understand the news articles. And I kept practicing reading the words I did not know 

before. Then, I could get the main point or the theme of the story. (Journal 15 of the low-

proficiency group) 

 

I am proud of myself. I can understand the content after practice a lot of reading online 

news. I can make a conclusion, and I can find the important facts of each article. At first, I 

felt that the content I learn was difficult, but I could ask for help from my teacher. When I 

took the second and the third tests, I felt that I could quickly select the answer. (Journal 39 of 

the low-proficiency group) 
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The qualitative data collected from participants’ journal confirmed that reading online English-

language newspapers impact on students’ reading development. The phenomenon may be 

explained by the repeated reading practice in online English-language newspapers gives 

students more exposure to authentic texts and practice guessing the meaning of vocabulary 

from the context which result in acquiring, developing, and widening their vocabulary (Guo, 

2012). Students with the larger vocabulary size can reduce the density of unknown words, 

which results in increasing the level of meaning construction and over comprehension. Besides, 

the repeated exposure to the text and vocabulary helps them retain vocabulary knowledge to 

ensure that students' reading comprehension is stably expanded. The results from the study of 

Parrikal et al. (2018) also share similar findings in terms of developing reading techniques 

while participating in reading online newspapers. 

 

Research Question Two: To what extent do online English-language newspapers have 

impacts on reinforcing participants’ perception of their reading self-efficacy of Thai EFL 

students with different proficiency levels? 

Quantitative findings 

The following results collected from the quantitative data reveal a significant increase in the 

reading self-efficacy scores received by participants in both groups after practicing English 

reading comprehension via online English-language newspapers. 

Table 5. A comparison of the reading self-efficacy scores for high-proficiency participants 

between the first, second, and third rounds (n = 46) 

Source of score 

received by the 

participants with a 

high- proficiency level 

SS df MS F p value 

Within the group 

      Self-efficacy 

      Errors 

 

10.18 

9.32 

 

2 

90 

 

5.09 

 .10 

 

49.15 

 

.00* 

*p < .05 

Table 5 shows that the high-proficiency participants improved their reading self-efficacy. The 

overall scores for the second and third rounds of self-efficacy were significantly higher than 

those received in the first round. The results from the ANOVA with repeated measures reveal 

162



that the reading self-efficacy scores for the three administrations were significantly different 

in at least one pair of the group means (F = 49.15*, p < .05).  

Table 6. Details of the comparison between the reading self-efficacy mean scores for high-

proficiency participants (n = 46) 

Distribution  

round 

M SD Difference in  

mean score 

p value 

First  

Second  

2.75 

3.10 

.48 

.44 

.35 .00* 

Second  

Third  

3.10 

3.42 

.44 

.43 

.32 .00* 

First  

Third  

2.75 

3.42 

.48 

.43 

.67 .00* 

*p < .05 

Table 6 reveals that the first round mean scores received by participants for reading the self-

efficacy questionnaire were significantly higher than those in the second round  (p =.00*), the 

second round mean scores were significantly higher than those in the third round (p =.00*), 

and the third round mean scores were significantly higher than those in the first round (p =.00*). 

The mean scores for the three administrations were 2.75, 3.10, and 3.42, respectively. 

Table 7. A comparison of the reading self-efficacy scores between the first, second, and third 

rounds for low-proficiency participants (n=45) 

Source of score 

received by 

participants with a 

low-proficiency level 

SS df MS F p value 

Within the group 

      Self-efficacy 

      Errors 

 

1.98 

10.19 

 

2 

88 

 

.99 

.12 

 

8.56 

 

.00* 

*P < .05 

Table 7 shows that the low-proficiency participants improved their reading self-efficacy. The 

results from the ANOVA with repeated measures reveal that the reading self-efficacy scores 

for the three administrations were significantly different in at least one pair of the group means 

(F = 8.56*, p < .05).  

163



Table 8. Details of the comparison between the reading self-efficacy mean scores for low-

proficiency participants (n=45) 

Distribution  

round 

      M SD Difference in  

mean score 

p value 

First  

Second  

2.73 

2.90 

.47 

.39 

0.17 .16 

Second  

Third  

2.90 

3.02 

.39 

.47 

0.12 .00* 

First  

Third  

2.73 

3.02 

.47 

.47 

0.29 .01* 

* P < .05 

 

Table 8 reveals that the second round mean scores received by participants were significantly 

higher than those in the third round (p =.00*), and the third round mean scores were 

significantly higher than those in the first round (p =.00*). However, the first round mean scores 

received for reading the self-efficacy questionnaire were not significantly higher than those in 

the second round (p = .16). The mean scores for the three administrations were 2.73, 2.90, and 

3.02, respectively.  

 The second research question sought to investigate the impact of utilizing online 

English-language newspapers on reading self-efficacy. Interestingly, the quantitative findings 

indicated that reading online English-language newspapers significantly contribute a higher-

perceived confidence level regarding reading self-efficacy for students in the high-proficiency 

and low-proficiency groups. One of the factors that may contribute to this is that the topics of 

the newspapers are fascinating and close to students’ life, students may feel that they are more 

engaged in the topics. To illustrate, the topic of entertainment is enjoyable enough to encourage 

and attract young adult students to read, experience, and discover the many patterns of language 

use and learn new techniques to cope with challenges they face while reading. The feelings of 

being successful students and enjoyment towards the texts may lead to an increase in the level 

of confidence students have when reading English texts. This is supported by Husain’s 

statement, who believes that when students find the work is exciting and enjoyable, they will 

take effort to endure on their task and become successful learners (Husain, 2014). Another 

possible explanation for this may be given by Bundara’s theory (1995) of self-efficacy sources, 

mastery experience, which influence self-efficacy. The students may find technological-
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assisted learning was a great learning environment that creates an excellent learning experience 

by enhancing their capacity for altering reading techniques to cope with challenges. The 

successful experience cultivates the attitudes of confidence in reading, reflecting on the 

development of reading self-efficacy.   

 

Qualitative Findings 

The participants’ reading self-efficacy anticipates intrinsic motivation in reading English texts. 

The findings from high-proficiency group revealed some of the participants felt they were more 

confident to take the post-tests, and a few participants revealed that they had put the effort into 

improving their English langue reading. Nevertheless, few participants showed persistence in 

developing English reading comprehension ability. The following samples are collected from 

the participants’ journals: 

 

I had no understanding during the first reading. The content was hard, and I could not catch 

the point. But, when I continued reading, I learned new words. I was more confident when 

taking the 2nd and 3rd-round test.  I was sure that I could earn more points. Reading through 

online news allowed me to develop my reading skills and vocabulary knowledge. I felt that 

reading the news was not too difficult. So, I will continue practicing and developing myself. 

(Journal 19 of the high-proficiency group) 

 

In the beginning, reading news articles was challenging. The vocabulary was too hard to 

predict its meaning. However, I tried to observe and analyze the texts, and I gradually began 

to be able to read the texts. It allowed me to learn new vocabulary. (Journal 2 of the high-

proficiency group) 

 

The qualitative data generated from the participants’ journals from the low-proficiency group 

revealed themes related to reading self-efficacy and intrinsic motivation when reading 

English texts, a lot of the participants revealed that they have put a lot of effort into the 

reading. The findings also revealed some participants demonstrated persistence in developing 

their English reading comprehension. The following is from one of the participants’ journals: 

 

For me, in the beginning, it was a challenging feeling because I had never studied like this 

before. However, the news helps me gain knowledge and experience in a variety of language 
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styles. I have been trying to read again and again until I learned reading techniques. I will 

use this technique in the future. (Journal 10 of the low-proficiency group) 

 

I am impressed because reading online English-language newspapers is convenient. It makes 

me realize that learning English through online resources is not that difficult as I thought.  I 

have trained to read until I think I can fluently. I think I can understand the content correctly. 

It is considered as something useful for everyday life. I will continue to practice reading more 

in the future. (Journal 34 of the low-proficiency group) 

 

Although academic self-efficacy may be a predictor of students’ academic motivation for 

further reading, the amount of effort and persistence a student has also play a significant role 

in reading development. According to the quantitative results low-proficiency students’ gain 

scores of reading self-efficacy was lower than high-proficiency students. Instead of 

demotivation, the low-proficiency students revealed that they increased their motivation during 

subsequent reading practice. The qualitative data collected from the low-proficiency group 

indicated their increased efforts and persistence in reading to achieve their learning goals. The 

findings have broadened our understanding of Buch et al. (2015), who asserted that academic 

self-efficacy might predict student achievement. However, success does depend on the students’ 

effort toward achieving their learning goals. The findings agreed with the results from the 

reading comprehension test, which revealed that the students improve their reading 

comprehension. It could be summarized that students of both high-proficiency and low-

proficiency levels developed their reading comprehension and self-efficacy after engaging in 

online English-language newspapers.  

 

Conclusion  

This research study investigated online English-language newspapers’ effectiveness on reading 

comprehension and reading self-efficacy of Thai undergraduate students. The findings 

answered the research question proposed in the study regarding to the impacts of reading 

comprehension. The results of the study demonstrated a positive effect of students’ reading 

competency. The results revealed significant improvements of students’ reading 

comprehension for both high-proficiency and low-proficiency levels. However, the students at 

the low-proficiency level took longer time to gain knowledge and improve their reading 

comprehension skills. Therefore, language teachers should plan a sufficient time span of 

teaching session for low-proficiency students to practice their reading. Regarding the 
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effectiveness of online English-language newspapers on reading self-efficacy, the study results 

also showed a positive effect of reading self-efficacy. The online English-language newspapers 

provide a substantial amount to authentic reading and technology-assisted learning tools to 

develop reading comprehension skills and form the experience of mastery in reading; as a result, 

students developed reading self-efficacy. This research study has presented evidence on the 

strong relationship between online English-language newspapers and reading self-efficacy. 

The positive findings provide evidence-based information for language teachers to justify the 

incorporation of online English-language newspapers in classroom reading activities. The 

online English-language newspapers expose students to the real language used, and students 

are provided with valuable practice for increasing reading comprehension and reading self-

efficacy. The online English-language newspapers provide a valuable source of information 

that can be used as supplementary materials for teaching reading in English. 
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Abstract 

Schematic structure and lexico-grammatical features are increasingly becoming a vital factor 

in the improvement of non-native English students’ comprehension in the lecture discourse. 

The aim of this study was to extend current knowledge of how selected aerospace engineering 

English lecturers employed obligatory rhetorical moves or steps and linguistic resources in 

proposing new knowledge to the students. To this end, the schematic structure, as well as 

lexico-grammatical features inbuilt in aerospace engineering English lecturers, were explored. 

The study employed a qualitative content analysis. Peer debriefing was also conducted to 

enhance validity. To collect the data, TU Delft OpenCourseWare corpus consisting of seven 

lectures, from Aerospace engineering discipline was selected purposively. For genre analysis, 

Christie (1995), Lee (2016), & Young’s (1995) models of schematic structure was used, while 
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Halliday’s (1994) SFL theory was employed for the analysis of lexico-grammatical features. 

In terms of schematic structure, the results revealed that 10 obligatory moves or steps were 

identified, namely signalling the beginning of lecture, setting up lesson agenda, announcing 

topic, giving example, rephrasing, checking in students understanding, building background 

knowledge, referring to earlier lesson, showing importance, and establishing common 

knowledge. Meanwhile, in terms of lexico-grammatical features, mental, behavioural process 

and declarative mood were mostly used. Interestingly, three kinds of theme were also found 

such as topical, interpersonal, and textual themes. The present findings then have important 

implications for NNS of English students to comprehend lecture discourse. The findings may 

also provide pedagogical implications for some novice L2 lecturers with only basic command 

of English. 

 

Keyword: Schematic structure, Lexico-grammatical features, Aerospace Engineering English 

lecture, SFL approach 

 

1. Introduction 

In today’s academic sphere, English is seen as the language of higher education and knowledge 

production (Deng et al., 2014; Dreyfus et al., 2016; Indrayani, Dwi, & Qobulsyah, 2015; & 

Soruc & Griffiths, 2018). English is widely used as the medium of instruction in Europe and 

many countries world-wide today and it is used to teach non-language subject in a context 

where English is not the official language (Airey, 2011; Galloway, Numajiri, & Rees, 2020; 

Taghizadeh, M & Namayandeh, N, 2020). However, non- native speakers (NNS) of English 

students still have problems when listening to lecture conducted in English (Flowerdew & 

Miller, 2013; Guo, 2018; Motseke & Maja, 2019; Rido, 2010; & Shadiev et al., 2020). This 

refers in particular to the students with poor foreign language skills (Živković & Vuković-

Stamatović, 2020). A study conducted by Mukminin (2019) for example, proved that for some 

Indonesian students who studied in Dutch higher education, they had difficulties due to the 

linguistic issues. The study noted that English ability was not enough to help them participate 

in spoken presentation or to understand the communicated content. Dealing with this problem, 

it has been suggested (Burns et al., 1996; Gibbons, 1994; Lee, 2016; & Melefa et al., 2020) 

that the students need to anticipate the lecture genre’s schematic structure because in second 

language instruction, language learning activities appear to have phases that follow a 

predictable sequence. In other words, the schematic structure has a series of rhetorical move 
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and steps or communicative strategies used to achieve certain communicative objectives and 

the lexico-grammatical features are used to achieve them (El Sakran, Nuun, & Adamson, 

2019). The term schematic structure has been used by Eggins (2004), Hyon (1996), Johns 

(2008), Martin (1985) and Melefa et al., (2020) to refer the staged, step-by-step organization 

of the genre and to refer the total range of obligatory and optional elements of the text and their 

orderliness. Besides, Zare & Shahrestanaki (2017) believed that an understanding of the 

discourse structure of academic lectures improves the student’s comprehension. Thus, the 

schematic structure of lecture genre is widely considered to be the most important approach for 

implementing to pedagogic practice (Hyon,1996). 

 

Much work on the potential of the lecture genre’s schematic structure has been carried out 

(Cheng, 2012; Lee, 2016; Shamsudin et al. 2012; Shamsudin & Ebrahimi, 2013; Thompson, 

1994; Young, 1995 & Živković & Vuković-Stamatović (2020). However, the investigation of 

schematic structure on engineering English lecture genre at OpenCourseWare lectures recorded 

in the second language context is very limited. Also, there is still a need for using a systemic 

functional linguistics (hereafter SFL) approach to a genre based pedagogy. Halliday's (1985) 

systemic functional linguistics strongly influenced the interest in the schematic structure of the 

texts. SFL comprises a variety of areas, including the concept of language, metafunction, text 

and context, genre analysis and schematic structure analysis (Melefa et al. 2020). Current 

approach to the lecture genre’s schematic structure is unsatisfactory. It is because the previous 

approach used do not consider the larger communicative contexts. Moreover, they do not 

provide full range of linguistic knowledge and skills. They have paid particular attention to 

detailing the formal characteristics of genre while focusing less on the specialized functions of 

texts and their surrounding social contexts (Hyon, 1996). By contrast, as Halliday and 

Matthiessen (2004) in Troyan et al (2019) & Ryshina-Pankova (2018) proposed, “SFL is a 

theory of language that is comprehensive: It is concerned with language in its entirety, so that 

whatever is said about one aspect is to be understood always with reference to the total picture” 

(p.19). Besides, this approach views language as a resource for making meaning, attempts to 

describe language in actual use and so focus on texts and their context (Emilia, 2014; Gerrot & 

Wignell, 1995; Halliday, 1985 & 1994, Halliday & Matthieseen, 2014 & Sujatna, 2013). 

Further, SFL works on three levels of meaning, namely ideational meaning, interpersonal 

meaning, and textual meaning. These three kinds of meaning deal with the lexico-grammatical 

features that realize every move and stage in the lecture genre’s schematic structure.  
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As this study takes a new look at how the Aerospace engineering English lecturers construct 

their lectures in TU Delft OpenCourseWare, Netherlands, it is necessary not only investigate 

the schematic structure but also the lexico-grammatical features used to realize them (Christie, 

1991,1995; Halliday, 1994 & Lee, 2016). Knowing about how the lecturers organize their 

lecture genre’s schematic structure and the typical lexico-grammatical features associated with 

each stage in lecture seem to be paramount for learning success (Melefa et al., 2020; Shamsudin 

& Ebrahimi, 2013, & Young, 1995). Thus, this study is an attempt to answer these questions 

as follows:  

1. What is the schematic structure of Aerospace engineering English lectures in TU Delft 

OpenCourseWare, Netherlands?  

2. How are the lexico-grammatical features constructed in ideational, interpersonal, and 

textual meanings realized in Aerospace engineering English lectures in TU Delft 

OpenCourseWare, Netherlands?  

 

2. Review of Literature  

2.1 Schematic Structure and Lexico-grammatical Features  

Schematic structure works on how the information in the texts is organized (Hyon,1996). It 

simply refers to the staged, step by-step organization of the genre (Eggins, 2004 & 

Martin,1985). Further, it is presented as a predictable sequence of stages (Johns, 2008). 

However, schematic structure cannot be performed accurately without an analysis of the 

realizations of lexico-grammatical features (Eggins, 2004 & Valipour, Assadi & Als (2017). 

According to SFL theory, ‘lexico-grammar is diversified into a metafunctional spectrum, 

extended in delicacy from grammar to lexis, and ordered a series of ranked units’ (Halliday 

and Matthiessen 2013: 55).  

 

Meanwhile, in terms of lexico-grammatical feature, Hyon (1996) defines it as an aspect of the 

way the text ‘speak’. A first stage in the lexico-grammatical analysis of a genre is to break it 

down into its component stages, or moves, to provide a template of its schematic structure 

(Johns, 2008). The lexico-grammatical features, then, is seen as construing three kinds of 

meanings, corresponding to field, tenor, and mode: the ideational, interpersonal, and textual 

(Halliday, 1994, Eggins, 2004). First, the ideational meaning refers to the human experience 

which is an interpretation of the happenings around and inside us and it is interpreted by the 

transitivity system. Next, the interpersonal meaning generates choices such as the use of 
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modals, and whether or not a question is selected, or what attitude the speaker adopts to the 

utterances. The last is textual metafunction. It accounts for cohesive features such as ellipsis, 

reference. The cohesive features or devices show how we connect our ideas to each other 

through.  

 

2.2 Genre Study: Systemic Functional Linguistics 

Various approaches of genre study have been put forward to be used as a tool for analysing and 

teaching the spoken and written language required of non-native speakers in academic and 

professional settings. As mentioned by Hyon (1996) & Malavska (2016), these kinds of genre 

are called as three schools of genre, namely English for Specific Purpose (hereafter ESP), New 

Rhetoric studies or Rhetoric Genre Studies (hereafter RGS), and Systemic Functional 

Linguistics (hereafter SFL). These three school genres have similarities and differences. In the 

same vein, researchers in ESP, RGS, and SFL have developed genre-based pedagogy in 

different directions and with different goals and educational sites in mind. They concern with 

helping students become more successful readers and writers of academic and workplace texts. 

In other words, scholars in the three genre schools also offer useful perspectives on converting 

genre theory and analysis into classroom practice (Hyon,1996). The differences of these three 

school genre, on the other hand, draw on the degrees to which they have affected classrooms. 

In RGS, it is in fact difficult to measure the ways in which genre scholarship has affected 

classroom practices. Then, other work indicates broader implementation than in ESP. SFL 

contexts on the other hand, is the most readily measured to the educational impact of genre 

where genre-based pedagogy has influenced entire state educational systems. Thus, the reason 

why the present study uses SFL as the approach. 

 

2.3 Previous Studies  

Different studies were carried out in different linguistic contexts to investigate the schematic 

structure and lexico-grammatical features of second language classrooms (e.g., Shamsudin, et 

al., 2012; Lee, 2016; Christie, 1995; Sunardi et al., 2016; Melefa et al., 2020; Thompson, 1994; 

Young, 1995. The first report was carried out in 1994 by Thompson. In her study, she 

investigated the possibility of the Swales’ (1990) development of a generic model and revealed 

the generic features of one aspect of lecture monologue in lecture introductions. The results of 

the study suggested that there were two main rhetorical functions in the introductions which 

can be related to the lecturer’s communicative purposes in the lecture, namely setting up the 
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lecture framework as a textual object, giving information about the topic, scope, structure, and 

aims of the lecture and putting topic in context as indicating the relevance and importance of 

the topic and relating it to what the audience already knows. In her study, Young (1995) 

proposed the concept of phase which is designed to reveal similarities in different strands of a 

particular discourse in terms of what is being selected ideationally, interpersonally, and 

textually. The overall findings revealed that the phasal model covered discourse structuring, 

conclusion phase, evaluation phase, theory or content phase, and example phase. Young (1995) 

cautioned that ‘phasal analysis seems to reveal a more accurate configuration of the discourse 

structure of university lectures than alternatives which characterize lectures in terms of a 

beginning, or introduction, a middle or body, and a conclusion’ (p.164). Hence, Eggins (2004) 

urged that in analysing schematic structure, the empty functional labels such as beginning, 

middle, and end need to be avoided.  

 

In the Australian context, Christie (1995) proposed a pedagogic discourse and its analysis in 

terms of sets of language choices in social science curriculum macrogenre. She demonstrated 

how they operate in a patterned way to realize the goals of the genre. The results then revealed 

that three genres were identified, namely the curriculum initiation, the curriculum negotiation, 

and the curriculum closure and they were followed by some elements. Similarly, following 

Christie (1995), Sunardi et al (2016) discussed English curriculum genre in the Indonesian EFL 

classrooms. They further aimed at looking at the schematic structure of English curriculum 

genres in Indonesian university context that enact the learning activities. They suggested that 

the lecturers used three general stages. They were orientation stage, discussion stage, and 

closure stage. They emphasized that each stage is operated by several smaller potential steps.  

 

Following Frazier and Leeming’s (2007) model, Shamsudin et al (2012) explored the use of 

lecture language found in the MASE corpus. The results showed that some section of lectures: 

opening, topic, lesson plan, transition, repetition, cause-effect, comparison, definition, and 

closing followed by their functions were identified. They claimed that stating a lecture plan 

was indicated as their new findings. Applying a genre-oriented analysis, Lee’s (2016) 

investigated the rhetorical structure and linguistic features of EAP classroom lesson. The 

results of the study revealed the rhetorical move in different phase of EAP lesson and frequent 

lexical phrases used to signal discourse organization in each phase. In the contrary, the present 

study uses Hallidayan’s (1994) lexicogrammatical features to fill the gap of the linguistic 
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features. A recent review of the literature on this topic, Melefa et al., (2020) discussed generic 

structure potential of classroom interactions at the University of Nigeria, Nsukka (UNN). He 

used Halliday and Hassan’s (1985) theory of Generic Structure Potential (GSP) and Sinclair 

and Coulthard’s (1975) concept of classroom discourse. The findings revealed that ten elements 

were found and elaborated namely, greetings by the learners, entry behaviour, introduction of 

the lesson, repetition, prompt, response, explanation, evaluation, conclusion, and 

complimentary. However, one of the main issues found in this study is a lack of discussing 

lexico-grammatical features.  

 

3. Method 

3.1 Research Design 

This study adopted a qualitative content analysis (Krippendorf, 2004) to investigate the 

schematic structure and lexico-grammatical features of Aerospace Engineering English 

lectures at TU Delft OpenCourseWare corpus. The qualitative approach was used as this study 

expects to devote much interpretation to the context and situation of the lectures (Stake, 2010). 

The content analysis is characterized as a research technique for making textual or meaningful 

inferences replicable and true in the sense of their use (Bengtsson, 2016).  

3.2 Research Context 

To shed light on the research context, the research site and access, were elaborated. The data 

were gathered from seven TU Delft OpenCourseWare lectures recorded. The OCW lectures 

recorded were available at the TU Delft OpenCourseWare (OCW) website 

(https://ocw.tudelft.nl/). TU Delft OCW offers some course materials free to everyone with 

online access. It also openly licensed accessible to anyone, anytime via the internet. Further, 

OCW lectures can be fruitfully leveraged for EAP research and practice with the goal of 

helping L2 learners to improve their lecture listening skills (Camiciottoli, 2020, p.2). The 

motivation behind this research setting was the TU Delft OCW platform allows for the reuse 

and the creation of derivative works as long as attribution to the original copyright holder is 

given and it is for non-commercial purposes (https://ocw.tudelft.nl/). Thus, Seven TU Delft 

Aerospace engineering lectures recorded, from Bachelor program were used as the research 

data. Engineering discipline was chosen because for the 21st century such a discipline becomes 

an important technological literacy that is essential in today’s world (Qadir et al, 2020).  
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3.3 Data Collection  

The corpus compiled for this study consisted of seven Aerospace Engineering English lectures 

delivered at the TU Delft OpenCourseWare, containing a total of 88,967 words, with the 

average lecture’s duration of 1 hour 15 minutes. Besides, the additional resource beyond the 

lecture video such as speech transcripts, course syllabus, exercise, course overview and slides 

were also considered to support gaining the data. For the research setting, Netherlands was 

chosen for this study based on two criteria: best global universities for Engineering in the 

Netherlands (www.usnews.com) and the first rank of English language skills 

(https://www.ef.edu/epi/). Table 1 outlines the TU Delft OpenCourseWare corpus selected 

lectures.

Table 1. TU Delft OpenCourseWare Corpus selected Lectures 

Transcripts 

Number 

Name 

Participants 

 

Gender Topic/Title Duration Number of 

years of 

teaching 

experience 

L1_AeEn Mr. Adam Male Ballooning 1:26:01 16 years 

L2_AeEn Mr. James Male How Aircraft Fly  1:34: 59 14 years 

L3_AeEn Mrs. Ana Female Aerodynamic: 

Fundamental 

1:29: 09 20 years 

L4_AeEn Mr. David Male Flight Mechanic: 

Introduction 

1:28:19 13 years 

L5_AeEn Mr. 

Andrew 

Male Flight and Orbital 

mechanics 

1:31:16 14 years 

L6_AeEn Mr. 

Michael 

Male Structural Element 1:22: 06 13 years 

L7_AeEn Mr. Kevin Male Entering space 1:27: 55 14 years 

Note: all participant names are pseudonyms 

 

The participants of this study were seven Aerospace Engineering lecturers consisting of six 

males and one female teaching engineering at one of university in Netherlands. The participants 

of this research, Mr. Adam, Mr James, Miss Ana, Mr David, Mr Andrew, Mr Michael, and Mr 

Kevin (pseudonyms), were purposively selected based on a set of criteria such as more than 

ten-year experience in teaching aerospace engineering courses in English, at least having 

master degree in Aerospace Engineering, and having face to face interaction not video clip. 

The qualitative study should choose participants or sites deliberately to help researchers better 

understand the problem and research problems, including video and visual content (Creswell, 
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2009). At the time of the study, Mr. Adam taught Introduction to Aerospace Engineering: 

Ballooning. It was accessible on-line at https://ocw.tudelft.nl/course-lectures/ballooning-2/. 

Mr. James taught how aircraft fly. The lecture was available at https://ocw.tudelft.nl/course-

lectures/how-aircraft-fly/. Then, Ms. Ana taught Aerodynamic fundamental. It could be 

accessed on-line at https://ocw.tudelft.nl/course-lectures/aero-1/. Mr. David taught flight 

mechanic: introduction. It is accessible at https://ocw.tudelft.nl/course-

lectures/flight_mechanics_1/. Mr. Andrew taught Eclipse and Maneuvers. It was accessed and 

downloaded at https://ocw.tudelft.nl/course-lectures/10-eclipse-

maneuvers/?course_id=9962Mr. Michael taught structure element. It is accessible on-line at 

https://ocw.tudelft.nl/course-lectures/entering-space/. 

 

3.4 Data Analysis 

The data analysis in this study adopted from Bengtsson (2016) and it involved four steps: (1) 

the decontextualisation (2) the recontextualisation (3) the categorization, and (4) the 

compilation. Firstly, in the decontextualization step, the authors downloaded the video 

recording of aerospace engineering English lecture from https://ocw.tudelft.nl/, then, the video 

transcribed into written text to obtain the sense of the whole. To get reliable data, then the 

present writers retrieved the video transcription from the YouTube auto-transcribe service and 

also asked the peer debriefing to proofreading. After that, the authors comprehended the results 

of both manual and auto transcriptions. After that, the authors identified the meaning units. 

Before the transcription was condensed into smaller meaning units, we read the transcribed text 

to get a sense of the whole thing. (4) coding the data (open coding process) by identifying the 

relevant meaning units and then coded each of these using an open coding procedure. The 

coding scheme sample of transcribed text data is illustrated in Table 2.  

 

Table 2. Sample coding of transcribed text data 

Data  

No. 

Meaning Unit 

(Utterances) 

 

Condensed meaning 

unit (Clauses) 

Category Coding 

12/V/3 Last Tuesday we spoke about 

certains that the space 

environment can have on 

your mission, in particular 

we looked at perturbations 

which play a role in the in the 

Last Tuesday we 

spoke certains [that 

the space environment 

can have on your 

mission] 

Move: 

Warming 

up  

Step: 

Reviewing 

Previous 

lecture 

Ideational 

choices  

Use verbal 

process 

‘spoke’ 
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propagation of the satellite 

orbits. 

 

The next step was the recontextualization. In this step, the authors rechecked the whole 

meaning units. Besides, the authors reread the original transcripts alongside with the identified 

meaning units. To sum up, the authors decided to choose the information from the important 

to the unimportant ones. After that, the authors classified the similar characteristics of data. 

The third step was the categorization. In this stage, we identified themes and categories which 

rooted in the data from which they arise. And the last was a compilation. In this stage, we 

presented a summary of themes, categories, or sub-themes as a table to allow the reader to 

overview the results easily (Bengtsson, 2016). To enhance credibility and to ensure validity, 

peer debriefing and member checking were conducted (Cresswell & Cresswell, 2017). Table 3 

elaborates some examples of data presentation. 

 

Table 3. Sample of data presentation 

  And before I start my lecture 

And  before I start My lecture 

 Circumstance  Participant: 

actor  

Process: 

material  

Participant: Goal  

 

The data sample above consists of three elements form the clause, namely participant, material 

process, and circumstance. The clause illustrates an element of material process in the 

signalling the beginning of lecture step since it reveals the physical activity or process of doing. 

The participant I as an actor and my lecture as the goal are identified. Also, the clause shows 

the circumstance before which indicates the time. These elements, as lexico-grammatical 

features are realized through ideational choices in the move getting started. To this end, the 

schematic structure model developed by Christie (1995), Young (1995), & Lee’s (2016) was 

employed for the analysis. Also, Halliday (1994) framework of lexico-grammatical features 

model was used. 

 

4. Results and Discussion 

This section presents and discusses the results of the schematic structure and lexico-

grammatical features of TU Delft OWC Aerospace engineering lectures. After evaluating and 

comparing Christie (1995), Young (1995), and Lee’s (2016) frameworks, the findings of this 
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study proposed some additional steps and their functions (see Table 5). Some lexico-

grammatical features that realize each move and step were also discussed using Halliday (1994) 

theory.  

 

4.1 The Analysis of Schematic structure in Aerospace Engineering English Lectures 

The data of the study revealed that the aerospace engineering English lectures of the seven 

selected participants showed nine moves followed by twenty-seven sub-sequence steps of 

schematic structure (see Table 4). Table 4 illustrates the new framework of schematic structure 

found in this study. 

 

Table 4. Schematic structure of Aerospace engineering English lectures 

Moves/Steps (strategies) Communicative purposes 

Move 1. Getting started           

Step 1. Greeting 

Step 2. Signalling the beginning of 

the lecture  

To indicate the beginning of the lecture 

To greet the students 

To signal a lecture’s official start and orienting 

students to the day’s lecture 

Move 2. Warming up  

 

Step 1. Reviewing previous lecture 

Step 2. Housekeeping 

 

Step 3. Stating lecture objective 

Step 4. Looking ahead of the lecture                               

To serve course-related matters, look ahead to 

future lecture, maintain rapport with students 

To review an earlier lecture 

To explain non-course related matter, informing 

about organizational issue 

To outline the purposes or aims of the lecture 

To Indicate the plan for the future lecture 

Move 3. Setting up lesson agenda To give a brief series of activities planned for the 

lecture 

Move 4. Setting up lecture framework 

Step 1. Announcing topic 

Step 2. Giving example 

Step 3. Outlining activity procedure 

Step 4. Indicating scope 

 

Step 5. Defining concept 

Step 6. Rephrasing 

 

Step 7. Checking in student 

understanding 

To announce and provide directions for activities 

To give the title or topic of the lecture 

To demonstrate the example dealing with the topic 

To give an instruction for learning activities 

To give information about the relative importance 

of each component of the lecture in the context of 

the whole 

To explain theoretical concept 

To help students comprehending the functional 

intention of the lecturer in relation to subsidiary 

parts of the lecture. 

To check on potential questions students might have 

about previously established  

Move 5. Putting lecture in context 

 

Step 1. Building background 

knowledge 

 

Step 2. Refering to earlier lecture  

To activate the students‘ current state of 

knowledge of the topic 

To activate student’s background knowledge of 

a topic or activity 

To connect the new information to the previously 

acquired information 
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Step 3. Showing importance 

To highlight the features of the lecture topic which 

are particularly interesting, central, or widespread 

Move 6. Reviewing lecture 

Step 1. Regrouping participants 

Step 2. Establishing common 

knowledge 

 

Step 3. Following up 

 

Step 4. Checking in student 

understanding 

 

Step 5. Evaluating student 

performance 

Step 6. Presenting rationale 

To review the activity 

To reorient students 

To establish what might be considered officially 

recognized knowledge  

To indicate what lecturers would like to do 

subsequently with an activity that has been 

reviewed 

To check on potential questions students might have 

about previously established  

To provide feedback to students’ work 

To reinforce rationale given prior to an activity 

Move 7. Setting up homework  

framework   

Step 1. Announcing Homework 

Step 2. Outlining Homework Procedure    

To establish a framework for homework 

assignment 

To announce homework assignments 

To provide specific homework instruction 

Move 8. Cooling down 

Step 1. Looking ahead 

Step 2. Reviewing  

To bring lecture closure 

To Indicate the plan for the future  

To summarize and review keypoints 

Move 9. Farewell To indicate the end of the lecture 

 

Table 5 showed that the teaching and learning activities of the Aerospace engineering English 

lectures have been organized in three major strands or phases. They include the opening phase, 

the discussion phase, and the closing phase. The finding is consistent with findings of past 

studies by Christie (1995) and Lee (2016), which characterize lectures in terms of opening 

phase or the curriculum initiation, the activity cycle phase or the curriculum negotiation, and 

the closing phase or the curriculum closure. This confirms Halliday’s (1994) concept that 

lecture as a genre represents a stage, goal oriented social process and lecture defines as a class 

of communicative events recognized by particular discourse communities whose members 

share some set of communicative purposes (Swales, 1990). On the other hand, these findings 

are in contradiction with previous results reported by Young (1995). Young argued that phasal 

analysis seems to reveal a more accurate configuration of the discourse structure of university 

lectures than alternatives which characterize lectures in terms of a beginning, a body, and a 

conclusion. 

 

The results also show that ten functional elements were found to be obligatory, namely 

signalling the beginning of lecture, setting up lesson agenda, announcing topic, giving 

example, rephrasing, checking in students understanding, building background knowledge, 
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referring to earlier lesson, showing importance, and establishing common knowledge. They 

occurred in 100% of all the data of the seven lectures. This indicated that these moves and 

steps, as functional elements are salient for accomplishing the cultural purpose of lecture. These 

findings were in line with Martin (1984) in Eggins (2004), lecture is a part of genre which is a 

staged, goal oriented, purposeful activity in which lecturer as members of culture. 

 

4.2 The Analysis of Lexico - grammatical Features in Aerospace Engineering English 

Lectures 

In details, this section discusses the ways lexico-grammatical features were realized in the 

operation of schematic structure of aerospace engineering English lectures. Following 

Halliday’s (1994) framework of systemic functional linguistics, three aspects of lexico-

grammar were discussed.  

 

Each move and step of Aerospace Engineering English lectures’ schematic structure as 

obligatory elements, was analysed by three aspects of the grammar, namely system of 

transitivity, Mood, and Theme. Further, ideational meanings construing field are realized 

lexico-grammatically by the system of transitivity, interpersonal meanings are realised lexico-

grammatically by the system of Mood. And Textual meanings are realised by system of Theme.  

M1S2. Signalling the beginning of the lecture. Table 6 showed that this element is obligatory 

in the classroom discourse which occurred in 100% of all the data of the seven lectures. This 

step involved how the Aerospace Engineering lectures give a signal to a lecture’s official start 

and orient students to the day’s lecture. For example: 

(1) I like to start (6/VI/1) 

I  like to  start my lecture. 

Senser 

Actor 

Process: mental 

(cognition)  

Process: 

material 

Phenomena 

Goal 

 

The data showed that the mental process like was used. It encodes meanings of feeling. This 

mental process is classified into feeling. The subject in mental process is the one who 

experiences the process, so the participant is labeled experienced or Senser, meanwhile that 

which is experienced is given the label Phenomenon. Thus, in data, the participant I functions 

as Senser and my lecture indicated as phenomena. On the other hand, the material process was 

also found in the clause above. This process implied doing something or the process of doing. 

It is in the same vein with Halliday (1994), material process expresses the notion that some 
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entity physically does something. It can be seen in the verba start. It indicated that aerospace 

engineering lecturer used such a process to signal that the class about to begin. Structurally, 

the clause consisted of the participant I, assigned as lecturer and another participant role is my 

lecture. Interpersonally, the example is shown below: 

(2) Okay emm my name is James (2/II/1) 

Okay 

emm 

my name is James 

 Subject  finite predicator Complement 

 Mood Residue 

 

The excerpt 2 showed that declarative mood was identified as giving an information. It 

indicated that aerospace engineering English lecturer gives signal a lecture’s official start and 

orienting students to the day’s lecture. Not only using the continuative Okay, the lecturer also 

gave an information about himself. It is commonly found in the first of meeting. 

Interpersonally, the lecturer gave an information to students by realizing the proposal in the 

form of a declarative mood clause Subject ^Finite. Textually, it can be seen in the following 

exerpt. 

(3) before I start my lecture (7/VII/1) 

before I start my lecture 

Textual: 

structural 

Topical 

(unmarked) 

 

          Rheme 

Theme 

 

In the data 3, the clause consists of Theme and Rheme. The textual and topical theme are 

identified. The textual theme is indicated by the structural textual before. That kinds of theme 

builds a semantic relationship between meaning and sets up the grammatical relationship with 

another clause. Besides, the subject I is regarded as topical theme. Meanwhile, Rheme, a part 

of clause where the theme developed is identified in start my lecture. The lecturer put these 

kinds of Themes at the beginning of the clause to make them the starting point or the point of 

the message.   

M3. Setting up lesson agenda. It is a rather brief series of activities planned for the lesson. 

Table 6 illustrates that this move reach 100% of the total. It is indicated that this move is 

obligatory (100%). The finding is inconsistent with findings of past studies by Lee (2016).  In 

his findings, this move is classified as optional. It reached 29.2 %. In other studies, on the other 

hand Young (1995) called this move as discourse structuring phase which lecturers announce 
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the direction they will take, telling the students what will come next in the discourse. Looking 

at a few excerpts from the lectures indicate the three aspects of the grammars, namely 

transitivity system, Theme system, and Mood system. The move can be illustrated in the clause 

below.  

  (5) After that I'm going to look at Horizontal Flight Performance (29/IV/7) 

After that I 'm going to look at horizontal flight performance 

Circumstance

: 

temporal  

Behaver Process: 

behavioural 

Behaviour 

 

The clause above has to do with behavioural process. It is indicated by the verbal group ‘m 

going to look at. Behavioural process is the process of psychological behaviour. This group of 

the process is intermediate between mental and material. This transitivity process realises 

setting up lesson agenda in the given lecture context. This move expresses a series of activities 

that students would be doing in the lecture. In terms of participant, I function as a Behaver, 

whereas horizontal flight performance functions as Behaviour. Meanwhile, After functions as 

the Circumstance of temporal location. In terms of Mood system, it focuses on the relationship 

of speakers and listeners with each other. The example is illustrated below.  

(6) I would like to start with first is two comments what I learned from Mr. Adam 

(26/II/7) 

I would  like to 

start 

with first is two comments what I learned from Mr. 

Adam  

Subject finite Predicator Circumstance 

Mood Residue 

 

In excerpt 6 above, the lecturer talked about the series activities planned. He then, began 

explaining his first plan which was talking about Mr. Adam’s comments. In this context, the 

lecturer obviously gave an information to the students realizing the proposal in the form of a 

declarative mood clause Subject ^Finite. Interpersonally, the clause consists of Mood and 

Residue. The mood is indicated by subject 1 and the finite go. Meanwhile, like to start with 

first is two comments what I learned from Mr. Adam is identified with the Residue. In the theme 

system, it shows how messages in language are organized together to become coherent texts. 

The example is given below.  

(7) Today we are going to focus at least the first hour (31/V/7) 

(8) After the break we will take a look at another topic (31/V/7) 
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(9) First of all, an introduction again for a satellite Ulysses (31/V/7) 

 

After the break 

First of all 

Today  

we 

an introduction 

we are going to focus at least the first hour 

will take a look at another topic 

again for a satellite Ulysses 

Textual  Topical 

(marked/unmarked) 

 

Rheme 

Theme 

 

Based on the data above, the clauses consist of Theme and Rheme. The Theme has two kinds 

of themes such as textual and topical. Meanwhile, the marked and unmarked theme were also 

identified. Two of the textual themes are conjunctive after the break and first of all. For Topical 

theme, the data showed marked theme Today and unmarked we and an introduction. On the 

other hand, we are going to focus at least the first hour, will take a look at another topic, and 

again for a satellite Ulysses are identified as the rest of the message or Rheme.  

 

M4S1. Announcing topic. This step is to give the title or topic of the lecture. In line with Lee 

(2016) and Melefa et al (2020), this step is obligatory (100%). As mentioned earlier, 

ideationally, Halliday (1994) identified six broad types of Transitivity process and their 

associated Participants and Circumstances. The process itself is realized in a verbal group, 

whereas the Participant or participants are realized in nominal or nominal groups, and the 

Circumstance, where it occurs, it is realized in either and adverbial group or a prepositional 

phrase. The various verbal process in this step can be seen in the following excerpts.  

(10) I will give a talk about some flying capabilities of aircraft (34/II/8) 

I will give a talk  about some flying capabilities of aircraft 

Sayer Proses: verbal Verbiage 

 

Based on the clause above, the process in the transitivity system is indicated by the verb give 

a talk. For the functions and types, I acted as Sayer while about some flying capabilities of 

aircraft as a verbiage. In this case, the transitivity process is used by the lecturer in explaining 

the topic of the activities that they will do during the lecture session. The topic of activities that 

students will learn is about some flying capabilities of aircraft. The results of this study confirm 

Lee's (2016) findings that in announcing activities, the lecturer gives or mentions the name of 

the activity that the student will do. Besides, the lexico-grammatical features that realize the 

choice of interpersonal meanings are described in this section. 
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(11) I would just like to share you what I call movie of the day. 

I would just like to share you what I call movie of the 

day. 

Subject finite Predicator Complement Circumstance 

Mood Residue 

 

The example of the clause above, the subject was filled by I (the first person) and the modality 

is would, then the predicator is like to share, and finally filled with complementary you and 

also a circumstance of what I call the movie of the day. Thus, the mood is I Would and the 

residual elements just like to share you what I call the movie of the day. In the theme system, 

this step is realized by lexico-grammatical features that show how messages in a clause are 

assembled into interrelated or integrated text. Example of data is as follows. 

 (12) Okay, air transport- aeronautics, indispensable today here you can 

Okay,  air transport- 

aeronautics 

indispensable today here you 

can 

Textual  Topical (marked)  

Rhema Theme 

 

Based on the clause above, the lecturer put the complement air transport-aeronautics at the 

beginning of the clause, namely as the starting point of the message to be conveyed to students. 

In this context, the lecturer explains the name or topic of the activities they will do during the 

lecture session. Structurally, the clause is formed by two lexico-grammatical aspects, namely 

Themes and Rema. The theme in the clause Okay, air transport- aeronautics, indispensable 

today here you can is Okay. Air transport- aeronautics is a complement that is categorized as 

a marked theme. Meanwhile, Rhema is shown in indispensable today here you can.  

M4S2. Giving example. This step functions to demonstrate verbally how lecturer illustrates the 

theoretical concepts through concrete examples familiar to students. The finding is in line with 

Young’s (1995) study, the role of exemplification in monologic discourse in universities is 

very important. However, Lee (2016) in his finding stated that this step is categorized as 

optional. The extract below represents the ideational meaning.  

(13) if you look for instance at aircraft flying (41/II/9) 

if you look…at  for instance aircraft flying 

 Participant: 

Behaver  

Proses: 

behavioural  

 

Circumstance  

 

Behaviour 
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The clause in extract 13 above has to do with behavioural process. It is indicated by the verbal 

group look at. Behavioural process is the process of psychological behaviour. This group of 

the process is intermediate between mental and material. This transitivity process realises 

giving example in the given lecture context. This step expresses concrete examples during 

conceptual theory explanation in the lecture. In terms of participant, You function as a Behaver, 

whereas aircraft flying functions as Behaviour. Meanwhile, for instance functions as the 

Circumstance. Interpersonally, the data showed two kinds of moods, namely declarative and 

imperative mood. They function as a giving concreate example to support the conceptual 

theory given by the lecturers. Some examples of this indicated the extent to which the lecturers 

use this step to point out the example. 

(14) and if you don't remember for example the dimensions of this.  

and if you don't  remember for example, the dimensions 

of this 

  Subject finite Predicator Circumstance 

Mood Residue 

 

The clause above is negative declarative mood. The realization of this kind of mood by adding 

the finite don’t which places before predicator. The subject is indicated by pronoun You, 

meanwhile don’t as the finite and predicator is showed by the verb remember. Besides, the 

circumstance is indicated by the preposition phrase for example the dimensions of this.  

 

M4S6. Rephrasing. This step functions to help students comprehending the functional 

intention of the lecturer in relation to subsidiary parts of the lecture. Table 6 also shows  that 

this step is obligatory. Interestingly, rephrasing is in line with Shamsudin et al (2012). In it, 

they used repetition as the term. However, they have same function. In contrast, this kind of 

step were not found in the previous studies (Lee, 2016, Christie, 1995, & Young, 1995). The 

first thing to be discussed is the Transitivity system. It can be illustrated in the clause below.  

 

(15) I mean I can divide by the X and multiply by DX. 

I mean 

     Senser Process: mental (cognition) 

 

The clause 15 was used by the lecturer to refer revise her preceding statement. Grammatically, 

the clause is indicated as process of mental. I functions as The participant meanwhile, mean 

reflects the process verb of mental. In this context, the aerospace engineering lecturer ensured 
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her students really understood about the conceptual theory given. Moreover, the lecturers need 

to re-explain the theory or concept before they procced to the next topic. The present findings 

confirms Rido‘s (2010) findings. He stated that rephrasing is categorized as the signal of moves 

transition from one phase to a lecture to another phase. It also functions to organize the lecture 

structurally. Thus, the students could get the subject matters clearly. Meanwhile, regarding the 

Mood system, the following clause could represent the realization of lexico-grammatical 

features through interpersonal choices in the step of rephrasing.  

(16) So this means that Omega R is in fact the gamma DT 

So this means    that Omega R is in fact the gamma DT 

 Subject Finite Predicator Complement 

 Mood Residue 

 

From the example above, the element of subject is realized by This and the finite means fused 

with Predicator. Meanwhile, that Omega R is in fact the gamma DT is indicated as the 

Complement. So that, the Mood system of the clause is This mean and the residue is indicated 

by means that Omega R is in fact the gamma DT. It implicated that the mood system is 

categorized as the declarative mood clause. The lecturer wanted to give an explanation again 

related to the concept that has been explained previously. The theme-rheme, as the last system 

illustrates the exerpts below. 

(17) So this means that Omega R is in fact the gamma DT 

So this means that Omega R is in fact the gamma DT 

Textual   Topical 

(unmarked) 

 

Rema 

Theme  

 

(18) That means that if we cut it out if we will take away the air. 

That means that if we cut it out if we will take away the air. 

Topical 

(unmarked) 

 

Rheme 

Theme 

 

In both of the clauses above, the lecturers put the subject This and That at the beginning as the 

starting point of the messages. The lecturers wanted their students focus on these points. These 

themes formed the previous texts and contexts, these are referring to Gama and Atmosphere. 

As mention earlier, they function to clarify or add the information related to the theory or 

concept discussed. Structurally, these clauses were formed by the system of Theme and Rheme. 
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The theme in the clause So this means that Omega R is in fact the gamma DT is indicated by 

two kinds of themes, namely textual So and topical theme This. Meanwhile, the Rheme is 

indicated by means that Omega R is in fact the gamma DT. In the second clause, further the 

Theme is indicated by topical that with means that if we cut it out if we will take away the air 

as the Rheme. The data also showed that both of clauses have unmareked themes.  

 

M4S7. Checking in student understanding. This step is also obligatory (see Table.6). It 

functions to check on students understanding related to the subject material previously 

discussed. The results of the data showed that it is not in the same vein with Lee’s (2016) 

findings. Moreover, in his findings, check in was used to handle classroom procedures and 

management issues than the lesson content. It is indicated that this step is very importance 

when the subject material mostly about concept or theory applied. Ideationally, it demonstrates 

how speakers represent their experience of the general surroundings throught their language. 

For example: 

(19) Can I ask everybody else? 

      Can I   ask  everybody else? 

 Sayer  Process:   

verbal 

 Receiver  

 

The data showed that the verbal process ask was used. It encodes meanings of saying. This 

verbal process construe process of saying. The potential participates were I as the doer of the 

process, called as Sayer and everybody else as the addressee of the speech, called as Receiver. 

Meanwhile, in the second system, the Mood system enacts human relationships. Mood refers 

technically to the mood block, which comprises subject, finite, predicator, complement, and 

adjunct. As shown in the following example: 

(20) Is there any question? (74/IV/14) 

Is there Any questions? 

Finite Subject Complement 

Mood Residue 

 

The excerpt 20 showed that interrogative mood (Finite^ Subject) was identified. The lecturer 

asked students with yes/no questions is there any question? to check on students’ 

comprehension. Grammatically, the clause consists of Mood and Residue. The Mood is 

realized the finite is and the subject there, meanwhile any questions is as the complement. The 

clause indicated that before proceeding to the next discussion, aerospace engineering English 
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lecturer ensured first whether the students have understood with the lecturers’ explanation. 

Textually, it defines as the starting point for the message and that which the clasuse is 

concerned (Halliday, 1994). Meanwhile, the rest of the clause is refereed to as Rheme. The 

following is the example. 

(21) Can I ask everybody else? (72/II/14) 

      Can I   ask everybody else? 

Modal: 

interpersonal 

Subject: 

topical 

  

  

          Rheme Theme 

 

In the data above, the clause consists of theme and rheme. The interpersonal and topical themes 

are identified. The interpersonal theme is indicated by the modal interpersonal can. That kinds 

of theme builds a semantic relationship between meaning and sets up the grammatical 

relationship with another clause. Besides, the subject I is regarded as topical theme. Meanwhile, 

Rheme, a part of clause where the theme developed is identified in ask everybody else? The 

lecturer put these kinds of Themes at the beginning of the clause to make them the starting 

point or the point of the message.   

 

M5S1. Building background knowledge. This step functions to activate student’s background 

knowledge of a topic or activity. It usually elicitates the students‘ prior knowledge. The data 

showed that this step is obligatory (100%). It is not line with Lee’s (2016) finding where this 

step reached 88% (optional). In terms of ideational meaning, the extract below represents the 

ideational meaning.  

(22) How many passengers do you think travel annually by air? 

How many 

passengers 

do you think travel annually by air? 

 

Circumstance  

 Senser  Phenomenon Circumstance 

Process: mental: cognition Complement 

 

The extract 22 has to do with mental process. It is indicated by the verbal group think. Mental 

process is the process of sensing. This transitivity process realises building background 

knowledge in the given lecture context. This step expresses how the aerospace engineering 

lecturer activated students’ background knowledge. The lecturer asked the students to think 

about their knowledge they got from in the classroom or out of classroom. In terms of 

participant, You function as a Senses whereas travel as Phenomenon. Meanwhile, How many 

passengers and annually by air? function as the Circumstance. 
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Besides, in the second system, the mood system enacts human relationships. It is illustrated in 

the following example: 

(23) You should also remember I made this sort of this gray 

You should  also remember I made this sort of 

this gray 

Subject Finite Mood 

adjunct 

Predicator Complement 

Mood  Residue 

 

The clause consists of Mood elements consisting of subject and finite and Residue. Meanwhile, 

the residue consists the predicator and complementary elements. The subject is indicated by 

You and the finite is in the form of modulation should with the predicator remember and the 

complement I made this sort of this gray. Thus the mood of the clause is You Should and the 

residual elements also remember I made this sort of this gray. 

 

M5S2. Refering to earlier lectures. This step is obligatory (100%). The result of the study is 

not in line with Shamsudin & Ebrahimi (2012) & Lee’s (2016) findings. Lee (2016) found that 

refering to earlier lesson reached in 41.7%. This step was conducted by the lecturers to review 

the whole, most or just the main parts of earlier lectures. Ideationally, the extract below 

represents the transitivity system.  

(24) You still remember anyway from high school? 

You still remember Anyway, from high school? 

Senser Circumstance Process 

mental: 

Cognition 

Circumstance 

 

 

The data 13 is categorized as mental process. It is indicated by the verbal group remember. 

Mental process defined as the process of sensing. This transitivity process realises referring to 

earlier lecture. This step functions to brainstorm students mind related to the material have been 

studied previously. In terms of participant, You functions as a Senser, whereas Anyway, from 

high school? functions as the Circumstance. Besides, interpersonally, the following data 

showed two kinds of moods, namely declarative mood. They function as a giving concreate 

example to support the conceptual theory given by the lecturers. Some examples of this 

indicated the extent to which the lectureers use this step to point out the example. 
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(25) You may remember that from the very first lesson (89/V/17) 

You may  remember that from the very first lesson 

Subject Finite Predicator   

Mood Residue 

 

The clause above is of interest for the modality, indicating that the lecturer goes into 

establishing working relations for the students. Here, the Modality is very marked in his 

discourse. It implicated that the lecturer required students to remember or review the lesson. 

Grammatically, the subject is indicated by pronoun You, meanwhile modal may as the finite 

and predicator is showed by the verb remember. Besides, the circumstance is indicated by the 

preposition phrase that from the very first lesson. Textually, it is illustrated in the exerpt below.  

(26) so if you look back at the equation 

So  If  you look back at the equation 

Textual Topical  

Rheme Theme 

 

The clause above consists of theme and rheme elements. The textual and topical themes are 

identified. The textual theme is indicated by the conjunction So and if. That kinds of theme 

build a semantic relationship between meaning and sets up the grammatical relationship with 

another clause. Besides, the subject You is regarded as topical theme. Meanwhile, Rheme, a 

part of clause where the theme developed is identified in look back at the equation. The lecturer 

put these kinds of Themes at the beginning of the clause to make them the starting point or the 

point of the message.   

M5S3. Showing importance. This is the last step of rhetorical move putting activity in context. 

The results revealed that it reached 100% of the total of the lectures. Thus, this step is 

obligatory. This kind of step functions to highlight the features of the lecture topic which are 

particularly interesting, central, or widespread. This finding confirmed Thompson’s (1994) 

findings. She argued that here the lecturer states the interesting, main, or particular points of 

the lecture to provide his evaluation to the audience. On the other hand, there was no occurrence 

of this step in Lee (2016). The extract below represents the ideational meaning.  

(27) Important to remember is the dimensions of pressure (94/III/18) 

(28) The important thing to realize is that that's basically the angle between the nose 

of the aircraft and the horizon (95/IV/18) 

(29) The most important one is probably the liquid propellant rocket engine 

(98/VII/18) 
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Important to remember 

The important thing to 

realize 

The most important one 

is 

is 

 

is 

the dimensions of pressure 

that that's basically the angle between 

the nose of the aircraft and the horizon 

probably the liquid propellant rocket 

engine 

Token Process: 

relational: 

identifying  

Value 

 

The clauses above are divided into lexico-grammatical elements which are realized into a 

choice of ideational meanings, including tokens, relational processes and values. The clauses 

are indicated that lecturers conveyed an important part of the topic presented to the students. 

Grammatically, the token is indicated in important to remember, the important thing to realize, 

and the most important one. Then, the relational process is indicated by is and the dimensions 

of pressure, that that's basically the angle between the nose of the aircraft and the horizon, and 

probably the liquid propellant rocket engine act as values. In this context, the students are 

important to point about the dimensions of pressure, angle between the nose of the aircraft and 

the horizon, and the liquid propellant rocket engine. In terms of mood system, all data showed 

declarative moods. They function as highlight the features of the lecture topic which are 

particularly interesting, central, or widespread. Data sampel is illustrated below. 

(30) Important to remember is the dimensions of pressure 

important to 

remember 

is the dimensions of pressure 

Subject  Finite Predicator Circumstance  

Mood  Residue 

 

Data sampel above is declarative mood. The realization of this kind of mood by adding the 

finite is which fused with predicator. The subject is indicated by nominal group important to 

remember, meanwhile the circumstance is indicated by the dimensions of pressure. Thus the 

mood of the clause is Important to remember is and the residual elements the dimensions of 

pressure. For Textual theme choices, it relates to the overall organization of the clauses of the 

text. The data sample is illustrated below.  

(31) The most important one is probably the liquid propellant rocket engine 

(98/VII/18) 

The most important 

one 

is probably the liquid propellant rocket engine 

Subject: topical  

Rheme Theme 
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Based on the clause above, the lecturer puts the subject the most important one at the beginning 

of the clause as the starting point of message to be conveyed to his students. In this context, the 

lecturer explains that learning the liquid propellant rocket engine become important. Besides, 

the clause structurally is formed by two lexico-grammatical aspects, namely themes and rema. 

The theme in the clause is the most important one is probably the liquid propellant rocket 

engine is the most important one. An unmarked theme is also identified. Meanwhile, rheme is 

shown in is probably the liquid propellant rocket engine. 

 

M6S2. Establishing common knowledge. This step functions to establish what might be 

considered officially recognized knowledge. The findings of this study supports previous 

findings in Lee (2016). It was found that this step reached 100% (obligatory). As mentioned 

earlier, a language classroom can be categorized into three strands of meaning, namely ideational 

function, interpersonal meaning, and textual meaning. The extract below represents the ideational 

meaning.  

(32) It’s often called the century of flight (104/I/20) 

It’ is  often called the century of flight. 

Subject: 

Sayer 

Process: verbal Verbiage 

 

(33) Let’s call the death (104/I/20) 

Let’s call the death 

Subject: 

Sayer 

Process: verbal Verbiage 

 

Based on data 32 and 33, from the transitivity point of view, the verbs Call express verbal 

processes. Regard to the participant’s function and types, It and Let’s function as Sayers, 

meanwhile the century of flight and the death function as Verbiages. These transitivity 

processes were used particularly to build students’ common knowledge. Also notable while 

examining the Transitivity Processes is the fact that the lecturers normally uses the pronoun 

Let’s, which means you and I in Participant role in association with each. Thus, they build 

solidarity with the students in establishing a common knowledge. Also, other transitivity 

processes were identified.  
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(34) So let's look at the left-hand side of Fis M times A (106/III/20) 

(35) Now let's have a look at efficiency (107/IV/20) 

(36) Let’s have a look!, here we have an example of an airframe (109/VI/20) 

So let's look at the left-hand side of Fis M 

times A 

Now let's have a look at efficiency 

 Let’s have a look here we have an example of an 

airframe 

Circumstance Subject: 

Behaver 

Process: 

behavioural  

Behaviour 

 

The verbs look at, have a look at, and have a look in excerpts 34, 35, and 36 represent a 

behavioural process. This group of the process is intermediate between mental and material. In 

terms of participant functions and types, the participant Let’s function as Behaver, whereas the 

left-hand side of Fis M times A, efficiency, here we have an example of an airframe function as 

Behaviour. Meanwhile, So and Now function as Circumstance. This transitivity process realises 

the establishment of common knowledge. Besides, interpersonally, the data 32-36 showed two 

kinds of moods, namely declarative mood and imperative. In terms of declarative, it can be 

seen in the following sample. 

 (37) It’s often called the century of flight (104/I/20) 

It is often called  the century of 

flight 

Subject  Finite  predicator Circumstance 

Mood Residue 

 

Data sampel above indicates declarative mood. It can be seen from the mood system formed. 

That is Subject ^ Finite. The realization of this kind of mood is by adding the finite is which 

fused with predicator. The subject is indicated by pronoun I, meanwhile the circumstance is 

indicated by the century of flight. Thus the mood of the clause is it is and often called the 

century of flight is called as the residual elements. Meanwhile, the imperative mood type  is 

presented in the exerpt below. 

         (38) Now let's have a look at efficiency (107/IV/20) 

Now  Let‘s have a look at efficiency 

 Subject  predicator complement 

Mood Residue  

 

Exerpt 38 has different system with the previous clause. The subject is let’s (you and me). It 

indicates that imperative has different system of person from the indicative. Since the step of 
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establishing common knowledge aims to establish what might be considered officially 

recognized knowledge, the lecturer ordered the students to understand what the efficiency is. 

Textually, the data samples are presented below. 

(39) So let's look at the left-hand side of Fis M times A (106/III/20) 

(40) Now let's have a look at efficiency (107/IV/20) 

So  let's  look at the left-hand side of Fis M times A 

Now  let's  have a look at efficiency 

Textual Topical:unmarked  

Rheme Theme 

 

As message structures, the clause 39 and 40 consists of themes accompanied by Rhemes. The 

data shows that the subject begin with Let’s (You and me). It is clearly the unmarked choice of 

theme. The data further indicted that the lecturer wanted the students to do something. He 

wanted them to build their knowledge about a formula and efficiency. It also indicated that the 

lecturer, in a classroom has a power to ask his students.  

 

5. Conclusion 

The present study aims at investigating the schematic structure and lexico-grammatical features 

of TU Delft OpenCourseWare Aerospace engineering lectures using Christie (1995), Lee 

(2016), & Young’s (1995) models for schematic structure and Halliday’s (1994) SFL theory 

for lexico-grammatical features. In terms of schematic structure, the three common phases were 

used by seven Aerospace Engineering English lectures, namely the opening phase, the 

discussion phase, and the closing phase. Each phase consists of moves and their sub-sequence 

steps. The results of this study revealed nine rhetorical moves and twenty-seven sub-sequence 

steps. Both moves and steps were identified ten obligatory, nine semi-obligatory, and nine 

optional. Regarding to the aim of the study, this study limited the detail discussion only for 

moves and steps indicated as obligatory. The results then showed ten obligatory moves or steps 

used, namely signalling the beginning of lecture, setting up lesson agenda, announcing topic, 

giving example, rephrasing, checking in students understanding, building background 

knowledge, referring to earlier lesson, showing importance, and establishing common 

knowledge. On the other hand, in terms of lexico-grammatical features, three systems were 

elaborated such as the transitivity system, Mood system, and Theme-Rheme system. The 

findings demonstrated that in the transitivity system, five processes were found. They were 

behavioural process, verbal process, mental process, relational process, existential process and 
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mental process. Besides, behavioural and mental processes were used dominantly by the 

lecturers. In Mood system, the lecturers shared various mood types, namely exclamative mood, 

declarative mood, interrogative mood, and imperative mood. However, declarative mood was 

frequently used. It indicated that in the obligatory elements, the lecturers mostly explained 

about theory or concepts. It was required to give some information to the students than asking 

students to do something. The last is about Theme system. Based on the findings, the present 

study revealed three kinds of themes such as textual theme (e.g. conjunction, continuative), 

interpersonal theme (e.g. modal), and topical theme. For topical theme, both unmarked and 

marked theme were identified. The findings would be useful for implementing to pedagogical 

practice particularly for some novice L2 lecturers with only basic command of English or for 

non- native speakers (NNS) of English students to comprehend lecture discourse. 
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Abstract 

This paper is an attempt to build constructive rapport in L2 classroom to provide enhanced 

opportunities and optimum conditions for improvement in learners' L2 proficiency and 

classroom performance. Previous studies have supported the theory that teachers and peers 

offer unique learning opportunities as partners in interaction (Philips, Adams & Iwashita, 

2013). Therefore, a good rapport is essential between the teacher and learners, but the same 

amongst the peers also positively impact learning outcomes. This study limits itself to learner-

learner connection in L2 learning, the importance of which has become all the more poignant 

in these times of distance and online learning. Through random sampling, a total of 209 

participants were selected for this study from two out of the three prominent public sector 

universities in Jamshoro, Sindh: UoSJ and MUET. The data was analyzed quantitatively to 

measure the correlation between learner-learner rapport and second language learning 
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proficiency. Findings confirmed that the association between variables was not linear, so 

Kendall's tau-b correlation coefficient, a nonparametric test, was applied. The study findings 

clearly show the excellent constructive association between learner-learner rapport and second 

language learning.  

 

Keywords: Impact, Learner-Learner Rapport, Constructive, Perceived, Proficiency Second 

Language Learning, and Correlation.  

 

1.  Introduction  

The importance of English cannot be understated anywhere in the world, whether in 

educational or professional settings. Being specific to Pakistan, it is extensively realized that 

English expertise and proficiency help one get good grades in educational settings and have 

better job-related prospects.  In Pakistan, English is accorded the official language status and 

is spoken as a second language. Pakistan's current educational policy recognizes the crucial 

role of English in the country's development, and this is also the case in other developing 

countries. It is also pertinent to conduct rigorous research on the range of challenges learners 

face in the L2 classroom. These may deal with emotional development, self-esteem, enthusiasm 

and self-efficacy, and rapport, factors that are considered indispensable in L2 learning.  

 Early research on L2 classroom dynamics has been sensitive to the role of interaction in better 

learning outcomes. Allwright (1984) believed that peer discussions are vital, ensuring 

improvement and learning enhancement in the classroom. Learners' discussions help others to 

understand and learn better. In other words, it can be said that learners can learn from each 

other and may comprehend things better while learning together. It may also be noted that 

Jorgenson stated that teaching is a rapport-intensive field and rapport is, in fact, a 

relationship-centered term which helps to create mutual understanding and interpersonal 

relationship. Therefore, the connection may enhance perceptions of an interpersonal 

relationship in the classroom. 

 

 IMPACT OF RAPPORT ON L2 LEARNING 

According to Jeremy Harmer and Pearson Longman (2007), rapport is considered the same as 

the association that the learners have with their teachers and vice versa in English language 

teaching in a class where there is a positive, enjoyable, and respectful association among 

teacher and learners and learners or peers. Constructive support and a little exciting 
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encouragement boost motivation levels and learning. Jill Hadfield (1993) stated that 'a 

productive environment could have a beneficial impact on learners' confidence, motivation, 

and personality, and consequently, affect their learning. 

Dwyer et al. (2004) supposed that the emphasis must be on teacher-learners, and learner-

learners contacts should be explored for their participation and L2 learning results. Noticeably, 

the classroom comprises various interpersonal associations and dealings that contribute to the 

unbeaten learning results and learning in unique ways. It is assumed that Learner-Learner 

rapport is essential to develop and boost learners' abilities and skills to accomplish constructive 

and unbeaten L2 learning results. 

 Significantly, a good rapport has a long-term impact on learners in the classroom because it 

straightaway affects how what and how much learners learn and the ways they work together 

with one another and the world around them. In any type of learning, it is necessary to develop 

rapport between a teacher and the learners. We understand that a positive teacher persona, 

moralistic qualities, knowledge, and teaching style with a positive attitude are essential for an 

excellent classroom environment. Cooperation among learners can enhance learning in L2 

classrooms and help to achieve desired learning outcomes. Implicitly the achievement or failure 

of learning a foreign language depends on some essential aspects like the learners' social and 

cultural background, personality, understanding procedure, and environment. Teachers should 

encourage learners to set high aims for learning, and, according to Payne (2003), teachers need 

to help learners to be familiar with the costs of the choices they make.  The classroom is based 

on various interpersonal dealings, which are essential for learner's creativity. Successful 

learning outcomes must create a positive classroom environment that provides enormous 

opportunities and appropriate conditions to enhance learners' performance and learning.  

Sensationally, teachers have a long-term effect on their learners when they determine how, 

where and how well students understand and how they interact with each other and with the 

environment around them (Gao, Schunn, & Yu, 2019; Han & Xu, 2020; Magulod, 2018; Wu 

& Schunn, 2020). Any form of study involves relationships among the students (Sridharan & 

Boud, 2019). For successful classroom settings, character, moral values, teaching style, and a 

positive attitude are essential. The relationship between students themselves and teachers will 

increase the efficiency of L2 classrooms and help obtain better learning outcomes (Pham, et al, 

2020).  Implicitly, the success or inability to develop a foreign language relies on certain 

essential variables such as social and cultural context, disposition, learning method and 

environmental factors. Many studies were performed on teacher-learner interactions as well as 

significant attempts to see if this influences the levels of learners. Some scholars proposed that 
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teachers should be the priority, but student-student relationships should be studied in 

conjunction with learning results. There are many classrooms (Cao, Yu, & Huang, 2019; 

MacLean, Janzen, & Angus, 2019; Torres, Strong, & Adesope, 2020; Vattøy, 2020; Wu, 2019; 

Yu, 2019).  

 

Theoretical Underpinning:  Students’ Peer Feedback and Language Skill  

Feedback is a central factor of research and appraisal practices for reflexive learning and a 

transformed role for students in several ways: targeting and eliciting feedback and sharing 

feedback, and receiving feedback (Athimni, 2020). The feedback incorporates contextual 

feedback on student classes and coworkers, introduces a range of attributes for student success, 

ensures students are more responsible for their decisions and promotes a conscientious way of 

studying, include students in measuring their outcomes and in assessment techniques 

(Abdelhadi, et al, 2020; Zambrano Pilco, 2019).   In this study, the formative peer input allows 

students to communicate all of the necessary information to the assignment to a related status 

pair that can be used to improve his academic writing output and language performance 

(Panadero & Alqassab, 2019; Al-Ahdal, 2020).  Information may take varying forms and 

priorities according to expectations and providers: teachers' input, student feedback, 

colleagues' feedback, write feedback, oral feedback, etc. One of the most flattering types of 

input can be peer reviews since it requires collective learning.   According to Kusumaningrum, 

Cahyono, and  Prayogo (2019), peer input is an arrangement in which individuals take the 

quantity, degree, significance, quality, and success or results of similar peers standing into 

account. Sert and Aşık, 2020 indicated that feedback engagement and cooperation are more 

important to online instruction than face-to-face teaching. Receiving peer feedback will often 

help students for other reasons, mainly though no empirical data is accessible. One factor for 

their success may be that students trust peer advice rather than teacher suggestions (Papi, Rios, 

Pelt, & Ozdemir, 2019). Multiple peer evaluations are good than peer evaluations (Okuda, 

2019). This different input from colleagues would also allow the students informed of multiple 

points of view (Heine, 2019) that a teacher can't do easily. One of the exciting advantages of 

peer input may be that students can rework and re-apply, which may help learning (Pham, 

2019). Hanjani (2019) reviews, though, reveal that the impact of peer suggestions generally 

has no power. 

Perhaps the peer feedback is not enough. As a result, some experiments have consciously sought 

to improve peer feedback capabilities by training or practice. Apart from the positives, peer 

reviews may often be disadvantaged. Students can be misinformed. They might give each other 
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incorrect advice (ZhouZheng, & Tai, 2020; Lerchenfeldt, Mi, & Eng, 2019; Kim, 2020). 

Positive input from peers can only be given to wiser students. Students can not want to engage 

in information from classmates, for example, so they don't want to know how. Peer reviews 

may often be an unreliable and time-consuming form of learning. Many items might go wrong 

in the complex input systems. We don't even feel anything about it. 

Besides, recent university experiments have demonstrated that feedforward (Ahmed, 2020; Al-

AHdal, 2020b; Hysaj& Hamam, 2020) functions effectively to improve students' self-

regulation and promote the training phase. Sayed and Curabba (2020) describe sincere and 

substantial insight and suggestions as a requirement for sustainable learning. Flora (2020) 

introduced several criteria that would benefit in the future from constructive guidelines. This 

is the writing style of the reviews (mostly syntactic and grammatical). Similarly, Saeed, Al-

Ahdal, and Al Qunayeer (2020) advise on 3 aspects: material, design and transparency and 

provides a wider viewpoint on the input these three fields ought to make written linguistic 

output. Al Jahromi (2020) is much more formal or broad, in which written knowledge has to 

be focused on specific standardized delivery system characteristics and a variety of intentional 

features, frequency, accuracy, and input. Nicol offers, among other things, simple to interpret, 

descriptive, versatile, and contextual feedback. 

 

1.1 Aims & Objectives 

The present research aims to explore impact of learner-learner rapport on (English) L2 

Learning. In order to achieve the abovementioned aim, the following research objectives have 

been developed: 

 

 1.2 Objectives   

1. To explore learners' perceptions of peer rapport vis-à-vis their English Language 

Proficiency. 

2. To investigate the impact of Learner-Learner rapport on learners' English Language 

Proficiency. 

 

1.3 Research Questions 

Based on the research objectives, the following research questions were designed: 

1. What are learners' perceptions about their English language learning and proficiency?  

2. How far Learner-Learner rapport impact on Learning English as a second language? 
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1.4 Significance of the Study 

Whereas other factors at play in the L2 classroom in Pakistan have been the subject of research, 

the impact of LLR on L2 learning in this context is still largely unexplored. There is, thus, a 

gap in the literature that this study endeavors to fill. It is also felt that this study is significant 

in the pedagogical areas of applied linguistics or L2 proficiency, but it is also beneficial for 

learners, educators, and researchers. Further, its contribution to research, particularly in English 

language learning among L2 learners in Singh, will prove to be novel.  

 

2. Literature Review 

In a related context, Al-Ahdal (2020) concluded in the case of Saudi EFL learners that a 

collaborative language learning environment contributed positively to the language learning 

experience of university learners. Fernández-Dobao (2016) surmised that all learners benefitted 

from small group interactions, gaining new knowledge in the process. Meaning negotiation in 

L2 has been demonstrated to benefit from peer-to-peer exchange by Jiménez (2015) in the 

course of a study. Apart from meaning negotiation, other interrelated processes, such as, input, 

output, feedback, and attention are set into motion in a peer to peer interaction in L2 setting. In 

a study of learner-learner interactions in L2 classroom, Kang (2015) concluded that peer 

interaction creates unique opportunities that can benefit the learners, especially if they engage 

in collaborative dialogue. According to Widman (2012), learners' self-esteem and confidence 

influences their social context. Highly confident and self-esteemed learners have an additional 

constructive association with their classmates. In another study, Frisby & Martin (2010) 

examined the role of rapport in building positive relationships and an overall positive classroom 

environment. It examined instructor rapport with learners and the part of rapport among 

learners as well. Results indicated that perceived instructor rapport, learner-learner rapport and 

classroom connectedness enhanced learners' participation and constructive contribution in the 

classroom. It further suggests that only good connection among learners and teachers 

consistently predicted participation, affective learning, and cognitive learning. They concluded 

that rapport has a constructive influence and impact on L2 learning. Worley et al (2007) 

described that an instructor's ability to convey interpersonal messages is considered one 

dimension of instructional communication competence and may achieve relational goals. 

Mottet, Frymier, and Beebe (2006) have recommended that learners go into their classrooms with 

their specific relational aims, classmates, and teacher. So, it can be said that when learners enter 

school, they certainly hope that their peers and their teacher will like them. The hope of being 

favored or respected straightforwardly adds to the overall aspect of rapport. Unquestionably 
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teachers influence incredibly one learning, social development and may even make an obvious 

difference in what one becomes. Most of the accessible previous studies recommend that rapport 

among teacher-learners and learner-learners can be considered a constructive, interpersonal bond 

that generally brings out productive learning outcomes. According to Boynton & Boynton, 

(2005), learners will not obey or follow the rules and procedures, and they will neither trust 

teachers nor listen to what they have to say if they sense teachers do not value or respect them. 

Experiencing a sense of belonging either by teachers or peers greatly contributes to developing 

positive relationships and positive behaviors. The teacher is the one who can make students 

believe in themselves and their success. Teachers are the main source to influence learners to 

achieve successful outcomes in second language learning. Payne (2003) stated that teachers 

should guide students to understand the value of personal interest. According to the current 

analysis achievement or failure in learning a foreign language is not independent of some 

significant areas like the learner's personality, learner's ethical background, the learning criteria 

and its surroundings. Dörnyei & Csizér (1998) conducted a survey that discloses that teachers' 

behavior is considered the most crucial motivational feature, and it also reveals that teachers' 

rapport with students is one of the most motivational resources in their classroom practice.  

 

2. 1. Defining Rapport 

Using the Professor-Student Rapport Scale and The College and University Classroom 

Environment Inventory questionnaire, Thakur (2019) measured the impact of rapport through 

Pearson Correlation and confirmed a positive correlation between Faculty-student rapport and 

Classroom environment. Acharya (2018) conducted a study on rapport building in the 

classroom to identify what students want and make a favorable environment in the class and 

rapport building for learners' performance. The study's findings disclose that the students had 

great desire for their teachers to have a sense of harmony and expect their teachers to help them 

enhance their performances. Ayaz (2013) surveyed Secondary level in Khyber Pakhtunkhwa 

to investigate the impact of teacher-learner rapport on students' academic achievements, 

concluding that moderately significant differences existed between teacher and students' views. 

According to Hamre and Pianta (2006), student-teacher rapport gives educators a distinctive 

approach to improving the learning and socio-cultural milieu in the classrooms. Paterson 

(2005) has expressed that rapport is the magnificent connection that allows both the teacher 

and students to participate and learn mutually. This mutual relationship can be maintained and 

created by the most influential teachers at the beginning of the course. Mutual understanding 

and good rapport between students and teachers motivate learners to learn and make the 
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classroom more exciting and enjoyable. Buskist and Saville (2001) present the idea that rapport 

emerges as a result of many little things done on a regular basis. Brookfield (1990) defines 

rapport as "the affective glue that binds education relationships together" (p. 163). 

Further, a sense of feeling protected or secure would encourage students to take more risks to 

take part in the difficult tasks of learning. Tiberius (1993) is similarly effusive, conceiving 

rapport as the context in which teaching and learning occur. Both authors have expressed the 

idea that rapport can encourage participation and forms the ways to get desirable learning 

outcomes.  

In light of intense study of literature review, it can be summed up that building rapport is very 

necessary whether it is between teacher and learners or among learners, both LLR and TLR are 

essential to form the supportive and healthy environment in the classroom. In the practical 

teaching and learning process, both the teachers and learners can play a crucial role and serve 

as motivators to improve learners' language proficiency and their classroom performance for 

academic success. Establishing rapport alone is not enough because positive relationships are 

the base for building a robust discipline system. It is also not easy to explicitly explain the 

limits of expected attitudes, to assess actions, and practice consequences with varying 

conditions. Specifically, in higher education, LLR should be considered as one of the crucial 

issues in terms of L2 or second language learning, and it must be highlighted not only because 

it develops mutual understanding between teacher and learners, but it also plays a leading role 

to enhance learners' L2 proficiency and classroom performance.  

 

Research Methodology 

The present study aims to know the learner's perception about the impact of learner-learner 

rapport on L2 learning. A quantitative approach has been adopted for this study by using a 

questionnaire for data collection.  

There were in all 32 items based on the 5-point Likert Scale ranging from strongly disagree to 

strongly agreeing.  Word choices were also given for each item as follows, to ensure greater 

clarity: (1) = (strongly disagree) (2) = (disagree (3) = (neither agree nor disagree), (4) =(agree) 

or (5) = (strongly agree). 
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Figure 1. Research Design 

 

 

 

The perception about teacher-learner rapport was measured previously, Frisby and Myers 

(2008) successful adaptation of Gremler and Gwinner's (2000) 11-item scale, was used. The 

scale measures 6 items for enjoyable interaction and 5 items for personal connection. Internal 

reliability for this study was checked (.866). Bakhtawar Mughal's (2017) successful adaptation 

of Makewa et al., (2013) measured learners' perceived level of English proficiency. There were 

8 items for speaking skills, 8 items for reading skills, 8 items for listening skills and 8 items 

for writing skills, bringing the total to 32 items. The overall reliability of this study was (.804).  

A representative convenience sample of 209 undergraduate students were selected from both 

universities: MUET and UoSJ. All participants were students of English along with other 

subjects related to their particular field. As this study is not gendered biased, a comparable 

number of males (103) and females (106) were included. 
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4.  Data Analysis Techniques 

Random sampling technique was applied. The participants were given the questionnaire in each 

selected discipline, after which the participants were instructed to fill the questionnaire in the 

researcher's presence. The data of 209 students was analyzed through frequency and percentage 

ratings, and Kendall's tau-b correlation coefficient a nonparametric, was applied through SPSS 

(version 20th) software. 

 

4.1 Ethical Consideration 

According to Cohen (2007), research ethics circle confidentiality, anonymity, and informed 

consent. In the present study, the most important ethical issue is informed consent and 

confidentiality of the participants. For this study, permission was sought from administrative 

authorities of Mehran University of Engineering and Technology & Sindh University 

Jamshoro. Before collecting the data, the participants' consent was assured that their bio-data 

and name would be kept anonymous. The instrument's validity was checked with three social 

science professors at UoSJ and MUET, and test sampling was done with thirty-five comparable 

participants to weed out or modify unsuitable items.  

 

5. Results 

For first objective and research question descriptive statistics was used to analyze the results. 

The descriptive statistics shows the mean and standard deviation of participant's responses so 

that results can be understood clearly.  
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Fig 2: Overall perceived second language proficiency 

 

 

The above figure depicts overall learners' perceived L2 proficiency in all four skills of the 

language. The overall L2 proficiency of learners is 3.7485, that indicated a good level of 

proficiency. According to table 1 participants of reading proficiency are at first stage that is 

3.9522, as it shows a high level of agreement regarding their proficiency while on the other 

hand, perceived listening proficiency is at the second high level, 3.9093. According to the data, 

it is speaking skill that shows 3.7122 mean that is at stable and good level of proficiency when 

it comes to the third high proficiency skill. Lastly, writing skill proficiency is at a moderate 

level compared to other above skills, which is 3.5018.  So, the result clearly shows the learners 

proficiency is at high level. 

For the second objective and research question, a Kendall's tau-b correlation was run to 

determine the Impact of Learner-Learner Rapport on learners' perceived English proficiency 

as a second language.  
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Table 2:  Correlations between learner-learner rapport and perceived language proficiency  

Descriptive Statistics Learner-Learner Rapport Measure 

Learner- Learner 

Rapport 

N Minimum Maximum Mean Std. 

Deviation 

Enjoyable Interaction 209 1.67 5.00 3.7998 .62206 

Personal Connections 209 1.00 5.00 3.6737 .67634 

Learner Rapport 209 1.36 5.00 3.7425 .59276 

 

Correlations 

 Learner 

Rapport 

Overall 

Perceived 

Language 

Proficiency 

Kendall's tau_b 

Learner Rapport 

Correlation 

Coefficient 
1.000 .209** 

Sig. (1-tailed) . .019 

N 209 209 

Overall Perceived 

Language Proficiency 

Correlation 

Coefficient 
.209** 1.000 

Sig. (1-tailed) .019 . 

N 209 209 

**. Correlation is significant at the 0.01 level (1-tailed). 

 

The table 2 A Kendall's tau-b correlation was run to find out the relationship between the 

impact of LLR and L2 learning. In the table 4.6.12 the result of LLR (τb= .209**, N=209, P < 
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0.01) shows correlation is significant at the 0.01 level (1-tailed). The result shows there is 

positive correlation between two variables which is statistically significant. According to per 

data overall mean of LLR is 3.7425 that is a high level. Learners' enjoyable interaction shows 

the mean 3.7998 that is at a higher level compared to learners' personal connection, which 

shows the mean 3.6737, which is also at a high level. This all means there is a positive 

relationship between LLR and learners overall perceived L2 proficiency. The result depicts 

that learner-learner rapport has a positive impact on L2 learning, and it also clearly shows that 

learners have a good rapport with their peers, so most of them are agreed about the positive 

impact of rapport as compare to disagree and strongly disagree options. The findings show the 

more constructive rapport is created among learners; the more positive learning outcomes will 

be gained.  

The research results indicate the significance of peer feedback and students to student reporting 

in the learning process. Students participate actively in the feedback process and state that they 

understand how to overcome their problems effectively and how to manage their potential 

activities. Feedforward will encourage self-regulation and intensify the learning process and 

develop real and substantive engagement in the learning process as a required pre-condition 

for sustainability. As we saw, the guidance offered during the project focused mostly on solvent 

issues and is marked by an appreciation of how best to generate and analyze work. This 

beneficial aspect of self-regulation enables students to understand correctly, communicate with 

responsible analytical specialists, improve their learning material, and be certified 

systematically. This method has undoubtedly reinforced many academics' views, including 

Elkord (2019), who defend and analyze education and learning in their own right. An integral 

aspect of the regulatory process is also the motivating mechanism of analysis. The results 

indicate that feedback is distinguished by emotional factors that increase student engagement 

in research studies, emphasizing the need for students to develop their self-learning and 

autonomy (Al-Harbi & Troudi, 2020; Elsaid, A Qoura, & Hassan, 2019; Siddiqui, 2020).   

 

6. Practical and Pedagogical Implications 

This study has some implications for teachers as well as learners. Learners also can help their 

other classmates by creating better and effective leaning environment through rapport to learn 

L2 productively. To create good LLR collaborative and communicative approaches can be 

followed to provide learners an appropriate and healthy environment for practicing and 

enhancing L2 learning more proficiently. For future implications this study can be considered 
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very helpful for the field of educational research and second language (English) teaching and 

learning.  

This study can be expanded further so new researchers can work on other disciplines, faculties 

and universities of Sindh, Pakistan to help learners effectively develop their linguistic skills in 

second language learning and to achieve educational goals. As it is significantly confirmed that 

rapport strongly and positively impact on L2 learning and hence should be created, considered 

and maintained in tertiary/ higher educational level. This study is beneficial for learners by 

knowing some new and reliable ways to create rapport among learners in the L2 classroom. 

This research will bring a great change in a challenging environment and help to create better 

learning environment for the L2 learners.  

 

6.1 Academic Implications 

Learners are suggested to remove the gap between them and their peers by creating good 

constructive rapport, which certainly helps them feel free to share their difficulties with their 

classmates. Teachers should also design thought-provoking and enjoyable activities according 

to learners' level and interest. A good rapport among learners may provide many choices and 

opportunities to help each other in the classroom activities, difficult L2 learning tasks and to 

increase their participation and excitement for L2 learning. Learning language is based on 

integrative skills therefore, it is essential to create a good rapport, mainly LLR to have a friendly 

environment in the classroom that can certainly help learners to learn second language 

proficiently. The teacher should also make this clear in the school that all learners deserve 

respect, care, and value to not feel negatively evaluated by their class fellows or peers. 

Additionally, this study brings awareness to researchers as well. It is one step forward for a 

deep understanding about the impact of the learner-learner rapport concept.  

 

7.  Recommendations 

• This study suggests that both teachers and learners create and maintain good rapport to 

enhance second language learning.  

• Teachers must identify learners' needs, interests, and lacks to help learners learn 

confidently. 

• As a teacher, through rapport you can easily get to know your students well, and your 

instructions well received. Learners are most likely to respect, listen and obey teachers if 

teachers engage, connect well and form a good rapport in the classroom. 
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• Learner-learner rapport can help educators provide learners with an appropriate and healthy 

environment to practice and enhance L2 learning more proficiently.  

• it is highly recommended for our educational areas specially at higher or university level, 

teaching and learning environment requires more attention on LLR because at this level 

learners are more aware and mature enough to understand the ways their peers or other 

pupil react or behave consequently it impacts on leaner's psychological nurturing and 

willful leaning. So, this research can contribute in next analyses and other further studies 

to provide a more significant amount of awareness on different concepts regarding learner-

learner rapport and its impact on L2 learning. 

 

8. Conclusion 

The research findings depict a high level of rapport between L2 proficiency and learner-learner 

rapport.  To achieve better competence in the second language, the teachers, researchers, and 

higher education authorities in Pakistan can incorporate strategies to nurture rapport in the 

language classroom. They may be warned, though, that LLR is not a technique to learn 

effectively and achieve good grades, but it governs the routes that result better learning. As it 

is observed that though powerful, the correlation between rapport and learning apparently 

seems to be indirect, but is most certainly undeniable. Finally, at higher/ tertiary level education 

our teaching and learning environment requires more attention on the significance of good 

rapport among learners and also teachers. Further studies regarding LLR and its impact on L2 

learning at university level can provide greater awareness and various beneficial concepts. 

Hopefully this study contributes in the field of research and it will also give a path to other 

researchers for further investigation and study in various academic contexts.  
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List of Abbreviations   

 

LLR 
Learner-Learner Rapport 

TLR 
Teacher-Learner Rapport 

PLP 
Perceived Language Proficiency 

L2 
Second Language 

MUET Mehran University of Engineering & technology 

Std  Standard Deviation  

UOSJ  University of Sindh Jamshoro  

HEC  Higher Education Commission  

SPSS  Statistical Package for Social Sciences  
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Abstract 

This study determined how a flashcard application affected vocabulary acquisition in an 

English as a foreign language (EFL) reading course at a university in Saudi Arabia. It also 

targeted the use of vocabulary learning strategies (VLSs). Participants consisted of 42 male 

English majors, who learned vocabulary from their textbook using a flashcard application 

(Cram) installed on their smartphones after receiving training on using VLSs with information 

and communication technology. Following a quasi-experimental quantitative design, 

participants took a pretest, immediate posttest, and delayed posttest measuring their vocabulary 

acquisition and filled out a closed-item questionnaire on VLSs in EFL reading. The participants 

showed significant improvement overall, especially in production and recognition. They 

retained the new vocabulary for the three weeks between immediate and delayed posttests and 

showed moderate use of VLSs in EFL reading; determination strategies scored the highest, 

followed by cognitive strategies, while social strategies ranked last. No significant correlation 
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was found between level of vocabulary acquisition and use of VLSs. Based on the findings of 

the study, it is recommended that instructors employ the training program integrating digital 

flashcard applications, VLSs, and assessment procedures to help learners improve their 

vocabulary learning. 

 

Keywords: EFL reading, flashcard, Cram, vocabulary acquisition, vocabulary learning 

strategies 

 

Introduction 

Foreign language education continuously evolves and adapts to new technology and 

techniques. Emerging evidence has shown the benefit of integrating smartphones into foreign 

language education. Such technology empowers students to learn on their own, interact with 

peers and teachers, and freely search for information, thereby improving their motivation, 

attitudes, and performance. Vocabulary acquisition is a vital component of language as normal 

communication requires a sufficient vocabulary (Nation, 2001). The Internet and smartphones 

equipped with recorders, cameras, and notetaking and other apps can improve vocabulary 

learning processes in terms of continual storage, retrieval, review, and practice. Digital 

flashcards in particular can improve vocabulary acquisition skills. Unfortunately, Saudi 

undergraduates experience low levels of vocabulary acquisition that hinder their English 

learning. Despite its promise, little research has been conducted on the effectiveness of 

smartphone flashcard applications on vocabulary learning. Therefore, this study sought to 

improve English as a foreign language (EFL) vocabulary learning through an intervention that 

included training with and use of a smartphone-based flashcard app and appropriate vocabulary 

learning strategies (VLSs).  

 

Vocabulary Acquisition in EFL 

Wilkins (1972) called attention to the significance of learning vocabulary, without which 

“nothing can be conveyed” (p. 111). Vocabulary acquisition has since become a core 

requirement to comprehend and produce texts in a foreign language (Beglar & Hunt, 2005; 

Harmer, 1991; Renandya & Widodo, 2016). Vocabulary knowledge is vital in L2 reading 

because of its effects on higher language processes, such as grammar and schemata (August et 

al., 2005). Learners with a smaller vocabulary could face more problems with written and 

verbal communication, and studies have found a strong relationship between vocabulary 

knowledge and reading comprehension (Dalton & Grisham, 2011). Gaining a strong 
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vocabulary, however, requires systematic approaches that avoid frustrating and demotivating 

learners (Nation, 2001).  

 

Vocabulary Learning Strategies (VLSs) in EFL 

VLSs are “conscious and unconscious, planned and unplanned steps and actions that L2 

learners take to discover and consolidate the form, meaning and usage of words” (Marin-Marin, 

2005, p. 74). VLSs involve choice, are complex, require training, and can improve the 

effectiveness of vocabulary learning and usage (Nation, 2001) and L2 learning (Lin & Yang, 

2014). Thus, students need to learn how and when to apply appropriate VLSs (Akbari & 

Tahririan, 2009; Naeimi, & Foo, 2015). 

A number of VLS taxonomies are based on the experiences of EFL learners (e.g., Brown & 

Payne, 1994; Cohen, 1990; Nation, 2001; Schmitt, 1997) and have been proposed to help 

acquire EFL vocabulary. This study considered Schmitt’s (1997) comprehensive and widely 

applied taxonomy. In this framework, five VLSs are categorized under two main groups: (a) 

discovery strategies, which learners use to discover words on their own (determination and 

social strategies), and (b) consolidation strategies, which learners employ to enhance the 

learning of words (memory, cognitive, metacognitive, and social strategies).  

There has been growing interest in VLSs in the Middle East. Studies have found such strategies 

can help learn vocabulary independently when learners are trained well in using them (Al-

Omairi, 2020; Rabadi, 2016; Rahim et al., 2018). Rabadi (2016) explored VLSs among 110 

undergraduate students in English language and literature at eight Jordanian universities using 

a closed-item questionnaire. It was shown that students who responded to the questionnaire 

were moderate users of VLSs, and memory strategies were the most common, while 

metacognitive strategies were the least common. In an English for academic purposes (EAP) 

context in Iraq, Al-Omairi (2020) examined VLSs among 100 university students using a 

closed questionnaire. Determination strategies were the most used, and metacognitive 

strategies were the least used. In addition, interviewees appreciated the importance of VLSs. 

Rahim et al. (2018) examined the influence of VLS training (dictionary work, word families, 

memorization, asking classmates or teachers, guessing from context, repetition) on vocabulary 

development and retention among 60 male Palestinian students through an achievement test 

and attitudinal questionnaire about learning English. The participants’ vocabulary learning 

improved, they retained vocabulary longer, and their desire to learn English increased. 

Although little was explained about the training program and procedures, academic major and 

English level have been shown to play a vital role in students’ VLS preferences. This could be 
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seen in the Rabadi (2016) and Al-Omairi (2020) studies cited above, where VLS preferences 

varied between groups of students in different majors with different levels of English 

experience. 

In the Saudi context, extensive exploratory research on VLSs has been conducted (e.g., Al-

Bidawi, 2018; Aleabsi, 2016; Al-Harbi & Haliza, 2018; Alqarni, 2017; Alyami, 2016; 

Elashhab, 2019), although only two experimental studies (Alqarni, 2018; Ismaiel & Al Asmari, 

2017) have examined VLSs in traditional EFL classrooms in general. Alyami (2016) reported 

that 158 undergraduates put more emphasis on the meaning of new words in their native 

language when learning new vocabulary and favored notetaking strategies the least. In Aleabsi 

(2016), 46 female undergraduate and graduate students favored cognitive, metacognitive, and 

social strategies; asking the teacher for the meaning of a word and using the Internet and mobile 

phones were more favored strategies. However, strategies for spelling were used less often. In 

Alqarni (2017), 81 male undergraduates in English and translation departments did not use 

VLSs very much; metacognitive strategies were the most common, while memory strategies 

were the least common.  

Ismaiel and Al Asmari (2017) conducted a 12-week diction learning tactics program with 124 

female undergraduates and assessed their vocabulary improvement and use of VLSs through 

quantitative means: an achievement test and a questionnaire. The experimental group showed 

more positive results, suggesting the training allowed them to apply English in a freer 

communicative mode. Alqarni (2018) examined how 29 EFL male undergraduates’ growing 

awareness of VLSs affected their motivation to use VLSs through a pre/post questionnaire for 

five weeks. Students increased their application of VLSs in determination, memory, and 

cognitive strategies. Al-Harbi and Haliza (2018) showed that gender correlated with VLS use 

among 56 undergraduates majoring in English; female students favored cognitive strategies, 

while male students preferred social strategies. In Al-Bidawi (2018), 94 undergraduate English 

majors highly favored social strategies and favored memory strategies the least. Elashhab 

(2019) measured 20 female students’ attitudes and assessment of VLSs in preparatory year 

programs. Participants favored memory, determination, and metacognitive strategies more and 

favored cognitive strategies the least. 

The literature shows a variety of VLS preferences. While learners tend to favor metacognitive, 

determination, and memory strategies, they have sometimes favored social and cognitive 

strategies. This variation could be attributed to differing variables between studies, such as 

gender, level of study, major, and context. In addition, few studies have investigated VLSs in 

technology-enhanced environments that allow more space to learn vocabulary independently. 
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Mobile-Assisted Language Learning (MALL) and EFL Vocabulary Acquisition 

Mobile-assisted language learning (MALL) involves using mobile technology to deliver 

language learning content (Kukulska-Hulme & Shield, 2008). MALL provides constant and 

immediate help, inclusive education, and learning inside and outside the classroom and can 

improve comprehension, proficiency, competence, and fluency (Kukulska-Hulme, 2016). In 

fact, mobile technologies integrated into EFL learning (e.g., L2 vocabulary acquisition) have 

been inspired by student-centered approaches (Burston, 2014). Mobile devices offer more 

exposure to real-life situations, freedom in choosing how to learn, mobility, being able to learn 

regardless of time and location, and control over the learning process (Almekhlafy & Alzubi, 

2016; Alzubi & Singh, 2017; Persson & Nouri, 2018). MALL can provide assistance through 

visual media, audio media, multimedia, authentic materials, texting, voice-messaging, cameras, 

social networking, and task completion (Chinnery, 2006; Thornton & Houser, 2005), and 

applications (e.g., WeChat) (Pamintuan et al., 2018). As a result, mobile technologies such as 

smartphones, tablets, and iPads have become powerful learning tools thanks to the ability to 

use them anytime, anywhere. This ubiquity facilitates a communicative approach to L2 

learning (Chinnery, 2006). In the absence of a set time and place for education, learning can be 

more individualized (Burston, 2014). However, these advantages depend on the user, as mobile 

technology could become a distraction for students who fail to make educationally oriented 

decisions about how to well utilize it for their learning needs. Similarly, Stockwell (2010) 

argued the success of mobile technology largely depended on learners’ changing needs. 

Studying how learners naturally use their mobile devices could help design learning activities 

and materials accordingly. 

Recently, there has been extensive research on improving L2 vocabulary retention through 

mobile technology in formal and informal settings (Elaish et al., 2019; Lin & Lin, 2019). Three 

major forms of mobile technology have been investigated in this regard: apps, short message 

services, and multimedia message services. Findings have shown a large positive effect of such 

technology on retention. In Lin and Lin’s (2019) review, short message services and 

multimedia message services offered greater benefits than apps. Lin and Lin argued that L2 

vocabulary retention when using mobile technology was moderated by three main factors: 

treatment period, research context, and autonomy affordance. A medium treatment period had 

a greater effect on learning, and learners who used mobile technology inside and outside the 

classroom received better results in L2 vocabulary than those who learned on their own in 

either context. Finally, learners who learned with more help and guidance from their teachers 
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received higher vocabulary retention. That is to say those learners who enjoyed less autonomy 

achieved better results on vocabulary retention.  

Social media on smartphones could also facilitate vocabulary feedback in terms of satisfaction, 

word use, comfort, active learning, cooperation, and sharing (Ko, 2019). However, possible 

constrains include mobile charging, students feeling ashamed when being compared to their 

peers, use of different social media, and distraction. For mobile technology to hold students’ 

attention and help them learn, such devices should be accompanied by VLSs that enhance 

learning in an autonomous environment (Liu, 2016). In this way, mobile devices and the 

Internet can promote learner autonomy, lifelong learning, and digital literacy (Godwin-Jones, 

2017).   

 

Flashcard Applications in Previous Research 

Flashcards are an effective way of learning vocabulary (Chien, 2015; Komachali & Khodareza, 

2012; Schmitt & Schmitt, 1995; Sitompul, 2013). This effectiveness might be attributed to 

students being responsible for their own learning, spaced learning, portability, creation of 

logical groupings of target words, and positive motivation (Ashcroft & Imrie, 2014). Online 

flashcard applications for vocabulary have been found to positively influence EFL learners in 

terms of achievement (Barr, 2016; Lander, 2015), proficiency (Ashcroft et al., 2018), attitude 

(Anjaniputra & Salsabila, 2018; Chien, 2015; Dizon, 2016; Lander, 2015), and motivation 

(Ashcroft & Imrie, 2014). 

Lander (2015) examined whether a blended learning component (Quizlet) would help 485 

Japanese EFL university students improve their vocabulary learning. The pre- and posttests 

and survey indicated students improved their test scores after using Quizlet. Learners’ attitudes 

improved as well because they could vary their learning techniques using technology. Barr 

(2016) likewise investigated Quizlet on computers and smartphones to help 32 low-proficient 

students enhance their vocabulary knowledge in an EFL course at a university in Japan. 

Learners who used Quizlet showed higher test scores, but this higher performance did not last 

after students stopped learning the sets. In addition, Dizon (2016) examined nine Japanese EFL 

undergraduates’ use of Quizlet with pre- and posttests and a technology acceptance 

questionnaire. Participants’ scores improved significantly, and they perceived Quizlet as a 

useful, easy way to learn vocabulary.  

In their action research, Anjaniputra and Salsabila (2018) examined 30 Indonesian fourth-year 

university students’ responses to using Quizlet inside the classroom for complex vocabulary. 
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The observations and interviews showed Quizlet improved engagement and persistence. 

Learners also perceived vocabulary learning as more enjoyable and considered Quizlet a 

positive addition. However, students’ achievement and motivation were not traced. In another 

study, Ashcroft et al. (2018) examined 139 Japanese EFL undergraduates’ use of digital and 

paper flashcards in relation to proficiency level. Less proficient students performed better in 

gaining vocabulary through digital flashcards than paper flashcards, whereas this difference 

was not seen with more highly proficient students. Digital flashcards might have provided 

support low-level learners lacked in terms of focus, motivation, discipline, time management, 

and application of VLSs. This finding meant proficiency correlated negatively with learning 

vocabulary using digital flashcards.  

Sanosi (2018) investigated the effect of Quizlet on 42 male Saudi EFL undergraduates’ 

vocabulary acquisition. The posttest showed the experimental group gained vocabulary 

through Quizlet better than the control group, who learned using traditional methods. 

Montaner-Villalba (2019) investigated Quizlet on the mobile phones of 24 Spanish EFL school 

students. The posttest revealed a significant improvement in vocabulary, which was attributed 

to Quizlet allowing for more exposure outside the classroom and immediate feedback. 

The literature has examined the use of VLSs in EFL and flashcard applications, as well as the 

variables of performance, gender, attitude, and motivation. However, little research has 

examined perceptions about learning vocabulary through flashcard applications on 

smartphones among Saudi EFL learners. In addition, most studies on VLSs in the Saudi EFL 

context are exploratory, targeting students in traditional classrooms. These findings could be 

used in a quasi-experimental study examining learners’ use of VLSs in an English skill, such 

as reading, with the assistance of smartphone applications.  

This study was framed by theories on vocabulary learning strategies of storage and retrieval in 

foreign language acquisition (Oxford, 1990) through MALL (Kukulska-Hulme & Shield, 

2008). The study contributes to the literature by examining how a flashcard application (Cram) 

influenced vocabulary retention and retrieval as well as the appropriate use of VLSs for EFL 

reading in a smartphone-enhanced environment. The study sought to answer the following 

research questions:  

1. Are there any significant differences in Saudi undergraduates’ level of vocabulary 

acquisition in EFL reading before and after the treatment? 

2. What vocabulary learning strategies do Saudi undergraduates use in perceiving new 

words in EFL reading in a smartphone-enhanced environment? 
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3. Is there any relationship between undergraduates’ level of vocabulary acquisition and 

use of vocabulary learning strategies in EFL reading?  

 

Materials and Methods 

In this quasi-experimental study, a quantitative design was employed to examine learners’ 

vocabulary acquisition through a flashcard application (Cram) on smartphones following a 

training program.  

 

Population and Sample 

The study targeted undergraduate English majors in the Department of English at Qassim 

University. The original sample included all male students (N=49) from Level 2 in the EFL 

reading course. At this level, students are supposed to possess thorough knowledge and be 

responsible for their language learning, provided they receive good training to be autonomous 

learners. The participants were a generally homogenous group, as depicted in Table 1. 

Table 1. Characteristics of Participants 

Age 19-21 

Gender Male 

Nationality Saudi  

English level Pre-intermediate (placement 

test) 

Level of study First year, Level 2 

Course Reading 

Smartphone 

ownership 

iOS, Android 

Internet access On and off campus 

Culture Saudi Arabia 

Mother tongue Arabic 

 

 

Data Collection 

Two quantitative measures were employed: a test given three times (pretest, posttest, delayed 

posttest) and a closed-item questionnaire. The test was designed by the researcher to assess 

vocabulary recognition and production in terms of comprehension, synonyms, definitions, and 

parts of speech before and after the treatment. The closed-item questionnaire was applied to 

examine use of VLSs on smartphones. Descriptive and correlational analyses were carried out 

through SPSS. 

Two equivalent tests were used. Schmitt et al. (2001) provided evidence that two equivalent 

tests “can provide valid results and produce similar, if not truly equivalent, scores” (p. 79). The 
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pretest measured participants’ vocabulary knowledge to ensure they did not know any of the 

vocabulary before the treatment, making it more likely that any changes in posttest results 

would be due to the treatment. The nature and construction of the test were in line with the 

learning system in the flashcard application, which included 60 vocabulary items from the 

reading textbook. The pre- and posttests included 30 items chosen randomly using a computed 

formula. Each test had four main sections. The first included 10 fill-in-the-black items for 

producing the target words in sentences. The second section had five items on recognizing the 

meanings of the vocabulary, where participants were asked to choose synonyms for the 

underlined word. The third section included five recognition items, where participants were 

asked to match terms to their definitions. The fourth section contained 10 production items, 

where participants were asked to specify the parts of speech of the terms given. The participants 

sat for the same tests three times: prior to the treatment, immediately after the treatment, and 

three weeks after the treatment. The delayed posttest thus measured the retention of vocabulary 

over a longer period.  

A closed-item questionnaire assessed the learners’ knowledge of VLSs for learning EFL 

reading vocabulary using a flashcard application (Cram) on a smartphone. The questionnaire 

was adapted from Oxford (1990), Schmitt (1997), and Tyson’s (2017) classifications of VLSs 

in EFL. The changes were based on using VLSs related to the reading textbook, the EFL 

reading context of Saudi undergraduate English majors, and the technology-enhanced 

environment. The questionnaire had 36 items under five categories of VLSs: memory strategies 

(10 items), cognitive strategies (nine), determination strategies (five), metacognitive strategies 

(five), and social strategies (seven). The questionnaire was conducted online using Google 

Forms after the posttest. The students were invited to respond to the questionnaire through a 

link on the social media platform WhatsApp.   

 

Procedures for Training Program and Treatment 

A training program for the treatment group was facilitated by a professional instructor, who 

taught them how to apply VLSs using Cram after the pretest. The training included two tasks: 

orientation and practice with VLSs and Cram. The orientation involved PowerPoint slides 

combining text and illustrations to make students familiar with types of VLSs, the benefits of 

technology in learning, and the components, functions, and importance of Cram.  

The practice task involved using VLSs with smartphone tools (camera, recorder, notes), the 

Internet, and social media (WhatsApp). Examples of VLSs and technology were explained to 

participants, who were trained to use Cram with examples from the reading textbook. Students 
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were taught how to create a set of words and meanings under a given title and subject along 

with a description. They also learned how to include a hint, such as an example, tag, link, 

synonym, or meaning in their native language. In addition, they learned how to memorize new 

words and definitions through the memorize and review modes with the help of hints and 

pronunciations. After this training, they used Cram inside and outside the classroom for six 

weeks to learn new vocabulary from their textbook through storage, retrieval, and practice. 

The textbook for Academic Reading (ENG 237) in the Department of English and Translation 

was Advanced Reading Power 4 (Jeffries & Mikulecky, 2007). It helps students read on their 

own and use thinking processes with college-level texts. Awareness of reading and thinking 

processes is encouraged by exercises that require students to work in pairs or small groups. 

Students need an environment free of anxiety, practice to master new strategies, friendly 

pressure like persuasion and timing, positive examples for approaching a text, models of 

thinking for good reading, and examples of an enthusiastic reader. The book has four parts: 

extensive reading, vocabulary building, comprehension skills, and reading faster. The course 

focuses on comprehension skills, enabling students to apply a variety of reading activities and 

skills. Each unit in Part 3 focuses on an essential reading skill to practice. The section at the 

end of each unit helps students learn the academic vocabulary of the unit. 

Data collection involved several steps. The pool of potential participants (49 students majoring 

in English in Level 2 of the reading course) was made familiarized with the study objectives 

and benefits from the experience. Those who agreed to participate signed a consent form. Next, 

they took the pretest to measure their knowledge of the target vocabulary in the textbook. Out 

of 49 students, four were excluded for not owning smartphones and another three dropped out 

of the course. Figure 1 shows the sampling and instrument procedures. 
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Figure 1. The study procedures for sampling and data collection. 

 

SPSS (Version 23) was used to compute the test and questionnaire data. The quantitative 

analysis included descriptive and correlational analysis. The descriptive analysis involved 

extracting means, standard deviations, measures of significance, test scores, and questionnaire 

responses. After comparing answers on the pre- and immediate posttests, the researcher 

determined the effect size of the training program. In addition, participants’ retention of L2 

vocabulary was assessed by comparing the immediate and delayed posttests. The correlational 

analysis compared questionnaire responses with the immediate posttest to evaluate how 

participants’ use of smartphone apps might have enforced their use of VLSs.   

 

Validity and Reliability  

Before the main study, the procedures and instruments were piloted with 20 students 

representing the target population in the Department of English at Qassim University. The pre- 

and posttests, research questions, and types of questions were sent to four professors of English 

specializing in second language acquisition and applied linguistics at two universities in Saudi 

Arabia with over 10 years of teaching experience and a strong record of publications. They 

confirmed the ability of the tests to measure what they were designed to measure and gave 

feedback about omitting some items. After incorporating this feedback, the test and 

questionnaire were piloted for reliability. As shown in Table 2, the coefficients of Tests A 

(pretest) and B (posttest) revealed a significant correlation between the two versions of the tests 

overall (r=.537) and at the levels of production (15 items, r=.446) and recognition (15 items, 

Level 2 students in the 

reading course (49) 
Randomization and exclusion (42) 

Pretest 

Treatment (7 weeks) 

Immediate posttest 

Closed-item questionnaire (VLSs) 

Delayed posttest (after 3 weeks) 
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r=.650). These scores indicated the tests were equivalent and differences in the main study 

would be due to the treatment.  

 

Table 2. Coefficient of Equivalence for the Tests 

Dimension Producti
on (Test 
B) 

Recogniti
on (Test 
B) 

Test 
B 

Production 
(A) 

Pearson 
Correlation 

.446* .127 .371 

Sig. (1-tailed) .024 .297 .054 
N 20 20 20 

Recognition 
(A) 

Pearson 
Correlation 

.282 .650** .543** 

Sig. (1-tailed) .114 .001 .007 
N 20 20 20 

Test A Pearson 
Correlation 

.433* .450* .537** 

Sig. (1-tailed) .028 .023 .007 
N 20 20 20 

*. Correlation is significant at the 0.05 level (1-tailed). 

**. Correlation is significant at the 0.01 level (1-tailed). 

 
The reliability coefficients of the questionnaire items (36) scored a high reliability overall (.92), 

as shown in Table 3. The internal consistency of the five categories scored .89 in memory, .88 

in cognitive, .81 in determination, .83 in metacognitive, and .86 in social strategies.  

 

Table 3. Reliability of Questionnaire 

Variable Dimension No of 
Items 

Cronbach’s Alpha 
(α) 

VLS 
questionna
ire 

Memory strategies 10 .89 
Cognitive strategies 9 .88 
Determination 
strategies 

5 .81 

Metacognitive 
strategies 

5 .83 

Social strategies 7 .86 

Total 36 .92 

 
Results 

Research Question 1: Are there any significant differences in Saudi undergraduates’ level of 

vocabulary acquisition in EFL reading before and after the treatment? 
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Table 4 presents the means and standard deviations of the pretests and immediate posttests 

before and after the treatment.  

 

Table 4. Pre-/Posttest Descriptive Analysis 

Test domains M N SD t df Sig. (2-
tailed) 

Effect 
Size 

Level 

Pair 1 

Pretest 
(production) 

4.58 42 2.462 

-10.352 
4
1 

.000 1.59 High 
Posttest 
(production) 

10.60 42 2.715 

Pair 2 

Pretest 
(recognition) 

8.43 42 3.394 

-4.815 
4
1 

.000 0.74 
Mediu
m Posttest 

(recognition) 
12.07 42 2.788 

Pair 3 
Pretest (overall) 13.01 42 4.943 

-8.106 
4
1 

.000 1.3 High 
Posttest (overall) 22.67 42 4.842 

 
Participants’ posttest scores (M=22.67, SD=4.842) were higher than in their pretest (M=13.01, 

SD=4.943), and their performance was reflected in the dimensions of the tests. The production 

posttest means (M=10.60, SD=2.715) were higher than the pretest (M=4.58, SD=2.462), and 

they also scored higher in recognition on the posttest (M=12.07, SD=2.788) than the pretest 

(M=8.43, SD=3.394). Table 4 shows a statistically significant difference at 0.05 between the 

pretest and posttest overall (t(41)=-8.106, p=.000). The dimensions of production (t(41)=-

10.352, p=.000) and recognition (t(41)=-4.815, p=.000) also exhibited significant differences. 

There was a high effect size (1.3) after comparing the totals of the pre- and posttests and 

production dimension (1.59) but a medium effect size (0.74) for recognition between the pre- 

and posttests.  

Table 5 shows the means and standard deviations of the immediate post- and delayed posttests.  

 

Table 5. Posttest Descriptive Analysis 

Test M N SD t df Sig. (2-tailed) 

Pair 1 

Immediate posttest 
(production) 

10.60 42 2.715 
-2.378 41 .022 

Delayed posttest 
(production) 

11.81 42 1.784 

Pair 2 

Immediate posttest 
(recognition) 

12.07 42 2.788 
-1.742 41 .089 

Delayed posttest 
(recognition) 

12.95 42 1.834 
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Pair 3 
Immediate posttest 
(overall) 

22.67 42 4.842 
-2.480 41 .017 

Delayed posttest (overall) 24.76 42 2.783 

 
 

The delayed posttests showed significantly higher scores than the immediate posttests (t(41)=-

2.480, p=.017). For instance, the production dimension in the delayed posttest scored 

significantly higher (t(41)=-2.378, p=.022). However, the scores for the recognition dimension 

were close and showed no significant difference (t(41)=-1.742, p=.089).  

Research Question 2: What vocabulary learning strategies do Saudi undergraduates use in 

perceiving new words in EFL reading in a smartphone-enhanced environment? 

Figure 2 displays the descriptive statistics for the 42 participants’ responses to the questionnaire 

about using VLSs on smartphones (see Appendix A). 

 

Figure 2. VLS descriptive analysis. 

 

Respondents were reportedly moderate users of VLSs in EFL reading (M=2.82, SD=.539). 

Determination strategies scored the highest (M=3.28, SD=.734) followed by cognitive 

strategies (M=3.24, SD=.669), while social strategies ranked last (M=2.00, SD=.718).  

Research Question 3: Is there any relationship between undergraduates’ level of vocabulary 

acquisition and use of vocabulary learning strategies in EFL reading? 

Table 6 shows whether a correlation existed between participants’ responses to the immediate 

posttest and VLS questionnaire. 
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Table 6. Immediate Posttest and VLS Questionnaire Correlation 

Questionnaire domains  Productio
n 

Recognition Posttes
t 

Memory strategies Pearson 
Correlation 

.259* .129 .219 

Sig. (1-tailed) .049 .209 .081 

Cognitive strategies Pearson 
Correlation 

.174 .004 .100 

Sig. (1-tailed) .135 .491 .265 

Determination 
strategies 

Pearson 
Correlation 

-.077 -.124 -.115 

Sig. (1-tailed) .314 .216 .234 

Metacognitive 
strategies 

Pearson 
Correlation 

.138 .309* .255 

Sig. (1-tailed) .192 .023 .052 

Social strategies Pearson 
Correlation 

.243 .118 .204 

Sig. (1-tailed) .060 .228 .097 

VLSs (overall) Pearson 
Correlation 

.208 .120 .185 

Sig. (1-tailed) .094 .225 .120 
**. Correlation is significant at the 0.01 level (1-tailed). 

*. Correlation is significant at the 0.05 level (1-tailed). 

 

There was no significant correlation between the immediate posttest and VLS questionnaire 

overall (p=.120), but there was a significant correlation between the dimension of production 

in the posttest and memory strategies (p=.049). Another significant difference was between 

metacognitive strategies and the recognition dimension in the posttest (p=.023).  

 

Discussion 

Participants showed improved results on the posttests overall, specifically in production and 

recognition. The effect size of the training program was high, indicating the flashcard 

application and VLSs improved vocabulary acquisition. Furthermore, the delayed posttest 

showed higher scores than the immediate posttest. Thus, participants retained their newly 

learned vocabulary for three weeks in terms of production and recognition. Higher scores on 

the delayed posttest could be attributed to retake exposure, where participants avoided mistakes 

they might have made in the immediate posttest. There was no significant correlation between 

level of vocabulary acquisition and use of VLSs. There was a significant difference, however, 

between the production dimension in the posttests and memory strategies as well as between 

metacognitive strategies and the recognition dimension.  
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The apparent effect of a smartphone flashcard application (Cram) on learners’ vocabulary in 

this study was consistent with previous studies, such as Lander (2015), Barr (2016), and Dizon 

(2016), who found Quizlet enhanced Japanese EFL undergraduates’ test scores and was a 

positive addition to their vocabulary learning. The findings were also in agreement with 

Anjaniputra and Salsabila (2018), who found Quizlet increased Indonesian learners’ 

engagement and persistence with vocabulary. Similar to this study, Montaner-Villalba (2019) 

reported that Spanish students using Quizlet on mobile devices improved their vocabulary 

learning.  

In this study, EFL reading learners were moderate users of VLSs, in accordance with previous 

research, such as the Jordanian participants in Rabadi (2016). Determination strategies were 

the most used as reported by participants, followed by cognitive strategies, whereas social 

strategies were the least. This finding partially agreed with Al-Omairi’s (2020) study, in which 

determination strategies were the most used among Iraqi EAP students, and metacognitive 

strategies were the least used. In contrast, in Alqarni (2017), undergraduates were low users of 

VLSs, and metacognitive strategies were more preferred with memory strategies less preferred. 

Also in contrast to the findings of the present study were those of Al-Bidawi (2018), who 

reported social strategies were the most highly favored and memory strategies were the least 

favored. These differences from previous research could be attributed to the integration of 

smartphone technology, researching only reading skills, and variation in the study context 

(Saudi Arabia in this case). 

The finding on retention of newly learned vocabulary after three weeks was in line with Rahim 

et al. (2018), who suggested participants developed and retained vocabulary longer and their 

desire to learn English increased. In contrast, Barr (2016) reported the effect of higher 

performance from Quizlet on vocabulary learning for only a short period as students stopped 

learning the sets. 

 

Recommendations and Future Research 

This study offers further evidence of the effectiveness of digital flashcard applications at 

improving vocabulary acquisition in EFL reading. The positive outcomes could be attributed 

to participants receiving appropriate training beforehand and having the opportunity to learn 

vocabulary using digital technology inside and outside the classroom. 

Nevertheless, a major limitation was the small sample size, which might have reduced the 

ability to generalize the findings. Due to gender segregation in the Saudi education system, 

only male undergraduates from EFL reading Level 2 were examined. In addition, the study 
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followed one treatment group, removing the possibility of comparing the results with a control 

group to eliminate interference from other variables, such as the natural development of 

learners in a course using traditional methods.  

The training program and assessment tools in the study could be used by teachers according to 

their textbook, curriculum, and desired outcomes. Potentially, Flashcard applications could be 

a way to improve students’ recognition and production of unknown words.  
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Appendix A: Descriptive Statistics for the VLS Questionnaire  

Domain N M SD 

Memory Strategies 
42 

2.8
6 

.532 

I group new words under general concepts such as synonyms, 
antonyms, abstract, concrete, etc. 

42 
2.5
5 

1.13
1 

I view photos or images related to new words. 
42 

3.0
5 

1.18
8 

I make a mental picture of a situation in which the  new word might be 
used.  

42 
3.5
7 

1.23
3 

I use rhymes to remember new words. 
42 

2.4
0 

1.25
1 

I remember the location of new words on the page, signs, etc. 
42 

2.8
6 

1.07
2 

I use new words in sentences in order to remember them.  
42 

3.3
1 

1.27
8 
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I use digital flashcards to remember new words. 
42 

2.4
3 

1.23
3 

I search for physical acts for new words. 
42 

2.8
3 

1.22
8 

I play games such as spelling, matching, and crossword puzzles to learn 
new words. 

42 
2.7
1 

1.23
5 

I often review new words. 
42 

2.9
0 

1.10
0 

Cognitive Strategies 
42 

3.2
4 

.669 

I write new words repeatedly. 
42 

2.7
4 

1.12
7 

I hear the pronunciation of new words using digital dictionaries. 
42 

3.5
5 

1.29
2 

I say the sounds of new words. 
42 

4.0
0 

1.03
6 

I look for ways to use new words in different ways on the Internet.  
42 

2.7
6 

1.12
2 

I write new words and meanings in digital notes. 
42 

2.4
8 

1.48
6 

I compare new words in English to similar words in my own language.  
42 

3.4
5 

1.29
2 

I find the meaning of a new word by dividing it into parts that I 
understand. 

42 
3.1
9 

1.25
4 

I use digital dictionaries to find the meaning of a new word.  
42 

3.6
9 

1.45
6 

I make use of grammar and vocabulary formation rules to get the 
meaning of new words. 

42 
3.3
1 

1.02
4 

Determination Strategies 
42 

3.2
8 

.734 

I use text organization, structural clues, and description of people to 
guess the meaning of new words in a text. 

42 
2.7
4 

1.48
3 

I use gestures to guess the meaning of a new word. 
42 

2.8
6 

1.13
8 

I use another similar word when I cannot think of the exact word.  
42 

4.3
1 

.924 

I understand new words by making guesses using words’ suffixes, 
prefixes, and word order.    

42 
3.1
0 

1.14
4 

I guess the meaning of new words from their parts of speech (e.g., noun, 
verb, adjective, adverb).  

42 
3.3
8 

1.32
4 

Metacognitive Strategies 
42 

2.6
9 

.962 

I watch movies with subtitles on topics related to new words.  
42 

3.1
9 

1.56
5 

I read new words in a variety of digital contexts such as magazines, 
newspapers, brochures, etc. 

42 
2.5
0 

1.36
6 
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I listen to audio files about the topic of new words on the Internet.  
42 

2.3
1 

1.19
9 

I do extra curriculum exercises from different sources, such as articles, 
texts, and the Internet, to learn new words.  

42 
2.3
6 

1.28
4 

I relate newly learned words with previously learned words. 
42 

3.1
0 

1.34
0 

Social Strategies 
42 

2.0
0 

.718 

I record my pronunciations of new words and share them with 
classmates through WhatsApp. 

42 
1.4
3 

.737 

I message or call classmates or teachers to ask for Arabic translations of 
new words.  

42 
1.7
1 

.944 

I chat with classmates or teachers in English through social applications 
to practice using new words in a sentence.   

42 
2.1
0 

1.26
5 

I communicate with classmates or teachers to ask for a synonym of a 
new word. 

42 
2.2
6 

1.14
9 

I discuss the meaning of a new word with classmates or teachers 
through social applications.  

42 
2.0
5 

.962 

I communicate with native speakers of English on the Internet to 
improve my learning of new vocabulary.  

42 
2.8
3 

1.28
6 

I collaborate with classmates to create virtual word walls.  
42 

1.6
2 

1.03
5 

Overall 
42 

2.8
2 

.539 
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Abstract 

This study investigated the effect of bilingualism on the individualistic and collectivistic 

attitudes adopted by Saudi Arabic–English bilinguals in light of the linguistic relativity theory 

which stipulates that language affects cognition. This study hypothesized that Saudi bilinguals 

will adopt attitudes that are more aligned with the language they speak. So, when they speak 

Arabic, they will express more collectivistic attitudes, in contrast, they will become more 

individualistic if they use English. For this purpose, data were collected from 68 Arabic-

English Saudi bilinguals (34 females and 34 males). Two individualism and collectivism 

instruments were used: a 32-item scale by Singelis, Triandis, Bhawuk, and Gelfand (1995) and 

10 scenarios adopted from Triandis, Chen, and Chan (1998). Following a within-subjects 

design, the researcher used the two instruments to measure the individualistic and collectivistic 

attitudes of the study participants in both Arabic and English with an interval of three weeks 

between responses in each language. The findings revealed no significant influence of language 

on the individualistic and collectivistic attitudes adopted by Saudi bilinguals. 
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 Introduction 

An individual’s native language is a substantial part of one’s identity, culture, and existential 

experience; however, learning another language can expand this equation. Researchers have 

sought to understand how our experiences as human beings, such as cognition and 

socialization, could be subject to change as a consequence of knowing more than one language 

or using a different system of coding (Javier, 2007). The issue of whether speaking more than 

one language has an effect on the speaker’s mind and cognition has always been controversial. 

The two spoken languages may interact or even overlap in the bilingual’s mind and affect some 

of his or her cognitive patterns (Pavlenko, 2011). 

This study explores the consequences of learning two different languages that relate to two 

distinct cultural backgrounds, namely Arabic and English. In Saudi Arabia, English is the only 

official foreign language and the demand to learn it among Saudis has increased as a result of 

the language’s global dominance in many fields, industries, and occupations (Al-Jarf, 2008). 

In a society that holds collectivism as a core value, this study investigates if bilingual speakers 

in Saudi Arabia might modify their values by learning another language that is native to a 

society which contrastingly emphasizes individualism. It also provides insights into social 

cognition by investigating Saudi Arabic-English bilingualism through the lens of linguistic 

relativity.  

Linguistic relativity, or whether language affects our thinking, is a contested theory because it 

is speculative in nature despite some scientific evidence (Everett, 2013). Although mainstream 

linguistics generally transcends linguistic relativity, a new tide of recent research has brought 

the topic back into focus (Blair, 2006). This new line of research on linguistic relativity has 

been influenced by rapid developments in research on bilingualism and cognition (Bhatia & 

Ritchie, 2006), where the merging of bilingualism and linguistic relativity can provide new 

angles to study these theories.  

Pavlenko (2011) states that bilinguals’ minds undergo different cognitive changes based on the 

speaker’s position on the continuum of monolingualism and bilingualism. These changes in 

cognition might result from the use of a specific language in certain situations and the culture 

to which that language is native (Marian & Kaushanskaya, 2004). 

By using language as an independent variable, this study tests the effect of language on the 

Saudi Arabic–English bilinguals’ cultural attitudes, focusing specifically on the way either 

language serves to adjust the collectivistic and/or individualistic behaviors of the language user. 

This study presumes that the Arabic language is the medium of the collectivistic Saudi culture 

while the English language is the medium of the highly individualistic American culture. The 
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main hypothesis of this study is that bilingualism affects the social cognition of Saudi Arabic–

English bilinguals.  

This study is considered exploratory as there are no prior studies that similarly investigate the 

influence of language on cultural attitudes. In addition, there is a general lack of studies on the 

cognitive influence of bilingualism in the Arab world, particularly those within the Saudi 

context. This study seeks, therefore, to expand the scope of research concerning cognitive and 

linguistic behaviors and the ways in which they mutually affect each other. 

 

Literature Review  

Bilingualism 

Bilingualism is a story of complexity, with an array of factors that play major roles in the 

linguistic life of a speaker. Mackey (1962) argued that bilingualism should be viewed as an 

“entirely relative” speaker-specific experience, negating a definitive benchmark for a speaker 

to properly be termed bilingual. Hamers and Blanc (2000) criticized almost every definition of 

bilingualism in the literature due to lack of “operationalism,” preciseness, and theoretical basis. 

Different definitions focus on different features of bilingualism, Mackey (1962), for example, 

suggested four basic aspects of bilingualism in which most definitions of the term can be 

classified: degree, which includes the speaker’s proficiency of both languages; the function 

that each language serves; alternation, or how often the speaker switches between the 

languages; and interference, which implies the interaction of and/or separateness between the 

languages of the speaker. 

Many definitions focus on proficiency of the languages possessed by a bilingual, as this is the 

most noticeable and measurable feature. Proficiency, as described by Pavlenko (2014), is the 

general mastery and competency of the basic skills of a language that can be evaluated and 

measured by self-report or proficiency exams. In this sense, Bloomfield boldly defined 

bilingualism as “the native-like control of two languages” (1935, p. 56) though this definition 

has raised criticism since it is nearly impossible to find native-like bilinguals who are 

identically competent in both languages (Baker, 2011; Lyons, 1981). In addition, Hamers and 

Blanc (2000) argued that this view of equal mastery is irrational and cannot be objectively 

evaluated. 

Other definitions that contradict Bloomfield’s narrow view include Macnamara’s, who defines 

bilingualism as the “possession of at least one of the four language skills, even to a minimal 

degree” (1969, p. 82). Thus, Macnamara’s definition loosens the boundaries of bilingualism to 

include even speakers with low levels of competency in the second language. More moderate 
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views include Haugen’s (1953) definition, where “bilingualism begins at the point where the 

speaker of one language can produce complete, meaningful utterances in the other language” 

(p. 7). While this definition can be said to lack clarity and preciseness, it does highlight the 

base level of skill that a bilingual should have. 

The problematic nature of proficiency-based definitions is criticized by Baker (2011) as being 

either too selective—such as Bloomfield’s, with equal competences in both languages—or as 

being too extensive by having the least competence in a second language—as in the case of 

Macnamara’s and Haugen’s definitions. Mackey’s (1962) view of bilingualism as “entirely 

relative” (p. 52) is also a puzzling aspect of bilingualism though it could serve as an 

advantageous definition. Hoffman (2014) states that the indefinability of bilingualism should 

not be considered puzzling, as it gives researchers the freedom to adopt what parts of these 

definitions serve their purposes. 

In the context of this research, an Arabic-English bilingual is operationally defined as someone 

who is a native speaker of Arabic who has demonstrated native-like English language 

competence via performance on either the TOEFL or IELTS language proficiency standardized 

test. English proficiency Standardized tests were preferred for the following reasons. First, 

these tests are criterion-referenced and can offer an overview of bilinguals’ four skills in their 

second language to facilitate fairer judgment of their linguistic competency. Second, as stated 

by Baker (2011), proficiency is inconstant and unstable in nature, which creates the need for 

standardized proficiency tests in order to avoid arbitrarily imposing a benchmark for what a 

bilingual should be. Rather, the tests should serve to document participants’ level and 

competence in their second language at the time of conducting the study. This will ensure 

reliability by determining the quality of the bilinguals’ competence in a way that can facilitate 

the replication of the study. Lastly, standardized tests are preferable due to their credibility, 

internationality, and accessibility to Saudi bilinguals. 

 

Linguistic Relativity 

The linguistic relativity theory, or the Sapir-Whorf hypothesis, is the notion that the language 

we speak affects the way we think. Since its rebirth by Professor Edward Sapir at Yale 

University and his student Benjamin Lee Whorf in the 1950s, linguistic relativity has been 

caught between enthusiastic believers and rigid disapprovers. The fact that the hypothesis was 

not clearly detailed by Sapir and Whorf themselves allowed misconceptions to surround the 

idea of language affecting thought (Pavlenko, 2014). Lakoff and Johnson (2008) argued that 

part of the reason is that linguistic relativity has many dimensions and is understood, by the 
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majority of researchers, on different levels ranging from a relatively gentle effect of language 

on thinking to a radical deterministic effect, or linguistic determinism, the latter of which was 

not discussed by Sapir nor Whorf. By this sense, what Whorf describes as relativism is only 

one type of several possible aspects of a broader theory, and so it should not be viewed as a 

unified articulation. 

Whorf considered linguistic relativity as “users of markedly different grammars [who] are 

pointed by their grammars toward different types of observations and different evaluations of 

externally similar acts of observation, and hence are not equivalent as observers but must arrive 

at somewhat different views of the world” (1956, p. 221). Whorf reached this conclusion 

following extensive studies of the language of a Hopi tribe located in Arizona, United States. 

He noticed that Hopi was a fundamentally different language than his native English. Whorf 

(1965), then, considered whether our experiences of conceptual universal surroundings such as 

time, space, and matter are similar irrelatives of what language we speak or whether they are 

inevitably customized by language, and whether cultures and general linguistic systems are 

related in a tangible way. 

Few initial studies offered empirical support to the Sapir-Whorf hypothesis though some 

revealed an effect of lexical categories on speakers’ perceptions (e.g., Brown & Lenneberg 

1954; Carroll & Casagrande, 1958). Conflictingly, criticism of systematical and conceptual 

flaws in Whorf’s data and theory has escalated rapidly. Pinker (1994), for example, denied that 

people think in languages; rather, languages, he claims, are nothing more than a translation of 

thoughts that has no influence on thinking itself. Pinker (2007) did not consider even the 

weaker forms of the theory as a relative effect of language but rather a paraphrase of language’s 

real purpose as a medium of communication. He also denied that different languages have the 

power to draw the speaker’s attention to certain things, as the speaker’s narration of an action 

is not obligatory to what the hearer understands. Rosch (1974) claims that neither lexical nor 

grammatical aspects of languages have proven to have any effect on thinking neither were there 

any empirical grounds for the theory to stand on. Others stood on a middle ground and admitted 

that language influences only one mode of thinking which is thinking-for-speaking (e.g., 

Slobin, 1996). 

Eventually, the academic realm shifted its focus from relativity to follow Chomsky’s (1965) 

views on the innate and universality of human languages. With progress in cognitive science 

during the 1990s, the theory was revived again as a neo-Whorfian approach that expanded the 

classic view of his hypothesis with new cognitive supporting evidence (Boroditsky, 2001; 

Gumperz & Levinson, 1996; Lakoff, 1987; Lee, 1996; Levinson, 2003; Lucy, 1992; Slobin, 
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1991). Lucy (1997) identified two main methods to approaching linguistic relativity. The first 

of these methods was domain-centered, which focuses on certain concepts like time, color, or 

emotions and compares them cross-linguistically to see if speakers from different languages 

have different understandings of these concepts. Another method identified by Lucy (1997) 

was structure-centered, which, contrary to domain-centered, focuses on a linguistic feature 

such as gender marking or tense and then investigates its implication on perception among 

speakers whose languages are dissimilar. 

A common theme within linguistic relativity studies is a focus on monolinguals of different 

languages and how their native languages may alter thinking in unique ways; for example, 

many researchers use the domain of color, gender marking (Boroditsky, Schmidt, & Phillips, 

2003; Flaherty 2001; Sera et al., 2002), mass and countable nouns (Sera & Goodrich, 2010), 

event recall (Fausey & Boroditsky, 2011), and spatial relationships (Boroditsky & Gaby, 2010). 

Another theme of studies is how linguistic relativity may behave in the presence of more than 

one language, the association between bilingualism and linguistic relativity has been long 

studied in the field but did not gain attention until recently (Pavlenko, 2014). Humboldt (1836) 

who was one of the first authors of linguistic relativity, believed that learning a second language 

served as a way to liberate one’s self from one’s first language, and hence, one’s first 

perspective. The extent of cognitive variation among individuals could be associated with the 

kind of languages that they know; for example, bilinguals who speak two languages each of 

which belongs to a distinct language family are expected to show wider and more pronounced 

differences, as their linguistic systems are not similar (Marian, 2008). In the context of this 

study, English and Arabic are sound examples of such dissimilar languages (i.e., Indo-

European and Semitic, respectively). 

 

Linguistic Relativity Study Designs 

Studies that investigate linguistic relativity effects within bilingualism typically follow two 

study designs: testing bilinguals and comparing them with monolinguals of one or both 

languages (e.g Mantasiah R., Yusri & Jufri, 2019) or a “within-subjects” design that tests the 

same bilingual in both languages separated by an interval period before comparing their 

performances against the language variable. This study uses the latter design. 

One of the more notable studies to investigate linguistic relativity within the bilingual context 

was Ervin (1964), using a within-subjects design that tested 64 French–English bilinguals using 

a thematic appreciation test (TAT) to elicit stories about vague pictures, first in French and 

then six weeks later in English. Stories told by the same participants were significantly different 
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according to the language used to describe the given pictures. Ervin (1964) implied that such 

divergent views could possibly indicate that each language has its own influence on bilinguals’ 

personalities. Ervin‐Tripp (1964) followed the same process but with different participants. 

Japanese–English bilinguals were tested twice, first in Japanese then in English using word 

association. Participants completed sentences as the thematic appreciation test (TAT). Ervin‐

Tripp’s results revealed that when bilinguals used a certain language they behaved more or less 

like monolingual speakers of that language; these findings again suggest that bilinguals might 

have dual personalities evoked by language. Caskey-Sirmons and Hickerson (1977) also 

described this as “the worldview of bilinguals, whatever their first language, comes to 

resemble, to some degree, that of monolingual speakers of their second” (p. 365). 

Effects of bilingualism have been found in the emotion domain as well. Keysar, Hayakawa, 

and An (2012) stated that language plays an active factor in the decision-making process; 

hence, using a second language may enable speakers to distance themselves from their raw 

emotions, which could lead to more logical decisions. Marian and Kaushanskaya (2008) found 

that more emotional expressions in Russian than in English were used when Russian–English 

bilinguals described how they immigrated to the United States. Japanese English learners 

believe that learning English could change their identities and potentials as it would allow them 

to be more open and expressive (Saito, 2017).  

Furthermore, in personality studies, bilinguals have demonstrated personality differences when 

using each language; for example, when Spanish–English bilinguals used English they became 

more extroverted and agreeable than when they spoke Spanish (Ramírez-Esparza, Gosling, 

Benet-Martínez, Potter, & Pennebaker, 2006). Veltkamp, Recio, Jacobs, & Conrad (2013) 

investigated personality traits between German and Spanish languages, where bilinguals 

showed evidence of using their second language (whether German or Spanish) when 

personality traits were examined; for example, when Spanish was used, bilinguals reported 

higher extraversion and neuroticism, but when German was used, they reported higher 

agreeability. 

 

Individualistic and Collectivistic Attitudes 

Individualism and collectivism are two of the most widely researched concepts in cross-cultural 

social behavior studies, as they involve the relationship and the nature of connection between 

an individual and society as a whole (Oyserman, Coon, & Kemmelmeier, 2002; Hofstede, 

1991). Examining these two aspects in a cultural sense, Hofstede, Hofstede, and Minkov (2010) 

defined individualistic societies as those “in which the ties between individuals are loose: 
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everyone is expected to look after him- or herself and his or her immediate family,” and 

collectivist societies as the opposite, or those “in which people from birth onward are integrated 

into strong, cohesive in-groups, which throughout people’s lifetime continue to protect them 

in exchange for unquestioning loyalty” (p. 92). Triandis (1988) highlighted several 

characteristics of individualistic societies, such as viewing one’s self as independent from the 

group, preferring the achievement of personal goals over those of society, where rights are 

prioritized over duties, and placing little or no emphasis on binding relationships. Collectivistic 

societies, in contrast, are characterized by a general centrality of society’s demands on 

individuals’ lives, and shared standards and vision over the personal objectives of individuals 

(Triandis, 1988). Clearly, both attitudes are presented as antonyms, and the presence of one 

may somehow lead to at least partial absence of the other. 

In language, Kashima and Kashima (1998) observed different patterns of use in each cultural 

attitude, with those in individualistic cultures using more singular subject pronouns, like “I,” 

than those in collectivistic cultures, who favor the use of “we.” In collectivistic societies, 

expressions like “losing face,” which are related to shame and honor, are often used (Hofstede, 

2010, p. 110). “Face” in these expressions represents respect and social status, which are valued 

aspects in collectivistic societies. 

This current study compares individualism and collectivism in two countries: Saudi Arabia and 

the United States. Individualism and Collectivism were specifically chosen for this study 

because Arabic and English each belong to contrasting cultures that scored on opposite sides 

of Hofstede’s model in these categories: English with a very individualistic culture and Arabic 

with a very collectivistic one. This will allow us to clearly detect any influence of language, if 

any, on bilinguals’ individualistic and/or collectivistic attitudes. According to Hofstede’s 

(2003) model, the United States scored the highest in the world on the individualism scale; 

decades prior, Hsu (1981) described individualism as “the master key to the American 

character” (p. xiv). Additionally, in a meta-analysis conducted by Oyserman, Coon, and 

Kemmelmeier (2002), the United States scored the lowest in collectivism compared to 50 other 

countries. 

In Hofstede (2003), some of the most collectivistic countries included Venezuela, Colombia, 

Taiwan, Pakistan, Singapore, Peru, and the Arab countries. Arabs, according to Hofstede 

(2010), have commonly low scores of individualism, with Saudi Arabia scoring 25 on a scale 

of up to 100. Although, the sample of Saudi Arabia is underrepresented in Hofstede’s study 

(2010), At-Twaijri and Al-Muhaiza (1996) replicated Hofstede’s results in Arabian Gulf 

countries. Al-Zahrani and Kaplowitz (1993) compared Saudis to Americans in terms of 
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allocentricity (collectivistic traits) and idiocentricity (individualistic traits) and found the 

former to be significantly more allocentric and, hence, more collectivistic than Americans. 

Since collectivism and individualism as concepts cannot be universally defined across cultures, 

Singelis, Triandis, Bhawuk, and Gelfand, (1995) suggested a further distinction between 

individualism and collectivism by adding another two dimensions that refer to power 

distribution in each attitude: a vertical dimension that indicates hierarchy, and a horizontal 

dimension that indicates equality. Basically, the horizontal dimension is associated with 

equality among group members; in this case, horizontal individualism (HI) is where individuals 

seek independence from the group but not as a way to gain a higher ranking within that group, 

while horizontal collectivism (HC) is where people are socially equal and driven by group goals 

as an interdependent unit (Triands & Gelfand, 1998). The vertical dimension is associated with 

social inequality and subordination; in this sense, vertical individualistic (VI) societies are 

highly independent, competitive, and greedy for superiority, while the vertical collectivistic 

(VC) society implies imbalanced power distribution among society’s members, in which 

people are interdependent and relationships are hierarchically organized (Triands & Gelfand, 

1998). 

According to Singelis et al. (1995), countries like Australia and Sweden represent horizontal 

individualistic societies. Nelson and Shavitt (2002) found that the United States represents 

vertical individualism while Denmark shows horizontal individualistic tendencies, though both 

are considered to be individualistic societies. Arab countries, on the other hand, are often 

considered as vertical collectivistic societies (Lee, Tiane, Gelfand, & Shteynberg, 2014). 

 

Language, Culture, and Related Studies 

On the relationship between language and culture, Whorf (1956) stated that the two are 

“constantly influencing each other. But in this partnership the nature of the language is the 

factor that limits free plasticity and rigidifies channels of development in the more autocratic 

way” (p. 156). This diverges from Sapir’s (1949) description of language as the fruit of its 

culture and its most advanced tool. These ideas, however, combine to imply that learning 

another language is learning another cultural tool that may carry within it a cultural taste of the 

society to which it belongs. As lines between language and culture are increasingly indefinable 

(Chen & Bond 2010), many previous studies have investigated how acquiring a second 

language may consequently result in acquiring new cultural behaviors. 

The language effect on cultural views can be explained through the following theoretical 

frames. First, cultural accommodation, where bilinguals accommodate their responses 
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according to the acceptable norms of the culture to which the language they are using belongs 

(Yang & Bond 1980). The other potential outcome of language effect on culture occurs when 

bilinguals accentuate beliefs and attitudes originating in their native culture into their second 

language. This effect is called ethnic affirmation (Bond & Yang, 1982; Yang & Bond 1980). 

Generally, both cultural accommodation and ethnic affirmation can be classified under the 

linguistic relativity hypothesis. 

Individualism and collectivism are parts of the cultural “soul” that are acquired within certain 

contexts as well through a specific language; thus, acquiring another language that is found in 

different cultural attitudes might alter the degree of a bilingual’s individualism and collectivism 

(Yang & Bond, 1980). A study by Ralston, Cunniff, and Gustafson (1995) was conducted to 

measure individualism and collectivism attitudes within English and Chinese languages using 

the Schwartz Values Survey (SVS). This scale consists of individualistic values such as self-

direction, stimulation, hedonism, achievement, and power, while collectivistic values include 

benevolence, tradition, and conformity. Results revealed that participants who responded in 

English scored higher in individualistic (or Western) values than participants who reported in 

Chinese, who in turn, showed more Eastern (or collectivist) tendencies. However, there was no 

information provided about the proficiency of bilingual participants. 

Ross, Xun, and Wilson (2002), found that when Chinese–English bilinguals used Chinese 

language, they tended to describe themselves in more collectivistic terms, which aligned with 

their Chinese set of cultural values. These same views of self, however, did not replicate when 

English language was used. Using the English language had a significant effect in reducing the 

collective tone of Chinese bilinguals’ responses, causing them to resemble English-native 

Canadian-born speakers, while using the Chinese language intensified Chinese-cultural 

collective descriptions. The main focus of Ross, Xun, and Wilson’s (2002) study, however, 

was bicultural bilinguals who self-identified as belonging to two cultures, or who grew up in 

two countries. There is no clear evidence that these shifts in views are applicable to mono-

cultural bilinguals. The design of the study also had limitations, such as asking the bilinguals 

to take the test either in English or Chinese, but not both; in addition, participants of this study 

self-reported their proficiency in English, which lacks accuracy and reliability of the measure. 

Another study, by Trafimow, Silverman, Fan, and Law (1997), also aimed to test the role of 

language in relation to individualistic or collectivistic self-description. They assumed that 

language activates the cultural mode in which self-awareness is formed; for example, Chinese 

language will strongly associate with its eastern culture to influence collectivistic self-

descriptions, whereas English will show fragile linkage to such collectivistic descriptions. 
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Results showed that language related to the collectivistic country encouraged collectivistic self-

cognition and language related to the individualistic country resulted in individualistic self-

cognition. 

A study by Dixon (2007) considered independent and interdependent self-construal in 

Chinese–English bilinguals living in China. Dixon hypothesized that independent and 

interdependent self-construal are directly linked to individualistic American and collectivistic 

Chinese cultural attitudes, respectively. Results showed that the influence of the English 

language on Chinese participants silenced the independent self-view that is a feature of 

English-language/ individualistic cultures, which was an unexpected finding. Bilinguals in this 

study did not accommodate their cultural self-perception when they used English; on the 

contrary, they exhibited an ethnic affirmation effect as described by Yang and Bond (1980). 

Alternately, Kemmelmeier and Cheng (2004) investigated independent and interdependent 

self-cognition among Chinese–English bilinguals in Hong Kong and reached a different 

conclusion: that bilinguals in their study accommodated their self-perception according to the 

language they used. Dixon (2007), however, attributed these divergent results to the Hong 

Kong-specific sample in Kemmelmeier and Cheng (2004), as people in this location are 

assumed to be more proficient in English and also exhibit more bicultural characteristics. 

Following a similar approach and relying on authentic texts from the Google Books database, 

a study by Uz (2014) analyzed the relative frequency of first person singular “I” and plural 

pronouns “we” in English, Chinese, French, German, Hebrew, Italian, Russian, and Spanish 

languages, and then linked them to cultural attitudes within each culture that are associated 

with individualism and collectivism. A significant relationship was found between the 

frequency of first-person pronoun use and individualism levels, compared to plural pronoun 

use, as measured by Hofstede (1991). 

According to the knowledge of the researcher, only few studies have been conducted in the 

Arabic context. One notable study was conducted by Botha (1968), who compared the effects 

of English, Arabic, and French languages on cultural values of speakers living in Lebanon. 

Following a between-subjects design, two groups of bilinguals, Arabic–English and Arabic–

French, took a test in Arabic (half of the participants) or in their second language (the other 

half of the participants). The tested values were categorized as sustentative, benevolent, 

hedonistic, aesthetic, religious, and hierarchical. Results showed that the French language had 

a significant effect on participants scoring higher in benevolence and aesthetics but lower in 

hedonism than participants using English and Arabic languages. These values are considered 

closer to French culture than to that of Arabic Lebanese. While the Arabic language increased 
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the religious value, English was the most effective on hedonism. The French language had a 

greater influence on these values than English; yet English and Arabic responses were not 

statistically different. 

Another study conducted in Lebanon as well by Ayyash-Abdo (2001) to investigate 

individualistic and collectivistic attitudes among Lebanese participants in relation to three 

different factors: language, gender, and religion. Ayyash-Abdo (2001) concluded that in all the 

three tests, Lebanese bilinguals who used Arabic were more collectivistic compared to those 

who used French or English. In two of these tests, the French language showed more 

individualistic attitudes than English or Arabic. In addition, Ayyash-Abdo (2001) offered 

participants a choice of which language they preferred to take the questionnaire in, and so this 

might have influenced the results since the participants were presumably comfortable using the 

language they chose and, hence, cultural attitudes could have correlated with that level of 

comfort. 

Ogunnaike, Banaji, and Dunham (2010) conducted a study in the Moroccan context, where 

Arabic–French Moroccan bilinguals expressed different beliefs and attitudes when they 

answered the Implicit Association Test in Arabic and French. When they answered in Arabic, 

participants expressed more Moroccan attitudes compared to when they answered in French. 

The same study was replicated with a different population, this time Spanish–English 

bilinguals, and reached similar conclusions, with participants showing a greater preference 

toward Spanish cultural attitudes when tested in Spanish compared to English. 

 

Methodology 

 

Participants 

The population of this study was Saudi Arabic–English bilinguals whose native language is 

Arabic, and English is their second language. Participants’ proficiency was measured using 

standardized tests such as IELTS and TOEFL at a benchmark of 5.5 overall IELTS score. To 

standardize scores for statistical purposes, TOEFL scores were later converted to equivalent 

IELTS scores in light of Educational Testing Service (2018) guidelines. This benchmark is 

determined in accordance with the Common European Framework of Reference for Languages 

(CEFR), an international standard for describing English-language proficiency. CEFR 

describes the IELTS score of 5.5 as independent language user, or one who can clearly 

communicate with native speakers in various domains using speaking and writing skills in 

meaningful ways. The convenient sampling technique was used to recruit participants online. 
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Initially, 151 Saudis participated in the first phase of the study: 75 females and 76 males. Some 

participants were excluded from the sample either because they did not meet the minimum 

IELTS score or because they did not respond to the second phase of the study. Consequently, 

only 68 participants were chosen as the sample of this study: 34 males and 34 females. The age 

of the participants ranged from 18 to 38 years old. Although the age of the participants was not 

controlled, but overall the sample was relatively young. The average age of the participants 

was 25.85 years (SD = 4.35) with ages ranging from 18 to 38 years old. For the gender variable, 

participants were equally divided as 50% females and 50% males.  

    

Instrument 

Two instruments were used in this study to collect the required data. First, a modified version 

of the Language Experience and Proficiency Questionnaire (LEAP-Q), developed by Marian, 

Blumenfeld, and Kaushanskaya (2007), was used to collect basic linguistic and demographic 

information about the study participants. In addition, Singelis et al.’s (1995) Individualism-

Collectivism Scale was used to measure four dimensions of collectivism and individualism 

along with vertical and horizontal dimensions of each scale. The scale consists of 32 items, 

each of which measures a cultural attitude along with a corresponding dimension. From 16 

items for individualism and 16 for collectivism, participants were asked to rate their agreement 

on a nine-point Likert scale from 1 (strongly disagree) to 9 (strongly agree). To support the 

scale, another measurement of collectivism and individualism was used. Triandis, Chen, and 

Chan (1998) designed 16 scenarios of social situations, each with four choices for participant 

response. Each response falls along a horizontal and vertical dimension of individualism and 

collectivism. Out of the 16, only 10 scenarios that were deemed suitable for the Saudi Arabian 

context were chosen for use in this study. 

Both the scale and scenarios were translated into Arabic language following the back-

translation method (Brislin, 1970). Two Saudi bilingual professional translators translated the 

content from English to Arabic, and then translated versions were given to a third translator to 

assess its quality. Another translator, who was blind to the original version, translated the 

Arabic back into English. Some adjustments were made to the Arabic version after evaluating 

the Arabic and English texts following the back-translation exercise. 

 

Procedure 

This study follows a within-subjects design, which uses the participants as their own control 

group by requiring them to complete a questionnaire in two different languages. Thus, language 

263



becomes the only independent variable—where each bilingual is only compared to 

him/herself—with all other factors controlled (Maznevski & Harzing 2002). The current study 

set an interval period of three weeks between the Arabic and English versions, in order to 

ensure that the memory variable was eliminated. Participants were not informed about the 

specific objectives of the study; rather, they were told that the study was designed to measure 

individualistic and collectivistic attitudes among Saudis. This effort was made to ensure that 

participants’ awareness of the language influence would not affect the authenticity of their 

responses. 

In the first phase, participants were directed to respond to either an English or Arabic 

version of the instruments. In the second phase of the study, after an interval of three weeks, 

each participant was emailed the instruments in the other language. 

 

Results and Discussion 

 

Individualism – Collectivism Scenarios 

To compare Arabic and English responses for the same scenarios, a chi-square test was 

performed. As shown in Table 1, all 10 scenarios show a highly significant correlation between 

the responses in Arabic and in English among the sample of bilinguals at the level of statistical 

significance (p < 0.001), except for scenario 5 (p = 0.002), scenario 7 (p = 0.010), and scenario 

10 (p = 0.005). 

These results may indicate that responses significantly changed according to the language used 

to present the scenarios, which would signify an effect of language on participants’ attitudes; 

however, this significant difference can actually be explained by variations in the vertical and 

horizontal dimensions within each attitude. When bilinguals spontaneously changed the 

language of their responses, a shift from collectivistic to individualistic attitudes might not have 

occurred; rather, the change might have resulted from a shift from horizontal to vertical 

dimensions, or vice versa, within the same attitude. According to the results of this test, 

however, it is not yet definitive whether participants were wholly affected by the language 

aspect; as such, further tests need to be performed to reach conclusive results. 
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Table 1 

 χ2 test for scenarios: Frequency and percentage for each scenario and responses in Arabic 

and English 

  

 

Scenarios  Responses  Arabic  

  

English  χ2 test  

No.  

  

%  No.  %  Value   Significan

ce  

 

 

 

 

 

1. You and your 

friends decide 

spontaneously to 

go out to dinner 

at a restaurant. 

What do you 

think is the best 

way to handle 

the bill?  

(HC) Split it equally, 

without regard to who 

ordered what. 

 28  41.2   27  39.7   

 

 

 

 

62.284  

 

 

 

 

 

0.000  

 

(VI) Split it according 

to how much each 

person makes.   

 2   2.9   3  4.4  

(VC) The group leader 

pays the bill or decides 

how to split it.   

 5   7.4   6   8.8  

(HI) Compute each 

person’s charge 

according to what that 

person ordered.  

 33   48.5  32  47.1 

 

2. Suppose you 

had to use one 

of the 

following 

words to 

describe 

yourself. 

Which one 

(HI) Unique   34  50.0 31  45.6  

 

 

61.778 

 

 

 

0.000 

(VI) Competitive 7  10.3  7  10.3 

(HC) Cooperative  26  38.2 17  25.0 

 (VC) Dutiful  1 1.5 13  19.1 
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would you 

use? 

 

 

 

3. Happiness is 

attained by  

(VC) Gaining a lot of 

status in the 

community  

15 22.1  15 22.1   

 

 

 

44.262 

 

 

 

 

0.000 
(HC) Linking with a 

lot of friendly people  

20 29.4  22 32.4  

(HI) Keeping one’s 

privacy 

28 41.2  24 35.3 

(VI) Winning in 

competitions  

5 7.4  7 10.3 

 

 

 

4.  Which one of 

these four 

books appears 

to you to be 

the most 

interesting? 

(HC) How to make 

friends  

5 7.4 2 2.9  

 

 

 

44.262 

 

 

 

 

0.000 

(VI) How to succeed 

in business  

17 25.0 22 32.4 

(HI) How to enjoy 

yourself inexpensively 

32 47.1 30 44.1 

(VC) How to make 

sure you are meeting 

your obligations 

14 20.6 14 20.6 

 

 

 

 

 

 

(VC) Talk about my 

ancestors and their 

traditions  

0 0.0 1 1.5  

 

 

 

 

 

 

 

 

 

 

 

(HC) Talk about my 

friends and what we 

like to do 

14 20.6 8 11.8 

266



5. When people 

ask me about 

myself, I…  

(VI) Talk about my 

accomplishments  

20 29.4 32 47.1 20.796 0.002 

(HI) Talk about what 

makes me unique 

34 50.0 27 39.7 

 

 

 

 

6. You need to 

choose one 

more class for 

next semester. 

Which one will 

you select? 

(VI) The one that will 

help me get ahead of 

everyone else  

8 11.8 6 8.8 

 

 

 

 

 

 

21.964 

 

 

 

 

 

0.000 

(VC) The one my 

parents said to take  

0 0.0 0 0.0 

(HC) The one my 

friends plan to take  

1 1.5 1 1.5 

(HI) The one that 

seems most interesting 

to me  

59 86.8 61 89.7 

 

 

7. You are 

buying a piece 

of art for your 

office. Which 

factor is most 

important in 

deciding 

whether to buy 

it? 

(VI) It is a good 

investment  

5 7.4 3 4.4  

 

 

13.314 

 

 

 

0.010 
(HC) Your coworkers 

will like it  

2 2.9 3 4.4 

(HI) You just like it 61 89.7 62 91.2 

(VC) Your supervisor 

will approve of it 

0 0.0 0 0.0 

 (HI) Nothing   18 26.5 21 30.9   
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8. Suppose your 

fiancée and 

your parents 

do not get 

along very 

well. What 

would you do?  

(VI) Tell my fiancée 

that I need my parents’ 

financial support and 

h/she should learn to 

handle the politics 

2 2.9 4 5.9  

 

47.762 

 

 

0.000 

(HC) Tell my fiancée 

that s/he should make 

a greater effort to “fit 

in with the family.”  

36 52.9 36 52.9 

(VC) Remind my 

fiancée that my 

parents and family are 

very important to me 

and s/he should submit 

to their wishes. 

12 17.6 7 10.3 

 

 

 

9. Teams of five 

people entered 

a science 

project contest. 

Your team 

won first place 

and a prize of 

$100. You and 

another person 

did 95% of the 

work on this 

project. How 

should the 

(HC) Split it equally, 

without regard to who 

did what 

20 29.4 21 30.9   

 

 

 

 

 

74.610 

 

 

 

 

 

 

0.000 

(VI) The other person 

and I get 95% of the 

money and the rest 

goes to the group. 

18 26.5 20 29.4 

(VC) The group leader 

decides how to split 

the money 

16 23.5 17 25.0 

(HI) Divide the money 

the way that gives me 

the most satisfaction  

14 20.6 10 14.7 
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money be 

distributed? 

 

 

 

10. When you buy 

clothing for a 

major social 

event you 

would be most 

satisfied if 

(HI) You like it  49 72.1 44 64.7  

 

 

18.368 

 

 

 

0.005 

(VC) Your parents like 

it 

3 4.4 0 0.0  

(HC) Your friends like 

it  

2 2.9 3 4.4 

(VI) It is so elegant 

that it will dazzle 

everyone 

14 20.6 21 30.9 

 

Individualism - Collectivism Scale 

A 32-item individualism and collectivism scale was distributed following the same procedure 

as the scenarios, once in Arabic and once in English. As shown in Table 2, a paired-sample t-

test was performed to compare individualism and collectivism attitudes within both languages. 

In Arabic, there was a highly significant difference between the mean scores of individualism 

(M = 6.49, SD = 0.660) and collectivism (M = 6.92, SD = 0.875), t(67) = -3.33, p= <0.001. In 

English, there was also a similarly highly significant difference between individualism (M = 

6.46, SD = 0.861) and collectivism (M = 7.02, SD = 0.916), t(67) = -3.45, p= <0.001. These 

results suggest that this study’s sample of Saudi bilinguals was considerably more collectivistic 

than individualistic when responding in both Arabic and English languages. To put this into 

perspective, in Hofstede’s (1980, 2003) international cross-cultural measurement of 

individualism and collectivism, the Saudi culture scored 38 out of 100 on the individualism 

scale, suggesting the adoption of highly collectivistic cultural attitudes regardless of speakers’ 

linguistic status. In Figure 1, individualism and collectivism are compared within each 

language. 
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Table 2 

Paired t-test sample: Arabic and English responses for individualism and collectivism  

Groups  Category  N  Mean  St. Deviation  t-value  df  
p-value  

(Sig.)  

Arabic  
Individualism  68  6.4902  0.6600  

-3.337  67  0.001  
Collectivism  68  6.9200  0.8757  

English  
Individualism  68  6.4618  0.8614  

-3.456  67  0.001  
Collectivism  68  7.0239  0.9167  

  

  

Figure 1. Individualism and collectivism attitudes in Arabic vs. 

individualism and collectivism attitudes in English.  

 

An independent-sample t-test was conducted and revealed a non-significant difference in 

individualistic cultural attitudes between Arabic responses (M = 6.49, SD = 0.66) and English 

responses (M = 6.46, SD = 0.86), t(134) = 0.21, p = 0.829. These results indicate that 

individualism is not affected by the language factor; in fact, it was relatively consistent across 

both Arabic and English. Furthermore, to compare collectivism in both Arabic and English 

responses, the test also resulted in a statistically insignificant difference between Arabic 

responses (M = 6.92, SD = 0.87) and English responses (M = 7.02, SD = 0.91), t(134) = -0.67, 

p = 0.500. Correspondingly, the collectivism level remained unchanged across languages, as 

responses across English and Arabic were similar and did not statistically indicate an apparent 

difference. Table 3 summarizes the results of the independent-sample t-test for individualism 
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and collectivism variation across Arabic and English responses. In Figure 2, individualism and 

collectivism are compared across the two languages. 

  

Table 3 

Arabic vs English for each category (individualism and collectivism): 

Category Group N Mean St. 

Deviation 

t-value df p-value 

(Sig.) 

Individualism Arabic 68 6.4902 0.6600 0.216 134 0.829 

English 68 6.4618 0.8614 

Collectivism Arabic 68 6.9200 0.8757 -0.676 134 0.500 

English 68 7.0239 0.9167 

  

 

Figure 2. Individualism in Arabic and English vs. collectivism in Arabic and English. 
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The results of these tests did not reveal any effect of language on attitudes among the study 

participants, hence, could not confirm the study’s hypothesis. Caskey-Sirmons and Hickerson 

(1977) claimed that bilinguals’ conceptions of the world are similar to monolinguals in regard 

to each language they speak, i.e., their conceptions are separated. According to our results, and 

within the context of individualism and collectivism, participants remained consistent when 

using each language and true to their native culture’s tendency toward collectivism. 

While Ross et al. (2002) found that the English language muted some of the collectivity that 

Chinese native speakers possessed as bilinguals, Dixon (2007) found that Chinese bilinguals 

confirmed their collectivistic tendencies when they used English. Saudi bilinguals appear to 

have a similar ethnic affirmation, as the current study found that they did not express higher 

individualism when speaking English, unlike expected. The difference between the 

individualism scores is modest and statistically insignificant, as shown in Figure 2 below, so 

further detailed analysis will be discussed in the next section as to the nature of this effect.  

 

Conclusion 

The present study investigated the effect of being bilingual on participants’ cultural attitudes. 

Regarding the first question, whether language affected individualism and collectivism, no 

significant influence was found. Although the responses of bilinguals were influenced by the 

use of verbal communication, it cannot be concluded that language itself changed the 

collectivistic and individualistic attitudes of these bilinguals, since most of the change might 

have happened between horizontal and vertical dimensions (related to hierarchy and equality) 

rather than across attitudes. The significance of the effect requires further research across a 

larger sample in order to reach more reliable conclusions.  

The language that the participants used limitedly affected their cultural attitudes. Furthermore, 

the effect that language exerted on cultural attitudes was noticed only on collectivism, not 

individualism. Use of the English language did not make bilingual participants more 

individualistic, but this might serve either as a reverse or amplified effect of collectivism among 

Saudi Arabic–English speakers.  

 

Limitations of the Study 

Taking into consideration that the nature of this study was exploratory, as there were no 

previous studies in the Arabic Saudi context regarding the relative effects of language and 

bilingualism, the limitations of the present study are as follows: 
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● Generalizability: The results of this study are not conclusive enough to be confidently 

generalized beyond the sample of this study. Further research should investigate the 

effect of language on Saudi Arabic–English speakers. Sample quality and size 

contribute to the limitations of generalization; as such, a greater number of participants 

and more controlled sample in terms of English proficiency and education level could 

yield more valid and generalizable conclusions. 

● Control group: The study lacks a control group of Saudi Arabic monolinguals against 

which to compare their attitudes with those of the bilingual participants. Including such 

a control group in future research should provide a steadier and more introspective 

results.  

● Controlled environment of testing: Although online-based questionnaires have 

psychological and economic benefits for both researchers and participants, this medium 

may have a negative impact on the quality of participants’ responses; therefore, further 

research studies should perform more physically controlled testing. 

 

Implications for Future Research 

 Since the present study serves as an exploratory work, its conclusions should be interpreted 

through this lens. Investigating the cognitive effects of bilingualism among Saudis offers an 

enhanced understanding of how Saudis’ cultural attitudes and perception are formed, and more 

importantly, how language may interact with their social cognition. Exploring this research 

area can provide new tools with which to assess and improve language planning policy in Saudi 

Arabia. 

Future research can build on the present study to reach more definitive and nuanced findings 

by expanding the scope of research of language influence beyond individualism and 

collectivism. In addition, while this study investigated the influence of receptive language only, 

different results may emerge when productive language influence is tested. It would be 

particularly interesting to investigate the effects of languages other than English on Saudi 

speakers as well. 
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Appendices 

Appendix A: Demographic and Linguistic Information 

Kindly provide answers for the following questions: 

  

Gender: Female               Male  

Age when you began acquiring English: 

 1 – 5 years    5 – 12 years  12 – 18 years   18 – or more  

  

How many years of formal education do you have? 

High School 

 College 

 Masters 

 Ph.D./M. D/J. D 

  

How many years have you spent in an English-speaking country? 

 Less than a year 

 1 year 

2 years 

 3 years 

 4 years 

 5 years or more 

  

Please provide a valid IELTS or TOEFL overall score: ……………… 

Please provide your IELTS or TOEFL speaking score: ……………… 
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Appendix B: Singelis, Triandis, Bhawuk, and Gelfand’s (1995) Individualism-

Collectivism Scale in English 

  

This questionnaire is anonymous, and there are no right or wrong answers. 

      We want to know if you strongly agree or disagree with some statements. If you strongly 

agree enter a 9 in the blank space; if you strongly disagree, enter a l in that space; if you are 

unsure or think that the question does not apply to you, enter a 5 next to the statement. 

 

In short, use this key: 

Strongly                                    Strongly 

Disagree  1   2   3   4   5   6   7   8   9 Agree 

  

Statement Degree 

1. My happiness depends very much on the happiness of those around me  

2. Winning is everything  

3. I usually sacrifice my self-interest for the benefit of my group  

4. It annoys me when other people perform better than I do  

5. It is important for me to maintain harmony within my group  

6. It is important to me that I do my job better than others  

7. I like sharing little things with my neighbors  

8. I enjoy working in situations involving competition  
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9. The well-being of my co-workers is important to me  

10.  I often do “my own thing”  

11. If a relative were in financial difficulty, I would help within my means  

12.  Competition is the law of nature  

13. If a co-worker gets a prize I would feel proud  

14. Being a unique individual is important to me  

15. To me, pleasure is spending time with others  

16.  When another person does better than I do, I get tense and aroused  

17. Children should be taught to place duty before pleasure  

18. Without competition it is not possible to have a good society  

19. I feel good when I cooperate with others  

20. Some people emphasize winning; I am not one of them  

21. It is important to me that I respect decisions made by my groups  

22. I rather depend on myself than on others  

23. Family members should stick together, no matter what sacrifices are 

required 

 

24. I rely on myself most of the time; I rarely rely on others  
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25. Parents and children must stay together, as much as possible  

26. My personal identity independent from others is very important to me  

27. It is my duty to take care of my family, even when I have to sacrifice what 

I want 

 

28. My personal identity is very important to me  

29. I am a unique person, separate from others  

30. I respect the majority’s wishes in groups of which I am a member  

31. I enjoy being unique and different from others  

32. It is important to consult close friends and get their ideas before making a 

decision 
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Appendix C: Singelis, Triandis, Bhawuk, and Gelfand’s (1995) Individualism-

Collectivism Scale in Arabic 

  

هذا االستبيان ال يحتوي على إجابات صحيحة أو خاطئة. نريد أن نعرف ما إذا كنت تتفق بشدة أو تعارض بشدة بعض 

في الفراغ، وإن لم تكن متأكدًا  ١في الفراغ، وإن كنت تعترض بشدة فضع رقم  ٩العبارات. إن كنت تتفق بشدة فضع رقم 

 بجانب العبارة. ٥أو تعتقد بأن السؤال ال ينطبق عليك، فضع رقم 

  

 باختصار، اتبّع هذا المعيار: 

 أعترض بشدة        ١       ٢       ٣       ٤       ٥       ٦       ٧       ٨     ٩أتفق بشدة  

  

 العبارة  الدرجة 

 .    تعتمد سعادتي كثيًرا على سعادة األشخاص المحيطين بي.1  

 .    الفوز هو كل شيء. 2  

 .    أضحي غالباً بمصالحي الشخصية لمصلحة جماعتي. 3  

 .    أنزعج عندما يكون أداء اآلخرين أفضل مني.4  

 الحفاظ على االنسجام داخل جماعتي..    يهمني 5  

 .    يهمني أن أؤدي عملي بشكل أفضل من اآلخرين.6  

 .    أحب مشاركة األشياء الصغيرة مع جيراني. 7  
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 .    أستمتع بالعمل في األجواء التنافسية.8  

 .    تهمني رفاهية ومصلحة زمالئي في العمل.9  

 . غالباً أفعل ما أريده. 10  

 . إذا واجه أحد أقاربي معضلة مادية، فسأساعده قدر استطاعتي.11  

 . المنافسة هي قانون الطبيعة.12  

 . أشعر بالفخر إذا حصل أحد زمالئي في العمل على جائزة.13  

 . يهمني أن أكون شخصاً فريداً. 14  

 . المتعة بالنسبة لي هي قضاء الوقت مع اآلخرين.15  

 بالتوتر واالنفعال حين يؤدي شخص آخر عماًل بشكل أفضل مني.. أشعر 16  

 . ينبغي تعليم األطفال أن الواجبات تأتي قبل الُمتعة.17  

 . من غير المنافسة، لن نحصل على مجتمع جيد.18  

 . يغمرني شعور جيّد عندما أتعاون مع اآلخرين.19  

 واحدًا منهم.. يركز بعض الناس على الفوز إال أنني لست 20  
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 . يهمني أن أحترم القرارات التي تتخذها جماعتي.21  

 . أفضل االعتماد على نفسي بدالً عن االعتماد على اآلخرين.22  

 . يجب على أفراد العائلة التمسك ببعض مهما كانت التضحيات.23  

 اآلخرين. . أعتمد على نفسي في غالب األحيان، ونادًرا ما أعتمد على 24  

 . يجب أن يبقى الوالدان واألطفال سويّة ألكثر وقت ممكن. 25  

 . يهمني جدًا أن تكون هويتي الشخصية مستقلة عن اآلخرين.26  

 . من واجبي أن أعتني بعائلتي حتى لو اضطررت للتضحية بما أريد.27  

 . هويتي الشخصية أمر مهم بالنسبة لي.28  

 فريد، ومتميّز عن اآلخرين.. أنا شخص 29  

 . أحترم رغبات األغلبية في الجماعات التي أنتمي إليها.30  

 . أستمتع بكوني شخًصا فريدًا ومختلفًا عن اآلخرين.31  

 . من المهم استشارة األصدقاء المقربين، واالستماع إلى أفكارهم، قبل اتخاذ القرار.32  
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Appendix D: Triandis, Chen and Chan (1998) Scenarios in English 

 Please read the following scenarios and choose the answer that best represents what you 

would act in reality. 

  

1. You and your friends decided spontaneously to go out to dinner at a restaurant. 

What do you think is the best way to handle the bill? 

a.               Split it equally, without regard to who ordered what. 

b.              Split it according to how much each person makes. 

c.               The group leader pays the bill or decides how to split it. 

d.              Compute each person’s charge according to what that person ordered. 

  

2.              Suppose you had to use one word to describe yourself. Which one would you 

use? 

a.               Unique 

b.              Competitive 

c.               Cooperative 

d.              Dutiful   

  

3.              Happiness is attained by: 

a.               Gaining a lot of status in the community 

b.              Linking with a lot of friendly people 

c.               Keeping one’s privacy 

d.              Winning in competitions 

  

1         Which one of these four books appears to you to be the most interesting? 

a.               How to make friends 

b.              How to succeed in business 
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c.               How to enjoy yourself inexpensively 

d.              How to make sure you are meeting your obligations 

  

5.              When people ask me about myself, I… 

a.               Talk about my ancestors and their traditions 

b.              Talk about my friends, and what we like to do 

c.               Talk about my accomplishments 

d.              Talk about what makes me unique 

  

6.              You need to choose one more class for next semester. Which one will you 

select? 

a.               The one that will help me get ahead of everyone else   

b.              The one my parents said to take 

c.               The one my friends plan to take 

d.              The one that seems most interesting to me         

  

7.              You are buying a piece of art for your office. Which one factor is most 

important in deciding whether to buy it? 

a.               It is a good investment 

b.              Your coworkers will like it 

c.               You just like it 

d.              Your supervisor will approve of it 

  

8.              Suppose your fiancée and your parents do not get along very well. What 

would you do? 

a.               Nothing 
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b.              Tell my fiancée that I need my parents’ financial support and h/she should learn to 

handle the politics 

c.               Tell my fiancée that s/he should make a greater effort to  “fit in with the family.”   

d.              Remind my fiancée that my parents and family are very important to me and s/he 

should submit to their wishes. 

  

9.              Teams of five people entered a science project contest. Your team won first 

place and a prize of $100. You and another person did 95% of the work on this project. 

How should the money be distributed? 

a.               Split it equally, without regard to who did what 

b.              The other person and I get 95% of the money and the rest goes to the group. 

c.               The group leader decides how to split the money 

d.              Divide the money the way that gives me the most satisfaction                                                    

  

10.           When you buy clothing for a major social event you would be most satisfied if 

  

a.               You like it 

b.              Your parents like it 

c.               Your friends like it 

d.              It is so elegant that it will dazzle everyone 

  

 

  

Appendix E: Triandis, Chen and Chan (1998) Scenarios in Arabic 

  

 السيناريوهات
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 تيار اإلجابة التي تصف ما ستفعله في الواقع.الرجاء قراءة السيناريوهات التالية واخ

  

قررت أنت وأصدقاؤك الذهاب إلى المطعم لتناول وجبة العشاء دون تخطيط مسبق، باعتقادك ما هي الطريقة     .1

 األفضل لدفع الفاتورة؟ 

 أ. تقسيمها بالتساوي، دون اعتبار لطلب كل فرد.

 ب. تقسيمها وفقاً لدخل كل فرد. 

 يدفعها قائد المجموعة، أو يقرر طريقة لتقسيمها.ج. 

 د. حساب التكلفة المعني بها كل شخص حسب طلب ذلك الشخص.

 

 افترض بأن عليك استخدام كلمة واحدة لتصف بها نفسك، أي كلمة ستستخدم:    .2

 أ. فريد.

 ب. تنافسي. 

 ج. ُمتعاون.

 د. مطيع.

 

 تتحقق السعادة بـ:    .3

 يرة في المجتمع.أ. اكتساب مكانة كب

 ب. التواصل مع العديد من األشخاص الودودين. 

 ج. حفاظ الشخص على خصوصيته.

 د. الفوز في المنافسات. 

 

 أي هذه الكتب األربعة تبدو أكثر إثارة الهتمامك من غيرها؟    .4

 أ. كيف تكّون األصدقاء.

 ب. كيف تنجح في عمل تجاري. 

 مال. ج. كيف تستمتع دون إنفاق الكثير من ال

 د. كيف تتأكد من أنك تؤدي واجباتك.
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 عندما يسألني الناس عن نفسي فإنني…     .5

 أ. أتحدث عن أجدادي وتراثهم. 

 ب. أتحدث عن أصدقائي وعّما نحب فعله. 

 ج. أتحدث عن إنجازاتي. 

 د. أتحدّث عّما يجعلني فريدًا.

 

 المقبل، أي مادة ستختار:تحتاج ألْن تختار مادة إضافية للفصل الدراسي     .6

 أ. تلك التي ستساعدني ألتقدم على اآلخرين.

 ب. تلك التي ينصح والداي بها.

 ج. تلك التي يخطط أصدقائي ألخذها.

 د. تلك التي تثير اهتمامي أكثر. 

 

 لو كنت ستشتري قطعة فنية لمكتبك، ما هو العامل األهم التخاذ قرار الشراء؟    .7

 استثماًرا جيدا. أ. أن تكون  

 ب. ستعجب زمالئك في العمل.

 ج. أعجبتك فحسب.

 د. سيستحسنها رئيسك.

 

 فرًضا بأن خطيبتك/خطيبك ووالديك ال ينسجمون جيدًا، ما الذي ستفعله؟     .8

 أ. ال شيء.

 ب. أقول لخطيبي/خطيبتي بأنني أحتاج لدعم والدّي المادي، لذا عليه/ـا أن تهتم بمداراة األمر.

 ل لخطيبي/خطيبتي بأن عليه/ـا بذل مجهود أكبر لتندمج مع العائلة. ج. أقو

 د. أُذّكر خطيبي/خطيبتي بأن والدّي وعائلتي ُمهّمين جدا بالنسبة لي، لذا عليه/ـا أن تمتثل لرغباتهم.
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شاركت فرق تتكون من خمسة أشخاص في مسابقة مشروع علمي، وحاز فريقك على المركز األول وجائزة      .9

 ٪ من العمل في هذا المشروع، فكيف يجب أن يوزع المال على الفريق؟ ٩٥$أنت وعضو آخر قد أدّيتم  ١٠٠تها قيم

 أ. تقسيمه بالتساوي، دون اعتبار لعمل كل عضو.

 ٪ من المال، والباقي يوزع بين بقية األعضاء. ٩٥ب. نأخذ أنا والعضو اآلخر 

 ج. يقرر قائد المجموعة طريقة تقسيم المال.

 سيمه بالطريقة التي تجعلني أرضى تمام الرضا.د. تق

 

 عندما تشتري رداًء لمناسبة اجتماعيّة هاّمة، ستكون راضيًا عنه تمام الرضا عندما: .10

 أ. يعجبك.

 ب. يعجب والديك.

 ج. يعجب أصدقائك.

 د. يكون أنيقًا جدًا ويبهر الجميع.
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