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ABSTRACT

Introduction. With Industry 4.0 and Work 4.0 entering the world, modern education is
undergoing transformations in terms of educational practices, skillsets and competencies,

teaching and learning methodologies (including flipped classroom, blended learning, self-

regulated learning, project-based learning, inquiry-based learning, student-centred pedagogy),

digital tools used at all educational levels, as well as barriers and challenges. This string of

changes is covered by the new buzzword “Education 4.0". It is not so far finally defined. There

are various explanations of the concept. Most align with the Fourth Industrial Revolution and

Industry 4.0. The JLE editorial aims to overview the emerging research field of Education 4.0

aligned with Industry 4.0, outlining the potential lines of research for JLE authors.

Industry 4.0. The transformation of production at large is beginning on the basis of a set of

innovative technologies and completely brand-new processes. Their combination constitutes

the underpinning of Industry 4.0.

Skillsets in Education 4.0. There are numerous views of the skills needed for graduates ready
for Industry 4.0. One of the most replicated lists embraces the 10 skills offered by the World
Economic Forum in 2016 with later updates. Most researchers outline numerous technical,
communication, digital, and cognitive skills as a skillset of Industry 4.0.

Teaching and Learning in Education 4.0. The traditional pedagogy or face-to-face learning, still
dominant worldwide, is going to combine with innovative approaches, including, e-learning, and
blended learning as a mixture of e-learning ang face-to-face learning. In addition, all student-
centered technologies add to the future pedagogical landscape: self-regulated learning, project-

based learning, flipped classroom, etc.

Research on Education 4.0. The authors searched the Scopus for the documents related to
“Education 4.0" to find that the total of 483 results unevenly distributed from 2010 to 2023, with
a high of 137 in 2022. The analysis of the publications on Education 4.0 proves that the research
field is developing fast, though publications authored by researchers from the developing
countries prevail in the search results. At the same time, most of the selected publications
came out in the Scopus-indexed low-quartile or discontinued journals. A disproportionately low
number of articles published by the authors from the OECD countries depletes the quality of the

research field.

Conclusion. The editorial overview of the concept of Education 4.0 may serve as a topical

guidance for researchers at large and potential JLE authors focused on educational research.

Further studies in the field may cover skillsets and competencies for Industry 4.0; teaching and

learning approaches in Education 4.0; new educational frameworks and environments.

KEYWORDS

Industry 4.0, Fourth Industrial Revolution, Education 4.0, skills, competencies, blended learning,

e-learning, face-to-face learning.

INTRODUCTION

Innovation has been transforming the
ways the economy functions throughout

the mankind history. In the past, there
were periods of great innovations that
are marked as industrial revolutions:
(1) The Industrial Revolution began
when the steam engine was invented by

JLE | Vol.9 | No.1 | 2023
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Thomas Newcomen in 1712, and consequently introduced
in various industrial sectors (starting with a steam powered
mass-producing print technology). From 1781 on, it brought
about Industry 1.0. (Yildiz, 2019). The transition from hand
production to machines and “from farming and feudal so-
ciety to the new manufacturing process” (Xu et al., 2018)
marked that period; (2) Industry 2.0. was based on electrical
power and assembly lines built at factories and followed the
Technological Revolution and the spread of railways and tel-
egraph networks. The invention of the internal combustion
engine ushered in a new era of rapid industrialization (Xu et
al., 2018). The beginning of the Second Industrial Revolution
dates back to the 1860s-1870s. It lasted into the early 20t
century till World War I; (3) The second half of the 20t centu-
ry witnessed flourishing brand-new technologies related to
the Internet and accompanying innovations called the Digi-
tal Revolution. They transformed the ways of production and
were labelled as “Industry 3.0". The greatest achievements
of the period were computers and robots; (4) The term “In-
dustry 4.0” has been popularized by the World Economic Fo-
rum to describe the trends towards to technologies and pro-
cesses, including cyber-physical systems, Internet of things,
cloud computing, artificial intelligence, computer generated
product design, three-dimensional (3D) printing. Industry
4.0 encapsulates a set of technological changes in industry
at large. The concept is generally defined via an enumer-
ation of the technologies (Fuchs, 2018). The Third and the
Fourth Revolutions have merged while “the lines between
physical, digital, and biological spheres” (Xu et al., 2018) are
beginning to blur initiated by the amalgamation of Internet,
information, and communication technologies (ICTs) and
physical machinery (Kumar et al., 2019). Industry 4.0 is often
described as the Industrial Internet, or Internet 4.0 (Eche-
berria, 2020).

Every period of industrial history requires the correspond-
ing form of education. The first three industrial revolutions
led to Education 1.0 (teacher-centered approach), Education
2.0 (peer assessment encouraged, high teacher important),
and Education 3.0 (co-constructed, first student-centered)
respectively (Miranda et al., 2021). At present, Education 4.0
is coming into existence, with new educational technologies
based on a range of tools in various environments. It is to
response to all the requirements the economy of Industry
4.0 will impose towards employees of the future.

This editorial review overviews the fledging field of Educa-
tion 4.0, with the objective of outlining the JLE potential key
lines of research for further publications. To this end, the
JLE editorial dwells upon the background of Industry 4.0,
fuelling transformations in Education 4.0 (Industry 4.0); the

key aspects of the pedagogy in the Industry 4.0-driven envi-
ronments (Education 4.0 in Focus); the challenges Industry
4.0 and Work 4.0 make in respect of graduates’ employa-
bility (Skillsets in Education 4.0), the major pedagogical ap-
proaches applied in Education 4.0 and most efficient ways
of teaching and learning in online and mixed environments
(Teaching and Learning in Education 4.0), and an overview
of the research on Education 4.0 to explore the emerging
field (Research on Education 4.0).

Industry 4.0

The concept of Industry 4.0 was originally formed in Ger-
many ahead of other countries. It lay a foundation for the
European Union (EU) concept accepted in 2016. The Ministry
of Education and Research of Germany highlighted that in
Industry 4.0 “equipment, machines and single components
continuously exchange information” along the value chain3.

The European Union outlined the key characteristics of In-
dustry 4.0, reduced to interoperability, virtualization, decen-
tralization, real-time capability, service orientation, modular-
ity*. Simply put, the concept of Industry 4.0 is an integration
of cyber and physical worlds via introducing new technolo-
gies (Sony & Naik, 2020). The gist of transformations in In-
dustry 4.0 embraces the following features:

(1) vertical networking in smart production;
(2) horizontal integration via global value chain networks;
(3) through-engineering across the entire value chain;

(4) acceleration of production through exponential tech-
nologies (Echeberria, 2020).

Learners within Education 4.0 must get prepared for Indus-
try 4.0 and Work 4.0. The technologies related to Industry 4.0
shorten the life cycle of most professions. The concept wwa
Education 4.0 marks “the impacts of the systematic changes
brought about by the Fourth Industrial Revolution” in edu-
cation (Oliveira & Saraiva, 2023). It implies “self-regulated
learning, critical thinking, collaborative and teamwork skills
supported by digital expertise” (Thite et al., 2021).

Skillsets in Education 4.0

Industry 4.0 requires professional who are ready for change,
capable of acquiring new knowledge, and improving their
skills. Professional education within the concept must be
adapted with new models for teaching and learning with a

3 Bundesministerium fiur Bildung & Forschung (2013). Zukunftsbild ,Industrie 4.0“[Federal Ministry for Education and Research]. Bunde-
sministerium fur Bildung und Forschung. S.6. https://www.plattform-i40.de/IP/Redaktion/DE/Downloads/Publikation/zukunftsbild-in-

dustrie-4-0.pdf?__blob=publicationFile&v=4

4 Directorate-General for Internal Policies (2016). Industry 4.0. Study for the ITRE Committee. European Parliament. https://www.europarl.
europa.eu/RegData/etudes/STUD/2016/570007/IPOL_STU(2016)570007_EN.pdf
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focus on interdisciplinary skills (Kipper et al., 2021). At pres-
ent, there is no unanimous skillset covering all potential de-
mands of the future labour market. One of the widely repli-
cated lists is the one offered by the World Economic Forum
headlined “The 10 skills you need to thrive in the Fourth
Industrial Revolution: Top skills in 2020" (World Economic
Forum, 2016 and updates) that include:

(1) complex problem solving;
critical thinking;

creativity;

people management;
coordinating with others;
emotional intelligence;
judgement and decision making;
service orientation;

(9) negotiation;

(10)cognitive flexibility®.

Many authors highlight other skills, including self-manage-
ment, flexibility, adaptability, communication skills, initiative,
collaborative work, teamwork, interdisciplinary, problem
solving, creativity, give and receive feedback, leadership,
and other skills (Kipper et al, 2021; Chigbu et al., 2023;
Karpenko et al., 2021; Teo et al., 2021).

Employable graduates must possess adequate skills, though
some studies suggest that there is “a skill gap between uni-
versity students and fresh graduates in the industry” (Thite
et al., 2021). Education 4.0 aims to bridge such gaps by align-
ing professional education, especially in engineering, with
real production. One of the prominent educational technol-
ogies of this kind is a Teaching Factory 4.0. Such factories
are created to change over to Engineering Education 4.0, for
instance, the SEPT Learning Factory, or a state-of-the-art fa-
cility simulating the factory of the future for educational and
research aims (Elbestawi et al., 2018). Embedding most im-
portant graduate skills, including innovation, critical think-
ing, metacognition, teamwork, collaboration and communi-
cation skills, into Education 4.0, especially in online courses,
will require great efforts. The academia at large is striving
to incorporating and reflecting on the new technologies,

concepts, and paradigms, though sometimes too gradually
(Catal & Tekinerdogan, 2019). To address this challenge, al-
gorithms, roadmaps, and other blueprints are put forward.
For instance, Coskun et al. (2019) put up a road map which
includes three pillars addressing the curriculum develop-
ment, laboratory concept, and student club activities. More
research is necessary to meet the demands of educations
institutions across all domains.

Teaching and Learning in Education 4.0

Education has been based on the classroom approach for
all its history (Chigbu et al., 2023). It is still a dominant glob-
al technology®. The modern pedagogical models applied
in teaching and learning are shifting to other approaches,
including electronic-based (e-learning or internet-based
learning), blended learning (a mixture of face-to-face and
electronic-based learning; with instructional modalities -
classroom, distance, and self-paced learning; instructional
designs; and delivery media), self-regulated learning, pro-
ject-based learning, revised face-to-face learning to provide
for a combination of face-to-face, remote, and online inter-
action (Jones, & Sharma, 2021). Jones, & Sharma (2021) con-
sider revised face-to-face learning as a set of problem-solv-
ing, study groups, presentations, formative assessments,
and formative peer evaluations. Traditional lectures turn
into interactive lectures that no longer look like a teacher’s
monologue.

These new pedagogies of Education 4.0 are being adapted
unevenly on the global scale, with poor countries being far
behind the frontrunners. The economies of the former are
not ready for Industry 4.0. Their educational systems are
less developed and under-equipped to promote novel edu-
cational initiatives (Chigbu et al., 2023).

Research on Education 4.0

The search query “Education 4.0” in the titles, abstracts or
keywords in the Scopus database brought 483 results (as of
March 5, 2023), distributed from 2010 to 2023. Though the
first publications date to 2010-2013, the concept of Educa-
tion 4.0 got a boost not earlier than 2019 after it had been
adopted by the European Union (2016) and articulated by
the World Economic Forum (2019). The trend towards more
publications is definite, with a spike of 137 documents in
2023 (see Fig.1).

Though, the subject field of Education 4.0 is still getting its
shape, there are several reviews on the topic. 16 in the search
results, including 8 entirely relevant reviews in English (Ah-

5 World Economic Forum (2016). The 10 skills you need to thrive in the Fourth Industrial Revolution: Top Skills in 2020. https://www.we-
forum.org/agenda/2016/01/the-10-skills-you-need-to-thrive-in-the-fourth-industrial-revolution (accessed March 12, 2023).

¢ Marinoni, G., Land, H. Van, & Jensen, T. (2020). The impact of COVID-19 on higher education around the world: IAU Global Survey Report.
https://www.uniss.it/sites/default/files/news/iau_ covid19_and_he_survey_report_final_may_2020.pdf.
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Figure 1
Research on Education 4.0: Breakdown by Year
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Note. Scopus Database as of March 5, 2023. Scopus database. Copyright 2023 by Elsevier.

Table 1
Basic Characteristics of the Search Results on Education 4.0

Characteristics

Number (and/ or Percentage)

Total Search Results

483

Articles 195 (40.4 %)
Review Papers 16 (3.3 %)
Conferences Papers 224 (46.4 %)
Book Chapters 31 (6.4 %)
Journals and Other Sources 205
Authors 318

Most Prolific Author - Ramirez-Montoya, M.S. (Tecnologico de Monterrey, Monterrey, Mexico) 15
One-Authored Documents 57

Top Cited Publication (Bene3ova & Tupa, 2017) 282
Country with the Highest Results - Malaysia 66

Most Productive Year 2022 137

mad et al., 2022; Butt et al., 2022; Chaka, 2022; Costan et
al., 2021; Dao et al., 2023; Gonzélez-Pérez, & Ramirez-Mon-
toya, 2022; Moraes et al., 2022). Some of the reviews as well
as other publications came out in the journals that do not
belong to high quartiles or are brought out by the publish-
ers with dubious reputation as a bibliometric review stated
(Dao et al., 2023). The bibliometric review on Education 4.0
for 2017-2021 also found that “the research field is very frag-
mented” (Dao et al., 2023).

The ten most productive countries include Malaysia (n=66),
Mexico (n=62), Indonesia (n=60), India (n=44), Germany
(n=29), Spain (n=26), Romania (n=21), Brazil (n=19), United
States (n=17), and Russian Federation (n=15). As few OECD

countries contributed to the research on Education 4.0, the
field “cannot develop strongly” (Dao et al., 2023). The con-
tribution on part of many developing countries confirms the
fact that their interest in Industry 4.0 and Education 4.0 is
outpacing the one of technology-driven countries.

The most frequent keyword “Education 4.0” was included in
367 publications out of the total of 483 (75.98 %). The other
most popular keywords were Industry 4.0 (151 publications),
student (147), engineering education (145), technology (123),
and e-learning (81). Other keywords in our search results
covered artificial intelligence, augmented reality, internet of
things and others. Almost all most frequent words were in

JLE | Vol.9 | No.1 | 2023
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Figure 2
Word Cloud of the Top 250 Keywords
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conformity with the findings in the review mentioned above
(Dao et al., 2023).

The thematic spread in the selected publications is rather
wide. The most cited articles from the reviewed list cover
general features of Education 4.0 (Himmetoglu, Audug, &
Bayrak, 2021; Mansor, Abdullah, & Rahman, 20200; re-
quirements for education and qualification in Industry 4.0
(Benesova, & Tupa, 2017); digital transformation towards
Education 4.0 (de S Oliveira, & de Souza, 2022; Jain, & Jain,
2022); engineering education (Mogos et al., 2018; Srivani et
al., 2022; Polyakova, 2020); and country-related issues of Ed-
ucation 4.0 (Buasuwan, 2018; Anito, & Morales, 2019; Jain, &
Jain, 2022). The analysis was subject to the articles only with
numerous citations (over 7 as of April 1, 2023).

CONCLUSION

The research on Education 4.0 is on the rise while the Fourth
Industrial Revolution is making some evident headway to
Industry 4.0. The outline given above may navigate poten-
tial researchers through the field. The focus on this prospec-
tive field is certain to bring more publications in the near
future. It would be reasonable for researchers to analyse
national and regional experiences in promoting the concept,
compare country-related experiences and the best practices
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ABSTRACT

Background. Advances in automated analyses of written discourse have made available a wide
range of indices that can be used to better understand linguistic features present in language
users’ discourse and the relationships these metrics hold with human raters’ assessments of
writing.

Purpose. The present study extends previous research in this area by using the TAALES 2.2
software application to automatically extract 484 single and multi-word metrics of lexical
sophistication to examine their relationship with differences in assessed L2 English writing
proficiency.

Methods. Using a graded corpus of timed, integrated essays from a major academic English
language test, correlations and multiple regressions were used to identify specific metrics that
best predict L2 English writing proficiency scores.

Results. The most parsimonious regression model yielded four-predictor variables, with total
word count, orthographic neighborhood frequency, lexical decision time, and word naming
response time accounting for 36% of total explained variance.

Conclusion. Results emphasize the importance of writing fluency (by way of total word count)
in assessments of this kind. Thus, learners looking to improve writing proficiency may find
benefit from writing activities aimed at increasing speed of production. Furthermore, despite
a substantial amount of variance explained by the final regression model, findings suggest the
need for a wider range of metrics that tap into additional aspects of writing proficiency.
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second language writing, automated analysis, corpus, integrated writing, L2 English

2019; Kyle & Crossley, 2017). For instance,
Lu (2011) implemented the Lexical Syn-
tactic Complexity Analyzer to examine
lexical characteristics of Chinese learners
and found several measures of clause
complexity and length to be strongly as-
sociated with writing ability.

INTRODUCTION

Over the past three decades, advances in
computer aided corpus linguistics have
enabled new approaches to discourse
analysis that were previously either too
time consuming or unreliable to be con-

sidered methodologically valid (e.g., The advent and development of auto-

Crossley, 2020). Using these relatively
new tools, researchers can now apply
standardized, and therefore replicable,
assessments of a wide range of linguistic
metrics to assess various important con-
structs (e.g., writing proficiency), thus
providing important insights into the lan-
guage produced by first (L1) and second
(L2) language users (e.g., Casal & Lee,

mated text analysis have also inspired
research that has examined single and
multiword measures in both independ-
ent and source-based prompts. In this
regard, multiword measures such as
n-grams have shown to be important
predictors of essay quality in independ-
ent tasks but less so in source-based
tasks (Kyle & Crossley, 2016). Other text
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analysis tools such as Coh-metrix (Graesser et al., 2004) and
TAALES (Kyle & Crossley, 2015) allow researchers to extract a
wide range of linguistic measures that aid in the exploration
of texts in unprecedented ways. This new world of comput-
er aided linguistic analysis has led to increased interest in
automated forms of assessment that could be used to de-
crease the burden placed on teachers and increase student
independence by creating alternative paths for feedback
and evaluation. However, to take advantage of the advances
being made and get a more complete picture of how well
these metrics can be used to model raters’ assessment of
L2 discourse, it is important to continue pushing the field of
study forward by examining an ever-wider range of writing
tasks and linguistic metrics.

In particular, as it relates to source-based, L2 English aca-
demic writing (i.e., academic tasks that require writers to
integrate material from previously exposed texts and/or lis-
tening materials), a very narrow range of task types has thus
far been examined, with a frequent focus on summary tasks
from the Test of English as a Foreign Language (e.g., Guo,
Crossley, & McNamara, 2013; Kim & Crossley, 2018; Kyle,
2017; Kyle & Crossley, 2016; Plakans et al., 2019). The TOEFL
iBT is an important resource, yet the availability of this data
set seems to have created an overreliance on this task and a
related lack of research targeting alternative source-based
writing. Thus, we lack a full understanding of the effective-
ness of automatically extracted linguistic measures in high-
lighting the features most relevant to raters’ assessments
of L2 writing proficiency in source-based writing beyond this
task.

The present study aimed to extend previous research into
the automated analysis of source-based L2 English written
discourse by using an unpublished corpus of timed, argu-
mentative, L2 English academic essays collected from a for-
mer test of academic English proficiency commonly used
to evaluate international students aiming to study at Eng-
lish-medium post-secondary institutions in Canada (Appel
& Wood, 2016)%. To account for factors that may influence
the language being produced, this study controls for essay
type, topic, and testing conditions by using a single version
(i.e., one writing prompt) of this standardized test. To better
understand the underlying discoursal features relevant to
human raters’ assessments of academic English writing pro-
ficiency in this test, the TAALES 2.2 software suit was used
to extract 484 single and multi-word candidate measures of
lexical sophistication and subsequently examine their po-
tential relationship with holistic scores of this source-based,
L2 English writing proficiency test®.

Empirical Analyses of L2 English Writing
Proficiency

The link between linguistic features and writing proficiency
dates back to at least the 1970s (Crossley, 2020), with empir-
ical analyses largely taking hold in the 1990s (Wolfe-Quinte-
ro et al., 1998). The main goal in many of these studies has
been to reveal the features most relevant to differences in
assessed proficiency, and therefore which elements should
receive greater focus during target language instruction.
While early examinations of the lexical and grammatical fea-
tures in L2 discourse indicated specific linguistic elements
relevant to differences in assessed proficiency, these studies
were often limited to the examination of a single or limited
number of metrics due to the time consuming and laborious
nature of the manual analysis. Therefore, knowledge of how
various lexical factors work in combination were difficult to
come by, and reliance on human coding created the poten-
tial problem of a lack of consistency in evaluations. However,
due to recent advances in computer technology and asso-
ciated forms of automated analyses, these problems can
largely be avoided. In fact, we are now able to consistently
and accurately extract a wide range of lexical measures from
submitted texts without the need for human intervention.

Automated Analyses of L2 Writing

Automated computer assisted analyses have enhanced our
collective understanding regarding the lexical, phrasal, co-
hesive, and syntactic features most relevant to evaluations
of differences in linguistic ability (e.g., Bi & Jiang, 2020; Lei
et al., 2023; Li et al., 2023). For example, Lu (2011) used the
automated extraction of 14 syntactic complexity measures
to analyze 3,554 independent, argumentative essays from
the Written English Corpus of Chinese Learners (Wen, Wang,
& Liang, 2005). Findings indicated that a combination of 7
discoursal features (complex nominals per clause, complex
nominals per T-unit, coordinate phrases per T-unit, coordinate
phrases per clause, mean length of clause, mean length of sen-
tence, mean length of T-unit) were the best predictors of dif-
ferences in perceived writing ability.

While the increased speed and accuracy of analysis provided
by automated extraction has led to a greater dependence
on these tools, their increasing acceptance and application
in recent years is likely, at least somewhat, related to their
free (e.g., Compleat Lexical Tutor, Coh-metrix, AntConc), or
low cost (e.g., WordSmith Tools, LIWC) nature. For example,
the 14 lexical measures used by Lu (2011) are now freely
available through an online tool, the Web-based L2 Syntac-
tical Complexity Analyzer. Thus, additional researchers are

3 This study was based on a retired version of the Canadian Academic English Language (CAEL) assessment. The current version of this
test maintains the core construct of academic language proficiency yet uses a different structure from the version in the current re-

search.

4 This study was supported by Paragon Testing Enterprises (now a subsidiary of Prometric). The analyses and conclusions presented in
this paper are those of the authors and do not reflect the views or positions of Prometric.
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able to make use of these measures to verify the findings of
published studies using alternative corpora.

Coh-metrix, another popular and freely available web-based
text analysis tool, allows users to submit discourse samples
for automatic extraction of over 100 lexical metrics spanning
11 broad categories (descriptive statistics, text easability, refer-
ential cohesion, latent semantic analysis, lexical diversity, con-
nectives, situation model, syntactic complexity, syntactic pattern
density, word information, readability). Similarly, Compleat
Lexical Tutor offers users a wide range of freely available
linguistic tools that can be used to calculate, among others,
metrics related to word frequency in reference to a range
of previously compiled corpora. While each of these tools
offer easily accessible methods to evaluate the language
appearing in the corpora under investigation, the range of
measures available has remained relatively limited. Howev-
er, with the release of the Tool for the Automatic Analysis of
Lexical Sophistication (TAALES), this is no longer the case.

TAALES

Originally released in 2015, TAALES (Kyle & Crossley, 2015)
is a downloadable software application that allows users to
batch analyze large collections of text for a wide range of lex-
ical features. As a downloadable application, TAALES holds a
distinct advantage over alternative tools (e.g., Coh-metrix,
Web-based Syntactic Complexity Analyzer, Compleat Lexical
Tutor) in that it can be used offline and does not require
each text to be submitted individually, thus allowing for a
faster and more efficient form of analysis. Although initially
limited to 130 indices, with the release of version 2.2, TAALES
now supports the extraction of 484 single and multi-word
metrics, thereby making it one of the most comprehensive
freely accessible linguistic analysis tools available. With a fo-
cus on lexical sophistication, these measures cover 10 broad
categories (discussed in greater detail below and fully de-
scribed at https://www.linguisticanalysistools.org).

Automated assessments of Source-based Writing

With regard to the writing tasks examined in previous auto-
mated analyses of L2 English proficiency, an important dis-
tinction must be made between independent and source-
based (i.e., integrated) tasks. The former is a task type that
relies purely on the writers’ personal experience to con-
tribute content to the composition. For example, personal
narratives (e.g., Describe a time you had to deal with conflict
and how you resolved it) as well as opinion pieces (e.g., Do
you think it is necessary for students to work part-time while at-
tending university?) would both fall under this category when
composed without reference to outside sources.

These independent tasks are easy to administer since pre-
vious exposure to reading and listening materials is not re-
quired and the prompt can be provided to writers without
any time-consuming preparation. Perhaps because of the

relative ease associated with this type of data collection, in-
dependent writing has served as the primary focus in the
majority of previous studies aiming to automatically extract
relevant linguistic features that could be used to model hu-
man raters’ assessment of L2 English discourse (Guo et al.,
2013). Findings based on these analyses of independent
writing include the identification of text length (e.g., Ferris,
1994) lexical diversity (Crossley & McNamara, 2012), and av-
erage length per word (e.g., Grant & Ginther, 2000) as im-
portant factors in assessments of L2 English proficiency.

Despite the wide-spread use of independent tasks in auto-
mated analyses of L2 English, this type of writing is a poor
representation of the real-world, post-secondary assign-
ments students will be required to complete, since ‘it is
impossible to assign academic writing tasks that don’t re-
quire preliminary readings’ (Johns, 1993, p. 277). Therefore,
to better understand how more academically minded tasks
are evaluated by human raters, recent years have seen an
increasing focus on source-based writing. For instance, Guo
etal. (2013) used Coh-metrix to analyze summary tasks from
the TOEFL iBT public use data set in relation to holistically as-
signed proficiency scores. Multiple regressions were used to
identify seven indices (number of words per text, past partici-
ple verbs, word familiarity, verbs in 37 person singular present,
semantic similarity, verbs in base form, and word frequency)
that accounted for over 50% of the variance in assessed pro-
ficiency on a 5-point scale.

Several studies have also examined the influence of auto-
mated measures of text cohesion on writing development.
Although these studies initially focused on L1 discourse, an
increasing amount of research has adopted an L2 focus (e.g.,
Casal & Lee, 2019; Guo et al., 2013; Kim & Crossley, 2018). In
terms of automated measures of discourse cohesion in re-
lation to L2 English writing quality, Kim and Crossley (2018)
found that lexical overlap between paragraphs, a global co-
hesion metric, was a significant predictor of writing quality
for both independent and integrated TOEFL iBT tasks. Also
making use of the TOEFL iBT, Guo et al. (2013) revealed that
variance in writing quality on integrated tasks could be suc-
cessfully predicted by local measures of discourse cohesion.

Similar studies to the above have also been conducted by
Kyle et al. (2016), Plakans et al. (2019), and Kyle (2017) with a
range of lexical factors identified and variance in proficien-
cy scores accounted for. However, one potentially limiting
factor in this body of research is that the majority of data
comes from a single source: the TOEFL iBT. This source-
based task is a quick, written exercise that involves a short
lecture and text on the same topic, followed by a 20-min-
ute allotment in which the test taker is asked to produce a
summary of the previously exposed to materials. Therefore,
although technically source-based, this task type removes
any need to present a position and argue it in an effective
manner using support from outside sources. Thus, this re-
search approach has continued to neglect source-based ar-
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gumentative writing, a task type that has been repeatedly
identified as a key component of the undergraduate writing
genre (e.g., Wingate, 2012).

Research Question

The present study aimed to extend previous research tar-
geting automated measures of writing development in L2
English discourse. Of the three broad constructs commonly
featured in research of this kind (i.e., lexis, syntax, and co-
hesion), we have chosen lexical sophistication as our focus,
as this has been argued as presenting the richest measures
of writing development (Crossley, 2020). With an emphasis
on a single construct of writing quality (i.e., lexical sophisti-
cation), we also aim to use a wider range of measures than
those commonly applied in this area. Furthermore, while
our objective is to expand the number of metrics used to
assess lexical sophistication in order to better assess their
value in predicting writing quality, we also narrow our focus
by targeting a tightly controlled corpus of L2 English writing
that shares a common writing prompt, topic, and task, with
all samples produced under similar writing conditions.

The composition of this corpus is also important since it
serves as an alternative source of integrated, timed, L2
English academic writing designed to better represent the
type of task students will find necessary when studying in
English medium post-secondary institutions. As a result, a
main goal of the present research is to better identify which
specific metrics of lexical sophistication are most associated
with differences in assessed writing proficiency in academ-
ic tasks of this nature. Put differently, the purpose of this
study was to explore potential answers to the following re-
search question: Which automatically extracted single and
multi-word metrics of lexical sophistication can be used to
predict holistic ratings of L2 English writing proficiency on a
timed, source-based writing task?

METHOD

Corpus

The corpus analyzed in this study is composed of timed,
written responses (n = 589) to a single argumentative essay
prompt included as part of a four section (reading response,
lecture response, oral language response, written response)
timed, high-stakes language test. The final portion of this
test, the written response, provides the data used in this
study. This test aims to assess L2 English learners’ ability to
use academic English as needed in order to fully participate

in English-medium post-secondary institutions. As the final
component in a multi-section linguistic evaluation on a sin-
gle topic, writers are encouraged to make use of previous
components of the test (e.g., lecture and reading texts) to
help strengthen the position presented in their essays.

This test used a nine-band grading system, with 10 denot-
ing the lowest level of writing proficiency and 90 indicating
the highest assessed level (Appendix A). To ensure grade
consistency, each essay was assessed by a team of three
trained raters using a collaborative, read-aloud protocol. If
all three raters agree on the grade the essay should receive,
the score is recorded, and the process begins again with
the following essay. In cases of disagreement among any of
the three raters, discussions are initiated until a consensus
is reached. The collaborative read-aloud protocol used to
evaluate these essays is viewed as decreasing the focus on
surface features, thereby encouraging raters to be more at-
tentive to more substantive aspects of each piece of writing,
such as organization, cohesion, and coherence of the pre-
sented argument. Thus, differences in essay length may be
an important factor in ratings for this timed task, as greater
essay length may be seen as providing evaluators with more
opportunities to assess the macro features of each text. This
emphasis on macro features contrasts with an overt focus
on grammatical inaccuracies that may not interfere with the
overall structure, organization, and message of each piece
of writing®.

Measures of Lexical Sophistication

In total, 484 indices of lexical sophistication were selected
as candidate measures and included in the present study.
These measures spanned 10 broad categories, which are
summarized below and were selected since “lexical sophis-
tication tends to provide the richest metrics of text quality”
(Crossley, 2020, p. 417). For additional details on each cate-
gory and the individual indices contained within them, see
Kyle and Crossley (2015).

Word Frequency

Word frequency scores in TAALES are sourced from
metrics related to several major corpora, including the
Thorndike-Lorge magazine corpus (Thorndike & Lorge,
1944), Kucera-Francis (Kucera & Francis, 1967), Brown Cor-
pus (Kucera & Francis, 1967), British National Corpus (BNC¢,
2007), Corpus of Contemporary American English (COCA’,
2008), and SUBTLEXus (Brysbaert & New, 2009). Vocabulary
in the submitted texts that does not appear in any of the
corresponding corpora is excluded from the final frequency

5 All essay ratings were provided by Paragon. However, the current version of the CAEL assessment uses a rating method that differs

from the one described in this manuscript.

6 British National Corpus. (2007). British National Corpus, version 3 (BNC XML ed.).
7 Davies, M. (2008). The Corpus of Contemporary American English: 520 million words, 1990-present. Available online at https://corpus.

byu.edu/coca/
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counts. Indices from this category include raw frequency,
mean frequency, and logarithmic frequency, with options
allowing for individual reports or measures related to con-
tent words, function words, or all words (i.e., combination of
content and function words).

Word Range

Word range information for several of the aforementioned
corpora (e.g., Brown, BNC, SUBTLEXus, COCA) is also pro-
vided. As with word frequency, these metrics come in raw
and logarithmic forms, with the option to restrict scores to
content words, function words, or all words.

Contextual Distinctiveness

These values are based on the results from previous re-
search, such as the Edinburgh Associative Thesaurus (Kiss
et al., 1973), McDonald's co-occurrence probability (McDon-
ald & Shillcock, 2001), and Latent Semantic Analysis values
(Landauer et al., 2007).

Psycholinguistic Word Information

Largely based on information from the MRC psycholinguis-
tic database (Coltheart, 1981), a collection of human ratings
on more than 26 psychological properties from over 150,000
words, TAALES includes measures of familiarity, imageabili-
ty, concreteness, and meaningfulness.

Word Neighborhood

Using scores from the English Lexicon Project (Balota et
al., 2007), word neighborhood scores are reported for or-
thographic, phonographic, and phonological neighbors.
For example, orthographic neighbors are calculated as the
number of words that can be formed by changing only one
letter in the target vocabulary item (e.g., past and /ast).

Word Recognition

Metrics from this category are calculated based on the
norms reported in the English Lexicon Project (Balota et
al., 2007). In general, longer word recognition times can be
viewed as an indication of increased processing difficulty.

Age of Exposure

Indices from this category are based on data from the TASA
corpus (Dascalu et al., 2016). Low age of exposure scores
reflect texts with a higher proportion of words from lower
grade levels, while texts earning higher scores are indicative
of texts with more words from higher grades.

Semantic Relationships

Values in this category include hypernymy and polysemy
norms from WordNet (Fellbaum, 1998), which contain infor-
mation on connections between nouns, verbs, adjectives,
and adverbs. Texts with high hypernymy tend to be more
specific, have more concrete terms, and have fewer abstract
words. High polysemy indicates texts with more sense rela-
tionships.

N-Gram Indices

Indices from this category are largely rooted in the bigram
and trigram frequencies for the written and spoken sections
of the BNC corpus created by Crossley et al. (2012). The pro-
portion of n-grams is a measure of the percentage of unique
n-grams present in the text that are also found in the refer-
ence corpora. TAALES 2.2 also includes five measures of as-
sociation strength derived from the COCA: Mutual Informa-
tion (MI), MI?, t-score, AP, and approximate collexeme score.

Academic Language

Measures from this category aim to identify the prevalence
of academic lexis in each submitted text using the Academic
Word List (AWL; Coxhead, 2000) and the Academic Formulas
List (Simpson-Vlach & Ellis, 2010) as reference points.

Another category included in this study was text length be-
cause “it can be considered especially construct-relevant
when it comes to writing in a foreign language” (Flecken-
stein et al., 2020, p. 2). In argumentative essays, particularly
the timed ones analyzed in this study, using a wider range of
linguistic resources can result in longer texts, which in turn
can be arguably considered as indicative of higher proficien-

cy.

Analysis

The identification of lexical factors associated with holistic
judgments of L2 English writing proficiency on this timed,
integrated task, followed a three-step process. First, Pear-
son correlation coefficients were used to explore the asso-
ciations between the 484 candidate variables and the target
construct of assessed writing proficiency. Second, those lex-
ical metrics with the strongest correlations were assessed
for redundancy (i.e., highly correlated predictor variables),
with the goal of eliminating redundant lexical variables.
Third, after examining redundancy, the remaining lexical
measures were included as predictor variables in a stepwise
multiple regression to highlight which of the lexical features
identified in step two accounted for significant proportions
of variance in human raters’ assessments of holistic writing
ability®.

8  Wherever possible, the decision to retain a variable was based on the strength of correlation. In other words, in each pair of collinear
variables, the variable holding the strongest relation with assessed proficiency score was retained.
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Pearson Correlations

As a first step in assessing the predictive strength of the 484
TAALES measures in accounting for differences in L2 English
writing proficiency, using SPSS version 25 (IBM SPSS Statis-
tics, 1989 - 2017), initial Pearson correlations were run be-
tween the full range of measures and the score awarded to
each essay. Before running any correlations, all data were
analyzed to ensure relatively normal distributions, a lack
of outliers, and the absence of missing data. Adhering to
Plonsky and Oswald’s (2014) localized recommendations for
meaningful correlations in L2 research (r > .250) resulted in
alist of variables (k = 36) associated with assessed L2 English
writing proficiency. This initial group of 36 variables includ-
ed various metric options within the same category (e.g.,
Brown Frequency All Words [AW] and Brown Frequency
Content Word [CW]). Thus, to avoid statistical dependencies
between options “all words”, “content words” and “function
words” within the same category, only the option sharing
the strongest correlation with band score was considered
for further analysis. Following previous research and recom-
mendations (e.g., Appel et al., 2019; Hinkle et al., 2003), to ac-
count for the existence of multicollinearity among these sig-
nificantly correlated predictor variables, in any case where
two predictor variables held a minimum correlation of .700
with each other, only one was retained. This helped elimi-
nate the possibility of including multiple overlapping meas-
ures in the final step of the analysis (i.e., multiple regres-
sion). Following the identification of significantly correlated
predictor variables and the elimination of multicollinearity,
the final step was to build a multiple regression model to
better understand the value of the correlated variables in
accounting for differences in L2 English writing proficiency.

Multiple Linear Regression

Given the primary focus of this study was to predict differ-
ences in assessed L2 English academic writing proficiency
based on single and multi-word metrics, a stepwise multiple
regression model was subsequently fit to the data. This type
of regression is appropriate for prediction (Keith, 2019) and
predictor variables are handled automatically by the soft-
ware package based on statistical criteria and techniques
(Plonsky & Ghanbar, 2018). For this study, the technique of
forward selection was used, consisting of first selecting the
predictor variable that shared the strongest correlation with
the criterion variable and then selecting the next variable
with the highest contribution to the model on an iterative
basis.

As in other types of multiple linear regression analyses, sta-
tistical assumptions were examined and met prior to the
application of this statistical procedure to make valid inter-
pretations and inferences from the data. In this regard, the
data were screened for influential data points, and after fit-
ting the regression model, the residuals were used to verify
their normality and homoscedasticity. The model's residuals

were normally distributed, but the homogeneity of variance
was slightly violated. However, the variance of Y for each
value of X was generally constant and “conditional on the
level of each of the predictor variables and on the overall Y
from the final regression equation” (Howell, 2013, p. 536).
Furthermore, the variance inflation factor (< 2, see Table 3)
indicated no collinearity issues. Additionally, Cook’s distanc-
es (< 0.040) did not raise any concerns regarding outlying
measures, thus preserving the model’s integrity.

RESULTS

Correlations between TAALES Variables and
Assessed Writing Proficiency

As a first step in our results, we provide Pearson correlation
coefficients between holistically assessed writing score and
the candidate predictive measures of writing proficiency (Ta-
ble 1). These initial correlations were used to assess the val-
ue of each measure as a predictor variable and the amount
of collinearity between variables that could be identified. Af-
ter accounting for multicollinearity (i.e., variables that were
too closely related), six predictor variables remained (Table
2). These six predictor variables were subsequently included
in the regression model. These variables cover four of the
previously mentioned categories (word recognition, word
neighborhood information, word concreteness, word fre-
quency), as well as one additional category (sample length).

As can be seeninTable 2, word count, word naming response
time, and lexical decision time held positive relationships
with assessed writing proficiency. Conversely, orthographic
neighborhood frequency, unigram familiarity, and HAL fre-
quency of closest phonological neighbors maintained neg-
ative correlations. The strongest correlation with assessed
proficiency was for word count with a correlation of .516.

Lexical Predictors of Writing Proficiency

The regression model yielded four predictor variables free
of collinear issues (see variance inflation factor): total word
count, orthographic neighborhood frequency, lexical decision
time, and word naming response time, suggesting that the
four-predictor model was statistically significant, F(4, 584)
= 84.668, p < .001 and accounted for approximately 36%
of the variance in writing proficiency scores (R? = .367, ad-
justed R? 36.3%) for the integrated writing task. Total word
count explained the largest portion of the variance associ-
ated with writing proficiency, thus exhibiting the strongest
weight in the model (B = .452, t = 13.428, p < .001), followed
by word naming response time (B = .151, t = 3.352, p = .001),
orthographic neighborhood frequency (B = -.125, t = -3.22, p
=.001) and lexical decision time (B = .120, t = 2.908, p = .004).
Note, however, that the predictor orthographic neighborhood
frequency was negatively associated with writing proficiency
scores.
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Table 1
Pearson Correlations between Writing Score and Potential Predictive Lexical Measures

Variables Score wc WNRTz CW WNRT CW WNRT WNRTz LDTsd CW LDT LDT CW

WC 0.52

WNRTz CW 0.37 0.16

WNRT CW 0.35 0.14 0.98

WNRT 0.34 0.14 0.94 0.95

WNRTz 0.33 0.15 0.95 0.94 0.98

LDTsd CW 0.34 0.19 0.61 0.60 0.58 0.58

LDT 0.34 0.13 0.84 0.85 0.87 0.85 0.68

LDT CW 0.34 0.14 0.88 0.88 0.84 0.84 0.71 0.95

ALD CW 0.32 0.14 0.85 0.85 0.81 0.81 0.57 0.82 0.86
LDTz 0.33 0.11 0.82 0.83 0.86 0.84 0.61 0.98 0.92
MRC AW -0.34 -0.18 -0.65 -0.64 -0.67 -0.65 -0.47 -0.64 -0.61
HAL CW -0.34 -0.15 -0.83 -0.82 -0.80 -0.81 -0.57 -0.78 -0.81
HAL -0.32 -0.14 -0.64 -0.63 -0.70 -0.69 -0.48 -0.66 -0.62
ONF CW -0.32 -0.16 -0.54 -0.52 -0.53 -0.54 -0.34 -0.52 -0.53

Variables ALD CW LDTz MRC AW HAL CW HAL

WC

WNRTz CW

WNRT CW

WNRT

WNRTz

LDTsd CW

LDT

LDT CW

ALD CW

LDTz 0.81

MRC AW -0.58 -0.62

HAL CW -0.90 -0.76 0.62

HAL -0.70 -0.64 0.64 0.79
ONF CW -0.48 -0.51 0.40 0.62 0.55

Note:  WC = Word Count; WNRTz CW = Word Name Response Time (z-score) CW; WNRT CW = Word Naming Response Time CW; WNRT = Word
Naming Response Time; WNRTz = Word Naming Response Time (z-score); LDTsd CW = Lexical Decision Time (standard deviation) CW; LDT
= Lexical Decision Time; LDT CW = Lexical Decision Time CW; ALD CW = Average Levenshtein Distance of closest phonological neighbors
CW; LDTz = Lexical Decision Time (z-score); MRC AW = MRC Familiarity CW; HAL CW = Average Log HAL frequency of closest orthographic
neighbors CW; HAL = Average Log HAL frequency of closest orthographic neighbors; ONF CW = Orthographic Neighborhood Frequency
CW; AW = All words; CW = Content Words.
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DISCUSSION

The current study explored the relationship between a wide
range of automatically extracted measures of lexical so-
phistication and assessments of L2 English proficiency on
a timed, integrated, academic writing task. While the initial
correlations used to identify metrics associated with differ-
ences in perceived L2 English writing proficiency yielded a
somewhat unwieldy list of variables, eliminating weak cor-
relations and multi-collinearity helped reduce the number
of candidate variables to a more manageable level. The final
multiple regression yielded a four-factor model accounting
for 36.3% of variance (adjusted R?) in assessed proficiency.
Each of these four metrics is discussed in detail below.

Lexical Correlates Accounting for Significant
Variance in Assessed Proficiency Scores

Total Word Count

The importance of total word count, which held the strong-
est correlation with assessed proficiency (r = 0.516) and ac-
counted for the largest portion of variance (26.5%) in test
scores, supports findings from previous studies (e.g., Kami-
mura & Oi, 2001; Sasaki, 2000) regarding developmental
trends in L2 English writing proficiency using independent
writing tasks. Although each of these studies has suggested
a link between length of sample and assessed proficiency

Table 2

in independent tasks, results from the current study ex-
tend these findings to integrated, argumentative academic
writing tasks produced under testing conditions. Although
text length was the main predictor of proficiency, further
research should include other text measures to continue ex-
ploring the construct complexities of second language writ-
ing. More recently, Crossley (2020) decided not to include
text length in a systematic review of linguistic features in
writing quality, but acknowledged that text length is likely
the strongest predictor of writing development quality. Sim-
ilarly, other studies have found a positive relationship be-
tween text length and human ratings, while controlling for
language proficiency (McNamara et al., 2015).

The relationship between volume of output and proficiency
in this study likely relates to the importance of writing flu-
ency (i.e., speed of production) in assessments of this kind
(e.g., timed tasks produced under testing conditions). In
timed tasks, lower-level writers may lack sufficient opportu-
nities to plan and compose their essays, thereby leading to
reduced output volume. Thus, the ability to quickly produce
discourse within a limited time may be interpreted as an im-
portant factor that significantly contributes to rater assess-
ments of proficiency in L2 English writing.

The link between longer essays and perceptions of higher
proficiency may also relate to the fact that longer texts give
assessors more material on which to base their evaluation
by increasing writers’ opportunities to display more diverse

Statistically Significant Correlations after Accounting for Multicollinearity

Category Variable Correlation
Sample Length Word Count 0.516
Word Recognition Word Naming Response Time - Content Words (z-score) 0.368
Lexical Decision Time - Content Words (standard deviation) 0.338
Word Neighbor Information Orthographic Neighborhood Frequency - Content Words -0.316
Word Concreteness Unigram Familiarity (mean) -0.341
Word Frequency HAL Frequency of Closest phonological neighbors -0.315
Table 3
Results of the Multiple Regression
Variable R? R(ad)) B t p VIF
Word Count 0.267 0.265 0.452 13.428 0.000 1.047
Word Naming Response Time 0.346 0.344 0.151 3.352 0.001 1.884
(z-score)
Orthographic Neighborhood Frequency 0.358 0.355 -0.125 -3.22 0.001 1.383
(content words)
Lexical Decision 0.367 0.363 0.120 2.908 0.004 1.582
(content words [standard deviation])
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and linguistically advanced structures. In contrast, short
samples may not enable writers to produce as wide an array
of linguistic elements. For example, low-level writers (band
scores of 10-20) are described as using ‘restricted language’
(Appendix A); without a sufficient volume of writing, it may
be challenging for writers at this level to demonstrate the
ability to move beyond this limited range of lexical items.

In longer texts, however, raters are more likely to find lan-
guage instances that match the associated descriptors, re-
gardless of occasional slips or mistakes that may be present.
In fact, essays receiving a score of 30 are listed as ‘unable
to develop ideas’ while adept writers (scoring at band 70)
are described as using ‘the readings and lecture effectively
to support the thesis’. Thus, while it is clear that volume of
output has a clear relationship with perceptions of L2 ability
on this task, this finding may be more broadly linked to the
ability of writers to express their ideas using varied lexis and
present their position using adequate support from outside
sources.

Word Naming Response Time (Z-Score)

Word naming response time contributed approximately 8%
additional variance accounted for in the final regression
model. This variable is a psycholinguistic measure of the
accuracy and time native English speakers require to read
aloud words in a given text. To calculate figures for this var-
iable, L1 English speakers were presented with individual
word or non-word samples and asked to read each aloud,
with their responses being recorded and aggregated (Balo-
ta et al., 2007).

Potential reasons for the importance of this measure in
assessments of perceived proficiency include the fact that
words with longer naming response times and lower accu-
racy on word naming correctness decisions are generally
seen as more sophisticated and thus indicative of more ad-
vanced levels of linguistic ability. For instance, both Kim et al.
(2018) and Kyle et al. (2017) found a positive association be-
tween word naming response times and holistically scored
independent writing tasks. Furthermore, recent research on
L2 English speech by Berger et al. (2017) found that more
frequent use of words with longer response times was asso-
ciated with higher perceived proficiency among L2 English
users. Findings from the current study echo these findings,
thus bringing further support to the notion that the more
frequent use of less accurately named words with longer
word naming response times is a sign of higher L2 English
proficiency in both oral and written communication.

Orthographic Neighborhood Frequency - Content Words

As previously mentioned, this variable provides a summa-
ry score for the number of orthographic neighbors for in-

dividual words in each sample. When specifically related to
content words, as applied here, this metric is likely a truer
measure of the number of orthographic neighbors present
in each text since function words (e.g., auxiliaries, preposi-
tions, quantifiers, pronouns) are excluded. Importantly, as
evidenced by the correlations and multiple regression, this
metric holds a negative relationship with assessed proficien-

cy.

This negative association can be explained by the fact that
words with fewer orthographic neighbors are generally seen
as an indication of more advanced vocabulary. Thus, texts
with fewer orthographic neighbors are generally viewed as
more linguistically advanced than those texts with a high-
er number of orthographic neighbors. The relationship be-
tween orthographic neighborhood frequency and percep-
tions of linguistic ability is supported by results from Kim et
al. (2018) who also found a negative relationship between
the number of orthographic neighbors and perceptions of
L2 English proficiency on independent writing tasks. There-
fore, as with previous findings in this study, these results al-
low us to extend the results of previous research targeting
independent writing tasks to academic, integrated writing
produced under testing conditions.

Lexical decision time - Content Words (Standard Deviation)

Similar to word naming response time, lexical decision time
suggests the importance of moving beyond a reliance on
the most easily recognized, and often earliest learned vo-
cabulary, in order to incorporate higher level lexis that may
be less quickly recognized by native speakers - thereby
demonstrating greater vocabulary knowledge (e.g., Appel
et al., 2019). With research suggesting that orthographic
neighborhood frequency can help account for variance in
word naming and lexical decision tasks (e.g., Adelman &
Brown, 2007), it seems likely that the combination of word
naming response time, orthographic neighborhood frequen-
¢y, and lexical decision time all point to the same underlying
characteristic: increased use of advanced vocabulary that
has generally been acquired at a more advanced stage of
linguistic development.

Implications
Methodological Implications

Findings suggest that it is necessary to continue expanding
the range of variables used in studies aiming to identify un-
derlying features associated with differences in L2 English
academic writing ability, particularly in relation to lexical so-
phistication in integrated tasks. Although a comparatively
large range of variables (484) were targeted here, a rath-
er limited number remained after accounting for multicol-
linearity and weak correlations with the target construct.
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Thus, it would seem as though, despite efforts to increase
the range of metrics that can be applied in research of this
kind, substantial overlap is limiting the usefulness of this
widened scope. As a result, it may be necessary to more
critically assess the range of metrics being made available
to researchers through automated tools in order to better
understand how distinct they truly are and what benefit is
gained through each new offering.

A critical evaluation of these metrics may also lead to the de-
velopment of new measures that help highlight alternative
aspects of lexical sophistication that are more distinct from
current offerings, thereby increasing explanatory power. In
close relation to this, although we deliberately focused on
one specific construct of writing quality in this study, lexical
sophistication, additional constructs should continue to be
targeted, with each metric evaluated under the same criti-
cal gaze. As 36% of total variation in essay scores was pre-
dicted by the metrics used here, further variance remains to
be accounted for and additional variables, both established
metrics related to other writing constructs (e.g., syntax,
cohesion) and new lexical sophistication measures, would
prove beneficial in the ongoing goal of accurately modeling
human assessments of L2 writing quality on integrated writ-
ing tasks.

In the same vein, a vast amount of currently used statistical
models (e.g., multiple regression) in this line of research, as-
sume a certain level of independence among variables and
breaching these assumptions can lead to the spurious inter-
pretation of the results. Thus, careful attention must be paid
to the manipulation of variables, data screening, relevance
of the model, and the assumptions underlying statistical
models in order to develop and apply metrics that will be of
actual value in research of this kind. In relation to this point,
it is not only the volume of metrics that must be increased,
but also the quality and uniqueness.

With the limited number of multi-word measures currently
available (at least in comparison to single-word measures),
this category appears to offer a fruitful area for expansion.
In fact, with regard to multi-word measures, Paquot (2019)
has recently demonstrated that new phraseological met-
rics can indeed be used to distinguish between levels of the
Common European Framework of References for Languag-
es (CEFR). Thus, although multi-word metrics did not factor
into the final regression in the present study, this category of
variables still holds potential and should not be abandoned.

Pedagogical Implications

The most important finding from a pedagogical perspective
is the high amount of variance in writing proficiency that
could be explained by total word count. This finding, though
not entirely surprising given results from previous studies,
is important in that it suggests it is not only text quality that
contributes to assessments of L2 writing ability, but also

quantity. In light of the importance of total word count in
assessed proficiency on this task, and other similarly timed
tasks from previous research, it may be beneficial for teach-
ers to incorporate more fluency-based activities to boost
speed of written production. For instance, timed activities in
which students are encouraged to write as much as possible
on a given topic within a short time frame (e.g., 10-15 min-
utes) could be used as a way of promoting greater writing
fluency and prepare students for similar testing conditions.

Although grammatical accuracy and appropriate academic
vocabulary should not be ignored, it may be helpful to en-
courage students to focus more on quantity, as opposed to
a strict adherence to accuracy, at least in the early stage of
the writing process, in order to increase comfort producing
longer texts that offer more linguistic data. This may also
help students make use of a wider range of sophisticated
lexis, as a fear of making mistakes may be reduced due to
the shiftin focus to text quantity. As students should already
be encouraged to take a process view of writing that involves
revision of each draft, an early focus on ‘getting their ideas
out’ in the initial stages of the writing process could benefit
later drafts as students will have a greater volume of text to
revise (Elbow, 1973). Thus, initial drafts should be viewed as
a first step that allows students to express their ideas fully
without an overly oppressive fear of making mistakes - a
factor that may limit production in favor of an emphasis on
correctness.

While a focus on writing fluency by way of timed activities is
likely to offer some benefit to learners, this recommenda-
tion is hedged by the fact that the results from this study,
as well as those of many others in this area, are based on
exam style writing produced under testing conditions. In
this type of task, time constraints are likely a major factor
that feeds into the subsequent assessment. In other words,
the existence of time constraints may encourage raters to
place greater emphasis on text length in the evaluation of
each sample since lower-level writers may struggle to spon-
taneously produce large amounts of text without sufficient
planning/drafting time.

However, these time pressures may be less important in
assignments included as part of normal course activities
(e.g., take-home assignments). This is particularly true in
those assignments that make use of minimum/maximum
word counts, since all students are expected to produce a
similar volume of text. Therefore, while we believe a focus
on improving students’ writing fluency is a worthwhile goal
that could lead to proficiency gains, it is important to keep in
mind that improvements in writing fluency may not equal-
ly benefit all types of writing tasks, and fluency is only one
aspect of a multi-faceted issue. Thus, time restricted activi-
ties may lead to proficiency gains on similar writing tasks;
however, these activities may be less effective in achieving
comparable gains on compositions that make use of more
liberal time constraints (e.g., take-home assignments).
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Despite the importance of writing fluency in assessments of
this kind, the combination of word naming response time,
orthographic neighborhood frequency, and lexical decision
time (combined 10% of variance accounted for) reempha-
size the importance of not simply producing a large volume
of writing but incorporating genre and register appropriate
lexis that demonstrates mastery of advanced vocabulary.
Thus, although a major pedagogical implication of this study
is that it is necessary to incorporate speed of production
activities into the language classroom in order to prepare
students to be able to write effectively under the time con-
straints common in testing conditions, appropriate register
and genre specific language cannot be ignored. As a result,
it would seem important for language instructors to gear
their teaching approach to the goals of each specific group
of students. For example, for test preparation, fluency activ-
ities may prove exceptionally beneficial. However, for stu-
dents aiming to prepare for other settings (e.g., post-sec-
ondary studies), it may be more helpful to focus on activities
that could lead to an increase in the level of lexical sophisti-
cation present in each student’s text.

CONCLUSION

Two main conclusions can be drawn from the current study.
First, although substantial advances have been made in the
automated analysis of written discourse, further develop-
ments are needed to more deeply explore the existing re-
lationship between lexical measures and human scores of
L2 proficiency. As previous research also found a relatively
low amount of variance accounted for by lexical measures
in a similarly designed source-based writing task, there is a
need for the development of further metrics to explore this
issue. The methodological caveats we encountered can be
a limiting factor to the development of automated analyses
of written discourse in corpus research and this calls for the
development of new measures or techniques that account
for such limitations. Second, in light of the identified impor-
tance of text length in holistic assessments in the type of

REFERENCES

integrated writing task targeted here, it may be necessary
for writing teachers to offer further opportunities for their
L2 English learners to focus on writing fluency if they are to
better prepare their students for the type of writing they will
be asked to perform in assessments of this kind.

Automated text analysis in applied linguistics is blooming,
but more work is needed to further understand the intrica-
cies of linguistic measures in writing ability. New measures
need to be developed to overcome the current issues as-
sociated with similar measures in different transformations
(e.g., logs, standardized, raw), which is by and large the
cause of multicollinearity in linear models. Thus, more ad-
vanced statistical models need to be explored to overcome
this issue. Perhaps machine learning, and multilevel models
are a good starting point.

FUNDING

This research was funded by a Waseda University Grant for
Special Research Projects (Project # 2017S-180).

DECLARATION OF COMPETITING
INTEREST

None declared.

AUTHORS’ CONTRIBUTION

Randy Appel: Conceptualization; Funding acquisition;
Investigation; Methodology;  Project administration;
Resources; Supervision; Validation; Writing-review and
editing.

Angel Arias: Statistical analyses.

Adelman, J. S., & Brown, G. D. A. (2007). Phonographic neighbors, not orthographic neighbors, determine word naming laten-
cies. Psychonomic Bulletin & Review, 14, 455-459. https://doi.org/10.3758/BF03194088

Appel, R., Trofimovich, P., Saito, K., Isaacs, T., & Webb, S. (2019). Lexical aspects of comprehensibility and nativeness from
the perspective of native-speaking English raters. ITL-International Journal of Applied Linguistics, 170, 24-52. https://doi.

org/10.1075/itl.17026.app

Appel, R., & Wood, D. (2016). Recurrent word combinations in EAP test-taker writing: Differences between high-and low-profi-
ciency levels. Language Assessment Quarterly, 13, 55-71. https://doi.org/10.1080/15434303.2015.1126718

Balota, D. A, Yap, M. J., Cortese, M. ., Hutchison, K. A, Kessler, B., Loftis, B., Neely, J. H., Nelson, D. L., Simpson, G. B., & Treiman,
R. (2007). The English lexicon project. Behavior Research Methods, 39, 445-459. https://doi.org/10.3758/BF03193014

Berger, C. M., Crossley, S., & Kyle, K. (2017). Using native-speaker psycholinguistic norms to predict lexical proficiency and de-
velopment in second language production. Applied Linguistics, 40(1), 22-42. https://doi.org/10.1093/applin/amx005

22

JLE | Vol.9 | No.1 | 2023


https://doi.org/10.3758/BF03193014

AUTOMATED MEASURES OF LEXICAL SOPHISTICATION | Research Papers

Bi, P., & Jiang, J. (2020). Syntactic complexity in assessing young adolescent EFL learners’ writings: Syntactic elaboration and
diversity. System, 91(4), 1-10. https://doi.org/10.1016/j.system.2020.102248

Brysbaert, M., & New, B. (2009). Moving beyond Kucera and Francis: A critical evaluation of current word frequency norms and
the introduction of a new and improved word frequency measure for American English. Behavior Research Methods, 41,
977-990. https://doi.org/10.3758/BRM.41.4.977

Brysbaert, M., Warriner, A. B., & Kuperman, V. (2014). Concreteness ratings for 40 thousand generally known English word
lemmas. Behavior Research Methods, 46, 904-911. https://doi.org/10.3758/s13428-013-0403-5

Casal, J.E., & Lee, J.J. (2019). Syntactic complexity and writing quality in assessed first-year L2 writing. Journal of Second Language
Writing, 44, 51-62. https://doi.org/10.1016/].jslw.2019.03.005

Coltheart, M. (1981). The MRC psycholinguistic database. Quarterly Journal of Experimental Psychology Section A, 33, 497-505.
https://doi.org/10.1080/14640748108400805

Coxhead, A. (2000). A new academic word list. TESOL Quarterly, 34, 213-238. https://doi.org/10.2307/3587951

Crossley, S. (2020). Lingusitic features in writing quality and development: An overview. Journal of Writing Research, 11(3), 415-
443, https://doi.org/10.17239/jowr-2020.11.03.01

Crossley, S., Cai, Z., & McNamara, D. (2012). Syntagmatic, paradigmatic, andautomatic n-gram approaches to assessing essay
quality. In P. M. McCarthy & G.M. Youngblood (Eds.), Proceedings of the 25th International Florida Artificial Intelligence Re-
search Society (FLAIRS) Conference (pp. 214-219). AAAI Press.

Crossley, S. A., & McNamara, D. S. (2014). Does writing development equal writing quality? A computational investigation of
syntactic complexity in L2 learners. Journal of Second Language Writing, 26, 66-79. https://doi.org/10.1016/].jslw.2014.09.006

Crossley, S., Kyle, K., McNamara, D. (2016). The tool for the automatic analysis of text cohesion (TAACO): Automatic assessment
of local, global, and text cohesion. Behavior Research Methods, 48, 1227-1237. https://doi.org/10.3758/s13428-015-0651-7

Crossley, S. A., Roscoe, R. D., McNamara, D. S., & Graesser, A. (2011) Predicting human scores of essay quality using compu-
tational indices of linguistic and textual features. In G. Biswas, S. Bull, J. Kay, and A. Mitrovic (Eds.), Proceedings of the 15th
International Conference on Artificial Intelligence in Education (pp. 438-440). Springer. https://doi.org/10.1007/978-3-642-
21869-9 62

Dascalu, M., McNamara, D. S., Crossley, S. A., & Trausan-Matu, S. (2016). Age of exposure: A model of word learning. In The
30th Association for the Advancement of Artificial Intelligence Conference on Artificial Intelligence (pp. 2928-2934). AAAI Press.

Elbow, P. (1973). Writing without teachers. Oxford University Press.
Fellbaum, C. (1998). WordNet: An electronic lexical database. The MIT Press.

Fitzgerald, J., & Spiegel, D. L. (1986). Textual cohesion and coherence in children’s writing.Research in the Teaching of English,
20, 263-80.

Fleckenstein, J., Meyer, J., Jansen, T., Keller, S., & Kéller, O. (2020). Is a long essay always a good essay? The effect of text length
on writing assessment. Frontiers in Psychology, 11, 562462. https://doi.org/10.3389/fpsyg.2020.562462

Guo, L., Crossley, S., & McNamara, D. (2013). Predicting human judgements of essay quality in both integrated and inde-
pendent second language writing samples: A comparison study. Assessing Writing, 18, 213-238. https://doi.org/10.1016/j.
asw.2013.05.002

Hinkle, D., Wiersma, W., & Jurs, S. (2003). Applied statistics for the behavioral sciences (5% ed.). Houghton Mifflin.
Howell, D. C. (2013). Statistical methods for psychology (8™ ed.). Wadsworth.

Johns, A. M. (1993). Reading and writing tasks in English for academic purposes classes: Products, processes and resources.
In J. G. Carson & 1. Leki (Eds.), Reading in the composition classroom: Second language perspectives (pp. 274-289). Heinle &
Heinle.

Kamimura, T., & Oi, K. (2001). The effects of differences in point of view on the story production of Japanese EFL students. For-
eign Language Annals, 34(2), 118 - 128. https://doi.org/10.1111/j.1944-9720.2001.tb02817.x

Keith, T. Z. (2019). Multiple regression and beyond: An introduction to multiple regression and structural equation modeling (3 ed.).
Routledge.

Kim, M., Crossley, S. (2018). Modelling second language writing quality: A structural equation investigation of lexical, syntactic,
and cohesive features in source-based and independent writing. Assessing Writing, 37, 39-56. https://doi.org/10.1016/].
asw.2018.03.002

Kim, M., Crossley, S., & Kyle, K. (2018). Lexical sophistication as a multidimensional phenomenon: Relations to second language
lexical proficiency, development, and writing quality. The Modern Language journal, 102, 120-141. https://doi.org/10.1111/
modl.12447

JLE | Vol.9 | No.1 | 2023 23


https://doi.org/10.17239/jowr-2020.11.03.01

Randy Appel, Angel Arias | Research Papers

Kiss, G. R., Armstrong, C., Milroy, R., & Piper, J. (1973). An associative thesaurus of English and its computer analysis. In A. J.
Aitkin, R. W. Bailey, & N. Hamilton-Smith (Eds.), The computer and literary studies (pp. 153-165). Edinburgh University Press.

Kyle, K., & Crossley, S. (2015) - Automatically assessing lexical sophistication: Indices, tools, findings, and application. TESOL
Quarterly, 49, 757-786. https://doi.org/10.1002/tesq.194

Kyle, K., & Crossley, S. (2016). The relationship between lexical sophistication and independent and sources-based writing.
Journal of Second Language Writing, 34, 12-24. https://doi.org/10.1016/].jslw.2016.10.003

Kyle, K., & Crossley, S. (2017). Assessing syntactic sophistication in L2 writing: a usage-based approach. Language Testing, 34(4),
513-535. https://doi.org/10.1177/0265532217712554

Kyle, K., Crossley, S., & Berger, C. (2017). The tool for the automatic analysis of lexical sophistication. Behavior Research Methods,
50, 1040-1046. https://doi.org/10.3758/s13428-017-0924-4

Kucera, H., & Francis, W. N. (1967). Computational analysis of present-day American English. English. Brown University Press.

Kuperman, V., Stadthagen-Gonzales, H., & Brysbaert, M. (2012). Age-of-acquisition ratings for 30 thousand English words.
Behavior Research Methods, 44, 978-990. https://doi.org/10.3758/s13428-012-0210-4

Landauer, T. K., McNamara, D. S., Dennis, S., & Kintsch, W. (2007). Handbook of latent semantic analysis. Lawrence Erlbaum.

Lei, L., Wen, J., & Yang, X. (2023). A large-scale longitudinal study of syntactic complexity development in EFL writing: A mixed
effects model approach. Journal of Second Language Writing, 59, 1-14. https://doi.org/10.1016/].jslw.2022.100962

Li, Y., Lin,S., Liu, Y., &Lu, Z.(2023). The predictive powers of fine-grained syntactic complexity indices for letter writing proficiency
and their relationship to pragmatic appropriateness. Assessing Writing, 56, 1-15. https://doi.org/10.1016/j.asw.2023.100707

Lu, X. (2011). A corpus-based evaluation of syntactic complexity measures as indices of college-level ESL writers’ language
development. TESOL Quarterly 45(1), 36-62. https://doi.org/10.5054/tq.2011.240859

Lu, X. (2012). The relationship of lexical richness to the quality of ESL learners’ oral narratives. Modern Language Journal, 96,
190-208. https://doi.org/10.1111/j.1540-4781.2011.01232_1.x

McDonald, S. A., & Shillcock, R. C. (2001). Rethinking the word frequency effect: The neglected role of distributional information
in lexical processing. Language and Speech, 44, 295-322. https://doi.org/10.1177/00238309010440030101

McNamara, D. S., Crossley, S. A., Roscoe, R. D., Allen, L. K., & Dai, J. (2015). A hierarchical classification approach to automated
essay scoring. Assessing Writing, 23, 35-59. https://doi.org/10.1016/j.asw.2014.09.002

Paquot, M. (2019). The phraseological dimension in interlanguage complexity research. Second Language Research, 35, 121-
145. https://doi.org/10.1177/0267658317694221

Plonsky, L., & Ghanbar, H. (2018). Multiple regression in L2 research: A methodological synthesis and guide to interpreting R?
values. The Modern Language Journal, 102, 713-731. https://doi.org/10.1111/modI.12509

Plonsky, L., & Oswald, F. L. (2014). How big is “big”? Interpreting effect sizes in L2 research. Language Learning, 64(4), 878-912.
https://doi.org/10.1111/lang.12079

Sasaki, M. (2000). Toward an empirical model of EFL writing processes: an exploratory study. Journal of Second Language Writ-
ing, 9(3), 259-291. https://doi.org/10.1016/S1060-3743(00)00028-X

Simpson-Vlach, R., & Ellis, N. C. (2010). An academic formulas list: New methods in phraseology research. Applied Linguistics,
31, 487-512. https://doi.org/10.1093/applin/amp058

Thorndike, E. L., & Lorge, L. (1944). The teacher’s word book of 30,000 words. Bureau of Publications, Teachers College.

Wen, Q., Wang, L., & Liang, M. (2005). Spoken and written English corpus of Chinese learners. Foreign Language Teaching and
Research Press.

Wolfe-Quintero, K., Inagaki, S., & Kim, H-Y (1998). Second language development in writing: measures of fluency, accuracy, & com-
plexity. University of Hawaii Press.

Wray, A. (2002). Formulaic language and the lexicon. Cambridge University Press.

24 JLE | Vol.9 | No.1 | 2023



AUTOMATED MEASURES OF LEXICAL SOPHISTICATION | Research Papers

APPENDIX A

Writing Performance Band Score Criteria

Score Criteria

10-20 Very Limited:
Generally unable to express ideas effectively
Very restricted and/or ungrammatical language

Uses words randomly and without overall coherence

30 Limited:
Attempts to write something which is related to the topic but the writing is not predictable
Restricted and/or ungrammatical language

Seems to understand the topic, but is unable to develop ideas because language constrains or distorts expression

40 Marginally Competent:
Makes links among ideas and addresses the topic but the writing lacks clarity and cohesiveness

Displays elements of control in the writing (e.g. a thesis statement, an introduction and conclusion) but internal
coherence is lacking

Uses little or no support (i.e., quotations, examples, etc.) to develop the thesis

50 Competent but Limited:
Addresses the topic to a degree but with somewhat limited clarity and cohesiveness
Uses some support to develop the thesis

Control of the argument is limited by poor comprehension of the readings and lecture, and/or poor understanding
of the requirements of academic writing

60 Competent:
Develops a thesis using a range of support
Uses language that is generally accurate but is constrained by a somewhat limited vocabulary

Demonstrates general understand of the requirements of academic writing

70 Adept:
Responds readily to the demands of the topic and presents information clearly and logically
Uses the readings and lecture effectively to support the thesis

Demonstrated understand of the requirements of academic writing

80-90 Expert:
Demonstrates mastery of appropriate, concise, and persuasive academic writing

Writes with authority and style

Note.  The scale presented above was used to evaluate all essays included in this study (i.e., a retired version of the CAEL Assessment). However,
this rating scale is no longer in use and has been replaced with an alternative version.
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ABSTRACT

Introduction. Despite the fact that error correction has significant and long-term effects
on facilitating language learning and development, there has not been any research that
investigates its influence on learners’ motivation within the classroom context of Bosnia and
Herzegovina.

Purpose. This research aims to examine the impact of written and oral corrective feedback on
students’ motivation and achievement within this EFL context.

Method. For this quantitative study, the questionnaire has been used to collect the data from
160 middle and high school students in central Bosnia and Herzegovina.

Results. The findings indicated that the respondents generally like to be corrected and they are
moderately to highly motivated to speak and write in English as a foreign language. Furthermore,
learners with positive attitudes towards the received feedback feel significantly more motivated
to keep learning than those with negative attitudes.

Conclusion. The study is expected to provide teachers with suggestions on how to transform
their classrooms into an environment conducive to the development of higher levels of writing
and speaking motivation and how to provide corrective feedback that will positively influence

students’ EFL achievement.

KEYWORDS

corrective feedback, motivation, students’ achievement, attitudes

INTRODUCTION

Learning motivation is learners’ desire
or willingness to put time and effort into
initiating or sustaining the process of
language learning (Ortega, 2009) and
can eventually determine their success
or failure in learning a foreign language.
Thus, motivated individuals will learn a
foreign language at a faster pace and to
a larger degree than individuals lacking
motivation (Gass & Selinker, 2001, p.
349). As such, motivation has attracted
a keen interest of researchers (e.g. Deci
& Ryan, 1991; Dornyei, 2000; Gardner
& Maclntyre, 1993), who have tried to
develop a suitable model explaining
the role of motivation in the process of
second language learning. One of these
models is the Self-Determination Theory
which takes human interaction with the

social environment as a way of satisfying
the needs of autonomy, competence and
relatedness as its starting point (Lagaut,
2017).Thus, if learners perform an activity
with an internal drive for knowledge,
pleasure and feeling of satisfaction,
they are considered to be intrinsically
motivated. Conversely, if the reason for
doing the task is controlled from the
outside world by the means of rewards
and punishments, that is referred to as
extrinsic motivation.

However, as indicated by previous
researchers, the construct of motivation
is a dynamic variable (Dervi¢ & Becirovic,
2019; Dornyei, 2005; Masic¢ et al., 2020),
and is influenced by other individual
and environmental factors, one of which
is corrective feedback (CF) (Vasquez &
Harvey, 2010) or a teacher’s response
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to learners’' incorrect utterances of some sort. Since CF
occurs in a response to learners’ errors, it is believed to
be beneficial to students because it gives them negative
evidence and helps them to see the difference between the
target language they have acquired and the target-like L2
(Second Language) form (Long, 1996). Russell and Spada
(2006) maintained that CF in L2 classroom instruction is
an apt tool for improving language production despite the
existing differences in teachers’ instruction modes. Still,
in spite of such positive perceptions of CF as a practice
prompting successful L2 acquisition (e.g., Doughty &
Long, 2003; Doughty & Williams, 1998; Gass, 2003; Long,
1996; Schachter, 1991), it is very frequently observed as a
needless practice with little impact on L2 learning (e.g.,
Flynn, 1996). Nevertheless, in teaching schemes, feedback
plays an essential role in maintaining the teacher-student
or peer-student interaction (Polz & Bedcirovi¢, 2022;
Hyland & Hyland, 2006) and also in enhancing students’
autonomous learning (Hyland, 2003) and its efficacy relies
on the nature of linguistic features, teaching practices, and
learners’ individual characteristics, motivation in particular
(Schachter, 1991).

CF has also been frequently pointed out as a factor which
can negatively influence motivation (DeKeyser, 1993; Jean &
Simard, 2011), but also as a process appreciated by language
learners and observed as a factor strengthening motivation
(Jean & Simard, 2011; Lee, 2013; Yoshida, 2008). In the
majority of recent studies feedback is seen as beneficial
(Evans et al., 2010; Ferris, 2006; Kang & Han, 2015; Nassaji,
2016). However, there is still some controversy about what
form of correction is more influential (Al-Rubai’ey & Nassaji,
2013; Bitchener, 2008; Chen et al., 2016; Nassaji, 2015), which
has proved to be at least partially dependent on learners’
individual differences (Zamel, 1985), and their interest in the
learning process (Papi et al., 2019).

Hence, teachers should have a deep insight into theoretical
as well as practical guidelines related to this issue (Schulz,
2001), and they are expected to take learners’ beliefs into
account as well (Jean & Simard, 2011; Yaman & Becirovi¢,
2016), since the difference between their and their students’
beliefs could have detrimental effects on motivation (Kalaja
& Barcelos, 2003). Therefore, to foster learners’ motivation
and ensure linguistic accuracy, teachers need to be familiar
with their students’ perceptions of the best way of correcting
mistakes. In order to be extrinsically motivated, students
need encouragement and support which can be provided by
teachers through feedback as a reward. However, if learners
are aware of their own learning progress, it can lead to
greater intrinsic motivation and students’ engagement in
learning. Thus, as found by previous researchers (e.g., Choi,
2013; Gardner, 2011), the use of CF might decrease the risk
of lowering students’ motivation.

The studies determining how and to what extent CF and
motivation interact with each other to affect language

learning outcomes in a foreign language learning context
seem to be relatively scant. Moreover, it has also been
pointed out that such studies have mainly focused on adults
and that there is a need for research revealing the impact of
CFonyounger learners (Jean & Simard, 2011). Therefore, the
current study aims to investigate the relationship between
CF and motivation taking into account their interactive
effect on middle and high school students’ English language
performance. Moreover, it aims to help teachers, students,
and future researchers understand whether the way of
providing feedback in middle and high school motivates
students and to what degree. It also reveals students’
attitudes towards the received feedback as well as to its
frequency, and the impact of error correction on students’
achievement. Such a comprehensive approach can further
our understanding of why CF is so important and can open
new ways of research on how to make feedback more
effective in order to motivate students.

LITERATURE REVIEW

Corrective Feedback

Although research into the role of CF and its impact on L2
acquisition is steadily progressing, there is no single study
that covers all aspects of understanding its controversial
function. In general, CF has been found beneficial to SLA
(Second Language Acquisition) but in order to gain a better
understanding of its controversial role as well as to identify
research orientations for L2 scholars, it is important to
present a comprehensive overview of its effectiveness.

The usefulness of both written and oral correction for
learners’ L2 improvement has been frequently confirmed
(Ellis, 2009; Li & Vuono, 2019) and negative evidence has
emerged as a necessary factor for language learning
advancement (Gooch et al., 2016; Li, 2010; Lyster & Saito,
2010; Lyster et al., 2013; Nassaji, 2016, 2017; Yang & Lyster,
2010). Several recent meta-analyses (e.g., Kang & Han,
2015; Karim & Nassaji, 2019; Lyster & Saito, 2010; Plonsky
& Brown, 2015; Russell & Spada, 2006) have also shown
that CF significantly impacts L2 learners’ performance,
with long-lasting effects (Russel & Spada, 2006). Correction
frequently appears in numerous classroom events (Brown,
2016; Wang & Li, 2020) and it has been particularly effective
in constituting students’ achievement (Bitchener et al.,
2005; Choi, 2013; Li & Vuono, 2019; Sheen, 2007). Patra et
al. (2022) showed that immediate feedback positively affects
learners’ academic performance, since it triggers positive
attitudes towards continuous learning and learners get
more involved in learning.

Some researchers find oral correction feedback unneeded
and useless. According to Krashen (1982), error treatment
is maleficent to the whole learning process, as it makes
learners avoid complex tasks, and “even under the best
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of conditions, with the most learning-oriented students,
teacher corrections will not produce results that will live up
to the expectations of many instructors” (Krashen, 1982,
p. 119). Truscott (1999) believes that correction provided
during spoken activities should be avoided as it does not
enhance learners’ willingness to speak accurately and
mentions some of its disadvantages, such as the difficulty
of giving clear explanation for an error and the uncertainty
as to whether feedback will help learners in acquiring the
target language. Lyster et al. (1999) disagree with Truscott’s
findings, claiming that effectiveness of oral CF is certain and
correction is necessary in some cases. Through correction,
students engage in their L2 “communicatively-authentic
discourse” (Lyster et al., 2013), which in return improves
their accuracy, fluency as well as automaticity (Saito, 2021,
p. 408). Both students and teachers in Ha et al. (2021) study
conducted in the Vietnamese EFL context felt very positive
about explicit feedback types, namely explicit correction and
metalinguistic feedback, but they differed in their beliefs
on feedback timing. While the students favor immediate
feedback, the teachers worry about their emotional state
and are concerned that feedback may disrupt the flow of
their speech (Ha et al., 2021).

In addition to studies investigating spoken error correction,
there have been a few studies investigating whether CF of
written errors can help students to improve their writing
accuracy. In some earlier studies, corrective feedback
of written errors did not prove particularly useful as the
students who received correction and those who did not
differed insignificantly in writing accuracy (e.g. Robb et
al., 1986; Sheppard, 1992). In some more recent studies,
feedback has proved to be beneficial to students’ writing
accuracy (Bitchener, 2017; Bitchener & Storch, 2016; Bruton,
2010; Chandler, 2009; Chen & Nassaji, 2018; Ferris 2006;
Kang & Han, 2015; Karim & Nassaji, 2019), though the
degree to which it can improve L2 writing is still debatable
(Karim & Nassaji, 2019). Karim and Nassaji (2019) also
emphasized that students need to provide output with
the correct form on their own as such practices could be
more useful for their interlanguage development. Several
studies have investigated the implementation of written
corrective feedback (WCF) over a longer time period (i.e.,
weeks or months) and have come to different conclusions.
Some studies provide support for WCF (see. Ashwell, 2000;
Ferris & Roberts, 2001), while some others fail to see any
advantages on the side of the group that received WCF (Polio
et al., 1998). This might be assigned to the non-existence
of a control group in some previous studies (Bitchener,
2008; Storch, 2010; as cited in Karim & Nassaji, 2019) or to
the measurement of the usefulness of correction only in
terms of the production of revised utterances (e.g., Ferris,
2010). More recent studies have investigated the effect of
correction not only on revised but also on new pieces of
writing (Hartshorn et al., 2010; Karim & Nassaji, 2018; Lopez
et al., 2018) and their findings varied depending upon the
ways of providing feedback. Xu's (2021) findings showed

that Chinese learners were generally well-disposed towards
WCF in an online environment in this case, but what they
particularly liked is the clarity of teachers’ feedback and its
potential for being analyzed further or as marked in their
responses ‘indefinitely’ (Xu, 2021, p. 568).

When grading students’ written compositions, teachers are
obliged to provide correction but are also advised to provide
feedback “an objective that may operate at cross-purposes
with the evaluative goal” (Hedgcock & Lefkowitz, 1996, p.
288). Teachers sometimes tend to be impacted by the belief
that the more errors they correct the more responsible
teachers they are (Lee, 2013, p. 113), which is potentially
dangerous and can impact the learning process (Hyland &
Hyland, 2006). It is generally suggested that not all errors
should be corrected but correction should be directed
towards a few errors so that learners pay more attention to
the feedback thus provided (Ellis et al., 2008).

Corrective Feedback and Motivation

Although it has been confirmed that both feedback and
motivation are important for language learning, empirically
very little is known about their interplay in SLA (Ellis, 2010).
More specifically, some recent studies conducted by the
leading CF investigators (Lyster et al., 2013; Nassaji, 2016) do
not pay so much attention to the impact of motivation on the
usefulness of correction (Bitchener, 2017) and neither do L2
motivation investigators focus so much on this relation (see
Doérnyei & Ushioda, 2011).

However, numerous experimental and non-experimental
research studies have found CF and motivation to be
positively correlated (e.g., DeKeyser 1993; Guilloteaux &
Doérnyei, 2008). Dérnyei and Csizer (1998) interviewed 200
Hungarianlanguage teachers askingthemtorankaselection
of 51 teaching strategies considered as motivational factors
and the results showed that one of the strategies ranked
high was teacher feedback which is seen as an influential
factorin students’ motivation and as a stimulator of learners’
motivation and self-confidence. Hence, consistent feedback
is considered to be essential in facilitating L2 motivation
since it carries a clear message about the teacher’s priorities
and is reflected in the student motivation (Dérnyei, 1994, p.
278). A similar study conducted by Guilloteaux & Dérnyei
(2008) among EFL students in South Korea also indicated
that CF in the form of prompts and students’ motivation for
language learning are strongly and positively correlated.

The correlation between CF and motivation was also found in
a quasi-experimental study carried out by DeKeyser (1993),
which examined the influence of feedback on L2 grammar
and oral performance. In this study, the participants were
learners of French who went through a ten-month treatment
in Belgium, with one group obtaining constant correctionand
the other group not obtaining any. DeKeyser (1993) found
that students with lower motivation achieved better results
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on oral fluency tests as well as accuracy tests after constantly
receiving correction, which suggests that correction might
directly affect motivation and eventually have positive
outcomes for the learning process. Thus, DeKeyser’s original
hypothesis stating that students with low motivation would
take CF as criticism and that it would not be beneficial for
them as much as for students with high motivation was
refuted since the results confirmed that correction had an
impact on students’ L2 motivation regardless of its initial
level. Likewise, Hamidun et al. (2012) examined if teacher’s
feedback can foster students’ motivation. As it was initially
found through classroom observation that students
were not motivated or had little motivation to engage in
language activities, explicit correction was used, and the
results indicated that direct feedback increased the level of
motivation, with participants responding well to this type of
error correction. Al-Darei & Ahmed (2022) also researched
the effect of feedback but also of feedback type on students’
motivation and achievement in the e-learning environment.
Their findings also indicated an increase in motivation
and achievement after the implementation of feedback,
particularly interpretative feedback.

The Present Study

The present study aims to explore whether written and
oral corrective feedback lead to an increase in students’
motivation for learning English as a foreign language and
better EFL achievement in the middle- and high-school
milieu of Bosnia and Herzegovina. Based on the theoretical
and empirical findings presented above, the research will
respond to the following research questions:

(1) Does oral CF significantly correlate with motivation for
EFL speaking in the classroom?

(2) Does written CF significantly correlate with motivation
for EFL writing in the classroom?

(3) Does gender significantly influence motivation for EFL
speaking and writing when the English study duration
is controlled?

(4) Does oral and written CFin English as a foreign language
significantly predict the students’ EFL achievement?

METHOD

Participants

The research sample consisted of 160 middle and high
school students. Different grade levels were included with
randomly selected participants, and a stratified sampling
method was employed. Two classes (the first and the third
grade) from high school and five classes (from the fifth to

the ninth grade) from middle school, both located in central
Bosnia, participated in this research. The sample consisted
of 90 female participants (56.3%) and 70 male participants
(43.8%) aged between 10 to 17 (M = 13.83, SD = 1.998).
Table 1 gives an accurate description of the representative
selection.

Table 1
Descriptive Analysis of the Research Sample

N %
School Middle school 118 73.8
High school 42 26.3
Gender Female participants 90 56.3
Male participants 70 43.8
Fifth 16 10.0
Sixth 16 10.0
Seventh 29 18.1
Grade Eighth 27 16.9
levels
Ninth 30 18.8
First 21 13.1
Third 21 13.1
Total 160 100.0

Instruments and Procedures

After the schools’ administration as well as the participants
themselves granted the approval, the data collection tools
were prepared, administrated and adjusted accordingly to
the middle and high school by the researchers themselves.
The participants were informed that the data obtained from
these surveys will be anonymous, confidential and voluntary
and were provided with an appropriate clarification on how
to fill in a Likert-type scale.

The questionnaire comprised three core parts. The first part
collected statistical data about the participants’ individual
characteristics, such as gender, age, GPA in English,
grade level and the duration of English language learning
process. The second part consisted of the motivation
scale to speak and write in English as a foreign language
designed and authorized by Ryan & Connell (1989). The
aim of this survey was to gain more in-depth information
about how participants are motivated to speak and write
in English as well as its correlation with other variables
such as gender, achievement and the duration of learning
English. The instrument comprised 33 items for speaking
and 33 items for writing motivation, separated into three
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crucial categories, namely intrinsic, extrinsic motivation and
amotivation, which are further divided into seven subscales
(amotivation e.g. Doing these activities is not interesting
for me; external regulation e.g. Because I know I will get
in trouble if I do not; introjected regulation e.g. Because it
is absolutely necessary to do these activities if one wants
to be successful in language learning; identified regulation
e.g. Because it is a good way to gain lots of skills that could
be useful to me in other areas of language learning and
my life; intrinsic motivation for knowledge e.g. Because
I experience a great pleasure while discovering new
techniques of expression of ideas and feelings through
these activities; intrinsic motivation for accomplishment e.g.
Because I think carrying out hard tasks in these activities
will improve my performance; and intrinsic motivation for
stimulation e.g. Because it makes me happy). The Relative
Autonomy Index (RAI) was used to measure both self-
determined motivation for speaking and writing by using
the original RAI formula: RAI = (2 * intrinsic + identified) - (2
* external + introjected) (Unli, 2016, 2019). The instrument
showed the overall consistency reliability, motivation to
write, in total (introjected regulation, identified regulation,
intrinsic motivation for knowledge, intrinsic motivation for
accomplishment and intrinsic motivation for stimulation
dimension) a = .81 as well as motivation to speak, in total a
=.79. Also, the compounded writing intrinsic motivation a =
.75 and speaking intrinsic motivation a =.72 were consistent.

The third and the last part of the survey was the Corrective
Feedback Scale, adopted from Calderén (2013). It employed
a five-point Likert scale, ranging from strongly disagree
to strongly agree and it contained 15 statements related
to written feedback and 15 statements related to spoken
feedback, divided into the following four categories: a type
of feedback (e.qg. I like it when my teacher explicitly tells me
I made a mistake and gives me the right version of it), the
frequency of given feedback (e.g. Teachers should correct
students every time they make a mistake when speaking/
writing English), positive attitude towards CF (e.g. Error
correction is good for language learning) and negative
attitude towards CF (e.g. I usually feel embarrassed when
my teacher corrects me in front of the whole class). Each of
the mentioned constructs of the survey has three to four
questions addressing distinct focus (Calderén, 2013). This
part of the survey was used to investigate the students’
perception of CFand its association with learners’ motivation
to speak and write in English as a FL, as well as their EFL
achievement.

To fill in the items provided in the questionnaire, the
participants were kindly asked to read all the statements
carefully and without exception and to choose the preferred
number (1-5) which demonstrates their beliefs about the
given items. To complete the survey, the participants needed
approximately 25 minutes.

Data Analysis

The Statistical Package for Social Science (SPSS) version 23.0
was computed for examining the data, and four different
statistical procedures were applied. Before testing the
hypothesis, the normality test was performed (Byrne, 2010;
Chua, 2013; Hair et al., 2010). To determine the extent of the
students’ motivation to speak and write in English as well as
their attitude towards CF in the English language classroom,
means and standard deviation were calculated. Then, the
Person correlation coefficients were calculated to explore the
relationship between the constructs of CF and motivation.
One-way MANCOVA was performed in order to determine
the impact of gender on writing and speaking motivation
with the impact of English study duration being controlled.
Finally, standard multiple regression was employed to
examine students’ motivation and the impact of corrective
feedback on students’ English language achievement.

RESULTS

Initial Analyses

The initial analysis measured the mean values and standard
deviation on all subscales of motivation, i.e. amotivation,
external regulation, introjected regulation, identified
regulation, intrinsic motivation for knowledge, intrinsic
motivation for accomplishment, and intrinsic motivation
for stimulation. It also measured the mean values and
standard deviation of all variables of corrective feedback,
i.e. frequency of given feedback, positive attitude towards
corrective feedback, and negative attitudes towards
corrective feedback (Table 2).

In terms of speaking motivation subscales, the analysis
revealed that students experienced identified regulation
as the highest level of motivation with a rather high mean
value, followed by intrinsic motivation for accomplishment,
introjected regulation, intrinsic motivation for knowledge,
external regulation and intrinsic motivation for experiencing
stimulation. Rather expectedly, the lowest mean was
measured for amotivation. With regards to corrective
feedback, the findings related to three categories of the
CF scales revealed that participants generally like to be
corrected frequently and they were quite positive about
it, with positive attitudes being rather high and negative
attitudes moderate. Skewness and kurtosis values showed
that all the variables are normally distributed since the
range of normality of skewness and kurtosis is from -2 to +2
(Garson, 2012; Hair et al., 2010).

Moreover, the mean values and standard deviation of all of
subscales of motivation for writing and written corrective
feedback were also measured and the data are presented
in Table 3.
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Table 2

Descriptive Analysis of Motivation Subscales and Categories of CF Scale for Speaking

Measure M SD Skewness Kurtosis
Amotivation 2.58 .79 -.052 -458
External regulation 3.34 .63 -.150 343
Introjected regulation 3.67 .66 -1.001 2.045
Identified regulation 3.76 .64 -.545 1.011
Intrinsic motivation for knowledge 3.65 .86 -.400 -492
Intrinsic motivation for accomplishment 3.72 77 -.926 1.604
Intrinsic motivation for stimulation 3.30 .89 -.156 -514
Frequency of given CF 3.15 .78 -.145 .167
Positive attitude towards CF 3.78 .64 -333 499
Negative attitude towards CF 2.93 .88 -.228 -219
Table 3
Descriptive Analysis of Motivation Subscales and Categories of CF Scale for Writing
Measure M SD Skewness Kurtosis
Amotivation 2.60 81 -159 -.603
External regulation 3.19 .63 -122 185
Introjected regulation 3.55 .68 -.653 1.103
Identified regulation 3.74 .67 -.679 1.233
Intrinsic motivation for knowledge 3.65 .82 -.400 -395
Intrinsic motivation for accomplishment 370 81 o 911
Intrinsic motivation for stimulation 3.40 .85 -.036 -.964
Frequency of given CF 3.27 .75 -377 .829
Positive attitude towards CF 3.70 .67 -.310 -429
Negative attitude towards CF 2.83 .92 173 -.289

The findings related to motivation for writing indicated
that the participants scored the highest mean on
identified regulation, followed by intrinsic motivation
for accomplishment, intrinsic motivation for knowledge,
introjected regulation, intrinsic motivation for stimulation,
and external regulation. The participants again obtained the
lowest mean on amotivation. Considering the frequency of
receiving feedback, the current study students generally like
to be corrected when they make an error in their writing.
Overall, they appear to have positive attitude towards error
correction and when they are corrected in writing, they
feel that they learn more. As for their negative attitude
towards correction, the mean value was not rather high.
The skewness and kurtosis values again show that all the
variables are normally distributed (Hair et al., 2010).

The Relationship between Oral CF and EFL
Motivation to Speak

The analysis further measured the relationship between
the subscales of oral corrective feedback and motivation
for speaking English as a foreign language (Table 4). The
interrelationship analyses revealed that the frequency of
CF (r = -.16 p = .048) as well as negative attitude (r =-33 p
=.000) towards correction are negatively and significantly
correlated with EFL motivation for speaking, while positive
attitudes towards CF and motivation for speaking are
positively and significantly correlated (r = .19, p =.017).
Therefore, those students who have rather negative
attitudes towards correction and who are corrected more
frequently seem to be less motivated for speaking English,
while those students who have positive attitudes towards
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CF are more motivated to speak in a foreign language. The
correlation between negative attitudes towards CF and
positive attitudes towards CF is negative and statistically
significant (r = -.20, p = .01). In addition, it is found that
positive attitudes towards CF (r = .00, p > .05) and negative
attitudes towards CF (r = .15, p > .05) are positively but
insignificantly related to the frequency of CF.

The Relationship between Written CF and EFL
Motivation to Write

The relationship between the subscales of oral corrective
feedback and motivation for writing was also measured
(Table 4). The correlation analyses show that writing
motivation is positively and significantly correlated only
with positive attitudes towards error correction (r = .21
p = .008). It is negatively but statistically insignificantly
correlated with the frequency of given feedback (r=-.12, p
>.05) and negatively and statistically significantly correlated
with negative attitudes towards feedback (r = -.22, p = .004).
This indicates that the students who have higher negative
attitudes towards CF are less motivated to write. The results
also revealed a negative and insignificant correlation
between positive attitudes towards CF and its frequency
(r = -11, p > .05), as well as negative and statistically
significant correlation between positive and negative
attitudes towards corrective feedback (r =-.23, p =.004). The
correlation between the frequency of given feedback and
negative attitudes towards error correction was positive and
statistically significant (r = .17, p = .030).

The Relationship between Gender and EFL
Motivation to Speak and Write

A Multivariate analysis of covariance (MANCOVA) was
performed to examine the effect of gender on EFL motivation
to speak and write (RAI variables), while the impact of the
duration of studying English was controlled. The MANCOVA
results revealed insignificant differences between female
and male participants on the combined depended variable
[Wilks" A =.996, F (2, 156) = .324, p = .724, multivariate » 2
=.004]. The results were also insignificant on the covariate
duration of studying English [Wilks' 4 = .948, F (2, 156)
= 2.435, p = .091 >.001, multivariate 2 = .030]. Likewise,
differences based on gender were insignificant on speaking

Table 4
Correlations for Speaking/Writing

motivation F (1, 909) = .286, p = .593, 4 2 = .002, as well as
on writing motivation F (1, 005) = .002, p = .966, # 2 = .000.
The differences were also insignificant on the controlling
variable for speaking motivation F (7, 619) = 2.400, p = .123,
n 2=.015 as well as for writing motivation F (4, 895) =.000, p
=.997, y 2=.000.

Corrective Feedback as a Language
Achievement Predictor

With the intention of determining the accuracy of the
frequency of CF, positive attitudes towards CF, and negative
attitudes towards CF in speaking and writing in forecasting
the learners’ accomplishment visible in terms of the
English average grade, the standard multiple regression
was conducted. The regression analysis showed that error
correction scale insignificantly predicted attainment in
mastering English as a foreign language R? = .056, R? adj.
=.019 F (6,153) = 1.768, p = .173. The regression coefficient
displayed in Table 5 also demonstrates that higher levels
of positive attitudes towards speaking and writing are
associated with higher levels of students’ EFL achievement
despite its insignificance. Likewise, the frequency of CF and
negative attitudes towards CF in terms of both speaking
and writing do not significantly predict the students’ EFL
performance but are negatively related to the student's
achievement, as seen in Table 5.

DISCUSSION

Descriptive Data

The current paper aimed to explore Bosnian EFL learners’
speaking and writing motivation and their stance towards
oral and written CF received during English classes. The
results showed that these learners in general like to be
corrected since the majority of them have positive attitudes
towards given feedback, which implies that they are
convinced that CF accelerates their learning. Such findings
are closely aligned with those reported by Schulz (1996),
who found that 90% of the participants hold rather positive
attitudes towards correction and grammar teaching, as well
as those presented by Hyland (1998) and Ferris and Roberts
(2001), who claimed that students expect to be corrected

N 1 2 3 4
1. Speaking motivation (RAI) 160 1/1
2. Frequency of given CF 160 -16%/-.12 11
3. Positive attitudes toward CF 160 .19%).21* .00/-.11 11
4. Negative attitudes toward CF 160 -33"/-.22" 15/.17* -.20%/-.23** 11
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Table 5
Multiple Regression CF Speaking and Writing

B B T P Bivariate r Partial r
Frequency CF speaking -.095 -.068 -.428 .669 -116 -.035
Frequency CF writing -.023 -.015 -.098 922 -.109 -.008
Positive attitudes speaking .082 .048 .350 727 .092 .028
Positive attitudes writing .012 .007 .052 .958 101 .004
Negative attitudes speaking -.159 -.128 -.647 .518 -214 -.052
Negative attitudes writing -.080 -.067 -.339 .735 =211 -.027

and they perceive CF as beneficial while learning the target
language.

The current study participants’ answers linked to the
frequency of given feedback were quite diverse. Overall,
it was shown that the participants like to be frequently
corrected because error correction helps them to learn more
by transforming a wrong utterance they have produced.
These results are in accordance with those reported in the
study conducted by Kim and Mathes (2001), who argued that
continued feedback is needed when compared to limited
feedback, especially if an error occurs more frequently.
What is rather interesting is that the participants’ negative
attitudes towards both oral and written error correction
were measured as moderately low, which also corroborates
some previous findings suggesting that error correction has
a remarkable role in the process of teaching and learning
a second or foreign language (see Ellis, 2009; Hattie &
Timperley, 2007; Li & Vuono, 2019; Ramsden, 1992).

In terms of motivation to speak and write in a foreign
language, the results revealed that it is somehow high
though the participants of the present study seem to
be more motivated to speak in English, which might be
attributed to the fact that writing is frequently cited as the
most challenging proficiency target (Lali¢i¢ & Dubravac,
2021) as well as to the fact that the majority of language
learners wish to develop their speaking skills at a rather fast
rate, since “someone’s fluency in speaking measures his/her
proficiency in that language” (Martin, 2011, p. 237). These
findings are consistent with previous research on motivation
in the same context. For instance, Bedirovi¢ and Brdarevic¢-
Celjo (2018) and Ahmetovi¢ et al. (2020) also indicated that
Bosnian students are highly motivated to learn the English
language. This can be ascribed to the fact that Bosnia and
Herzegovina is a country where the English language is
widespread (Brdarevic’-Celjo & Dubravac, 2022; Brdarevi¢-
Celjo et al., 2018; Brdarevi¢-Celjo et al., 2021) and presents
an effective means of establishing good communication as
well as close cooperation (Brdarevi¢-Celjo & Asoti¢, 2017;
Bedirovi¢, 2023; Dubravac & Lati¢, 2019; Dubravac & Skopljak,
2020, Ribo & Dubravac, 2021). Being influenced by the media

as well as by economic and technological advancements,
these Bosnian students feel more motivated to put more
effort into learning English as a foreign language (Brdarevi¢
et al., 2021; Deli¢ et al., 2018; Dubravac, Brdarevi¢-Celjo &
Bedirovi¢, 2018; Dubravac, Brdarevi¢-Celjo & Begagic, 2018;
Kovacevic¢ et al., 2018).

The Relationship between Oral CF and EFL
Motivation to Speak

The first research question sought to identify whether oral
CF significantly correlates with motivation for speaking in
English. The current study correlation results indicated that
positive attitudes towards error correction are significantly
correlated with motivation, which means that more positive
attitudes towards receiving feedback help develop the
participants’ proficiency and those who complete the task
successfully are expected to continue working hard to
improve in the areas where they are less skillful and will be
motivated to increase their effort. These results are in line
with those in some other studies which also showed a positive
and significant correlation between CF and motivation (e.g.,
DeKeyser, 1993; Guilloteaux & Dornyei, 2008). On the other
hand, negative attitudes towards correction correlated
negatively and significantly with motivation, which shows
that the current study participants who are not well
motivated will adopt negative stances towards their tutors’
correction and the other way round. The frequency of given
feedback also significantly correlated with motivation, but
the correlation coefficient was negative. Even though it
is generally believed that correction enhances language
proficiency, still, teachers should be aware of the fact that
frequent error correction in spoken activities disturbs the
flow of speech and is the cause of learners’ demoralization
while performing classroom activities (Lasagabaster &
Sierra, 2005).

The Relationship between Written CF and EFL
Motivation to Write

To respond to the second research question, the
correlation between motivation for writing in English and
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three subcategories of written corrective feedback, i.e.
frequency of CF, negative and positive attitude towards
error corrections, was investigated. In particular, positive
attitude towards written CF significantly correlates with the
participants’ motivation to write, indicating that the current
study participants who are well disposed towards written CF
have stronger motivation to write. On the contrary, two other
subcategories of CF correlated negatively with motivation to
write, namely frequency towards given CF non-significantly,
and negative attitudes towards CF significantly, which shows
that the current study participants who are not well disposed
towards CF do not feel motivated particularly if they are
corrected frequently. These results are aligned with some
other studies (e.g., Bitchener, 2017; Bitchener & Storch,
2016; Ferris, 2003; Leki, 1991), which showed that learners
consider feedback valuable and if they do not receive
feedback they want, they may lose motivation (Ferris, 2003).
Additionally, learners who enjoy learning English, despite
having negative attitudes towards correction and constantly
being corrected, may find learning challenging and thus
become more motivated. Bearing in mind that writing is a
difficult (Graham & Harris, 2013; Ogri¢-Kevri¢ & Dubravac,
2017) and an unattractive task (Boscolo & Gelati, 2013;
Hamzi¢ & Becirovi¢, 2021) involving multiple steps, teachers
should nurture and support students by giving meaningful
feedback on the areas that need improvement. Hence,
the feedback provided by teachers may raise learners’
motivation. Though the frequency of given feedback is
positively correlated with learners’ motivation, constant and
extensive correction and taking notice of every mistake the
learner makes is needless (Graham et al., 2011). Overall, as
one of the major factors influencing students’ motivation,
feedback needs to be an essential part in acquiring
writing skills (Schunk et al., 2014), but teachers should be
cautious while employing it as in some research studies no
advantages of WFC were observed (e.g. Polio et al., 1998).

The Relationship between Gender and EFL
Motivation to Speak and Write

The third question researched the impact of gender on the
participants’ motivation for speaking and writing in English
when the duration of studying English is controlled. Overall,
the current findings did not find that gender had a significant
impact on the participants’ writing and speaking motivation
as suggested by previous research (Becirovi¢ et al., 2022;
Doérnyei & Csizer, 2005; Harthy, 2017; Xiong, 2010). Still, the
current findings are in accordance with the findings of some
other studies (Akram & Ghani, 2013), in which no gender-
based differences were measured in terms of motivation.
Despite the non-existent gender differences in the current
study, the male participants had an insignificantly higher
level of speaking motivation, while the female participants
were more motivated in terms of writing.

Corrective Feedback as Language
Achievement Predictor

The fourth research question asked whether oral and written
CF in English significantly predict the participants’ language
achievement. In the current study, neither oral nor written
CF significantly predicted the participants’ EFL achievement.
Taking into consideration different components of oral
as well as written corrective feedback (frequency of
given feedback, as well as negative and positive attitude
towards error correction), the current study showed that
positive attitude is insignificantly and positively associated
with the learners’ attainment, which indicates that the
current study participants who are well disposed towards
error correction might be more successful in learning
the target language since they believe that CF facilitates
their progress in developing greater EFL proficiency. This
finding is in accordance with the past research discoveries
which demonstrated correction effectiveness in improving
students’ achievement (Bitchener et al., 2005; Choi, 2013;
Hyland, 1998; Lee, 2004; Sheen, 2007). The frequency of given
feedback and negative attitude towards error correction are
insignificantly but negatively related to the participants’
attainment, which suggests that these participants find
continuous correction very annoying, distracting and
ineffective and some of them would even stop participating
in the classroom activities to avoid being frequently
corrected. Thus, too much feedback can hinder students’
achievement as they might feel controlled, which results in
putting less effort into learning activities. Therefore, as it
was confirmed previously by the great majority of studies,
correction should take place in EFL classrooms, since it
improves students’ accuracy (see Kepner, 1991; Sheppard,
1992), but teachers should be cautious as to how frequently
they employ it especially during speaking activities. To sum
up, it seems that learners with positive attitude towards CF
will benefit more from correction and will, thus, succeed
in increasing their language proficiency than those with
negative attitudes as correction can impact the scope of
their engagement in learning activities (Sheen, 2007).

CONCLUSION

Error making is an unavoidable aspect of language learning,
which should not be hindered by error correction. In
general, students tend to believe that they should receive
correction when they make a mistake, and that teachers
are tasked with the responsibility of providing learners
with correct information. Even though implementing error
correction properly can be challenging, it is crucial that
teachers are knowledgeable of learners’ attitudes towards
given feedback so that they can use correction effectively
while addressing students’ errors and not decrease their
motivation.
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Therefore, the aim of the current study was to investigate
students’ motivation to speak and write in English and its
correlation with their attitude towards error correction
and frequency of given feedback based on their gender,
achievement, and duration of EFL learning. On the one hand,
learners in Bosnia have different attitudes towards provided
feedback and its frequency, so the students with positive
attitudes towards CF and frequency of given feedback
feel more motivated to continue improving in the target
language in comparison with the students who are not so
well disposed towards the received feedback. Generally,
the participants of the current study react positively to
error feedback, which means that they take it seriously, pay
attention to it and appreciate it highly. Thus, they appear
to believe in the benefits of CF, and they agree that error
correction is necessary to help them see the difference
between a wrong utterance and the right version of it.
Furthermore, the results suggest that those students who
are more negatively oriented towards CF might feel more
embarrassed, which could eventually diminish their self-
confidence and hinder their language learning achievement.

Led by these research results, teachers can apply different
strategies of error correction with the aim of motivating
learnersinanattempttoobtainsignificantresultsinacquiring
English as a foreign language. For instance, while doing oral
activities, teachers can provide feedback in various ways:
teachers may record learners while speaking and at the end
of the activity, they might firstly ask students whether they
are aware of their own errors or write both the correct and
incorrect versions (the one that students have used) on the
board and ask students to choose the right one. When doing
this, teachers should not point to the person who made
the mistake in order to avoid increasing students’ sense of
insecurity. To achieve this, teachers should concentrate on
those mistakes made by more than one person. If teachers
want to focus on individual students’ mistakes, they can
write individual notes to students about the mistakes
they have made, with explanations or suggestions as to
where to find more information about those mistakes. On
the other hand, giving feedback on the written language
production will depend on the characteristics of a writing
task. For example, in workbook exercises, teachers can mark
the responses as either correct or incorrect, while in more
creative or communicative writing, such as reports, essays,
stories, and so on, teachers need to approach the task with
caution demonstrating their curiosity in the content of the
learners’ assignment rather than focusing on grammar. This
could be done by responding to students’ work in a form
of written feedback emphasizing strong and weak sides of
the composition rather than just assessing the work by a
numerical grade. Although all of these methods are time-
consuming, they are very useful and more beneficial than
the other methods used in error correction. Additionally,
in writing activities teachers can use codes or symbols and
put them in the body of writing. This makes correction more

helpful and less threatening than responding comments,
and they are very useful while referring to issues such as
spelling, verb tenses, word order, etc. However, students’
interestinimproving their language skills plays an important
part in the process of learning as it can lead to a positive
attitude towards teachers’ correction and towards learning
English in general. Taking this into account, teachers should
find appropriate measures to arouse students’ curiosity and
develop their interest in EFL learning.

Limitations

The present study has some limitations. Firstly, only
students and not teachers were included in the research,
although teachers’ attitudes towards error correction play
a significant role in error correction and in L2 motivation.
Consequently, as the present study did not include teachers
as participants, the obtained results might not be fully
representative of the reality in this foreign language context
especially in terms of teachers’ beliefs. Additionally, as the
study did not include any classroom observation, learners’
views about error correction as well as the frequency of given
feedback might have been purely subjective and the results
could not have been confirmed through a more objective
measurement method. Thus, longitudinal observation
as well as a mixed method design (both quantitative and
qualitative) might lead to more concrete results about the
relationship between EFL motivation and CF.
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ABSTRACT

Background. Aleading concernin teaching and learning is how to increase the degree of student
engagement in learning. Within the virtual educational environment, student engagement is a
real issue facing instructors and teachers. Students in online classrooms are not able to engage
in the same manner as in face-to-face settings.

Purpose. This study aims to explore the impact and reception of online education on student
engagement in English as a foreign language (EFL) classroom.

Method. This study adopts a mixed-method approach, in order to understand student
engagement online. Longitudinal self-report surveys (SRS) filled out by 127 undergraduate
students after each class session throughout a four-week period were used to assess their
engagement in online language classrooms. Focus-group interview transcriptions were used
to triangulate the data and provide further information about student engagement in terms
of gender difference, engagement growth over time, and engagement fostering or hindrance
factors in virtual learning classrooms.

Results. Analysis showed that students were generally engaged during the weeks with some
variances. Cognitive-social learning engagement showed dynamics among students in virtual
language classrooms. Factors such as place of engagement and students’ choice of device used
to access the virtual session were found to influence student engagement in online classroom
learning. Male and female students generally showed similar learning engagement in the virtual
classes with disparities occurring over the study period.

Conclusion. The study results will be beneficial for researchers, instructors, and policymakers
who are interested in understanding student engagement and who seek to improve the
teaching experience.
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rience could be challenging for students
and ineffectual in meeting their needs.

INTRODUCTION

There is a strong consensus that engage-
ment is essential for individual learning.
Many online language teaching instruc-
tors, however, complain that student
enthusiasm and engagement in virtual
classrooms are not as lively as in tradi-
tional classrooms. Students who typically
engage in the traditional mode face dis-
tinctive challenges specific to e-learning.
The flexibility and convenience offered in
online learning are acknowledged, but
students may hold negative attitudes
and resistance to successful learning in
virtual environments. As Oraif and Elyas
(2021) claim, the language learning expe-

Consequently, they might not engage
with the course. This has raised a leading
concern related to keeping students as
motivated and engaged in online class-
rooms as they are in the traditional set-
ting (Bolliger & Martin, 2018).

Online student engagement differs from
engagement in face-to-face learning in
numerous ways. O’Shea et al. (2015) as-
serted, “When shifting to online contexts,
engagement takes on different manifes-
tations, due to the lack of face-to-face
contact and the ways in which teaching
and learning are mediated through tech-
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nology” (p. 43). As a result, without this critical component
in place, students in the online environments report a lack
of interest, and thus, a lower quality of work and less overall
satisfaction (Martin, 2019).

Defining Engagement

Engagement is a psychological construct that is considered

“a proverbial new kid on the block” (Reschly & Christenson,
2012, p.14), especially when compared with motivation,
which has received a high level of interest (Boo et al., 2015).
The vast body of research in motivation is claimed to have
“stolen the show and diverted attention away from engage-
ment” (Mercer & Dornyei, 2020, p. 5). Mercer and Dérnyei
contended that “motivation is undoubtedly necessary for
‘preparing the deal’, but engagement is indispensable for
sealing the deal” (p.6).

The term “learner engagement” has been construed differ-
ently. One key feature of engagement that has consistently
reiterated across its conceptualizations is ‘action’. The ac-
tion concept of engagement resonates with definitions such
as that of Skinner et al. (2009) who viewed engagement as
“energized, directed, and sustained actions” (p. 225) and
that of Reeve who described, “the extent of a students’ ac-
tive involvement in a learning activity” (2012, p.150). In the
arena of second language (L2) learning, engagement was
construed by Ellis (2010) to describe learner responses to
corrective feedback.

The multifaceted nature of engagement has been agreed
upon. As Fredricks et al. (2004) proposed, the multidimen-
sional construct of engagement comprises three main com-
ponents: behavioral, cognitive, and emotional. The behavio-
ral dimension involves the active participation of students.
The cognitive dimension comprises a psychological invest-
ment by trying to understand complex ideas, self-regulation,
exerting effort for solving challenging tasks and using deep
learning. In classroom settings, the emotional dimension is
“often manifested in learner’s personal affective reactions
in the target language-related activities or tasks” (Zhou et
al., 2021, p. 88). An additional aspect of engagement was
suggested as one main aspect of engagement. This aspect
underlines the social interaction with peers and teachers,
collaborative learning, sharing ideas and maintaining the
relationships in the class. Importantly, these four dimen-
sions are interconnected, despite the possibility of becom-
ing positively engaged in one dimension, while disengaged
or negatively engaged along another dimension.

In the realm of online education, and since many students
tend not to use their web cameras (Castelli & Sarvary, 2020),
many professors and instructors seem to believe that stu-
dents are actually faking their engagement. Fake engage-
ment in this manner is “reflected in behaviors that are made
consciously or unconsciously, by learners to achieve an out-
side appearance of being attentive and on-task; however,

in reality, their internal states, are not congruent and, for
diverse motives, they may be complying or just merely pre-
tending compliance” (Mercer et al., 2021, p. 145). To put it
differently, fake engagement occurs when there is behavio-
ral engagement without being cognitively and emotionally
engaged.

Related Works

Increased attention to the study of learner/student engage-
ment is reflected in a recent large and growing body of re-
search. A handbook-length work, such as Christenson et
al. (2012) or richly edited books, such as Mercer & Dérnyei
(2020), Hiver et al. (2020), and Quaye et al. (2019) have been
published on this area. This underlines the issue that under-
standing how to engage learners remains a pressing con-
cern.

In the language classroom, several studies have made no-
table contributions related to the domain of learner en-
gagement (see Oga-Baldwin, 2019; Philip & Duchesna, 2016,
for review). In L2 classrooms, researchers such as Svalberg
(2009, 2018) was one of the pioneers who attempted to un-
derstand the role of engagement in language acquisition
and learning. He examined engagement from a very nar-
row-angle, namely, engagement with language (EWL), a
model through which learners can develop language aware-
ness.

Similar to the situation in traditional classrooms, one of the
most prominent questions involves keeping students mo-
tivated and engaged in the online setting (Bolliger & Mar-
tin, 2018). Thus, numerous studies have targeted student
engagement in the EFL virtual classroom (e.g., Bolliger &
Martin, 2018; Almossa, 2021; Kim, 2021; Martin, 2019; Oraif
& Elyas, 2021; O’'Shea et al., 2015; Soffer & Cohen, 2019; Yun-
dayani et al., 2021). The results of these studies suggest that
engagement in a non-face-to-face learning environment is
impacted. Therefore, several strategies can be utilized in the
online learning environment to enhance student engage-
ment (Bolliger & Martin, 2018).

Studies such as Almossa (2021), Oraif and Elyas (2021), Yun-
dayani et al. (2021), and Khlaif et al. (2021) investigated stu-
dent engagement during the shift to emergency remote
teaching. Numerous contexts have been targeted in explor-
ing student engagement. In the Saudi context, a few contri-
butions, such as Al-Bogami & Elyas (2020), Almossa (2021),
and Oraif & Elyas (2021) were made. Almossa (2021) inves-
tigated the experiences and opinions of college students
shared on their Twitter accounts about their engagement
with online learning and assessment. By analyzing tweet
posts, the findings suggested that cognitive, behavioral, and
affective engagement with learning have been considerably
impacted by online assessment. According to Almossa, this
was attributed to several challenges that arose due to the
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sudden shift in the learning mode, such as communication,
fairness, technical and assessment issues.

Among the few studies investigating online student engage-
ment in the Saudi context, there is the study by Oraif & Elyas
(2021) which explores learners’ level of engagement in ‘My
School’ (Madrasati). This is a school platform in Saudi Ara-
bia, where the results uncover a high level of engagement
among EFL learners. Applied exclusively to female learn-
ers, Al-Bogami & Elyas (2020) also investigated the effect
of handheld devices in EFL classrooms on student engage-
ment. Through a mixed-method approach, they studied the
use of the iPad and its apps for EFL engagement and learn-
ing among 20 middle school students. The findings suggest
that the apps bolster engagement level and learning com-
pared to traditional teaching paradigms. The focus in both
studies - Bogami & Elyas (2020) and Oraif & Elyas (2021)
- was on young female learners (i.e., middle school and
high school age students). Some studies focused on gender
differences and online EFL classroom engagement. These
studies have revealed that there are no significant impacts
on gender variation and engagement in EFL virtual learning
environments (Almusharraf & Almusharraf, 2021; Devrim &
Irem, 2020; Benhadj, 2021). There is a persisting stereotype
that girls are better at language learning than boys. Is this
stereotypic belief still in place is thus one of the aims of the
present study: to further investigate gender differences and
engagement for college level students learning English in
online classrooms.

In terms of the assessment of student engagement, Zhou et
al. (2021, p. 80) confirmed that “[t]o date there is no single
instrument that is accepted for use across contexts - just
as there is none that is accepted as a field-specific measure
of engagement.” Yet, different approaches were followed in
the sciences of education and learning for measuring stu-
dent engagement. Examples of these measurement meth-
ods include self-reported surveys and questionnaires (e.g.,
Oraif & Elyas, 2021), direct observations, and interviews (e.g.,
Yundayani et al., 2021). The most frequent methods used for
measuring student engagement are self-reported surveys
(SRS) and questionnaires, as used in the current study. In
SRS and questionnaires, students are “presented with items
describing different facets of engagement and are direct-
ed to choose the response from a range of possibilities that
best describes them” (Zhou et al., 2021, p. 80).

Other approaches employed in previous literature for the
purpose of assessing student engagement include tradition-
al methods, such as self-reports, teacher ratings of students,
observations of students’ performances, and measurement
of bio-signals. Alternatively, students’ reflections on their
experiences and opinions on social media platforms such
as Twitter, which are likely to mirror their engagement ex-
plicitly or implicitly with online learning, have given rise to
some attention (for example, Almossa, 2021). A new strate-
gy which uses learners’ facial expressions to assess the level

of engagement in non-face-to-face learning situations was
also proposed by Kim (2021). For further measures, Zhou
et al. (2021) explored the past, present, and future of how
learner engagement can be assessed in the L2 classroom.

That being said, this study casts light on the engagement
of college level students in the online EFL classroom in the
Saudi context. Specifically, this study aims to explore the ef-
fect of online teaching and virtual reality on language class-
room engagement of college students during the pandemic
era. This study was motivated by one of the key findings of
Alzahrani et al. (2022) study, which recommended that the
reasons behind students not engaging positively in EFL on-
line classrooms be explored.

Research Questions

The study aims to gain comprehensive answers and insights
to the following research questions (RQ):

(1) How do Saudi students evaluate their engagementin an
online classroom?

(2) Which aspect of engagement is reported by Saudi stu-
dents to be highest in the online classroom, and which
is the lowest?

(3) Is there a gender difference in student engagement
within these online classrooms?

(4) Does student engagement grow over time in online

classrooms?

(5) What factors do Saudi students report to be enhancing
or hindering their engagement in online classrooms?

METHOD

Background

This study was conducted in a Saudi public university's
compulsory junior-year writing course. The data was drawn
from an eight-week summer term, from May to July 2021.
The course was offered in two sections: one section was for
female students and taught by a female instructor, where-
as the other section was for male students and taught by
the researcher, as a male instructor. The female instructor’s
role was only to collect the data and provide it to the re-
searcher; she was not involved as a researcher in this study.
The time of each of the sessions was 3 hours, and twice a
week. This course was offered fully online by the Language
and Translation Department, for both computer science ma-
jor students and information technology major students.

In order to carry out this research, a completely online
course was designed in which course content as well as
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all online materials and sources were developed by the re-
searcher who taught the male section. Both sections shared
the same course content, assessment structure, and tools.
After setting up the course on Blackboard, the university’'s
official learning management system (LMS), a course copy
was exported and shared with the female instructor, in or-
der to maintain the same quality of instruction. All course
sessions were synchronously taught. Typical pedagogical
activities in almost all sessions included instructor presenta-
tions, group discussions, question sessions with instructor
feedback, quizzes, and exams, YouTube video clips, assign-
ment tutorials, Collaborate Ultra Breakout group, and refer-
ence to the course textbook.

Study Sample

Convenience sampling was used in the study. The students
were all of the Saudi nationality whose second language is
English. They had different levels of English proficiency, but
were mostly intermediate learners. This was determined by
the successful completion of the English language program,
offered by the university as a requirement, qualifying stu-
dents for B 1 (intermediate English) in the Common Euro-
pean Framework of Reference (CEFR). The students’ native
language was Arabic. Total enrollment at the time of the re-
search (i.e., summer 2021) was 127 students (both sections).

Data Collection and Procedures

This was a mixed-method study which utilized both quanti-
tative and qualitative approaches. The mixed methods used
in this research are primarily for a triangulation strategy,
which seeks corroboration, convergence, and correspond-
ence of results from different methods (Greene et al., 1989).
The following three instruments were used:

Self-Report Surveys (SRS)

For the quantitative analysis, a longitudinal survey, aka
self-report survey (SRS), was used. A sample of items is in
Appendix (A). A longitudinal survey is defined as “one that
collects data from the same sample elements on multiple
occasions over time” (Lynn, 2009, p. 1). In the literature, this
self-report instrument has been used commonly and shown
good reliability (e.g., Fuller et al. (2018); Hiver et al. (2020)
and Oga-Bakdwin & Fryer (2021).

The SRS was distributed over the first four weeks of the term
amongst students who were enrolled in the course. The SRS
consisted of a total of 34 five-point Likert scale statements
divided into sections according to the four sub-scales (i.e.,
behavioral, cognitive, emotional, and social), as well as four
questions at the very beginning for eliciting demographic
information. Responses ranged from 1 (referring to “Very
untrue of me”) to 5 (“Very true of me"). Items of the SRS
were adapted from validated instruments used in two re-

cent research studies: Hiver et al. (2020) and Oga-Bakdwin
& Fryer (2021).

The SRS was created online using Google forms in which
all students could complete the questionnaire online. Stu-
dents were asked to take the survey after each class ses-
sion throughout the first 4 weeks (i.e., eight class sessions
in total). This period was selected in the aims of examining
this phenomenon in no less than half of the semester. In ad-
dition, as suggested by Lynn (2009), “the longer the period
of time over which a longitudinal survey collects data, the
richer and more valuable the data are likely to be.” (p. 14).
The SRS was developed bilingually (in English and Arabic).
Finally, this instrument was valid and reliable as shown by
Cronbach's alpha coefficient testing for reliability as inter-
nal consistency (Cronbach, 1951) (score= .837 which is high
reliability (>.7)).

Focus Group Interviews

Students from both sections were invited immediately after
the last session of the term to participate in a focus group.
The purpose of these exploratory focused, in-depth group
interviews was to further understand and triangulate the
quality and character of learner engagement, in particular,
their perspectives on why and when they were engaged or
not.

Two interviews were conducted in week 8. One interview
was dedicated to male students, and another was exclu-
sive to female students. This was to encourage the partici-
pants to speak freely and comfortably. The interviews were
semi-structured in which open-ended questions were for-
mulated and used. Each interview lasted about 20 minutes
in length. Interview questions were in the students’ native
language of Arabic, and the students were encouraged to
answer in Arabic or English, whichever was convenient for
them, in order to ensure full understanding and expression.
Generally, students preferred to use English to answer inter-
view questions.

Interview questions were piloted on two students with
similar characteristics, in order to check for meaning, ob-
tain feedback on how interview questions come across,
help revise the question structures, decide whether more
need to be included, or some deleted, and “to learn about
[my] effectiveness as a moderator—do [I] need to modify
the amount of involvement [I am] having in the interview?”
(Breen, 2006, p. 471).

Both interviews were audio-recorded. In order to minimize
interviewer effects, students were told that their respons-
es will not have any effect on their course grades. As an in-
structor and a researcher, my own point of view on the topic
or my relation to the students did not influence my way of
moderating the interviews. In fact, the female students were
interviewed by me and the male students were interviewed
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by the other instructor. As recommended by Breen (2006),

“it is always important to demonstrate reflexivity as an inter-
viewer” (p. 473). Interview transcriptions were later looked
at for theme extraction in light of the research questions.

Data Analysis

For the quantitative data, descriptive statistics were em-
ployed using SPSS® (v. 24), in order to analyze students’
responses to the SRS items in terms of frequency, mean,
percentage, and standard deviation to assess student en-
gagement level during online learning. T-test, one-way
ANOVA, repeated measures ANOVA, and correlation analy-
ses were used in the analysis of the data as well. Further
analysis was carried out, in order to determine different
sources and post-hoc multiple comparisons were utilized
using the Least Significant Difference (LSD) test.

In order to identify and organize shared experiential themes
in qualitative data, thematic analysis, as proposed by Braun
& Clarke (2006), was used. This methodology was used to
interpret data collected from the semi-structured interviews.
Interview data was analyzed and reported using six stages
for developing thematic analysis: (1) establishing familiari-
ty with the data, (2) generating initial codes, (3) searching
for themes, (4) reviewing themes, (5) defining and naming
themes, and (6) producing the report.

Ethical Considerations

A high standard of ethical considerations was followed
throughout the process of conducting this research. All data
was generated with students’ explicit permission. No par-
ticipant was coerced into participating in the study. Every
student could withdraw from the study at any point in time
without repercussions.

According to Cohen et al. (2007), since interviews might be
considered an intrusion into the personal lives of partici-

Table 1

pants, especially with regard to the sensitivity of questions,
ethical considerations were maintained at all stages of the
interview process. Further oral consent was obtained at the
beginning of the interview session, and each participant
was informed that the session was being audio/video re-
corded. The follow-up interviews were conducted with the
participants one week after the course finished, in order to
reduce the possibility that students would be unduly influ-
enced. In addition, for purposes of anonymity, pseudonyms
were used to identify participants in all research processes,
and any identifying markers were removed to protect stu-
dents’ identities.

RESULTS

This section commences with the quantitative statistical
results and presents a detailed exposition of the observed
data.

Results of SRS
Participants in the SRS

A total of 127 students (72 females and 55 males) took part
in the surveys of the current study. No less than 50% of
students attending each class session participated in the
SRS. In fact, in the end-of-class surveys their participation
reached 95% in many of the class sessions. Table 1 presents
student frequency of participation in filling out the survey
over the course of four weeks. No student’s responses were
excluded from the analysis.

“In-home” engagement versus “out-of-home” engagement
were possible factors that might have affected student on-
line engagement. The majority of the students reported
they attended the online sessions from home (92.5%). Only
4.67% accessed sessions in their cars during class time or

Student Record of Participation in In-Class Surveys Based on Class Sessions

Session# Male students (/55) Female students (/72) Total

1 40 (91%) 62 (95%) 102
2 50 (91%) 62 (95%) 112
3 38 (73%) 43 (66%) 81
4 42 (93%) 58 (90%) 100
5 41 (85%) 46 (70%) 87
6 43 (86%) 42 (60%) 85
7 41 (91%) 38 (61%) 79
8 41(82%) 34 (50%) 75
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from public places such as coffee shops, hospitals, or res-
taurants. On the other hand, in all four weeks, a high per-
centage of students (49.1%) used personal computers (i.e.,
desktop or laptop) to access the virtual sessions. 24.7% of
them used cell phones, while 7.9% used tablets to access
the virtual sessions. The following findings are organized
according to the guiding research questions.

Analysis of SRS

RQ1 which asked: How do students evaluate their engage-
ment in online classrooms? was answered through the pro-
duction of means, and standard deviations for the survey
statements. As displayed in Table 2, students showed a gen-
erally high classroom engagement. That is, engagement in
writing classes among Saudi college learners, when online
learning was adopted, was generally at a high level of ‘True
of me’ (mean=3.88, SD=0.44). Here, students had a similar
engagement in general in all four weeks, indicating “True of
me” with a mean score of 3.84 (SD=0.37) in week one, 3.89
(SD=0.45) in week two, 3.89 (SD=0.46) in week 3, and 3.91
(SD=0.51) in week four.

Table 2
Means and Standard Deviations for SRS Data

Weeks Mean SD
One 3.84 0.37
Two 3.89 0.45
Three 3.89 0.46
Four 3.91 0.51
All 4 weeks 3.88 0.44

To answer RQ2, it was found that, generally speaking, stu-
dent behavioral engagement was rated the highest in all
four weeks indicating “True of me” with a mean score of
4.16 (SD=0.63). This was followed by emotional engage-
ment (mean=3.98; SD=0.48) and then social engagement
(mean=3.74; SD=0.88). SRS data also showed that students
were cognitively the least engaged during the eight virtua-

Table 3

classes (mean=3.43; SD=0.42). Nevertheless, this indicates a

“True of me” (see Table 3). A closer look into the data showed
that although student cognitive engagement was ranked
the highest in week 1 (Mean=4.33, SD=0.43), it declined to
the lowest rate in weeks two, three, and four (Mean=3.45,
3.48 and 3.49, respectively). However, the behavioral type
of engagement was the highest across weeks 2, 3, and 4
(Mean=4.14, 4.17, and 4.18, respectively). In fact, all four stu-
dent engagement aspects ranked similarly across weeks 2,
3, and 4.

To answer RQ3: Is there a gender difference in students’ en-
gagement?, analysis of an independent sample t-test (see
Tables 4, 5, 6, and 7) showed that, in week 1, there was no
significant difference between male and female students re-
garding engagement in online classroom as a whole (P>.05).
However, significant differences were found between male
and female students in the behavioral type of engagement
(P<.05). The difference was in favor of females (mean=4.26)
as opposed to (mean=4.02) for males (Table 4). Put simply,
female participants showed higher engagement in behav-
ioral activities such as effort, participation, initiative-taking,
and persistence. Moreover, in week 1, significant differenc-
es were found between male and female students in other
types of engagement such as cognitive and social engage-
ments (P<.05). This time, male students were cognitively
and socially more engaged than their female counterparts
(mean=3.43, 3.87, respectively for male students) (mean=3.27,
3.39, respectively for female students).

In week 2, as shown in Tables 6, no significant difference
was found between males and females in regard to their
engagement in the online classroom as a whole (P>.05).
However, significant differences were found between male
and female students in emotional engagement (P<.05). The
difference was in favor of females (mean=4.08) in contrast
to (mean=3.90) for males. In week 3, significant differences
were found between male and female students in cognitive
engagement (P<.05). The difference was in favor of females
(Mean=3.55) in contrast to (3.41) for males (see Table 7).
However, in week 4, no significant differences were found

Student Engagement in Online Classroom Based on Engagement Domains

Weeks Week 1 Week 2 Week 3 Week 4 Total
§ o © & o E & o € & o E & o %
Subscales % ) 8 g 7)) ) g 7)) 8 g ) s g ) )
Behavioral 416 0.56 2 414 0.63 1 417 0.64 1 418 0.70 1 416 0.63 1
Cognitive 433 043 1 345 0.40 4 348 0.41 4 349 045 4 343 042 4
Emotional 3.97 0.39 3 4.00 0.49 2 3.97 0.51 2 3.98 0.56 2 3.98 048 2
Social 3.59 0.92 4 3.82 0.85 3 3.73 0.86 3 3.84 0.86 3 3.74 0.88 3
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Table 4
Independent Sample T-Test Results (Week 1)

Students N Mean SD t P value
Male 90 3.84 0.38
General 0.093 .926 s
Female 124 3.83 0.36
Male 90 4,02 0.63
Behavioral 3.054 .003**
Female 124 4.26 0.48
Male 90 3.43 0.38
Cognitive 2.272 .006**
Female 124 3.27 0.44
Male 90 3.95 0.38
Emotional 0.647 .518 s
Female 124 3.98 0.40
Male 90 3.87 0.87
Social 3.918 .000**
Female 124 3.39 0.91
Note: ** significant at .01 level, * significant at .05 level , ns= not significant
Table 5
Independent Sample T-Test Results (Week 2)
Students N Mean SD t P value
Male 80 3.82 0.46
General 1.804 .073ns
Female 101 3.95 0.45
Male 80 4.10 0.62
Behavioral 0.766 .445s
Female 101 417 0.63
Male 80 3.41 0.41
Cognitive 1.248 .214ns
Female 101 3.48 0.39
Male 80 3.90 0.50
Emotional 2.459 .015%
Female 101 4.08 0.48
Male 80 3.75 0.84
Social 1.016 311
Female 101 3.87 0.85

Note: *significant at .05 level , ns= not significant

between male and female students regarding engagement
in the online classroom as a whole (P>.05). This indicates
that both male and female participants showed similar en-
gagement in the online classroom.

ANOVA was employed to examine any significant difference
between students regarding engagement in online class-
rooms, i.e. in answers to RQ4: Does student engagement
grow over time? As shown in Table 8, analysis did not re-
port a significant F statistic effect regarding engagement in
online classrooms as a whole and regarding behavioral and
emotional engagement. Nevertheless, there was a signifi-
cant F statistic effect reported in regard to the cognitive en-
gagement type and the social engagement (P<.05) indicat-
ing significant differences in engagement across all weeks.

As evident in Table 9, the post-hoc test revealed that signifi-
cant differences in cognitive engagement occurred between

week 1, on the one hand, versus weeks 2, 3, and 4, on the
other hand. The difference trend was in favor of cognitive
engagement in week 2, week 3 and week 4 due to the high-
est mean (3.45, 3.48, 3.49) respectively. There is a steady in-
crease in cognitive engagement from week to week, reach-
ing the highest average in week 4. The conclusion can be
drawn that cognitive engagement grows over time. Fur-
thermore, results analysis (Table 9) reported significant dif-
ferences in social engagement occurring between week 1,
versus weeks 2 and 4. The difference trend was in favor of
social engagement in week 2 and week 4 due to the high-
est mean (3.82, 3.84), respectively. This concludes that there
is a steady increase in cognitive engagement from week to
week, reaching the highest average in week 4. Students’ so-
cial engagement does grow over time as well.

Another layer of inferential analysis was performed, in or-
der to identify any significant differences that may exist be-
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Table 6
Independent Sample T-Test Results (Week 3)

Students N Mean SD t P value
Male 84 3.82 0.45
General 1.786 .076"
Female 88 3.95 0.45
Male 84 411 0.64
Behavioral 1.379 170
Female 88 4.24 0.64
Male 84 3.41 0.39
Cognitive 2.236 .027*
Female 88 3.55 0.42
Male 84 3.91 0.51
Emotional 1.435 153
Female 88 4.02 0.49
Male 84 3.67 0.88
Social 0.860 391
Female 88 3.78 0.85
N.B. *significant at .05 level, ns= not significant
Table 7
Independent Sample T-Test Results (Week 4)
Group N Mean SD t P value
Male 82 3.90 0.49
General 0.252 .801 s
Female 72 3.92 0.52
Male 82 4.22 0.69
Behavioral 0.891 .374ns
Female 72 412 0.71
Male 82 3.46 0.44
Cognitive 0.879 .381ns
Female 72 3.52 0.45
Male 82 3.96 0.54
Emotional 0.600 .549ns
Female 72 4.01 0.59
Male 82 3.79 0.91
Social 0.793 4290
Female 72 3.90 0.79

Note: ns= not significant

tween the participants in terms of the specific locations of
attending the online session (e.g., from home or outside the
house), as well as choice of device (e.g., laptop, tablet, cell-
phone) used to access the virtual session. The results are
presented below.

On conducting a one-way ANOVA test, as seen in Table 10, a
relationship was established between student engagement
and the location where they attended the virtual sessions.
There is a significant F statistic effect regarding engagement
in online classrooms, depending on the location of attend-
ing the online sessions (P<.05). In this regard, the ANOVA
test reported a significant F statistic effect regarding the
two types of engagement: behavioral and emotional (P<.05).
No significant F statistic effect was reported in cognitive en-
gagement or social engagement (P>.05).

Results of post hoc comparisons revealed that significant
differences in engagement in online classrooms occurred
between students attending the online sessions from home,
and those from other locations such as a car or public places.
Students who reported they were at home when attending
the online session had higher average points (mean=3.90),
when compared to students attending from other locations.
Significant differences were also found in both the behav-
ioral and the emotional engagement types. The differences
in both were in favor of students who reported attending
the virtual classes from their homes, with mean scores of
4.20 and 4.00, respectively. It can thus be concluded that stu-
dents attending the online sessions from home had a high-
er engagement level in online classrooms, and that their
behavioral and emotional engagements are significantly
associated with the location where they attend the virtual
classroom.
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Table 8
ANOVA Results

Sum of Squares df Mean Square F Sig.
Between Groups .554 3 .185
General Within Groups 140.754 717 .196 .940 421
Total 141.307 720
Between Groups 164 3 .055
Behavioral Within Groups 281.835 717 393 139 .936
Total 282.000 720
Between Groups 2.982 3 .99%4
Cognitive Within Groups 126.652 717 A77 5.628 .001**
Total 129.634 720
Between Groups .149 3 .050
Emotional Within Groups 168.786 717 .235 21 .888
Total 168.936 720
Between Groups 7.366 3 2.455
Social Within Groups 550.657 717 .768 3.197 .023*
Total 558.023 720
Note: ** significant at .01 level, * significant at .05 level , ns= not significant
Table 9
Post-HOC Multiple Comparisons
Mean Week 1 Week 2 Week 3 Week 4
Week 1 3.33 - -
Week 2 3.45 0.12* -
Cognitive Week 3 3.48 0.15%* -
Week 4 3.49 0.15%%* -
Total 3.43 -
Week 1 3.59 -
Week 2 3.82 0.22% -
Social Week 3 3.73 -
Week 4 3.84 0.25%* -
Total 3.74 -

Note: ** significant at .01 level , * significant at .05 level

The subsequent analysis examined student engagement in
relation to their choice of device (e.g., laptop, tablet, cell-
phone). Analysis revealed an association between student
engagement and the devices used by the student to access
virtual classes. ANOVA results, in Table 11, reported a signif-
icant F statistic effect regarding engagement in online class-
room according to devices used by students to access virtu-
al sessions, F(10.243), (P<.05) and significant F statistic effect
in three types of engagement, namely, behavioral, emotion-

al, and social engagement (P<.05). There was no significant
main effect on student cognitive engagement.

An LSD post-hoc analysis (Table 12) showed that students
who attended online sessions using a personal computer,
whether a laptop or a desktop, were significantly more en-
gaged (m=3.93) than those who joined the online classroom
from cellphones (m=3.78). In fact, data showed that those
who reported they used tablets to log in to sessions had the
highest levels of engagement (mean=4.00), when compared
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Table 10
Differences in Engagement according to the Location of Attending the Online Sessions

Sum of Squares df Mean Square F Sig.
Between Groups 4111 7 .587
General Within Groups 137.143 711 193 3.045 .004**
Total 141.254 718
Between Groups 14.204 7 2.029
Behavioral Within Groups 267.127 711 .376 5.401 .000**
Total 281.331 718
Between Groups 1.112 7 159
Cognitive Within Groups 128.486 711 181 .879 522
Total 129.598 718
Between Groups 4.805 7 .686
Emotional Within Groups 163.454 711 .230 2.986 .004**
Total 168.259 718
Between Groups 4.395 7 628
Social Within Groups 553.266 711 778 .807 .582
Total 557.661 718

Note: ** significant at .01 level, ns= not significant

Table 11
ANOVA Results
Sum of Squares df Mean Square F Sig.
Between Groups 3.912 2 1.956
General engagement Within Groups 129.095 676 191 10.243 .000**
Total 133.008 678
Between Groups 8.430 2 4.215
Behavioral Within Groups 250.979 676 371 11.354 000%
Total 259.410 678
Between Groups .655 2 328
Cognitive Within Groups 122.234 676 181 1.812 164
Total 122.890 678
Between Groups 4.235 2 2.118
Emotional Within Groups 155.905 676 .231 9.182 .000**
Total 160.140 678
Between Groups 5.308 2 2.654
Social Within Groups 525.482 676 777 3.414 .033**
Total 530.790 678

Note: ** significant at .01 level, ns= not significant
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to users of mobile phones or even personal computers. Par-
ticipants, thus, differed in their learning engagement ac-
cording to their choices of device to attend the online class-
room.

Significant differences were reported in behavioral, emo-
tional, and social engagement aspects in connection to
students’ choice of devices. As displayed in Table 14, stu-
dents who used tablets to join the sessions showed better
engagement in terms of behavioral (mean=4.31), emotional
(mean=4.09), and social engagement (mean=3.90). Students
who used cellphones were the least engaged behaviorally,
emotionally, and socially compared to those using other de-
vice types (mean=4.02, 3.88, 3.61, respectively).

An LSD post-hoc analysis (Table 12) showed that students
who attended online sessions using a personal computer,
whether a laptop or a desktop, were significantly more en-
gaged (m=3.93) than those who joined the online classroom
from cellphones (m=3.78). In fact, data showed that those
who reported they used tablets to log in to sessions had the
highest levels of engagement (mean=4.00), when compared
to users of mobile phones or even personal computers. Par-
ticipants, thus, differed in their learning engagement ac-
cording to their choices of device to attend the online class-
room.

Significant differences were reported in behavioral, emo-
tional, and social engagement aspects in connection to
students’ choice of devices. As displayed in Table 14, stu-
dents who used tablets to join the sessions showed better
engagement in terms of behavioral (mean=4.31), emotional
(mean=4.09), and social engagement (mean=3.90). Students
who used cellphones were the least engaged behaviorally,

Table 12
Results of Post-HOC Multiple Comparisons Using (LSD) Test

emotionally, and socially compared to those using other de-
vice types (mean=4.02, 3.88, 3.61, respectively).

Since there are multiple measurement opportunities for the
dependent variables (i.e., engagement in online classroom
and its subscales), GLM repeated measures was employed
to examine student engagement growth over time. The re-
sults of GLM repeated measures are presented in Table 13.

Gender was selected as a between-subjects factor. Table 13
contains data about the within-subject factor, time, and its
interactions with the independent variable (gender). The
main effect for engagement in online classroom is a test of
the null hypothesis that all levels of within-subjects factor
are equal. It is a test of the hypothesis that engagement
in online classroom levels are equal across the four weeks.
There appear to be statistically significant differences be-
tween engagement in online classroom levels across the
four weeks. The F statistic (350.320) and its associated signif-
icance level (P<.001) indicate that can reject this hypothesis
as false.

Results of Focus Group Interviews
Description of Participants

In total, 18 students participated in two focus group online
interviews. Eight participants were female, and ten were
male, all of them aged between 18 and 24 years. The find-
ings presented below encapsulate the experiences of on-
line students in engaging with the undergraduate writing
course.

Mean Differences

Cell phone 3.78
1vs. 2 (.15%%)

General Computer 3.93
1vs. 3 (.22%%)

Tablet 4.00

Cell phone 4.02
1vs.2 (.23%%)

Behavioral Computer 4.25
1vs. 3(.28*%*)

Tablet 4.31

Cell phone 3.88
1vs.2 (.16%%)

Emotional Computer 4.04
1vs. 3 (.22%%)

Tablet 4.09

Cell phone 3.61
1vs.2 (.16%)

Social Computer 3.77
1vs. 3(.29%)

Tablet 3.90

Note: **significant at .01 level, *significant at .05 level
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Table 13
Statistics for the Effects in the Model

Tests of Within-Subjects Effects

Source Type III Sum of Squares df Mean Square F Sig.
Time Sphericity Assumed 98.389 3 32.796 350.320 .000**
Greenhouse-Geisser 98.389 2.013 48.884 350.320 .000**
Huynh-Feldt 98.389 2.021 48.679 350.320 .000**
Lower-bound 98.389 1.000 98.389 350.320 .000**
Time Sphericity Assumed 1.198 3 .399 4.266 .005**
"Gender Greenhouse-Geisser 1.198 2.013 .595 4.266 .014*
Huynh-Feldt 1.198 2.021 .593 4.266 .014%*
Lower-bound 1.198 1.000 1.198 4.266 .039%
Error Sphericity Assumed 201.935 2157 .094
(Time) Greenhouse-Geisser 201.935 1447.128 140
Huynh-Feldt 201.935 1453.222 139
Lower-bound 201.935 719.000 .281
Note: ** significant at .01 level, * significant at .05 level
Table 14
Themes of interview transcripts
# Theme Frequency %
1 Students’ self-evaluation of engagement in the online course 18 100
2 Factors attributed to students’ high engagement 6 33
3 Students’ perspectives on engagement in online classrooms versus in a non-face-to-face classrooms 13 72
4 Students’ engagement throughout the semester 1 61
5 Reflective Moments when students felt fully engaged 8 44
6 Influence of location/place of class attendance on students’ engagement 15 83

Analysis of Semi-Structured Interviews

The primary purpose of conducting student interviews was
to answer RQ5 and to triangulate the data of other research
questions through different sources. From the focus group
interviews, six overarching themes relating to online stu-
dent engagement were identified and constructed during
the analytical process. As shown in Table 13, the themes
were: 1) student self-evaluation of engagement in the on-
line course; 2) Factors attributed to a high level of student
engagement; 3) Student perspectives on engagement in
online classrooms versus in a non-face-to-face classrooms;
4) Student engagement throughout the semester; 5) Re-
flective moments when students felt fully engaged; and 6)
Influence of presence/place of class attendance on student
engagement. These themes are presented below using par-
aphrases and individual direct quotes. Some quotes were
altered to remove filler language (e.g., um, like) and provide
clarity without changing the meaning of quotes.

Theme 1: student self-evaluation of engagement in online learn-
ing. Across the focus groups, students described how well
they were engaged in the course. The students showed a
high level of satisfaction of their engagement with the on-
line class. In fact, they all reported that they were engaged
well in the course. One student answered, “I personally find
my engagement in this course to be excellent.” Another stu-
dent rated, “I would give my engagement 85%".

Theme 2: Factors attributed to a high level of student engage-
ment in the online course. This theme accounts for students’
perspectives on the factors that attributed to their high level
of engagement in the online classroom. Based on interview
data, pleasant experiences in the online course which led to
a high level of engagement were attributed to four factors.
These factors are discussed below.

1. The first factor is in regards to the engaging nature of
teaching, which Hipkins (2012) discussed saying, “Teach-
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ers’ curricular intentions and the manner they construct
learning opportunities in the classroom have an impact
on engagement” (p. 441). In this respect, one student
said, “Class sessions tended to be enthusiastic in nature.
And, each class is even more engaging than the one before”.

2. The interactive nature of the course and lectures was
one point which facilitated their engagement. This
course was demanding, interactive, and hands-on when
compared to other courses. Students were expected,
for example, to discuss the topic in hand, respond to
discussion board questions and post their answers to
Blackboard forums. This point was described by one of
the interviewees “Classes contained a lot of interactive
components, such as homework you assign, screen sharing
and its accompanying activities, and student discussion”.

3. One key factor underlined by the students in regard
to their classroom engagement was the well-designed,
pedagogical methods in the course. One student at-
tributed his high level of engagement to course assign-
ments and in-class activities in which he thought they

“motivate students to learn and participate, and ultimately,
were reflected on students’ outcomes”.

4. The instructor’s role as a motivator was reported by stu-
dents in both groups to be central in enhancing class-
room engagement. One student believed “The instruc-
tor plays a role in connecting students with the course and
materials. Whenever the instructor acts harshly, students
are more likely to feel alienated. However, in this course,
I, frankly, can say I enjoyed the class. I made sure I do the
in-class activities, because we were motivated to do so. So,
yes, generally, it's all about the instructor’s efforts in engag-
ing the students”. Similarly, students valued the profes-
sor’s role on this matter, and one student commented,
“Classroom engagement depends on the professor. If she is
engaging, a student will feel motivated.” Another student
further explained, “You attract students’ attention all the
time. This way, students stay engaged all the time and nev-
er feel bored”. This seems to be in line with Tomlinson
& Moon (2013) who contend that “Engagement in the
classroom results when a student’s attention is attract-
ed to anidea or atask and is held there because the idea
or task seems worthwhile (p.7).

Theme 3: Students’ perspectives on engagement in online class-
rooms versus in face-to-face classrooms. This theme reflects
students’ views of whether an online classroom is as engag-
ing as a physical classroom. Although all students reported
they were highly engaged in the class, only three students
believed it would have been more engaging, if the course
was offered in the traditional classroom. To this extent, one
student believed that being at home is not as conducive to
study as the traditional classroom. He explained:

The whole atmosphere of the course was great, wheth-
er it was traditional or online. Yet, for me personally I
sometimes felt distracted. However, the course was com-
pletely enjoyable. The online environment is not suitable
for learning and studying. Sometimes, you get distract-
ed by others who are surrounding you, yet, you try to
stay focused in class. [student]

According to students, examples of distractions included
another person coming into the room or a phone ringing.
Class interaction was raised as an issue by the female group.
One said, “In online classrooms, there is not much interaction.
It's just the teacher speaking most of the time, and we just lis-
ten.”.

However, not all the participants held the same stance. The
majority of students disagreed with the notion of how the
traditional classroom would be more engaging for learn-
ing. For many, the convenience and flexibility offered online
were the most virtues mentioned. One participant noted, “I
honestly was happy that this course was online. The instructor
can stay connected with the students more. Students can easily
interact and engage more in the class.”

The female student group held a similar opinion on the ef-
fectiveness of online learning in terms of engagement. One
student said, “Due to being online, we concentrated more”.
Furthermore, the female focus group students argued that
for the introverted type of students, online courses are
more advantageous, since they would be more beneficial
and more engaging. One explained, “I favor online, because
some students are shy to participate face-to-face, while online,
everyone participates equally.” Another agreed and stated,
“Yes, true! A shy student would not feel nervous when speaking or
asking.”. Another supported, “I myself cannot participate simi-
larly in the physical classroom.”

Theme 4: Engagement throughout the semester. This theme
assesses how well students were engaged at the beginning
of the term versus the middle or end. Almost all students in
both focus groups believed their engagement was not as
high when the term commenced, as towards the middle or
the end of the term. Eleven students reported that they got
connected and engaged more as the semester progressed.
Examples included the following:

. “At the beginning, a student may feel introverted, but, as
time passes by, one will start to get engaged more as he
becomes familiar with the rules, other students, and inter-
action. So, engagement grows this way.".

. “With time, there became more engagement in the course.
We broke the ice!”

. “At the very beginning, there was not a full classroom en-
gagement, but we engaged more as time went on”.
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Theme 5: Reflective Moments when students felt fully engaged.
This theme relates to students’ perceptions of aspects which
they found more engaging in the online classroom. As the
semester progressed, students encountered variable levels
of engagement. Students rated course requirements based
on their usefulness in engaging students more. In other
words, interviewees also reported on the times when they
were highly engaged during the online class. Those times
were as follows (listed from the most engaging to the least):

«  Discussion board (DB) questions during class time.
*  Class participation with the instructor.
*  Group work activity.

Although all course requirements were perceived to be en-
gaging fromthe point of view of students, student-controlled
active learning activities, in particular, were highly appreci-
ated. Participants believed that interaction and discussions
undertaken as part of discussion board activities resulted
in improved engagement. For example, one student assert-
ed, “We were engaged more during discussion board questions.
Because we were allowed enough time to think and answer
questions assigned.”. This highlights the connection between
time allowed to do an activity and student cognitive engage-
ment. Another student emphasized:

The fun part of discussion board activity is that when you
allocate time for the activity, some students post their
answers to the forum. This allowed us to brainstorm and
check other students’ answers. Then, you share and dis-
cuss answers along with hints. This motivated me to stay
connected more.”

This attitude was also reinforced by the female focus group.
One of them added, “In other courses, DB activities are as-
signed like homework to be done later, not during class time.
Your way was better because once finished, you go through
students' answers and give feedback.”. Additionaly, informa-
tion and activities that were connected to students’ lives
were rated as highly engaging. Female students, especially,
were in favor of this. Giving an example, one student noted,
“When lessons contain information that can be applied to our
personal lives, we stay focused and engaged more. For example,
in one lesson, there was information on interviews; this was val-
uable and useful.”. Another one added, “When lessons touch
personal needs, we get more excited about the lesson and stay
focused.”

In students’ narratives, the role of their peers as part of their
learning engagement in the course was not valued so much.
Students considered working in peers or groups with oth-
er classmates to be the least contribution to engagement,
making it less “effective” in terms of engaging them online.
Insight was also gained into some of the challenges associ-

ated with group work. Some students offered explanations
to account for their perception. One student from the male
focus group said, “I think discussion board was the most en-
gaging, then class participation and the least was working in
groups.” This was explained, “When in groups, I noticed, stu-
dents remain silent waiting for someone to start and take the
lead. When there is no student to take the leader role, group
discussion becomes less active.” Another student supported,
“One student should proactively initiate the discussion then oth-
er ones may start to engage.”.

Theme 6: Influence of location/place of class attendance on stu-
dent engagement.

Similar to the results of the SRS data, in-home engagement
versus out-home engagement appeared to affect engage-
ment. There seemed to be a consensus among both focus
groups on the influence of student presence/ location dur-
ing the time of attending virtual classes on student engage-
ment. The following two extracts described their opinions
towards how their engagement was affected according to
where they were during the class time.

Home is usually calmer, but if I attend the class from a
public place, it would be hard to pay attention.

In a coffee shop, I cannot stay focused 100%. So, yes, it
differs based on my location.

Even if the setting is home, students agreed that it should
be a quiet place without distractions. One student stated,

“The more people exist around you, the less engaged you be-

come. So, as possible, I should isolate myself”. Therefore, it
is suggested to “Try to stay away from distractions.” This re-
quired some students to create a study environment. A male
student described, “I tried to create an environment similar
to the university classroom.” Another from the female group
supported, “My room has become a study-specific environment.
Full engagement requires certain characteristics of the environ-
ment.”

DISCUSSION

Keeping students involved, engaged, and actively learning
in online learning environments has challenged educators
all over the world. In this study, there are several key find-
ings based on the data collected. First, in regard to RQs 1
and 2, SRS data reported that students showed a general
high level of engagement. Student behavioral engagement
was rated the highest across all four weeks, followed by
emotional engagement, and then social engagement. SRS
analysis also showed that students were cognitively the
least engaged during the eight virtual classes. In particular,
students showed more meaningful engagement in week 1.
Their cognitive engagement was ranked the highest in week
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1 and the lowest in the other three weeks of investigation,
during which the behavioral engagement type was highest,
followed by emotional and then social engagements.

Despite the variability in students’ perceptions raised in fo-
cus group data, the majority appear to have had positive en-
gagement in virtual classrooms with increased engagement
linked towards the middle and the end of the term. Stu-
dent academic performance data illustrates a high level of
achievements among students in all course major require-
ments, with female students outperforming male students.
This means that students were cognitively engaged, other-
wise, they would have not been able to score high in course
tests, exams and written assignments. These findings are
in agreement with those of Oraif & Elyas (2021), which have
shown a high level of engagement among students in the
online classroom.

Furthermore, general engagement did not vary between
male and female students during all four weeks of the on-
line classroom which is in line with the aforementioned
studies in the literature (Almusharraf & Almusharraf, 2021;
Devrim & Irem, 2020; Benhadj, 2021). However, female stu-
dents were behaviorally more engaged in week 1, whereas
male students were cognitively and socially more engaged
during the same week. In weeks 2 and 3, female students
showed more emotional engagement and more cognitive
engagement. In week 4, both groups of students showed
similar learning engagement in the virtual classes. The dy-
namicity of engagement was shown in the dimensions of
cognition and social interactions in which they were found
to grow over the course period, but behaviors and emotions
were less likely to grow.

The qualitative data-based findings of this study indicated
that successful student engagement in the virtual envi-
ronment was influenced by a number of factors. The first
was related to the engaging nature of the course and its
interactive nature, how well it is designed and prepared,
and how well it is facilitated with a motivator instructor. A
key influence in online student engagement was found to
come from how well prepared the course needed to to be,
in order to engage students, and that in-class group work
does not guarantee enrolment and participation. Tomlinson
& Moon (2013) asserted, “Engagement in the classroom re-
sults when a student’s attention is attracted to an idea or a
task and is held there because the idea or task seems worth-
while.” (p.7). Engagement is also a result of environmental
facilitators such as classroom interpersonal relations and
instructional quality, as well as personal factors such as mo-
tivation and aptitude” (Oga-Baldwin, 2019, p. 5).

Likewise, the job of the instructor in encouraging student
engagement is a key factor. Influenced by self-determina-
tion theory and instructor’s relatedness - one of three basic
psychological needs - instructors “need to put enthusiasm
into lessons, show an open, honest, and caring attitude to-

ward students, and encourage students to support each
other” (Bao et al., 2021, p. 3). Jang et al. (2010) rightly point-
ed out, when students do engage in classroom learning,
there is always some aspect of the instructor’s behavior
that plays a role in the initiation and regulation of student
engagement. Consequently, the role of online instructors
needs to change from being authoritative to being cooper-
ative and engaging (Oraif & Elyas, 2021). Lack of teacher en-
thusiasm, as perceived by learners, was cited as the reason
for social-behavioral learning disengagement in Chinese EFL
classrooms (Dewaele & Li, 2021).

Learner-learner interaction is essential for the engagement
of students in the online learning environment, as stressed
by Bolliger and Martin (2018). However, interview and fo-
cus group transcripts have shown otherwise. Students did
not seem to have engaged meaningfully online when they
were assigned into groups. It could be that the strategies
used in this course were not implemented effectively, in
order to initiate and support learner-to-learner interaction.
Although, in this course, several activities in establishing a
supportive online environment for students were applied,
as suggested by Ryle & Cumming (2007). Activities included
doing icebreakers, posting welcome messages and regular
informative announcements to establish expectations, post-
ing discussions in advance to stimulate interest, and provid-
ing necessary resources. In fact, students were required to
share and reflect on their own learning styles and those of
other, as well as, preferences, and learning difficulties. Still,
it could be that students did not feel they had an established
sense of belonging to the class community.

The location when attending the online session and stu-
dents’ choice of device (e.g., laptop, tablet, cellphone) used
to access the virtual session are two indicators which affect
student engagement in virtual learning. With regard to the
first, students who choose to log on to the online session
while at home are more likely to engage well in the online
course, especially in terms of behavioral and emotional en-
gagements. The findings of Al Shammari's (2021) affirmed
that although students may have used smartphones in their
remote learning, they did not recommend them. They were
rated the least preferred compared to laptops, tablets, and
desktop computers. Furthermore, students who select lap-
tops in accessing virtual sessions are more likely to show
higher engagement than those with hand-held devices like
tablets or smart phones, especially in terms of behavioral,
emotional, and social engagement aspects.

The notion of location of engagement (i.e., home or out-of-
home in places such as the car, coffee shops, malls... etc.) as
another dimension in nurturing student engagement dur-
ing virtual language classrooms was also emphasized by the
thematic analysis of interviews. Public places were report-
ed to be not ideal for a full and meaningful engagement in
online classrooms. An environment suitable for meaningful
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engagement is associated with calmness and free of distrac-
tions.

Limitations and Future Directions

Despite the strengths of this study, two limitations need to
be acknowledged. First, the data in this study was based on
a four-week period. In order to study the longer-term ef-
fects of the online mode on language learning, it may be
necessary to consider a longer period. Second, data was
obtained from one course, and generalizations could not
be made. A variety of courses in the exploration of student
engagement in the virtual space could help gain a deeper
understanding of the impact and reception of online edu-
cation and learning on student engagement. A factor to be
explored in future research, could be the role of academic
majors and their impact on language learning in student
classroom engagement.

CONCLUSION

This research revisited the topical issue among language
instructors that within the virtual educational environment
student engagement is impacted. Both the technology-me-
diated learning/teaching and the lack of face-to-face- con-
tact may have attributed to students exhibiting different
manifestations of engagement in the online classroom.
This study attempted to investigate the engagement lev-
el among students in an online intermediate-level writing
class taking place in the Saudi EFL context. Its aim was to
contribute to understanding the factors that could have an
impact on engagement in online learning. It focuses specifi-
cally on the English language learning classroom.

The findings and analysis demonstrated several points.
There are variances in the types of engagement (e.g., cog-
nitive, behavioral, social, and emotional), and there are also
aspects that may influence engagement in online class-
rooms as a whole, such as learner-to-learner interactions,
the influence of the instructor, the location of attending
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online classes, and the teaching materials amongst others.
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ABSTRACT

Background. The adoption of the TOEIC Listening and Reading test as the main English
competency measurement instrument for Japanese businesses has lead Japanese business
people toinvestin courses specialized in test-taking strategies which seem to improve test scores
in the short term. Nevertheless, there is pressing need to adopt more reliable instructions for
reading ability development. Translanguaging pedagogy, an instruction method that urges L2
learners to make use of all languages in their linguistic repertoire, has rapidly gained the interest
of language researchers and educators worldwide. Various studies have been conducted at all
level of formal education, from elementary to tertiary education, to evaluate how it could help
learners develop their proficiency in the target L2, including reading comprehension ability.
However, no study on translanguaging in continuing education in Japan could be found in the
literature.

Purpose. This paper presents an investigation to assess the effectiveness of translanguaging
pedagogy in nurturing the reading comprehension of a group of Japanese EFL learners in a
continuing education context.

Method. The study adapted a quasi-experimental design with a control and an experimental
group, as well as a reading comprehension improvement intervention course between pre-test
and post-test. The experimental group received instruction based on translanguaging pedagogy,
and the control group was restricted to using only English in their classes.

Results. It was found that both the control and experimental groups improved their reading
comprehension, but improvement in the experimental group was moderately more substantial.
This finding contributes to the literature on translanguaging pedagogy in Japan, especially in the
context of continuing education.

Conclusion. Due to the small number of participants, the findings of this study cannot be
generalized to EFL education in continuing education. Further research with a substantial number
of participants and treatment over a longer period could help confirm that translanguaging
pedagogy can effectively be implemented in this setting to assist learners become proficient in
the target L2.

KEYWORDS

translanguaging pedagogy, reading comprehension instruction, English as a foreign language
(EFL), bilingualism, multilingualism, continuing education

INTRODUCTION sulting in the emergence of a multicul-

tural and multilingual global communi-
Background ty where people from all corners of the
earth are permanently in contact, wheth-
er in person or remotely. As a result, in
order to communicate effectively in the
global community, most people aspire
The end of the twentieth century wit- to gain competency in two or more lan-
nessed technological advances and the guages, including English, the de facto
globalization of the world economy, re- lingua franca of the new world commu-
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nity. Japan, an insular country that prides itself as being a
homogeneous, monocultural, and monolingual society
(Carroll, 2013) puts pressure on its students and workforce
to acquire reliable English abilities. In this way it can contrib-
ute more efficiently to the country’s economy which has yet
to recover from the economic burst of the early 1990s.

In response to the request of the Japanese Ministry of Edu-
cation, Culture, Sports, Science, and Technology (MEXT) to
enhance their EFL programs and foster bilingual business
professionals, Japanese education institutions have adopted
the Test of English for International Communication (TOEIC)
Listening and Reading as the countries’ main English com-
petency measurement instrument (Takahashi, 2012). Uni-
versities rely on TOEIC test performances for course place-
ment, and run TOEIC courses to ensure students graduate
university with business English proficiency (ibid). More-
over, businesses use the TOEIC score to make employee
job placement and career advancement decisions (Tsedal,
2019). As a result, students in their last year of university
and people in the workforce make substantial financial in-
vestment in courses specialized in test-taking strategies. Ex-
cept for test-taking strategies, such courses tend to use the
same vocabulary and reading instructions which most Japa-
nese EFL learners have been exposed to throughout formal
education. The courses use rote learning and memorization
to get learners to internalize long lists of vocabulary, and
have them practice reading comprehension through gram-
mar-translation practices, as in Japanese junior and senior
high schools (Egitim, 2020; Kumagai, 1994; Steele & Zhang,
2017). Consequently, these courses seem to help improve
test scores in the short term, but the issue of English com-
petency remains prevalent.

In their continued effort to adapt EFL education to its long-
term educational objectives, in 2020 the MEXT introduced
foreign language policy reforms which put the nurturing of
oral communicative competence at the center of its EFL ed-
ucation. The MEXT has imposed English as the sole official
language of instruction in EFL classes in formal education
(Turnbull, 2018). However, in a survey which investigated
Japanese EFL learners’ self-perceived oral communication
ability improvement following a one-on-one tutoring course,
it was found that the need for Japanese to improve their
reading comprehension skills seems comparatively more
pressing than expanding their speaking skills. Currently,
“most respondents read work-related English documents
and correspondence more often than they communicate
orally in English” (Goli, 2021). Additionally, as a native lan-
guage (L1), the Japanese language is not only the preferred
language of instruction in foreign language education
(Turnbull, 2018), but also the literature abounds with re-
search findings which sustain that the use of L1 in foreign
language classrooms plays a key role in an effective acqui-
sition (Baker, 2011; Cenoz & Gorter, 2011, 2022; Garcia & Li
Wei, 2014; Lewis et al., 2012; Spinelli, 2017; Williams, 2012).
In the light of the reasons aforementioned, it is clearly nec-

essary to adopt reading ability development instructions in
EFL which are more suitable to Japanese learners and their
context. Consequently, this study was conducted to investi-
gate translanguaging pedagogical approach as an effective
reading instruction method to develop the reading skills of
Japanese EFL learners. The following research question was
formulated: To what extent can translanguaging pedagogi-
cal instruction improve the reading comprehension ability of
Japanese EFL learners in a continuing educational context?

LITERATURE REVIEW

With globalization and advancements in communication
technologies, most people around the world need to be able
to read at high levels of proficiency in languages other than
their L1, in order to achieve their personal and professional
goals. However, developing strong reading abilities, espe-
cially in a L2, is both time-consuming and challenging (Gra-
be & Stoller, 2011). Pressley (2000) demonstrated that un-
less teachers overtly teach comprehension skills, students
cannot easily acquire the ability to understand texts. King
(2007) supports the notion that in order for readers to make
meaning and comprehend texts, it is crucial for them to also
acquire the skill to infer main ideas from a text. According
to Grabe & Stoller (2011), effective reading instruction in L2
needs to prioritize guiding learners to grasp the main idea
of texts through class discussions where participants learn
to make connections between the text and prior knowledge.
Hence, learners should work in groups and explain the main
ideas to each other. Similarly, August & Shanahan (2006)
support the notion that learners increase their literacy com-
prehension when they work collaboratively in groups. Grabe
& Stoller (2011), however, insist that making learners use all
the languages in their linguistic repertoire in group reading
activities is extremely important. The instruction approach
suggested by Grabe & Stoller (2011) and August & Shana-
han (2006) have common characteristics with translanguag-
ing pedagogy, a teaching and learning method in language
and multilingual education. In translanguaging instruction,
the teacher purposefully specifies the language(s) of input
and output, and guides learners to use all linguistic and se-
miotic resources in their possession to optimize learning of
the subject matter (Baker, 2011; Cenoz & Gorter, 2011, 2022;
Garcia & Li Wei, 2014; Lewis et al., 2012; Williams, 2012). It
combines several activities which stimulate learners to
make use of all skills in the four language areas to commu-
nicate and make meaning. For example, in a language class,
the teacher can have learners read a text in one language,
investigate the topic and participate in group discussions,
then make a summary and report their findings in the target
language (Nagy, 2018; Cenoz & Gorter, 2011, 2022). Baker
(2011) and Lewis et al. (2012) support the notion that learn-
ers can enhance literacy and oral competency in their weak-
er language when they simultaneously use those languages.
Garcia & Li Wei (2014) argue that learners’ engagement in
translanguaging prompts interlanguage exchanges which
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expand on their pre-existing linguistic and cognitive knowl-
edge to instigate further learning and new knowledge. Fo-
cusing on the pedagogical aspect of translanguaging, Cenoz
& Gorter (2017, 2020) put forward the concept of ‘pedagog-
ical translanguaging’ which, they argue, goes beyond the
original approach of translanguaging by including practic-
es related to the development of metalinguistic awareness.
They also explain that pedagogical theory and practice aims
at developing multilingualism in two or more languages in
content and language classes.

Translanguaging for Reading Skill
Development in Tertiary Education in a Global
Context

Various studies conducted in tertiary education suggest that
translanguaging pedagogy helps learners more effectively
develop proficiency in the target L2, in comparison to ped-
agogical instruction that restricts exchanges among class
participants to the L2 (Bartlett, 2018; Hungwe, 2019; Makale-
la, 2015; Spinelli, 2017). Makalela (2015) researched the vo-
cabulary gains and improvements in oral reading proficien-
cy in Sepedi among 60 multilingual pre-service teachers
who used Sepedi as an additional language. While the ex-
perimental group received instructions following translan-
guaging pedagogy, language use in the control group was
restricted to the target language. Makalela (2015) conclud-
ed that the gain in vocabulary of the experimental group
was significantly larger than the control group. However,
with regard to oral reading competency, gains were similar
for both groups. The author concluded that the vocabulary
of adult bilingual language learners could more effectively
be enhanced by means of translanguaging instructions, but
improvement in oral reading by means of translanguaging
instructions were inconclusive. Makalela (2015) established
his study on the theory that word recognition skill is crucial
for vocabulary and reading comprehension proficiency. In
light of the findings of Spinelli (2017), Kor et al. (2014), and
Grabe & Stoller (2011), Makalela (2015)’s conclusion on this
point of investigation appears plausible. With regard to oral
reading proficiency, Makalela (2015) does not provide or
elaborate on any explicit theoretical or empirical evidence
to support his assumption that word recognition and vocab-
ulary skills affect oral reading competency. However, it is ar-
gued that oral reading proficiency is affected by automatic
information processing or automaticity (LaBerge & Samuels,
1974; Logan, 1997). Non-fluent language learners tend to
struggle with oral reading comprehension, since they have
not yet acquired automaticity. Grabe & Stoller (2011) sup-
port the notion that non-fluent readers need thousands of
hours of reading practice, in order to acquire word recogni-
tion automaticity. Consequently, the outcome of the study
on oral reading proficiency appears reasonable.

Some researchers have explored the impact of translan-
guaging and paraphrasing on the development of reading

comprehension. Hungwe (2019) investigated the impact of
translanguaging and paraphrasing on the development of
reading comprehension skill among 36 multilingual medical
school students in a course on English for academic purpos-
es. An analysis of the quality of summaries by the partici-
pants of a scientific article discussed during intervention led
Hungwe (2019) to the conclusion that translanguaging prac-
tice used in combination with paraphrasing enhances the
reading comprehension of English learners in comparison
to conventional instruction. Hungwe (2019) based her argu-
ment on translanguaging theory literature and paraphras-
ing. Regarding translanguaging theory, she supports the
idea that the use of L1 through translanguaging not only
helps to develop the target language (Lewis et al., 2012), but
also helps students work at a higher cognitive level than
they would if restricted to the exclusive use of the target
language (Storch & Wigglesworth, 2003). Furthermore, the
learners are able to understand the meaning of new and
difficult words, as well as explain complex syntactic rules
(Hussein, 2013). According to the literature, paraphrasing is
an excellent tool for reinforcing reading skills, such as iden-
tifying main ideas and finding supporting details (Fisk and
Hurst, 2003). It has also been shown that by paraphrasing,
students grasp and express the original ideas of the author
with their own words, thus showing they understand a text
(Hirvela & Du, 2013).

Another researcher who investigated translanguaging and
other multilingual pedagogies, is Spinelli (2017). Spinelli
(2017) researched the impact of translanguaging and other
multilingual pedagogies, namely cross-linguistic compari-
son and inter-comprehension, and L3/Ln learners’ reading
and writing abilities in a multilingual setting at a university in
the United States. Spinelli found that multilingual pedagogy
facilitated positive interlingual transfers, leading to the de-
velopment of both reading and writing skills, with relatively
more gain in writing skills. Furthermore, in addition to the
degree of proficiency of languages in the learners’ linguis-
tic repertoire, the improvement of writing skills seemed to
have positively influenced their reading comprehension. Sp-
inelli (2017) based her argument on theories and findings in
reading comprehension research, according to which read-
ing comprehension combines visual information processes
(lower processes) with prior knowledge (higher lever pro-
cess) applied by readers to their reading. She paid special
attention to visual information processing, by focusing on
word recognition and syntactic parsing processes, identified
as two of the most important processes for reading compre-
hension (Adams, 1990; Perfetti, 1999). Spinelli supports the
notion that while L2 reading is a dual-language process, L3/
Ln reading is a multi-language involvement process (Cook,
1997; Koda, 2007). As a result, the richer the linguistic rep-
ertoire of language learners, the more their reading com-
prehension is expediated at the lower level of processing.
Thus, parallel grammatical ordering in the languages in the
multilingual speaker’s repertoire, cognates across those
languages, and similar syntactic information such as deter-
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miners promote transfers, especially when reading instruc-
tions help learners gain awareness of aforementioned sim-
ilarities and differences (Nagy et al., 1993; Cook & Bassetti,
2005; Koda, 2007; Grabe, 2009). In light of all the evidence
provided by Spinelli (2017) in support of her argument, it
appears reasonable that, with adequate reading compre-
hension training, multilingual learners can gain word rec-
ognition skills and more efficiently acquire high and reliable
reading abilities for visual information processing.

Translanguaging for the Development of
Reading Skills in Tertiary Education in the
Japanese Context

In Japan translanguaging pedagogy is gaining attention
in language education. Some researchers have started to
experiment with regard to its suitability and effectivity in
formal education. In his studies of reading comprehension
of English, Bartlett (2018) investigated the effect of trans-
languaging instruction on reading comprehension in a
Japanese tertiary educational setting with 107 second-year
college students. Findings showed that the 56 participants
in the experimental group demonstrated a higher level of
retention and a more varied English language use in pres-
entations, when compared to the 51 students in the control
groups. Bartlett (2018) also found that the participants in the
experimental group were more motivated to study English.
Responding to recommendations from translanguaging lit-
erature encouraging educators to adopt alternative teach-
ing approaches in the translanguaging classroom (Makalela,
2015), Bartlett (2018) placed multiple intelligences theories
as the foundation of his study. He also investigated the ef-
fectiveness of applying these intelligences in translanguag-
ing classrooms in promoting learners’ learning and compre-
hension. It has been suggested that each learner possesses
at least seven intelligences or independent ways of process-
ing information, which would interact differently depend-
ing on the individual (Gardner & Hatch, 1989). Stimulation
of the intelligences promotes a more personalized learn-
ing, and, in comparison with practices in conventional ed-
ucation, provides different learning opportunities to every
learner (Csikszentmihalyi, 1990). Therefore, adopting activi-
ties designed to stimulate multiple intelligences along with
the full linguistic repertoire of students in translanguaging
classroom is consistent with the goals of integrating such
activities in the teaching process, especially in the language
classroom. This should provide each learner with a unique
opportunity to reinforce their linguistic competence, includ-
ing their reading comprehension, in accordance to the intel-
ligences they possess.

All four studies introduced above concluded that translan-
guaging pedagogy contributes, to various extents, to EFL
learners’ reading comprehension improvement. However,
although the studies targeted adult learners, they were all
been performed in formal education settings, particular-

ly in tertiary education. In light of the increasing need for
Japanese business people and workers to improve their EFL
reading comprehension business purposes, an evaluation
of the effectiveness of translanguaging instruction in a con-
tinuing education setting is highly necessary.

METHOD

Design

This project adopted a quasi-experimental design, a pre-
test—post-test control and experimental group design with
a period of intervention between pre-test and post-test (Co-
hen et al., 2017, p.402)

Participants

21 participants were recruited by convenient sampling
method. They all met the course participation criteria de-
scribed as follows:

Be 18 years old or older;

Be a businessperson, a company employee, or self-em-
ployed person;

Be aiming at improving one’s reading comprehension
skill;

(4) Have a TOEIC Listening and Reading score between 400
and 780.

All the participants met all the criteria. However, although
all 21 participants sat for the pre-test and took part in the
entire treatment course, 2 of them did not take the post-test
and fill out the questionnaire about their personal details.
As a result, 19 participants took part in the entirety of the
study. Basic background information on participants is sum-
marized in Table 1.

The Intervention

A reading comprehension instruction course was designed
and administered by the researcher. The course was free of
charge and was administered online via Zoom Meeting with
a control group and an experiment group. The course con-
sisted of 7 sessions of 120 minutes for each group held over
the weekend. The reading tests were conducted in the first
and 7th sessions, and the 5 sessions in-between were dedi-
cated to reading comprehension skill building. Participants
were assigned to the control and experimental groups ran-
domly at registration online by means of the website reg-
istration system. In the reading comprehension instruction
sessions with the control group, only the target language,
English, was used for instruction and during discussion
among the participants. The study materials made availa-
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Table 1
Basic Background Information of Participants

Gender Female Male
15(78.9 %) 4(21.1%)
Age 20to 29 30to 39 40 to 49 50 to 59 60 or more
0 2(10.5 %) 13 (68.4%) 3(15.8%) 1(5.3 %)
Education Elementary  Junior high Senior high  Professional college Graduate
school school school school school
0 0 0 4(21.1%) 12 (63.2%) 3(15.8%)
Years of school English education 1to 3 years 4 to 6 years 7 to 9 years 10 years or more
0 5(26.3%) 11 (57.9%) 3(15.8%)
English Study in speaking countries Within Within Within Within Within 2 years
1 month 3 months 6 months 12 months years or more
9 (47.4%) 4(21.1%) 0 4(21.1%) 0 2(10.5%)
Life in English speaking countries Within Within Within Within Within 2 years
1 month 3 months 6 months 12 months years or more
8(42.1%) 1(5.3%) 0 1(5.3%) 2(10.5%) 7 (36.8%)
Occupation Company employee 8 (42.1%)

an executive secretary, a web designer, a graphic designer, a nursery

11(57.9) %

teacher, a university staff member, a Japanese language teacher, a painter,
a nurse, a shop assistant, a housewife, and a self-employed person

ble on the webpage were mainly in English, with a simple
Japanese translation for relatively long and complex task
instructions. In the reading comprehension classes with
the experimental group, the researcher used both English
and Japanese. The participants were encouraged to use
both English and Japanese for in-class discussion, as well as
during discussions among participants. The participants in
the experimental group were also provided with a Japanese
translation of all the English reading materials used in the
class.

Data Collection

A pre-test and post-test approach was adapted to gath-
er quantitative data. Thus, two sets of data were collected
before and after the reading comprehension intervention.
First, before the intervention, participants were asked to
complete a 40-minute mockup TOEIC reading test. After at-
tending a total of ten hours reading comprehension instruc-
tion classes, the participants took another 40-minute mock-
up reading test of the TOEIC. Both the pre-test and post-test
were administered online. The TOEIC test was chosen for
two reasons. First, it is a highly reliable test (ETS, 2007).3 All

questions in the TOEIC Reading test are in the form of mul-
tiple-choice. Secondly, the TOEIC reading test is highly relia-
ble due to the nature of its test tasks which enable objective
scoring, as opposed to task-based evaluations such as writ-
ing and speaking test.

The official TOEIC reading test has a total of 100 questions.
The number of questions is different for each part. For the
purpose of this study, short versions of the TOEIC reading
test with 50 questions were used. Table 2 summarizes the
abilities measured in the TOEIC Reading test (IIBC, n.d.) and
the content of the official TOEIC reading test and the cus-
tomized version for this study (pre-post tests).* The content
of the pre-test and post-test were adapted from Education-
al Testing Service (2019) and Educational Testing Service
(2020), respectively. ¢

Data Analysis

Descriptive and inferential statistical (independent-sam-
ples and paired-sample t-tests) analyses were performed
using IBM SPSS 27.0. Inferential statistical analyses were
performed, in order to evaluate differences in performance

3 ETS. (2007). TOEIC Score User Guide-Listening & Reading. https://www.ets.org/s/toeic/pdf/toeic-listening-reading-test-user-guide.pdf
4 IIBC. (n.d.). Official score certificate format. https://www.iibc-global.org/english/toeic/test/Ir/guide05/guide05_01.html

5 Educational Testing Service. (2019). Official TOEIC Listening & Reading preparation book 5. Educational Testing Service.

¢ Educational Testing Service. (2020). Official TOEIC Listening & Reading Preparation book 7. Educational Testing Service.
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Table 2

Content and Language Ability Measured in Each Part in the Reading Tests

Part Number of questions

(Test type) Official Test Pre-post tests

Ability measured

Part 5 30 15 .
(Incomplete passage)

Part 6 16 8 .
(Incomplete text) .
Part7 29 12 .
(Single passage)

(Multiple passages) 25 15 .

Ability to understand vocabulary in written texts.

Ability to understand grammar in written texts.

Ability to understand vocabulary in written texts.

Ability to understand grammar in written texts.

Ability to make inferences based on information in written texts.

Ability to understand vocabulary in written texts.

Ability to understand grammar in written texts.

Ability to make inferences based on information in written texts.

Table 3

Descriptive Analysis of Performance in Pre-test and Skewness and Kurtosis Statistics.

Control group

Scores Skewness Kurtosis
Test rubrics N M SD Statistic SE z Statistic SE z
Total score 10 25.40 9.755 0.817 0.867 0.942 -0.939 1.334 -0.704
Part 5 score 10 9.70 2.983 0.802 0.867 0.925 -0.620 1.334 -0.465
Part 6 score 10 5.40 1.430 -0.319 0.867 -0.368 -1.1663 1.334 -0.874
Part 7 score 10 10.30 7.134 1.367 0.867 1.577 0.483 1.334 0.362
Experimental group
Scores Skewness Kurtosis
Test rubrics N M SD Statistic SE z Statistic SE z
Total score 9 26.22 9.897 -0.396 0.717 -0.552 -0.687 1.400 -0.491
Part 5 score 9 9.44 2.698 0.373 0.717 0.520 0.433 1.400 0.309
Part 6 score 9 5.33 2.000 -0.469 0.717 -0.654 -0.844 1.400 -0.603
Part 7 score 9 11.44 5.855 -0.848 0.717 -1.183 0.464 1.400 0.331
Note. SE: Standard Error; Z: Z-score (Z=Statistic/SE)
between the two sets of tests and between the two groups RESULTS

(Dornyei, 2007; Paltridge & Phakiti, 2015). The first, t-tests
were performed on the participants’ pre-test, in order to
verify that there were no significant differences in English
reading proficiency levels between the control and exper-
imental groups before intervention. Next, t-tests of the
participants’ post-test were conducted to compare the
performance of the control and experimental groups after
intervention. Then, paired samples t-tests were conducted,
in order to study the effect of the reading comprehension
intervention on each group. All t-tests of the participants’
performances included their performances in each part of
the reading test, namely Parts 5, 6, and 7.

Descriptive Analysis with Skewness and
Kurtosis Statistics

Descriptive statistics of participants’ performance in the
pre-test are shown in Table 3 with the results of skewness
and kurtosis statistics. According to West et al. (1995) and
Lowie & Seton (2012), if the absolute values of the skewness
and kurtosis z-scores (Z) are both smaller than 1.96 for a
sample size under 50, the sample is considered acceptably
normally distributed. Values of z-sores for both the control
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and experimental groups for the overall performance as
well as performances in Part 5,6, and 7 are all less than 1.96.
Consequently, it could be concluded that the samples used
for this study was normally distributed.

Results of The Independent T-Test of The Pre-
test

In order to compare the level of the two groups, independ-
ent-samples t-tests of their performances in the pre-test
were conducted. Results of the total score and performance
in each part of the reading test are shown in Table 4. They
reveal that, out of a total of 50 possible score, both control
(M = 25.40; SD = 9.755) and experimental (M = 26.22; SD =
9.897) groups achieved comparably similar mean scores val-
ues and standard deviations. The t-test pointed out that the
difference between the two groups was not statistically sig-
nificant (p > 0.05). Therefore, the control and experimental
groups had similar language proficiency and were compa-
rable.

For Part 5, out of a total 15 possible score, comparable
means score and standard deviation values were obtained
by the control (M = 9.70; SD = 2.983) and experimental (M =
9.44; SD = 2.698) groups. Similarly, a comparable mean score
and standard deviation values were obtained by the control
(M =5.40; SD = 1.430) and experimental (M =5.33; SD = 2.000)
groups out of a total 8 possible score for Part 6. For Part 7,
out a total 27 possible score, the control and experimental

Table 4

groups achieved similar means score values and standard
deviations. The t-test for each part of the reading test indi-
cates that the difference between the two groups were not
statistically significant (p > 0.05). Consequently, the control
and experimental groups had similar reading proficiency in
each area of the test, and were therefore comparable.

Results of The Independent T-Test of The Post-
Test

Independent-samples t-tests of participants’ performances
in the post-test were performed to evaluate the effect of the
reading instruction on the two groups. Table 5 shows the
t-test of the overall performance (total score) of the partici-
pants, as well as their performance in each part of the post-
test. The mean difference of 4.389 points between the total
score of the control (M = 26.50; SD = 10.277) and experimen-
tal (M = 30.89; SD = 9.532) groups was observed. Results of
the t-test indicate that this difference in score between the
two groups was not statistically significant (p > .05). How-
ever, the Eta squared value (the effect size describing the
magnitude of the difference between two groups observed)
suggests that the difference in score has a moderate effect,
therefore, not negligible.

In Part 5, comparable means score and standard deviation
values were obtained by the control (M = 10.30; SD = 2.584)
and experimental (M =9.22; SD = 2.819) groups, with a mean
difference of 1.078 points. This difference was not statisti-

Results of Independent-Samples T-Test of Participants’ Pre-test Performance

Pre-test total score

N M SD df t Eta squared
Control group 10 25.40 9.755 9
182 .002
Experimental group 9 26.22 9.897 8
Part5
N M SD df t Eta squared
Control group 10 9.70 2.983 9
-.195 .002
Experimental group 9 9.44 2.698 8
Part6
N M SD df t Eta squared
Control group 10 5.40 1.430 9
-.084 .000
Experimental group 9 5.33 2.000 8
Part7
N M SD df t Eta squared
Control group 10 10.30 7.134 9
.380 .008
Experimental group 9 10.44 5.855 8

Note. p > .05
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Table 5

Results of Independent-Samples T-Test of Participants’ Post-test Performance

Pre-test total score

N M SD df t Eta squared
Control group 10 26.50 10.277 9
.962 .052
Experimental group 9 30.89 9.532 8
Part5
N M SD df t Eta squared
Control group 10 10.30 2.584 9
-.870 .043
Experimental group 9 9.22 2.819 8
Part6
N M SD df t Eta squared
Control group 10 5.30 2.214 9
-.578 .019
Experimental group 9 4.78 1.641 8
Part7
N M SD df t Eta squared
Control group 10 10.90 7.593 9
1.859 169
Experimental group 9 16.89 6.294 8

Note. p > .05

cally significant (p > .05), and the effect of the Eta squared
is relatively small. As a result, there was no difference in the
two groups’ performance in Part 5 (p > .05). The control (M
= 5.30; SD = 2.214) and experimental (M = 4.78; SD = 1.641)
groups achieved comparable mean scores and standard
deviation values in Part 6, with a mean difference of .522
points that was not statistically significant (p >.05), and has
very small effect (Eta squared = 0.19). However, regarding
the participants’ performance in Part 7, there was a mean
difference of 5.989 points between the control (M = 10.90;
SD =7.593) and experimental (M = 16.89; SD = 6.294) groups.
This was evaluated as not statistically significant (p > .05),
but with a large effect on the difference in performance be-
tween the two groups.

Results of The Paired T-Tests of the Pre-Test
and Post-Test

Paired samples t-tests of the participants’ pre-test and post-
test performances were performed, in order to examine the
effect of the reading comprehension intervention within
the control and experimental groups. The test results of the
control group are shown in Table 6, and they reveal that the
control group achieved similar means score and standard
deviation values in the pre-test (M = 25.40; SD = 9.755) and
post-test (M = 26.22; SD = 10.277) with a mean paired differ-
ence of 1.100 points. However, the paired t-test shows sta-
tistically significant differences between the two tests with
a substantial effect (p <.05; Eta squared = .417). This rep-

resents a 41.7 percent difference between the pre-test and
post-test total scores in the control group.

In Part 5, comparable means score and standard deviation
values were obtained in the pre-test (M = 9.70; SD = 2.983)
and post-test (M = 10.30; SD = 2.584) in the control groups,
with a mean paired difference of .60 point. This difference
in score was not statistically significant (p > .05), and its ef-
fect is small (Eta squared = .045). Consequently, the score
improvement of the control group in Part 5 alone was ignor-
able. Similar outcomes were obtained for Part 6 and 7. Both
the mean paired differences of .10 point in Part 6 and .60
point in Part 7 were evaluated as not statistically significant
(p > .05) with a considerably small effect (Eta squared = .005,
Part 6; Eta squared =.049, Part 7). A grouped spaghetti plot
of the performance of the control group is represented in
Figure 1.

Table 7 displays the results of the paired samples t-test of
the performance of the experimental group. It shows that
there was an increase in the post-test (M = 30.89; SD = 9.532)
in comparison to the pre-test (M = 26.22; SD = 9.897) with a
mean paired difference of 4.667 points. The standard devi-
ation values were comparable, and the paired t-test shows
a statistically significant difference between the pre-test
and post-test with a substantial effect (p <.05; Eta squared =

.632). In other words, there was a 63.2 percent difference be-

tween the pre-test and post-test scores in the experimental
group. A grouped spaghetti plot of the performance of the
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Table 6

Results of Paired Samples T-Test of the Control Group on Pre-Test and Post-Test (N=10)

Pre-test total score

M SD df t Eta squared
Pre-test 25.40 9.755
9 -2.538* 417
Post-test 26.50 10.277
Part5
M SD df t Eta squared
Pre-test 9.70 2.983
9 -.651 .045
Post-test 10.30 2.584
Part 6
M SD df t Eta squared
Pre-test 5.40 1.430
9 218 .005
Post-test 5.30 2.214
Part 7
M SD df t Eta squared
Pre-test 10.30 7.134
9 -.678 .049
Post-test 10.90 7.593

Note. Total test score: *p <.05 (p =.032); p >.05

Figure 1

Grouped Spaghetti Plot of the Performances of the Control Group
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experimental group is represented in Figure 2. Figure 3 is a
grouped spaghetti plot of the performance of participants
of both the control and experimental groups.

In Part 5, similar means score and standard deviation values
were obtained in the pre-test (M = 9.44; SD = 2.698) and post-

test (M = 9.22; SD = 2.819) with a mean paired difference of

.222 point. The paired samples t-tests results also indicate

that the difference in score in Part 5 was not statistically sig-
nificant (p >.05), and has small effect (Eta squared =.013). As
a result, the decrease in score of the experimental group for
Part 5 is considerably small.
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Table 7

Results of Paired Samples T-Test of the Experimental Group on Pre-Test and Post-Test (N=9)

Pre-test total score

M SD df t Eta squared
Pre-test 26.22 9.897
8 -3.709* .632
Post-test 30.89 9.532
Part5
M SD df t Eta squared
Pre-test 9.44 2.698
8 .326 .013
Post-test 9.22 2.819
Part 6
M SD df t Eta squared
Pre-test 5.33 2.000
8 1.104 132
Post-test 478 1.641
Part 7
M SD df t Eta squared
Pre-test 11.44 5.855
8 -4.710%* .735
Post-test 16.89 6.294

Note. Total test score: ** p <.01 (p =.006); p >.05; **p <.01T

Figure 2

Grouped Spaghetti Plot of the Performances of the Experimental Group
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Regarding the performance of the experimental group in
Part 6, comparable means score and standard deviation val-
ues were obtained in the pre-test (M = 5.33; SD = 2.0) and
post-test (M = 4.78; SD = 1.641), with a mean paired differ-
ence of .503 point. The difference in the Part 6 score be-
tween the two tests was not statistically significant (p > .05),

but it has a relatively large effect (Eta squared = .132). For
Part 7, there was an increase in performance in the post-
test (M = 16.89; SD = 6.294) in comparison to the pre-test
(M = 11.44; SD = 5.855), with a mean paired difference of
5.444 points. The standard deviation values were compa-
rable. The pairs t-test results show a statistically significant
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difference between the pre-test and post-test with a large
effect (p <.05; Eta squared =.735). In other words, there was
a 73.5 percent difference between the pre-test and post-test
in the experimental group in Part 7. Figures 4, 5, and 6 are
grouped spaghetti plot of the performance of participants
of both the control and experimental groups in Parts 5, 6,
and 7, respectively.

Results of Multiple Linear Regression Test

A multiple regression test was performed, in order to ex-
amine the effect of the treatment groups and the English
proficiency level of the participants on performance in the

Figure 3

post-test. The multiple regression test was conducted with
one dependent variable and three independent variables
(predictors). The post-test score was set as dependent var-
iable, and ‘intervention group’, ‘proficiency level’ of partic-
ipants, and ‘interaction’ as independent variables. The ‘in-
tervention group’' was a categorical variable consisting of
the experimental and control groups. The experimental and
control groups were divided into high and low proficiency
levels which made up the “proficiency level” categorical
variable (See Figure 7 for a grouped spaghetti plot of the
performance of the low and high proficiency subgroups in
the control and experimental groups). The third independ-
ent variable “interaction” was the product of ‘intervention
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Figure 5

Grouped Spaghetti Plot of the Performances of the Control and Experimental Groups in Part 6
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group' and ‘proficiency level’, in order to measure the com-
bined effects of the two variables on performance after in-
tervention.

Table 8 shows the results of the multiple regression test.
With a p < .001, the F-test is statistically significant. This
shows that the model itself is statistically significant, and the
independent variables reliably predict the post-test score
(the dependent variable). The R-squared is 0.817; meaning
that approximately 82% of the variability of post-test score
is accounted for by the variables. The adjusted R-squared
shows that about 78% of the variability of post-test score is
explained by the variables, even after taking into account

the number of independent variables in the model. The Beta
coefficients (Beta weighting) value for the ‘intervention
group’, ‘proficiency level’, and ‘interaction’ are -.398, .562,
and .417, respectively. Thus, for every unit of standard devi-
ation increase in ‘intervention group’, a .398 standard devia-
tion decrease in post-test score is predicted, if it is assumed
that the other variables in the model are constant. Similarly,
every unit standard deviation increases in ‘proficiency level’
leads to a .562 standard deviation increase in predicted post-
test score. Every unit standard deviation increase in ‘interac-
tion’ leads to a .417 standard deviation increase in predicted
post-test score with the other variables remaining constant.
Since the Beta coefficients of the independent variables are
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computed relative to each other, the ‘proficiency level' has
the strongest positive effect on post-test score. The t-value
for the ‘intervention group’, ‘proficiency level’, and ‘interac-
tion’ are -1.185, 1.604, and 0.954, respectively. However, p >
.005 for each of the predictors. Therefore, the coefficients for
each of the predictors are not statistically significant. This
outcome could be due to the relatively small size of the sam-
ple. Consequently, the effects of the predictors are true for
this model, but cannot be generalized.

DISCUSSION

The analysis of the participants’ total scores as well as their
scores in the three sections (Part 5, 6 and 7) of the read-

ing test showed that the two groups had comparable Eng-
lish reading comprehension skills before the experiment.
Consequently, it is safe to conclude that the control and
experimental groups involved in the experiment could be
adequately compared, in order to achieve the purpose of
this study (Cohen et al., 2017). After intervention, the ex-
perimental group achieved a higher score than the control
group, and data analysis showed that the difference in per-
formance was moderate and not ignorable. However, this
outcome is true only for the sample of participants in this
study and cannot be generalized.

The higher performance of the experimental group in the
post-test was attained due to the high score of its perfor-
mance in Part 7. The two groups achieved similar perfor-
mances in Parts 5 and 6, with practically no difference in this

Table 8
Multiple Regression Predicting the Effects of the Intervention and the Participants’ Proficiency Level on Achievement in the Post-
Test
Zero- Unstandardized Standardized
Predictor order Coefficients Coefficients
r B Std Error B t Sig.
Intervention group -227 -7.690 6.492 -.398 -1.185 .255
Proficiency level .893 11.238 7.005 .562 1.604 .129
Interaction .540 4.262 4.468 417 .954 .355
R =.904 Adjusted R =.781
R? =.817
F-ratio =22.346 p <.0071
N =19

Note: Intervention groups: experimental group =1; control group = 2; Proficiency level: love proficiency = 1; high proficiency = 2

Figure 7

Grouped Spaghetti Plot of the Performances of the Low and High Proficiency Subgroups in the Control and Experimental Groups
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section in the pre-test and post-test. The lack of improve-
ment in these sections of the test was unexpected consider-
ing that formal EFL education in Japan is highly dominated
by grammar and grammar-translation classes (Egitim, 2020;
Kumagai, 1994; Steele & Zhang, 2017). Another possible rea-
sons could be that little time was dedicated to this section of
the test during intervention (1/3 of intervention time), and
the time was shared between discussing both vocabulary
and grammar points that emerged in the questions. Since
all participants are working professionals who have been
out of formal education, they probably need more time to
review and relearn detailed grammatical concepts.

Part 7 focuses on reading and answering literal and infer-
ential questions on various types of texts. In order to help
improve reading inferential skill, the reading instructions
focused on identifying main ideas and generating para-
phrased summaries. Performance improvement in this sec-
tion of the test supports the importance of inferential skill
in the reading process (Grabe & Stoller, 2011; King, 2007).
The score improvement in Part 7 for both the control and
experimental groups could be a reflection of the substantial
time assigned to this section during treatment. The group
sessions included individual work time in which each partic-
ipant did a short test, followed by rereading comprehension
passages, and completed a paraphrased summary. The in-
dividual work time was followed by a group activity session
where the participants shared their summaries of reading
texts and answers to reading comprehension questions, dis-
cussed main ideas and the meaning of complex words or
phrases from the texts. The improvement of mean scores of
the reading comprehension section for both groups is proof
that collaborative work and group discussions during inter-
vention have a positive effect on improving reading compre-
hension (August & Shanahan, 2006; Grabe & Stoller, 2011;
King, 2007).

In comparison to the control group, the experimental
group’s improvement in the reading section of the test
was relatively substantial, even though both groups were
exposed to similar instructions, with the exception of rules
related to language use. As a result, it could be said that
the difference in performance between the two groups oc-
curred because of the difference in language rules. The ex-
perimental group having been allowed to translanguage by
using both their L1 and English, it could be deduced that
translanguaging has contributed to the relatively high gain
in mean score in the experimental group (Hungwe, 2019;
Makalela, 2015).

The effect of language restriction was apparent throughout
treatment. During group discussions in the control group,
in most sessions, participants were generally hesitant to
volunteer and express themselves. The more proficient par-
ticipants were relatively proactive and volunteered to share
their answers to questions from the tests. They read aloud
the paraphrased English summary written on their notes,

or attempted to explain the meaning of phrases from the
reading passages. However, sometimes they would stop in
the middle of their utterance when they were not sure how
to complete their statement in English. Some participants
would start a question in English, but give up halfway, or
apologetically rephrase the whole questions in Japanese.
Less proficient participants had a lot of difficulty in elabo-
rating on the reasons why they selected a particular answer.
They ended up either hesitantly reading an explanation from
their notes or answering in just a few words in English. Fur-
thermore, in the control group, participants often asked the
teacher if they could express themselves just in Japanese.

The limitation of language to English apparently restricted
the participants’ freedom to express themselves. They were
constrained to think and negotiate meaning in a language
they were comparatively less proficient in. This probably
worked against the development of reading comprehen-
sion skills since the proficiency level of language use during
the reading skill development influences their improvement
level (Spinelli, 2017).

In contrast to the control group, in the experimental group
almost all participants talked for most of the intervention
time, except in the first reading instruction session during
which most participants were hesitant to volunteer and an-
swer questions or express their opinions. The low frequency
of interaction in the first session was probably because most
participants were meeting for the first time. However, from
the second session, every participant contributed to the
class. The less proficient participants asked many questions
about new vocabulary, phrases, or asked for clarification of
the main ideas of passages, and highly proficient partici-
pants offered elaborated answers, mostly in Japanese, but
sometimes in English, or both. In comparison to the control
group, there was less hesitation from low proficiency partic-
ipants to ask questions and share their opinions.

There was a significant increase in the total reading score
of the experimental group. On the other hand, the stand-
ard deviation of the post-test (SD = 9.897) score decreased
slightly in comparison to the pre-test (SD = 9.532). This
outcome suggests that participants at all levels were able
to increase their total score. It could be inferred that trans-
languaging instruction benefits also participants with lower
linguistic skill by allowing them to improve linguistic skills
in the weakest language in their linguistic repertoire (Baker,
2011; Garcia & Li Wei, 2014; Lewis et al., 2012). Translanguag-
ing appears to generate a relatively calming and relaxing
learning environment, which in turn, encourages learners
to be confident and proactively use the whole of their lin-
guistic repertoire (Chukly-Bonato, 2016).

Proficient participants used English and Japanese inter-
changeably, while the less proficient ones used their L1 at
a much higher rate than English. At times, the instructor
would encourage participants, especially less proficient
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ones, to use English as much as they could. Such encourage-
ment resulted in relatively more language mixing and alter-
nation from less proficient learners. The use of the L1 and L2
interchangeably probably acted as scaffold for participants
to express their opinion, ask questions for clarification and
deepen their understanding of the passage, thus correct-
ing misunderstanding (Motlhaka, 2021). In other words,
through group discussion (August & Shanahan, 2006; Grabe
& Stoller, 2011; King, 2007) and translanguaging (Makale-
la, 2015; Motlhaka, 2021) less proficient participants could
learn from more proficient learners and make more accu-
rate inferences from reading passages. Consequently, not
only proficient participants, but also less proficient ones
were able to achieve a relatively higher score in the post-
test in comparison to participants in the control group, as
shown in Figure 7.

Taken together, translanguaging instruction with group dis-
cussions enable participants to display a high level of moti-
vation and confidence. They share their thoughts when they
are allowed to express themselves freely, thus making use
of all resources available in their linguistic repertoire (Motl-
haka & Makalela, 2016). This probably applies also to group
discussion where language learners try to make sense of
written contents. When learners use their L1 and other lan-
guages they are proficient in, they can perform at a higher
cognitive level and better understand text with difficult syn-
tactic structures, vocabulary, and idioms. In translanguaging
instruction, learners read a text in one or several languages
and engage in a discussion where they use all languages in
their repertoire (Garcia, 2009). Throughout this practice, the
learners move freely between languages, making use of as-
pects of each language which can help them make sense of
the text on focus (Garcia, 2009; Otheguy, Garcia & Reid, 2015;
Tian et al., 2020). Thus, through group discussions and trans-
languaging processes, learners develop their overall linguis-
tic skills, notably in the target language. Learners challenge
themselves to understand paragraphs, sentences as well
as idioms and vocabulary from the text. In order to better
grasp the meaning of specific passage from the author, less
proficient participants ask for help from their peers. From
the attitude of the participants in the experiment, it can be
inferred that group discussions through translanguaging
reduces the anxiety of low proficiency learners and their
reluctance to speak both the target language and their L1
and play an active role in their learning (Baker, 2011; Garcia,
2009; Motlhaka, 2021). In the meantime, it gives the oppor-
tunities to more proficient learners to support their peers by
contributing with explanations of difficult sentences, idioms,
and words. Thus, group discussions provide a collaborative
learning opportunity which helps to scaffold reading com-
prehension, while translanguaging instruction enhances
the scaffolding aspect of collaborative learning, thus facil-
itating learning for participants, especially less proficient
ones (Motlhaka, 2011). The results of our experiments and
analysis shows that participants in the experimental group

in this study display all the characteristics and effects of
translanguage aforementioned.

Despite the positive outcomes of translanguaging on read-
ing comprehension obtained through this study, this project
had some limitations. The most noticeable is the number of
participants. A total of 19 people took part in the project, but
this number remains considerably small in comparison to
similar translanguaging studies in the literature which often
enroll around 50 people or more. The low number of partici-
pants makes it difficult to generalize the finding of this study.
Another limitation is, the reading comprehension interven-
tion conducted during this study lasted a total of ten hours
over a period of 18 days. However, in most of the research
found in the literature, intervention time lasts at least a se-
mester. Consequently, it is difficult to compare adequately
the outcome of this research to the findings in the literature.

CONCLUSION

This study suggested that improvement in the experimen-
tal group was moderately more substantial. Consequent-
ly, it could be concluded that translanguaging instruction
helped the Japanese EFL learners in the workforce in this
study improve their reading comprehension to a moderate
extent. However, since the score difference between the
two groups was not statistically significant, it was difficult
to generalize the result of the findings. Nevertheless, it was
demonstrated that translanguaging instruction, which en-
courages participants to express themselves freely using all
resources available in their linguistic repertoire, encourages
participants to display a high level of motivation and con-
fidence to share their thoughts in group discussions. The
learners especially used their L1 to perform at a higher
cognitive level and better understand difficult texts. They
moved freely between languages and used aspects of each
language in their linguistic repertoire which facilitated their
making sense of the texts. Furthermore, translanguaging
instruction reduced the low proficiency learners’ anxiety
and reluctance to participate in class and played an active
role in their learning. Thus, less proficient learners could
make the most of the enhanced scaffolding aspect of collab-
orative learning opportunities provided by translanguaging
instructions.

Literature on translanguaging in Japan is scarce. Moreover,
most of the literature available is focused on formal educa-
tion, especially at college level, and literature on the prac-
tice of translanguaging practice in continuing educating is
non-existent. Therefore, this paper not only contribute to
the literature on translanguaging in Japan, but also shows
the potential effectiveness of this emerging pedagogy in the
continuing education context in Japan where learners un-
arguably need reliable ways to improve their English skills
for career advancement. As it could be seen in the discus-
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sion, this project displayed some limitations which has left  DECLARATION OF COMPETITING

much to be covered in research on translanguaging in the

context investigated. A range of different projects could be INTEREST
designed based on these limitations, in order to study the
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ABSTRACT

Background. The article questions the possibility to increase the level of foreign language
command through developing cross-cultural communicative competence (CCC) in students of
non-linguistic universities. Despite extensive literature on intercultural communication, there
are obviously gaps in investigating the way it can and should be built and the potential impact it
may have towards students’ academic performance in general.

Purpose. The paper aims to find out the possible correlation between the level of CCC formation
and a command of a foreign language in general. To pursue the goal, an in-depth research into
the CCC structure was carried out and the idea to simultaneously develop all its components
was proposed.

Method. The paper reports on the results of the mixed-method research aimed at gathering
the data and evaluating them both qualitatively and quantitatively. Senior students of the
Higher School of Economics, Moscow, Russia, were selected and divided into the control and
experimental groups with the subsequent training on the pre-designed curricula, with a primary
focus on developing all the components of the CCC in the latter. To assess their performance,
the method of experimental verification, self- and peer evaluation, educational observation,
questioning method were employed. In-depth data analysis and verification provided post-
active phase of the experiment conducted.

Results. The results of the carried-out experiments, first, proved the hypothetical assumptions
on the efficiency of developing all the four CCC simultaneously and, second, showed that the
targeted CCC development contributes to improving foreign language acquisition in general,
which is supported by the increase in 5 out of 6 didactic units of the final testing where the
experimental group participants surpassed the students in the control group.

Conclusion. The study provides evidence for the impact CCC development has on the linguistic
communicative competence. The devised methodology can be borrowed and customized for
teaching foreign languages to university students and, in particular for developing intrinsic
motivation through CCC. Further, future research should address particular components of the
CCC.

KEYWORDS

cross-cultural communicative competence (CCC), cross-cultural communication, academic
performance

tural conventions and global tolerance is
actual as never before (Tikhonova et al.,

INTRODUCTION

In the continuously developing educa-
tional settings with geopolitical relations
and values recalibrated and new chal-
lenges arising, good awareness of cul-

2021). That is why, developing cross-cul-
tural communicative competence (CCC)
is within the most necessary set of skills
to be acquired for successful implemen-
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tation of business and professional activities (Johnson, 2006;
Martin, 2015; Liao, 2020; Bagiyan et al., 2021), starting with
doing a degree (Gierke, 2018; Liao, 2020).

So, nowadays delivery of cross-cultural education in a mod-
ern University should become a focal point. It can prepare
graduates for multicultural environment where they will be
able to effectively interact with representatives of other cul-
tures, develop the ability of cultural self-determination, and
establish value orientations for themselves in relation to
their own culture (Deardorff, 2006a) and the “other” com-
munities (Arasaratnam & Doerfel, 2005; Arasaratnam & Ba-
nerjee, 2011). In addition, building CCC contributes to the
development of a modern democratic state, which is char-
acterized by tolerance of views and opinions, recognition
and development of cultural pluralism in society, and equal
opportunities for all citizens. Announced as a commitment
back in 1994 by UNESCO in Geneva, multicultural education
is likely to pave the way for acknowledging individuals of
different societies and sexes, “encourage convergence of
ideas” to strengthen brotherhood and solidarity, increase
the ability to overcome conflicts and “promote peacefulness
in the minds of students” (Zamroni et al., 2021, p. 598).

The issues related to CCC as an essential element of suc-
cessful activity in the professional sphere are being wide-
ly discussed nowadays. This is due to a number of factors:
firstly, the need for a more detailed study of approaches to
teaching students, taking into account cross-cultural differ-
ences between communicants, the volume of background
knowledge, communication topics, situational conditions in
which the interaction is carried out (Andreyeva et al., 2015);
secondly, the importance of studying the way semantic
content of information is transmitted within cross-cultural
communication between students belonging to different
cultures and languages (Rasmussen et al., 2015); thirdly, the
importance of cultural knowledge that specialists need for
an adequate and maximum complete interpretation of re-
ceived information in specific situations of communication
with speakers of another language and a different culture
(Menuzane, 2021).

To avoid terminological confusion, based on the available
literature, we consider the cross-cultural competence, in-
tercultural competence and multicultural competence as
complete synonyms without any difference in meanings.
Out of these three, the basic concept for the current study is
supposed to be cross-cultural communicative competence
(CCC), though we rest on investigations of others devoted
to either of these three.

In this study, we went beyond the existing experience and
focused on the correlations of CCC development and acquir-
ing a foreign language rather than enhancement of intercul-
tural relations. In order to pursue this goal, we explored the
impact CCC has on the overall level of the foreign language
proficiency. Presumably, we expected the direct correlation

between the two. Thus, to approach the problem we had to
identify the key elements of CCC in order to devise the way it
can be comprehensively developed. The study rests on the
elaborations of the previous research, though it expands
and reframes the existing concepts to structure CCC as a
product of any intellectual activity thus underpinning the
integrity of developing language capabilities and a commu-
nication competence in intercultural context. For this reason,
an entirely new, praxeological, criterion was added to the
widely-recognized CCC framework.

Thus, the research questions we address by our paper can
be formulated as below:

(1) What are the components of cross-cultural communica-
tive competence?

(2) Does teaching targeted at developing cross-cultural

communicative competence lead to progress of all its

elements?

Can development of cross-cultural competence have
an impact on overall academic performance in terms of
learning a foreign language?

Hypothetically, it was assumed that targeted teaching stu-
dents in the area of intercultural communication is most
likely to lead to the overall increase as well as the progress
in each separate element within it. Whether it can positive-
ly influence a student’s foreign language capabilities was a
much more controversial issue and we were quite tentative
to state our hypothesis about its positive impact.

LITERATURE REVIEW

Research Focus

Developing cross-cultural competence has repeatedly been
studied in scientific literature. Primarily, authors elaborate
on the generalized and empirically derived definitions of the
key concept(s) (Gierke et al., 2018; Liao & Thomas, 2020); ac-
tively discuss its constituents and build its frameworks and
competency areas, mostly for exploratory and applicable
purposes (Byram et al., 2001, Gay, 2001; Deardorff, 2006b,
Rasmussen et al., 2015, Barzykowski et al., 2019) or focus
on the role culture plays in building CCC (Marxsen, 2007;
Kramsch, 2008; Schaetti et al., 2009; Piasecka, 2011).

The importance of the link between theory and practice,
which contributes to the applied nature of the research
into intercultural competence, is identified as one of the
key directions. So, the investigation of the paradigms of in-
tercultural communication and their possible application in
the learning process are studied by Bleszynska (2008), who
claims intercultural education is a necessary part of any
modern school, and Aririguzoh (2022) whose elaborations
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stem from the necessity to improve cross-cultural communi-
cations through building inter-cultural competences.

Above that, a number of authors focus on the ways CCC can
be developed in different professional fields, which corre-
sponds to the main goal of the given research aimed at stu-
dents of a multidisciplinary University providing higher pro-
fessional education (Andreyeva et al., 2015; Bennett, 2009;
Hammer, 2009; Jackson, 2009; O'Brien, 2019; Sehlaoui, 2001).
A lot of investigations summarize on the ways intercultur-
al communicative competence is developed in instructors
rather than learners (Bickley et al., 2014; Chernova, 2018).

Terminology Issues

Despite the extensive literature on general issues of inter-
cultural communication and communicative competences
as they are, much less attention is paid to the area of inter-
cultural (cross-cultural) communicative competence (Bickley
et al., 2014, p. 138). This must be the main reason why there
does not appear to be consensus on what exactly cross-cul-
tural competence is (Gierke, 2018). The given paper seeks to
fill in this niche as the meaning of CCC needs be clarified be-
fore it is measured and further conclusions are made (Dear-
droff, 2006b). To avoid confusion, first of all, a line of demar-
cation should be drawn between intercultural competence
and intercultural communicative competence. The former is
applied to using a mother tongue in interactions with peo-
ple from a different culture whereas the latter means doing
so in a foreign language (Byram, 1997). Secondly, a decision
should be taken whether the author borrows the predom-
inant, fundamentally theoretical definition of the concept
under investigation (Spitsrberg, 2009, Deardroff, 2006a) or
accepts the empirically driven meaning (Gierke, 2018).

Considering the practical focus of this study, there seems to
be more advantages to the meaning embedded in the em-
pirically valid definitions. So, communicative competence
can be understood as “the ability to function effectively in
another culture” (Johnson, 2006, p. 527). Bickley et al. re-
fer to Adult ESL Curriculum Framework, which defines it as
an “ability to communicate effectively and appropriately in
English within a culture diverse society” (Bickley et al., 2014,
p.138). Tallen (2010) defines CCC as a systemic unity that in-
tegrates personal, cultural and professional characteristics
and components.

An even more pragmatic approach is taken by the method-
ologists. Thus, Merrifield et al. (2008), studying cross-cultur-
al communicative competence, consider it as an ability to act
in a situation of uncertainty; Brown & Terrell (2000) regard
it as the willingness of a specialist to be engaged in certain
activities. According to Peart (2019), cross-cultural commu-
nicative competence is a combination of interconnected per-
sonal qualities (knowledge, abilities, skills, ways of working)
defined in relation to certain intercultural processes, and
necessary for high-quality academic professional activity.

CCC Inventory and Measurement

To be able to do a quantitative and qualitative assessment
of the level CCC is developed in students, the full potential
of its constituents should be revealed and described. One of
the recognized structural frameworks of CCC was proposed
by Byram and Zarate (Byram & Zarate, 1996) and adopted
by the Common European Framework of Reference (CEFR
2001). According to this model design, in the frameworks of
foreign language education, there can be found four dimen-
sions known under the French titles: “saviors” - knowledge
of Self and Others, “savoir comprendre” - skills of interpret-
ing and relating, “savoir étre” - intercultural beliefs and at-
titudes, “savoir faire / apprendre” - skills of discovery and
interaction (Byram & Zarate, 1996, 11).

In later studies the Byrame's model was accepted as “prom-
inently influential” (Munezane, 2021), though it has been
subject to critical revisions and reconsiderations, e.g. Hoff
introduced to it the new ‘savoir s’engager’ component de-
rived from the postulate that “disharmony and conflict are
recognized as potential aspects of the intercultural dialogue
in Byram’s model” (Hoff, 2014). Consequently, the study
vector shifted to constructing more complex models by in-
tegrating multidimensional variables often verified by sur-
veying experiment participants. Thus, the model suggested
by Arasaratnam et al. (2011) identifies experience, listening
skills, positive attitudes toward people from other cultures,
motivation to interact with people from other cultures, and
ability to empathize as “variables contributing to ICC". Mun-
ezane (2021) proposed the nine-factor theoretical model
of ICC based on “openness to experience, interdependent
self-construal, ethnocentrism, willingness to communicate,
motivation to introduce one’s culture, constructive conflict
resolution, motivation to engage in intercultural communi-
cation, confidence in intercultural interaction”. Zamroni et
al. (2021) test 4 factors: cultural awareness, understanding
of own and other cultures, cultural competence and cultural
encounter. They collected data by questionnaires and apply
MANOVA test to process and cross compare the findings.

The available evidence is enough to see the corresponding
relations between the approaches taken, e.g. knowledge of
Self and Others is alternatively treated as declarative knowl-
edge while skills of discovery and interaction is understood
to be an ability to learn. What these models lack is, how-
ever, the bridge between intercultural interactions and the
foreign language learning environment. This paper seeks to
consider CCC as a tool to enhance general linguistic com-
petences, that is why we are going to expand the existing
inventory and reframe it to adjust to our specific needs.

According to the cognitive, effective, behavioral etc. compo-
nents integrated into the CCC model researchers deploy a
wide variety of appropriate tools including surveys, inter-
views, questionnaires etc. to assess to what degree each or
all of them are developed (Johnson, 2006; Rasmussen, 2015;
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Munezane, 2021). For example, it can be a survey with ques-
tions roughly grouped according to the “cultural awareness,
understanding of own and Others’ cultures, cultural com-
petence and cultural encounter” (Zamroni et al., 2021; Mun-
ezane, 2021). There are, however, papers which dismiss the
possibility for administered evaluation sessions and insist
on the continuous forms of measuring the level for intercul-
tural communicative competence (Lussier et al., 2007), but
commonly they are outnumbered by the quantitative stud-
ies.

The exploration of the previous research provided solid
background for devising and further implementation of our
own CCC structural framework based on the organization
of the foreign language learning process and measuring
the degree it is formed in students. Additionally, the study
fills the gap in previous research by building a bridge be-
tween intercultural education and overall communicative
competence. Correlations between language learning and
intercultural competence promotion have been a subject
of earlier research marked with a diversity in focus. For in-
stance, Starkey’s study explored the tension between per-
sistent traditions of teaching English and language learning
policies that promote intercultural competence (Starkey,
2007); Tran et al. (2018) pursued a goal most similar to the
one stated by this research and built a model of integrating
intercultural competence into teaching English in the Viet-
namese context, though did not particularly focus on the
direct correlation between the students’ gains and devel-
oping an intercultural communicative competence in them.
East et al. (2022) report on a series of empirical research to
prioritize the development of intercultural communicative
competence in foreign language education as a tool part of
intercultural citizenship, but not vice versa. So, to our knowl-
edge, no attempt has been made to immediately trace if the
CCC development can be a good venue for enhancing for-
eign language competences, and the given research seeks
to contribute to this area of investigation.

METHOD

Participants

The population of the research consisted of 87 first year stu-
dents (49 female, 38 male, aged 18-21y.o0., the mean is 22,68
y.0.) of the Faculty of Economics of the National Research
University “Higher School of Economics”. According to the
placement English test, 92 students were assessed to have
B2 level of English mastery, 87 people out of them agreed to
participate in the study, 5 refused for different reasons. Be-
fore the experiment they were explained the main goals and
objectives of the experiment and divided into two groups:
the experimental and control ones. For technical conveni-
ence, each of the groups was subdivided into two subgroups
without any difference in the course content and its delivery.
Their participation and the group choice was absolutely vol-

untary. 12,6 % of the participants - 11 people - were ready
to join either of the groups, 43 students expressed their in-
tention to join the experimental group and 33 preferred to
study in the control group.

Data Collection and Analysis
Structural Frameworks- Pre-Active Experiment

Based on the earlier attempts to propose the structural
frameworks of CCC, we identified four our own criteria. In
order to do that, we followed the main principles of any
general form of intellectual activity, which, as we suppose,
may enrich our understanding of the skill set this type of
communicative competence contains. Thus, in our view, the
main criteria related to the development of intercultural
communicative competence include: epistemological criteri-
on, which helps to determine the level of communicatively
valuable knowledge; praxiological criterion, as a manifesta-
tion of the complex of necessary skills and abilities, as well
as the communicative qualities of the individual and the
nature of communication; motivational-axiological criterion,
which characterizes the formation of communicative moti-
vation and value relations; and the reflexive criterion, which
is represented in the level of students’ interest in the issues
of optimal communication, self-control, and the desire for
self-improvement based on the analysis of their own out-
comes. These criteria of the CCC formation are implement-
ed through the relevant indicators presented in table 1.

Didactic Potential of CCC Components

Our hypothetical views suggested the necessity to simulta-
neously develop all the four aspects of the CCC identified.
In our opinion, such an approach would allow to fully attain
the high levels of the skills necessary to successfully com-
municate with people from other cultures. Let us describe in
more detail each of the criteria.

As seen from Table 1, among the indicators of the episte-
mological criterion of CCC, are the level of demonstrating
a set of communicatively valuable knowledge, as well as its
consistency and completeness. The level of mastery of the
norms and conventions can reveal through different activi-
ties.

The praxeological criterion revealed itself through such in-
dicators as the use of communication means, the degree of
mastery of intercultural communicative skills and strategies,
the degree of their variability, the degree of manifestation
of individual communicative qualities and the preferred
communication style.

The need to identify the motivational-axiological criterion
was due to the fact that, like others, the CCC is formed under
the influence of the person’s attitudes, motives and inter-
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Table 1

Criteria and Indicators of Intercultural Communicative Competence Formation

Criteria

Indicators

Epistemological

Praxeological

the level acquisition of cross-cultural communicative knowledge; its consistency and completeness

the degree of mastery of CCC skills, strategies and means of communication; their range; the degree of CCC

qualities manifestation in behavior; communication style.

Motivational and
axiological analysis

Reflexive

the level of CCC motivation development; the level of formation of the attitude to communication as a value;
the - degree of desire to master cross-cultural communicative competence; the level of cognitive interest.

the degree of involvement and initiative; sufficiently developed ability to conduct self-analysis and ability to

exercise self-control; the level of eagerness to improve themselves.

ests. The indicators of this criterion are: the level and type
of the attitude to CCC as a value, the degree of students ’
desire to form the competence under study, the level of cog-
nitive interest to intercultural interactions and the desire to
be able to successfully communicate with representatives of
different cultures.

The reflexive criterion is characterized by a student’s atti-
tude to the activities described by such indicators as de-
gree of activity and initiative, both in the educational and
intercultural communicative activity, its self-awareness, the
ability to exercise self-control, awareness of the need for
self-improvement. Accordingly, the above-mentioned indi-
cators, such as the quality and degree of manifestation in
their totality, give grounds to assign students to a particular
group of the CCC formation in accordance with their level of
development.

All levels have close interrelations, since each of them acts
as a certain condition for the transition to the next stage,
that s, the final result of mastering the previous level. All the
outcomes gained this way make up “reference points” that
allow to observe CCC formation in students and coordinate
it, thereby managing the process under study.

Grouping Participants

When considering the formation of the CCC degree in learn-
ers, it is necessary to rely on several levels of activity devel-
opment, namely: 1) the level of familiarity and awareness
revealed through recognition of realities; 2) the level of re-
production, i.e. reproduction of information; 3) the level of
productive activity; 4) the level of productive activity on any
set of objects by independently constructing the program of
activity. Thus, the degree of manifestation of the student'’s
ability and readiness in this study, elementary, limited, suffi-
cient and advanced levels of CCC formation were identified.

The basic level is characterized by the minimal volume of
random knowledge, a low level of communicative skill for-
mation, an aggressive style of communication, rigidity, lack
of understanding practical significance of the generated
competence in professional activities and in life in general,
poor motivation, absence or shortage of reflexive attitude

to the learning activities, unwillingness to take responsibility
for the result of their own educational activities.

The limited level is characterized by the following indicators:
the total minor amount of knowledge at a sufficiently low
degree of consistency, weak demonstration of communica-
tive skills, a limited set of communication strategies, low
interest in developing intercultural communicative compe-
tence, as well as low awareness of its significance, insuffi-
cient need in self-improvement, poorly developed reflective
skills and self-control.

The sufficient level is represented by the presence of a suf-
ficient amount of solid knowledge, which is of a systematic
nature, an optimal level of mastery of communication skills
and strategies, a sufficient degree of their range, in most
cases, the manifestation of communicatively valuable per-
sonal qualities, a sufficient level of positive motivation, the
ability to control, analyze and regulate their own activities,
the vividly expressed desire for self-improvement.

An advanced level of cross-cultural communicative com-
petence can be determined in the presence of profound
knowledge, self-determination, a clear focus on achieving
high results in future professional activities, a confident
command of communication skills and strategies, a high de-
gree of their variety and their fluent usage in relevant com-
munication situations, sorting more complex and profes-
sionally oriented communicative tasks, a cooperative style
of communication, a strong attitude to self-realization and
constant self-improvement, self-initiative in mastering com-
municative competence, with a high level of reflection and
self-control. The final assessment was carried out by using
observation, questioning, testing and experts’ continuous
assessment. The indicators are presented in Table 2 General
Characteristics of CCC levels.

Procedure

Basically, the main goal of the study was achieved through
pre-active (theoretical), active (experimental) and post-ac-
tive (diagnostic) stages. Describing the first, theoretical,
stage of the experiment, in order to create cross-cultural
communicative competence, individually customized meth-
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ods of targeted CCC development were devised and devel-
oped to be further incorporated into the course of English
as a foreign language delivered in the experimental group
of students. The course curriculum in this group included
the following stages: general acquaintance with the culture
of different countries of interest and language training (lan-
guage learning; development of language skills through
self-education; vocabulary acquisition; collection and study
of information about the cultural identity of the different
countries).

The second, experimental, stage of the study consisted in
giving classes and administering tests and exams with par-
ticipation of 87 second-year students of the National Re-
search University “Higher School of Economics”. The prac-
tical classes were supplemented with individual tutorials
based on active and interactive learning as well as Internet
projects and web-quests. The training process in the control
group was based on conventional teaching in accordance
with the requirements of nationally accepted professional
training syllabus of higher education. At this stage of in-
tercultural communicative competence formation, the tai-

Table 2
General Characteristics of CCC Levels

lor-made methodology was introduced in the experimental
group.

The development of intercultural competence was imple-
mented under the conditions of enhancing students’ moti-
vation for intercultural communication (possible thanks to
role-playing and simulations, raising awareness of different
culture values, modelling success situations in foreign lan-
guage classes); promoting students’ self-reflexive positions
in intercultural communication (developing critical think-
ing, problem-solving, project tasks, handling problems, free
choice, accessible presentation of the material, supervised
self-assessment, the “portfolio” method).

At the third, diagnostic, stage of the experimental study,
rigorous analysis was carried out, methodological recom-
mendations were developed for the use of various practical
exercises and tasks in order to form CCC in students. This
stage ran in two phases: measuring the degree of the CCC
level (including the overall degree and its particular ele-
ments based on the structural frameworks) and comparing
it against academic performance.

Levels

Criteria

Elementary

Limited

Professionally
sufficient

Advanced

Epistemological

Praxeological

Motivational
and axiological
analysis

Reflexive

Minimal amount and lack
of systematic knowledge.
General awareness of
speech etiquette and
forms of professional com-
munication. Indifferent
attitude to incoming data.

Inefficient use of verbal
and non-verbal commu-
nication strategies. Poor
communication skills and a
narrow range of communi-
cation strategies. Low level
of tolerance, conflicting
inclinations. Expressing
ethnocentrism.

Poor communication
motivation. Lack of under-
standing the importance of
communicative compe-
tence. Lack of desire to
master it.

Passive position, lack

of autonomy. Lack of
self-control, self-reflection,
self-regulation.

A small amount of knowl-
edge; some attempt to
systemize information.
Basic understanding of
basic speech etiquette;
lack of ability to elicit infor-
mation from the message
received.

The intermediate proficien-
cy in verbal and non-verbal
strategies. A small range of
communication strategies.
Possible communication
conflict inclinations. The
communication style
depends on the speaker’s
emotional state.

Insufficiently developed
communicative motivation.
Weak awareness of the
communicative compe-
tence impact. An unstable
desire to master it.

Communicative behavior
matching the situation.
Eagerness to exercise
self-control, but insuf-
ficient development of
reflexive skills.

A sufficient amount of
systematically organized
knowledge. Basic concepts
of speech etiquette. Some
awareness of professional
communication norms.

A wide range of developed
communication skills.
Extended range of strate-
gies. Displaying tolerance,
empathy, low conflict incli-
nations. Respect of values,
conventions, and traditions
of other cultures.

Developed communica-
tive motivation. Engaged
attitude towards CCC
Sustainable pursuit of its
development.

Continuous mastering
knowledge, skills and abili-
ties. Strong analytical skills,
self-regulation, self-con-
trol, reflexive attitude to
learning outcomes.

A significant amount of
systemized knowledge.
Profound erudition. Good
awareness of professional
communication manners.
Good schemata. Ability to
evaluate incoming infor-
mation.

Confident possession of
skills and abilities of effec-
tive interpersonal com-
munication. An extended
range of communicative
strategies. Tolerant behav-
ioral responses, empathy.
Cooperative communica-
tion style.

Well-developed motivation.
Ability to demonstrate
self-determination. Focus
on achieving high results.

Initiative to master the
communicative compe-
tence. Developed self-reg-
ulation skills, a high level
of reflection. Focus on
personal and professional
self-improvement.
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Data Verification

All criteria were verified through statistical data processing.
To summarize on the overall progress throughout the aca-
demicyear, A.A.Rean’s ranking method (Danilova et al., 2018)
was used. On a special form, the parameters included in the
expert assessment were reflected in a tabular form. The stu-
dents taking part in the experiment ranked all the parame-
ters, assigning them a specific number of points, according
to the assumed degree of their importance, after which in
the next column («I-concept ») these same parameters were
ranked in relation to themselves. When analyzing the results
obtained, the difference between the desired and real level
of each parameter was made - (d), later squared (d?). After
that, the sum of squares (Xd?) was calculated and the rank
correlation coefficient was determined by the formula: r= 1
- [6 £d?/n (n%-1)], where n is the number of indicators used
for ranking. Thus, the closer the correlation coefficient to 1
(from 0,7 to 1,0), the higher is the level of self-esteem, ade-
quate self-assessment corresponds to a ratio of 0,4 to 0,6.

RESULTS

Measuring the Communicative Competence

In order to ensure the correspondence of the test and the
structural frameworks of the CCC, we designed the tasks in
strict compliance with each criterion recognized. Thus, in
order to identify the characteristics of the communicative
competence level achieved by the students according to the
epistemological criterion, it is necessary to determine the
degree of their development of knowledge that plays a sig-
nificant role in the formation of communicative abilities.

The control task offered to students of both the experimen-
tal (EG) and control (CG) groups, was targeted at checking
the degree of cultural awareness and the level of knowledge
in most common traditions and conventions across cultures,
including business etiquette, mostly through questions,
both in the closed (multiple choice) and open formats.

Thus, it was found that the students of the EG coped with
the material with the following results: excellent (26%) and
good (43%) level of knowledge (in total 69%), while the in-
dicators of the students of the CG were slightly lower: «ex-
cellent» — 20%, «good» — 27%, «satisfactory» — 48%, 2 stu-
dents received unsatisfactory grades (12%). Below we will
report how particular CCC criteria were considered and ap-
proached within the experiment.

Paraxeological Criterion

Regarding the paraxeological criterion, sessions based on
role plays and problem solving through case studies were
employed during the learning process (upon each unit com-
pletion) and then during the assessment session, which, in

turn, was video recorded to provide for later evaluation by
three independent experts. The task rested on most com-
mon gaffes and cultural misunderstandings.

Grades 0-3 were given for each indicator: 1) communicative
task achievement by resolving the conflict or sorting the is-
sue; 2) responding to the interlocutor’s input; 3) taking into
account the interlocutor’s culture. The grades contributed
to the students’ overall assessment and level allocation.

Epistemological and Praxeological Criteria

Besides, in order to identify the characteristics of students’
CCC according to epistemological and praxeological criteria,
an expert assessment with the identification of indices (Hov-
anov et al., 2009), was used. It allowed to determine the level
of communicative-valuable knowledge formation, skills and
behavioral characteristics of students in both groups. Each
relevant parameter was offered in 5 options in order to de-
termine the degree of its severity in the student (from 1 to 5
points). The index was determined by the formula: i =Ver [ 4,
where «Ver» is the average score that the student received
for a specific parameter, while the indices were correlated
with the levels of formation of communicative competence
in the following way: elementary — from 0,25 to 0,5; limit-
ed — from 0,51 to 0,75; sufficient — from 0,76 to 1; advanced

—from 1,01 to 1,25. Conducting an expert assessment meant

analyzing the outcomes and classroom observation of stu-
dents’ the practical activities during all classes. When ana-
lyzing the results, it was found that, compared with the CG,
the students of the EG to a greater extent, demonstrate con-
fidence in solving communication problems. They definitely
possess the ability to establish contacts, both with the inter-
locutor and with the audience as a whole, to argue and logi-
cally build their opinion, while selecting appropriate speech
means and responding to questions.

However, it is necessary to emphasize the fact that the use
of nonverbal and paraverbal strategies by students, as well
as the ability to change communication tactics in accord-
ance with the communicative situation, leaves much to be
desired. The reason for this is understood to be in the lack of
communication practice. In this regard, personal communi-
cation is based on the achieved results. For example, accord-
ing to the results of the study, out of the total number of
students in both groups, only 7 people, which is about 10%,
were able to achieve a sufficiently high level of competence
formation according to the paraxeological criterion.

Motivational and Axiological Criteria

Speaking of the motivational and axiological criteria of the
CCC, the complex of assessment procedures also included a
multiple choice questionnaire designed in accordance with
the R. Cattell's factor personality questionnaire (Cattell&-
Cattell, 1995), which was aimed at determining the motives
and value orientations of students in the field under consid-
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eration. The answer to the question posed in the question-
naire about the motives for CCC development among the
students of the EG was «to become a professional special-
ist able to communicate with people from different coun-
tries», while in the CG this answer was chosen by only 28%
of respondents. The dominant motives of EG students were:
«to ensure a prosperous future in the field of professional
activity» (83%), «to develop as a person» (70%). It is possible
to conclude that EG students are focused on a personally
significant result, which in turn indicates the coincidence of
educational and cognitive activity with the pedagogical goal.
When considering the prevailing motives of the students of
the CG, the following answers were obtained: «meeting the
learning requirements» and «successful study» (76% each),
«avoiding unpleasant consequences» (64%), which indicate
that the students of the CG are more focused on solving cur-
rent problems and avoiding difficulties.

Almost all students who are members of the EG (92%) are
aware of the importance of cross-cultural communication
competence, both in their future profession and in later
life in general, preferring tolerant behavior and a coopera-
tive style of communication. The same opinion is shared by
about 60% of the CG students.

The results obtained during the experimental part of the
research allowed to note a slight change in the motivation-
al-axiological component of intercultural communicative
competence of students in the CG, a positive trend which
was only 18%, while in the EG, this figure stood at 40%.

Analysis

In order to clarify the characteristics of the students ‘ com-
municative competence according to the reflexive criterion,
it was necessary to check the results of the delayed subjec-
tive self-assessment in terms of cross-cultural literacy and
evaluating students’ “own perceptions of the value systems
of different cultures” (Skopinskaja, 2009). Some of the pro-
posed assessment tools here would be the so-called “culture
logs"” or portfolios where students record their progress in
CCC at regular intervals and “portfolios” which are used to
keep records (Lussier et al., 2007). Reflexive essays, person-
al observations, self-audio and video recordings were em-
ployed in both groups and assessed based on evaluation
grids.

The results of the experiment showed that the majority of
students of the EG (65%) had adequate self-assessment, for
5 students (29%) it was quite low and in 3 people (18%) -
much too high. Among the students of the CG, 12 people
(71%) rated themselves fairly adequately, 3 (18%) became
the owners of low self-esteem, and for 10 (59%) it was over-
estimated. It should be emphasized that only an adequate
self-assessment indicates that the student has a reflexive
attitude of students to their own communicative behavior
and the result of educational and cognitive activity. A com-

parison of the results obtained with the expert assessment
showed that the most successful students, which is about
30% in the EG and 16% in the CG, demonstrate a demand-
ing attitude towards themselves as a subject of communi-
cation, but this indicator also demonstrates an increase in
their own competence of these respondents. Generalization,
analysis and comparison of empirical data obtained during
the entire experiment revealed the achieved level of each
student’s communicative competence. The comparison of
the initial and final levels was the basis for identifying the
dynamics of the CCC formation among students (table 4).

After all, the results of all the tests were thoroughly analyzed
and the average statistics were derived for both the control
and experimental groups. The dynamics of the outcomes
are presented in Table 4 Dynamics of the cross-communica-
tive competence formation among students.

Thus, the results of the final test revealed a significant pos-
itive trend in the distribution of EG students according to
the level of formation of intercultural communicative com-
petence. The overall growth of all indicators in the CG in-
dicates that the delivery of the State Educational Standard
makes it possible to form the communicative competence
in students.

Summing up on the overall results of the experiment, a
comparative analysis of the findings of the input and final
diagnostics achieved in both the experimental and control
groups, give the basis to conclude that the developed model
of the intercultural communicative competence formation
in students is effectively implemented in practice.

To address the research questions about the correlation of
the CCC and overall command of English skills, we conduct-
ed a language test aimed at assessing students’ linguistic
progress. The results demonstrated by the students of both
groups, united by didactic units, are presented in Table 3 -
Results of testing the students’ learning gains in the English
course.

The tasks used in the test were arranged in such a way as to
identify the degree of the material acquisition by students.
At the same time, the difference was only in the strategy
of working with it, for example, a significant emphasis was
placed on students’ self-control in the EG. When comparing
the results of this test, it was found that the students of the
EG were much better able to master a number of program
sections compared to the students of the CG, which is es-
pecially valuable in the field of solving problems of future
professional activity.

It should be noted that the average score derived from the
test in the EG was significantly higher than in the CG (83,5
and 68.0, respectively), which also indicates a greater effi-
ciency of the proposed technology.
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Through classroom observations, it was possible to report
that those students who had high scores possessed a bet-
ter-formed ability to organize their own educational activi-
ties for mastering their communicative competence. Quite
indicative was the fact that all the students of the EG coped
with the task within the allocated time period, while nine
students of the CG did not succeed, which once again em-
phasized the lack of self-organization skills. Thus, the tar-
geted work carried out by students on developing self-con-
trol during the learning process and the learning outcomes
have a positive effect on their overall academic success in
the EFL course.

DISCUSSION

The paper sought to identify the key structural elements
within the CCC frameworks in order to devise the curricu-
lum so that it could focus on each of them. A number of
similar models previously offered by other authors have
been analyzed. So, borrowing the main ideas and principles
of the CCC structural frameworks (Skopinskaja, 2009; COE,
2020; Zamroni et al., 2021) we proposed our own model
which partially coincides with the previously offered ones
but is still different in terms of the elements identified and
their values recalibrated. Thus, the epistemological criterion
we identified can be considered an equivalent of the “sav-

Table 4

iors” (Byram & Zarate, 1996), cultural awareness (Zamroni,
2021), motivational and cognitive criteria (Chernova, 2018).
We, however, introduced the new, praxeological, criterion
to be added to the CCC structural model driven by the same
reason, i.e. to make it more transparent in terms of further
measuring the level of CCC development in the classroom.

Besides, the study surveyed the way a training course may
incorporate CCC development and investigate its correla-
tion with the degree of general academic performance at
mastering a foreign language. To our knowledge, it was the
first attempt to trace the correlation between the level of
CCC formed and fluency in a foreign language, the previous
ones restricted themselves by evaluating just one of the CCC
element (Arasaratnam & Doerfel, 2005; Arasaratnam & Ba-
nerjee, 2011).

It was revealed that the multi-sided formation of different
CCC components yields quite good results. The findings
obtained strongly support the hypothetical assumptions of
the positive impact CCC development has on acquisition of
a foreign language. It can be concluded that the convention-
al way of building CCC does not compare to the targeted
development of its key criteria. So, both hypotheses were
proved. To summarize, the customized course content and
assessment tools were implemented and adjusted to the
particular needs, that is, for evaluating individual aspects

Dynamics of the Cross-Cultural Communicative Competence Development among Students, %

Groups The control group The experimental group
Levels The ascertaining Control Dynamics of The ascertaining Control Dynamics of
stage stage the level stage stage the level
1 2 3 4 5 6 7
Elementary 31 17 -14 32 8 -24
Limited 48 45 +3 44 33 -1
Sufficient 21 34 +13 24 42 +18
Advanced 0 4 +4 0 17 +17
Table 3
Results of Testing the Students’ Learning Gains in the English Course, %
Group
CG EG Results compared
Didactic units
Vocabulary 74 72 -2
Grammar 59 64 +5
Speech etiquette 68 91 +23
Writing 67 82 +15
Reading 58 89 +31
Listening comprehension 61 69 +8
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which bring about students’ higher performance, in particu-
lar, in speech etiquette, writing and reading.

The advantages of the proposed methodology are demon-
strated by establishing the relationship between the devel-
opment of students’ abilities, increased curiosity desire and
ability to learn, as well as fostering moral qualities and val-
ues necessary for effective interaction with representatives
of other cultures and nationalities. The results gathered do
not contradict those obtained from studies that have been
done by the other authors (Cavalheiro, 2015; Collier, 2015,
Tzheva, 2021). The study has also revealed the way CCC can
be used as a tool to enhance the linguistic skills and abil-
ities as it made an attempt to investigate the correlation
between the two, whereas the previous papers primarily fo-
cused on solely measuring the overall degree of its develop-
ment (Deardorff, 2006b; Skopinskaja, 2009; Zamroni, 2021)
or examined one of its components (Arasaratnam & Doerfel,
2005; Arasaratnam & Banerjee, 2011).

Though the authors countered some of the limitations in the
previous studies on both building the CCC (or its analogy)
framework and assessing its level in students studying a
foreign language, it definitely has a number of constraints
as well. So, the size of the research population speaks for
the very preliminary conclusions to be made and should
be significantly increased in the following studies. Though
claimed above, the study also lacked profound comparison
of evaluation and self-evaluation matrices in order to pro-
vide a fuller picture of the participants’ outcomes and find
out lurking indicators. Mismatches between different ex-
perts’ evaluations and lack of rigorous unified assessment
criteria are also likely to result in biased conclusions.

CONCLUSION

The given research pursued the aim of identifying the CCC
components (pre-active stage), adhering the curriculum in
the experimental group to focus on targeting them all while
teaching English as a foreign language (active stage) and
analyzing the correlation between the level of its formation
and students’ overall communicative competence.

The research was conducted by using a number of differ-
ent techniques and tools. Thus, having examined the ways
intercultural communicative competence is formed and the
impact it has on a foreign language acquisition, we have
concluded what exactly contributes to developing cross-cul-
tural communicative competence among students.

In turn, the developed system of criteria makes it possible
to identify the degree of competency level. The principles
of building cross-cultural awareness determine the success
of teaching intercultural communication. Its key principles,
directions, stages and means of implementation turn out to
be effective in terms of obtaining the necessary knowledge

by students, as well as mastering skills in the professional
field.

Thus, cross-cultural communication forms special condi-
tions for the development of not only each individual person,
but also national-cultural groups that live in a diverse world.
It should be recognized that CCC as a way of organizing so-
ciety leads to the need to rethink the cultural integrity of its
members, to abandon the notion that certain cultures can
be stronger, dominant or less advanced. All this, undoubt-
edly, has a positive effect on the interaction of representa-
tives of different ethnic backgrounds in all areas of human
life.

IT should also be born in mind that, based on the provision-
al conclusion this study has arrived at, raising the CCC level
can possibly be an effective tool in boosting the overall com-
mand of the foreign language the students are acquiring.
Presumably, it can be explained by the intrinsic motivation
growth, which is, in turn, caused by exposure to cultural re-
ality of international communities, the so-called “feeling of
authenticity”.

The results of the study do not solve all the problematic is-
sues of the formation of cross-cultural (intercultural) com-
municative competence in students, but they can serve as
a basis for organizing further investigations. In the frame-
work of future research, it is planned to identify correlations
and their meanings between the established components of
the intercultural communicative competence.
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ABSTRACT

Background. Technology-Enabled Language learning (TELL) encourages peer communication
and collaboration through its innovative instructional methods. Collaborative student activities
are recognised as an important component of the instructional approach of higher education,
More recently, collaborative learning in conjunction with digital teaching tools has emerged as a
preferred SLA pedagogical approach. Despite growing interest in TELL, research into the effects
of collaborative learning on affective factors in SLA remains unexplored.

Purpose. The aim of the proposed study is to identify factors influencing the behavioral intention
of students to use WhatsApp for second language acquisition. Constructs from previous models:
performance expectancy, effort expectancy, and perceived relevance (UTAUT) are tested, along
with the mediating role of a new variable ‘collaborative learning’.

Method. Using the convenience sampling technique, the sample comprises 202 undergraduates
studying in Institutes in Rajasthan, India. Data collected through Google forms was analyzed
through IBM SPSS ver. 26 and Smart-PLS ver. 3.2.9, using structural equation modeling.

Results. A positive and significant relationship was established between all the selected
constructs. The indirect effects were positive, yet less significant than the direct effects.
Moreover, the partially mediating effect of collaborating learning was affirmed. Empirical data
confirms that collaborative learning acts as a mediating variable enhancing the intention to use
WhatsApp for SLA.

Conclusion. The present study makes an original and innovative contribution to language
studies by analysing the relationship between the predictors. Such a systematic understanding
of the topic can assist instructors in designing robust future pedagogical techniques.

KEYWORDS

UTAUT, technology, WhatsApp, second language acquisition, collaborative learning, mediation

ogy and pedagogy in higher education
(Divjak et al., 2022).

INTRODUCTION

In the 21st century, the concept of tech-
nology has introduced new connota-
tions, changing lives and transforming
the way people communicate with one
another. Due to COVID-19, online edu-
cation superseded traditional classroom
instruction as the preferred method of
instruction, and this shift in the mode of
education became one of the most sig-
nificant academic changes (Sharma &
Alvi, 2021). This has caused a spike in ed-
ucation programmes offered online and
a need for better articulation of technol-

Since learners today are digital natives,
technology-enabled language learning
allows them to learn as per their interest,
and it also appeals to both the optical
and the acoustic perceptions of learners
(Kaur et al., 2021). Consequently, edu-
cators have worked to incorporate new
technologies that engage students in
active and creative learning rather than
being passive knowledge beneficiaries
(Chen Hsieh, 2022). Given the global sit-
uation during the COVID-19 pandemic,
educators began to investigate methods
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of collaborative work among students who were geograph-
ically dispersed from one another. Thus, the current educa-
tional emphasis has shifted significantly from individual to
active collaborative learning (Dashkina et al., 2022)

Active collaborative learning is a continuous process in
which students communicate and share views and ideas
through social media Alismaiel et al. (2022). TELL encour-
ages collaborative learning by encouraging students to in-
teract with and learn from their peers, identifying their mis-
takes, increasing motivation, and being interesting (Zhang
et al., 2022). Teachers with digital tools and devices employ
different ways of practicing learning activities when com-
pared with those in traditional classrooms. They can use
a variety of strategies and practices to successfully imple-
ment collaborative learning (Pietarinen et al., 2021).

Easy access to mobile devices, social networking sites (SNSs)
which can meet the needs of people, have become essential
in our everyday lives. With the rising number of users, some
SNSs have grown in popularity and have become common
contact networks. As these platforms are synchronous, they
allow users to receive as well as provide instructional sup-
portin real time (Miguel & Carney, 2022). The preferred app
is WhatsApp, referred to as ‘a simple social network’ (Fis-
cher, 2013). WhatsApp facilitates better communication and
collaboration with others in your phone book, either per-
sonally or in groups. It has begun to be studied academi-
cally because of its ability to affect teaching and learning
processes by extending the spatial and temporal borders of
the classrooms and allowing teachers to communicate with
students anywhere (Fouz-Gonzdlez, 2017). In terms of ad-
aptability, it allows students to easily access online learning,
if they have internet access and a mobile device, even when
they live in a remote area.

Digital initiatives have now amplified and contributed enor-
mously to pedagogy and the learning ability of students
using hybrid pedagogies. They have also enhanced their
online competencies. The creation of such planned blend-
ed pedagogies by educators has led to a resolution of the
uncertainties of virtual learning. However, in Asian English
language classrooms, the teacher-centered approach and
rote learning are routine, with less focus on interactive stu-
dent-centered learning in the language-learning process
(Fischer & Yang, 2022). Therefore, the current research fo-
cuses on students’ intentions to adopt TELL with the me-
diating effect of collaborative learning, in order to better
prepare practitioners to use digital tools for collaborative
learning in English language classrooms.

Purpose and Research Questions

Given the complex and multifaceted challenges of the
transformation to digital learning in India, it was fairly obvi-
ous that the need for new solutions to optimise education-
al activities has increased. With the growing importance of

higher inclusive education in today’s world and the scarcity
of studies on adoption and intent to use TELL, the findings
of this study can help with the implementation of strategic
pedagogical planning in this direction at the national and
regional levels. The proposed study is one of few to modify
and extend the constructs of UTAUT (Venkatesh et al., 2003)
which assess the mediating role of collaborative learning in
acceptance of technology (WhatsApp) for second language
acquisition. The study is further distinguished by the addi-
tion of a new variable: collaborative learning. Collaborative
learning is an emerging topic for educational studies. The
concept is premised in the idea that learning occurs as a
result of interactions between people and their surround-
ings. This social process serves as the foundation for col-
laborative learning. In this regard, the online world, as an
interaction space, is a natural and dynamic learning domain
(Herrera-Pavo, 2021). The research questions for this study
are as follows:

(1) Do the selected constructs have a direct and affirmative
impact on collaborative learning as a mediating vari-
able in acceptance of WhatsApp for second language
acquisition?

Do the selected constructs have an indirect and affirm-
ative effect on behavioral intention towards the use of
WhatsApp for second language acquisition?

Do the selected constructs have an indirect and af-
firmative effect on user intention towards the use of
WhatsApp for second language acquisition?

LITERATURE REVIEW

Technology-Enabled Language Learning

The teaching of the English language itself has experienced
aremarkable transformation in the last decade in particular
(Mofareh, 2019). In the wake of the pandemic, there have
been extraordinary transformations across various fields,
so it is indispensable that English language teaching keeps
pace with the global technological revolution, in order to
continue training in a systematic and advanced way (Ko &
Lim, 2022). The diverse nature of educational technology
makes TELL a versatile discipline. It supersedes convention-
al concepts & rules and provides a creative learning envi-
ronment, reflected in the practices that extend ELT peda-
gogy (Sharifi et al., 2018). Today's students are tech-savvy
and multi-taskers, to be more open to innovative and stim-
ulating teaching styles that incorporate cutting-edge tech-
nology in the classroom (Fischer & Yang, 2022). Traditional
lecturing models, for example, which attempt to cram doz-
ens of students into one class despite the economic gains,
are no longer acceptable to digital-age Gen Z students (Six-
to-Garcia & Duarte-Melo, 2020).
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Several studies have highlighted the advantage of technol-
ogy for English language learning. The purpose is not only
to keep learners engaged but also to encourage the motiva-
tion of learners and learner-centered education (Zhang et
al., 2022). The learner is able to direct their own education-
al plan, construct meaning, and monitor and improve their
own work (Dashkina et al., 2022). Research conducted (Sun
& Gao, 2019) to explore the relationships between motiva-
tion, technology adoption factors, and behavioral intention
indicate that adequate instructional design compatible with
and promoting the mission of language learning is neces-
sary, in order to enhance students’' behavioral intention to
make use of technology for language learning.

Social Networking Sites (SNS)

The more educational content developed through already
widely used SNSs, the greater their potential to influence
education. As a result, they need to be incorporated into
education, in order to realise their full potential. These plat-
forms are synchronous, allowing participants to receive
and provide instruction and feedback in real time (Miguel &
Carney, 2022). Since online education during the pandemic
has become the ‘new normal’, students are bored of tradi-
tional forms of learning and are open to new and innovative
learning styles. Therefore, SNSs offer new possibilities for
the modern requirements of the new generation (Toyama
& Yamazaki, 2021).

Several studies have shown that SNSs promote educational
programs by facilitating engagement, teamwork, construc-
tive involvement, knowledge and data sharing, as well as
critical thinking (Cetinkaya & Sutcl, 2018). The evolutionary
interest of social networking and social interaction is an im-
portant aspect of digital technology. People now commu-
nicate globally in synchronous and asynchronous environ-
ments via mobile applications. This would have been just a
vision a few years ago. Social networks are referred to as
‘affinity space’ in which individuals learn both social and
communicative skills (Mellati et al., 2018).

WhatsApp and Collaborative Learning

WhatsApp was created for smartphones and tablets and
seeks to facilitate general connectivity, provide image, au-
dio, and video sharing, and a host of helpful features such as
community formation (Cetinkaya & Sutcu, 2019). In particu-
lar, their great effect on young people’s social development
makes it important to assess their effect on scholastic devel-
opment and their aspirations (Kaur et al., 2021). WhatsApp
has become the most commonly used platform to strength-
en and promote accessibility, enable collaboration, and mo-
tivate learners to engage actively in classroom activities (So-
ria et al., 2020). According to the findings of researches on
WhatsApp for educational purposes, it has been shown to
promote learning at anytime and anywhere, raise engage-
ment and inspiration, provide teamwork, facilitate learning,

boost learner interaction and student-teacher interaction
(Smit, 2012; Rambe & Chipunza, 2013; Plana et al., 2013;
Church & De Oliveira, 2013; Jafari & Chalak, 2016; Rambe &
Bere, 2013; Mistar & Embi, 2016; Guler, 2017).

Bui et al. (2021) provides the broadest definition of active
collaborative learning, defining it as a situation in which
two or more individuals study or seek to learn something
new together. The core aspects of collaborative learning are
interpersonal trust, individual responsibility, promotional
engagement, interpersonal abilities, and group interaction
(Lee & Yang, 2020). Collaborative learning with the use of
technology has seen a lot of exposure in recent years. The
ability to gather learners together using diverse platforms
has created a lot of opportunities for events that take ad-
vantage of these technologies (James et al., 2022). Learning
through social collaboration has been shown to improve
students’ academic performance and to reduce students’
feelings of isolation by creating a more positive interactive
online learning environment (Stohr et al., 2020). With the
advancement of online technology, educators are begin-
ning to incorporate newer technological tools, in order to
enhance more effective peer-to-peer/online synchronous/
collaborative learning activities to ensure that students dili-
gently acquire knowledge (Fischer & Yang, 2022).

Understanding the factors that promote student collabora-
tion is critical to understanding how this approach to learn-
ing can be used more effectively in higher education online
courses (Haugland et al., 2022). The research aims to estab-
lish a succinct conceptual model for evaluating the mediat-
ing role of collaborative learning in the acceptance of tech-
nology (WhatsApp) for second language acquisition (SLA).

The UTAUT Model

The Unified Theory of Acceptance & Use of Technology
(UTAUT) analyses and integrates eight models of technolo-
gy adoption, explaining users’ behavioral intention towards
the use of technology. The UTAUT includes TAM, theory of
reasoned action, social cognitive theory, theory of planned
behavior (TPB), motivational model, innovation diffusion
theory, model of personal computer utilisation, and TAM
and TPB combined (Botero et al., 2018). UTAUT initially
aimed to explain the indicators affecting the adoption of
employee information technology. Nevertheless, several
researchers have applied it to the sense of education (Es-
cobar-Rodriguez et al., 2013). The model is used to calcu-
late the acceptance of blogs and wikis (Yueh et al., 2015),
Facebook (Escobar-Rodriguez et al., 2014), and podcasts
(Avci & Askar, 2012). In the educational context, UTAUT is
also used for assessing mobile learning (Abu-Al-Aish & Love,
2013) and assess m-learning in emergent countries (Igbal &
Qureshi, 2012). In order to consider the intervention from
an ethnographic standpoint, it isimportant to know whether
or not people use the device and how they interact with the
new technologies.
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Figure 1
Conceptual Model
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As shown in figure 1, the conceptual model is based on the
UTAUT model by Venkatesh et al. (2003). It has been mod-
ified to meet the purpose of the present study, and a new
moderating variable namely, collaborative learning, was in-
troduced into the model.

Perceived Relevance (PR)

PR is «the degree to which consumers perceive an object
to be self-related or in some way instrumental to achiev-
ing their personal goals and values» (Celsi & Olson, 1988, p.
2011). Itis the level to which one assumes that a method can
help execute a job differently, quicker, and with precision,
effectiveness, and reliability (Kaur et al., 2021). Perceived rel-
evance has piqued the interest of researchers from a variety
of technical areas (Gonzalez-Ibafiez et al., 2016). Accordingly,
these hypotheses were anticipated:

H1: PR has a direct affirmative effect on CL.
H1a: PR has an indirect and affirmative effect on BI.

H1b: PR has an indirect and affirmative effect on the IU.

Performance Expectancy (PE)

PE is the magnitude to which people think that using a cer-
tain device will help to improve their job outcome (Venkatesh
et al., 2003). Perceived expectancy from TAM and TAM 2, mo-
tivational model’s extrinsic incentive, job fit via the model of
personal computer use, relative benefit from the innovation
diffusion theory, and social cognitive theory’s outcome ex-
pectation: all contributing to performance expectancy. In-
cluding the fact that a few studies have found no connection
between behavioral intention and performance expectancy
(Igbal & Qureshi, 2012; Yueh et al., 2015; Acharya & Ganesan,

2019), many studies identify the significance of performance
expectancy for assessment of technology for education
(Martinho et al., 2018; Scherer et al., 2019). The strongest
predictor of intention is performance expectancy (Alismaiel
et al., 2022). Accordingly, these hypotheses were proposed:

H2: PE has a direct and affirmative effect on CL.
H2a: PE has an indirect and affirmative effect on BI.

H2b: PE has an indirect and affirmative effect on the IU.

Effort Expectancy (EE)

EE is the “degree of ease associated with the use of the sys-
tem” (Botero et al., 2018, p. 5). According to Venkatesh et
al. (2003), effort expectancy is important near the beginning
stages of prolonged and continuous technology use, and
becomes negligible over time. The initial technology ac-
ceptance model has this expanded definition of perceived
user-friendliness. Rahmi & Birgoren (2020) believe EE is im-
perative in the milieu of digital learning, and its ease of use
determines its acceptance. So, the anticipated hypotheses
were:

H3: EE has a direct and affirmative effect on CL.
H3a: EE has an indirect and affirmative effect on BI.
H3b: EE has an indirect and affirmative effect on IU.

Collaborative Learning (CL)

CL consists of student partnerships that help complete
learning activities (Zhampeissova et al., 2020). Students
collaborate in groups of two or more, looking for under-
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standing, answers, and definitions, or making products in a
collaborative study (Yueh et al., 2015). Learning, according
to Lave and Wenger (1994), is not only a single person’s ap-
proach to acquiring experience but an interconnected prac-
tice that occurs within a group of people. Consequently, the
following hypotheses were proposed:

H4: CL has a direct and affirmative effect on BI.

H4a: CL has an indirect and affirmative effect on IU.

Behavioral Intention (BI) & Intention to Use (IU)

This is a metric used to determine how strong a person’s
desire to carry out a specific action is (Dwivedi et al., 2019).
Intention to use is the desire to perform a particular action
(Bagozzi, 1981). Theoretically, BI has a substantial affirm-
ative effect on technology use. This connection has been
proven in studies involving a variety of educational technol-
ogy. Therefore, the following hypotheses were proposed:

H5: BI has a direct and affirmative effect on IU.

METHOD

Participants

By using convenience sampling, the study sample compris-
es two hundred and two (N=202) undergraduate students
studying in Institutes in Rajasthan, since college-going stu-
dents make the maximum use of mobile phones. It is nec-
essary to gauge their acceptance of technology for second
language acquisition at this initial stage, in order to ensure
better learning opportunities.

Instrument

The research instrument used for the survey is the ques-
tionnaire developed by the researcher. The questionnaire
comprises two parts. Part A dealt with the demographic in-
formation such as student’s age, gender, the field of study,
etc. Part B comprised questions adopted from the modified
UTAUT model. The UTAUT questions in Part B were subdi-
vided into six subcategories. They were: effort expectancy,
perceived relevance, performance expectancy, collaborative
learning, behavioral intention, and intent to use. Responses
were elicited from the respondents with the aid of a 5- point
Likert scale.

Procedure

A pilot study included a sample of 30, in order to confirm
that the instrument was consistent. Feedback was sought
from the respondents, and any difficulties in interpretation
of the items were removed. The respondents were informed

that there was no obligation, and there was no correct or
incorrect answer to any of the questions. They were also
conversant with the purpose of the study through the de-
scription of the Google form used for data collection.

Data was collected online through Google forms during
February 2021. The SPSS application (IBM SPSS version 26)
was utilised for data analysis. In order to empirically eval-
uate the proposed model, structural equation modeling
was done via Smart-PLS (v.3.2.9). The reliability of data was
confirmed through Cronbach’s Alpha, AVE, and composite
reliability. Discriminant validity was established through the
Fornell Larker criterion (1981), cross-loadings, and Hensler
criterion.

RESULTS

Demographics

The gender report of the students showed that the maxi-
mum number of participants were male undergraduates to-
taling 146 (72.3%), while female participants were 54 (26.7%).
The analysis depicted that 160 (79.2%) of the total 202 par-
ticipants were of the 18-20 age group. The remaining were
above the age of 20. Among the participants, 189 (93.6%)
were Bachelor of Technology students. The majority of the
respondents totaling 130 (64.4%) claimed their daily mobile
usage to be more than 4 hours a day, 26% of them marked it
between 2 to 4 hours, and the remaining 10% reported it to
be less than 2 hours a day.

Measurement Model

In the current study, PLS-SEM was performed in dual steps.
In the first phase the measurement model was evaluat-
ed, and the structural model was assessed in the second
step. A measurement model evaluates the competency of
a scale used for research objectives as depicted in table 1.
Cronbach’s alpha is the coefficient of internal consistency.
It asserts that the instrument’s components pertaining to
an aspect are internally coherent and can be utilised for the
measurement of aspects. An a rating in the range of 0.6 to
0.7 denotes a sufficient level of reliability, whereas a value
of 0.8 or larger indicates excellent reliability (Naveed et al.,
2020). The values for the subscales ranged from 0.837 to
1.00, indicating that each variable had acceptable internal
consistency. Composite reliability must exceed the usu-
al benchmark of 0.70 as per Henseler et al. (2015); for the
given constructs, it is above 0.8. AVE is equal to or greater
than 0.50 for all constructs which meets the criteria given
by Fornell and Larcker (2012). A VIF less than 10 suggests no
multicollinearity, and that the expected regression model is
accurate and meets the goodness-of-fit criteria (Deraman
et al., 2019). Besides, another gauge, rho A (Dijkstra-Hense-
ler's rho), establishes a precise estimate of data consisten-
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Table 1
Reliability Measurements

Variance . - Average
Variable Items Inflation Lcl::;:ggrjs Crc;r;:z:h s rho_A (I:!:rl?apl;)ifil:::; Variance
Factor Extracted
BI BI2 2.075 0.81
BI3 2.075 0.888 0.837 0.842 0.839 0.723
CL cL 2.188 0.723
CL2 2.884 0.827
CL3 2.791 0.891
cL4 2.611 0.876 0.899 0.905 0.899 0.692
PE PE1 2.118 0.725
PE2 2.746 0.844
PE3 2.955 0.738
PE4 2.300 0.796
PE5 2.239 0.895 0.9 0.904 0.9 0.643
EE EE1 1 1 1 1 1 1
PR PR2 1 1 1 1 1 1
U 1U1 1 1 1 1 1 1

Note. BI=behavioral intention; CL=collaborative learning; EE=effort expectancy; IU=intention to use; PE=performance expectancy; PR=perceived

relevance.

cy. Values greater than 0.7 are considered fit for the study
(Ramirez & Palos-Sanchez, 2018). The convergent validity of
the scale was verified because the results met the stipulated
requirements.

As per the Fornell-Larcker criterion, the cross-loadings, and
the Heterotrait-monotrait ratio, the discriminant validity
is deliberated: (1) The AVE value, according to Fornell and
Larcker (1981), must be higher than the correlation meas-
urements of the variables. This criterion was met as the
Fornell-Larcker test shown in table 2 depicted that when
compared with the other values, the diagonal values are ut-
most for a definite construct (Naveed et al., 2020). (2) Next,
cross-loadings were checked to ensure that each item loads
maximum on its related construct. (3) As shown in table 3,
HTMT below 0.80 confirmed the validity, as per the set cri-
teria (Henseler et al., 2015). Hence, the scale was deemed
reliable and valid for further study.

As observed in Table 4, a Standardised Root Mean Square
Residual (SRMR) below 0.1 depicts a satisfactory fit. “This
measures the difference between the observed correlation
matrix and the correlation matrix implied by the model”
(Ramirez & Palos-Sanchez, 2018, p. 13). An NFI value close
to one is deemed suitable, and table 4 shows NFI of 0.88
(Botero et al., 2018). The endogenous underlying variables’
coefficient of determination (R?) is essential for interpreta-

tion. The R2was above 0.2 for CL which is considered moder-
ate, while that for BI and IU was small to moderate (Ramirez
& Palos-Sanchez, 2018). The Stone-Geisser test (Q?) deter-
mined that the model was predictive as Q2 was above 0, con-
firming that the model’s endogenous components have a
good extrapolative significance (Geisser, 1974).

The authors employed bootstrapping on 5000 samples us-
ing Smart-PLS ver.3.2.9, in order to assess the direct and
mediation effects. The bootstrapping protocol is a non-par-
ametric inferential procedure which randomly selects many
subsamples (for example, 5,000) from the initial data set
and replaces them with new data. It is essential to gather
data on the population distribution, which will serve as the
foundation for hypothesis testing. Bootstrapping technique
is used for drawing conjectures about indirect effects, even
when the mediators in the model are complicated (Preacher
& Hayes, 2008).

Structural Model

The relationships amongst the constructs were estimated
using structural equation modeling. It offers precise es-
timates of these error variance dimensions, in contrast to
standard multivariate methods, incapable of measuring or
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Table 2
Fornell-Larcker Discriminant Validity

Variable BI

CL EE IU PE PR
BI 0.85
CL 0.429 0.832
EE 0.356 0.554 1
U 0.370 0.232 0.087 1
PE 0.366 0.622 0.655 0.107 0.802
PR 0.331 0.352 0.165 0.167 0.197 1
Note. BI=behavioral intention; CL=collaborative learning; EE= effort expectancy; IU= intention to use; PE= performance expectancy; PR= perceived
relevance.
Table 3
HTMT
Variable BI CL EE IU PE PR
BI
CL 0.431
EE 0.355 0.552
U 0.372 0.237 0.087
PE 0.364 0.618 0.654 0.105
PR 0.332 0.351 0.165 0.167 0.194
Note. BI=behavioral intention; CL=collaborative learning; EE= effort expectancy; IU= intention to use; PE= performance expectancy; PR= perceived
relevance.
Table 4
Model Fit
Saturated Model Estimated Model
SRMR 0.039 0.054
NFI 0.896 0.887
R Square R Square Adjusted Q2 (=1-SSE/SSO)
BI 0.184 0.180 0.110
CL 0.475 0.467 0.305
U 0.137 0.133 0.112

Note. BI=behavioral intention; CL=collaborative learning; IU=intention to use.

accounting for error. In this analysis, direct and indirect ef-
fects were calculated. Figure 2 displays the research model.

The study included the dependent variable, IU; the mediat-
ing variable, CL; and the three previously mentioned inde-
pendent variables: PE, PR, and EE. The outcomes of direct,
indirect, and total effects are clearly shown in Table 5. Let us
suppose the value of t is between -1.96 and +1.96, the rela-
tionship between factors is negligible at a 95% confidence
level, and if t > 1.96 and p < 0.05, the relationship between
factors is significant at a confidence level of 95%.

The significance of all hypothesis paths in the research mod-
el was assessed. Therefore, none of them were dropped. The
results prove that PR (8=0.230, p-value=0.000), PE (3=0.418,
p-value=0.000), EE (B=0.242, p-value=0.007) were positively
and significantly associated with CL. Hence H1, H2, and H3
were accepted. CL had a direct and considerable impact on
BI (B=0.429, p=0.000) to use WhatsApp for language acquisi-
tion, supporting H4. This implies that CL partially mediated
the effects of PR, EE, and PE. As H5 states, BI directly im-
pacted IU positively (B=0.370, p-value=0.000). Therefore, the
hypothesis was accepted.
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Figure 2
Research Model
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CL was found to play a momentous part in the adoption
of TELL. The indirect relationships of PR (=0.099, p=0.005),
PE (B=0.180, p=0.001), and EE (B=0.104, p=0.028) were con-
siderably affirmative with BI, implying that H1a, H2a, and
H3a were accepted. The indirect relationships between PR
(B=0.037, p=0.019), PE (B=0.066, p=0.008), and EE (B=0.038,
p=0.042) with IU were also significant, which confirms H1b,
H2b, and H3b.

All the indirect effects were substantial, but their effects were
less significant than direct ones. Therefore, they were con-
sidered as partially mediated (Kale et al., 2019). This shows
that the mediating role of collaborative learning enhanced
the user intention to use technology for SLA. Table 5 explicit-
ly reveals that PR, PE, and EE influence CL. At the same time,
CL has a substantial direct effect on BI and the most decisive
indirect impact on IU.

DISCUSSION

The aim of the study was to examine the impact of the
identified factors on the intent to use WhatsApp for SLA,
emphasising the mediating role of collaborative learning.
The researchers proposed an adapted model of exploring-
IT acceptance and use amongst students. The researchers
hypothesised the exogenous variables which influence CL
in the theoretical model. This is supported by the results.
According to Lopez-Nicolas et al. (2008), PR is an essential
aspect in shaping individuals’ IT acceptibility. Likewise, the
current study also asserted that PR had a positive and con-
siderable, direct consequence on collaborative learning. This
implies that an individual's desire towards adopting technol-
ogy for collaborative learning is shaped by its academic rele-
vance. As for its significance in technology acceptance, it has
caught the attention of many researchers over the years like
Gonzalez-Ibafiez et al. (2016). Thus, the present study indi-
cated that WhatsApp is a useful tool for students, something
which could supplement their language learning needs.

As determined in the prior study by Venkatesh et al. (2003),
the finest determinant of intention is PE, and in the present
study, it had a strong and affirmative effect on CL; although
a few studies suggest otherwise (Igbal & Qureshi, 2012;
Yueh et al., 2015; Acharya & Ganesan, 2019). This is perhaps
not surprising since an essential factor in determining stu-
dents’ behavior is the extent to which technology can be
beneficial in educational settings (Lin et al., 2013; Tan, 2013;
Martinho et al., 2018; Scherer et al., 2019). Similarly, EE also
had a considerably affirmative impact on CL which is similar
to the findings of Wang et al. (2009) and Botero et al. (2018).
It was found that students were drawn towards tools that
are easy to handle, yet informative and time-saving (Rahmi
& Birgoren, 2020). The easier the device, the more likely they
are to utilise it for regular academic purposes.

Collaborative learning, according to Zhampeissova et al.
(2020), promotes student partnerships which help complete
learning activities. Therefore, it is an essential construct in
SLA. Social networking tools help enhance collaborative
tasks (Heflin et al., 2017). WhatsApp notably has become a
commonly used platform by young people, promoting ac-
cessibility and encouraging collaborative activities (Mistar &
Embi, 2016; Guler, 2017; Soria et al., 2020). Hence, it is be-
lieved that CL will have a considerable direct impact on BI
and will mediate the influence of PR, EE, and PE on BI. The
current study notes that CL had a significantly affirmative
impact on using WhatsApp for SLA, and it partially mediates
the influence of the exogenous variables. PR, PE, and EE ex-
ert more substantial direct effects on CL than on BI. There-
fore, the study validates and extends the research by Guler
(2017), Gasevic et al. (2019), and Soria et al. (2020).

Finally, it was anticipated that BI would have a substantial
direct impact on IU. Bl is a strong predictor of the desire to
engage in a particular task (Dwivedi et al., 2019), Therefore,
it had a direct and considerably positive impact on users’
intent to use WhatsApp for SLA. This means that students
who have higher BI to use WhatsApp for SLA are positively
influenced towards actually using it. This finding goes in line
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Table 5
Direct, Indirect & Total Effects

Paths B gtar_\da_rd T . o
eviation Statistics Values
DIRECT EFFECTS BI - IU 0.370 0.073 5.075 0.000
CL - BI 0.429 0.088 4.902 0.000
EE - CL 0.242 0.090 2.695 0.007
PE - CL 0.418 0.096 4.336 0.000
PR - CL 0.230 0.064 3.616 0.000
CL - 1U 0.159 0.047 3.418 0.001
INDIRECT EFFECTS EE - BI 0.104 0.047 2.194 0.028
EE - IU 0.038 0.019 2.035 0.042
PE - BI 0.180 0.055 3.283 0.001
PE - IU 0.066 0.025 2.657 0.008
PR - BI 0.099 0.036 2.778 0.005
PR - IU 0.037 0.016 2.344 0.019
BI - IU 0.370 0.073 5.075 0.000
CL - BI 0.429 0.088 4.902 0.000
CL-1U 0.159 0.047 3.418 0.001
EE - BI 0.104 0.047 2.194 0.028
TOTAL EFFECTS EE - CL 0.242 0.090 2.695 0.007
EE - IU 0.038 0.019 2.035 0.042
PE - BI 0.180 0.055 3.283 0.001
PE - CL 0.418 0.096 4.336 0.000
PE - IU 0.066 0.025 2.657 0.008
PR - BI 0.099 0.036 2.778 0.005
PR - CL 0.230 0.064 3.616 0.000
PR - IU 0.037 0.016 2.344 0.019

Note. Bl=behavioral intention; CL=collaborative learning,; EE=effort expectancy,; IU=intention to use; PE=performance expectancy; PR=perceived

relevance.

with the study of Dwivedi et al. (2019). The empirical testing
signifies that collaborative learning as a mediating variable
enhanced the intention to use WhatsApp for SLA.

The present study has both practical and theoretical ramifi-
cations for academicians, as well as researchers. The investi-
gation uses suitable statements, in order to understand the
use and acceptance of technology for SLA. This is very im-
portant, since as technology is easily available to everyone
in the form of android devices. Based on our findings, the
researchers propose CL as an essential part of TELL in fu-
ture research. Furthermore, the current analysis established
connections that were not present in the previous technolo-
gy acceptance models. This is a consequence of introducing

a new construct (CL). These paths include PR - CL, EE - CL,
PE - CL, CL - BIL and CL - IU. These offer new insights and
maybe important considerations in IT acceptance and use
among individuals.

The findings show that CL plays an essential role in deter-
mining students’ behavioral intention towards TELL. Mainly,
it had a significant effect on BI, which suggests that practi-
tioners or curriculum designers may find it (CL) essential in
influencing the behaviors and intention of students to adopt
TELL. Since all technology attributes (PE, EE, and PR) have a
significant effect on CL and BI, educationists should concen-
trate onimproving the system’s usefulness, its ease of utility,
and the use of innovations relevant to their academic pur-
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poses. The results of the study may assist in overcoming the
existing problems and designing more robust pedagogical
language learning practices through TELL.

CONCLUSION

Based on a systematic literature review, a theoretical model
was developed. Hypothetically, three constructs were de-
scribed to be the most contributory to enhancing university
students’ use of TELL: PR, PE, and EE, with the mediating
role of CL to use WhatsApp for SLA. In order to empirically
test the model, a study was conducted with 202 undergrad-
uate students studying in institutes in Rajasthan, using the
survey method. Empirical testing signifies that the mediator,
collaborative learning, enhanced the user intention to use
WhatsApp for second language acquisition. The indirect ef-
fects were positive yet less significant than the direct effects.
If these aspects are taken into account, the successful inte-
gration of TELL in ELT classrooms could be facilitated. There
are three limitations to this research. Firstly, the results of
the survey cannot be generalised due to the sample size,
location, sampling method, etc. Secondly, the study relied
solely on student self-assessment, which can differ signifi-
cantly as the nature of the respondents varies. Thirdly, the
respondents are all internet users. So, the output of this
study could be biased. The intention to adopt TELL may be
superior when compared with non-users or occasional us-
ers of the internet. Therefore, future studies should involve
the acceptance behavior of less active internet users and
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ABSTRACT

Background. Language classes organized for adult refugees and migrants are heterogeneous.
Students in these educational settings differ across a number of various aspects, including
language competences, educational background and levels of literacy. Seen through the Critical
Pedagogy lens language is considered not simply as a means to express or communicate, but
as a product constructed by the ways language learners recognise themselves, their social
surroundings, their histories, and their potentialities for the future.

Purpose. The purpose of our study is to unfold and identify the language needs of a specific
group of migrants learners learning English as an additional language in Greece, where English
is not the dominant language. We will try to focus and analyse language needs through the
critical pedagogy lens and thus make the whole procedure an empowerment tools for the adult
refugees and migrants.

Method. As a case study, this study follows a qualitative research design. This small-scale study
focuses on a specific target group of language learners and their needs and attitudes towards
learning. Class observations, field notes, interviews with the participants and questionnaires
with open-ended questions were used as main methodological tools.

Results. The present article examines the needs of a group of immigrant adult learners
attending English language classes at a non-formal educational setting located in Greece. The
participants come from diverse ethnic and linguistic backgrounds and the majority of them
speak Greek fluently since they have resided in Greece for a long time. A focal point throughout
the process was students’ greater involvement in the learning procedure and decision-making
processes regarding the content and the presentation of the educational material.

Conclusion. Although the systematic needs analysis revealed that the reasons for participation
and competence levels among participants varied a lot, a common goal for everyone was
achieving oral fluency in the target language. Moreover, the results of this attempt were
expressed n terms of learners’ contributions, willingness to share their stories, even to talk
about difficulties they met and caring about their classmates’ stories. Thus, we suggest that
the incorporation of personal experience in the learning process, not only functions as a link
between students and language but also a process for team bonding and motivation.

KEYWORDS

needs analysis, adult refugees, migrants, critical pedagogy, L2 English, Greece

the needs and lives of specific groups
of learners (Malicka, Gilabert Guerrero
& Norris, 2019) and for language pro-
grammes to take into consideration
learners’ present knowledge, lacks and

INTRODUCTION

When it comes to language education
for refugees and migrants, there is a
vital need for courses to be relevant to
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available resources (Nation & Macalister, 2009). These pa-
rameters should be taken into careful account, if language
courses addressed to migrant populations are aimed at sup-
porting learners’ integration (Little, 2008). A starting point
to meet this purpose in language classes is a design which
considers three main variables: learners’ needs analysis; en-
vironment analysis; and the application of language curricu-
lum/ material design principles (Nation & Macalister, 2009).
A successful needs analysis will ensure that the course will
be appropriately designed for the participants (Serafini,
Lake, & Long, 2015), will not be inefficient or inadequate
(Long, 2005) and that learners’ motivation will increase (Van
Avermaet & Gysen, 2008). A needs analysis design for this
study follows the Common European Framework of Refer-
ence for Languages (Council of Europe, 2001) and focuses
on the domains where language is used or/and is desired
to be used by the participants (Little, 2008). This is in an at-
tempt to actively engage learners’ in the decision-making
procedure. Moreover, in an educational context shaped by
critical literacy pedagogy, teachers must constantly teach
a dual curriculum: a curriculum that empowers students to
make sense of their everyday life; and a curriculum which
enables students to obtain the tools for mobility valued in
the dominant culture (Macalister & Nation, 2019).

There is limited research in the Greek context regarding the
language needs analysis of adult refugees and migrants, es-
pecially after the 2015 refugee crisis (Androulakis et al., 2017;
Mouti et al., 2021). Furthermore, the multilingual needs of
migrants who are either residing temporarily or permanent-
ly settled in Greece, and use either lingua francas (mainly
English) or their mother tongue to communicate with other
non-Greeks (Mouti et al., 2021, p. 232), identified also in the
Italian context by Bianco and Ortiz Cobo (2019, p. 12), seem
to explain the migrants interest and desire to learn English
as an additional language.

In the Greek context, as presented in the Eurobarome-
ter Special Surveys (2014)3, English is considered the most
widely known language (L2). Among the three most widely
known languages in Greece, English comes first (51% while
in EU27 this percentage is much lower at 38%). More de-
tails on the Greek EFL context can be found in Angouri et
al. (2010) but also in Sifakis (2009) for ELF (English as Lin-
gua Franca). Tsagari (2016) offers the assessment orienta-
tions of EFL teachers in Greece and Cyprus, whileMouti et al
(2019) offers information on test-taking strategies in L2 lan-
guage assessment in Greece and Cyprus. In an exploratory
study which attempted to look into the language education
offered to refugees and migrants in Greece, Kantzou et al
(2017) mentioned that there is an identified call for courses
in languages other than Modern Greek ,at least amongs the
population awaiting resettlement. English seems to be one
of the languages offered in the framework of formal and

3

non-formal language education for refugees and migrants
in Greece.

The purpose of our study is to unfold and identify the lan-
guage needs of a specific group of migrants learners learn-
ing English as an additional language in Greece, where Eng-
lish is not the dominant language. We will try to focus and
analyse language needs through the critical pedagogy lens
and thus make the whole procedure an empowerment tools
for the adult refugees and migrants.

The rationale for this study is based mainly upon the ques-
tion of the quality and content of English language pro-
grammes for migrants in formal or non-formal settings. In
a context where motivation cannot be characterised as in-
strumental but as integrative, since English is an additional
language for the majority of migrants residing in Greece,
and they have already experienced the host language learn-
ing, parameters such as diverse linguistic repertoires and
previous knowledge, identity and critical consciousness
awareness tend to be neglected for the sake of grammar
and vocabulary instruction leading courses to traditional ESL
standards. On the other hand, as Mouti et al. (2022) state
“the language needs of the refugees have to do not only with
the host country language but also with the language of a
destination host country (e.g. English or German)”, especial-
ly in Greece and Italy who share a double role both as host
and transition countries.

THEORETICAL BACKGROUND

Needs Analysis and English as an Additional
Language

Language teaching has to reflect learners’ experiences and
language biographies in particular. In this way, learners
are encouraged to build up on their own language learn-
ing skills and they are not treated as inexperienced learn-
ers (Corder, 2012). Cook (2001) states that in adult learner
classes, very little is under the teacher’s control. Learners
make deliberate choices, they follow idiosyncratic strategies.
They add things, in order to suit their needs creating com-
plex meanings even with a little grammar. The purpose is to
support learners to draw on their existing competences and
experience but at the same to further develop these compe-
tences and to support their becoming autonomous learn-
ers. In other words, the aim is their being able to manage
their own learning (Little, 2008). Another fact about adult
learner groups is that, by nature, they present high levels
of heterogeneity, simply because of the fact that they are
adults and they share several characteristics, i.e. age, gen-
der, educational background, profession etc. (Corder, 2012).
Regarding linguistic heterogeneity, it is much higher among

http://ec.europa.eu/commfrontoffice/publicopinion/archives/ebs/ebs 386 en.pdf
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immigrant learners because they have extremely different
linguistic biographies, depending on the status of their first
language(s) in the country of origin, the other languages
they have used during their migration and the language
contacts in the host society (Krumm & Plutzar, 2008). There-
fore, language programmes that affirm the value of all lan-
guages, all cultures and all ethnicities devoid of the implica-
tion that the language of the host community or any other
language is superior to learners’ mother tongue are of ut-
most importance (Little, 2008). On the contrary, the wealth
of participants’ linguistic repertoires can be seen as a use-
ful tool for learners and educators alike which can promote
effective learning and empowerment. For this reason, it is
generally suggested that small groups and differentiated
course systems are more effective than standardised pro-
grammes given the heterogeneity of target groups (Krumm
& Plutzar, 2008).

It cannot be assumed that the completion of a language
programme will lead to participants’ complete integration
in a host country as this is a long-lasting process. Howev-
er, learning an additional language, English, in the case of
this study, is believed to move beyond integration and give
access to everyday interactions with locals, and access to
equal opportunities. English in Greece although it is not the
dominant language, is a language of power/ a lingua franca
and there are a great number of Greeks or people residing
in Greece who speak English fluently. Parks (2010, as cited
in Warriner, 2016) states that improving one's English is ide-
ologically identified with maximising one’s capital, compet-
ing to become a valued worker in the new economy and it
is clear that linguistic practicality, communicative efficiency,
social mobility and economic advancement have all become
increasingly associated with large languages, thus interfer-
ing with the maintenance of smaller ones (Edwards, 2002).

Moreover, it is often found that neoliberal discourse equates
English language learning to improved educational, social
and employment opportunities (Warriner, 2016). Graddol
(2006, as cited in Wilton, 2009, p. 46) describes English as
one of the basic skills, stating that “its function and place in
the curriculum is no longer that of ‘foreign language’ and
this is bringing about profound changes in the person who
is learning English, their motives for learning it and their
needs as learners”. Therefore, English language acquisition
is regarded as an unquestionable, qualification in modern
societies for everybody. It is widely believed and argued that
the user of English can, through effort and hard work, be
transformed into a better form of human capital through
increasing his/her formal or measurable competence in
English. This view dominates not only the English language
teaching universe, but it also “circulates in public portray-
als of what kinds of skills, competencies, and trajectories
immigrants need, want, and should develop for themselves”
(Warriner, 2016, p. 496). Therefore, the choice of adult mi-
grants learning English cannot be examined separately
from its implications on their identity. The concept of inter-

national posture thus considerably broadens the external
reference group from a specific geographic and ethnolin-
guistic community to a non-specific global community of
English language users (Ushioda & Dérnyei, 2009).

Critical Pedagogy and Language Learning

L2 learners will master L2 communication, if they are stimu-
lated and prepared to think critically towards L2 cultural val-
ues, in order to be exposed to deeper layers of culture and
linguistic knowledge, in such a way that social and cultural
empathy can be developed. In this sense, working along
with learners’, the educator’s role is not to fill learners with
knowledge but to engage them in meaningful dialogue and
to develop a relationship with them, in order to provide both
parts with a new way of thinking and thus, acting (Freire,
1973). Taking into account that neither theoretical knowl-
edge nor the educator’s authority is the core of any evolving
dialogue (Pessoa & Freitas, 2012), discussing critical issues
becomes a meaningful and empowering procedure. A crit-
ical pedagogical approach can provide learners with skills
to learn and communicate with success in a L2 (Forcelini,
2016). According to the critical pedagogy approach, the con-
struction of the self within or against mainstream concep-
tual views is achieved through critical pedagogic practices
aimed at building up tolerance towards distinct cultural
views, developing social and political awareness, and culti-
vating moral practices aligned with social and political in-
tegrity. According to Hinchey (2004), the focus of the critical
classroom is not on rote learning but on encouraging learn-
ers to question, realise and examine the existing conditions
in the world around them and their positioning in them ,as
well as to develop a skeptical position on their surroundings
and the relations of power underlying them. That is why
modern SLA (Second Language Acquisition) teaching tech-
niques (i.e. Task-Based Teaching, Negotiation for Meaning
etc.) have been criticized as being rationalist activities since
they are devoted to the transfer of information without any
reference to the social context (Okazaki, 2005).

By implementing critical pedagogic practices, educators
and learners become partners, as learners are encouraged
to express their ideas and, thus, channels are created where
teachers and students can learn from each other’s ideas
and experiences and develop conclusions together (Force-
lini, 2016). Language is not just a means of communication
but it is connected “with considerations of equal and full
participation and access to symbolic, material and cultural
resources” (Gounari, 2014, p. 262). A critical approach to
pedagogy needs to “aim at transformation, a way of shift-
ing pedagogical relations to give students more curricular
control, and ways of engaging with difference not merely in
terms of inclusivity and issues but also at the level of desire’
(Pennycook, 1999, p. 341). The basic point in the theory of
critical pedagogy is that by gaining one’s voice and resisting
unjust reproduction in their own self-interest, students start
to become active agents for social change (Okazaki, 2005).
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As yet there is not much empirical research that explicitly
examines language learners’ evolving perspectives during a
critical content-based course.

This paper documents how the actual needs of migrant stu-
dents could be identified and recorded, in order for them
to be used to design tailor-made educational material for
English as an additional language. Language is not simply
a means of expression or communication but also a prac-
tice that constructs, and is constructed by, the ways in which
language learners understand themselves, their social sur-
roundings, their histories, and their possibilities for the fu-
ture (Norton & Toohey, 2004). In this vein, the students who
participated in our study were able to work in groups and
reveal and express their needs lacks, wants and preferenc-
es with the aim of contributing to material development, to
integrate their personal stories and beliefs and to gain the
power of deciding what they will be taught and how. The
special element of our study in the Greek context is the fact
that English is not the language of the host country, and
that this is a case study implemented in Greece about Eng-
lish as an additional language for migrants, setting the role
of Greece as a transition country more strongly than its role
as a destination country for refugees and migrants.

METHOD

Research

The aim was to explore the meaning which individuals or
groups of people give to social realities (Creswell, 2014). As
a case study through action-research, this study follows a
qualitative research design. Qualitative research strategies
and tools were adopted, in order to collect specific data.

More specifically, the following research tools were imple-
mented: (1) Class observations, (2) Field notes, (3) Inter-
views with the participants and, finally, (4) Questionnaires
with open-ended questions, in order to gain access to par-
ticipants’ demographic data. To this end, this small-scale
study focuses on a specific target group of language learn-
ers and their needs and attitudes towards learning.

The Research Site and Sample

The study took place from November 2018 to January 2019,
in a solidarity school located in Thessaloniki. The founda-
tion and beginning of the action of the school dates back to
1997, when a group of volunteer teachers started delivering
Greek language lessons to migrants, refugees, asylum seek-
ers and repatriated adults for free. It is a non-formal educa-
tional setting aiming not only to provide language lessons
but also to help students develop a critical attitude towards
social inequality, to counter racism and discrimination, to
empower and facilitate integration in the host country and
to provide students with a space where they can exchange

experiences and their creativity. The school also stands
by,and associates with a number of antiracist collectivities
in the city sharing the same goals.

The average number of research participants is 17-20 mi-
grants attending A2 - B1 English language classes at a sol-
idarity school in Thessaloniki, for two hours twice a week,
during the school year 2018-2019. Given the participants’
irregular attendance in the classes, the number of learners
participating in the needs analysis process and the interven-
tions is specified accordingly in the needs analysis section,
The attendance of any lesson was recorded. The participants
came from diverse ethnic backgrounds with the majority of
them coming from Albania and Russia, and some of them
from Senegal, Romania, Georgia and Iran. Two of the stu-
dents came from Greece. All participants gave their consent
to the researcher-educator.

Data Analysis
Participants’ Profile

The demographic information of the participants, as collect-
ed by the questionnaire, is presented in the table below. In
order to preserve confidentiality, alias are used in lieu of
participants’ real names.

Regarding the demographic data of the research, it has to
be clarified that the target group was highly heterogenous
in almost any variable examined. Older participants tend-
ed to participate less in the process than younger, most of
the times feeling insecure or resorting to Greek in order to
make meaning. However, no other significant differences
were found regarding the age variable. The needs analysis
was conducted by the researcher-teacher herself. She per-
formed some diagnostic assessment test, in order to meas-
ure their performance in Greek. The time of residence in
Greece was not found to affect learners’ performance, apart
from the case of Haleh and Arash who, enrolled in the les-
sons later but, very quickly, became active participants in the
lessons and began communicating with their classmates. In
the case of the two men, both residing in Greece only for a
short period (5 and 3 months respectively), the fact that they
did not speak Greek nor attended Greek language lessons
but were able to create meaning in English, had a significant
impact on the way the lessons were conducted. It should be
noted here that actual changes may occur in language and
situation needs when new students enter the programme
(Brown, 1995). The two students altered group dynamics
in a positive way, since the rest of the participants stopped
using Greek and tried to make meaning only in the target
language, in order to ensure that their two classmates un-
derstood what was happening in the classroom. This was a
habit that had been gradually built from the beginning of
the lessons but it was fully embraced by everyone when the
need for a common code of communication for all students
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Table 1
Participants’ Profile (N=17)

Name Age Country Yearsin Spoken Educational Previous English English language
(Gender) of origin Greece languages background language attendance learning setting
Belina (f) 28  Albania 6 Albanian, University 3 months Private language
Greek, French graduate courses
Kevin (m) 20  Armenia 3 Armenia, Rus- University 6 years School/ internet
sian, Greek student
Enid (m) 38  Albania 20 Albanian, High School 8 years School
Greek, Italian graduate
Salliou (m) 30 Senegal 10 Senegalese, High School 3years School
French, Greek graduate
Dimitra (f) 62  Greece Since Greek High School 2 years Solidarity school
birth graduate
Adania (f) 35 Albania 20 Albanian, High School 3 months Private language
Greek graduate courses/ internet
Festim (m) 45  Albania 20 Albanian, University 1 year Private language
Greek graduate courses
Dazim (m) 25  Albania 9 Albanian, High School 3 years School
Greek graduate
Samir (m) 48  Egypt 18 Arabic, Greek University 5 years School
graduate
Stephane (m) 55  Uzbekistan 16 Russian, Greek University 4 years School/ Solidarity
graduate school
Samuil (m) 36 Georgia 25 Georgian, Rus-  High school 3years School
sian, Greek graduate
Crista (f) 40 Romania 25 Romanian, University 1 year Private language
Greek graduate courses
Popi (f) 60 Greece Since Greek, French High School 1 year Solidarity school
birth graduate
Vladimir (m) 34  Georgia 13 Georgian, Rus-  High School 2 years Solidarity school
sian, Greek graduate
Milona (f) 30 Albania 8 Albanian, High School 1 year Solidarity school
Greek graduate
Haleh (m) 30 Iran 5moths  Farsi, Turkish,  Postgraduate 2 years Private language
French, Deri studies courses
Arash (m) 28 Iran 3months  Farsi, Polish University 1 year Private language
graduate courses

was created by the arrival of the two new students. More-
over, it had been observed that the use of mother tongue
between the two men in order to negotiate meaning and
reach understanding, in some cases, was noticed by other
participants who gradually felt more confident to do the
same with classmates of the same background.

The linguistic repertoires of most participants included more
than two languages, one being their mother tongue and the
second Greek. Here, it was found that in speaking and listen-
ing activities, Dimitra and Popi, the two Greek women, were
less flexible and hesitant than their classmates. French was
also used sometimes to give explanations both between
Salliou and Haleh and by the teacher to make comparisons

which proved helpful for the two participants. The variable
of the time of previous formal or non formal instruction in
English revealed interesting results in comparison to group
observation. Although in the case of some students, the time
of language learning reflected their performance, as in the
cases of Kevin, Enid and Samir, the cases of Belina, Adania
and Christa were a surprise. All of them actively participat-
ed and communicated using the target language, making
minor mistakes and trying to overcome areas of struggle by
paraphrasing or asking for help, always in English.

Regarding language use in everyday situations, the majority
of the participants do not use English, while few of them
who use it, practice only receptive and not productive skills.
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More specifically, nine students answered that they only
practice language during the lessons, and three of them an-
swered that although they do not speak English, they use it
daily to browse and find information on the internet. Two
students use English daily for their studies and work and
three of them use English daily: Salliou, when he does not
understand Greek, and Haleh and Arash to communicate
with other people since they do not speak Greek. The stu-
dents’ future plans varied regarding migrating to an Eng-
lish-speaking country Two of the students, Dazim and Kevin,
the youngest in the class, stated that they plan to move to
another country, namely Canada and the USA. Five of the
students expressed a possibility, depending on professional
and financial opportunities that may arise. The rest of the
class answered that they have no intention of moving to an-
other country.

The last data collected by the first part of the questionnaire
was relevant to learners’ attitudes towards English. All stu-
dents expressed their positive attitudes towards English, the
international prevalence of the language and its popularity
were mentioned by all, stressing that it is the only way to
communicate with people from other countries. Kevin iden-
tified speaking English with speaking the language of future
writing “it’s global, it's the language of computers and the
future”, a statement closely related to his everyday need for
using English at school and home. Festim answered that
“you can go wherever you want with English” and Adania
confessed that “Sometimes I feel embarrassed when I can’t
speak [English]”.

Needs Analysis

The self-assessment grid of the Common European Frame-
work of Reference for Languages (Council of Europe, 2001,
p. 24-26) was used by the researcher-teacher as a guide, in
order to identify students’ level during observation and to
design the second part of the questionnaire. The question-
naire included questions about student’s learning prefer-
ences, in order to guide the material design.

More analytically, seven students could effectively under-
stand and use familiar everyday expressions and basic
phrases, introduce themselves and others ask and answer
questions about personal details. They could interact in sim-
ple ways provided that the interaction was clear and slow.
They could write short, simple texts and fill in their personal
details. Six students presented a higher level of competence,
being able to understand and produce more complex sen-
tences, interact fluently in dialogues requiring exchange
of information and read and understand different types of
texts. Four of the students were capable of interacting in
simple conversations but it was observed that they could
easily manage texts of a higher difficulty with unknown vo-
cabulary and complex grammar structures without assis-
tance.

As a result, the target levels of the class would be A2 and
B1. By considering this, the second part of the questionnaire
was designed to include competencies and skills present in
the two target levels according to the CEFR (Council of Eu-
rope, 2001). The selection of the variables was based upon
these suggestions. On a Likert scale from 1 (least important)
to 5 (most important), students were asked to rate the skills
which were more important to them. A brief analysis of stu-
dents’ answers in each section follows.

Regarding the selection of their preferable skill, all students
answered that speaking was the most important. Reading
and listening followed in importance by the majority of stu-
dents. Writing was ranked as important and four students
replied that grammar skills are more important to them (Ta-
ble 2).

Table 2
Most Important/Preferable Skill Selection - Ranking

Skill Mean
Speaking 4.8
Reading 3
Listening 3.3
Writing 1.2
Grammar skills 0.6

The most popular writing exercise among the target group
were to write about yourself/describe experience and write
about familiar topics. Note-taking followed. Accuracy also
received a high rate of answers, with seven students an-
swering that it is important and, two very important and
one most important. Learners’ answers about reading ac-
tivities were hard to analyse. Reading timetables and sto-
ries received the most important answers, however, reading
simple texts and articles on the internet were also high in
importance (Table 3).

Table 3
Writing and Reading Activities-Preference Ranking

JLE | Vol.9 | No.1 | 2023

Writing Mean
Write about yourself/describe experience 4.2
Write about familiar topics 3.8
Note-taking 33
Use correct grammar and vocabulary 2.8
Write simple letters/emails 3.1
Reading Mean
Reading timetables 4.4
Reading stories 34
Reading simple texts and articles on the internet 4
Reading simple everyday material 3.1
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As far as speaking skills are concerned, the most popular
skills were simple everyday dialogues about oneself and
dealing with situations while travelling. Describing back-
ground and education was ranked as important by five par-
ticipants. Expressing hopes and ambitions was selected by
only two participants and ranked as less important, while
formal dialogues received the greatest number of least im-
portant answers. Most answers about listening activities
included listening to dialogues and four students ranked
listening to songs as important (Table 4).

Table 4
Speaking and Listening Activities-Preference Ranking

Speaking Mean
simple everyday dialogues about oneself 4.5
deal with situations while travelling 43
Expressing hopes and ambitions 3
formal dialogues give reasons for my choices 2.5

Listening Mean
listening to dialogues 4
listening to songs 3.7
listening to simple information 2
listening to the news 1.4

Regarding grammar instruction, explicit presentation of
grammar rules was chosen as most important by only two
students and, very important by three. Seeing grammar
rules in text was the most popular answer and learn gram-
mar rules by heart the least (Table 5).

Table 5
Grammar Instruction-Preference Ranking

Grammar Instruction

Mean
Clear presentation of grammar rules/theory 1.6
Grammar exercises 2.3
See grammar in texts 4.1
Learn grammar rules by heart 0.4

At the end of the questionnaire, a grid was provided so that
learners could complete their own ideas on content selec-
tion. Although their answers varied, the majority of learn-
ers answered travelling and attending job interviews (which
presented some inconsistency with their previous answers
regarding formal interactions with people they do not know).
Other answers included shopping for clothes, talking about
sports, serving customers in a shop and going to the doc-
tor. All suggested categories were covered throughout the
school year, as tailor-made educational material was devel-
oped to address their needs and preferences.

The interviews conducted with the participants, provided
similar results as those elicited through the questionnaire.
Specifically, Stephane attributes lack of communication to
lack of target vocabulary, understands what he already pos-
sesses, and asks for more conversations in the classroom:

“to talk to each other more, we understand a bit but it
is quite difficult to speak”

Dimitra’s answer was also based on what she believes that
she lacks and what she wants:

“Itis easy when I read slowly from a text, I understand,
but I can’t manage oral skills, I can’t make meaning
in this fast pace [...] when you speak, I understand. I
can’t understand my classmates because they have a
different accent”

Other students also mentioned improvement of oral skills,
becoming specific to what exactly they want:

“To speak dialogues” (Festim),

“I would like more dialogues to be able to speak with
others, we need conversation” (Enid).

Participants also have added other topics as well, mainly fo-
cused on everyday interactions. Enid said:

“talking about everyday things, what we do, where we
work.... There are a lot of things but mainly these...".

Adania became more specific and expressed her desire
regarding content and functions stating that she wants
to learn how to book a room or order food at a restau-
rant. She also made her intentions clear, “since I want
to sit English language exams I want more grammar”.

DISCUSSION

The main goal of this study was to explore learners’ needs
and interpret them into those choices that would effectively
guide the curriculum design and provide learners with the
best learning outcomes. Before the Needs Analysis process,
however, two main characteristics were already known
about the participants: the first being that they are adults;
and the second that they are migrants. As a result, the de-
sign of the educational material would be insufficient, if
these two characteristics were not taken into consideration.
According to Berwick (1989), material designs can be based
on different educational values that underpin language pro-
gramme planning. They can be based on an organised body
of knowledge, on specific competencies, on social activities
and finally, on cognitive or learning processes, on feelings
and attitudes and on the needs and interests of the learners.
Moreover, although the design of this study focuses mainly

108

JLE | Vol.9 | No.1 | 2023



Where do Critical Pedagogy and Language Needs Analysis meet?

| Research Papers

on the latter, involving the systematic assessment of learn-
ers’ language needs and their participation in the planning
process, it should also be mentioned that the design was
also an attempt to include learners’ feelings and attitudes,
while adopting a humanistic approach in language learning
with a view to bringing development of the person through
language (Berwick, 1989).

It is widely accepted that people enroll in language course
with the aspiration of being able to communicate using the
target language in various interactions (Nunan, 2004, Rich-
ards, 2001, Spratt, 1999), and that students needs and in-
terests are reported to be communicative and functional in
nature (Alalou, 2001). The target group of this study was no
exception. Students, from the very beginning of the research,
expressed their desire to acquire language for communica-
tive purposes. Although the systematic needs analysis re-
vealed that the reasons for participation and participants’
competence levels varied a lot, achieving oral fluency in the
target language was a common goal for everyone.

Regarding content, travelling and job seeking were the most
popular topics suggested by the participants throughout
not only in the Needs Analysis process but also during dis-
cussions inside and outside classroom. Harlow et al. (1980)
and Alalou and Chamberlain (1999) (as cited in Alalou, 2001),
found that many students view travel as the most likely op-
portunity to practice language skills. This correlates with
their need for acquiring both speaking and listening skills.
In the same way, job-related vocabulary and interactions
constituted a chance for communication in the target lan-
guage with a functional and practical value for participants.

It can be argued that learners’ involvement in the designing
and decision-making process was achieved, albeit through
a lot of effort, negotiation and time spent in the learning
setting. It was unrealistic to expect learners to be able to
express their needs and preferences from the beginning of
the lessons was unrealistic. However, after explaining the
need for their involvement and experiencing the realization
of their suggestions in practice, a lot of the participants felt
free to express their preferences, their difficulties and what
they would like to do next in the lessons.

An important factor which contributed to this end, was the
gradual building of a relationship of trust between the par-
ticipants and the teacher, but also among the participants.
It was observed that after the completion of the first month
of lessons, learners began to express their difficulties and
inquiries in an assertive way, rather than insecurely as they
had done in the beginning. To this end, it can be stated that
learner autonomy for this particular group was achieved
and the start was made during the needs analysis proce-
dure.

Furthermore, placing learners’ personal experience in the
centre of the design proved to be a practice which radically
changed classroom and group dynamics. Albeit hesitant in
the beginning, since participants’ response to such an ini-
tiative was unpredictable, it was found that it encouraged
participation. Frequent times sharing with others even chal-
lenging experiences, had a positive effect on participants. It
is believed that during this process, learners’ diversity and
wealth of experience were used as a resource and not as
an obstacle to overcome and learning took place in a more
even way (Arnold, 2011).

Last but not least, non-formal educational settings can be
considered as more suitable contexts for the implementa-
tion of innovative teaching methods in comparison with for-
mal educational settings, where the educators probably are
more oriented towards a specific syllabus. In this vein, such
educational contexts can be considered as ‘safe spaces’,
where the learners can navigate through their multilingual
and multicultural identities (Mattheoudakis, Chatzidaki and
Maligkoudi, 2020).

CONCLUSION

The results of this attempt were learners’ contribution and
willingness to share their stories, even talk about difficulties
they encountered and to care about their classmates’ sto-
ries. To this end, the incorporation of personal experience in
the learning process, not only functioned as a link between
individuals and language but also resulted in team bonding
and motivation. Moreover, it was vital, from the beginning
of the research that possible gaps in the assessment and
interpretation of learners’ needs, created by diverse per-
ceptions or inadequate interpretation of learners’ subjected
needs, would be filled by building a strong rapport with the
participants. Although not measurable, considerable effort
and time was spent in order to create a supportive learning
environment, based on mutual trust where learners would
feel free to express their likes and dislikes regarding the
process, share their difficulties with their classmates and
the teacher and make their own suggestions. In the end, it
was found that learners were willing to participate in this
process and set their own goals along with the teacher and
the educational setting could be considered as a site of ne-
gotiation.

The entire Language Needs Analysis field as a procedure
implemented in the language classroom is probably a pre-
requisite or an essential element in the attempt of applying
transformative pedagogy principles in the foreign/second
language classroom. Language Needs Analysis brings the
learners’ personal needs and identity profiles to the fore.
A learner-centered framework leads to the development
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ABSTRACT

Background. Despite the growing interest of second language acquisition (SLA) researchers
in the languaging process, a few studies have been done on its dynamic attributes in various
writing tasks.

Purpose. This study investigated how online written languaging (WL) might impact English-
as-a-Foreign-Language (EFL) learners’ performance on form-focused writing tasks with
production-based and comprehension-based output orientation in Google Docs, and how the
output orientation of form-focused writing tasks could determine the WL attributes of quantity
and focus.

Method. To do so, 112 Iranian EFL university students were selected and assigned to four
parallel groups. In an eight-week experiment, two groups worked on gap-filling tasks
(production-based) and two groups on error-identification tasks (comprehension-based) in
parallel WL conditions.

Results. Statistical analysis indicated a significant interaction between task output orientation
and WL production. So, on both production-based and comprehension-based tasks, the
+WL groups outperformed the -WL groups. Moreover, in the +WL condition, the task output
orientation determined the quantity of WL episodes, but not their focus on grammar (G-WL)
and lexis (L-WL) in production-based and comprehension-based tasks. As such, the +WL group
who completed the production-based tasks produced much more WL episodes than the +WL
group who completed the comprehension-based tasks. Yet, both groups equally produced
more L-WL episodes than G-WL episodes.

Conclusion. The study had several implications for language teachers to maximize learning
opportunities by teaching how to language in various writing tasks on online platforms. The
L2 teachers are also recommended to adopt an alternative approach to translation as a form-
focused writing task.

KEYWORDS

comprehension-based, google docs, output orientation, production-based, written languaging

It has been argued that L2 learners’ lan-
guaging can facilitate second/foreign
language (L2) learning when they are
working on form-focused writing tasks
(Behbahani et al., 2011; Nguyen, 2020;

INTRODUCTION

Grounded in Vygotsky's sociocultural
theory of mind (SCT, 1987), languaging is

conceptualized as “an action - a dynamic,
never-ending process of using language
to make meaning” (Swain, 2006, p. 96).
Underpinning the Comprehensible Out-
put Hypothesis, Swain (2006) paralleled
the languaging output with metalinguis-
tic output, by stating that both might
function as the “tools of the mind, me-
diating the cognition and recognition of
experience and knowledge” (p. 106).

Pourdana et al., 2011; 2021; Swain, 2006).
To reciprocate, the form-focused writing
tasks can substantially induce languag-
ing episodes which are deemed to en-
hance the depth of processing in writing
(Pourdana, 2022) and mediate the feed-
back uptake (Bataineh et al., 2017; Ellis,
2001; Jang et al., 2020; Nour et al., 2021).
By the same token, Suzuki and Itagaki
(2009) speculated that the attributes of
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written languaging episodes are highly task-dependent. In
other words, the quality and quantity of WL episodes can
notably change while L2 learners perform different types
of writing tasks with comprehension-based (e.g., error-rec-
ognition) and/or production-based (e.g., gap-filling) output
orientation (Keshanchi et al., 2022).

Despite the growing interest of second language acquisition
(SLA) researchers in the constructive role of languaging in
L2 learning, they have more focused on the attributes of
oral languaging (Ammar & Hassan, 2018; Azkarai & Kopins-
ka, 2020; Heidari et al., 2019; Lavasani et al., 2021) with less
interest in languaging in written modality (Yilmaz, 2016).
Moreover, SLA researchers narrowed their scope to study
the languaging production on content-focused writing
tasks such as picture description or data commentary (Ka-
zemi et al., 2022; Falhasiri, 2021; Pourdana & Asghari, 2021),
with minimal attention to form-focused writing tasks such
as translation (Keshanchi et al., 2022). Similarly, adopting an
output-oriented approach to WL on production-based tasks
or comprehension-based tasks has been the subject of scru-
tiny in only a few studies (Pourdana et al., 2012; Storch, 2013;
Suzuki & Itagaki, 2009; Zhang, 2021), with scant attempts to
cross-examine the impact of WL on writing tasks perfor-
mance with production-based and comprehension-based
output orientation. Such interdependency among the WL
attributes and the output orientation of the L2 writing tasks
is the untaken road that the current study has pursued.

LITERATURE REVIEW
Languaging in Theory and Practice

The notion of languaging was initially developed by Swain
in 2006. Subsequently, languaging and its self-explaining
effect have widely been examined in various non-linguistic
fields of science (e.g., Chi, 2000; Karpov, 2013). In Vygotsky's
SCT framework, human cognition is optimally constructed
by the language function as a semiotic device. Accordingly,
L2 learners can shape and sharpen their thoughts as they
talk with themselves (i.e., self-languaging) or with others
(i.e., peer/pair languaging) (Lantolf et al., 2015), or in col-
laborative dialogues (Rafi & Pourdana, 2023). Recently, SLA
researchers incorporated the languaging process as a plat-
form for studying various aspects of L2 development (Fal-
hasiri, 2021; Manchén et al., 2020). It has been argued that
languaging enhances the memory span of L2 learners in
performing cognitively complex tasks (Esfandiari & Noor,
2018), and pushes their attention to the work-in-progress
(Suzuki & Storch, 2020).

Languaging is not always confined to the oral mode. Written
languaging (hereafter, WL) was introduced by Suzuki (2009)
and claimed as an “equivalent of private speech, but in writ-
ing” (p. 4). He further acknowledged three important advan-

tages of WL over oral languaging, in terms of (1) serving the
L2 learners with extra time to process the target language
form, (2) freeing them from immediate language process-
ing, and (3) offering them an extra memory space (Suzuki,
2017).

Several studies on WL have focused on the association of
WL and L2 learner proficiency (Ishikawa, 2018), written cor-
rective feedback (WCF, Nicolas-Conesa et al., 2019), face-
to-face vs. computer-mediated modalities (CMC) (Shekary
& Tahririan, 2006), and task types (Suzuki & Itagaki, 2009).
In an experimental study, for instance, Ishikawa (2018) ex-
amined the impact of WL production on 83 Japanese EFL
learners’ grammar achievement. She assigned them to
four groups at higher/lower proficiency levels to complete
one of the fill-in-the-blank production or multiple-choice
recognition grammar tasks with and without generating
WL episodes. Ishikawa (2018) concluded that only the +WL
groups who completed the production grammar tasks had
significant improvement in learning grammatical structures.
Moreover, the +WL group at the lower level benefitted more
from producing WL episodes than the higher-level group.
Her findings supported the impact of producing WL on L2
grammar learning.

On the same track, in a pretest-posttest experimental study,
Nicolas-Conesa et al. (2019) examined the complex interac-
tion among the type of WCF (direct vs. indirect), type of com-
mitted errors (grammatical vs. non-grammatical), and the
WCF perspective (accuracy vs. acquisition). The researchers
recruited 46 Spanish EFL university students and assigned
them to two experimental groups that were required to
produce WL episodes after they received direct and indirect
WCF and a control group that produced WL and revised their
written assignment without receiving WCF. They concluded
that (1) both direct/indirect WCF groups equally correct-
ed more errors than the control group, (2) the direct WCF
group outperformed the indirect WCF group in revising
grammatical and non-grammatical errors, and (3) all exper-
imental and control groups reduced the percentage of com-
mitted errors from the pretest to the posttest. The authors
emphasized the positive and integrated impacts of WCF and
WL on L2 writing improvement. In another study, Sheka-
ry and Tahririan (2006) required a group of 16 Iranian EFL
learners at mixed language proficiency levels to complete
a dictogloss, a jigsaw, and a collaborative writing task in a
chatroom environment. The researchers attributed the stu-
dents’ large number of WL episodes, successful resolution
of errors, and in-depth engagement in the text-based medi-
um of collaboration to the hybrid nature of the CMC environ-
ment which enhanced the process of noticing in L2 learners.
Finally, Suzuki and Itagaki (2009) promoted languaging as
a task-induced verbalization that actively engages L2 learn-
ers in the production of the target language. They examined
114 Japanese EFL learners who were required to produce WL
while they were completing one of the two comprehension
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and production tasks of translation. By analyzing the WL ep-
isodes and students’ task outcomes, the authors reported
the mediating role of WL and a significant interaction be-
tween the task types and the participants’ level of language
proficiency.

To sum up, SLA researchers have lately shown a growing in-
terest in the constructive role of WL in L2 learning improve-
ment. Accordingly, they have promoted the mediating role
of WL and a significant interaction between the WL and L2
language proficiency, corrective feedback, communication
modality, and task types.

Output Orientation in Form-Focused Writing
Tasks

To emphasize the role of language output as a socially-con-
structed cognitive tool, Swain (1985) proposed her Com-
prehensible Output Hypothesis and argued that producing
target forms can serve as “a trigger that forces the learner
to pay attention to the means of expression to successfully
convey his or her intended meaning” (p. 249), and “the act
of producing language constituents, under certain circum-
stances, as part of the focusing process in language learn-
ing” (2005, p. 471). Swain (1995) moved forward with three
major functions of language output in L2 learning, namely,
noticing, hypothesis testing, and metalinguistic reflection.
While producing language output, L2 learners notice the
gap in their interlanguage and try to amend it (Pourdana
& Rad, 2017). They also attempt to generate the L2 forms
as hypothetically accurate statements which can raise their
focus on form (Schmidt, 2001; Wang, 2019). Moreover, lan-
guage output engages them in metalinguistic reflections to
negotiate the meaning and the form.

Language output plays a more critical role in performing
form-focused tasks. In form-focused tasks, L2 learners are
required to (1) notice the form-meaning mapping in the L2,
(2) integrate the language processing into producing the L2
form, and (3) juxtapose their interlanguage forms with the
target language model (Izumi & Bigelow, 2000).

Translation as a Form-Focused Writing Task

A controversial form-focused pedagogical task, translation
seems indispensable in most bilingual educational contexts
(Cerezo et al., 2019). A translation task is known as a type
of content-controlled writing task (Ishikawa, 2018) that in-
tensely demands the L2 learners to focus on the linguistic
aspects of their writing output more than the content of the
message they convey (Nord, 2005; Pym, 2003).

Translation tasks have been recommended by several SLA
researchers (e.g., Canagarajah, 2013; Moradian et al., 2017,
Pennycook, 2008) in L2 learning environments where the

teachers and students share the same L1. In 2005, Nord
introduced the functional model of translation and argued
that contrastive analysis of the structural similarities and
differences between the source language and the target
language can become a source of metalinguistic awareness
which improves task engagement and L2 learning. In other
words, the L2 learners’ mother tongue can play the critical
role of a metacognitive mediator (Pourdana et al., 2014) and
a regulating device, because the “utterances in L1 mediate
the cognitive processes that L2 learners need in general
problem-solving tasks” such as translation (Antén & DiC-
amilla, 1999, p. 238).

By adopting Nord's functional approach, SLA researchers
responded to the L2 practitioners’ growing interest in trans-
lation tasks while recommending the translation of “careful-
ly selected, authentic texts with a clear context and purpose”
(Kéaroly, 2014, p. 90). As a result, the dynamic code-switching
strategies in translation tasks can have the potential to draw
the L2 learners’ focus on form, make a decision, foster self
and collective scaffolding, and externalize their metatalk
through languaging (Kazemi et al., 2022; Keshanchi et al.,
2022; Rodrick Beiler & Dewilde, 2020).

Computed-Mediated Written Languaging

Computer-mediated communication (CMC) advanced tech-
nologies have changed the face of education by creating a
learner-centered environment that eliminates the appre-
hension, embarrassment, and stress that students usually
feel when participating in real classroom discussions (Pour-
dana, 2022; Pourdana & Tavassoli, 2022; Rafi et al., 2022).
The CMC can serve L2 learners with a platform to share
comments, generate content, and exchange feedback with
peers and teachers, either synchronously or asynchronously
(Abe, 2020). Moreover, the CMC can offer multimedia mo-
dalities in e-learning contexts in terms of downloadable
texts and audio/video files.

Faster than expected, e-learning has turned into a reality in
developing countries despite serious challenges of outdat-
ed infrastructure, the digital divide, teachers’ low expertise,
and learners’ inadequate computer literacy (Engerer, 2020;
Lin, 2020). The situation became even worse with the COV-
ID-19 pandemic crisis which pushed many students to dis-
tance education. In this adverse situation, some user-friend-
ly CMC interfaces such as Google Docs have reached a peak
in popularity.

A CMC Web 2.0-word processor, Google Docs is an interac-
tive online context that allows L2 learners to generate, edit
and share their Word processing documents. The potential
of Google Docs includes being associated with other Google
tools such as Google Translate and Google Sheets, browsing
document folders in Google Drive, managing documents by
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sharing them, and free-of-charge accessibility (Ebadi & Ra-
himi, 2017; Yamashita, 2021).

In the research literature on languaging, Kazemi et al. (2022)
are among the few who focused on computer-mediated
languaging in L2 writing tasks. To compare the impacts of
collaborative writing and mediation modalities in deter-
mining the WL attributes in Google Docs, the researchers
selected 68 EFL learners. The participants were paired and
divided into two advanced groups who collaborated on
form-focused and content-focused writing tasks while si-
multaneously producing WL episodes. Both groups received
teacher-made and automated mediation by Google Docs
on their task performance. The findings indicated that the
group that worked on the form-focused writing task gener-
ated more WL episodes than the other, while both groups
focused more on lexis than grammar. The researchers also
promoted the role of Google Docs’ automated mediation in
causing a more successful resolution of WL episodes than
teacher-led mediation.

The Current Study

The languaging literature lacks enough research on the in-
teraction between the attributes of WL episodes and the
output orientation of the online writing tasks. This study
addressed this large gap by examining (1) the extent to
which the online production of WL episodes and the output
orientation of the form-focused writing tasks (i.e., produc-
tion-based vs. comprehension-based) might interact to fa-
cilitate the EFL learners’ writing improvement, and (2) the
extent to which the attributes of WL episodes (i.e., quantity
and focus) might be determined by the output orientation
of writing tasks.

This study was led by the following research questions:

(1) Is there any potential interaction between producing
WL episodes and the output orientation of the form-fo-
cused writing tasks to affect the EFL learners’ task out-
comes?

How does the output orientation of the form-focused
writing tasks affect the attributes of WL episodes in
terms of quantity and focus?

METHOD

Context and Participants

This research was conducted in the middle of the COVID-19
pandemic in Iran. A group of 130 university students major-
ing in English Translation Studies volunteered to partake in
this experiment. They were Persian-speaking (L1) EFL learn-
ers whose ages ranged from 20 to 25 (M = 22.08, SD = .31)

and the length of their formal exposure to English was 12
years on average.

The participants received bilingual instructions in English
and Persian in mandatory university courses such as aca-
demic writing, translation of journalistic texts, and oral inter-
pretation. The researcher’s criteria for participation in the
research included signing a consent form, owning a smart-
phone, accessing the Internet, and registering with Google
Docs. Also, participants were required not to use dictionar-
ies to complete the assigned tasks.

The experiment was announced as an extra-curricular uni-
versity program which received a huge response from the
volunteers at the university campus. The convenience sam-
pling method (Best & Kahn, 2006) was used to select the
participants who were available and willing to participate
(N =112, 100 females, 89.28%, and 12 males, 10.71%). To
control the confounding effect of the participants’ English
proficiency level on the quantity of WL episodes (Ishikawa
& Suzuki, 2016), it was planned to select a uniform sample
of students at the advanced level of general English. To do
so, the Oxford Placement Test (OPT, Version 1.1, 2001) was
administered. Due to the restrictions imposed by the COV-
ID-19 lockdown, the 60 items of the test were converted into
online Google Forms.

The volunteers whose proficiency level was determined as
advanced by their OPT scores were selected (48-54, C1 on
OPT rating scale) (M = 52.00, SD = .601, Cronbach’s a = .860,
representing strong inter-item reliability). Next to adminis-
trating the OPT and excluding 18 volunteers whose scores
were below the threshold, the 112 remaining participants
were randomly assigned to two groups who worked on pro-
duction-based tasks with and without producing WL (here-
after, +WLPT and -WLPT) and two groups who worked on
comprehension-based tasks with and without producing WL
(hereafter, +WLCT and -WLCT). After assigning the partici-
pants to their respective groups, the OPT mean scores of the
four groups were compared and no significant inter-group
differences were found (F (3, 109) = 1.39, p =.79; Partial n? =

.006, interpreted as a weak effect size).

Assessments and Measures
Assessment Tasks

Three translation tasks were developed which functioned
as the pretest, a production-based posttest, and a compre-
hension-based posttest. The task content was paralleled by
the situationally-relevant topic of COVID-19 to balance their
cognitive loads. The pretest was a Persian-to-English trans-
lation of a descriptive passage prompted with a bar graph
about the marriage rate in the last decade in Iran (count-
ed words = 92, M = 23 per sentence). The participants were
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required to translate the passage in 30 minutes on Google
Docs without using dictionaries.

The production-based posttest was a gap-filling translation
task, and the comprehension-based posttest included an
error-identification task of translation. The logic behind de-
veloping gap-filling and error-identification tasks was their
efficiency in representing the contextualized form-focused
writing tasks with comprehension-oriented and produc-
tion-oriented outputs, respectively (Brown & Abeywickrama,
2018; Pica et al, 2006; Purpura, 2014).

The content of the posttests was adopted from a medical
report on the susceptibility of ABO blood types to COVID-19
infection by ALKhikani (2020). The readability index of the
adopted text was measured as 57.30 (i.e., fairly difficult to
read) on the Flesch Reading Ease Scoring system. The pre-
test and the posttests were pilot-studied with a random
group of 18 undergraduate students and co-rated by the
researcher and her two research assistants (the inter-rater
agreement being 95.40%). The responses were measured
dichotomously (1 for a correct response, 0 for an incorrect
response). Grammatical accuracy was the only standard for
the correctness of the responses to the pretest and posttests.

Treatment Tasks

Eight authentic Persian texts were extracted from www.
mehrnews.com, an official news network headquartered
in Tehran, Iran. They were incorporated into eight parallel
tasks of gap-filling (production-based) and error-identifica-
tion (comprehension-based) as the treatment tasks in this
study. The topics such as marriage, unemployment, nation-
al festivities, COVID-19, and Persian arts were selected with
a 95.08% familiarity index after a topic familiarity question-
naire was administered to the participants. The treatment
tasks were piloted with a total of 49 undergraduate students
similar to the main sample of participants.

The error-identification tasks consisted of a translated
passage with some selected grammatical (e.g., verb tense,
preposition) (N = 6), and lexical choices (e.g., adverb of man-
ner, adjective) (N = 6). The choices were numbered and the
participants had to decide on their grammatical accuracy.
For example, the initial sentence in the error identification
task # 5 was:

This picture ' reports that the ABO blood types plays 2
roles in susceptibility  to COVID-19.

" Correct/Incorrect 2 Correct/Incorrect 3Correct/Incorrect

in which the participants had to highlight one of the cor-
rect/incorrect options for each item on Google Docs. Only
the +WLCT group had to complete the task while producing
WL episodes. The WL episodes could be written on the left
or right margin of the text layout (Appendix A). The select-

ed responses were scored collaboratively by the researcher
and her assistants (Cronbach’s a = .982, representing strong
inter-item reliability).

The parallel gap-filling tasks were spotted with 12 blanks
that corresponded to similar items in the error identifica-
tion tasks. The six grammatical and six lexical missing words
were numbered and the participants were required to fill all
the gaps on Google Docs. While the +WLPT group was pro-
ducing WL episodes and completing the gap-filling task, the
-WLPT group had to work on the task without languaging.
The first sentence in the gap-filling task # 5 was:

TRIS ooeeveeveee " reports that the ABO blood types ............ 2
roles in .............. 3 to COVID-19.

In rating the produced responses to the gap-filling task,
the appropriate-word scoring method was adopted to give
credit to a wider range of responses that fitted the blanks
(Greene, 2001). The misspellings and typographies were not
penalized unless they were illegible (N = 4). The written re-
sponses were also co-rated by the researcher and her assis-
tants (Cronbach’s a = .982, representing strong inter-rater
agreement) (Appendix B). The disagreements in the rating
procedure were resolved case-wise reaching a full consen-
Sus.

Procedure

Informed by Kim and McDonough (2011) who provided ev-
idence for the mediating role of the pretask modeling, the
researcher believed that the tutorial was necessary for the
participants who were unfamiliar with the notion of virtu-
al WL production. Therefore, the study commenced with a
90-minute webinar on Virtual Written Languaging on Google
Docs in Week 1. Upon the announcement in June 2020, 130
volunteers signed up for the Zoom video conferencing plat-
form and used their Google email (Gmail) accounts to sign
in to Google Docs.

In the Zoom meeting sessions, the researcher began to
share the screen with the audience into a document file
generated on Google Docs and live-streamed the virtual
WL performance on various types of translation tasks. The
instructions were also provided to the rating system. The
participants were suggested to notice the automated error
detection by Google Docs and try to apply the comments
to resolve their errors. Through waved underlining, for ex-
ample, Google Docs provided feedback on grammatical or
lexical errors, misspellings, and abbreviated or non-Eng-
lish words (e.g., Goole for Google or COVID). Next to the re-
searcher’s tutorial, four volunteers screen-shared their WL
production on translation tasks and received the audience’s
feedback.

After the OPT administration and grouping in Week 2, the
participants completed the pretest in 30 minutes in the fol-
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lowing week. For the next eight weeks (Weeks 4 to 11), the
+WLCT and +WLPT groups completed treatment tasks while
producing online WL episodes, and the -WLCT and -WLPT
groups performed similar tasks without producing WL. All
assignments were carried out on Google Docs. The online
weekly sessions were 30 minutes long, in which samples of
the participants’ task outputs were rated by the researcher
and discussed with the group. The participants in the +WLCT
and +WLPT groups were frequently encouraged to produce
WL episodes in English. Nonetheless, Persian WL episodes
were accepted and encoded similarly to the English WL epi-
sodes. In Week 12, the WLCT groups completed a 30-minute
error identification task, in parallel to the WLPT groups who
completed a 30-minute gap-filling task on Google Docs. The
whole procedure was illustrated in Figure 1.

Data Analysis

A quantitative scheme of translation assessment was
adopted in this study in terms of measuring the correct re-
sponse percentages on all the treatment tasks, pretest, and
posttests. Accordingly, the error detection was limited to the
percentages of committed errors on grammatical structures
and lexical choices to maintain objectivity in data collection
and reliability of the rating system.

Moreover, the participants’ production of WL episodes by
the +WLCT and +WLPT groups was analyzed in terms of
the quantity and the focus of the WL episodes. To encode
and quantify the WL episodes, Swain’s operational defini-
tion of languaging was adopted as “any segment of a di-
alogue where students [self-]talk about the language they
are producing, question their language use, or other- or
self-correct their language production” (Swain, 2000, p. 287).

Figure 1
The Flow of the Procedure

Further, the WL episodes were analyzed for their type of
focus by using the languaging classification in Yang (2016):
(1) Grammar-based WL (G-WL), including the WL segments
dealing with aspects of morphology or syntax, such as ar-
ticles, tense, or subject-verb agreement; (2) Lexis-based
WL (L-WL), including the WL segments dealing with lexical
choices, or equivalents

RESULTS

In a pretest-treatment-posttest design, this study addressed
whether (1) producing online WL episodes and the output
orientation of the translation tasks would compete to affect
the EFL learners’ task performance and whether (2) the out-
put orientation of the translation tasks would determine the
attributes of the WL episodes. The collected data to answer
the first research question included the +WLCT and +WLPT
groups’ pretest and posttest scores, while the data for the
second research question were collected through the con-
tent analysis of the WL episodes produced by only +WLPT
and +WLCT groups.

Impact of WL and Output Orientation on Task
Outcomes

The pretest and posttest scores of the four groups were
inserted into Statistical Package for Social Sciences (SPSS)
version 25 for running the tests of normality and descriptive
statistics. The level of significance was set at a = .05 for all
tests (Table 1).

As Table 1 indicates, the ratios of skewness and kurtosis
for all test results were inside the + 1.96 intervals to retain

Webinar of Virtual Written Languaging on Google Docs

OPT (Placement Test) + Group Assignment

Pretest

+WLPT -WLPT

Gap-filling Gap-filling

Task Task

+ WL - WL

Week 1
Week 2
Week 3
+WLCT -WLCT
Week 4 to
Error - Error -
Week 11 identification identification
Task Task
+ WL - WL
Posttest
Week 12 (Error-identification Task)

Posttest
(Gap-filling Task)
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the normality of the data (Byrne, 2010). The descriptive sta-
tistical analysis of the pretest and the posttests is summa-
rized in Table 2. Accordingly, the highest mean score on the
posttest belonged to the +WLPT group (M = 10.85, SD = .80),
followed by the +WLCT group (M = 8.92, SD = .81). The other
two groups (-WLCT and -WLPT) also showed improvement
on the posttests, yet their improvements were not as notice-
able as in the +WL counterparts.

To move forward to the inferential statistics, an analysis of co-
variance (ANCOVA) was run with the mean scores of the four
groups on the posttests, when the condition of +WL (with
and without producing WL) was set as the between-group
variable (Table 3). The logic behind running the ANCOVA
was to control the initial within-group differences in the par-
ticipants of the four groups which were measured by the
pretest (covariate).

The assumptions of ANCOVA were met in this study, includ-
ing the homogeneity of variances for the groups (indicat-
ed by the ratios of skewness and kurtosis in Table 1), the
non-significant interaction between the covariate and the
dependent variable (i.e., the posttests scores) (F (3, 104) =

Table 1
Normality of the Pretest and Posttest Scores (Four Groups)

.780, p = .010, Partial n? = .016, interpreting as a weak effect
size), and the homogeneity of variances measured by Lev-
ene’s Test of Equality of Variances (F (3, 108) =.241, p = .867).

According to Table 3, the test of ANCOVA produced the main
effect of the tWL condition which caused significant differ-
ences among the mean scores on the posttests (F (3, 107) =
221.583, p =.000, partial n?=.861, representing a large effect
size), after controlling for the covariate effect of the pretest.

To further explore the between-group differences, a series
of Sheffé post hoc tests were carried out to examine the ex-
tent to which the posttests gain scores were different across
groups. The results reported significant differences, with
the largest gap between +WLPT and -WLPT groups (Mean
Difference = 5.28, p < .005, 95% CI [4.69 - 5.78]), and the
smallest gap between +WLCT and -WLCT (Mean Difference =
1.35, p <.000, 95% CI [.76 - 1.94].

As Figure 2 illustrates, the +WLPT and +WLCT groups im-
proved their writing performance noticeably from the pre-
test to the posttest (5.10 to 10.85, and 5.49 to 8.92, respec-
tively). Regarding the -WL groups, while the ~-WLCT group

Skewness Kurtosis
Groups Test WL Statistics  Std. Error Ratio Statistics  Std. Error Ratio
WLCT Pre + -.693 441 -1.57 1.261 .858 1.46
Post + .581 441 1.31 -.012 .858 .01
WLPT Pre + 482 441 1.09 1.101 .858 1.28
Post + 273 441 .61 -.379 .858 -.44
WLCT Pre =121 441 -.27 1.198 .858 1.39
Post -.610 441 -.07 191 .858 .22
WLPT Pre 377 441 .85 -.304 .858 -35
Post .560 441 1.26 1.196 .858 1.39
Table 2
Descriptive Statistics of the Test Scores
Groups Test WL Mean Std. Deviation 95% CI
WLCT Pre + 5.49 A7 [5.42 - 5.55]
Post + 8.92 .81 [8.61-9.24]
WLPT Pre + 5.10 .21 [5.02 -5.19]
Post + 10.85 .80 [10.54 - 11.16]
WLCT Pre 5.67 14 [5.62 - 5.73]
Post 7.57 .69 [7.30-7.83]
WLPT Pre 5.49 .21 [5.41-5.57]
Post 5.77 .79 [5.26 - 5.87]
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Table 3
Tests of Between-Subjects Effects

Source Type III Sum of Squares df Mean Square F Sig. Partial n?
Corrected Model 417.0082 4 104.252 171.729 .000 .865
Intercept 7.714 1 7.714 12.708 .001 .106
Pretest .043 1 .043 .071 .790 .001
Groups 403.550 3 134.517 221.583 .000 .861
Error 64.957 107 .607
Total 8072.000 112
Corrected Total 481.964 111

Note: R Squared = .865 (Adjusted R Squared =.860)

Figure 2
Estimated Marginal Means

Multiple Line Mean of Pretest, Mean of Posttest by INDEX...

Groups
— HWLCT
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1000
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had a moderate improvement, the performance of the -
WLPT group showed a small progress from the pretest to
the posttest (5.67 to 7.57 and 5.49 to 5.77, respectively).

Impact of Output Orientation of the Tasks on
WL Attributes

To address the second research question, the quantity of WL
episodes and their focus on grammar (G-WL episodes) and
lexis (L-WL episodes) produced by the +WLPT and +WLCT
groups were summed up.

Every occurrence of the G-WL and L-WL episodes was treat-
ed as one test score. Accordingly, the total number of WL
episodes produced by the +WLPT group (N = 847) was more
than doubled in size of the WL episodes produced by the
+WLCT group (N =405). Moreover, in both +WLCT and +WLPT
groups, the tallies of the L-WL episodes (501, 54.75% to 300,
72.28%) were much higher than those of the G-WL episodes
(346, 45.25% to 115, 27.71%). The descriptive statistics for

G-WL and L-WL episodes are presented in Table 4.

As Table 4 reports, the ratios of skewness and kurtosis were
within the + 1.96 intervals as the indication of normal dis-
tribution. Moreover, the average number of L-WL episodes
produced by both +WLCT and +WLPT groups (M = 10.71, SD
=1.30, and M = 17.89, SD = 1.10, respectively) showed a larg-
er distribution of L-WL episodes than G-WL episodes (M =
4.10,SD =1.42, and M = 12.35, SD = 1.41, respectively) in both
groups. To further explore the differential impacts of the
output orientation of the treatment tasks on the focus of
WL episodes, a one-way analysis of variance (ANOVA) was
carried out (Table 5).

As Table 5 indicates, the main effect of the output orienta-
tion on the average number of G-WL and L-WL episodes was
reported as significant (F (3, 108) = 508.78, p = .000, partial
n?= 320, representing a large effect size). In other words,
the difference between the proportions of G-WL and L-WL
episodes on gap-filling and error identification tasks was de-
termined by their output orientation.
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Table 4
Descriptive Statistics for G-WL and L-WL Episodes

Skewness Kurtosis
Group WL M SD Statistics Std. Error Ratio Statistics Std. Error Ratio
+WLCT G-WL 4.10 1.42 -.285 441 -.641 -1.198 .858 -1.396
L-WL 10.71 1.30 -.379 441 -.859 1.012 .858 1.179
+WLPT G-WL 12.35 1.41 377 441 .854 -.304 .858 -.354
L-WL 17.89 1.10 .046 441 104 -478 .858 -.557
Table 5
Mean Comparison of WL Episodes
Sum of Squares df Mean Square F Sig. Partial n?
Between Groups 2706.464 3 902.155 508.787 .000 320
Within Groups 191.500 108 1.773
Total 2897.964 111
DISCUSSION both their existing knowledge and their ability to produce

The first research question in this study queried whether
producing WL and the task output orientation would have
any interface to affect the L2 learners’ performance on
form-focused writing tasks. The findings were affirmative
and in favor of the impact of WL production. In other words,
the L2 learners who produced WL had better performance
on both production-based gap-filling tasks and comprehen-
sion-based error-identification tasks, than those whose task
output was without WL production.

The discussion of the first research question is anchored
in Vygotsky's SCT argument and cognitive psychology of
the mind. In the SCT framework, the distance between the
L2 learners’ potential and actual level of development is
bridged by employing collective scaffolding of the teach-
er (the expert) to the learner (the novice) (Vygotsky, 1987)
or the learners’ self-scaffolding (Swain et al., 2009). In
other words, the social or private speech exchanged over
the form-focused tasks might be internalized and turned
into metacognitive (i.e, languaging) output (Storch, 2013).
Therefore, engagement of the L2 learners in producing lan-
guaging can mediate them to deepen their knowledge of
linguistic form and “relocate the scaffolding agency from
the expert to the learners to provide occasions for success-
ful learning” (Knouzi et al., 2010, p. 26).

Moreover, the ANCOVA statistical results indicated that the
participants in +WL groups who produced responses to the
gap-filling tasks outperformed those who selected the cor-
rect responses to the error identification tasks. From the
cognitive psychology perspective, while the error identifica-
tion task can challenge only the L2 learners’ existing gram-
matical and lexical knowledge, the gap-filling task demands

correct responses (Purpura, 2014). Therefore, the produc-
tion-based gap-filling tasks could trigger more WL episodes
than the comprehension-based error identification tasks
and eventually higher task achievement (Falhasiri, 2021; Van
Patten, 2015a).

Several studies have echoed the mediating role of WL in L2
learners’ outperformance on various types of tasks similar
to the results of the study (Manchén et al., 2020; Pica et al.,
2006; Storch, 2013; Suzuki & Itagaki, 2009; Swain et al., 2009).
The findings in this study partially contradict Ishikawa (2013)
who required 18 Japanese EFL learners to complete a Jap-
anese-to-English translation task with/without languaging.
In the face-to-face classroom setting, Ishikawa assigned
the participants to the treatment and control groups. It was
reported that the languaging participants produced more
L-WL than G-WL, while no differences were observed be-
tween their posttest scores and those in the control group.
Such unexpected results were arguably due to several pos-
sible reasons, such as the small size of participants in each
group, and the non-experimental nature of the study.

The second research question addressed the potential im-
pact of the output orientation of the form-focused writing
tasks on the quantity and focus of the WL episodes. The
results indicated that the output orientation of translation
tasks could only determine the quantity of the WL episodes
in favor of production-based gap-filling tasks. In other words,
the L2 learners who performed production-based gap-fill-
ing tasks produced more WL than those who performed
comprehension-based error-identification tasks. Yet both
groups focused more on lexis (L-WL) than grammar (G-WL)
while they were producing WL and performing writing tasks.
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The discussion of the second question is two-fold. On one
hand, the results are supported by the fundamental argu-
ment in Swain’'s Comprehensible Output Hypothesis which
accounts for producing a larger body of WL episodes by
L2 learners who are working on production-based tasks
such as gap-filling (Benati, 2017; Swain, 2005). On the oth-
er hand, Swain anticipated that L2 learners would generate
more grammar-focused than lexis-focused language out-
put when they work on form-focused writing tasks which
seemed contradictory to the findings in this study. Despite
the soundness of this argument, the languaging output may
not necessarily function as the language output which is the
core subject matter in Swain’s Output Hypothesis. In other
words, the gap-filling tasks might still require the L2 learn-
ers’ languaging over the lexical points (L-WL) more than
grammatical points (G-WL).

Several SLA researchers compared the impacts of differ-
ent task types on the amount of WL episodes (Garcia Mayo,
2002; Niu, 2009) and supported the potential of the produc-
tion-based tasks to induce a larger body of languaging epi-
sodes. The findings in this study are consistent with Suzuki
(2012), but partially endorse Yang (2016). To examine the
impact of receiving form-focused CF on learning English
grammar, Suzuki (2012) examined 24 Japanese EFL learn-
ers who worked on a production-based writing task and
received CF exclusively on their grammatical errors. The
participants were required to produce WL on the received
CF and revise their writings. Consistent with the findings in
the current study, Suzuki reported a huge number of stu-
dents’ WL episodes as a result of working on form-focused
production-based writing tasks and the mediating role of CF
in their writing task achievement. On the other hand, Yang
(2016) explored the role of WL to facilitate eight Chinese EFL
learners’ performance on a story re-writing task (i.e., a pro-
duction-based oral task). The participants’ engagement in
languaging was later analyzed in terms of the rates of L-WL
and G-WL episodes. Similar to the findings of the current
study, Yang reported that when the participants engaged
in the re-telling stage, they produced a large number of
L-WL episodes. Yet, in the comparing and revising stages of
the story re-writing task, they switched to generating more
G-WL episodes.

The relative advantage of the groups whose task perfor-
mance concurred with producing WL episodes (+WLCT and
+WLPT groups) can be further discussed in light of the learn-
er-centered and user-friendly potential of the Google Docs
platform. As a web-based Word processor, Google Docs
mediated all participants through the visual display of their
writing task outputs. Therefore, it simultaneously provoked
a large amount of WL episodes in the two +WL groups who
could visualize their WL episodes as well. As a result, Google
Docs could benefit the +WL groups with more opportunities
to notice their linguistic errors, self-repair, and deliberate
(Falhasiri, 2021; Kazemi et al., 2022; Yamashita, 2021).

CONCLUSION

This study provided strong evidence for the interaction be-
tween the WL production and task output orientation and
their potential to improve EFL learners’ performance on
form-focused writing tasks (i.e., translation). It was found
that producing WL episodes could mediate the L2 learners’
performance on both production-based and comprehen-
sion-based writing tasks. Moreover, the WL was provoked
more rigorously by working on production-based than com-
prehension-based writing tasks, while the focus of WL ep-
isodes was more directed to lexis than grammar on both
types of form-focused writing tasks.

In consequence, several pedagogical implications can be
proposed. The L2 teachers are recommended to create
opportunities for languaging by training the students how
to language in oral and written modes. For more benefits,
teacher-imposed languaging might be incorporated as an
independent task rather than the by-products of a pedagog-
ical task.

The L2 teachers are also recommended to adopt an alter-
native approach to translation as a constructive form-fo-
cused writing task. They can make the best use of transla-
tion as a semanticizer in teaching new forms in the target
language, and as a forum to raise more awareness of the
complex linguistic structures. More importantly, translation
can generate a large amount of languaging and mutually
become improved through languaging. Therefore, in the L2
contexts where students and teachers share similar L1, such
as in Japan or Iran, translation can play an effective peda-
gogical role. Finally, by blending languaging and a variety of
form-focused tasks on CMC platforms such as Google Docs,
Google Meet, and Zoom, both L2 teachers and learners can
enjoy the synchronicity, simplicity, and practicality of their
invaluable resources.

The arguments in this research are still inconclusive due to
several limitations. The COVID-19 pandemic was the major
obstruction that caused countless adjustments to the proce-
dures of selecting participants, collecting data, and setting
follow-up discussions with the research team. The second
limitation was the non-random method of sampling. The
participants were English-major EFL university students at
high levels of language proficiency who volunteered to col-
laborate. The researcher speculated that the participants’
high level of task engagement and enthusiasm, advanced
language proficiency, and educational background in Eng-
lish Translation Studies could have confounded the findings.
Therefore, the generalizability of the results should be done
with precautions. From the academic research design per-
spective, the researcher did not plan to examine the sustain-
ability of the impact made by WL production on writing task
performance by running delayed posttests. Neither did she
isolate the moderating effect of the translation tasks by in-
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cluding comparison groups who could complete other types  DECLARATION OF COMPETITING

of form-focused writing tasks. Beyond the limitations in this

study, the reported findings reasonably suggest that if WL is INTEREST
carefully designed in online modalities and/or face-to-face

context of language learning, it can provide optimal oppor- None declared.
tunities for L2 writing improvement.
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APPENDIX A

Error-Identification Task + WL

COVID-19 and Blood Types

45.00%
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0.00%

Blood group A  Blood group B Blood group AB  Blood group O

(Adopted from Al-Kheikani. 2020)

Read the passage and choose the accurate responses by highlighting them. You can write your languaging episodes on the
margins.
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Cudd ol pan g il A LA b s ey SlLaslie 0 A fshes Ko el i

. This picture’ reports that the ABO blood types plays® roles in

word but I guess it
means cruelty.

I _ . 1. picture or image?
susceptibility’ to COVID-19. The* people with Blood type A has’ a 9

higher danger® of infection compared to” Blood type O. The percent® of
O, AB. B. and A Blood types in the total investigating® patients was 4
25.24.9.22, 24 27, and 41 26, respectively'®. Blood type O is associated g

8. percent or parents?

. ) danger 15 correct?
in'! a lower risk compared to the non-O Blood types. To' the contrary,

19 T am not sure about Blood type A 15 associated with a higher nisk compared to the non-A T

The Score: 6/12

this one! Blood types. 9. investigated 15
correct.
! Correct/Incorrect 7 Correct/Incorrect 10. relatively is correct.
? Correct/Incorrect § Correct/Incorrect respectively? why?
? Correct/Incorrect  ? Correct/Incorrect i
4 Correct/Incorrect  ° Correct/Incorrect
3 Correct/Incorrect 1 Correct/Incorrect
% Correct/Incorrect 2 Correct/Incorrect
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APPENDIX B

Gap-filling Task + WL

COVID-19 and Blood Types

45.00%
40.00%

41.26%
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30.00%
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10.00%

5.00%

0.00% |

Blood group A  Blood group B Blood group AB  Blood group O

(Adopted from Al-Kheikani. 2020)

Read the passage and write the best English equivalence in the blanks. You can write your languaging episodes on the

margins.
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1. I don’t remember the
exact word! I think 1t
can’t be a picture.
Pictures don’t show
information!

2. Take roles or play

3. T am sure 1t 15 not the

This graph ' reports that the ABO blood types play * roles in
sensitiveness 3 to COVID-19. - * people with Blood type A are in * a
higher danger ® of infection compared 7o ” Blood type O. The percentage
fof O, AB. B, and A Blood types in the total observed ® patients was

25.24,9.22,24.27, and 41.26, in order 1°. Blood type O 1s associated with
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4 _
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I should write 2 words
here.

The Score: 11/12
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J

8. Percentages or
percentage?
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exact word for it, but

patients can’t be
studied. Or can they? It
must be observed.

10. Why it has come at
the end of the
sentence? It 15 very
confusing!

11.-

12. To or On? I am not
sure.
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ABSTRACT

Background. Many studies suggested that academic procrastination is particularly prevalent
among learners atuniversity level. However, empirical data on the interactions between academic
procrastination and, respectively, learners’ attitudes towards cheating (AtC), absenteeism, and
learning achievement, are either generally inconclusive or non-existent, especially in English as
Foreign Language (EFL) literature. Thus, it is worthwhile to conduct a study to examine these
issues in the Indonesian EFL context, home to one of the largest communities of EFL learners
in the world.

Purpose. The aim of this study was to investigate academic procrastination of Indonesian EFL
learners at university level and the interactions of these learners’ procrastination with AtC,
absenteeism, and second/foreign language (L2) achievement.

Method. The study used an online survey method and 164 learners from non-English
departments participated in this study.

Results. On the basis of descriptive statistics, it was found that the participants reported a
moderate level of procrastination in English class. Furthermore, this study found that learners'
procrastination significantly and positively correlated with their AtC and absenteeism. This
indicated that the more learners procrastinated, the higher their approval of cheating behaviour,
and the more likely they were to be absent in English classes. The predictive power of learner
procrastination was 16.4% on AtC, and at 8.3% on absenteeism. Moreover, the study also found
a significant, negative, and moderate relationship between learner procrastination and their L2
achievement with learners' procrastination being able to predict 16.5% of the total variance in
L2 achievement.

Conclusion. Teachers are suggested to promote project-based tasks in groups where the
step-by-step progress of learners is continually monitored, feedback given, and rewarded. This
could discourage procrastination, absenteeism, as well as cheating behaviours, and potentially
promote more optimal L2 achievement.

KEYWORDS

English as Foreign Language (EFL), academic procrastination, attitudes toward cheating,
absenteeism, second/foreign (L2) achievement

ademic procrastination is a form of situ-
ational procrastination in which learners

INTRODUCTION

Etymologically, the term "procrastina-
tion" comes from the Latin word "pro-
crastinate-" meaning "defer until the
morning". Procrastination happens in
daily life, including in academic environ-
ments where learners postpone working
on or completing academic tasks (Al-
exander & Onwuegbuzie, 2007), hence
the term academic procrastination. Ac-

intentionally delay or defer works that
must be completed (Schraw et al., 2007).
Learners inclined towards academic pro-
crastination may be aware or not aware
that they are engaging in such behaviour
(Janssen, 2015). Whilst academic procras-
tination may happen among learners
from all levels of education (Swaraswati
et al., 2017), this phenomenon is prev-
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alent among learners at the university level (Gonda et al.,
2021; Yurtseven & Dogan, 2019).

Interactions between Academic
Procrastination and Learning Achievement

There seems to be a debate over whether procrastination
merely has detrimental effects or it may have functional ef-
fects. Several researchers have stated that procrastination
does not always influence learning in a negative way (Cao,
2012; Chu & Choi, 2005). Chu and Choi (2005) argued that
procrastinators can be categorised into active and passive
procrastinators. Whilst the passive tend to postpone working
on tasks unintentionally, the active defer working on tasks
because they know they work better under pressure (Chu
& Choi, 2005). In other words, despite seemingly delaying,
these active procrastinators have control of their tasks and
have the intention of performing satisfactorily and meeting
the given deadlines (Chu & Choi, 2005). In a similar vein, a
study involving learners from undergraduate and graduate
levels by Cao (2012) reported that some participants identi-
fying themselves as procrastinators, did so because they felt
confident with their abilities to obtain satisfactory results
despite procrastinating. This suggested that they did not
lose control of their work. A study by Babadogan (2010) in
Turkey reporting a non-significant association between pro-
crastination and achievement may indirectly give support to
the claim of these aforementioned researchers.

Despite the aforementioned claim on the possible function-
al effect of procrastination, many studies have suggested its
detrimental effects. Several studies investigated the possi-
ble relationship between academic procrastination and L2
achievement in several different contexts such as in Turkey,
Iran, and China (Akpur, 2017; Aydogdan & Akbarov, 2018; Kaf-
ipour & Jafari, 2021; Korkmaz et al., 2018; Yurtseven & Akpur,
2018; Zhang & Zhang, 2022). They suggest negative associ-
ations between procrastination and academic achievement.
A study involving 211 Turkish university learners by Akpur
(2017) found a significant, negative association between
learners’ academic procrastination and L2 achievement, r
(209) =-.58 p <.05. In a similar vein, another study in a Turk-
ish context by Yurtseven and Akpur (2018) also reported a
significant negative association between the two variables,
albeit at a weak level (r = -.28, p < .07). Slightly similar in
findings, a recent study by Zhang and Zhang (2022) in Chi-
na reported that learners’ academic procrastination had a
significant negative effect on the readability of their L2 writ-
ing. This indicated that the more learners procrastinated,
the greater the decrease in the readability of their writing,
suggesting a lower quality. Moreover, a recent study involv-
ing L2 learners of English from a medical department by
Kafipour and Jafari (2021) even reported that learners’ pro-
crastination contributed to 90.8% of the total variance in the
learners’ L2 writing performance.

This highlights the contrasting views and findings on asso-
ciation as well as the causal relationship between academic
procrastination and achievement. Therefore, more studies
investigating the effects of academic procrastination on
achievement are necessary. Moreover, in the Indonesian L2
context, home to the second largest community of English
as Foreign Language (EFL) learners after China, such studies
are still very limited, if not non-existent.

Possible Factors Affecting Academic
Procrastination

There are several contributing factors or antecedents to ac-
ademic procrastination. One of them is task aversiveness,
referring to actions learners find unpleasant (Steel, 2007).
Learners try to avoid aversive stimuli and as such, they try
to avoid them, for instance by procrastinating. Aversion to
a certain task could be attributed to various personal char-
acteristics such as motivation. However, when learners find
a task unappealing or even unpleasant, the more likely they
are to defer working on it (Steel, 2007). Furthermore, teach-
ers could also be antecedents of academic procrastination
(Schraw et al., 2007). Teachers who expect less, who negoti-
ate deadlines and who are not strict with grading could un-
intentionally promote procrastination. In comparison, learn-
ers are less likely to procrastinate knowing their teachers
expect good-quality work (Schraw et al., 2007). Furthermore,
several studies also reported the role of gender in affecting
procrastination (Balkis & Duru, 2017; Roy & Banerjee, 2022;
Zhou, 2018). A study in Turkey by Balkis and Duru (2017), for
example, reported that male learners had a higher level of
academic procrastination than females.

Interestingly, recent studies suggested that the use of the
internet contributes to academic procrastination (Herdian
& Zamal, 2021; Mohammadi et al., 2015; Wulandari et al.,
2021). A study involving 30 Iranian learners of English by
Mohammadi et al. (2015) found a medium positive relation-
ship between internet use and academic procrastination,
suggesting that the more the participants used the internet,
the higher the tendency to procrastinate. Furthermore, two
studies in general education in Indonesia also reported that
learners procrastinated more during the Covid-19 pandem-
ic-driven online learning (Herdian & Zamal, 2021; Wulandari
etal.,, 2021). Herdian and Zamal (2021) further reported that
learners' procrastination was at a moderate level. These
findings suggest that the internet often seen as an incredi-
ble source of learning can also be a distraction for learners
(Satsevich et al., 2021) for example if they access social me-
dia and entertainment sites when they are supposed to be
participating in an online class or working on certain tasks.
For this reason, a study on procrastination in an online
learning context will e very useful for further studies in the
field of procrastination in an online environment.
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Cheating and Absenteeism: Potential
Interactions with Academic Procrastination

Several studies, albeit quite limited in number, seem to be
interested in the possible association between academic
procrastination and academic dishonesty such as cheating.
From the perspective of learning, cheating serves as a cog-
nitive shortcut (Anderman & Murdock, 2007). As effective
teaching requires learners to use self-regulatory, as well as
complex cognitive strategies, cheating is seen by learners as
away to preclude these needs (Anderman & Murdock, 2007).
Intuitively, cheating may closely be related to task aversive-
ness contributing to procrastination. Outside the L2 context,
Oktaria et al. (2021) in their study involving learners from
a medical department in Indonesia argued that academic
procrastination is one of contributing factors to academic
dishonesty, including cheating behaviours. However, their
study eventually reported that there was no association
between learners’ academic procrastination with academic
dishonesty. In comparison, a study in Iran by Saracaloglu
et al. (2021) reported that academic procrastination among
graduate and undergraduate learners correlated positively
and moderately with their attitude toward cheating. Thus,
the relationship between procrastination and cheating has
not been firmly established. Hence, it could be strategic to
investigate the association between the two.

Another frequent phenomenon in various L2 learning con-
texts is absenteeism (Al-Mekhlafi, 2016; Subekti, 2020). A
study involving Indonesian English teachers by Subekti
(2020) reported the frustration of teachers with the high
level of absenteeism among learners. Learners were re-
ported to skip classes despite the efforts of teachers to re-
mind them and despite knowing the consequences on their
grades (Subekti, 2020). A study in Yemen by Al-Mekhlafi
(2016) also reported discontent among teachers with at-
tendance and motivation of learners in joining the English
class. Absences could lead to learners falling behind their
peers and having fewer opportunities to obtain complete
class content (Al-Mekhlafi, 2016). This may also stimulate
task aversion leading to procrastination. Hence, it could be
worthwhile to conduct a study investigating the association
between procrastination and absenteeism considering such
studies are still rare in literature.

Considering these rationales, this study intends to answer
the following research questions. First, what is the level of
academic procrastination among Indonesian university
learners in online English classes? Second, what is the re-
lationship between the level of procrastination and, respec-
tively, their attitudes toward cheating, absenteeism, and L2
achievement?

A study with the aforementioned research objectives in the
relatively under-researched Indonesian L2 context could
generally contribute to future studies on procrastination

concerning other relevant components in L2 learning in the
online learning environment.

METHOD

Research Design

The study used a quantitative design by distributing an on-
line Google Form questionnaire. The use of a quantitative
design in this study was attributed to several factors. First,
a large number of research studies on procrastination have
been conducted quantitatively (Akpur, 2017; Aydogan & Ak-
barov, 2018; Babadogan, 2010; Korkmaz et al., 2018; Lujan et
al., 2021; Zhang & Zhang, 2022), suggesting the popularity in
the field of procrastination across various contexts. Second-
ly, considering the scarcity of such studies in the Indonesian
L2 context, such a quantitative study may produce general-
isable data for further relevant studies in the Indonesian L2
context.

The online questionnaire used in the study consisted of sev-
eral parts: explanations about the purpose of the study, con-
sent forms, demographic information, eight questionnaire
items on attitude toward cheating (AtC) in English class, and
ten questionnaire items on academic procrastination in Eng-
lish class. The eight questionnaire items on AtC were adapt-
ed from a study by Carpenter et al. (2006) with the necessary
adjustments to fit the L2 context of the present study. Like-
wise, the ten questionnaire items on academic procrastina-
tion, which would be the focus of the present study, were
adapted from the Pure Procrastination Scale developed by
Lien et al. (2014) in the field of psychiatry. For example, “I
delay making decisions until it is too late” in the original
questionnaire was modified into “Related to assignments
from English class, I delay making a decision until it is too
late” to help the participants contextualise their responses
to the English class context. Four possible responses were
available, “Strongly agree” (converted into 5 points), “Agree”
(4 points), “Disagree” (2 points), and “Strongly disagree” (1
point). In the present study, the questionnaires on AtC pro-
duced .86 Cronbach’s alpha coefficient and .86 McDonald’s
omega coefficient, indicating high internal reliability. Simi-
larly, the questionnaires on academic procrastination pro-
duced .88 Cronbach’s alpha coefficient and .89 McDonald’s
omega coefficient, indicating high internal reliability.

Research Setting and Participants

The research setting was General English (GE) classes Lev-
els 1, 2, and 3 at a private university in Java, Indonesia. GE
classes were non-credited matriculation classes taken by
learners from various non-English departments. At the time
of registration at the university, learners took a placement
test to determine their English level at matriculation. They
were required to pass GE Level 3 to be able to take a cred-
ited English for Academic Purposes (EAP) class in their re-
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spective departments. Each level consisted of 16 meetings
taken over a semester. At the time of data collection, the
meetings were conducted online and most of these meet-
ings were conducted synchronously through the Zoom plat-
form with a 75-minute duration each. Additionally, some 500
learners enrolled in GE classes, with the majority of them
taking Level 3.

From these 500 enrolled learners, 164 learners participated
in the present study. Of these learners, 164 learners partic-
ipated in the present study. Of these learners, 79 (48.2%)
were males and 85 (51.8%) were females, with a maximum
age of 22 and a minimum of 16 (M = 19.27). 118 (72%) were
learners at GE Level 3, 40 (24.4%) were at GE level 2, and 6
(3.7%) were at GE Level 1. As the GE classes were conducted
online, at the time of data collection these participants re-
sided in various islands or regions. 124 participants (75.6%)
resided in Java, 11 (6.7%) in Nusa Tenggara, 10 (6.1%) in Su-
matera, 8 (4.9%) in Kalimantan, 5 (3%) in Papua, 3 (1.8%) in
Sulawesi, 1 (0.6%) in Bali, and 2 (1.2%) in other islands or
regions. They were from eight different departments and
the details can be observed in Table 1.

Ethical Consideration

The study did not obtain any ethical clearance as there was
no ethics committee at the university at which I worked
prior to the data collection. However, this study faithfully
employs several principles of research ethics. First, auton-
omy or voluntary participation was maintained through the
distribution of a consent form (Cascio & Racine, 2018) to be
completed by the prospective participants in the first part
of the online questionnaire. The consent form detailed the
purposes of the study, the expectations of the participants
and their rights including that of being able to withdraw
their participation at any time. This was to ensure that the
participants understood the study before participating in it
(Farrow, 2016; Weinbaun et al., 2019). Additionally, of 164
participants, 63 (38.4%) expressed their willingness to be
invited for interviews, should follow-up studies be required.

Table 1
The Learner Participants’ Departments

This indicated the fairly high level of enthusiasm of the par-
ticipantsin the present study. The other 161 (61.6%) were not
willing to be involved in any follow-up studies, demonstrat-
ing autonomy. Furthermore, the principle of beneficence or
maximising the benefits for the participants (Weinbaun et
al., 2019) was adhered to by making the questionnaire as
simple and easy to complete as possible. Monetary rewards
were also given to some randomly selected participants as a
token of gratitude. Finally, the study also employed the prin-
ciple of confidentiality (Ramrathan et al., 2016). Though the
participants were required to write their names when filling
out the questionnaire, these names were kept confidential
and were not publicised in the report.

Data Collection and Analysis

The data collection was conducted in the second semester
of the 2021/2022 academic year. After permission to con-
duct the study was granted from the Head of the Language
Centre, the organiser of the GE classes, the link of the online
questionnaire was shared to learners taking GE classes by
GE class teachers in their respective class WhatsApp groups
and Learning Management System (LMS). The online ques-
tionnaire distribution was conducted from 9 May 2022 up to
27 May 2022. The questionnaire data was then downloaded
in an Excel file and moved to SPSS 25 for further analysis.
The data on the final grades and the total absences of the
participating learners was obtained from the course secre-
tary at end of the semester. This data was recorded to SPSS
25 per the names of the participants.

After all the necessary data had been recorded in SPSS 25,
several procedures of data analysis were employed. First,
descriptive statistics were used to answer the first research
question on the level of academic procrastination among
learners in English classes. The data was presented in the
form of mean scores and percentages. Before parametric
tests were performed, the data was tested for normality
and homoscedasticity. After all the variables were found
to be normally distributed (p >.05). Homoscedasticity tests

No Departments Number of participants Percentages (%)
1. Accounting 23 14.0
2. Architecture 24 14.6
3. Biology 9 5.5
4. Product design 5 3.0
5. Informatics 33 20.1
6. Medical 10 6.1
7. Management 54 32.9
8. Information System 6 3.7
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Figure 1
The Flow of Data Collection and Analysis
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were performed and all the dependent variables, AtC, ab-
senteeism, and L2 achievement had homoscedasticity.
Next, bivariate correlation and bivariate (linear) regression
formulas were used to answer the second research ques-
tion on the relationship between procrastination and these
components: AtC, absenteeism, and L2 achievement. The
sequence of data collection and data analysis can be seen
in Figure 1.

RESULTS

Learners’ Academic Procrastination in Online
English Class

The composite mean score of the ten questionnaire items
on procrastination was 25.54, on a scale of 10 up to 50 (SD =
7.75). This indicated that in general terms, the learners who
participated reported a moderate level of procrastination
behaviours in English class. The detailed results in each of
the items can be observed in Table 2.

As seen in Table 2, of the ten questionnaire - items on ac-
ademic procrastination - items 4, 6, and 8 produced the
highest mean scores. Item 4, "When working on assign-
ments from English class, I often waste time by doing oth-
er things" produced the third highest mean score, at 2.90
on a scale of 1 up to 5, with which 78 participants agreed
(47.6%). Then, item 6, “I often find myself performing tasks
thatI had intended to do days before” produced the highest
mean score, at 3.12, with 91 participants (55.5%) agreeing
with the statement. Next, item 8, “I generally delay before
starting on work I have to do” produced the second highest
mean score, at 3.02. 85 participants (51.8%) agreed with the
statement.

The Relationship between Learners’
Procrastination and Their Attitudes toward
Cheating (AtC), Their Absenteeism, and L2
Achievement

The findings on AtC, absences, and L2 achievement among
learners are as follows:

First, the mean score of the learner participants' AtC ob-
tained from eight items on AtC was 16.46 on a scale of 1-40,
suggesting generally lower AtC or disapproval toward cheat-
ing behaviours. Second, the mean score of learners' grades
was 78.62 on a scale of 0-100, indicating that they generally
had fairly good L2 achievement as measured by their grades.
In terms of the total absences in GE classes, the mean score
was .79 with the maximum number of absences being six,
and the minimum being zero (always present) (SD = 1.22),
suggesting that learners generally demonstrated diligence
in attending the GE classes.

The results of the bivariate correlation formula on the rela-
tionship between learners’ procrastination and other com-
ponents - AtC, absenteeism, and L2 achievement, can be
seen in Table 3.

As seen in Table 3, learners’ academic procrastination pos-
itively correlated with learners’ AtC and absenteeism, and
negatively correlated with learners’ L2 achievement. All
three associations were statistically significant. The more
learners procrastinated, the more favourable attitude to-
ward cheating they had (r = .41, p<.07). The more they pro-
crastinated, the higher the number of absences they had (r
=.29, p <.01). Lastly, the more they procrastinated, the lower
their L2 achievement tended to be (r =-.41, p<.01).
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Table 2
Learners’ Academic Procrastination in English Class

No Statement Mean Standard De- Strongly Agree Disagree Strongly
Scores viation (SD) agree (%) (%) (%) disagree (%)

1. Related to assignments from English
class, I delay making a decision until it 2.20 .97 0.6 18.3 62.8 18.3
is too late.

2. Even after I make a decision related to
assignments in English class, I delay 2.17 .93 1.2 15.2 66.5 17.1
acting upon it.

3. I waste a lot of time on trivial matters
before getting to the final decisions. 2.75 1.22 4.9 366 45.7 128

4, When working on assignments from
English class, I often waste time by 2.90 1.22 5.5 421 415 10.9
doing other things.

5. Even assignments that require little
else except sitting down and doing
them, I find that they seldom get done 2.32 1.10 2.4 220 261 195
for days.

6. I often find myself performing tasks
that I had intended to do days before. 312 1.19 73 48.2 378 6.7

7. Related to assignments from English
class, I am continually saying “I will do 2.77 1.15 43 36.0 51.8 7.9
it tomorrow or another time”.

8. I generally delay before starting on 3.02 1.20 6.7 451 396 86
work I have to do.

9. I do not get thipgs related to English 217 1.01 1.2 17.7 59.1 220
class done on time.

10. I.am not very good at meeting dead- 213 1.03 1.2 17.7 549 26.2
lines in English class.

Table 3

Bivariate Correlation between Learners’ Procrastination and Other Components - Learners’ AtC, Absenteeism, and L2 Achieve-

ment

Learners’ L2
achievement

Learners’
absenteeism

Learners’ AtC

Learners’ academic procrasti-  Pearson Correlation

nation
Sig. (2-tailed)

N

405™ .289™ - 407"
.000 .000 .000
164 164 164

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

Furthermore, in order to establish the extent to which learn-
er procrastination impacted their AtC, absenteeism, and L2
achievement, bivariate linear regression formulas were em-
ployed with learners’ procrastination as the independent
variable. Table 4 shows the model summary of the bivariate
linear regression results with learners’ AtC as the depend-
ent variable.

From Table 4, it can be inferred that academic procras-
tination impacted 16.4% of the total variance in learner
AtC, R?=.16, F (1, 162) = 31.88, p < .001. Other variables ac-
counting for the rest 83.6% were outside the formula. Fur-

thermore, academic procrastination significantly predicted
learners’ AtC, B =.29, t =5.65, p <.001).

Table 5 shows the model summary of the bivariate linear re-
gression results with learner absenteeism as the dependent
variable. As seen in Table 5, the study found that academ-
ic procrastination could predict 8.3% of learner absences
in English classes, R? = .08, F (1, 162) = 14.75, p < .001. Fur-
thermore, academic procrastination significantly predicted
learners’ absenteeism, 8 =.05, t = 3.84, p <.001).

Finally, Table 6 shows model summary of the bivariate lin-
ear regression results with learners’ L2 achievement as
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Table 4
Regression results with learners’ AtC as the dependent variable

Model R R Square Adjusted R Square Std. E
1 4052 164 159 4.99882
Note. a. Predictors: (Constant), Learners’ procrastination
Table 5
Regression results with learners’ absenteeism as the dependent variable
Model R R Square Adjusted R Square Std. E
1 .2892 .083 .078 1.174
Note: a. Predictors: (Constant), Learners’ procrastination
Table 6
Regression results with learners’ L2 achievement as the dependent variable
Model R R Square Adjusted R Square Std. E
1 4072 165 .160 16.11405

Note: a. Predictors: (Constant), Learners’ procrastination

the dependent variable where it can be seen that learners’
academic procrastination could predict 16.5% of their L2
achievement, R? = .17, F (1, 162) = 32.09, p < .001. Academic
procrastination significantly predicted learner L2 achieve-
ment, B =-.92,t=-58, p <.001).

DISCUSSION

Learners’ Academic Procrastination in Online
English Class

The present study found a moderate level of academic pro-
crastination among learners from non-English majors. This
finding was in line with the findings of recent studies (Herd-
ian & Zamal, 2021; Zhang & Zhang, 2022). A moderate lev-
el of procrastination was found in a study by Herdian and
Zamal (2021) involving 305 Indonesian pre-service teachers
from various departments in a general education context
and a study by Zhang and Zhang (2022) involving 55 Chi-
nese learners of English. The similarity could indicate that
a certain degree of procrastination was prevalent among
university learners regardless of subjects and learning con-
texts. These findings also confirm the reiteration of several
authors stating the prevalence of procrastination among
learners at the university level (Gonda et al., 2021; Yurtsev-
en & Dogan, 2019).

Furthermore, learners in the present study also reported
that they became distracted by other things whilst working
on assignments and delayed work they were supposed to
do. With the exception of various intrinsic factors such as

level of motivation, this could be attributed to various exter-
nal factors. In Iran, Mohammadi et al. (2015) found a mod-
erate positive correlation between use of the internet by
learners and academic procrastination, suggesting that the
internet could be a factor distracting learners from working
on their tasks promptly. In the online learning context of the
present study where learning was highly dependent on the
use of the internet, learners may have been tired of using
the internet for educational purposes all the time. As such,
the temptation to use it for entertainment, for example ac-
cessing social media and entertaining posts, may occur. A
study involving school learners by Wulandari et al. (2021)
also reported procrastination among learners was quite
widespread during Covid-19-driven online learning. Besides
this, the limited interaction between teachers and learners
during online learning may exacerbate the situation, since
low-achieving learners may be falling behind their peers
with limited opportunities to ask for help from teachers and
peers. In turn, they decided to procrastinate due to task
aversiveness (Steel, 2007).

The Relationship between Learners’
Procrastination and Their Attitudes toward
Cheating (AtC), Their Absenteeism, and L2
Achievement

The study found that academic procrastination among
learners could predict 16.4% of their AtC with a statistically
significant, moderate and positive association between the
two variables. This finding was different from a finding of a
study by Oktaria et al. (2021) at a medical faculty where they
found no association between the two variables. The finding
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was in line with a finding of a study in Iran by Saracaloglu
et al. (2021) involving 357 learners from both graduate and
undergraduate levels at various departments. They report-
ed that academic procrastination among learners correlat-
ed positively and moderately with their AtC. The similarity
between the finding of the present study conducted in an L2
context and that of a study by Saracaloglu et al. (2021) con-
ducted outside the L2 context may give an early picture of
the direction of interaction between academic procrastina-
tion and AtC. Intuitively speaking, procrastinating learners
may find themselves with limited time left to complete tasks
because they delay working on the tasks until much later.
In such situations, they may be tempted to take cognitive
shortcuts such as cheating, in order not to miss the dead-
line. Needless to say, however, more empirical studies in L2
learning contexts are needed to establish the interactions
between the two variables in the field of L2 learning.

Furthermore, it was found that academic procrastination
could predict 8.3% of absences with a statistically significant,
weak and positive association between the two variables.
When learners procrastinated due to certain reasons, their
understanding of materials may not be optimal. This can
lead to avoidance behaviours such as skipping classes due
to a fear of unpleasant experiences. Procrastination may
thus lead to negative feelings toward the class eventually
leading to absences. The finding of this study could provide
an early empirical 'picture' of the interaction between ac-
ademic procrastination and learner absences in L2 classes.
This finding takes into account the rarity of such studies in
the literature, let alone L2 literature despite absenteeism
having been a frequently reported issue in studies in vari-
ous English as L2 learning contexts (Al-Mekhlafi, 2016; Nizar
& Flah, 2014; Subekti, 2020).

Moreover, the study also found that academic procrastina-
tion could predict 16.5% of learner L2 achievement with a
statistically significant, moderate, and negative association
between the two variables. This finding conformed with the
findings of several previous studies suggesting the negative
association between the two variables albeit to different de-
grees (Akpur, 2017; Aydogan & Akbarov, 2018; Kafipour &
Jafari, 2021; Korkmaz et al., 2018; Yurtseven & Akpur, 2018;
Zhang & Zhang, 2022). Kafipour and Jafari (2021), for exam-
ple, found that learner procrastination could predict a stag-
gering 90.8% of the total variance in L2 writing achievement,
whilst two studies in Turkey found a weak to moderate as-
sociation between procrastination and L2 achievement (Ak-
pur, 2017; Yurtseven & Akpur, 2018). These varieties may
be attributed to the nature of the assessment comprising
L2 achievement. In the present study and the two studies
in Turkey (Akpur, 2017; Yurtseven & Akpur, 2018), the L2
achievement variable was comprised of various types of lan-
guage assessments. In comparison, the achievement varia-
ble in the study by Kafipour and Jafari (2021) was specific in
L2 writing. In addition, in the present study, the level of in-

terest among participants in the English class and their level
of motivation in joining such non-credited, yet mandatory,
GE classes in the present study may explain why their pro-
crastination could to a certain degree negatively affect their
L2 achievement.

Despite the findings and possible contributions of the pres-
ent study, limitations should be acknowledged. The first and
foremost limitation is the nature of the self-report question-
naire. In this study it means that the quantitative findings
were solely based on the honesty (and possibly dishones-
ty) of participants in responding to the questionnaire items.
Second, this quantitative study did not account for gender
differences as a possible contributing factor in the equa-
tions. Hence, the results may be seen with gender differenc-
es as a possible confounding factor. Furthermore, previous
studies on the association between procrastination and
AtC in the L2 learning context and procrastination and ab-
senteeism seem to be very limited. Hence, the comparison
between the finding of the present study and those of the
previous ones were limited. As a result, the findings on both
procrastination/AtC and procrastination/absenteeism inter-
actions should be interpreted with caution and may warrant
further investigations involving different participants in dif-
ferent L2 learning contexts. This may especially be the case
since the sample of this study was generally quite limited,
both in number and in breadth and diversity.

CONCLUSION

This study found that academic procrastination among Indo-
nesian L2 learners was generally at a moderate level. It also
found statistically significant positive relationships between
academic procrastination and two components, learner AtC
and absenteeism. In comparison, academic procrastination
negatively correlated with learner L2 achievement. Their
academic procrastination could predict 16.4%, 8.3%, and
16.5% of the total variance in their AtC, absenteeism, and L2
achievement respectively.

Considering the positive relationships between procras-
tination and the two components - AtC and absenteeism,
teachers could condition instructional design in such a way
as to discourage procrastination, cheating, and absentee-
ism at the same time. Teachers can employ project-based
tasks in groups completed during several consecutive meet-
ings. During these meetings, learners consult their progress
where submission of progress is also graded. In this way,
learners can be more easily assisted, if they have difficul-
ty working on tasks and they are also encouraged to make
step-by-step progress. Promoting more group work may
also reduce the chance of procrastination, since learners
need to coordinate with their group members to work on
the task otherwise the quality of the work may not be sat-
isfactory.
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Furthermore, this study contributes to establishing the rela-
tionship between academic procrastination and three com-
ponents: AtC, absenteeism, and L2 achievement. In terms of
the procrastination/AtC and procrastination/absenteeism
relationships, specifically, this study may open the way for
further studies in the L2 context considering the infrequen-

L2 achievement. Conducting studies focusing on the efforts
of teachers in reducing procrastination among learners in
L2 classes should be encouraged. Whilst it is realised that
young adult learners at the university level are responsible
for their own learning, there is much that teachers can do to
mitigate situations where procrastination is widespread and

cy of such studies in L2 literature. However, considering this  negatively affects learning.
rarity, the findings should be interpreted with caution, and
be treated as an exploration to possibly warrant further in-

vestigations.
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ABSTRACT

Background. In recent years Cognitive Diagnostic Models (CDMs) have attracted a great deal
of attention from researchers in a variety of educational fields. However, they have not been
taken into consideration in Translation Quality Assessment (TQA), in the aims of presenting fine-
grained information about the strengths and weaknesses of translation students.

Purpose. The present study compares the ACDM, DINO, DINA, HO-DINA, and G-DINA models,
in order to define the strengths and weaknesses of Iranian translation students and to examine
whether the required translation attributes are compensatory, non-compensatory, additive, or
hierarchical.

Method. 200 BA translation students translated a two-English-text translation, which was
scored by three experienced translation raters using the Translation Quality Assessment Rubric
(TQAR). The professional translators, established the relationships between the TQAR items and
the nine proposed target translation attributes by constructing a Q-matrix.

Results. Based on the results, HO-DINA can be considered the best-fitting model. Bibliography
and technical skills, together with work methodology skills, are shown to be the most difficult
attributes for translation students.

Conclusion. HO-DINA is a non-compensatory model, thus the study findings assert that for a

correct response to a test item, all measurable attributes need to be mastered.

KEYWORDS

attribute, diagnostic classification models, item response theory, Q-matrix, translation ability,

test fairness

INTRODUCTION

According to William (2003), translation
is a strategic conscious activity aimed
at establishing communication between
diverse cultural settings in a controlled
way. With the rapid development of glo-
balization and its impact on localization,
an increasing volume of products are
being imported and exported into other
countries. Thus translation plays a signif-
icant role in cultural communication (Yan,
2013, p. 36). Indeed, «the need to deliver
information quickly and efficiently has
put translation at the heart of diverse in-
ternational cultural, economic, and mili-
tary enterprises» (Jimenez-Crespo, 2020,
p. 375). Due to the importance of globali-
zation and human communication needs,
the role of translation has become more

valuable. Translation, as an effective way
of communication, permits people from
different languages and cultures to learn
about diverse aspects of the internation-
al community, as well as their cultures
and ideologies. With the rapid develop-
ment of translation technology and com-
munication around the world, the ability
to translate from or to other languages
has become particularly important. Ac-
cording to Nord (1999), translator train-
ing programs at universities offer skills
and knowledge, which enable students
to enhance the required skills, abilities,
and translation competences through
training, guidance, practice, and getting
experience. In this regard, Paradis et al.
(1982) believe that the ability to translate
foreign languages is a complex integrat-
ed cognitive task associated with under-
lying cognitive components, beyond the
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ability to speak or understand words and linguistic structure
in two languages. In the views of Kelly (2005) and Mackenzie
(2004), the translation of different technical texts requires
significant interaction among different translation compe-
tences and attributes.

In the field of Translation Studies, translation competence
[TC] development has been approached from different
perspectives. Dominguez Milanés (2015, p. 29) stated that
professional competences are «the ensemble of knowledge,
skills, personal traits, emotions, motivation, abilities, values,
and attitudes that allow an individual to perform success-
fully not only in a given, situated activity but also in a num-
ber of unexpected scenarios in the current, deeply unstable
market conditions» (as cited in Martinez-Carrasco, 2017, p.
152). Martinez-Carrasco (2017), studying the nature of trans-
lation competence, asserted that «the most common trans-
lation sub-competences cover the (inter)linguistic reality of
translation, the extra-linguistic input, the role of ICT and
other sources of information, [a number of] inter-personal
and professional [elements], a psycho-physiological frame,
the strategic component, and transferability» (p. 220). For
PACTE, translation competence refers to «the underlying
system of knowledge required to translate» (2011, p. 321).
As «the degree of TC is reflected in both the process and
the product of translating» (2014, p. 88), TC encompasses a
mix of procedural and declarative knowledge represented
in PACTE as a model with five sub-competences (2003): stra-
tegic sub-competence, bilingual sub-competence, instru-
mental sub-competence, extra-linguistic sub-competence,
knowledge about translation sub-competence, and psy-
cho-physiological components. Kiraly and Hofmann (2016)
add that translation competence is acquired “in a step-by-
step, cumulative and essentially linear manner» (p. 72).

Mackenzie (2004) states that translation competence con-
sists of management skills, information technology (IT)
skills, marketing ability, linguistic-cultural skills, and inter-
personal skills. Kelly (2005, 2008) also suggests her own
translation competence model comprising seven sub-com-
petences: (a) interpersonal competence; (b) attitudinal
(or psycho-physiological) competence; (c) subject-matter
competence; (d) strategic competence; (e) cultural and in-
tercultural competence; (f) professional and instrumental
competence; (g) communicative and textual competence in
at least two languages and cultures. Perez (2014, as cited
in Kabat, 2020, p. 59) also finds that linguistic, intercultural,
thematic, technological, info-mining, and translation service
provision competences are the most important components
of TC. Piecychna (2013) suggests psychological, themat-
ic, textual, and linguistic sub-competences (p. 155). Other
translation scholars introduce other important translation
skills as part of TC, including grammar skills (Conde, 2013;
Dewi, 2015; Hansen, 2010; Lee & Ronowick, 2014), termino-
logical skills (Angelone, 2013; Goff-Kfouri, 2005; Lee & Ron-
owick, 2014), spelling skills (Beeby, 2000; Dewi, 2015; Doyle,
2003; Waddington, 2001), creativity (Dewi, 2015; Polliastri &

Paulina, 2009), time management (Dewi, 2015; Doyle, 2003),
problem-solving skills (Dewi, 2015; Nord, 2009), accuracy
(Farahzad, 1992; Khanmohammad & Osanloo, 2009; Pollias-
tri & Paulina, 2009), and fluency (Conde, 2011; Dewi, 2015;
Farahzad, 1992).

For PACTE (2000) translation competence development can
be defined as:

(1) A dynamic, spiral process, which, like all learning pro-
cesses, evolves from novice knowledge (pre-translation
competence) to expert knowledge (translation compe-
tence); it requires learning competence learning strat-
egies). During the process, both declarative and pro-
cedural types of knowledge are integrated, developed,
and restructured.

(2) A process in which the development of procedural
knowledge - and consequently of the strategic sub-com-
petence - is essential.

(3) A process in which the TC sub-competences are devel-
oped and restructured (as cited in Hurtado Albir, 2015,
p. 260).

Thus, assessing student competence in translation pro-
grams is essential for the improvement of their profes-
sional skills (Beeby et al., 2011; Bonyadi, 2020). Yamaguchi
and Okada (2018) mention that achievement tests assess
a number of skills and the student’s current knowledge.
However, translation students with the same overall scores
in a translation exam may differ widely in their competenc-
es, strengths, and weaknesses. Therefore, a comparison of
the sum of the scores of students with the same knowledge
differences, cannot really reveal their strengths and weak-
nesses (Tabatabaee-Yazdi, 2020). Since overall assessment
scores cannot satisfy the expectations of the teachers or ex-
aminers, the differences in difficulty of the questions should
not be ignored (Tabatabaee-Yazdi, 2020). It is crucial to col-
lect detailed information on exam items and more precise
data on the specific attributes or skills of students, rather
than classifying students based on their scores (DiBello &
Stout, 2007; Lee & Sawaki, 2009a).

Only a few empirical studies have been conducted on as-
sessing translation quality with regard to translation process
and products (Angelelli & Jacobson, 2009; Stobart & Gipps,
1997). In the words of Conde, “evaluation is still a field in
which much remains to be explored” (2012, p. 68). This con-
trasts with Newmark’s (1998) views on assessment: “trans-
lation quality assessment is a vital link among translation
theory and its practice; it is also a pleasing and informative
exercise, specifically, if the assessor evaluates two or more
different translations of the same text based on translation
standards” (p. 184). Although in some educational settings,
statistical assessment techniques have been used to calcu-
late overall skills (Genesee 2002; Genesee & Upshur 1996;
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ReaDickins & Germaine, 1993; Tabatabaee-Yazdi, Motalleb-
zadeh, Baghaei, 2021), these techniques have not been used
to identify and diagnose the strengths and weaknesses of
translation students.

Cognitive Diagnostic Models (CDMs) have emerged to mod-
el statistically the examinees’ cognitive operations. Their
aim is to provide diagnostic feedback, improve teaching and
learning processes, and remove the shortcomings of some
traditional statistical assessments including classical test
theory and factor analysis used to construct tests, and in-
terpret test results by focusing merely on the overall scores.
CDMs are given greater attention in some assessment set-
tings since they can increase the opportunity of learning by
“pinpointing why students perform as they do” (Leighton &
Gierl, 2007, p. 5). The CDM defines the examinees’ strengths
and weaknesses based on certain specific attributes (Chen &
de la Torre, 2013; De la Torre & Lee, 2013; Von Davier, 2005).
Rather than placing each examinee on a continuous ability
scale based on their scores, CDMs yield categorical diagnos-
tic information about examinees’ strengths and weakness-
es with different fluency profiles.

CDMs help students answer exam items properly by break-
ing down the questions/items into several strategies (Bi-
renbaum et al., 1993). Accordingly this permits CDMs to
produce “multidimensional diagnostic profiles based on
statistically-driven multivariate classifications” of students
with regard to performance levels on each of the required
skills (Kunina-Habenicht et al., 2012, p. 64).

Ravand & Robitzsch (2018) determine two main purposes
for using CDMs: (a) categorizing students into similar skill
profiles regarding their answer patterns and (b) identifying
compensatory or non-compensatory relations between the
attributes of a given skill. There are different arrays of CDMs
with various theoretical principles regarding relations be-
tween attributes (Ravand & Baghaei, 2020). This is a series of
certain mental processes, knowledge, strategies, skills, and
competences in which students must answer the items of a
test correctly (Leighton & Gierl, 2007).

Types of CDMs

The main factor that distinguishes CDMs from each other is
the way in which they model the association between the
required attributes when performing a test item or a given
task, as well as the probability of a correct response (Table 1,
Ravand, 2016, p.3). According to the correlation between at-
tributes, CDMs are classified into two types: (1) conjunctive
or non-compensatory models, and (2) disjunctive or com-
pensatory models. If the performance of one or more of the
attributes can compensate for the non-performance of oth-
er attributes, compensatory models (Disjunctive) are used (Ra-
vand & Baghaei, 2020; Tabatabaee-Yazdi, 2020). Conversely,

if the performance of one or more of the attributes cannot
compensate for the non-performance of other attributes,
non-compensatory models (Conjunctive), are used. Thus, in
order to achieve a high probability of a correct answer, per-
formance of all the required attributes is needed (Ravand &
Baghaei, 2020; Tabatabaee-Yazdi, 2020).

Additive CDMs (de la Torre, 2011) have been proposed as
another classification of CDMs. Unlike compensatory mod-
els, respondents are credited for the number of attributes
performed, signifying that the performance of any one of
the attributes can increase the possibility of a correct an-
swer (Ravand & Baghaei, 2020). Finally, the most recent ex-
tensions or versions of CDMs, proposed by Templin & Brad-
shaw (2013), are hierarchical and non-hierarchical CDMs.
Hierarchical CDMs (HCDMs) model the structural relations
between the required attributes and the impact which the
order of teaching materials (where learning a skill is prior-
itized upon other skills) has on increasing the likelihood of
obtaining a correct answer to an item (Tabatabaee-Yazdi,
2020).

More recently, CDMs have been categorized under two ma-
jor categories: specific and general. In specific CDMs, just
one type of association (disjunctive, conjunctive, and addi-
tive) can be possible within any assessment. However, gen-
eral CDMs do not hypothesize any pre-specified relations
between underlying sub-skills. Therefore, several kinds of
interactions are possible within the same assessment, as-
suming different relationships between attributes across
the items (Ravand & Baghaei, 2020; Tabatabaee-Yazdi, 2020).

Nearly all the models used in the context of the assessment
show that they are effective for offering diagnostic feed-
back in the teaching and learning process (Nichols, 1994).
Therefore, a number of CDMs have been used in language
assessment studies such as the DINA (Chen & Chen, 2016),
the General Diagnostic Model (GDM) (Von Davier, 2005), the
G-DINA (Chen & Chen, 2016; Effatpanah et al., 2019; Ravand
& Baghaei, 2020; Ravand et al., 2020).), the DINO (Chen &
Chen, 2016), the reduced reparameterized unified model
(RRUM) (Aryadoust, 2018; Kim, 2015; Lee & Sawaki, 2009a; Li,
2011), and the hierarchical diagnostic classification model
(HCDM) (Tabatabaee-Yazdi, 2020).

The objective of this study was to apply and compare the
DINO, DINA, ACDM, HO-DINA, and G-DINA models to recog-
nize the strengths and weaknesses of the translation ability
of Iranian BA students in a translation test. It also aimed to
test whether the required translation attributes are com-
pensatory, non-compensatory, additive, or hierarchical. Ac-
cordingly, DINO (as a specific disjunctive model), DINA (as
a specific conjunctive model), ACDM (as a specific additive
model), HO-DINA (as a specific hierarchical model), and
G-DINA (as a general multifunctional model) were applied.
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Table 1
CDM Categorization
DCM Type Examples Author(s)
Specific  Disjunctive deterministic-input, noisy-or-gate model (DINO) + Templin & Henson (2006)
noisy input, deterministic-or-gate (NIDO) model  + Templin (2006)'
Conjunctive deterministic-input, noisy-and-gate model (DINA) -« Junker & Sijtsma (2001)
* noisy inputs, deterministic “and-gate (NIDA) + DiBello, Stout, and Roussos (1995); Hartz (2002)
Additive + Additive CDM (ACDM) + delaTorre (2011)
+ compensatory reparameterized unified model + DiBello, Stout, and Roussos (1995); Hartz (2002)
(C-RUM)
* non-compensatory reparameterized unified * Hartz (2002)
model (NC-RUM)
+ linear logistic model (LLM) + Maris (1999)
Hierarchical + hierarchical DINA (HO-DINA) model + de la Torre (2008)
General /[ Disjunctive, + general diagnostic model (GDM) + Von Davier (2005)2
saturated gggizcgtive, & . log-linear CDM (LCDM) * Henson, Templin & Willse (2009)
Hierarchical . « dela Torre (2011)

generalized DINA (G-DINA)

+ hierarchical diagnostic classification model .

(HDCM)

Templin & Bradshaw (2013)

Note. Adapted from "Application of a Cognitive Diagnostic Model to a High-Stakes Reading Comprehension Test", by H. Ravand, 2016, Journal of
Psychoeducational Assessment, 34, p. 3, (https://doi.org/10.1177/0734282915623053). Copyright 2016 by SAGE

DINO

Developed by Templin and Henson (2006), DINO is consid-
ered the firstin the line of CDMs. In this model, which is very
similar in structure and composition to its counterpart DINA,
the performance of any one of the attributes increases the
chance of a right answer to the test item or the given task.
Therefore, in the DINO model, students “are classified into
two latent classes: those who have not mastered any of the
required subskills and those who have mastered at least one
of the subskills” (Aryadoust, 2018, p. 7). “The DINO model is
often used in the application of psychiatric assessment, for
which the positive response to a diagnostic question (item)
could be due to the presence of one disorder (attributes)
among several” (Fang, Liu, & Ying, 2019, p. 8).

DINA

DINA, as a non-compensatory model (Junker & Sijtsma,
2001), is known for its parsimony, understandability, and as
an easy fit for the data (Fang et al., 2019). Local independ-
ence at the attribute level is one of its main features, indi-
cating that the performance of one attribute does not affect
that of another. Therefore, “measured attributes in an item
are independent of one another” (Galeshi, 2012, p. 18). In
other words, the item or task can be answered correctly, if

' Templin, J. (2006). CDM User’s Guide. University of Kansas.

all the required attributes have been mastered thoroughly.
However, students who have not mastered any of the attrib-
utes may hazard a guess and answer the item accurately
(Rupp, Templin & Henson, 2010).

ACDM

Additive CDM (ACDM; de la Torre, 2011), another compensa-
tory model similar to G-DINA (de la Torre, 2011) as a general
model, permits both disjunctive and conjunctive relations
between attributes within the same test. The ACDM hypoth-
esizes that the probability of producing a correct answer
to an item or a task can be increased by mastering each of
the required attributes. The absence of one attribute can
be compensated for by the existence of other attributes
(Effatpanah, 2019). Therefore, ACDM assumes that master-
ing each of the required attributes advances the likelihood
of success, while the absence of one attribute can be com-
pensated by the mastery of other attributes. Moreover, the
existence of each sub-skill is independent of the other sub-
skills (Galeshi, 2012).

HO-DINA

HO-DINA is an extension of DINA, which hypothesizes that
the required attributes are hierarchically structured (De La

2 Von Davier, M. (2005). mditm [Computer software]. Educational Testing Service.
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Torre & Douglas, 2004; De La Torre & Minchen, 2014), and
fit the data better than DINA (De La Torre & Douglas, 2004).
The first assumption of HO-DINA is that performance of
the required attributes is interrelated to “a higher-order
and broadly-defined ability parameter similar to the uni-
dimensional 6 parameter in the IRT models” (Aryadoust,
2018, p. 6); and secondly, the existence of each attribute is
independent of the other attributes (De La Torre & Douglas,
2004). Therefore, HO-DINA can be considered a non-com-
pensatory model which claims that the only essential con-
dition for a correct response to a test item or a given task is
performance of all the required attributes measured by that
item (Aryadoust, 2018).

G-DINA

G-DINA (De la Torre, 2011) is a general CDM which allows
for both compensatory and non-compensatory relation-
ships within the same test, signifying a different model for
each item on the same test (Ravand & Robitzsch, 2018). In
the G-DINA model, unlike the DINA model, the non-perfor-
mance of one, some, or all of the required attributes leads
to an unequal probability of success for the students. This
indicates that irrespective of how many attributes students
have mastered, as long as they have mastered at least one
of the required subskills (De La Torre & Minchen, 2014), they
have the same probability of answering the items correct-
ly. Consequently, knowing one or all the attributes does not
necessarily lead to a higher chance of giving a correct re-
sponse (De La Torre & Minchen, 2014).

METHODS

Participants and Settings

The data set of the present study comprises 200 Iranian
junior and senior university students studying English Trans-
lation at undergraduate level in various national and pri-
vate universities in Iran. The sample consisted of 51 males

Table 2
Demographic Profile of Respondents (n=200)

(25.5%) and 149 females (74.5%) whose ages ranged be-
tween 20 to 44 (M=24.79 years, SD= 3.89). Of the total sam-
ple, 157 (78.5%) were studied at national universities and 43
(21.5%) at private universities (Table 2).

Three raters assessed the translations. All are assistant
professors and were native speakers of Persian and profi-
cient in English as their foreign language. They had at least
8 years of experiencing in teaching and translating. Three
possessed an MA in Translation Studies and had been teach-
ing translation courses in different universities of Iran for
more than seven years. They were one male and two fe-
males between the ages of 27 to 38 years old (meanage=36,
SD= 1.2). Each rater was provided with a Translation Quality
Assessment Rubric, consisting of 23 items to score the trans-
lations (Samir & Tabatabaee-Yazdi, 2020).

Instruments

Two instruments were used to collect the data required for
the specific objectives. The first instrument was a transla-
tion test comprising two texts (a political text of 304 words
and a journalistic text of 303 words) extracted from two text-
books on political translation, and news articles taught to BA
students at Iranian universities. The political text was about
the cabinet government system in different countries. The
journalistic text examined terrorism in Asian countries. The
two texts were classified as advanced. The text were to be
translated into Persian in class within one hour. Students
were allowed to use any kind of resources including the
internet, online dictionaries, Computer-Aided Translation
(CAT) tools, and/or any other software.

The second instrument was Translation Quality Assessment
Rubric (TQAR) developed and validated by Samir and Tabat-
abaee-Yazdi (2020; see Appendix B). The rubric consists of
23 items on a four-point Likert scale, ranging from 4 (superi-
or), 3 (advanced), 2 (fair), to 1 (poor). The rubric can be used
to identify and score the translation abilities of non-native

Category Frequency Percentage
Gender Male 51 25.5
Female 149 74.5
Age 20-24 97 48.5
25-29 57 28.5
30-34 25 12.5
35-39 15 7.5
Above 40 6 3
University National 157 78.5
Private 43 21.5
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English-speaking translation students in the university con-
text.

For the sake of CDM analysis, and constructing the required
Q-matrix, the four-point Likert scale was merged into mas-
tered and non-mastered . This was achieved by categorizing
“poor” and “fair” scales into “non-mastered= 0", and “ad-
vance” and “superior” into “mastered= 1". Thus, the TQAR
turned into a dichotomous response scale of yes=1 and
no=0 to assess the nine proposed translation attributes.

Procedure

Data collection began in October 2019 and lasted for about
four months. A consent form was distributed beforehand
to the fifty-five English Translation departments currently
offering translation programs in Iranian universities, in or-
der to seek their permission and willingness to be included
in the study. Only 18 signed consent forms were sent back
to the researchers. Thus, only 18 universities, representing
National and Azad Universities, participated in this study.
In total, 200 translation students were included. Three one-
hour training sessions were held for translation raters, in
order to increase their awareness about the research ob-
jectives, translation attributes, TQAR, Q-matrix construction,
and the rating scale.

Analysis

In order to identify accurate correlations between target at-
tributes and test items, a Q-matrix was hypothesized (Table
3, Appendix A). According to Li (2011), Tabatabaee-Yazdy,
(2020), and Tatsuoka (1983) a Q-matrix illustrates rows3
and columns* which symbolize test items and required
underlying traits to answer each item correctly. In order
to identify the required underlying traits or subskills, the
present study used Samir and Tabatabaee-Yazdi's Transla-
tion Quality Assessment Rubric (2020; see Appendix B) as
the Q-matrix items and sub-skills. In a joint session, the
researchers and the three raters agreed on the required
attributes. Then, the translation raters created a Q-matrix
by organizing the 23 items of the TQAR into nine translation
attributes, as follows:

(1) linguistic skills (lexical) in the source language (LSSL: L),
used to assess students’ ability to recognize the mean-
ing of a wide variety of terminology and lexical items in
the source text (ST) accurately and appropriately,

(2) linguistic skills (grammatical) in the source language

(LSSL: G), aiming at evaluating students’ ability in rec-
ognizing the ST grammatical rules such as the relative

3 Rows in this matrix signify the number of items on the test.

order of subject, verb, modifiers, clauses, and syntactic
elements,

linguistic skills (lexical) in the target language (LSTL: L),
used to assess students’ ability to use specific terms in
the translation of the technical text,

linguistic skills (grammatical) in the target language
(LSTL: G), used to identify students’ ability to follow tar-
get language (TL) grammatical rules, such as subject
and verb agreement or arrange the words according to
the TL rules,

organizational knowledge (ORG), used to assess stu-
dents’ ability to translate and organize ideas cohesively
and coherently in order to convey all sections (sentenc-
es, titles, headlines...) of the ST to TT,

(6) cultural knowledge (CUL), used to assess students’ abil-
ity to produce correct and idiomatic use of the target
language and to preserve an appropriate register in
the translation,

translation skills (TRN,. aiming to study students’ ability
to produce the target text (TT) at an acceptable level of
fluency and avoid words and expressions of ambiguous
meanings,

work methodology skills (WM), used to assess students’
ability to manage time and respect the deadline,

bibliography and technical skills (BT), used to assess
students’ ability to use a relevant terminological data-
base or bibliography.

The final Q-matrix presented in Table 3 was proposed af-
ter several rounds of revisions and the necessary modifica-
tions. Of the total items, 11 of them were associated with
attribute 1 (LSSL: L), 11 items, with attribute 2 (LSSL: G); 13
items, with attribute 3 (LSTL: L); 13, with attribute 4 (LSTL:
G); 11, with attribute 5 (ORG); 8, with attribute 6 (CUL); 13,
with attribute 7 (TRN); 4, with attribute 8 (WM); and 3, with
attribute 9 (BT). 1s in Table 3 indicate that the probability
of producing a correct answer on each item is conditional
on the mastery of the attributes, whereas 0s show that the
item does not need the attributes. For example, in order
for students to get the correct answer to item 7 (to deal
with terminological terms correctly), they should have mas-
tered the first, third, and seventh attributes. Therefore, in
this item, students are not required to master attributes 2,
4,5,6,8, and 9.

4 Columns in this matrix show the number of test’s underlying attributes.
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RESULTS

R statistical software and CDM package version 6.1-10 (Ro-
bitzsch, Kiefer, George & Uenlue, 2018°) were used to ana-
lyze and compare the fit of the five selected CDMs, including
DINO, DINA, ACDM, HO-DINA, and G-DINA. The CDM pack-
age illustrates the various fit indices which can be applied,
in order to identify the best model among the competing
models (relative fit indices), It can also be used to check the
fit of a model to the observed response data (absolute fit
indices) (Effatpanah, Baghaei, & Boori, 2019; Rupp, Temp-
lin, & Henson, 2010; Tabatabaee-Yazdi, 2020). The models
were compared to the relative and absolute fit indices using
AIC¢, BIC?, CAIC® Mx2°, MADcor'%, SRMSR", MADQ3 "2, and
MADRESCOV™.

Optimal Model Fit

The fit of the data to CDMs identifies the accuracy of the cor-
relation between attributes and items. Table 4 shows the Ab-
solute and Relative fit indices of the five models. Although
there are no agreed-upon cut-off values for the absolute fit
indices of CDMs, the smaller the effect size (values), the bet-
ter a model fits (Robitzsch et al., 2015™).

As can be seen in Table 4, the Npars (number of parame-
ters) column shows that the G-DINA model estimated 1094
item parameters: ACDM, 156 parameters; DINA and DINO
92, parameters; and HO-DINA, 64 parameters. This shows
that HO-DINA is a parsimonious model and G-DINA is the
most complicated model. Moreover, there is a non-sig-
nificant value (> 0) for MaxX2 for all the models. As to the
MADcor, SRMSR, and MADRESIDCOV, the G-DINA had the
lowest values. However, with respect to AIC, BIC, and CAIC,
the value of HO-DINA was the lowest when compared to the
other models. Therefore, since BIC carries a great penalty

for more highly parameterized models, it can be anticipated
that the G-DINA model has the worst value (Li, Hunter, &
Lei, 2016).

As a result, after considering all the indices, the HO-DINA
was selected as the best-fitting specific CDMs for further ex-
amination, in order to study whether the model can precise-
ly detect the students’ translation skills.

HO-DINA Analysis
HO-DINA Parameters

Table 5 describes the study’s model (HO-DINA) parameters.
Ttwo items (items 7 and 8) are shown in Table 5 as examples.
The successful performance of item 7 (Terminology and
False Friends) requires students to have mastered attrib-
utes 1 (LSSL: L), 3 (LSSL: L), and 7 (TS). Students who have
mastered none of the required attributes only have a 30%
chance to respond correctly. However, students who have
mastered only LSSL: L have a 31% probability of guessing
the correct item. Students who master attribute 1 had a 0.30
+0.31 = 0.61% probability of success on item 7. In the same
vein, if students have mastered only attribute 3, there is a
0.30% chance of answering the item correctly. Thus, those
who have mastered attribute 3 have a 0.30 + 0.30 = 0.60%
probability of success on this item. Finally, those respond-
ents who have mastered the three attributes have a 56%
probability of getting the right answer and, consequently,
86% (0.56 + 0.30 = 0.86) probability of success on this item.
Another example would be spelling (item 8), where students
are required to know attribute 3 (LSSL: L). If the students
have not mastered the attribute, they only have a 0.74%
chance to perform well on this item. However, by master-
ing the attribute, the probability of performing item eight
increases to 99%.

5 Robitzsch, A., Kiefer, T., George, A. C., & Uenlue, C. (2018). CDM: Cognitive diagnosis modeling (Rpackage version 6.1-10). https://cran.r

project.org/web/packages/CDM/index.html

6  Akaike Information Criterion (AIC; Akaike, 1974) is one of the relative fit indices used to select between non-nested models. Models with

lower AIC are more preferable.

7 Bayesian Information Criteria (BIC; Schwarz, 1978) is another relative fit index used to choose between non-nested models. Models

with lower BIC are more preferable.
8 Consistent AIC (Akaike, 1974).

®  Mx2 (Chen & Thissen, 1997) is the test of global model fit. It is the mean difference between the model-predicted and observed re-
sponse frequencies. If CDM fits the data well, “the x2 test statistic is expected to be 0 within each latent class as the attribute profile of
the respondents would perfectly predict the observed response patterns” (Rupp et al., 2010, p. 269).

' The mean absolute difference for the item-pair correlations (MADcor) statistic (DiBello, Roussos, & Stout, 2006) shows the mean of
absolute discrepancy between observed and predicted pairwise item correlations across all item pairs. A MADcor value of 0.049 in Jang

(2005) was suggested as a good fit for the DCM to the data.

" The standardized root mean square residual (SRMSR) is the square root of the difference between the observed correlation and the
model covariance matrix. Models with SRMSR values below 0.05 are considered models with “substantively negligible amount of misfit”
(Maydeu-Olivares, 2013, p. 84) and models with values below 0.08 as good fit (Hu & Bentler, 1999).

2. The MADQ? is “the Pearson product-moment correlation of a set of residuals from the IRT model” (Chen & Thissen, 1997, p. 280; Yen,
1984). This index is to some extend less sensitive than the Mx? (Aryadoust, 2018).

3 The average of absolute values of pairwise item covariance residuals (MADRESCOV; McDonald & Mok, 1995) illustrates the average
deviations between matrices of observed and reproduced item correlations.

4 Robitzsch, A., Kiefer, T., George, A. C., & Uenlue, A. (2015). CDM: Cognitive Diagnosis Modeling. R package version

CRAN.R-project.org/package=CDM

4.5-0. http://
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Table 3
The Final Q-Matrix

Attribute Att. 1 Att. 2 Att. 3 Att. 4 Att.5 Att. 6 Att. 7 Att. 8 Att. 9
Item LSSL: L LSSL: G LSTL: L LSTL: G ORG CuL TRN WM BT
1 0 1 0 1 0 0 1 0 0
2 1 1 1 1 1 1 0 0 0
3 1 1 1 1 1 1 1 0 0
4 1 1 1 1 1 1 1 0 0
5 0 0 0 0 1 0 1 0 0
6 0 1 0 1 0 0 0 0 0
7 1 0 1 0 0 0 1 0 0
8 0 0 1 0 0 0 0 0 0
9 1 1 1 1 0 0 1 0 0
10 1 1 1 1 1 1 1 0 0
11 1 1 1 1 1 1 1 0 0
12 1 1 1 1 1 0 1 0 0
13 0 0 1 1 1 0 1 0 0
14 1 1 1 1 1 1 1 0 0
15 1 1 1 1 1 1 1 0 0
16 1 0 1 1 1 1 1 0 0
17 0 0 0 0 0 0 0 1 0
18 0 0 0 0 0 0 0 1 0
19 0 0 0 0 0 0 0 1 0
20 0 0 0 0 0 0 0 1 0
21 0 0 0 0 0 0 0 0 1
22 0 0 0 0 0 0 0 0 1
23 0 0 0 0 0 0 0 0 1
Table 4
Fit Indices
Relative Fit Indices . Absolute Fit Indices
Model Npars AIC BIC CAIC MaxX2 (p) MADcor SRMSR MADQ?* MADRESIDCOV
(MADRCOV)
DINO 92 3936.19 4239.64 4331.64 178.314(0) 0.06378 0.10439 0.07110 0.98298
DINA 92 3935.68 4239.12 4331.12 178.313(0) 0.06347 0.10411 0.06874 0.98105
ACDM 156 3924.42 4438.96 4594.96 174.389(0) 0.05037 0.09266 0.05990 0.77066
HO-DINA 64 3923.23  4134.33 4198.33 178.357(0) 0.06577 0.10502 0.07812 1.00438
G-DINA 1094 5567.13 9175.49 10269.49 175.756(0) 0.04445 0.08931 0.06571 0.70469
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Table 5
HO-DINA Parameters

Item No. Required Attributes Mastery Patterns Probability

7 Att.1-3-7 A000 0.30
7 Att.1-3-7 A100 0.31
7 Att.1-3-7 A010 0.30
7 Att.1-3-7 A001 0.31
7 Att.1-3-7 A110 0.30
7 Att.1-3-7 A101 0.31
7 Att.1-3-7 A011 0.31
7 Att.1-3-7 A111 0.56
8 Att.3 A0 0.74
8 Att.3 Al 0.99

Table 6

Attribute Difficulty

Attributes

Attribute probability 1

Linguistic skills (lexical) in the source language
Linguistic skills (grammatical) in the source language
Linguistic skills (lexical) in the target language
Linguistic skills (grammatical) in the target language
Organizational knowledge

Cultural knowledge

Translation skills

Work methodology skills

Bibliography and technical skills

0.814
0.808
0.932
0.808
0.818
0.815
0.814
0.086
0.074

Attribute Difficulty

Table 6 shows the performance status of the nine transla-
tion attributes. As the table shows, bibliography and tech-
nical skills, and work methodology skills, with probabilities
of 7% and 8%, respectively, are the most difficult attributes.
Only 7% of the students have mastered and can mobilize
their bibliography and technical skills while translating a
text. Conversely, linguistic skills (lexical) in the target lan-
guage were shown to be the easiest attribute to master
(93% probability), indicating that 93% of the students mas-
tered and are able to mobilize linguistic skills (lexical) in the
target language satisfactorily.

Attribute Correlations

CDMs are also used to calculate the correlation between the
attributes to show the extent of similarities between them.

Values larger than 0.70 reflect a strong correlation; 0.50
and 0.70 are considered as moderate, and less than 0.50 as
weak (Henson, Templin, & Douglas, 2007; Kunina-Habenicht,
Rupp, & Wilhelm, 2012).

As Table 7 shows, all the values show a strong correlation
between the attributes, signifying a non-compensatory, and
complementary nature of the HO-DINA model (Aryadoust,
2018; Effatpanah, 2019; Lee & Sawaki, 2009b; Ozaki, 2015;
Stone & Zhang, 2003; SU, 2013; Wang, Zheng & Chang, 2014),
as wll as the existence of a relationship between the trans-
lation attributes. This indicates that these attributes require
almost the same underlying cognitive processes. For exam-
ple, if a respondent performed well on attribute one, he/she
would probably perform well on attributes 2, 4, 5, 6, and 7 as
well. However, “hierarchy relationships of attributes differ
from pre-requisite relationships of attributes in which attrib-
utes are ordered in difficulty” (Lim, 2015).
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Class Probabilities

As Table 8 illustrates, class probabilities show how students
are ranked in different latent classes. The number of latent
classes in CDMs, is calculated through (2¥), where k is the
number of attributes. Therefore, there are 2°=512 latent
classes according to the present study’s Q-matrix configu-
ration. The first column shows some of the latent classes (2°
=512) and the second column signifies the related attribute
patterns.

For space considerations, the table shows only some of
the latent classes. The data shows that the attribute profile
a128=[111111100] was the most populated class with 68%
probabilities, This class include approximately 135 students,
followed by attribute profiles a1=[000000000] and a512 =
[111111111] with 7% probabilities. These classes included
approximately 13 students in each, respectively. Therefore,
regarding «128, the data indicates that 135 students are ex-
pected to have mastered the first seven attributes, while not
the eighth and ninth ones. Moreover, 13 students have mas-
tered all the nine attributes, and 13 others have mastered
none of the attributes.

Table 7
Attribute Correlations

Class Probabilities for the Respondents

The class probability of the response pattern
(11111111011100001000000) is presented in Table 9. The ta-
ble illustrates the probabilities that each student belonged
to each of the 512 latent classes. The first column shows
some of the latent classes (2° = 512) and the second column
shows the response patterns. Table 9 shows that, for exam-
ple, there are 23% and 17% probabilities for student number
1, belonging to latent classes 128 and 95, respectively. Thus,
this student has a 23% chance of mastering all attributes
with the exception of the eighth and ninth, while there is
only a 7% probability that he/she has mastered all the attrib-
utes or belongs to latent class 512.

Skill Mastery Probabilities

Table 10 shows the skill performance probabilities of re-
spondents on each of the required attributes for each of the
test items or tasks. Due to space restrictions, the attribute
performance probability of only five randomly chosen stu-
dents is illustrated in Table 10. The values above 0.50 show

Attribute Item Att. 1 Att. 2 Att. 3 Att. 4 Att.5 Att. 6 Att. 7 Att. 8 Att. 9
Att. 1 (LSSL: L) 1.00
Att. 2 (LSSL: G) 0.99 1.00
Att. 3 (LSTL: L) 0.97 0.97 1.00
Att. 4 (LSTL: G) 0.99 0.99 0.97 1.00
Att. 5 (ORG) 0.99 0.99 0.97 0.99 1.00
Att. 6 (CUL) 0.99 0.99 0.97 0.99 0.99 1.00
Att. 7 (TRN) 0.99 0.99 0.97 0.99 0.99 0.99 1.00
Att. 8 (WM) 0.96 0.96 0.94 0.96 0.97 0.96 0.97 1.00
Att. 9 (BT) 0.95 0.96 0.93 0.96 0.95 0.95 0.95 0.97 1.00
Table 8

Class Probabilities

Latent Attribute Pattern Class probability Class Expected Frequency
Class

1 000000000 0.07 13.37

64 111111000 0.01 1.17

126 101111100 0.01 2.00

127 011111100 0.01 1.21

128 111111100 0.68 135.02

256 111111110 0.02 4.24

384 111111101 0.01 0.73

512 111111111 0.07 13.11
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Table 9
Class Probabilities for the Respondents

Latent Class

Response Patterns

11111111011100001000000

5 001000000 0.07

14 101100000 0.04

49 000011000 0.02

79 011100100 0.08

95 011110100 0.17

96 111110100 0.10

123 010111100 0.09

128 111111100 0.23

298 100101001 0.00

511 011111111 0.02

512 111111111 0.07
Table 10
Skill Mastery Probabilities

L R

82 “pattern 2 2 3 4 5 B &8 2 E : G

- En. [ - - - -
o

3 00000101101101100000101 111110000 0.60 0.03 0.02 0.69 0.02 003 003 002 0.00 0.00
18 10111101111111110011001 011110100 0.81 0.88  1.00 0.99 1.00 099 092 1.00 0.00 0.00
83 11111111111110100100001 111111110 0.73 1.00 1.00 1.00 1.00 1.00 1.00 1.00 0.27  0.02
98 11111101111111110111111 111111111 0.99 1.00 1.00 1.00 1.00 1.00 1.00 1.00 0.99 0.99
131 00111101100111000001100 011011100 034 072 038 092 036 077 074 077 0.00 0.00

that the respondents have mastered the attributes with
high confidence (Hu, Miller, Huggins-Manley, & Chen, 2016).

As an illustration, the probabilities that student 18 with the
skill profile of [011110100] has mastered the attributes are:
0.88, 1.00, 0.99, 1.00, 0.99, 0.92, 1.00, 0.00, and 0.00, respec-
tively. In other words, there is an 88% chance that he/she
has mastered LSSL: L and 0% probability for mastering WM
and BT.

DISCUSSION

Nearly all educational tests require students to become in-
volved in different forms of cognitive processing. While try-
ing to validate the inferences drawn from the students (Em-

bretson, 1983, 1998; Messick, 1989; Snow & Lohman, 1989),
the students’ knowledge and strategies in applying any
cognitive processing and problem-solving strategies dur-
ing exams must be taken into account. Most measurement
specialists believe that cognitive theory has a significant role
in educational assessment (Frederiksen et al., 1993; Irvine
& Kyllonen, 2002; Nichols et al., 1995), They consider that it
can help scholars investigate the internal features of tests,
assess the rules and develop innovative psychometric mod-
els, and describe the psychology which underpins students’
test performance (Gierl et al., 1999; Hattie et al., 1999; Nich-
ols, 1994; Nichols & Sugrue, 1999). In this regard, Embretson
(1983) believes that cognitive theory advances psychometric
practices by postulating the construct representation of a
test through students’ mental processes, knowledge, and
the strategies they use to answer the test items. When
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these cognitive needs are appropriately explained, they can
be gathered into cognitive models to design items which
can elicit particular mental processes and problem-solving
strategies. Thus, a test score “anchored to a cognitive mod-
el is more explainable, and perhaps more meaningful, to a
diverse group of users, since performance is described us-
ing a set of cognitive competences in a well-defined content
area” (Leighton et al., 2004, p. 205). Cognitive models, as a
“simplified description of human problem solving on stand-
ardized educational tasks which helps to characterize the
knowledge and skills students at different levels of learning
have acquired and to facilitate the explanation and predic-
tion of students’ performance” (Leighton & Gierl, 2007, p. 6),
provide an explicit framework for linking cognitively based
inferences with specific, fine-grained test score interpreta-
tions” (Gierl & Leighton, 2007; as cited in Gierl et al., 2010,
p. 319).

In the field of Translation Studies, the student’s ability to
translate from a foreign language is a complex, integrated
cognitive task related to certain underlying cognitive com-
ponents (Paradis et al., 1982, as cited in Lorenzen & Murray,
2008). Translation students are expected to perform a set of
translation competences, in order to translate appropriately
in a test. However, an overall assessment score in such tests
cannot satisfy the expectations of the teachers or examin-
ers. Overall scores cannot distinguish between learners in
terms of their skills and competences. Thus, evaluation of
strengths and weaknesses requires more specific informa-
tion from tests, as well as more precise data on specific at-
tributes or skills, rather than classifying students based on
their scores (Lee & Sawaki, 2009b).

CDMs can be an effective tool in measuring how attributes
underlying translation interact to produce an appropriate
translation, hence the decision to apply the DINO, DINA,
ACDM, HO-DINA, and G-DINA models. The fit of the data to
CDMs reveals the level of accuracy in the correlation between
attributes and items. The results of fit statistics showed that
the HO-DINA was the best-fitting model. This also follows
Su’s (2013) findings, who asserted that Hierarchal DINA is
more applicable in small sample sizes. Moreover, HO-DINA
as the best fitting model supports the assumption that “the
attribute hierarchy provides an interpretative framework to
guide both the development of items and the interpretation
of examinees’ scores, in such a way that test performance
can be linked to specific cognitive inferences about exami-
nees’ knowledge and skills (Gierl, Alves, & Majeau, 2010, p.
319). Therefore, the study’s proposed translation attributes
can form a hierarchy which outlines the psychological or-
dering of the attributes or cognitive skills needed to answer
the test items.

The results specify that there is a strong correlation between
the translation attributes. This means that some of the at-
tributes required almost the same underlying cognitive pro-

cesses. This could serve to claim that there is a non-compen-
satory relation between the translation attributes, and thus
translation skills are complementary and interdependent.

The findings also indicate that the two flat-mastery profiles
called “master of all attributes” a512= [111111111] and
“non-master of all attribute” al= [000000000] were two of
the most prevalent skill profiles. Approximately, 7% of the
students were classified as master of none of the skills, and
7% were classified as master of all skills. The latent class 128
with an attribute profile of «128= [111111100] has a class
probability of about 0.68, indicating that approximately
68% of the students are expected to have mastered the first
seven attributes. According to Lee and Sawaki (2009b) and
Rupp et al. (2010), flat skill profiles are caused by a high pos-
itive correlation among the attributes or unidimensionality
of the evaluated scale. Thus a learner who has mastered a
skill could be a master of the other skills as well.

Furthermore, the results revealed that LSTL: L is the easiest.
It showed that a large number (93%) of the translation stu-
dents can use specific terms in the translation of the political
and journalistic texts, avoid spelling errors which cause mis-
understanding about the intended meaning, translate the
message and the structure of the ST expression close to the
TT, and demonstrate content and meaning at a good level
of accuracy in the TT (Abdi, 2019; Alibabaei, 2020; Davanin-
ezhad, 2016; Kazemian & Vasheghani Farahani, 2020; Khati-
bzadeh & Sameri, 2013; Samir & Tabatabaee-Yazdi, 2020).

The analysis has also shown that BT, TRN, and WM are the
most difficult translation attributes to master. Budianto and
Fardhani (2010) declare that “the primary difficulty when
translating a text into a second language is to produce a
natural-sounding target text” (p. 5). Klimkowski (2015) also
states that “42.19 percent of the translation students had in-
sufficient skills of time and work management in successful
professional functioning” (p. 79). According to Marczak and
Krajka (2016), two important skills in order of importance
for the translation students to learn are CAT tools as well as
time management skills. The results are inconsistent with
the findings by Molanazar and Kamyab (2015) who empha-
size revising and editing as necessary skills that all students
need to acquire at university. Khoshsaligheh et al. (2019)
and Sharif (2016) state that adding more practical work-
shops and courses to the curriculum, such as translation of
technical texts and revising and self-assessment skills, pre-
pare students to work as qualified translators for the real
workplace. Mossop (2003), additionally arrived at the same
conclusion. He has suggested that, in order to overcome
these deficiencies and problems, translation training pro-
grams should contain certain subjects which use advanced
forms of computer software, including word processing.
Today, translation students consider that word processing
programs are the standard means of transforming a source
text into their target text (Taghizadeh & Azizi, 2017). A sim-
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ilar conclusion was reached by Abdi (2020) and Austermu-
hl (2014). They assert that technology is currently of para-
mount importance in the translation market, and as such
translators must have the relevant knowledge and skills to
work with national and international clients and access dif-
ferent data resources. Molanazar and Kamyab (2015) have
noted that different computer technologies can be used in
the translation production process. In view of that, in order
“to survive in the Iranian translation market, it is necessary
for translation students to acquire CAT tools, such as trans-
lation memories, word processing programs, terminology
management systems, multilingual dictionaries, or even at
times raw machine translation output” (Khazaeefar & Kho-
shsaligheh, 2014, p. 147).

The findings of this study can have implications for trans-
lation students and teachers. Making translation students
aware of their strengths and weaknesses in translation can
encourage them to concentrate on their problems and en-
hance their translation competences. It also enables trans-
lation teachers to have a better understanding of the com-
petences where translation students face more difficulties..
Building on the results from the students and the weakness-
es encountered in TRN, WM, and BT skills, teachers can aid
and support students by offering practical workshops in
producing a target text (TT) to an acceptable level of fluen-
cy, managing the time, and using relevant bibliography, or
electronic terminology instruments. These workshops could
help students deal with difficult times in translation perfor-
mance (Kafi et al., 2018; Taghizadeh & Azizi, 2017; Samir et al.
2018). Besides, the proper identification of translation stu-
dents’ competences leads teachers to apply effective teach-
ing techniques and construct translation tests suitable for
students’ performance and levels.

CONCLUSION

The present study, aimed at investigating the strengths and
weaknesses of Iranian Translation students at BA level in
translation and diagnosing their translation competenc-
es, has confirmed the usefulness of the TQAR in assessing
the quality of translation in different genres. The findings
indicate that HO-DINA cannot only classify the translation

REFERENCES

student’s skill mastery/non-mastery reliably and properly
but also offer informative and valid information about the
learning status of translation students. The findings also
advance the improvement of translation assessment by of-
fering diagnostic information regarding cognitive processes
and the relation between the translation’s attributes. Ac-
cordingly, more concern must be taken toward education-
al assessment in translation programs, which requires the
help and support of different specialists in the field of trans-
lation studies.

Importantly, this study is unique in that, for the first time,
CDMs have been implemented in Translation Studies and
more specifically in Translation Quality Assessment. Howev-
er, the current study has a significant limitation that needs
to be discussed. The present study analyzed the results of
only 18 English Translation departments in a number of uni-
versities in Iran. Thus, future research could evaluate the
strengths and generalizability of the findings in other coun-
tries and universities. Despite the findings recorded, further
research is required to discover, test, and compare the ex-
istence of different probable hierarchies among the study’s
proposed attributes.

DECLARATION OF COMPETITING
INTEREST

None declared.

AUTHORS’ CONTRIBUTION

Mona Tabatabaee-Yazdi: Conceptualization, Data curation,
Formal analysis, Investigation, Methodology, Resources,
Software, Validation, Visualization, Writing - original draft,
Writing - review & editing.

Aynaz Samir: Conceptualization, Data curation, Formal
analysis, Investigation, Methodology, Resources, Software,
Validation, Visualization, Writing - original draft, Writing -
review & editing.

Abdi, H. (2020). Translation and technology: Investigating the employment of computer-aided translation (CAT) tools among
Iranian freelance translators. Theory & Practice in Language Studies, 10(7), 811-818. http://doi.org/10.17507/tpls.1007.13

Abdi, H. (2019). A skopos-theoretical analysis of political texts from English into Persian: The case of Donald Trump’s executive
orders. Theory and Practice in Language Studies, 9(7), 884-890. http://doi.org/10.17507/tpls.0907.20

Alibabaei, F. (2020). English translation of Persian metaphors in Iranian political news discourse: A relevance theory approach.

Journal of Language and Discourse Practice, 1(2), 1-10.

Akaike, H. (1974). A new look at the statistical model identification. IEEE Transactions on nAutomatic Control, AC-19, 716-723.

http://doi.org/10.1109/TAC.1974.1100705

150

JLE | Vol.9 | No.1 | 2023


http://doi.org/10.17507/tpls.1007.13
http://doi.org/10.17507/tpls.0907.20
http://doi.org/10.1109/TAC.1974.1100705

On the Identifiability of Cognitive Diagnostic Models | Research Papers

Angelelli, C. V., & Jacobson, H. E. (2009). Introduction. Testing and assessment in translation and interpreting studies: A call for
dialogue between research and practice. In Testing and assessment in Translation and Interpreting Studies (pp. 1-10). John
Benjamins. http://doi.org/10.1075/ata.xiv

Angelone, E. (2013). The impact of process protocol self-analysis on errors in the translation product. Translation and Interpret-
ing Studies. The Journal of the American Translation and Interpreting Studies Association, 8(2), 253-271. http://doi.org/10.1075/
tis.8.2.07ang

Aryadoust, V. (2018). A cognitive diagnostic assessment study of the listening test of the Singapore-Cambridge general certif-
icate of education O-level: Application of DINA, DINO, G-DINA, HO-DINA, and RRUM. International Journal of Listening, 1-24.
https://doi.org/10.1080/10904018.2018.1500915

Austermuhl, F. (2014). Electronic tools for translators. Routledge. http://doi.org/10.4324/9781315760353
Beeby, A. (2000). Teaching translation from Spanish to English. University of Ottawa Press. https://doi.org/10.2307/j.ctt1cn6sgb.10

Beeby, A., Fernandez Rodriguez, M., Fox, O., Kuznik, A., Neunzig, W., Rodriguez-Inés, P., & Wimmer, S. (2011). Results of the
validation of the PACTE translation competence model: Translation project and dynamic translation index. In S. O’'Brien
(Ed.), Cognitive explorations of translation (pp. 30-53). Bloomsbury. http://doi.org/10.1075/btl.94.22pac

Birenbaum, M., Kelly, A. E., & Tatsuoka, K. K. (1993). Diagnosing knowledge states in algebra using the rule-space model. jour-
nal for Research in Mathematics Education, 24(5), 442-459. http://doi.org/10.2307/749153

Bonyadi, A. (2020). A skill-based approach for assessing EFL students’ translation performance. fournal of Language and Trans-
lation, 10(2), 35-46.

Budianto, L., & Fardhani, A. E. (2010). A practical guide for translation skills. UIN-Maliki Press.

Chen, B. (2013, December 6-8). Globalization and film titles translation [Paper presentation]. Proceedings of the international
symposium on globalization: Challenges for translators and interpreters, Zhuhai, China.

Chen, H. L., & Chen, J. S. (2016). Retrofitting non-cognitive-diagnostic reading assessment under the generalized DINA model
framework. Language Assessment Quarterly, 13, 218-230. https://doi.org/10.1080/15434303.2016.1210610

Chen, J., & de la Torre, J. (2013). A general cognitive diagnosis model for expert-defined polytomous attributes. Applied Psycho-
logical Measurement, 37(6), 419-437. https://doi.org/10.1177/0146621613479818

Chen, W. H., & Thissen, D. (1997). Local dependence indexes for item pairs using item response theory. Journal of Educational
and Behavioral Statistics, 22(3), 265-289. http://doi.org/10.2307/1165285

Conde, T. (2013). Translation versus language errors in translation evaluation. In D. Tsagari, & R. Vam Deemter (Eds.), Assess-
ment issues in language translation and interpretation (pp. 97-112). Peter Lang AG.

Conde, T. (2012). Quality and quantity in translation evaluation: A starting point. Across Languages and Cultures, 13(1), 67-80.
http://doi.org/10.1556/Acr.13.2012.1.4

Davaninezhad, F. K. (2016). Supplementary practices and decreasing translation problems in translating political English news
texts into Persian. Theory and Practice in Language Studlies, 6(1), 184-193. http://doi.org/10.17507/tpls.0601.24

De La Torre, J. (2011). The generalized DINA model framework. Psychometrika, 76 (2), 179-199. http://doi.org/10.1007/s11336-
011-9207-7

De la Torre, J. (2008). An empirically-based method of Q-matrix validation for the DINA model: Development and applications.
Journal of Educational Measurement, 45(4), 343-362. http://doi.org/10.1111/].1745-3984.2008.00069.x

De la Torre, J., & Douglas, J. A. (2004). Higher-order latent trait models for cognitive diagnosis. Psychometrika, 69(3), 333-353.
http://doi.org/10.1007/BF02295640

De la Torre, J., & Lee, Y. S. (2013). Evaluating the Wald test for item-level comparison of saturated and reduced models in cog-
nitive diagnosis. Journal of Educational Measurement, 50(4), 355-373. http://doi.org/10.1111/jedm.12022

De la Torre, ., & Lee, Y. S. (2010). A note on the invariance of the DINA model parameters. Journal of Educational Measurement,
47(1), 115-127. https://doi.org/10.1111/].1745-3984.2009.00102.x

De la Torre, J., & Minchen, N. (2014). Cognitively diagnostic assessments and the cognitive diagnosis model framework. Psi-
cologia Educativa, 20, 89-97. https://doi.org/10.1016/j.pse.2014.11.001

Dewi, H. D. (2015). Comparing two translation assessment models: Correlating student revisions and perspectives [Unpublished
doctoral dissertation]. Kent State University.

DiBello, L. V., & Stout, W. (2007). Guest editor’s introduction and overview: IRT-based cognitive diagnostic models and related
methods. Journal of Educational Measurement, 44(4), 285-291. http://doi.org/10.1111/j.1745-3984.2007.00039.x

DiBello, L. V., Roussos, L. A., & Stout, W. F. (2007). Review of cognitively diagnostic assessment and a summary of psychometric
models. In C. R. Rao, & S. Sinharay (Eds.), Handbook of Statistics, Psychometrics (vol. 26, pp. 979-1030). Elsevier.

JLE | Vol.9 | No.1 | 2023 151


http://doi.org/10.1075/ata.xiv
http://doi.org/10.1075/tis.8.2.07ang
http://doi.org/10.1075/tis.8.2.07ang
http://doi.org/10.4324/9781315760353
http://doi.org/10.1075/btl.94.22pac
http://doi.org/10.2307/749153
https://doi.org/10.1177/0146621613479818
http://doi.org/10.2307/1165285
http://doi.org/10.1556/Acr.13.2012.1.4
http://doi.org/10.1007/s11336-011-9207-7
http://doi.org/10.1007/s11336-011-9207-7
http://doi.org/10.1111/j.1745-3984.2008.00069.x
http://doi.org/10.1007/BF02295640
http://doi.org/10.1111/jedm.12022
http://doi.org/10.1111/j.1745-3984.2007.00039.x

Mona Tabatabaee-Yazdi, Aynaz Samir | Research Papers

DiBello, L. V., Roussos, L. A., & Stout, W. (2006). 31a review of cognitively diagnostic assessment and a summary of psychomet
ric models. Handbook of statistics, 26, 979-1030. http://doi.org/10.1016/50169-7161(06)26031-0

DiBello, L. V., Stout, W. F., & Roussos, L. (1995). Unified cognitive psychometric assessment likelihood-based classification
techniques. In P. D. Nichols, S. F. Chipman, & R. L. Brennan (Eds.), Cognitively diagnostic assessment (pp. 361-390). Erlbaum.

Doyle, M. S. (2003). Translation pedagogy and assessment: Adopting ATA's framework for standard error marking. The ATA
Chronicle, 32(11), 21-28.

Effatpanah, F. (2019). Application of cognitive diagnostic models to the listening section of the international English language
Testing System (IELTS). International Journal of Language Testing, 9, 1-28. http://doi.org/10.1186/s40468-019-0090-y

Effatpanah, F., Baghaei, P., Boori, A. (2019). Diagnosing EFL learners’ writing ability: A diagnostic classification modeling anal-
ysis. Language Testing in Asia, 9(12). https://doi.org/10.1186/s40468-019-0090-y

Embretson, S. E. (1999). Cognitive psychology applied to testing. In F. T. Durso (Ed.), Handbook of applied cognition (pp. 629-
660). Wiley & Sons.

Embretson, S. E. (1998). A cognitive design system approach to generating valid tests: Application to abstract reasoning. [Em-
pirical Study]. Psychological Methods, 3(3), 380-396. https://doi.org/10.1037/1082-989x.3.3.380

Embretson, S. E. (1983). Construct validity: Construct representation vs. nomothetic span. Psychological Bulletin, 93(1), 179-197.
https://doi.org/10.1037//0033-2909.93.1.179

Fang, G., Liu, J., & Ying, Z. (2019). On the identifiability of diagnostic classification models. Psychometrika, 84(1), 19-40. http://
doi.org/10.1007/s11336-018-09658-x

Farahzad, F. (1992). Testing achievement in translation classes. In C. Dollerup, & A. Loddegaard (Eds.), Teaching translation and
interpreting: training, talent, and experience (pp. 271-278). John Benjamins. http://doi.org/10.1075/z.56.41far

Fiser, D. (2008). The teaching and learning of ICT skills for translators. In R. Dimitru & K. Freigang (Eds.), Translation Technology
in Translation Classes (pp. 103-12). Institutul European.

Frederiksen, N., Mislevy, R. ., Bejar, 1. 1. (1993). Test theory for a new generation of tests. Erlbaum. https://doi.org/10.2307/2348147

Galeshi, R. (2012). Cognitive Diagnostic model, a simulated-based study: Understanding Compensatory Reparameterized Unified
Model (CRUM) [Unpublished doctoral dissertation]. Virginia Tech.

Genesee, F. (2002). Evaluation. In R. Carter, & D. Nunan (Eds.), The Cambridge guide to teaching english to speakers of other lan-
guages (4th ed., pp. 144-150). Cambridge University Press.

Genesee, F., & Upshur, J. (1996). Classroom-based evaluation in second language education. Cambridge University Press.

Gierl, M. J., Alves, C., & Majeau, R. T. (2010). Using the attribute hierarchy method to make diagnostic inferences about exam-
inees’ knowledge and skills in mathematics: An operational implementation of cognitive diagnostic assessment. Interna-
tional Journal of Testing, 10(4), 318-341. http://doi.org/10.1080/15305058.2010.509554

Goff-Kfouri, C. A. (2005). Testing and evaluation in the translation classroom. Translation journal, 9(2), 75-99.
Hansen, G. (2010). Translation ‘errors’. Handbook of translation studies, 1, 385-388. http://doi.org/10.1075/hts.1.tra3

Hartz, S. M. (2002). A Bayesian framework for the Unified Model for assessing cognitive abilities: Blending theory with practicality
[Unpublished doctoral dissertation]. University of Illinois.

Hatim, B. & Mason, L. (1997). The Translator as communicator. Routledge.

Hattie, )., Jaeger, R. M., & Bond, L. (1999). Persistent methodological questions in educational testing. Review of Research in
Education, 24, 393-446. http://doi.org/10.2307/1167275

Henson, R., Templin, J. L., & Douglas, J. (2007). Using efficient model-based sum-scores for conducting skills diagnoses. Journal
of Educational Measurement, 44(4), 361-376. http://doi.org/10.1111/].1745-3984.2007.00044.x

Henson, R., Templin, J., & Willse, J. (2009). Defining a family of cognitive diagnosis models using Log-Linear Models with latent
variables. Psychometrika, 74(2), 191-210. http://doi.org/10.1007/s11336-008-9089-5

Hu, L. t., & Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure analysis: Conventional criteria versus new
alternatives. Structural Equation Modeling: A Multidisciplinary Journal, 6(1), 1-55. https://doi.org/10.1080/10705519909540118

Hu, J., Miller, M. D., Huggins-Manley, A. C., & Chen, Y.-H. (2016). Evaluation of model fit in cognitive diagnosis models. Interna-
tional Journal of Testing, 16(2), 119-141. https://doi.org/10.1080/15305058.2015.1133627

Hurtado Albir, A. (2015). The acquisition of translation competence. Competences, tasks, and assessment in translator training.
Meta: Journal des Traducteurs/Meta: Translators’ Journal, 60(2), 256-280. http://doi.org/10.7202/1032857ar

Irvine, S. H., & Kyllonen, P. C. (Eds.). (2002). Item generation for test development. Erlbaum.

152 JLE | Vol.9 | No.1 | 2023


http://doi.org/10.1186/s40468-019-0090-y
http://doi.org/10.1007/s11336-018-09658-x
http://doi.org/10.1007/s11336-018-09658-x
http://doi.org/10.1075/z.56.41far
http://doi.org/10.1080/15305058.2010.509554
http://doi.org/10.1075/hts.1.tra3
http://doi.org/10.2307/1167275
http://doi.org/10.1111/j.1745-3984.2007.00044.x
http://doi.org/10.1007/s11336-008-9089-5
http://doi.org/10.7202/1032857ar

On the Identifiability of Cognitive Diagnostic Models | Research Papers

Jang, E. E. (2005). A validity narrative: Effects of reading skills diagnosis on teaching and learning in the context of NG TOEFL [Unpub-
lished doctoral dissertation]. University of Illinois.

Jiménez-Crespo, M. A. (2020). Localization. In E. Bielsa & D. Kapsaskis (Eds.), The Routledge handbook of translation and glo-
balization (pp. 375-390). Routledge. http://doi.org/10.4324/9781003121848-31

Jiménez-Crespo, M. A. (2013). Translation and web localization. Routledge. http://doi.org/10.4324/9780203520208

Jun-song, W. A. N. G. (2017). Translation quality assessment: Bridge the gap between theory and practice. Journal of Literature
and Art Studies, 7(10), 1701-1706. http://doi.org/10.17265/2159-5836/2017.10.023

Junker, B. W., & Sijtsma, K. (2001). Cognitive assessment models with few assumptions, and connections with nonparametric
item response theory. Applied Psychological Measurement, 25(3), 258-272. https://doi.org/10.1177/01466210122032064

Kabat, M. (2020). The competencies of software translators from the point of view of Slovak translation studies. Bridge: Trends
and Traditions in Translation and Interpreting Studies, 1(1), 57-67.

Kafi, M., Khoshsaligheh, M., & Hashemi, M. R. (2018). Translation profession in Iran: current challenges and future prospects.
The Translator, 24(1), 89-103. http://doi.org/10.1080/13556509.2017.1297693

Kazemian, R., & Vasheghani Farahani, M. (2020). Translating metadiscourse features in TED political talks: A parallel cor-
pus-based investigation of semantic underspecification in English and Persian. Language and Translation Studies (JLTS),
53(2), 127-154. https://doi.org/10.22067/Its.v53i2.85499

Kelly, D. (2005). A handbook for translator trainers: A guide to reflective practice. Sent Jerome Publishing.

Khanmohammad, H. O. M., & Osanloo, M. (2009). Moving toward objective scoring: A rubric for translation assessment. Journal
of English language Studies, 1, 131-153.

Khatibzadeh, P., & Sameri, M. (2013). Translation of binomials in political speeches and reports; A contrastive study of English
and Persian. Journal of Translation and Interpretation, 6(1), 18-33.

Khazaeefar, A., & Khoshsaligheh, M. (2014). Insights from EMT for translator training in Iran. Ferdowsi Review: An Iranian Journal
of TESL, Literature and Translation Studies, 1(1), 135-152.

Khoshsaligheh, M., Moghaddas, M., & Ameri, S. (2019). English translator training curriculum revisited: Iranian trainees’ per-
spectives. Teaching English Language, 13(2), 181-212. https://doi.org/10.22132/tel.2019.96238

Kim, A. Y. A. (2015). Exploring ways to provide diagnostic feedback with an ESL placement test: Cognitive diagnostic assess-
ment of L2 reading ability. Language Testing, 32(2), 227-258. http://doi.org/10.1177/0265532214558457

Kiraly, D., & Hofmann, S. (2016). Towards a postpositivist curriculum development model for translator education. In D. Kiraly,
L. Rith, C. Canfora, & A. Cnyrim (Eds.), Towards authentic experiential learning in translator education (pp. 67-87). Mainz Uni-
versity Press at V&R Unipress. https://doi.org/10.14220/9783737004954.67

Klimkowski, K. (2015). Entrepreneurial training in translator and interpreter education. Roczniki humanistyczne, 63(11), 67-83.
http://doi.org/10.18290/rh.2015.63.11-5

Kunina-Habenicht, O., Rupp, A. A., & Wilhelm, O. (2012). The impact of model misspecification on parameter estimation and
item-fit assessment in log-linear diagnostic classification models. fjournal of Educational Measurement, 49(1), 59-81. https://
doi.org/10.1111/j.1745-3984.2011.00160.x.

Lauscher, S. (2000). Translation quality assessment: Where can theory and practice meet? The translator, 6(2), 149-168. http://
doi.org/10.1080/13556509.2000.10799063

Lee, Y. W., & Sawaki, Y. (2009a). Application of three cognitive diagnosis models to ESL reading and listening assessments.
Language Assessment Quarterly, 6, 239-263. https://doi.org/10.1080/15434300903079562

Lee, Y. W., & Sawaki, Y. (2009b). Cognitive diagnosis approaches to language assessment: An overview. Language Assessment
Quarterly, 6(3), 172-189. http://doi.org/10.1080/15434300902985108

Leighton, J. P., & Gierl, M. ]. (Eds.). (2007). Cognitive diagnostic assessment for education: Theory and practices. Cambridge Univer-
sity Press. http://doi.org/10.1017/CB09780511611186

Leighton, J. P., Gierl, M. )., & Hunka, S. M. (2004). The attribute hierarchy method for cognitive assessment: A variation on Tat-
suoka'’s Rule-Space Approach. journal of Educational Measurement, 41(3), 205-237. http://doi.org/10.1111/j.1745-3984.2004.
tb01163.x

Leighton, J., Gierl, M. ., & Hunka, S. (1999, April). Attributes in Tatsuoka’s rule-space model. Poster presented at the annual meet-
ing of the National Council on Measurement in Education, Montreal, Quebec, Canada.

Li, H. (2011). A cognitive diagnostic analysis of the MELAB reading test. Spaan Fellow Working Papers in Second or Foreign Lan-
guage Assessment, 9, 17-46.

JLE | Vol.9 | No.1 | 2023 153


http://doi.org/10.4324/9781003121848-31
http://doi.org/10.4324/9780203520208
http://doi.org/10.17265/2159-5836/2017.10.023
http://doi.org/10.1080/13556509.2017.1297693
https://doi.org/10.22067/lts.v53i2.85499
http://doi.org/10.1177/0265532214558457
http://doi.org/10.18290/rh.2015.63.11-5
https://doi.org/10.1111/j.1745-3984.2011.00160.x
https://doi.org/10.1111/j.1745-3984.2011.00160.x
http://doi.org/10.1080/13556509.2000.10799063
http://doi.org/10.1080/13556509.2000.10799063
http://doi.org/10.1080/15434300902985108
http://doi.org/10.1017/CBO9780511611186
http://doi.org/10.1111/j.1745-3984.2004.tb01163.x
http://doi.org/10.1111/j.1745-3984.2004.tb01163.x

Mona Tabatabaee-Yazdi, Aynaz Samir | Research Papers

Li, H., Hunter, C. V., & Lei, P. W. (2016). The selection of cognitive diagnostic models for a reading comprehension test. Lan-
guage Testing, 33(3), 391-409. https://doi.org/10265532215590848.

Lim, Y. (2015). Cognitive diagnostic model comparisons [Unpublished doctoral dissertation]. Georgia Institute of Technology.

Lorenzen, B., & Murray, L. L. (2008). Bilingual aphasia: A theoretical and clinical review. American journal of Speech-Language
Pathology, 17(3). https://doi.org/10.1044/1058-0360(2008/026)

Mackenzie, R. (2004). The competencies required by the translator’s roles as a professional. In Malmkjeer, K. (Ed.), Translation
in undergraduate degree programs (pp. 32-38). John Benjamins Publishing Company. http://doi.org/10.1075/btl.59.04mac

Marczak, M., & Krajka, J. (2016). Translator education in the cloud: Students’ perceptions of telecollaborative experiences. In E.
Smyrnova-Trybulska (Ed.), E-learning methodology-implementation and evaluation (pp. 369-388). Uniwersytet Slaski.

Maris, E. (1999). Estimating multiple classification latent class models, Psychometrika, 64(2), 197-212. http://doi.org/10.1007/
BF02294535

Martinez-Carrasco, R. (2017). Epistemological approaches to legal translation education: A situated account [Unpublished doctoral
dissertation]. Universitat Jaume L.

Maydeu-Olivares, M. (2013). Goodness-of-fit assessment of item response theory models. Measurement: Interdisciplinary Re-
search and Perspectives, 11, 71-137. https://doi.org/10.1080/15366367.2013.831680

McDonald, R. P., & Mok, M. M. C. (1995). The goodness of fit in item response models. Multivariate Behavioral Research, 30, 23-40.
https://doi.org/10.1207/s15327906mbr32-001

Messick, S. (1989). Validity. In R. L. Linn (Ed.), Educational measurement (3rd ed., pp. 13-103). Macmillan.

Molanazar, H., & Kamyab, S. (2015). Political and journalistic translation courses and the market demand in Iran. European
Online Journal of Natural and Social Sciences,4(2), 285-293.

Mossop, B. (2003). What should be taught at translation school? In Pym, A., C. Fallada, J. Ramon Biau, & J. Orenstein (Eds.).
Innovation and E-learning in translator training (pp. 20-22). Universitat Rovira i Virgili.

Newmark, P. (1988). A Textbook of Translation. Prentice Hall.

Nichols, P. (1994). A framework of developing cognitively diagnostic assessments. Review of Educational Research, 64, 575-603.
http://dx.doi.org/10.3102/00346543064004575

Nichols, P. D., Chipman, S. F, & Brennan, R. L. (1995). Cognitively diagnostic assessment. Erlbaum. https://doi.
org/10.4324/9780203052969

Nichols, P., & Sugrue, B. (1999). The lack of fidelity between cognitively complex constructs and conventional test development
practice. Educational Measurement: Issues and Practice, 18, 18-29. https://doi.org/10.1111/j.1745-3992.1999.tb00011.x

Nord, C. (1999). Translating as a text-production activity. On-Line Symposium on Innovation in Translator and Interpreter Training,
Interpreter Training, 3(4), 11-19.

Ozaki, K. (2015). DINA models for multiple-choice items with few parameters: Considering incorrect answers. Applied Pycholog-
ical Measurement, 39(6), 431-447. http://doi.org/10.1177/0146621615574693

PACTE. (2011). Results of the validation of the PACTE translation competence model: Translation problems and translation
competence. In C. Alvstad, A. Hild, & E. Tiselius (Eds.). Methods and strategies of process research: Integrative approaches in
translation studies (pp. 317-343). John Benjamins. https://doi.org/10.1075/btl.94.22pac

PACTE. (2003). Building a translation competence model. In F. Alves (Ed.), Triangulating translation: Perspectives in process ori-
ented research (pp. 43-66). John Benjamins. https://doi.org/10.1075/btl.45.06pac

Paradis, M., Goldblum, M. C., & Abidi, R. (1982). Alternate antagonism with paradoxical translation behavior in two bilingual
aphasic patients. Brain and Language, 15(1), 55-69. http://doi.org/10.1016/0093-934X(82)90046-3

Piecychna, B. (2013). Legal translation competence in the light of translational hermeneutics. Studies in Logic, Grammar, and
Rhetoric, 34(47), 141-159. http://doi.org/10.2478/slgr-2013-0027

Polliastri, P., & Paulina, A. (2009). Evaluation criteria for the improvement of translation quality. In M. Forstner, H. Lee-Jahnke,
& P. A. Schmitt (Eds.). Enhancing translation quality: Ways, means, methods (pp. 239-261). Peter Lang AG.

Ravand, H. (2016). Application of a cognitive diagnostic model to a high-stakes reading comprehension test. Journal of Psycho-
educational Assessment, 34, 782-799. https://doi.org/10.1177/0734282915623053.

Ravand, H., & Baghaei, P. (2020). Diagnostic classification models: Recent development, practical issues, and prospects. Inter-
national Journal of Testing, 20, 24-56. https://doi.org/10.1080/15305058.2019.1588278

Ravand, H., Baghaei, P., & Doebler, P. (2020). Examining parameter invariance in a general diagnostic classification model.
Frontiers in Psychology, 10, 2930. https://doi.org/10.3389/fpsyg.2019.02930

154 JLE | Vol.9 | No.1 | 2023


https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1044%2F1058-0360(2008%2F026)
http://doi.org/10.1075/btl.59.04mac
http://doi.org/10.1007/BF02294535
http://doi.org/10.1007/BF02294535
http://dx.doi.org/10.3102/00346543064004575
https://doi.org/10.4324/9780203052969
https://doi.org/10.4324/9780203052969
http://doi.org/10.1177/0146621615574693
https://doi.org/10.1075/btl.94.22pac
https://doi.org/10.1075/btl.45.06pac
http://doi.org/10.1016/0093-934X(82)90046-3

On the Identifiability of Cognitive Diagnostic Models | Research Papers

Ravand, H., & Robitzsch, A. (2018). Cognitive diagnostic model of best choice: A study of reading comprehension. Educational
Psychology, 38(10), 1255-1277. https://doi.org/10.1080/01443410.2018.1489524.

ReaDickins, P., & Germaine, K. (1993). Evaluation. Oxford University Press.

Rupp, A. A., Templin, J., & Henson, R. A. (2010). Diagnostic measurement: Theory, methods, and applications. Guilford Press.
https://doi.org/10.1080/15366367.2018.1434349

Samir, A., Motallebzadeh, K., Ashraf, H., & Ghonsooly, B. (2018). Development and validation of an MA English translation cur-
riculum effectiveness questionnaire: Using the Rasch Model. North American Journal of Psychology, 20(3), 601-618.

Samir, A., Tabatabaee-Yazdi, M. (2020). Translation quality assessment rubric: A Rasch model-based validation. International
Journal of Language Testing, 10(2), 101-128.

Schwarz, G.(1978). Estimating the dimension of a model. Annals of Statistics, 6, 461-464. https://doi.org/10.1214/aos/1176344136

Sharif, D. F. (2016). Evaluating the translation competency areas in the Iranian national translators’ training curriculum. Inter-
national Journal of Innovation and Research in Educational Sciences, 5(1), 340-349.

Sidiropoulou, M. (2004). Linguistic identified through translation. Rodopi. http://doi.org/10.1163/9789004486652

Snell-Hornby, M., Pochhacker, F., & Kaindl, K., (Eds). (1994). Translation studies: An interdiscipline (Benjamins Translation Library
2). John Benjamins Publishing. http://doi.org/10.1075/btl.2

Snow, R. E., & Lohman, D. F. (1989). Implications of cognitive psychology for educational measurement. In R. L. Linn (Ed.), Edu-
cational measurement (3rd ed., pp. 263-331). American Council on Education, Macmillan.

Stobart, G., & Gipps, C. (1997). Assessment: A teacher’s quide to the issues (3rd ed.). Hodder & Stoughton.

Stone, C. A., & Zhang, B. (2003). Assessing goodness of fit of item response theory models: A comparison of traditional and alter-
native procedures. Journal of Educational Measurement, 40(4), 331-352. http://doi.org/10.1111/j.1745-3984.2003.tb01150.x

Su, Y. L. (2013). Cognitive diagnostic analysis using hierarchically structured skills [Unpublished doctoral dissertation]. University
of Lowa. https://doi.org/10.17077/etd.5xs1u621

Tabatabaee-Yazdi, M., Motallebzadeh, K., Baghaei, P. (2021). A Mokken scale analysis of an English Reading Comprehension
Test. International Journal of Language Testing, 11(1), 132-143.

Tabatabaee-Yazdi, M. (2020). Hierarchical Diagnostic Classification Modeling of reading comprehension. SAGE Open, 10(2).
http://doi.org/10.1177/2158244020931068

Taghizadeh, M., & Azizi, M. (2017). Exploring computer-aided translation competencies of some Iranian translators. Interna-
tional Journal of English Language & Translation Studlies, 5(1), 78-87.

Tatsuoka, K. K. (1983). Rule space: An approach for dealing with misconceptions based on item response theory. journal of
Educational Measurement, 20(4), 345-354. http://doi.org/10.1111/j.1745-3984.1983.tb00212.x

Templin, J., & Bradshaw, L. (2013). Measuring the reliability of diagnostic classification model examinee estimates. Journal of
Classification, 30, 251-275. https://doi.org/10.1007/s00357-013-9129-4

Templin, J. L., & Henson, R. A. (2006). Measurement of psychological disorders using cognitive diagnosis models. Psychological
Methods, 11(3), 287-305. https://doi.org/10.1037/1082-989x.11.3.287

Yen, W. M. (1984). Effects of local item dependence on the fit and equating performance of the three-parameter logistic model.
Applied Psychological Measurement, 8, 125-145. https://doi.org/10.1177/014662168400800201

Waddington, C. (2001). Different methods of evaluating student translations: The question of validity. Meta: Journal Des Traduc-
teurs/Meta: Translators’ Journal, 46(2), 311-325. https://doi.org/10.7202/004583ar

Wang, C., Zheng, C., & Chang, H. H. (2014). An enhanced approach to combine item response theory with cognitive diagnosis
in adaptive testing. Journal of Educational Measurement, 51(4), 358-380. https://doi.org/10.1111/jedm.12057

William, K. (2003). Understanding media theory. Arnold.

Yamaguchi, K., & Okada, K. (2018). Comparison among cognitive diagnostic models for the TIMSS 2007 fourth grade mathe-
matics assessment. PIOS ONE, 13(2). http://doi.org/10.1371/journal.pone.0188691

JLE | Vol.9 | No.1 | 2023 155


https://doi.org/10.1080/01443410.2018.1489524
http://www.ijlt.ir/?_action=article&au=800515&_au=Mona++Tabatabaee-Yazdi
http://doi.org/10.1163/9789004486652
http://doi.org/10.1075/btl.2
http://doi.org/10.1111/j.1745-3984.2003.tb01150.x
https://doi.org/10.17077/etd.5xs1u621
http://doi.org/10.1177/2158244020931068
http://doi.org/10.1111/j.1745-3984.1983.tb00212.x
http://doi.org/10.1371/journal.pone.0188691

Mona Tabatabaee-Yazdi, Aynaz Samir

| Research Papers

APPENDIX A

Attributes
c =
> ﬂ
= -
= 7] "
Lo o F =
B B =
3 o ) T
g = S a2
) ) = a @ = c
Assessment Criteria = = =
()
e & 3 &
_ - X 3§ » o T
S S ® 32 ¥ § ©
‘S =] c o w o >
T s O £ ¢ £ <
—_ £ — £ =) X o re] [-%
[ (] © o— () (]
v E & E N T B E 5
» © X ] c 3 -_—
o - o - © = ] X~ o
- (C) | (G} o g g 5 ]
a ®» F B ©0 O £ =2 @
- & m W VW N © o
Grammar (Word Form/Part of Speech, Word Order, Syntax) 0 1 0 1 0 0 1 0 0
Usage 1 1 1 1 1 1 0 0 0
(No) Addition 1 1 1 1 1 1 1 0 0
(No) Omission 1 1 1 1 1 1 1 0 0
Completeness 0 0 0 0 1 0 1 0 0
Punctuation 0 1 0 1 0 0 0 0 0
Terminology/False Friend Terminology 1 0 1 0 0 0 1 0 0
Spelling 0 0 1 0 0 0 0 0 0
Capitalization/ Italicization Rules 1 1 1 1 0 0 1 0 0
Faithfulness/literalness 1 1 1 1 1 1 1 0 0
Register/Tone 1 1 1 1 1 1 1 0 0
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ABSTRACT

Background. Collaborative Strategic Reading (CSR) is an instructional method in which students
work together in a cooperative framework, jointly construct a model of text and come to its
potential meaning through discussions.

Purpose. A quasi-experimental pretest-posttest non-equivalent control group research design
was used to examine the effects of cooperative grouping within the framework of CSR, with
the aim of determining whether cooperative grouping is effective in developing EFL students’
reading skills.

Method. The response variables included the students’ scores on questions testing Vocabulary,
Factual Information, Prose Summary, Sentence Simplification, Reference Question and Insert
text, whereas the explanatory variable was group membership (+/- cooperative), measured
across three testing times (the beginning, middle and the end of the experimental intervention).

Results. The results indicate that the students exposed to CSR within cooperative groups
significantly developed those reading skills which focus on the comprehension of global
information - prose summary, insert text and reference question. A possible explanation is that,
in order to answer these questions, readers must approach the text in a holistic manner and
focus on its main ideas, which seems to be facilitated by discussions in heterogeneous teams
and negotiations of meaning resulting from those discussions.

Conclusion. The main pedagogical implication of the results concerns the need for introducing
cooperative grouping as an alternative to a typical university-level foreign language classroom,
allowing teachers to organize an effective, interactive context for reading academic texts in
English.

KEYWORDS

EFL reading skills, EFL reading instruction, cooperative learning, Collaborative Strategic Reading,
university students, quasi-experimental design

which EFL reading instruction can be
offered. The urgency of adopting an im-
In the academic context of tertiary edu- proved approach to reading instruction
cation one of the most useful and most is, in the Serbian educational context,
employed skills is reading, whereas read- strikingly apparent in the results of the

INTRODUCTION

ing in English, with its growing signifi-
cance as a lingua franca, places a set of
new, highly demanding challenges on
EFL learners. The expectations placed
on university students to be able to read
academic texts in English are increas-
ing, which is why curriculum designers
and practitioners alike are tasked with
putting forward most effective ways in

Programme for International Student
Assessment (PISA)® for 2018, according
to which Serbian students score below
the OECD average on the reading profi-
ciency measure, with only 3% of students
able to “comprehend lengthy texts, deal
with concepts that are abstract or coun-
terintuitive, and establish distinctions
between fact and opinion, based on

' PISA (Programme for International Student Assessment). (2018). PISA 2018 results. https://
nces.ed.gov/surveys/pisa/pisa2018/index.asp#/
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implicit cues pertaining to the content or source of the in-
formation”.* Having recognized the need to bring reading
instruction up-to-date, the policy-makers from the Serbian
Ministry of Education, Science and Technological Develop-
ment in their Framework of the National Curriculum of the
Republic of Serbia® underline that cooperative learning is
one of the methods which leads to higher achievement and
better learning gains, in contrast with individual and com-
petitive learning. In addition to improved learning gains,
cooperative learning also answers to the challenges of the
changing labour market in which “employers across the
world give increasingly higher priority to behavioural skills
than to technical competencies” (Cunningham et al., 2010).
Teamwork, collaboration and sociability are ranked high in
UNESCO's framework for transversal competencies® and a
timely integration of these inter-personal skills in education
would ensure that the students are adequately prepared
for the world of work and are equipped to live meaningful,
sustainable, and responsible lives in a world that is rapidly
becoming interconnected.

Despite the potential benefits of cooperative learning, the
organization and dynamics of the teaching process and
the implementation of different teaching approaches and
strategies in the Serbian educational context, as evidenced
by PISA scores, in most cases remain very static and rigid
(Mili¢, 2016). As students are rarely exposed to cooperative
framework and seldom taught how to take part in it, previ-
ous research shows that, even though they have moderately
positive attitudes towards group work and team activities,
they exhibit considerably low willingness to participate in
it (Topalov et al., 2015; Topalov et al., 2017). In an educa-
tional context in which the individual method is promoted
and practiced, this study aims at investigating the extent to
which structured, heterogeneous cooperative grouping is
an effective method in developing reading skills of young
adult EFL learners. For this purpose, drawing on the social
interdependence theory (Johnson & Johnson, 2005; 2015), a
quasi-experimental pretest-posttest non-equivalent control
group research design was implemented to examine wheth-
er there was a statistically significant change in the students’
scores on the reading comprehension measure between
the students who were exposed to reading instruction with-
in cooperative groups and those who were taught reading
in a traditional classroom setting.

Student Interaction in the Foreign Language
Classroom

Recent decades saw a growing interest of researchers and
educators in learning through interaction and cooperation,

in response to the weaknesses of the teacher-centred class-
room. Although the traditional method allows the teachers
to more easily manage all aspects of classroom organization,
individual differences among students are marginalized, the
teaching materials are aimed at the average student, while
both gifted and struggling students are side-lined, and the
responsibility for achieving lesson aims is largely assumed
by the teacher (Estes et al., 2014).

Cooperative learning appeared as one of the responses to
the observed need for a shift in the nature of authority and
responsibility in the classroom. Social interdependence the-
ory (Johnson & Johnson, 2005; 2015) provides a theoretical
basis for the investigation of the effects of cooperative work
and has, thus far, been validated by hundreds of research
studies (Johnson and Johnson (2008) offer a highly inform-
ative overview of studies investigating cooperative learning
procedures). As it accounts for how the outcomes of social
interaction are affected both by individual actions of those
who participate in interaction, as well as by the actions of
other participants, it defines cooperative learning as a “ped-
agogical strategy in which small groups of students work
together to achieve a common goal, with each individual
responsible for their own learning as well as the success of
their peers” (Davies et al., 2013, p. 564). Its aim is to contrib-
ute to the development of cognitive and social skills through
selected techniques, wherein the learning process is rigor-
ously structured and the tasks used are clearly defined and
regulated; the students are responsible both to themselves
and to the group; the group represents the core of all class-
room interactions, with the teacher’s main task being to
provide support (Johnson et al., 2014).

Johnson and Johnson (2009) indicate the following four ba-
sic principles of cooperative learning: (a) positive interde-
pendence, according to which the success of an individual
is linked to the success of the rest of the group in such a
way that an individual can only achieve the goal if the other
members of the group reach that goal as well; it is promot-
ed by sharing goals, means for achieving those goals and
setting boundaries between group members to determine
who is interdependent with whom; (b) individual and group
accountability, with individual responsibility being reflect-
ed in the results of individual assessment and testing, and
group accountability in group assessment; (c) promotive in-
teraction, which takes place when group members support
each other’s efforts taken towards the accomplishment of
the group’s goals by providing mutual help and assistance,
exchanging needed resources, effectively communicating,
exerting mutual influence and trust, and constructively man-
aging conflict; and (d) appropriate use of social skills, which

4 Schleicher, A. (2018). PISA 2018. Insights and interpretations. OECD. http://www.oecd.org/pisa/PISA%202018%20Insights%20and%20In-

terpretations%20FINAL%20PDF.pdf

5> ONKRS (Okvir nacionalnog kurikuluma Republike Srbije). (2015). https://obrazovanje.org/rs/uploaded/dokumenta/Okvir-nacional-

nog-kurikuluma_Osnove-ucenja-i-nastave.pdf
6 UNESCO. (2015). Transversal competencies
es/0023/002319/231907E.pdf

in education:

Policy and practice.

UNESCO. http://unesdoc.unesco.org/imag-
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include personal and small-group skills needed for effective
cooperation; in order to coordinate efforts for the purpose
of accomplishing shared goals team members must get to
know and trust each other, communicate clearly and accu-
rately, support each other, and constructively resolve any
conflicts (Johnson & Johnson, 2016).

In examining foreign language learning contexts, this
framework has been shown to be effective in overall foreign
language acquisition (Law, 2011; Wei & Tang, 2015), includ-
ing English language fluency (Alrayah, 2018), productive
English skills (Fen, 2011), oral proficiency (Namaziandost
et al., 2020) and motivation (Ning & Hornby, 2014). Rather
than simply motivating individuals to exert greater effort,
positive interdependence as part of cooperative dynamics
facilitates the development of new insights and the use of
higher-level reasoning through promotive interaction (John-
son & Johnson, 2008).

Cooperative Framework of Reading
Instruction

Turning to the pedagogy of reading, Collaborative Strate-
gic Reading - CSR is a combination of cooperative learning
and modified reciprocal teaching (Bremer et al., 2002) and is
based on a socio-cognitive theory of reading that emphasiz-
es the importance of social context in the cognitive develop-
ment of reading skills (Klingner et al., 2012). In this approach
to comprehension, the reader actively decodes the text, uses
adequate prior knowledge, applies the cognitive resources
at his or her disposal, and develops understanding of the
text through structured social interaction. It is an approach
to teaching comprehension strategies that places students,
their cognition and ability to self-regulate at the centre
of the reading process. CSR is an instructional method in
which students work together in a cooperative framework,
jointly construct a model of text, and come to its potential
meaning through discussions (Vaughn et al., 2011). In this
learning context, students achieve cognitive development
that they would not otherwise be able to achieve individual-
ly through the help and support of their micro-community,
i.e. the team within which they are reading. By working to-
gether with their peers on the construction of meaning, they
internalize cognitive strategic knowledge through dialogue
within small groups (Fan, 2015).

CSR is conducted over two phases. In the first phase, stu-
dents are exposed to reading strategies, while in the sec-
ond phase, cooperative teams are formed in which students
continue to apply the strategic framework. The principles of
modified reciprocal teaching are reflected in the first phase
of the reading approach, which uses a combination of read-
ing strategies. Within CSR, the teacher exposes students
to groups of strategies that include: 1) initial review of the
text, 2) monitoring comprehension, 3) summarizing parts of
the text/getting the main idea, and 4) final evaluation. Dur-
ing the initial review of the text, the students should apply

two strategies: first, they make predictions about the text,
based on the title, subtitle, pictures, etc., and then activate
their previous knowledge of the topic. During reading, the
students monitor comprehension and are aware of the mo-
ment when there is a breakdown in understanding. Within
CSR, students are instructed to use several strategies, includ-
ing identifying contextual information that would help them
understand an unknown word or phrase, extending the
context to a sentence that precedes or follows the sentence
with the unknown word, and parsing the word and identify-
ing roots, prefixes and suffixes. In applying the strategy of
summarizing, the students focus on the most important ide-
as in a particular section of the text and ignore less impor-
tant information. After reading, during the final evaluation,
students are instructed to formulate questions and provide
answers, as well as to summarize the entire text in order
to test comprehension. Cooperative elements are evidentin
the second phase, in the structured roles that students re-
ceive when interacting, as well as in the structured materials
designed to foster positive interdependence and individual
and group accountability. When working with students in
cooperative roles, the teacher supervises groups, facilitates
in the comprehension of unfamiliar words, demonstrates
how strategies and cooperative learning techniques are
used, and provides assistance (Klingner et al., 2012).

To date, a number of empirical studies examined the effec-
tiveness of CSR in reading instruction, focusing primarily on
reading instruction in the first language, with participants
of different ages, as well as with students with learning dif-
ficulties (Boardman et al., 2016; Kim et al., 2006; Klingner
& Vaughn, 2000; Vaughn et al., 2011). Several studies have
examined the impact of collaborative strategic framework
on the development of foreign language. For instance, in a
study with students at the A2 level of CEFR, CSR positively
affected the students’ reading comprehension scores, with
significant positive effects on the identification of the main
idea and supporting details (Fan, 2010). CSR also positively
impacted students’ ability to deal with vocabulary-related
comprehension breakdowns (Karabuga & Kaya, 2013), their
learning habits and attitudes (Mendieta et al., 2015) and
their willingness to participate in cooperative reading tasks
(Zoghi et al., 2010). In a study by Topalov and Radi¢-Bojani¢
(2016) CSR had positive effects on university students’ af-
finity towards reading texts in the English language, on the
degree in which they read English texts and on their belief
that they are able to complete academic reading tasks. How-
ever, no study, to the best of our knowledge, has focused
on the following two aspects investigated in this research:
firstly, the cooperative component of CSR alone has not
been investigated in such a way that the strategic input
was administered to both conditions, while only the factor
of cooperative work/individual work differed between the
experimental and the control groups, as is the case in this
research; secondly, this study examines the context of read-
ing in a foreign language with young adults learning EFL at
university, who are at a higher level of foreign language pro-
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ficiency and who, therefore, have functional independence
in language use and are able to read complex academic
texts that require readers to activate higher cognitive lev-
els of text processing, as well as procedural and conditional
knowledge of reading strategies (studies conducted thus far
in an EFL context have examined students at lower levels
of proficiency, or did not include information on the par-
ticipants’ level of English). In practical terms, the rationale
for this study is, thus, twofold. On the one hand, in teas-
ing apart the relative contribution of the cooperative com-
ponent to the success CSR has in developing EFL reading
skills, as attested by previous research (Fan, 2010; Karabuga
& Kaya, 2013; Zoghi et al., 2010), in addition to providing its
empirical validation, this study will examine the potential
benefits of introducing the cooperative component into an
educational setting that is still largely oriented towards in-
dividual work. On the other hand, by using a sample of stu-
dents at a higher level of EFL proficiency, it will investigate
the effectiveness of CSR beyond the level of simple textual
comprehension and will focus on its potential usefulness in
achieving a holistic understanding of complex texts.

The goal of this study is, therefore, to determine whether the
cooperative component significantly contributes to the de-
velopment of EFL reading skills of university level students.
In view of this goal, this study aimed at answering the fol-
lowing research question: Is there a statistically significant
change in the students’ scores on the reading comprehen-
sion measure over time (8 months) between the students
who are exposed to reading instruction within cooperative
groups and those who are taught reading in a traditional
classroom setting?

Table 1
The Design of the Experiment

METHOD

Design

A quasi-experimental pretest-posttest non-equivalent con-
trol group research design was applied in this study to ex-
amine the effects of cooperative grouping within CSR on the
development of EFL reading skills operationalized as the
score on the TOEFL reading comprehension test of univer-
sity students.

The within-subjects factor in the study was Testing Time,
with data collected at three different points: at baseline,
after four months and after eight months. Between-sub-
jects factor was Group, which included two levels: the Ex-
perimental Group followed the strategic framework of CSR
within cooperative groups (+cooperative), while the Control
Group followed the same strategic framework through in-
dividual work (-cooperative) (see Table 1). This intervention
setup effectively eliminated the potential for contamination
between experimental and control conditions, since both
groups received the same strategic framework.

Participants

This study used single stage sampling. The sampling pro-
cedure consisted of non-random, convenience sampling, as
intact classes were readily accessible (Gall et al., 2007). In
terms of the validity of this sampling method, when each
control classroom is compared to treatment classrooms
within the same school, it eliminates school-based differ-

Collection of de- Independent Collection of Independent Collection of de-
pendent variable dependent variable pendent
variables manipulation variables manipulation variables
Experimental : i
Group Baseline test + cooperative Progress test :irc]zzgeratlve con Post-test
Control ) . -~
Group Baseline test - cooperative Progress test Sggperatlve contin Post-test
Input: A combination of

reading strate-
gies as part of 1)
initial review of the
text, 2) monitoring
comprehension, 3)
summarizing parts
of the text/getting
the main idea, and
4) final evaluation,
in a +/- cooperative
setting

JLE | Vol.9 | No.1 | 2023

161



Jagoda Topalov

| Research Papers

ences in those comparisons and provides an opportunity to
replicate program impacts across multiple sites (Hitchcock
et al., 2009). This further ensures that reading instruction
techniques will likely not vary if both classrooms are from
the same school, so that minimizing such differences in
non-experimental factors will improve power and quality
of the results and reduce the necessary sample size. A to-
tal of 50 first- and second-year students from the Faculty of
Philosophy, University of Novi Sad participated in this study.
They were all students from various humanities and social
science departments (including the Departments of Psychol-
ogy, Pedagogy, Philosophy, History, Media Studies, Serbian
Literature, Comparative Literature and Serbian Philological
Studies), who were taking a course in the English language
as a requirement of their respective study program. On av-
erage, the participants were 20.1 years old, with the ages
ranging between 18 and 22. They were all at B2 level of the
Common European Framework of Reference - CEFR attested
by the results of Quick Pen and Paper Test.” In the context of
the present study this means that students were expected
to have intermediate knowledge of the language in order to
be able to understand main ideas of complex texts on both
concrete and abstract topics and to adjust their reading to
the purpose and the nature of the text (Jones, 2002). The
participants in this study attended two courses in English
as a foreign language (English B2.1 and English B2.2) dur-
ing two consecutive semesters, as part of a larger cohort of
81 students who were also placed at B2 level. This, in turn,
means that roughly two thirds of all students at B2 level took
part in this study.

Of the total number of participants, 24 were in the Experi-
mental Group (11 male and 13 female students) and 26 in
the Control Group (12 male and 14 female students). Since
group equivalence could not be assumed, the gender struc-
ture of the sample was internally controlled for appropriate-
ness with a chi-square test. The results indicate there is no
statistically significant difference between the two groups
(x3(1, 50)=.001, p>.01). Furthermore, in order to determine
whether groups differed prior to the beginning of the exper-
imental input, all participating students were pretested on
reading level including its subcomponents (Vocabulary, Fac-
tual Information, Prose Summary, Sentence Simplification,
Insert Test, Reference Question). No statistically significant
differences in the reading level between the Experimental
and the Control Groups were found on questions testing the
students’ knowledge of Vocabulary (mean difference=-0.11,
t=-.427, p>.01), Factual Information (mean difference=0.13,
t=.1.431, p>.01), Prose Summary (mean difference=-0.12, t=-
1.089, p>.01), Sentence Simplification (x*(1, 50)=2.889, p>.01),
Insert Test (x3(1, 50)=.774, p>.01), Reference Question (x*(1,
50)=1.035, p>.01), or on their overall reading comprehension
score (t=.031, p>.01).

Classroom Intervention

Both groups had 90-minute classes two times a week for the
duration of eleven weeks in the first semester and twelve
weeks in the second, with the same teacher. Furthermore,
both groups were exposed to the same set of reading strat-
egies within the CSR framework, as was elaborated previ-
ously in the Introduction (a combination of reading strat-
egies as part of a) initial review of the text, b) monitoring
comprehension, ¢) summarizing parts of the text/getting
the main idea, and d) final evaluation). The students in the
Control Group applied the strategies with the guidance of
the teacher. In this approach, the teacher taught the strate-
gies by encouraging students to form predictions about the
text, by asking questions with which the students’ previous
knowledge was activated, by asking them to come up with
the gist of a paragraph and key words, and by giving the stu-
dents the task of writing short summaries and formulating
questions. On the other hand, the manner in which this stra-
tegic input was used and practiced with the Experimental
Group was modified as classes progressed, from a general
discussion about strategies, over teacher modelling, to stu-
dents’ application in reading, first with scaffolded assistance
and then, finally, without it (Reynolds, 2017).

During the second stage, which began two weeks into the
experiment, heterogeneous cooperative teams of four were
formed in the Experimental Group. The grouping took into
account the results of the baseline reading comprehension
test, so that, whenever possible, groups consisted of both
students with higher and lower levels of reading proficiency,
and were mutually balanced. Each team member was given
a specific role (leader, gist expert, unknown words expert,
reporter, cf. Klingner et al., 2012) and these roles alternated
in regular three-week intervals so that every student could
experience different tasks and responsibilities associated
with a specific role. The materials were highly structured,
and included learning logs and role cards, all with the pur-
pose of fostering positive interdependence and individual
and group accountability.

At this point it is also necessary to acknowledge that the
factor of the teacher may potentially be considered a con-
founding factor, one whose potential influences would be
eliminated had the sample included more than one of in-
tervention and control groups each. Although, due to prac-
tical reasons, it was impossible for the sample to include
more groups in the same school during the same time pe-
riod, as none were available, it nonetheless does not put at
ease doubts arising from this experimental set-up. In order
to mitigate this possible threat to the validity of the study,
the data will be investigated using statistical tests that are
designed to increase the power of the study (a Repeated

7 Oxford University Press/University of Cambridge/Association of Language Testers in Europe (2006). Quick Placement Test: Paper and Pen

Test. Oxford University Press.
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Measures ANOVA in place of two One-Way ANOVAs) and the
discussion of the results will proceed cautiously.

Instruments

In order to determine the students’ proficiency in the Eng-
lish language, the Quick Pen and Paper Placement Test was ad-
ministered prior to the commencement of the experiment.
The test consists of 60 questions with multiple-choice an-
swers, arranged in order of increased proficiency. The test
is able to identify the test-taker’s level of proficiency relative
to the six proficiency levels outlined by CEFR.

The students’ reading skills were tested by means of paral-
lel forms of TOEFL IBT Reading Comprehension Test®. The
section of TOEFL that assesses EFL reading skills is designed
to replicate the types of tasks that university students face
when reading in an academic context (Jamieson et al., 1999).
The following types of questions were included (Cohen &
Upton, 2006):

(1) Vocabulary - measured the ability to understand the
meaning of particular words and phrases in context (3
items, 1 point each);

Factual Information - examined the ability to find the
answer to a question about an important fact explicitly
written in the text (3 items, 1 point each);

Prose Summary - assessed the ability to understand
the main ideas in the text, the relative importance of
information and to distinguish main ideas from minor
information or the ideas that are not in the text (1 item
graded on a 3-point scale);

Sentence Simplification - examined the ability to rec-
ognize main information in a longer, complex sentence
consciously ignoring minor details and elaborations (1
item, 1 point);

Insert Test - assessed the ability to find lexical, gram-
matical, and logical connections in the sequence of sen-
tences by inserting a new sentence into the most appro-
priate position in the passage that was already read (1
item, 1 point);

Reference Question - evaluated the ability to recognize
the links between anaphoric words and their anteced-
ents or postcedents in the text (1 item, 1 point).

The following TOEFL tests were used in chronological order
of testing: Early Cinema, The Expression of Emotions and Arti-
sans and Industrialization.

Procedure

Parallel forms of the reading comprehension test were ad-
ministered at three different testing times: at baseline, four
months into the intervention and upon the completion of
the intervention, eight months from the beginning. The
baseline test was administered during the first week of
classes (beginning of October), following which the initial
results testing for group equivalence were computed, al-
lowing the experimental treatment to begin in the second
week of semester. The second test was administered during
the last week of first semester, after eleven weeks of classes
(end of December), whereas the final test was administered
after another twelve weeks of classes, during the last week
in the second semester (end of May). Students from both
groups completed the test individually during a 45-minute
session. While there was no missing data, the data from a
total of three participants were lost due to attrition (one
participant only completed the initial test, while two more
completed the initial and the second test, but not the final
test). The data from these participants were excluded prior
to conducting all relevant statistical tests.

Analysis

The collected data were analysed using descriptive and
inferential statistical tests. The data were checked for nor-
mality, following which a series of Repeated Measures (RM)
ANOVAs and Cochran’s Q tests were applied, relative to the
nature of data.

The data were analysed using SPSS v.20 statistics software.

RESULTS

Following the presentation of the results of descriptive tests,
the results in this section will be given in order of the infer-
ential tests that were applied in the analysis of data. First
subsection will show the results of RM ANOVAs performed
on the continuous variables of Vocabulary, Factual Infor-
mation, Prose Summary and Total Reading Score. The sec-
ond subsection will present the results of Cochran’s Q tests,
which is considered to be an alternative to the RM ANOVA
test,® performed on the dichotomous variables of Sentence
Simplification, Reference Question and Insert Text.

Table 2 shows the descriptive statistics for the continuous
variables of Vocabulary, Factual Information, Prose Summa-
ry and Total Reading Score.

In examining the distribution of data, the results indicate
that the data is either moderately skewed (values between
-1 and -% or between +% and +1) or approximately symmet-

& ETS - Educational Testing Service. (2009). The official guide to TOEFL® Test. McGraw-Hill.
® Larson-Hall, J. (2010). A guide to doing statistics in second language research using SPSS. Routledge.
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Table 2

Descriptive Statistics for Vocabulary, Factual Information, Prose Summary and Overall Reading Score across Three Testing Times

Variable Group Mean SD Skewness std. Error of Kurtosis std. Error
Skewness of Kurtosis
Experimental 2.13 0.69 -.547 .536 -.584 1.038
Vocabulary
Control 2.24 0.70 -.368 .501 -.764 972
(] .
% Factual infor- Experimental 2.44 0.63 -.227 .536 -1.516 1.038
§ mation Control 2.31 0.80 -.346 .501 -1.008 972
< Prose sum- Experimental 1.67 0.30 -.210 .536 -472 1.038
(%]
R mary Control 1.79 0.37 -1.464 .501 652 972
Experimental 8.28 1.74 -.583 .536 -293 1.038
Total reading
Control 8.27 1.53 .169 .501 -.329 .972
Experimental 2.84 0.32 -1.461 .536 37 1.038
w Vocabulary
E= Control 2.40 0.56 -.339 .501 -1.050 972
€
5 .
E 5 Factual infor- Experimental 2.21 0.66 -482 .536 -.188 1.038
" .
£ £ mation Control 211 0.61 -235 501 -218 972
C
O o) .
E € Prosesum- Experimental 231 0.87 -1.397 564 1.816 1.091
4 mary Control 1.65 034 -413 501 -870 972
E Experimental 9.23 2.17 -.368 .536 -1.100 1.038
Total reading
Control 8.64 1.33 -.511 .501 .025 972
Experimental 2.50 0.51 -121 .536 -2.267 1.038
) Vocabulary
E= Control 2.33 0.58 -.128 .501 -.537 972
€
5 )
E o, Factual infor- Experimental 2.06 1.00 -.920 .536 .080 1.038
" .
S Z mation Control 2.14 0.79 -272 .501 -1.312 972
C
o o) .
OEO g’ Prose sum- Experimental 1.75 0.55 -2.399 .536 5.675 1.038
o mary Control 0.59 0.87 .984 .550 -916 1.063
E Experimental 8.97 1.88 -1.083 .536 1.272 1.038
Total reading
Control 7.05 2.06 -.222 .501 -.385 972

ric (values between -% and +1,) and that the excess kurtosis
in the tested variables shows both positive results, indicat-
ing more outliers than normality, and negative, indicating
fewer outliers. The kurtosis values are between -1.513 and
1.816, which is considered acceptable in proving normal
univariate distribution, for all except the following two var-
iables: Vocabulary and Prose Summary for which the data
were collected during the third testing time. This will be ad-
dressed in the following section.

For the binary variables of Sentence Simplification, Refer-
ence Question and Insert Test, percentages of correct an-
swers are shown in Table 3.

The following sections outline the results of statistical analy-
ses conducted with the aim of answering if there is a statisti-
cally significant change in the students’ scores on the read-

ing comprehension measure over time (8 months) between
the Experimental and the Control Group.

Vocabulary, Factual Information and Prose
Summary

A series of mixed within-between repeated measures ANO-
VAs (RM ANOVAs) were performed to compare the scores of
the students from the Experimental and the Control Group
across three different sets of questions (Vocabulary, Factu-
al Information and Prose Summary) used to measure EFL
reading level at three different points in time (baseline, after
4 months, after 8 months). As previously stated, a repeat-
ed measures ANOVA was chosen in place of two one-way
ANOVAs in an attempt to increase the power of the study;
furthermore, even though all the dependent variables were
drawn from the same TOEFL test, possibly suggesting that
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Table 3

Percentages of Correct Answers for Sentence Simplification, Reference Question and Insert Text across Three Testing Times

Group
Experimental Control
Sentence Simplification - Test 1 79.0% 76.2%
Sentence Simplification - Test 2 92.4% 90.2%
Sentence Simplification - Test 3 83.3% 82.4%
Reference Question - Test 1 61.1% 71.4%
Reference Question - Test 2 83.3% 73.5%
Reference Question - Test 3 94.4% 82.4%
Insert Text - Test 1 61.8% 69.5%
Insert Text - Test 2 95.2% 61.1%
Insert Text - Test 3 88.9% 76.2%

MANOVA would be a more appropriate statistical test, no
significant correlations were found between the dependent
variables, providing further confirmation of the appropriate-
ness of a repeated measures ANOVA. The author is aware of
the risk of inflating Type I error by choosing this statistical
test and will proceed cautiously with the interpretation of
the results. Bonferroni post-hocs were performed for with-
in-subjects simple effects and t-tests, as planned compari-
sons, for between-group simple effects. A preliminary test-
ing of the model assumptions for RM ANOVA was conducted
to check for normality and homogeneity of variances, in-
cluding sphericity; no serious violations were discovered in
all cases except with the variables of Vocabulary and Prose
Summary for which the data were collected during the third
testing time. The results revealed that, although the sphe-
ricity assumption was met, the data for these variables vio-
lated the assumptions of homoscedasticity and normality of
distribution, which prompted a transformation of data, us-
ing a log base 10 transformation.'® Following this, the trans-
formed data were checked and the results indicated that the
data met the necessary assumptions.

The results of the RM ANOVA showed that there was a sta-
tistically significant main effect of Testing Time (F=3.587,
p<.05, n,’=.08) and of Group (F=4.106, p<.05, 1),’=.10) on the
students’ results on the Vocabulary questions. Bonferroni
post-hoc analysis was implemented to isolate the statistical-
ly significant mean differences for Testing Time, as a with-
in-group variable. The results reveal that the Experimental
Group made statistically significant progress at second test-
ing time when compared to the first (p<.01). Furthermore,
in order to make post-hoc comparisons between conditions
and determine simple effects, three independent samples
t-tests were conducted for each testing time. The results re-
veal that the Experimental Group outperformed the Control

Group during the second testing time (p<.01). In contrast,
the results showed that there was no statistically significant
effect of the interaction between Testing Time and Group.
The effect sizes for both main effects, reported above as par-
tial eta-squared, were considered medium (Cohen, 1988).

With respect to the tasks testing the variable of Factual In-
formation, both main effects and the interaction effect were
not statistically significant, with participants from the Exper-
imental and Control Group showing similar scores during
three different testing times.

Additionally, in testing the effect of the experimental treat-
ment on the dependent variable of Prose Summary, a sta-
tistically significant main effect was found for Testing Time
(F=15.693, p<.001, n,?=.284) and Group (F=25.976, p<.001,
r;p2=.456), as well as for the interaction between Testing Time
and Group (F=9.001, p<.001, n,=.352). The Bonferroni post-
hoc analysis yielded several statistically significant mean
differences: firstly, the Experimental Group made progress
on the second test compared to the first one (p<.01) and,
secondly, the Control Group performed statistically signif-
icantly worse on the third test compared to both the first
(p<.001) and the second test (p<.001). Pairwise comparisons
between groups revealed that the Experimental Group out-
performed the Control on both the second (p<.01) and the
third test (p<.001). The reported effect sizes for the main
effects and the interaction effect (partial eta-squared) are
considered large (Cohen, 1988).

Sentence Simplification, Reference Question
and Insert Text

In contrast to the continuous dependent variables analysed
above, the dependent variables of Sentence Simplification,

ol arson-Hall, J. (2010). A guide to doing statistics in second language research using SPSS. Routledge.
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Insert Text and Reference Question were binary variables,
which prompted the use of Cochran’s Q, as an alternative to
the RM ANOVA test.

When investigating within-group differences for Sentence
Simplification, Cochran’s Q test indicated that no statistically
significant results were obtained for either the Experimen-
tal or the Control Group. The Experimental Group's scores
on the Reference Question task, on the other hand, yielded
a statistically significant result (Q=9.222, p<.01). A pairwise
post-hoc Dunn test revealed that the difference was statis-
tical both for the second test and the third test when com-
pared to the first test (p<.01). As SPSS does not return the
results for effect sizes when conducting Cochran’s Q test,
the chance-corrected measure of effect size was separately
calculated following Berry, Johnston and Mielke (2018). The
analysis returned a value of R=.121, indicating approximate-
ly 12% within-group agreement above what is expected by
chance. The scores of the Control Group showed no sta-
tistically significant variation with respect to Testing Time.
Likewise, in testing the variable of Insert Text, statistically
significant results were found in the Experimental Group
(Q=11.455, p<.01), but not in the Control Group. A pairwise
post-hoc Dunn test indicated that the Experimental Group
achieved a statistically significantly better result on the sec-
ond and the third test compared to the first test (p<.01). The
value of the chance-corrected measure of effect size was
R=.213, indicating approximately 21% within-group agree-
ment above what is expected by chance.

In order to test between-group differences with the dichot-
omous variables of Sentence Simplification, Insert Text and
Reference Question, a series of Mann-Whitney U tests were
performed, with the results revealing that prior to the be-
ginning of the intervention there were no statistically sig-
nificant differences between the groups. Furthermore, no
statistically significant differences between the groups were
found 4 months into the experiment, as well as upon the
completion of the experiment for the tasks of Sentence
Simplification and Reference Question. In contrast, the dif-
ference between the Control Group's and the Experimental
Group's scores for the variable of Insert Text was discovered
to be statistically significant on the second test, in favour of
the Experimental Group (U=103.500, p<.001).

Overall Reading Comprehension

Finally, the participants’ overall scores on the reading com-
prehension measure were analysed by means of an RM
ANOVA test. The data were first checked for normality and
homogeneity of variances, including sphericity, with no vio-
lations observed. The results of RM ANOVA reveal that there
was a statistically significant main effect for Group (F=4.668,
p<.05, r]p2=.11) and a statistically significant interaction be-
tween Testing Time and Group (F=3.516, p<.05, 1,’=.08),
suggesting that the effect of time depends on whether the
participants performed reading tasks in cooperative groups

or individually. Specifically, post-hoc testing revealed that
the Experimental Group overall performed statistically sig-
nificantly better than the Control Group on the second test
(p<.01) and the third test (p<.01). The effect sizes for the
main effect and the interaction effect, indicated above as
partial eta-squared, were considered medium. No statis-
tically significant simple effects were discovered for with-
in-subject differences.

DISCUSSION

The current study investigated the effectiveness of the coop-
erative component within Collaborative Strategic Reading -
CSR framework (Klingner et al., 2012) in improving EFL read-
ing skills of young adult learners who are learning English in
a university setting. The study aimed at answering whether
there was a statistically significant change in the students’
scores on the reading comprehension measure over time (8
months) between the Experimental and the Control Group.
The findings indicate that the students exposed to reading
instruction in cooperative teams performed better than the
students in a teacher-led classroom with respect to a num-
ber of reading tasks, including on the overall reading scores
at the end of the experimental treatment.

Specifically, in answering Vocabulary questions the students
in the Experimental Group scored better in the middle of
the experiment when compared to the initial test, but not
on the final test, which leads to the conclusion that progress
in the second semester cannot be confirmed. The Experi-
mental Group also outperformed the Control Group on the
second test, but not on the final test, prompting the need
to altogether re-examine the approaches to teaching com-
prehension of explicit textual information, as neither coop-
erative teamwork, nor teacher-led instruction seem to be
beneficial. In the cooperative approach, members of the
team decode the text together and deal with breakdowns in
comprehension by applying the prescribed strategies out-
lined in the Methods section. The drawback is that, without
a dictionary confirmation or the involvement of the teacher,
the students have no way of knowing if their guess is cor-
rect, or if they should even doubt it. This would require both
metacognitive and metalinguistic awareness, which is an
unrealistic expectation for many learners (Soto et al., 2020).
On the other hand, in the teacher-led approach, the teach-
er can ensure that the students reach the correct meaning
of the word; however, the teacher is unable to monitor for
comprehension breakdowns in every single student, since
here, as well, we are relying on the students’ metacognitive
awareness that they will be able to recognize when they do
not understand what they are reading. At this pointitis also
necessary to address a limitation of this study that is gener-
ally related to vocabulary questions. Namely, even though
TOEFL test preparation guidelines state that the topics of
the texts are general and, thus, do not favour experts in a
particular scientific or professional field, or persons with
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specific prior knowledge of the topic of the text, it is possible
that the topic of emotions presented from a socio-cultural
and psychological perspective on the second test was nev-
ertheless closer to students than the labour union theme
presented from a political-historical perspective on the third
test. Readers with adequate prior knowledge of the subject
area of the text are able to create complex and correct text
models (Karimi, 2018), with prior knowledge being signifi-
cantly associated with vocabulary knowledge and success
in understanding the text (Bernhardt, 2011; Martinez, 2022).
Furthermore, a number of authors have qualms as to what
is actually measured by vocabulary tasks, with the results of
certain studies indicating that in about a fifth of cases what
is actually measured is the reader’s ability to make correct
inferences (Kremmel & Schmitt, 2016; Schmitt, 1999). In
light of the current study, the primary objective of vocab-
ulary tasks was not to test whether the respondents know
the meaning of a particular word, but to verify that they
understand the meaning of the word in the context of the
sentence or the text in which the word appears and that in
the case of polysemous words they can decide which mean-
ing is adequate in a given context. In other words, context
plays a very important role in every act of text comprehen-
sion, which raises the issue of differentiating between the
learner’s knowledge of a word in context and the learner’s
skill to understand the word due to contextual clues. This is
a question that is beyond the scope of this paper and that is
yet to be answered.

With respect to the tasks testing the variable of Factual In-
formation, which examined the reader’s ability to find the
answer to a question about an important fact explicitly
written in the text, no statistically significant main effects
were found, with participants from the Experimental and
Control Group showing similar scores during three differ-
ent testing times. The results were already relatively high for
both groups, possibly suggesting positive effects of transfer
of their L1 reading skills (Sparks et al., 2009). Furthermore,
with the initial mean scores already high, it is rather improb-
able that the students would be able to make significant
progress regardless of the framework of instruction they
were exposed to.

Intesting the variable of Prose Summary, the results indicate
that the students from the Experimental Group achieved sta-
tistically significantly higher results than the students from
the Control Group both on the second test and on the final
test. Since summary is one of the strategies that is explicitly
taught within the strategic input to which both groups were
exposed, the results in favour of the Experimental Group
suggest that the cooperative framework offers a more ben-
eficial context for the acquisition and implementation of the
strategy than the teacher-centred approach. Within the lat-
ter approach, students are essentially free to decide wheth-
er and to what extent they will use their cognitive capaci-
ties and apply the strategy, whereas the teacher receives
confirmation that the student is participating only when

the student is called upon to give the answer in front of the
whole class. On the other hand, students working together
in smaller groups have to participate more actively in the
implementation of this strategy, since they are responsible
for their participation not only to the teacher, but also to
other members of the group. Furthermore, a comparative
analysis of the results of the Control Group at three testing
times indicates that the Control Group performed statisti-
cally significantly worse on the third test compared to both
the first and the second test. A possible explanation for such
an unexpected result may be found in the very dynamics of
practicing writing summaries within the traditional frame-
work. Specifically, the teacher exposed both groups to the
strategy, after which both groups practiced writing a sum-
mary each time they read a text in English. In the Experi-
mental Group, each of the student teams would read their
abstract, after which the teacher and the other students
would comment on whether the summary was correct,
whether it adequately conveyed the main idea of the text,
its key terms, etc. In the Control Group, on the other hand,
students practiced this strategy individually, after which a
relatively small number of students read the summary in
front of the class and received feedback from the teacher,
so that the teacher could not check whether all the summa-
ries in the Control Group were correct, or if all the students
were paying attention to comments that would help them
solve the task properly. Another explanation for this result
may lie in the formulation of the task itself. In the first and
second tests, where no statistically significant differences
were found in the results, students had to choose three of
the six sentences offered that best express the main idea
of the text. This task was somewhat more complex on the
third test. The students first had to select from among seven
sentences five that best represent the ideas in the text and
then place them in the appropriate category. Although the
change in the task is minimal, it is still sufficient to indicate
a significant deficiency in the way students in the Control
Group approached the understanding of the text and its key
parts, suggesting that the knowledge of solving the sum-
mary task remained at the declarative level (cf. Anderson,
2013) as the students failed to generalize that knowledge
and come up with ways to apply it in a modified context.

With respect to the task of Sentence Simplification, since the
results indicate that students exposed to either of the treat-
ments did not make statistically significant gains in their
scores, it is impossible to draw conclusions. Neither the
traditional nor the cooperative approach can be connected
with improvement in skills required to successfully com-
plete this task, leaving open to speculation which instruc-
tional treatment may be beneficial in this respect.

It was further found that the statistically significant differ-
ences in scores on the tasks of Insert Text and Reference
Question were found with the Experimental Group’s scores
on the second and third tests compared to the initial test,
suggesting that the benefits of working in cooperative
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teams in terms of finding lexical, grammatical, and logical
connections in the sequence of sentences and recognizing
the links between anaphoric words and their antecedents
or postcedents are visible after a relatively short period of
time (four months after the beginning of the experiment)
and that longer exposure under these conditions does not
contribute to further development of knowledge and skills.
Furthermore, as both Insert Text and Reference Question
assess the reader’s ability to focus on the macrostructure
of the text, it appears that cooperative framework can be
associated with higher gains in scores on the so-called glob-
al tasks, i.e. tasks that require learners to view the text as a
whole and make inferences based on linguistic input (Beck-
er, 2016). This may be due to the dynamics of group work
in cooperative teams, in which the students, in order to ac-
complish tasks, must make their thinking process explicitly
known to the rest of the group, provide arguments for their
vantage points and, as a group, negotiate the meaning of
the text. This, in turn, may lead to a more developed aware-
ness of the text as a whole, of its main ideas and key issues,
which is in line with Goldman and associates (2016).

Finally, it was determined that the Experimental Group sig-
nificantly outperformed the Control Group on the overall
reading measure, both during second and during third test-
ing session, but also that no statistically significant differ-
ences were found when the groups’ scores were compared
individually across different testing times. These results
suggest that the cooperative framework was more benefi-
cial than the teacher-centred instruction in developing the
students’ reading skills. As no within-group differences
were discovered, the results further suggest that the strate-
gic framework itself cannot be associated with any gains in
reading skills with young adult EFL learners.

CONCLUSION

The main focus of this study was the investigation of the ef-
fectiveness of the cooperative component of the Collabora-
tive Strategic Reading framework in developing EFL learners’
reading skills. The results offer a mixed pattern of findings,
with the most conclusive differences between students
exposed to different experimental treatments established
with respect to the reading comprehension questions that
mostly focus on global information - Prose Summary and,
to an extent, Insert Text and Reference Question. In correct-
ly answering these questions, readers must approach the
text in a holistic manner and focus on its main ideas, which
seems to be facilitated by discussions in structured hetero-
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already been discussed in the previous section and it has
been noted that in one fifth of these tasks the skill of draw-
ing conclusions based on contextual information is meas-
ured instead of the knowledge of vocabulary. Also, given
the importance of prior knowledge in developing reading
comprehension, it is possible that the topics of the texts
favoured certain readers, putting others at a disadvantage.
Furthermore, the study used a convenience sample of small
size thatin all likelihood reduced the statistical power of the
results. With a small sample size, caution must be applied
as the findings might not be directly transferable to other
similar classroom contexts.

Notwithstanding these limitations, the present study hope-
fully adds to the ever-growing body of research on cooper-
ative learning particularly by emphasizing the practical im-
plications that follow from its results. A cooperative learning
environment can provide an alternative to a typical universi-
ty-level foreign language classroom, which mainly includes
large groups of students and in which, due to group size
constraints, the teacher uses the traditional, lecture-style
method most of the time and tries to establish and main-
tain control over all aspects of classroom organization. Co-
operative teams within CSR allow teachers to organize an
effective, interactive context for reading academic texts in
English, within which they can more easily identify the weak-
er and stronger sides of individual students and provide as-
sistance at the right time to those who need it. The research
findings also highlight the importance of feedback in the
development of metacognitive awareness when reading. In
the traditional teaching method, relatively few students re-
ceive feedback from teachers about their work, as opposed
to cooperative teams, in which students receive feedback on
a continuous basis, both from their teacher and, to a large
extent, from other members of the group, which helps them
form a clearer picture of their current knowledge and skills.

DECLARATION OF COMPETITING
INTEREST

None declared.

Alrayah, H. (2018). The effectiveness of cooperative learning activities in enhancing EFL learners’ fluency. English Language

Teaching, 11(4), 21-31. https://doi.org/10.5539/elt.v11n4p21

Anderson, J. (2013). Rules of the mind (e-book ed.). Psychology Press. https://doi.org/10.4324/9781315806938

168

JLE | Vol.9 | No.1 | 2023


https://doi.org/10.5539/elt.v11n4p21
https://doi.org/10.4324/9781315806938

EFFECTIVENESS OF COOPERATIVE GROUPS IN DEVELOPING EFL READING | Research Papers

Becker, A. (2016). L2 students’ performance on listening comprehension items targeting local and global information. Journal
of English for Academic Purposes, 24, 1-13. https://doi.org/10.1016/].jeap.2016.07.004

Bernhardt, E. B. (2011). Understanding advanced second-language reading. Routledge.

Berry, K., Johnston, J., & Mielke, P. (2018). The measurement of association. A permutation statistical approach. Springer. https://
doi.org/10.1007/978-3-319-98926-6_2

Boardman, A. G., Vaughn, S., Buckley, P., Reutebuch, C., Roberts, G., & Klingner, J. (2016). Collaborative strategic reading
for students with learning disabilities in upper elementary classrooms. Exceptional Children, 82(4), 409-427. https://doi.
org/10.1177/0014402915625067

Bremer, C., Vaughn, S., Clapper, A., & Kim, A. (2002). Collaborative Strategic Reading (CSR): Improving secondary students’
reading comprehension skills. In Research to practice brief (vol. 1, pp. 2-9). National Center on Secondary Education and
Transition.

Cohen, J. (1988). Statistical power analysis for the behavioral sciences (2" ed.). Lawrence Erlbaum Associates.

Cohen, A. & Upton, T. (2006). Strategies in responding to the New TOEFL reading tasks (TOEFL Monograph No. MS-33). Education-
al Testing Service. https://doi.org/10.1002/j.2333-8504.2006.tb02012.x

Cunningham, W., Sanchez-Puerta, M. L., & Wuerml, A. (Eds.), (2010). Active labor market programs for youth. A framework to
guide youth employment interventions. World Bank. http://hdl.handle.net/10986/11690

Davies, R. S., Dean, D. L., & Ball, N. (2013). Flipping the classroom and instructional technology integration in a college-lev-
el information systems spreadsheet course. Educational Technology Research and Development, 61, 563-580. https://doi.
org/10.1007/s11423-013-9305-6

Estes. M. D., Ingram, R., & Liu, J. C. (2014). A review of flipped classroom research, practice, and technologies. Internation-
al HETL Review, 4. https://www.hetl.org/feature-articles/a-review-of-flipped-classroom-research-practice-and-tech-
nologies

Fan, Y. (2010). The effect of comprehension strategy instruction on EFL learners’ reading comprehension. Asian Social Science,
6(8), 19-29. https://doi.org/10.5539/ass.v6n8p19

Fan, Y. (2015). Fostering learner autonomy through a socio-cognitive model of reading comprehension instruction. British
Journal of Education, Society & Behavioural Science, 9(2), 105-117. https://doi.org/10.9734/BJESBS/2015/18161

Fen, G. (2011). Theme-based group teaching of college oral English: Endorsed by students in China EFL context. English Lan-
guage Teaching, 4(1), 33-41. https://doi.org/10.5539/elt.v4n1p33

Gall, M., Gall, J., & Borg, W. (2007). Educational Research: An Introduction (8" ed.). Allyn & Bacon.

Goldman, S. R., Britt, M. A., Brown, W., Cribb, G., George, M., Greenleaf, C., Lee, C. D., & Shanahan, C. (2016). Disciplinary
literacies and learning to read for understanding: A conceptual framework for disciplinary literacy. Educational Psycholo-
gist, 51(2), 219-246. http://dx.doi.org/10.1080/00461520.2016.1168741

Hitchcock, J., Kurki, A., Dimino, J., Wilkins, C., & Gersten, R. (2009). Evaluating the collaborative strategic reading intervention:
An overview of randomized controlled trial options. Practical Assessment, Research & Evaluation, 14, Article 2. https://doi.
org/10.7275/sakx-4c50

Jamieson, J., Jones, S., Kirsch, L., Mosenthal, P., & Taylor, C. (1999). TOEFL 2000 framework: A working paper (TOEFL Monograph
No. MS-16). Educational Testing Service.

Johnson, D., & Johnson, R. (2005). New developments in social interdependence theory. Genetic, Social, and General Psychology
Monographs, 131(4), 285-358. https://doi.org/10.3200/MONO.131.4.285-358

Johnson, D., & Johnson, R. (2008). Social interdependence theory and cooperative learning: The teacher’s role. In R. M. Gillies,
A. F. Ashman, & ). Terwel (Eds.), The teacher’s role in implementing cooperative learning in the classroom (pp. 9-37). Springer.
https://doi.org/10.1007/978-0-387-70892-8_1

Johnson, D., & Johnson, R. (2009). An educational psychology success story: Social interdependence theory and cooperative
learning. Educational Researcher, 38(5), 365-379. https://doi.org/10.3102/0013189X09339057

Johnson, D. W., & Johnson, R. T. (2015). Theoretical approaches to cooperative learning. In R. M. Gillies (Ed.), Collaborative
learning: Developments in research and practice (pp. 17-46). Nova Science.

Johnson, D. W., & Johnson, R. (2016). Cooperative learning and teaching citizenship in democracies. International journal of
Educational Research, 76, 162-177. https://doi.org/10.1016/].ijer.2015.11.009

Johnson, D., Johnson, R., & Smith, K. (2014). Cooperative learning: Improving university instruction by basing practice on vali-
dated theory. Journal on Excellence in University Teaching, 25(4), 1-26.

JLE | Vol.9 | No.1 | 2023 169


https://doi.org/10.1016/j.jeap.2016.07.004
https://doi.org/10.1007/978-3-319-98926-6_2
https://doi.org/10.1007/978-3-319-98926-6_2
https://doi.org/10.1177/0014402915625067
https://doi.org/10.1177/0014402915625067
https://doi.org/10.1002/j.2333-8504.2006.tb02012.x
http://hdl.handle.net/10986/11690
https://doi.org/10.1007/s11423-013-9305-6
https://doi.org/10.1007/s11423-013-9305-6
https://www.hetl.org/feature-articles/a-review-of-flipped-classroom-research-practice-and-technologies
https://www.hetl.org/feature-articles/a-review-of-flipped-classroom-research-practice-and-technologies
https://doi.org/10.5539/ass.v6n8p19
https://doi.org/10.9734/BJESBS/2015/18161
https://doi.org/10.5539/elt.v4n1p33
http://dx.doi.org/10.1080/00461520.2016.1168741
https://doi.org/10.7275/sakx-4c50
https://doi.org/10.7275/sakx-4c50
https://doi.org/10.3200/MONO.131.4.285-358
https://doi.org/10.1007/978-0-387-70892-8_1
https://doi.org/10.3102%2F0013189X09339057
https://doi.org/10.1016/j.ijer.2015.11.009

Jagoda Topalov | Research Papers

Jones, N. (2002). Relating the ALTE framework to the Common European Framework of Reference. In Council of Europe (Eds.),
Case studies on the use of the Common European Framework of Reference (pp. 167-183). Cambridge University Press.

Karabuga, F. & Kaya E. S. (2013). Collaborative strategic reading practice with adult EFL learners: A collaborative and reflective
approach to reading. Procedia - Social and Behavioral Sciences, 106, 621-630. https://doi.org/10.1016/j.sbspro.2013.12.071

Karimi, M. N. (2018). The mediated/unmediated contributions of language proficiency and prior knowledge to L2 multiple-texts
comprehension: A structural equation modelling analysis. Applied Linguistics, 39(6), 912-932. https://doi.org/10.1093/ap-
plin/famw059

Kim, A., Vaughn, S., Klingner, ., Woodruff, A., Klein Reutebuch, C., & Kouzekanani, K. (2006). Improving the reading comprehen-
sion of middle school students with disabilities through computer-assisted collaborative strategic reading. Remedial and
Special Education, 27(4), 235-249. https://doi.org/10.1177/07419325060270040401

Klingner, J., & Vaughn, S. (2000). The helping behaviors of fifth graders while using collaborative strategic reading during ESL
content classes. TESOL Quarterly, 34(1), 69-98. https://doi.org/10.2307/3588097

Klingner, J. K., Vaughn, S., Boardman, A., & Swanson, E. (2012). Now we get it! Boosting comprehension with collaborative strategic
reading. Jossey-Bass.

Kremmel, B., & Schmitt, N. (2016). Interpreting vocabulary test scores: What do various item formats tell us about learners’
ability to employ words? Language Assessment Quarterly, 13(4), 377-392. https://doi.org/10.1080/15434303.2016.1237516

Law, Y. K. (2011). The effects of cooperative learning on enhancing Hong-Kong fifth graders’ achievement goals, autono-
mous motivation and reading proficiency. Journal of Research in Reading, 34(4), 402-425. https://doi.org/10.1111/j.1467-
9817.2010.01445.x

Martinez, A. C. L. (2022). The effect of perceived interest and prior knowledge on L2 reading comprehension via several as-
sessment methods in a higher education context. European journal of Language and Literature, 8(2), 45-52. https://doi.
org/10.26417/ejls-2019.v5i1-194

Mendieta, J., Mlnera, L., Olmos, T., Onatra, C., Pérez, P., & Rojas, E; (2015). Fostering reading comprehension and self-direct-
ed learning in a collaborative strategic reading (CSR) setting. Ikala, revista de lenguaje y cultura, 20(1), 15-42. https://doi.
org/10.17533/udea.ikala.v20n1a02

Mili¢, S. (2016). Analiza interkulturalnih kompetencija u nacionalnom okviru kurikuluma Republike Srbije i poredenje sa nacion-
alnim okvirima kurikuluma referentnih zemalja [An analysis of intercultural competences in the Framework of the national
curriculum of the Republic of Serbia and its comparison with the national frameworks of referent countries]. In D. Petrovi¢
& T. Joki¢ (Eds.), Interkulturalno obrazovanje u Srbiji - regulativni okvir, stanje i mogucnosti za razvoj (pp. 45-67). Centar za
obrazovne politike.

Namaziandost, E., Homayouni, M., & Rahmani, P. (2020). The impact of cooperative learning approach on the development
of EFL learners’ speaking fluency. Cogent Arts & Humanities, 7(1), 1780811. https://doi.org/10.1080/23311983.2020.1780811

Ning, H., & Hornby, G. (2014). The impact of cooperative learning on tertiary EFL learners’ motivation. Educational Review, 66(1),
108-124. https://doi.org/10.1080/00131911.2013.853169

Reynolds, D. (2017). Interactional scaffolding for reading comprehension: A systematic review. Literacy Research: Theory, Meth-
od, and Practice, 66(1), 135-156. https://doi.org/10.1177/2381336917718820

Schmitt, N. (1999). The relationship between TOEFL vocabulary items and meaning, association, collocation, and word-class
knowledge. Language Testing, 16, 189-216. https://doi.org/10.1177/026553229901600204

Soto, C., Gutierrez de Blume, A. P., Carrasco Bernal, M. A., & Contreras Castro, M. A. (2020). The role of meta-cognitive cues on the
comprehension of proficient and poor readers. Journal of Research in Reading, 43(3), 272-289. https://doi.org/10.1111/1467-
9817.12303

Sparks, R., Patton, J., Ganschow, L., & Humbach, N. (2009). Long-term crosslinguistic transfer of skills from L1 to L2. Language
Learning, 59(1), 203-243. https://doi.org/10.1111/j.1467-9922.2009.00504.x

Topalov, J, Bjelica, M., & Krombholc, V. (2015). Stavovi studenata prema kolaboraciji u univerzitetskoj nastavi engleskog jezika.
[Students’ attitudes towards collaboration in the university level EFL instruction]. In B. Radi¢-Bojani¢ (Ed.), Strani jezici na
Filozofskom fakultetu: primenjenolingvisticka istraZivanja (pp. 107-126). Filozofski fakultet.

Topalov, J., & Radi¢-Bojani¢, B. (2016). Collaborative strategic reading instruction as a determinant of developed affective vari-
ables. In S. Guduri¢ & M. Stefanovi¢ (Eds.), Jezici i kulture u vremenu i prostoru (pp. 507-517). Filozofski fakultet.

Topalov, J., Radi¢-Bojani¢, B., & Bruner, D. (2017). Thai and Serbian student attitudes regarding collaborative tasks in the EFL
classroom. In B. Vujin & M. Radin-Sabados (Eds.), English studies today: Words and visions (p. 445-461). Filozofski fakultet.

Vaughn, S., Klingner, J., Swanson, E. A., Boardman, A. G., Roberts, G., Mohammed, S., & Still-Spisak, S. J. (2011). Efficacy of col-
laborative strategic reading with middle school students. American Educational Research Journal, 48, 938-964. https://doi.
org/10.3102/0002831211410305

170 JLE | Vol.9 | No.1 | 2023


https://doi.org/10.1016/j.sbspro.2013.12.071
https://doi.org/10.1093/applin/amw059
https://doi.org/10.1093/applin/amw059
https://doi.org/10.1177%2F07419325060270040401
https://doi.org/10.2307/3588097
https://doi.org/10.1080/15434303.2016.1237516
https://doi.org/10.1111/j.1467-9817.2010.01445.x
https://doi.org/10.1111/j.1467-9817.2010.01445.x
https://doi.org/10.26417/ejls-2019.v5i1-194
https://doi.org/10.26417/ejls-2019.v5i1-194
https://doi.org/10.17533/udea.ikala.v20n1a02
https://doi.org/10.17533/udea.ikala.v20n1a02
https://doi.org/10.1080/23311983.2020.1780811
https://doi.org/10.1080/00131911.2013.853169
https://doi.org/10.1177/2381336917718820
https://doi.org/10.1177%2F026553229901600204
https://doi.org/10.1111/1467-9817.12303
https://doi.org/10.1111/1467-9817.12303
https://doi.org/10.1111/j.1467-9922.2009.00504.x
https://doi.org/10.3102/0002831211410305
https://doi.org/10.3102/0002831211410305

EFFECTIVENESS OF COOPERATIVE GROUPS IN DEVELOPING EFL READING | Research Papers

Wei, P., & Tang, Y. (2015). Cooperative learning in English class of Chinese junior high school. Creative Education, 6(03), 397.
https://doi.org/10.4236/ce.2015.63039

Zoghi, M., Mustapha, R., & Maasum, T. N. R. B. T. M. (2010). Collaborative strategic reading with university EFL learners. Journal
of College Reading and Learning, 41(1), 67-94. https://doi.org/10.1080/10790195.2010.10850336

JLE | Vol.9 | No.1 | 2023 171


https://doi.org/10.4236/ce.2015.63039
https://doi.org/10.1080/10790195.2010.10850336

JOURNAL OF LANGUAGE & EDUCATION

| Research Papers

https://doi.org/10.17323/jle.2023.16141

Citation: Wiboolyasarin W., Tiranant P.,
Khumsat T., Ngamnikorn T.,
Wiboolyasarin K.,  KorbuakaewS., &
Jinowat N. (2023). Preferences for oral
corrective feedback: Are language
proficiency, first language, foreign
language classroom anxiety, and
enjoyment involved? Journal of Language
and Education, 9(1), 172-184. https://doi.
org/10.17323/jle.2023.16141

Correspondence:
Nattawut Jinowat,
nattawut.ji@ssru.ac.th

Received: October 12, 2022

Accepted: March 15, 2023
Published: March 31, 2023

Preferences for Oral Corrective
Feedback: Are Language Proficiency,
First Language, Foreign Language
Classroom Anxiety, and Enjoyment
Involved?

Watcharapol Wiboolyasarin'®, Phornrat Tiranant?®, Teavakorn Khumsat?, Tidarat
Ngamnikorn*, Kanokpan Wiboolyasarins®, Somkiat Korbuakaews®, Nattawut Jinowat ®
" Research Institute for Languages and Cultures of Asia, Mahidol University, Nakhon Pathom, Thailand

2The University of Hong Kong, Hong Kong

3 Nanjing Tech University Pujiang Institute, Nanjing, People’s Republic of China

4 Busan University of Foreign Studies, Busan, Republic of Korea

> Chandrakasem Rajabhat University, Bangkok, Thailand

6 Suan Sunandha Rajabhat University, Bangkok, Thailand

ABSTRACT

Background. The effectiveness of oral corrective feedback (OCF) in language learning is
influenced by learners’ comprehension and response to various OCF techniques. Therefore, it is
essential for teachers to consider learners’ preferences for OCF strategies.

Purpose. This quantitative study aimed to investigate the preferences of Thai as a foreign
language (TFL) learners for ten commonly discussed types of OCF. Specifically, it examined
whether these preferences are influenced by four learner variables: proficiency level, first
language (L1), foreign language classroom anxiety (FLCA), and foreign language enjoyment
(FLE).

Method. The study involved 288 university students from Chinese, Japanese, and Korean TFL
settings, and the data from questionnaires were analysed using appropriate statistical methods.

Results. The findings indicate that, regardless of proficiency level, L1, FLCA, or FLE level, learners
prefer more explicit OCF techniques, such as metalinguistics feedback and explicit correction.
However, Korean undergraduates scored lower in the majority of OCF strategies (i.e., ignoring,
elicitation, recast, explanation, and public feedback) compared to the other participants. The
MANOVA analysis revealed significant differences in ignore, peer correction, recast, and private
feedback based on proficiency level and L1 background. Although the differences between the
FLE and FLCA approaches were not statistically significant, high FLE and FLCA groups tended to
prefer more OCF strategies than the low groups.

Conclusion. This study has significant implications for instructional practices in TFL settings and
for L2 lecturers in the classroom. By understanding learners’ preferences for OCF, educators
can tailor their instructional approaches to meet the specific needs of their students.

KEYWORDS

oral corrective feedback, preference, proficiency level, first language, anxiety, enjoyment

room is a common technique for increas-
ing students’ awareness of the mistakes
(Yang, 2016). Empirical and observation-
Oral corrective feedback (OCF) refers to  al studies have proved the effectiveness
remarks made by teachers or interlocu- of OCF in accelerating language learning
tors on errors made by second language  (Fidan, 2015; Geckin, 2020; Goémez Ar-
(L2) learners during speech production. guelles et al., 2019; Gooch et al., 2016 Ha
The use of OCF in the language class- & Nguyen, 2021; Lee, 2017, Li, 2018, 2021).
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Previous research has highlighted that the impact of OCF on
language learning is linked to learners’ understanding and
reaction to different OCF techniques. It has been suggested
that discrepancies between teachers’ and learners' inter-
pretations of OCF could have negative impacts on language
learning (Kartchava & Ammar, 2014; Lyster et al., 2013). In
particular, Kartchava and Ammar (2014) found that learners’
preferences for specific OCF strategies were correlated with
their comprehension of teachers’ error repair intentions.
Therefore, it is crucial for teachers to consider their learners’
preferences for OCF strategies.

However, while several studies (Deptolla, 2019; Lee, 2013;
Muslem et al., 2021; Sakiroglu, 2020; Wiboolyasarin et al.,
2020; Zhu & Wang, 2019) have focused on learners’ general
preferences or preferences for obtaining OCF for specific er-
rors, research exploring the influence individual differences
in L2 situations other than EFL on learners’ preferences for
OCF techniques is limited. Hence, it is necessary to further
investigate the preferences of language learners for OCF
techniques in various L2 contexts.

OCF Techniques and Their Significance in L2
Classrooms

The role of OCF techniques in language learning has been a
subject of interest among scholars who have examined the
various ways in which these techniques can facilitate L2 ac-
quisition. Lyster and Ranta (1997) provide a succinct frame-
work for classifying feedback, based on their observations in
French immersion classrooms. Their classification includes
six main types of feedback: recast, explicit correction, elic-
itation, repetition, clarification requests, and metalinguis-
tic clues. More recent research has resulted in hierarchical
taxonomies of OCF methods, based on theoretical under-
standing of how CF functions for acquisition. Two essential
distinctions of OCF techniques are input-providing vs. out-
put-prompting, and explicit vs. implicit CF, as shown in Table
1 (Ellis, 2009; Li, 2018).

There are differing opinions regarding the classification of
OCF techniques. For instance, Li (2021) classifies recast and
explicit correction in one category, while the other four are
put in another category because the former provides the
correct form, and the latter (referred to as ‘prompts’) mo-

Table 1
A Taxonomy of OCF Techniques

tivates students to self-correct. OCF may take place both ex-
plicitly and implicitly. Explicit feedback or explicit correction
comprises a blatant admission of the student’s error. It is
offered to provide immediate rectification or clarification of
grammar. Conversely, implicit feedback happens when the
source (typically the instructor) does not make it clear that
the student committed an error (Tasdemir & Yalcin Arslan,
2018). The selective OCF strategies, along with their explana-
tions and examples, are presented in Table 2.

The source of OCF has also been classified into three cate-
gories: teacher feedback, peer feedback, and self-feedback
(Carless, 2006; Ha & Nguyen, 2021; Rollinson, 2005). Teach-
er feedback has been discussed in the preceding section,
whereas peer feedback is a valuable feedback source that
involves students commenting on each other’s work. Peer
feedback can assist L2 learners in becoming critical readers
and acquiring the ability to reflect on their feedback experi-
ences, especially when reading the work of others (Rollinson,
2005).

In the L2 classroom, OCF may be perceived as useful for let-
ting students know when they have performed correctly, but
it may also be viewed as potentially harmful because it can
impair students’ openness to learning (Ellis & Shintani, 2014).
The affective and cognitive dimensions of OCF are widely
recognised, and practitioners are cautions about offering
prescriptive guidance on OCF. While OCF can have cognitive
benefits, potential emotional harm also be considered. Lyster
and Saito (2010) found that prompts had more significant
effects than recast, indicating that prompts are likely more
effective than recast in the classroom since they are more
prominent. Gooch et al. (2016), in Korean EFL classrooms,
found that recast only improved the comprehensibility of the
sound in controlled tasks, whereas prompts were helpful for
both controlled and free output. However, learners’ expecta-
tions of OCF may be one of the most important factors that
influence L2 acquisition, as highlighted by Kartchava and
Ammar (2014). Inconsistencies between students’ preferenc-
es for OCF strategies and instructors’ practices when recti-
fying mistakes can contribute to inefficient teaching (Lyster
et al., 2013). Therefore, it is essential to investigate students’
perspectives on OCF, particularly their preferences for OCF
categories, based on the material discussed above.

Implicit Explicit
Input-Providing Recast Explicit Correction
Output-Providing Repetition Metalinguistic Explanation

Clarification Request

Elicitation

Paralinguistic Signal
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Table 2
OCF Techniques

OCF Technique

Definition

Example

Elicitation

Explicit correction

Metalinguistic feedback

Recast

Repetition

Clarification request

The instructor elicits the correct form through the use
of a technique in which a part of the student’s speech is
repeated, omitting the incorrect portion and prompting
the student to complete it independently.

The instructor accurately identifies the error made by
the student and subsequently delivers a correction, pro-
viding clear indication that the error has been made.

The instructor addresses questions or remarks and
explains using grammatical or other linguistic concepts
in order to elicit information from the students.

The instructor provides only the correct form of the
student’s erroneous speech without any additional
commentary.

The instructor utilises a questioning intonation to high-
light the error in the student’s statement, thus indicat-
ing its incorrectness.

The instructor indicates that the student’s statement is
unclear or incomprehensible, and requests clarification

S: I went there tomorrow.

LI... there tomorrow.

S: I went there tomorrow.

I: No, ‘went’ is incorrect. You should say
‘T will go there tomorrow.’

S: I went there in Monday.

I: Not in Monday, We use a preposition
‘on’ for days and dates. We say, ‘I went
there on Monday.’

S: I went there tomorrow.

I: Twill go there tomorrow.

S: I went there tomorrow.

I: I WENT there tomorrow.

S: I went there tomorrow.

to ensure clear communication.

I: What? Can you please explain it to me
more precisely?

Learners’ Preferences for OCF, FLCA, and FLE

The preferences for various types of feedback have been
the subject of numerous studies in the past, but more re-
cent research has started to take into account fresh factors
in an effort to ascertain whether preferences for OCF may
be influenced by learner characteristics such as gender, pro-
ficiency, motivation, learning style, educational programme,
or educational context (Fidan, 2015; Deptolla, 2019; Gémez
Arguelles et al., 2019; Papi et al., 2021; Sepehrinia et al., 2020;
Tasdemir & Yalcin Arslan, 2018; Wiboolyasarin et al., 2020,
2022; Yakisik, 2021). These investigations have been motivat-
ed by the possibility that learner traits could affect feedback
efficacy (Nassaji, 2016). Additionally, the concept of emotion
has been included in the description of learner characteris-
tics. For instance, foreign language learners have reported
anxiety due to various factors such as fear of failing tests or
public speaking and receiving negative feedback from class-
mates and teachers (Horwitz et al., 1986). Foreign language
classroom anxiety (FLCA) is characterised by the state anxie-
ty that language learners experience during language study
and/or use (Horwitz, 2017). Several studies have investigat-
ed FLCA to determine its sources and relationship to student
performance and accomplishments (e.g., Dewaele, 2017;
Horwitz, 2010).

Studies on directed learning situations have examined the
link between FLCA and OCF preferences, as well as other
variables, among learners. For example, Geckin (2020) dis-
covered that Turkish pre-intermediate EFL female learners
differed from male participants in their higher levels of anx-

iety, preferences for delayed feedback, and preferences for
repetition as the primary error correction approach. Both
males and females considered feedback as a critical aspect
of language learning and assessed the teacher’s input more
favourably, especially concerning major and personal errors.
Rassaei (2015) demonstrated that low-anxiety students ben-
efited from both metalinguistic feedback and recast, whereas
metalinguistic input had a stronger impact on their progress.
In contrast, learners with high anxiety benefited substan-
tially more from recast than from metalinguistic feedback.
Positive emotions, conversely, enhance a student’s ability
to notice classroom details and increase their awareness of
language input (MacIntyre & Gregersen, 2012). Studentsin a
positive emotional state, or with foreign language enjoyment
(FLE), have a better comprehension of the foreign language
and can reduce the adverse effects of negative emotions.
However, individuals overwhelmed by negative feelings are
more likely to have a restricted focus, thereby limiting their
language input intake (Dewaele & Dewaele, 2020). Positive
emotions increase learners’ sense of security while studying
a foreign language. Although Dewaele and Maclintyre (2014)
conducted a study that simultaneously analysed variation in
FLCA and FLE, a few studies have examined the influence of
both FLCA and FLE on learner-internal factors (such as pref-
erence) and learner-external variables (e.g., educational con-
text or, in this case, TFL). This study combines FLCA and FLE
in the same research design based on Dewaele and Macln-
tyre’s (2014) questionnaire items to determine whether they
influence OCF approaches. Additionally, research (e.g., Yang,
2016) shows that the proficiency level and first language (L1)
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context of learners are the main determinants shaping their
preferences for OCF. Consequently, it is vital to thoroughly
analyse learners’ preferences for OCF techniques in connec-
tion with their L1, proficiency level, FLCA, and FLE. This study
aims to address the following research questions to enrich
the understanding of the existing literature:

(1) What are the preferences of TFL students for OCF tech-
niques?

(2) Do the proficiency level and L1 background of TFL learn-
ers influence their preferences for OCF techniques?

Do the FLE and FLCA levels of TFL learners influence their
preferences for OCF techniques?

(3)

METHOD

Context

This study examines Thai as Foreign Language (TFL) pro-
grammes offered at Chinese, Japanese, and Korean uni-
versities where Thai is used as the medium of instruction.
The language departments of these universities offer Thai
elective courses to local undergraduate students, aimed at
enhancing their academic Thai language skills and cultural
knowledge.

Participants

A non-probabilistic convenience sampling was utilised to
select undergraduate students from TFL classrooms for this
study. To ensure an adequate sample size, G¥Power 3.1.9.7
was used to calculate a medium sample size of 0.25, power
(1-B) =0.95, and a = 0.05. The estimation suggested that 252
people would be sufficient. A total of 288 students partici-
pated in the study and completed an online questionnaire
administrated through Microsoft Forms (see the following
section for more information). The participants were non-na-
tive speakers of Thai with diverse educational backgrounds,
consisted of 207 (71.90%) females and 81 (28.10%) males. Re-
spondents from countries in the East Asian cultural sphere:
People’s Republic of China (n = 145, 50.30%), Republic of
Korea (n = 82, 28.50%), and Japan (n = 61, 21.20%) reported
being taught TFL at their universities and were prompted to
differentiate themselves using the ACTFL Proficiency Guide-
lines 20123 presented in their native versions on the web.
They self-reported their proficiency level and were catego-
rised into three main categories: 48.30% of participants (n =
139) claimed proficiency at the intermediate level, while the
rest were assessed at the novice level (n = 106, 36.80%) and
the advanced level (n = 43, 14.30%). The participants’ mean
TFL learning experience was 2.35 (SD = 1.76) years.

Questionnaire

An online questionnaire consisting of four sections were used
to collect data. Part 1 began with a section on demograph-
ics, from which the preceding information was extracted.
Following this, participants were asked to rate their prefer-
ences for ten OCF techniques (OCFT) (see Appendix), modi-
fied from previously discussed literature and Wiboolyasarin
et al.'s (2020, 2022) instruments, using a 5-point Likert scale
to assess how learners feel when they make an oral error
in TFL lessons, ranging from ‘very good’ (5 points) to ‘very
poor’ (1 point). In Part 3, the FLE scale is a 21-item instru-
ment proposed by Dewaele and MacIntyre (2014) to which
participants replied using a 5-point Likert scale ranging from
‘strongly agree’ (5 points) to ‘strongly disagree’ (1 point). For
measurement of FLCA in Part 4, the FLCA scale constructed
by ibid. (2014) contained a total of 8 items. The alpha reliabil-
ities for the OCFT, FLE, and FLCA in the present investigation
were 0.81, 0.94, and 0.93, respectively, showing acceptable
internal consistency for the instruments (Cohen et al., 2018).

Procedure and Data Analysis

Prior to the commencement of the study, the research de-
sign and questionnaire were subject to approval by the
Ethics Committee of the first author’s institution. Prior con-
sent was sought from all participants before administering
the survey. The online questionnaire was made accessible
via Microsoft Forms for a period of one month. Initially, 288
students completed the questionnaire online. The partici-
pants were then segregated into two groups, based on their
scores on the FLE questionnaire: high-enjoyment learners (n
=134) and low-enjoyment learners (n = 154). High-enjoyment
learners were classified as those who scored higher than the
mean, while low-enjoyment learners were classified as those
who scored lower. Similarly, participants were divided into
two groups based on their FLCA questionnaire scores: those
with high anxiety (n = 154) and those with low anxiety (n =
134). The mean score on the FLCA questionnaire was 3.55,
with a standard deviation of 1.05. Participants who scored
above the mean were classified as high-anxiety learners,
while those who scored below were classified as low-anxiety
learners.

RESULTS

RQ1: What are the Preferences of TFL Students
for OCF Techniques?

On the 10 items of Part 2 in the questionnaire, all respond-
ents were required to rate their feelings when making oral
blunders in TFL classes. The frequencies and average rating
scores on a 5-point Likert scale are presented in Table 3.

3 ACTFL. (2012). ACTFL proficiency guidelines 2012. Retrieved August 14, 2022, from https://www.actfl.org/resources/actfl-proficiency-guide-

lines-2012

JLE | Vol.9 | No.1 | 2023

175



Watcharapol Wiboolyasarin et al | Research Papers

Table 3
Frequencies of Answers and Descriptive Statistics of 10 Items (n = 288)

OCF Techniques Answer n % M SD Skewness  Kurtosis
1 Disregard 5 38 13.20 2.65 1.31 0.45 -0.91
4 39 13.50
3 57 19.80
2 94 32.60
1 60 20.80
2 Elicitation 5 40 13.90 2.80 1.30 0.31 -1.05
4 51 17.70
3 55 19.10
2 95 33.00
1 47 16.30
3 Explicit correction 5 150 52.10 4.28 0.90 -1.21 -0.13
4 82 28.50
3 46 16.00
2 6 2.40
1 4 1.40
4 Peer correction 5 61 21.20 3.66 0.97 -0.40 0.64
4 103 35.80
3 96 33.30
2 21 7.30
1 7 2.40
5 Metalinguistic feedback 5 163 56.60 4.39 0.79 -1.11 -0.27
4 80 27.80
3 41 14.20
2 3 1.00
1 1 0.30
6  Recast 5 67 23.30 3.66 1.01 -0.41 -0.27
4 96 33.30
3 93 32.30
2 24 8.30
1 8 2.80
7 Repetition 5 39 13.50 2.99 1.18 0.13 -0.80
4 53 18.40
3 93 32.30
2 73 25.30
1 30 10.40
8  Clarification request 5 40 13.90 3.1 1.17 -0.07 -0.70
4 63 21.90
3 102 35.40
2 54 18.80
1 29 10.10
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OCF Techniques Answer n % M SD Skewness  Kurtosis
9  Public feedback 5 47 16.30 3.28 1.12 0.18 -0.55
4 70 24.30
3 108 37.50
2 42 14.60
1 21 7.30
10  Private feedback 5 104 36.10 3.96 1.00 0.75 -0.56
4 98 34.00
3 61 21.20
2 20 6.90
1 5 1.70

Note. The coding of the answers: very good = 5; good = 4; fair = 3; poor = 2; very poor = 1

The results show that TFL students preferred metalinguistic
comment (M = 4.39) and explicit correction (M = 4.28), re-
spectively. Private feedback (M = 3.96), peer correction (M =
3.66), and recast (M = 3.66) also received positive responses,
with overall ‘good’ ratings. These findings suggest that par-
ticipants preferred OCF techniques that were more explicit.
In contrast, ignoring errors was the least desirable OCF type,
with mean scores of 2.65. The average values for elicitation,
repetition, explanation request, and public feedback ranged
from 2.80 to 3.28, indicating that participants tended to con-
sider them unfavourable TFL classroom strategies. Descrip-

Table 4

tive statistics of the participants’ characteristics classified
by L1 background, proficiency level, FLE, and FLCA can be
found in Table 4.

The skewness and kurtosis values for each OCF strategy
were also analysed, and the results showed that the values
between -1.21 and 0.75 were distributed normally, which
falls within the range of +2 for skewness. The kurtosis scores
ranged from -1.05 to 0.64, indicating a typical distribution, as
they fall within the scale of +2 (George & Mallery, 2016).

Mean Score of the Participants’ L1 Background, Proficiency Level, FLE, and FLCA

Mean Score
OCF Technique L1 Proficiency FLE FLCA

CN JP KR N I A High Low High Low
Disregard 2.86 2.52 2.40 2.60 2.55 3.12 2.66 2.65 2.82 2.47
Elicitation 2.98 2.77 2.50 2.78 2.63 3.40 2.95 2.66 2.79 2.80
Explicit Correction 4.29 4.30 4.24 4.25 4.26 4.42 4.54 4.05 4.28 4.28
Peer Correction 3.72 3.64 3.56 3.61 3.64 3.84 3.87 3.48 3.70 3.61
Metalinguistic Feedback 4.46 4.39 4.28 4.33 4.47 4.30 4.64 4.18 4.45 4.33
Recast 3.82 3.67 3.37 3.62 3.65 3.77 3.88 3.47 3.63 3.69
Repetition 3.12 3.00 2.77 2.91 2.96 3.30 3.24 2.78 3.00 2.99
Clarification Request 3.34 2.82 2.90 3.02 3.04 3.53 3.30 2.94 3.17 3.03
Public Feedback 3.44 3.16 3.07 3.28 3.14 3.72 3.56 3.03 3.16 3.41
Private Feedback 4.00 4.03 3.83 3.96 3.90 4.14 4.26 3.69 3.90 4.02

Note. The abbreviation of the L1: CN = Chinese; JP = Japanese; KR = Korean. The abbreviation of the proficiency level: N = Novice; I = Intermediate;

A = Advanced
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RQ2: Do the Proficiency Level and L1
Background of TFL Learners Influence Their
Preferences for OCF Techniques?

The normality assumption was assessed using the Shap-
iro-Wilk test, which tested the univariate normality of ten
OCF approaches. This test was chosen due to the sample
size being less than 2,000 (Adigun, 2021). A multivariate
analysis of variance (MANOVA) was then conducted, with
OCF techniques serving as the between-subjects variable,
and proficiency level and L1 background as dependent vari-
ables. The MANOVA results indicated significant differences
in proficiency level and L1 background across OCF strate-
gies (Pillai’s trace = 0.18, F = 1.30, p = 0.031), suggesting that
the interaction of these two factors can explain the variance
in the preferences of L2 learners for OCF. To ensure the va-
lidity of the MANOVA, it was confirmed that the covariance
matrices among groups were equal, as determined by a
Box's M test (p < 0.001) (Huberty & Petoskey, 2000).

Based on the aforementioned results, a between-subject
analysis or a univariate test was conducted for each depend-
ent variable, as presented in Table 5.

Table 5 displays the outcomes of ten OCF techniques. The
values for disregard (F (4, 283) = 3.43, p = 0.01), peer cor-
rection (F (4, 283) = 2.38, p = 0.04), recast (F (4, 283) = 2.62,
p = 0.03), and private feedback (F (4, 283) = 2.45, p = 0.05)
suggested that there were significant differences in the
proficiency level and L1 background on OCF. On the other
hand, the scores for elicitation (F (4, 283) = 2.26, p = 0.23),
explicit correction (F (4, 283) = 1.15, p = 0.33), metalinguistic
feedback (F (4, 283) = 0.79, p = 0.29), repetition (F (4, 283) =
1.50, p = 0.20), clarification request (F (4, 283) = 1.51, p = 0.20),
and public feedback (F (4, 283) = 0.95, p = 0.44) indicated
a small variation between the average of the groups. As is
evident, there was a strong interaction of L1 by proficiency
on disregard, peer correction, recast, and private feedback.

Table 5
Test of Between L1 and Proficiency Effects on OCF Techniques

A simple slope was plotted to gain a clearer understanding
of the overall pattern of interactions and to identify the fac-
tor that predicted whether the participants’ L1 background
(Chinese, Japanese, or Korean) and their proficiencies were
significantly related to these four dependent variables. The
slopes of the graphs in Figures 1, 2, 3, and 4 are represented
graphically, showing that four OCF techniques for learners
had significant interactions with respect to their L1 back-
ground and proficiency level.

RQ3: Do the FLE and FLCA Levels of TFL
Learners Influence Their Preferences for OCF
Techniques?

A MANOVA was conducted with OCF techniques as the be-
tween-subjects variable, and the FLE and FLCA levels as the
dependent variables. The overall MANOVA, which examined
the differences in FLE and FLCA levels across OCF strategies,
was found to be non-significant. To further explore the re-
lationship between FLE, FLCA, and L2 learners’' OCF prefer-
ences, Pillai’s trace was employed. The analysis revealed no
significant interaction between FLE and FLCA (Pillai’s trace =
0.38, F = 1.10, p = 0.58), indicating that only 38% of the vari-
ability in L2 learners’ OCF preferences can be attributed to
the interaction between FLE and FLCA. These results sug-
gest that other factors may have a more significant impact
on L2 learners’ preferences for OCF, and further investiga-
tion is warranted.

In light of these results, the between-subject effects or uni-
variate tests for each dependent variable was conducted,
which are depicted in Table 6.

The results of the ten OCF techniques are presented in Ta-
ble 6. The analyses for disregard (F (4, 283) = 3.58, p = 0.06),
elicitation (F (4, 283) = 1.12, p = 0.29), explicit correction (F
(4, 283) = 2.65, p = 0.10), peer correction (F (4, 283) =0.10, p =

Source Dependent TypeIll Sum of  df Mean F Sig Partial 2
Variable Squares Square
L1 x Proficiency  Disregard 21.99 4 5.50 343 0.01 0.05
Elicitation 9.02 4 2.26 1.42 0.23 0.02
Explicit Correction 3.78 4 0.94 1.15 0.33 0.02
Peer correction 9.51 4 2.38 2.57 0.04 0.04
Metalinguistic Feedback 3.15 4 0.79 1.26 0.29 0.02
Recast 10.49 4 2.62 2.68 0.03 0.04
Repetition 8.22 4 2.05 1.50 0.20 0.02
Clarification Request 7.76 4 1.94 1.51 0.20 0.02
Public Feedback 4.60 4 1.15 0.95 0.44 0.01
Private Feedback 9.68 4 2.42 2.45 0.05 0.03
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0.76), metalinguistic feedback (F (4, 283) = 3.14, p = 0.08), re-
cast (F (4, 283) = 1.22, p = 0.27), repetition (F (4, 283) = 1.35, p
=0.25), clarification request (F (4, 283) = 1.64, p = 0.20), public
feedback (F (4, 283) = 0.003, p = 0.96) and private feedback
(F (4, 283) = 1.52, p = 0.22) indicated that there were no sta-
tistically significant differences between FLE and FLCA with
respect to OCF approaches.

DISCUSSION

It is widely observed that L2 learners tend to prefer receiv-
ing OCF as it acknowledges errors as a natural occurrence
in the process of acquiring an L2. However, traditional TFL
instruction places emphasis on language form, leading to
Chinese, Japanese, and Korean TFL students feeling less
confident in their ability to speak the target language when
teachers disregard their errors. Our study shows that the
majority of students preferred the use of explicit OCF tech-
niques, specifically metalinguistic remarks and explicit cor-
rection. Therefore, it is recommended that foreign language
courses adopt strategies that teach the correct version of

Figure 1

Simple Plot of Interaction Effects Between Proficiency and L1
Towards Disregard

errors and linguistics terminology, allowing students to en-
hance their language skills without the burden of self-cor-
rection (Lee, 2017; Ur, 2012).

In L2 programmes, OCF from instructors is regarded as cru-
cial, as students often lack sufficient exposure to the target
language in their environment, as Muslem et al. (2021) have
emphasised. It is acknowledged that Thai was not employed
as a lingua franca in the previous classes of other students,
depriving them of enough opportunities to practise their
oral Thai. Our findings indicate that learners appreciate be-
ing informed directly of their errors and the correct forms,
and they do not feel any shame when corrected by their
teachers or classmates. This finding reinforces prior studies,
suggesting that OCF may not lead to antagonising or de-
moralising East Asian students (Wiboolyasarin et al., 2020)
or other EFL learners (Wiboolyasarin et al., 2022; Yang, 2016;
Yu, 2019).

Although it is widely recognised that providing OCF in
a public setting can be beneficial for the entire class, this
study’s results indicate that the instructor should provide

Figure 3

Simple Plot of Interaction Effects Between Proficiency and L1
Towards Recast
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Table 6
Test of Between FLE and FLCA Effects on OCF Techniques

Source Dependent Type III Sum of df Mean F Sig Partial 2
Variable Squares Square
FLE x FLCA Disregard 6.00 1 6.00 3.58 0.06 0.01
Elicitation 1.86 1 1.86 1.12 0.29 0.00
Explicit Correction 1.99 1 1.99 2.65 0.10 0.01
Peer Correction 0.09 1 0.09 0.10 0.76 0.00
Metalinguistic Feedback 1.77 1 1.77 3.14 0.08 0.01
Recast 1.21 1 1.21 1.22 0.27 0.00
Repetition 1.82 1 1.82 1.35 0.25 0.00
Clarification Request 2.16 1 2.16 1.64 0.20 0.01
Public Feedback 0.00 1 0.00 0.003 0.96 0.00
Private Feedback 1.42 1 1.42 1.52 0.22 0.01

such feedback in private. Some students consider OCF to be
restrictive and humiliating when it is frequently used in the
classroom (Martinez Agudo, 2013). In particular, students
who receive excessive corrective feedback in front of their
peers may become bashful and experience an increase in
anxiety. This finding is consistent with previous research
(Oflaz, 2019), which found a positive correlation between
shyness and FLCA, demonstrating conclusively that shyness
increases as speaking anxiety grows.

Based on the findings, participants tended to perceive elici-
tation, repetition, and explanation requests as unfavourable
TFL classroom tactics. Several reasons can explain this phe-
nomenon. For example, when the teacher echoes the incor-
rect speech with a rising intonation and a doubtful expres-
sion, trying to imply that there was an error, students may
not recognise it as a correction or may not realise that the
instructor’s pronunciation was different from their own, in-
terpreting it merely as an echo or confirmation. Similarly, ac-
tive OCF strategies that encourage students to rethink what
they have said and construct the correct form independent-
ly did not yield positive results for East Asian students who
are accustomed to being teacher-fed information.

Li's (2021) research revealed that various factors related to
the learner and the context can constrain the effectiveness
of feedback. Among these factors, a student’s emotional
engagement with an instructor’'s OCF can shape the stu-
dent’s perception and response to the feedback received. It
would be intriguing to investigate if two learner variables,
namely proficiency level and L1 background, could influ-
ence learners’ preferences for OCF approaches. The litera-
ture has shown that learners’ preferences for OCF can differ
based on their proficiency and L1 background. Our study
confirmed that Korean TFL learners preferred fewer OCF
techniques, such as disregard, peer correction, recast, and
private feedback, than their Chinese counterparts. In addi-

tion, advanced-level students favoured more OCF approach-
es than intermediate- and beginner-level students. These
results may be due to the fact that less proficient students
may feel embarrassed when receiving OCF on their errone-
ous speech, especially when the feedback includes wrong
information. These findings suggest that learners from
diverse linguistic backgrounds and proficiency levels are
aware of their errors and expect instructors to provide OCF
feedback appropriately.

Although instructors use various OCF techniques to provide
feedback to students, it is crucial to adapt their strategies to
suit students’ preferences (Tasdemir & Yalcin Arslan, 2018).
As Bada and Okan (2000) stated, instructors should consider
their students’ expectations and provide each student with
the opportunity to express their opinions. To our knowl-
edge, previous studies have not explored the relationship
between FLCA/FLE levels and OCF preferences extensively.
Therefore, our study provides a basis for further research.
Although there were no statistically significant differences
between FLE and FLCA for OCF techniques, we observed
that low and high FLE/FLCA groups had distinct preferences.
Specifically, high FLE groups favoured more OCF techniques
than low FLE groups, while high FLCA groups selected more
OCF techniques than low FLCA groups, except for elicitation,
recasting, and public feedback. This finding has significant
pedagogical implications, as it suggests that instructors
need to use OCF techniques that enable L2 students with
different psychological profiles to feel confident that their
errors are being detected and corrected appropriately. Fur-
thermore, instructors should focus on frequent and major
errors and refrain from providing OCF strategies for some
errors. Nonetheless, if instructors believe that feedback on
specific errors is essential, they can use metalinguistic feed-
back and explicit corrective approaches, which are more ef-
fective than recast (Lyster, 2004; Lyster & Saito, 2010), and
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were the most preferred techniques by both FLE and FLCA
groups in our study.

CONCLUSION

The current study offers a novel contribution to the field
by examining the characteristics of L2 undergraduate TFL
learners in East Asian universities, and exploring the po-
tential impact of proficiency level, L1 background, FLE, and
FLCA on preferences for OCF approaches. Such information
could prove useful for educators working with this cohort
of students across different regions. Despite the complexity
of the findings, the results suggest that TFL learners gen-
erally prefer metalinguistic explanation and explicit correc-
tion, although there is a significant relationship between L1
and proficiency with regards to disregard, peer correction,
recast, and private feedback. Furthermore, FLCA and FLE
were found to have a notable impact on individuals’ percep-
tions of the value of more prompts and explicit correction.
Thus, TFL teachers may wish to provide learners with more
explicit OCF on oral errors, particularly those with high FLE
and FLCA, as this could promote greater engagement with
feedback. This study offers insights into the factors that may
shape OCF preferences and highlights the potential signifi-
cance of these features for OCF preference formation.

It is important to note several caveats in interpreting the
results of this research. Firstly, the participants were drawn
from a population of students at universities in three coun-
tries where Thai is the language of instruction, and there-
fore, the findings may have limited generalisability to other
institutional contexts. Additionally, as this study only exam-
ined four characteristics of student preferences for OCF, its
findings may not fully capture their impact on learning out-
comes. Moreover, the sample size was limited to universi-
ty-level students, which may not be representative of other
age groups. Further research is therefore needed to investi-
gate the preferences for oral feedback across a wider range
of students.
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APPENDIX

Questionnaire
Preferences for oral corrective feedback techniques
Please rate yourself honestly using the following scales based on your true feelings about the given statements.

“When you make an oral mistake in TFL classes, you think it's ...very good, good, fair, poor, or very poor.... if the teacher...”
1. ..disregards it, doesn’t correct at all.
2. ..indicates there’s a mistake but doesn’t actually tell you what's wrong, so you have to try to work it out for yourself.
3. ...says what was wrong and tells you what the right version.
4. ..says what was wrong and gets someone else to say the correct version.
5. ...explains why it was wrong, what the rule is.
6. ..modifies the entirety of your utterance in an error-free manner.
7. ..repeats your mistakes in a high intonation to emphasise them.
8. ...indicates that your utterance contained some mistakes by using phrases like ‘Excuse me?’ or ‘I don’t understand.’
9. ...provides feedback to the student in front of others in public (e.g., in the classroom).

10. ...provides feedback to the student one-on-one or in private (e.g., in the teacher’s office).
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