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ABSTRACT

Evidence is accumulating that phonological memory (PM), ecsatponent of working memory (WM), is closely related to diffefenets

of second language (L2) learning. Moreover, little research has specifiedllgddinto the relationship between the PM capacity and
grammar among adult learners at different L2 proficiency levels. Therefore, it seems necessary to verify to what experitly vhicgat

be related to grammatical knowledgeEnglish as a foreign teyuage EFL) learners with different proficiency levels. To achieve this
objective, the present study investigated the relationship between PM and L2 grammatical knowledge among natispe&sgamale

adults undergoing a-@eek intensive English cose. The number of participants was 180 and their age ranged from 20 to 30. The
participants were assigned to three different language proficiency levels (beginner, lower intermediate, advancedhy60séaghhe

Quick Placement Test (2001). PM capgpdias referenced by nonword repetition and nonword recognition tasks) and L2 grammatical
knowledge were assessed in the first week of their course. After ensuring the normality of the data through SPSS Zhrfedatieos

and multiple regression anals were conducted. The findings showed that L2 grammatical knowledge and PM tasks as assessed with
English nonword repetition and recognition tests were moderately correlated among adult EFL learners in different éngiags |
proficiency. However,te correlation coefficients for the advanced group were lower than the other groups. Thus, the findings may imply
that grammatical knowledge can be more closely related to PM capacity for beginners and lower intermediate learnessivhaoeftr
learners

KEYWORDS: phonological memory; grammatical knowledge; language proficiency; L2 learning; adult EFL learners

INTRODUCTION

According to Skehan (1998), fimemory is i mportant al Incabldvain g, goes |
reached, and then becomes even more importanto (p. 21llgadthe One of t
area of individual differences is working memory (hereafter WM). As Baddeley (2003) puts it, WM refersitd ttemp or ary st or age
mani pul ation of information that is assumed to be necéeesary for
investigated extensively in the field of SLA during the last 20 years and some scholars eventbali¢ve ti WM capaci ty help pre
rate and ultimate | evels of attainment in the L2060 (Ortega, 2009, [
One of the most influential WM models is that of BaddwMaeasyd6s model

incorporatng several coponents (Figurel): (a) a central executive, an attention control system responsible for integrating information from
different WM subsystems and lotgrm memory and supervising basic WM operations; (b) the phonological loop, The phohdtagica

which deals with the storage of verbal, spebabed material.; (c) the vistspatial sketchpad, which handles visual images and spatial
information; and (d) an episodic buffer, involved in the binding of information from subsidiary systems giériormemory into a
unitary episodic representation (Hummel & French, 2010).

Central “\

/ ( executive /
Visuo- spatial Eplsodlc Phonological
sketchpad buffer loop

Figure 1: Mult-Component Working Memory Model (Adapted from Baddeley, 2000)

Most studies on WM, in effect, have used verbal information which is claimed to depetite operation of the phonological loop
(Baddeley, 1986, 2000; Baddeley & Hitch, 1974). The phonological loop consists of two parts: a phonological store andatoryarti
rehearsal process. Figure 2 pictures the structure of the phonological Idéigufes2 displays, speech input has access to the phonological
store directly but nonspeech input has to enter through the articulatory rehearsal process. Another function of th@netesysidals

with the maintenance of information. Unless a stgoednological code is kept fresh through the rehearsal, it fades gradually in the
phonological store process (Baddeley 1986; Gathercole & Baddeley 1993).
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Figure 2: The Phonological Loop Model (Gathercole and Baddeley, 1993, p. 8)

In the literature, pbnological loop has been interchangeably referred to as phonological memory (hereafter PM) (Hummel & French, 2010).

Some scholars have highlighted PM as an itgmrsource of individual differences in L1 acquisition (e.g. Baddeley, 1986; Baddeley,

1996; Gathercole & Baddeley, 1993) and in L2 learning (Gathercole & Thorn, 1998; Harrington & Sawyer, 1992; Papagno, Valentine, &

Baddeley, 1991). Ellis (1996) claims that significant portion of language learning involves sequence learning, and astegr airsttical

knowl edge is a product of the analysis of sequenti alonsibeforor mati on.
remembering sequenti al information, its rol e irthermora,rsgmneatgdes | ear ni n

carried out in SLA found that the role of PM in both L1 grammar acquisition and L2 grammar learning can be influentiadr,Hbeiev
results have been controversial. The literature pertinent to this issue is reviewed below.

Gathecole and Adams (1996) conducted a study on children of 4 and 5 years old. The participants were required to tell ahstbey whi
had previously listened to. Results showed that the ability to recite the story was closely related to the abilityiormepeds. Further
analysis showed that children who were more accurate at nonword repetition had richer lexicons and produced longethdtethoses
with lower repetition accuracy. In other words, children who were better at PM stimuli wereatsoafically more proficient. In another
study, Willis and Gathercole (2001) found thayehrold children with better PM capacity were more accurate at repeating complex
sentences in their L1 than children with weaker PM capacity.

As in L1, PM has alsoden revealed to be related to L2 grammatical ability. Service (1992) tested young Finnish children and found that

PM did not correlate significantly with simple Engl i sshchar ammar t :
reprodut i on of structures and written production (to r efrépettion. | earner s
Ellis and Sinclair (1996), later, tested adul t stile marb ofttnifdrejgn t o | ear n
|l anguage structures are rehearsed in PM, the easi 66)exaninedtt®® t o | ear

role of PM in L2 speech production by Englisbeaking adults learning Spanish (33 femal@smales; M= 21.84 years old). They found
that PM correlated with vocabulary scores, narrative abilities, and use of free grammatical morphemes and subordindteticlatifes
beginning and at the end of a semester of Spanish learsibgtveen .3@nd .41). In another study, French and O'Brien (2008) conducted
a study on Francophone children learning English as a part ehanfh intensive program in Quebec's Saguenay region. French and

O6Brien (2008) found t hat ohlanguage pragram @ime 1) predictedrL2 grammar ceres latehg end of the g

language program (Time 2)s(between .79 and .82). PM explained almost 30% of the variance in grammar scores at Time 2, even after

controlling for vocabulary knowledge. In a maexent study, Martin & Ellis (2012), examined PM and WM and their relationship with

vocabulary and grammar learning. The memory measures used were nonword repetition, nonword recognition, and listertieg span. T

participants were tested on their ability ittduce the grammatical forms and to generalize the forms to novel utterances. Individual
differences in final abilities in vocabulary and grammar correlated between 0.44 and 0.76, depending on the measuilés, Eisoresu
showed significant independegffects of PM and WM on L2 vocabulary learning and on L2 grammar learning.

It appears, from the literature reviewed here, that PM may be related to the development of grammatical skill. Howeseén, thigdarea

have not reached conclusive resultd &rther studies are needed to shed light on this issue, and in particular, among adults learning an L2.

Moreover, there have been a number of studies which have dealt with the PM influence at different levels of languawyeyproficie

French (2003) fomh PM t o predict L2 Il earning in low but not in high profici

both low and high ability groups, but the aspects of L2 knowledge involved differed. Kormos and Safar (2008) condugted segtade
Hungarian native speakers participating in an intensive language program in English (L2). The participants were divided into
proficiency groups, beginner and préermediate. Kormos and Safar (2008) found no significant relationship betweeontlverd span
score and success on the L2 exam for beginners, whereas the nonword score ehteerméiate participants correlated moderately with
their scores on writing, use of English and total points, and the fluency and range of vocabulary siteresabexam. The backward digit
span test, however, was found to correlate with all the components of the L2 exam except the writing one. Furtherngdrepémeatid
nonword scores were not correlated. Kormos and Safar (2008) concluded that Vébbddsby the backward digit span task) and
phonological loop (measured by the nonword task) likely separate constructs and influence language learning in various ways.

Some other studies investigating adults failed to find significant correlations be@Meand L2 proficiency. Mizera (2006) used nonword

repetition tasks designed for children with the adult pasditis and found no significant correlation between the PM task and the
participantsd proficiency. Hu mitse found tBad thedrglationship betmveen M (mxeasured by nah y
word repetition) and L2 proficiency remained significant in Aoovice learners but disappeared at the most advanced proficiency level.
Athis finding provides fuoletohRMW in I rearhingiappears toedimindhe as @ dunctioh aftlangudye

proficiency | evel and not necessarily of ageo (HummelRleatnersr ench,

in various L2 contexts suggests that whilemsaesearch has failed to find significant correlations between PM tasks (e.espdigitvorel
span, and noword regetition) and L2 préiciency (e.g., Hummel, 2002; Mizera, 2006), other research studies have reported significant

of

y G

2

relationships betweerM and aspects of L2 proficiency in adults (e.g., Hummel |,
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Evidence from the previous research shows that PM is closely associated with different aspects of L2 learning and liesaerassential
menory component throughout much of L2 development.

RESEARCH QUESTIONS
Based on the literature reviewed above, the present study attempted to investigate the extent to which the L2 grammietiga! d&md
PM tasks, i.e. nonword repetition task and nonwebgnition, associate in three proficiency groups (beginner, lower intermediate and
advanced). Hence, the following questions were investigated in this study:

1. To what extent do nonword repetition task (as a measure of phonological memory) and L2tg@nkmavledge correlate in the
beginner, lower intermediate, and advanced groups of adult male EFL learners?
2. To what extent do nonword recognition task (as a measure of phonological memory) and L2 grammatical knowledge corelate in th
beginner, lowerritermediate, and advanced groups of adult male EFL learners?

METHODOLOGY
Participants
Among L2 studies dealing with WM and PM few have examined adult L2 learners (e.g., O'Brien et al., 2006). Thereforentrstyzhes
assessed EFL adult learners. This | owed t he researchers to find
the previous studies. 180 male EFL learners were involved in the study (60 beginners, 60 lower intermediate and 60cadvarced |

from 20 to 30. I'n ordeeity t o
in each proficiency group, a Quick Placement Test v.1 (QPT) and a demographic questionnaire were administered. QPTiv.4n(2001)
objectivelyscored 66tem multiplechoice test and the participants were given 30 minutes to answer them. Based on the obtained results,
the participants were assigned to three proficiency groups, i.e. beginner, lower intermediate, and advanced.

English).T h e

Instruments

Questionnaire

participantsd age ranged

out whet her t

In order to gain specific information about the type and amount of exposure to English outside the program, a demogtaginaicpien
the participantsd L1 (Persian)

Nonword Repetition Task
In order to asses PM, both nonword recognition (henceforth NWRC) task and the nonword repetition (hereafter NWRP) task were applied.
The merit of the present research is in that it employed two different PM tasks, i.e. NWRC and NWRP. One of the masedithslis of

PM capacity is the NWRP, where participants have to repeat nonwords of different lengths that do not exist in the gagsbahgu
conform to its phonotactic rules. Gathercole and Baddeley (1993) proposed two advantages of using a NWRP test egessithenta
methods to measure PM capacity. First, NWRP test may be more sensitive than other measures because this test fiegrenishoory

knowledge influencing the assessment of PM, although the effects of prior language knowledge cannot bdycelinpiested by

nonwords. The second advantage of NWRP tests is that the NWRP test is viewed simple and somewhat more natural congpsred to oth
measures because both children and adult language learners hear and repeat new vocabulary items deamgntphgirdcess. The
participants in the current study heard a list &fyllable nonwords and were asked to repeat them. Following the study carried out by

Mar ti

n

& EI Ii

s (2012, p.385),

was administered.

fithere

NWRP task are displayed in Table 1. The nonwords were taken from a stimulus pool of nonwords provided by Gatherco@lgt All (2
participants heard the lists, beginning with the shortest lists and contimiingh | i st s of i
items throughout the study were recorded. The researchers did the scoring offline on a glyepleomeme basis. The maximum number
of phonemes recalled on any one repetition set wasilastd for each participant. The highest possible score for this task was 22 correct
raters scored the

phonemes. Two
reliability of the two sets of sces wag= .94 p< .01).

participants?®d

Table 1: Example Stimuli for NWRP Task

ncreasing | eng

r es pon stergatert o

3-word stimuli barch kig norb

4-word stimuli chad dorl teck parn

5-word stimuli cherl goot jarm tidge bup

6-word stimuli jert coom lork ged nerch darch

Nonword Recognition Task
NWRC task was used as an additional measure of PM. This task is highly correlated with performance on similar NWRP téesds but is
affected by unfamiliar phonotactics and pronunciation difficulties (Gathercole et al., 2001). The participants listenpdesettations of
a list of nonwords and decided whether they were the same or different. The participants received 1 point for eacimeooretiffsaent
judgment. Eight lists were used at each of four lengths: four, five, six and seven items. Thhemmawssible score for this task was 16
correct recognitions. The stimuli were taken from Gathercole et al. (2001). Table 2 illustrates example stimuli appéed\iRE task.
Stimuli were tapgecorded by an English native speaker. Two sequencesro$ itvere presented on each trial, with an 4istienulus
interval of 1.5 s separating the last item in the first presentation and the first item of the second presentation.
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Table 2: Example Stimuli for NWRC Task

Examples of nonword
recognition stimuli

Correct responses

List 1 : chad pooknun jick terdge different
List 2 : chad pookick mun terdg
List 1 : turg deet peb chim nam ked Same

List 2 : turg deet peb chim nam ked

he adul

contr

t h.

t he

wedr es ifxo uwo rldiss tos Eaxta mgpd ceh sd fi mf

Th
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Quick Placement Test

As Granpayeh
ESOL to give teachers a reliable and tismn@ v i n g
versions.

pencil and computdn a s e d

(2003, p.
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met hod
It is
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ied Linguistics World

AQPT
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designed

i s a
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The grammar test used in this study was selected from therdDRiacement Test (OPT) designed and developed by Allen (2004). The
grammar section of the OPT consists of 100 items. Fifty minutes were allotted for completicak&estvere asked to read the stem with
a blank and to choose one of the three optionghk blank.

test

of

Ebridgd i s h

accurately

to the advanced level. QPT, which includes 60 items, takesird@tes to complete. According to Granpayeh (2003), the SEM of the test is
around 4 and its reliability is close to 0.9.

Procedures

First, all the participants were given the QPT v.1 (2001) and a demographic questionnaire in order to assess thaiofievehof. Based
on the obtained scores on the QPT, the participants were assigned to one of the three proficiency groups, i.e. begintermkxdiate,
and advanced. In QPT, the band scores for the beginners, lower intermediate, and advascate|éved 15, 24 to 30, and 48 to 60

respectivel y.

Data Analysis

The

participants?®d
The setting of the data collection was Estahban, a city located in Famsgerovan. The NWRC and NWRP tasks, and the grammar test
were measured during the first week of the English course. The allocated time for the NWRC and NWRP tasks were 15 aw 5 minut
respectively. The NWRC as well as the NWRP tasks were administdeswjirage laboratories since headphones were needed to allow the
participants to listen to sequences of the 4&perded nonwords. For the grammar test, the participants answered the grammar section of
the OPT in 50 minutes.

classes

wer e

hel d dfortwohosr& ssi ons

In order to aswer the research questions, data from the NWRP task, NWRC task, and the grammar test were entered into SPSS 21 (2012).
First, Shapirewilk test was used in order to make sure that the distribution was normal. $Kéifkrtest is the most powerful normgli

test (Keskin, 2006; Mendes & Pala, 2003; Razali & Wah, 2011). After ensuring the normality of the data, Pearsomprnoeiict
correlations followed by multiple regression were investigated for the PM tasks and the grammar test scores. Signéficaasedi\ap

< 0.05.

RESULTS AND DISCUSSION
As mentioned before, the participants of the study were selected out of 180 Adult male students of EnglishV#kapitowas used in

order to make sure that the distribution was normal. In all profigigmaups, the significance value shows that there is normal distribution
since the pvalue is more than 0.05 (see Table 3).

Table 3: Test of Normality for All Groups

Shapiro-Wilk Test

Beginner Lower Intermediate Advanced
statistic df  Sig.  statistic df  Sig.  statistic df Sig.
Scores on the Grammar .97 60 .77 .96 60 .85 .96 60 .29
Scores on the NWRP .96 60 .22 .94 60 .18 .95 60 .10
Score on the NWRC .95 60 .19 .94 60 .14 .92 60 11

Table 4 shows the mean (Ms), standard deviations (SDs), and @fniesscores of the grammar test, NWRP and NWRC tasks for the

beginner group.

Table 4: Descriptive Statistics (Each Group No.= 60)

Beginner Group

Lower intermediate Group

Advanced Group

Variables M SD Max Min M SD Max Min M SD Max Min
Grammar Test 1742 434 26 8 36.05 4.83 46 24 66.53 6.82 79 55
NWRP Task 14.77 2 19 11 14.3 169 19 11 15.7 197 20 12
NWRC Task 9.28 1.83 13 6 9.65 151 14 6 11.05 15 14 8

As Table 4 depicts, the advanced group had the highest mean score on both NWRP task,(BB=1597) and NWRC task (M= 11.05,
SD=1.5). The maximum score on the NWRP task was obtained by the advanced group (Max= 20). Both the lower intermediate and
advanced groups gained the highest score in the NWRC task (Max= 14). Table 5 displays th®owraroelfiicients between NWRP,
NWRC, and grammar scores in the beginner, lower intermediate, and advanced groups.
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Table 5: Pearson Correlations between PM Tasks and Grammar Test in the Beginner, Lower Intermediate, and Advanced Groups

Beginner Goup Lower Intermediate Group Advanced Group
Variable 1 2 3 1 2 3 1 2 3
1. Grammar b 497 53" b AT 48" b .36 AT
2. NWRP 497 b 52" A1 b 40 36 b .50
3. NWRC 53" 527 b 48" 407 b A7 507 b

* p< .05, *p< 01

Table 5 shows that NWRP task was significantly correlated with the grammar scoregifioel®(= .49,p< .01), intermediate students

(r=.41,p< .01), and advanced students (36,p< .01). Moreover, NWRC task was significantly correlated with the grammar scores at all

proficiency levels (beginners= .53,p< .01; intermediate students; .48,p< .01; and advanced students,.47,p< .01). The correlation

coefficients show a moderate relationship for the three tests. The highest correlation between grammar test scores ask WagRRat

of beginnersy= .49,p< .01. Further, thebégn ner s ® scores on grammar test enjoyed the high:
Then multiple regression between independent variables (NWRP and NWRC tasks as measures of PM) and dependent variable (gramma

test scores) was computed so aigore out the level of relationship between the variables, and to find out which variable could be a better

predictor of L2 grammatical knowledge (Tables 6 and 7).

Table 6: Model Summary in Multiple Regression

Proficiency Level R R Square Adjusted R Sgare Std. Error of the Estimate
Beginner .59 .35 .32 3.57
Lower Intermediate .54 .29 .268 4.14
Advanced A7 .22 .198 6.12

a.Predictors: (Constant), Nonword Recognition Task, Nonword Repetition Task

Table 7: Coefficients in Regression Analysis

Proficiency Level Unstandardized Standardized Sig.
Coefficients Coefficients
B Std. Error Beta
Beginner (Constant) -.279 3.523 b .94
Nonword Repetition Task .622 272 .287 .026
Nonword Recognition Task .916 .297 .386 .00
Lower Intermediate (Constant) 14.057 4.864 b .00
Nonword Repetition Task .763 .348 .266 .03
Nonword Recognition Task 1.199 .389 .375 .00
Advanced (Consant) 38.865 7.080 b .00
Nonword Repetition Task .623 .468 .180 .19
Nonword Recognition Task 1.618 .616 .356 .01

a. Dependent Variable: Grammar Test Scores

As Table 6 depicts, Hor beginner, lower intermediate, and advanced groups are .35, .2@2arebpectively. In other words, the results

tell us that for beginner, lower intermediate, and advanced groups, the PM tasks accounted for 35%, 29%, and 22% otéhe varia
respectively. Therefore, in the beginner group the PM tasks accounts for 38&avafiance in scores of the grammar test. Table 7 displays
the coefficients in the regression analysis and it shows that between the measures of PM, NWRC task had the highes Beia value
NWRP task across different groups of language proficiency (B& f& the beginner group; B= .375 for the lower intermediate group; B=
.356 for the advanced group) (p< .05). Moreover, except for the Beta value of the NWRP task for the advanced group=(B¢),18eP

Beta values for both NWRP and NWRC tasks weatisgically significant across different levels of language proficiency.

The results are in line with those of French and Owihrthosenof (2008) ¢
Kormos and Séafar (2008) and Mizera (20868fause the findings of the present study revealed that the correlation between the PM tasks

and the grammar knowledge was significant and moderate for beginners and lower intermediate participants. In the préserRigtud

tasks and grammar test in thdvanced group showed a moderate correlation and this finding is inconsistent with that of Hummel (2009).

Moreover, the correlations found for the beginners were higher than those of the lower intermediate students, anditires caistained

for the bwer intermediate group were higher than those obtained by the advanced group. Thus, it can be inferred that grammatical
knowledge was more closely related to PM capacity for beginners than for lower intermediate and advanced learnetscdulthbg i

concluded that the grammar items involved in the grammar test (multiple choice task) were generally unfamiliar to threldzegiense

because they have presumably lower proficiency levels in the L2. It indicates that beginners would have highborekdd capacity in

order to achieve lonterm learning of these items. On the other hand, advanced learners were more likely to know the grammatical items

because they were more familiar with the L2 and it may result in making the contributions fromsHMgegant. Further, NWRC task
enjoying a higher Beta value was found to be a better predictor of

CONCLUSION

The present research was an attempt to investigate the relationship between PM capacity, nyds8virRé?l énd NWRC tasks, and the L2

grammatical knowledge at different levels of language proficiency. The findings suggest the possibility of a causal dietk Bbtw

capacity and L2 grammatical knowledge. A significant finding in the present study RMhatd L2 grammar were moderately correlated

during the sixweek intensive English course in all levels of language proficiency. Findings therefore confirm results in previousatudies t

PM is actively involved in initial L2 learning and also contributesubsequent L2 development. NWRC task was also found to be a better
predictor of the participantsdé6 L2 grammati cal knowl edgnere t han NWR
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extensive research is needed to provide answers terteEning guestions germane to the relationships between PM capacity and various
aspects of L2 learning in other EFL classroom contexts. Moreover, teachers can help students expand their PM capaaity bgraps
strategies and techniques and seethe f f ect s of this expansion on the studentso6 L2
associations between PM and L2 knowledge, the first step should be to provide aid for those with poor PM capacity. The curren
understanding is thattiie can be done to expand poor PM but that there are ways to remove this obstacle in L2 learning as much as
possible. This goal can be achieved by the teacher favoring strategies and techniques that do not require learnenglyoaelthbe PM.

Beddes, learners themselves can choose learning strategies that lighten the processing load on PM. Therefore, moreeesieatch is
confirm whether specific training and techniques intended for enhancing PM capacity and efficiency can be succeghkfully it2

learners (Hummel & French, 2010). Moreover, future research should study the relationship between the L2 grammaticas lamalviedg
phonological memory between both male and female learners of a second language. Finally, it is important & teateitmd design of

the present study was correlational. In showing existing relationships among factors, the causal mechanisms shoulcetdeanddingr
requires further investigation.
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ABSTRACT

The purpose of the present study is to investigatefieet of metacognitive strategy instruction on listegy comprehension of Iranian
English as Foreign Language (EFL) learnsrdran Language Institutes (ILI) in Parsabad, Iran. To do so, 72 EFL learners were selected
among 102 learners based on the 1 standard deviation (SD) above and below the meéa §istering comprehension tegthey were
divided into two groups, one experimental and one control grbugn, Metacognitive Awareness Listening Questionnaire (MALQ) was
administered to identify their metacognitive strategy awareness. The experigrengalunderwent a treatment based on Chamot and
O'Malley (1994) model and regular instructional plan of ILI, while control group did not receive any straseglytreatmenf posttest

from "Expanding Tactics for Listening" (Richards, 2011), was givdmoth groups after-8ession instructiarThe findings revealed that

(a) instruction of metacognitive strategy had positive effect on listening comprehension of Iranian EFL learners amdc(mnircdt
metacognitive strategy had no differential effectistening comprehension of female and male learners.

KEYWORDS: listening comprehension, metacognitive strategies, strategy instruction.

INTRODUCTION

"Listening is an important skill through which language learners internalize linguistic infornvaitioout which they cannot produce
language" and it is the first step in the process of language communi@tem, 2001, p.248)Listening comprehension is an active and
conscious process, in which listeners focus their own attentions on taking thgaimbpaformation from the aural input, comprehend the
meaning of the input, and combine them with the cont eQhamoal inform
& Kupper, 1989). Based on the above mentioned statements, listemimgrehension is a cognitive skill. It may develop through
acquisition of learning strategies. Explicit instruction of listening strategies is necessary and useful for EFL learners.

Anderson (1991) considered metacognitive strategies as the most imstraéedy to develop learners' skills and it was proposed by
O'Malley and Chamot (1990) that learners without them have no ability to monitor and regulate their development, peréortintange
learning. On the other hand, learners who use metacasitiategies are more proficient learners (Hauck, 2005). Chamot, Bernhardt, El
Dinary and Robbins (1999) mentioned four metacognitive strategies: planning for learning, thinking about the learningnomitassg
production or comprehension, and evéihglearning processes.

Metacognitive strategies differentiate proficient and less proficient listeners from each other. Yang (2009) affirmsidhethaiin
increasing metacognitive awareness assists listeners to accomplish listening tasks momyefféotiv(2008) states some of the positive
effects of metacognitive strategy instruction on listening comprehension of EFL learners. She expresses that teachingiv@etacog
strategies enhances learners' confidence and reduces learners anxious dlistegitigeto oral input and also less skilled listeners benefit
much from the strategies instruction.

Instruction of strategies explicitly enhances the listeners' metacognitive knowledge and makes better their listeningns@mpreh
(McDonough, 1999)Chamot and Rubin (1994) express the importance of finding and the strategies that students use for accomplishing
specific learning assignments, presenting new strategies explicitly, describing when and where metacognitive strategisedamd
supplyng more practice. Different models were proposed to increase listening comprehension of learners at EFL and ESL contexts
(Anderson's model (2002), Cognitive Academic Language Learning Approach (CALLA) and Metacognitive Awareness Listening
Questionnaire MAR). In this study, CALLA model was used to increase metacognitive strategy awareness and use during listening
comprehension. It will be described in the following part of the present study in detail.

Statement of the Problem

Educational System of Irarupaside listening skill and foreign language learners do not have any opportunities for aural input, therefore it
regarded as a passive skill. One of the conditions in which Iranian FLLs can be learning listening is Language insttufieslifidn most
efficient way of making learners aware of their metacognitive strategy awareness and enhancing use of these strategmst raight
learners to improve their listening comprehension abilithas been remarked that most researchers try to improdenss' listening
comprehension in Iran. Many studies have aimed at finding solutions to deal with advanced students' weaknesses inragtisteplistpi
comprehension assignments through strategy training. Some of the researches are focused ontiveettcatggies awareness through
questionnaire (e.g., Akbari, 2003; Salehi & Farzad, 2003; Zarei & Sarmadi, 2004; Pishghadam, 2009; Salarifar & Pakdgnzam 2010
other investigated the effect of metacognitive strategies instruction explicitly (e.@kiM2005; Meshkat & Nasirifiruz, 2009But few
studies (e.g., Tavakoli, Hashemi and Rezazade 2012) have been conducted to uses a mixed meth®dedpsgent study aims to
investigate the Iranian EFL learners' metacognitive strategy awareness affddhef metacognitive strategy instruction based on Chamot
and O'Malley (1994) on listening comprehension of Iranian EFL male and female learners.

LITERATURE REVIEW

Listening is a receptive skill in which listeners passively incorporate the messsgeated to them by speaker (Morley, 19%1had been
assumed that a learner's abilityctamprehend spoken language would develop entirely on its own through repetition and imitation (Jinhong,
2011). According to above mentioned definitions, listenisgai passive process but many other researchers pointed out that listening
comprehension is aactive procesgJinhong, 2011; O'Malley, Chamot & Kiipper, 1989; Rost, 2002). Based on their definitions, listening
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comprehension is not a passive activity in whistener receive information and then comprehend it but is a prodessed activity which
process the represented aural input step by step and combine background knowledge to information in the listening text.

Metacognition
In cognitive psychologymetacognition is defined as an executive control which includes monitoring anegeddtion. Biehler and
Snowman (1993), irelation to cognition, define metacognition as:

The term cognition is used to describe the ways in winiitmation is processk i.e. the ways it is attended

to, recognizedencoded, stored in memory for various lengths of time, retrifreet storage and used for one
purpose or another. Metacognition refers to our knowledge about these operations and how they might best be
usedto achieve a learning goal. (p. 390)

Based on the above mentioned characteristics of metacognition, a successful language learner is a person who hasenetawteigey
about the self, task and using appropriate strategies to acoignitive aimgDevine, 1993).

According to Flavell (1979), components of metacognition are knowledge of cognition and regulation of cdgnivaledge of cognition
comprises declarative, procedural, and conditional knowledge. Declarative knowledge refers to lemwiedge about themselves and
learning strategies such as ntaking, planning, selfuestioning. Procedural knowledge is about learners thinking processes. It refers to
knowledge about actual use of listening strategies during listening and conditiondédge refers to knowledge about selecting and using
specific listening strategies appropriately in different contexts and evaluating the benefit of using learning stradegegs. iheorder to

have conditional knowledge need to clarify when andreviuse declarative and procedural knowledge.

And Regulation of cognitioris about planning before accomplishing different tasks (e.g., listeninginealforing learning process and
problemsolving during the doing tasks, and evaluating the effectigenfdearners' approach after accomplishing tasks.

Livingston (1977) identified metacognitive knowledge and metacognitive regulation as the two dimensions of the metaddgrsteated

that metacognitive knowledge comprises three types of knowledgéndyledge of person variablegfers to how learners process
information. 2)Knowledge of task variabla®fers to having knowledge about the nature of the tasKn8jvledge of strategy variables
refers to having conditional knowledge and knowledge abagnitive and metacognitive strategies, i.e., when and where it is appropriate to
use these strategies.

Listening Strategies

Research into facilitating language learning through strategy instruction started from the past quarter of a centut@{Bubenden &
Rubin, 1978; O'Malley & Chamot, 1990). Learning strategies are procedure undertaken by the learner, in order to makdahegirane
learning as effective as possible.

In the view of O'Malley and Chamot:

Learning strategies are complex gedures that individuals apply to tasks; consequently, they may be represented as
procedural knowledge which may be acquired through cognitive, associative, and autonomous stages of learning. As
with other procedural skills at the different stages of leagnthe strategies may be conscious in early stages of
learning and later be performed without the person's awareness (O'Malley and Chamot, 1990).

Mendelsohn (1994) proposed 'stratdmsed approach' to instruct listening comprehension based on resesyobe strategy instruction.
People are commonly not aware about how they listen in their first language. Therefore, EFL learners require to usecetratémisly
which they use unconsciously in the first language (Schmitt, 2002).

Learning strategeare generally divided into metacognitive, cognitive and social/affective. Proficient listeners use all of them altogether,
the pattern of strategy use change according to the different situations. Dornyei (2005) proposed four types of stogteties: C
metacognitive, social, and affective strategies. According to O'Malley and Chamot (1990), metacognitive strategies mamrdéighe
executive skills that may entail planning for, monitoring or evaluating the success of learning activity". Cohensél@9@at
"metacognitive strategies deal with pre assessment arplgmeing, odine planning and evaluation, and post evaluation of language
learning activities". Metacognitive are defined as thoughts or behaviors consciously employed by the ldankeatiout the learning task,

plan for the task, monitor the task, and evaluate how well he/she has completed the task (Wendy, 2010).

Chamot, Bernhardt, HDinary and Robbins (1999) proposed four types of metacognitive strategies, planning, momitobtegrsolving

and evaluatingPlanningis making a comprehensive plan for comprehending the aural input. It arouses learners' interest, expectations, and
promotes their motivation to find out what will happen during the listening and it also clargigaithoses for listening and to activate
different kinds of schemata (Sequero, 1998)onitoring i or comprehension monitorings listener's selfegulation of his or her own
comprehension during listening (Glazer, 1992). Monitoring strategy assistetste compensate lost comprehension and to use listening
strategies to enhance comprehension (Schunk, 188Fassessmerihas its foundations in metacognition and -setjulated learning and

is seen as having the potential to provide teachers adergtuwith opportunities to understand and enhance the ways students monitor and
adjust strategic thinking in literacy learning" (Shoemaker, 1998, p. 410).

A number of researchers have attempted to investigate the effect of strategy instructioness' l=ierprehension performances. Their aim

is to identify the effect of different contexts and variables on metacognitive strategy instruction. In New Taipei @itywastconducted

to probe the effects of metacognitive listening instruction on EFitnées. The results showed that there was no significant difference
between Young Learner English (YLE) scores of the experimental and the control group in tiestpégiwever, the experimental group
significantly outperformed the control group in diegttattention and person knowledge (Lin, 2011). Jinhong (2011) explored the students'
metacognitive strategy use, the relationship between metacognitive strategy use and their performance in a listeningstonipEdhé

test. The finding reveled that tteeis a positive relationship between metacognitive strategy use and performance in the listening
comprehension test. Then an interview was conducted among the students whose scores showed a negative relation lggtwsen strate
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and listening performare to find the reasons. The results revealed that learners have different problems in using metacognitive strategies for
doing listening comprehension tasks.

In a study at Allameh Tabatabai and Shahid Beheshti, Baleghizadeh and Rahimi (2011) expleekdidhship among metacognitive
strategy use, motivation and listening performance of EFL students. In this study MALQ, AMS (Academic Motivation Scale), and
listening section of the TOEFL were used as instrument. After administering the pretesttsstodepleted MALQ and AMS. The results
showed significant correlation between metacognitive strategy use and listening performance, listening performancesand intrin
motivation, as well as metacognitive strategy use and intrinsic, extrinsic motiBd¢iporgian (2012) in a small scale study looked into the
impact of metacognitive instruction on listening comprehension of Iraniartigtmediate EFL listeners in a "stratdogsed" approach of
advance organization, directed attention, selective attergtiad seHmanagement in IELTS listening texts. The results showed that the less
skilled listeners improved more than maiélled listeners in the IELTS listening tests.

RESEARCH QUESTIONS

This study was motivated by the fallowing research questions:

RQ.1. Does metacognitive strategy instruction has any effect on listening comprehension of Iranian EFL learners?

RQ.2. Does metacognitive strategy instruction has any differential effect on listening comprehension of Iranian female BRtl ma
learnes?

This study is guided by the following null hypotheses:

Ho.1. Instruction of metacognitive strategies had no effect on listening comprehension of Iranian EFL learners.

Ho.2. Instruction of metacognitive strategies had no differential effect on listemmgrehension of Iranian female and male EFL learners.

The purpose of this study is examining the effect of metacognitive strategy instruction based on Chamot and O'Mall€}98djiels
listening comprehension dfanian female and male EFL learnerShis model provided repeated exposure and practice with learning
strategies to enhance learners' use of strategies.

METHODOLOGY

Research Design

In this study, the researcher selected participantsaatiomly and divided them into experimental and admroups. Experimental group
received the treatment and the other group, control group, did not receive any treatment. Both groups received a (et dstjoamd

after (posttest) treatment. These steps constitute the principles of the-eysinental research. Therefore, the design of this study is
quasiexperimental. The independent variable in this study is the metacognitive strategy and the dependent variable is ¢he listenin
performance of the experimental and the control groups. And isttidy the gender is the moderate variable.

Participants

A total number of 102 female and male learners who were studying English as a foreign language at Iran Language Wstitute (IL
Parsabad, Iran participated in this study. Learners at IL| are reroog; because before entering to the ILI classes they were participated in

a placement tesBut in order to confirm their homogeneity in listening comprehension a listening comprehension test based on Richards's
"Expanding Tactics for Listening" (2011} @ pretest, including four texts with 24 multioleoice items, was administered to determine

their homogeneity in listening comprehension. The learners' scores were 1 SD (SD=2.84) above and below the mean scpree(®l=14.5
selected. Thirtysix male (N=36) and thirtysix female (N=36) learners, between 16 to 21 years old, were patrticipated in this study

Instruments

Four research instruments were used for the purpose of this stlidyering comprehension tefgiretest) was used in order to determine

the homogeneity of participants' in listening comprehensibatacognition Awareness Listening Questionnaire (MAW@p used to

identify Iranian males and females metacognitive strategy awareness;-@spdittening comprehensiotest, was used in ordeo

determine effect of metacognitive strategy instruction on listening comprehension (the pre &edtpuste selected from "Expanding

Tactics for Listening" (Richards, 2011) and their reliabilities which were estimated based on Cronbach's Alpkarkegvespectively, .74

and .71), and amterviewwas used to asking some questions about how learners evaluate their own use of the metacognitive strategy and
how the strategy is working for them and whether they applied these strategies in othéraramé? It included six questions about the

effect of using metacognitive strategies (Appendix A), based on the findings of Barbosa (2012).

Procedure

102 male (N=48) and female (N=54) EFL learners at four classes at ILI in Parsabad participatgurésehestudy. All of them were
homogenous because before entering to these classes they participated in a placement test and in order to confirmetiaiy hiomog
listening comprehension, a pretest from Richards's "Expanding Tactics for Listening), (8% administered to 102 learners (the learners

of all classes were asked to complete a pretest in omeirifie class period). The learners whose score were 1 SD (SD=2.84) above and
below of the mean score (M=14.5) were selected. Sexemtymale (N=3¢ and female (N=36) learners, homogenous in listening
comprehension, among four classes at ILI, were selected as participants in the present study (two of four classes Weocemaitioad

as experimental and other as control group). After identifffirghomogeneity of learners in listening comprehension, a Metacognitive
Awareness Listening Questionnaire (MALQ) was administered to determine learners' metacognitive strategy awarenessrefdre trea
After an introduction on the purpose of the study an the directions about what they requires to do for the following 8 sessions, the
learners in experimental group participated in the MSI project. Then Chamot and O'Malley's model (1994) of strateggnir{ftrecti
stages) were applied. Preparation Instructor prepares learners for strategy instruction by identifying their background knowledge about
the metacognitive strategies. Presentation The instructor demonstrates the new strategies and explains how and when to use them. 3.
Practice: In this stage learners practice presented metacognitive strategies in processing representef. ipatudtion and Extension

The instructor asks the learners evaluate their own comprehension and how they used strategies and so-sgssidtentetacognie

strategy instruction, a peggst (listening comprehension test) was given to both experimental and control gtoeigsores of learners in
posttest were compared in order to determine the effect of metacognitive strategy instruction on listepirgheosion of Iranian male

and female EFL learners. Finalst end of the study, through an interview, the instructor asks some questions about the strategies that
learners (12 out of the 36 learners were randomly selected) were used during listenirehengipn test and some questions about their
experiences in learning the new strategies
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Results

In order to answer the research questions, two research hypotheses were mentioned. To test first and second reseash hypothes
independent samplégest was proposed.
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Testing the Metacognitive Awareness

After determining the learners' homogeneity in listening comprehension throughagn@NOVA, a Metacognitive Awareness Listening
Questionnaire (MALQ) was used to identify leasienetacognitive strategy awareness. At first, through independent sartgsesthe
researcher investigated wheatear theranyg difference between Iranian EFL listeners in metacognitive strategy use qiarotifg
evaluation, person knowledge, prefrtsolving, direct attention and mental translat®mable 1 presents the descriptive statistics of the
learners' awareness that categorized based on the experimental and control groups.

Table 1:Experimental and Control Groups DescriptivatBStics forMALQ

N Mean Std. Deviation Std. Error Mean
Experimental 36 114.71 15.790 3.446
Control 36 120.00 22.669 4.947

The findings of descriptive statistics (Table 1) revealed that there isn't significant difference between mean scoresnehtakpe
(M=114.71) and control (M=120.0) groups in metacognitive strategyTimeestimated palue for MALQ (Sig.= .386) is more than the
level of significance (p= .05). Thereforthere is no significant difference between experimental and control groups inogretize
strategy useTable 2 displays the results of the independent sarnfsss for the experimental and control groups.

Table 2:Independent Sampléeést for the Experimental and Control Groups (MALQ)

Levene's Test fo
Equality of Variances

t-test for Equality of Means

F Sig. t df Sig. (2tailed)
Equal variances assumed .104 .765 87T 40 .386
Equal variances not assumed 87T 35.708 .386

After identifying the homogeneity of experimental and control groups in MALQ, an independent sdegblevas performed to identify
females and males (experimental groupsjacognitive strategy use
Table 3 Experimental and Control Groups Descriptivatitics for MALQ

N Mean Std. Deviation Std. Error Mean
Experimental 18 250.40 146.257 65.408
Control 18 232.60 122.693 54.870

According to Table 4 the estimated/glue =.840) is higher than the level of significance, .05. Therefbeze is no significant difference
between Iranian female and male learners in terms of their reported ussaggnitive strategieSable 4 displays the results of the
independensamples-test for the female and male learners.

Table 4 Independensampleg-test for MALQ

Levene's Test for Equality of t-test for Equality of Means

Variances

F Sig. t df Sig. (2tailed)
Equal variances assumed .144 714 .208 8 .840
Equal variances not assumed .208 7.765 .840

Although the results of the independsaimpleg-test showed thahere was no significant difference between Iranian females and males in
terms of heir reported use of metacognitive strategiesorder to verifying the strategies that females and males were different, in detail,
independensamplest-test was conducted for each strategy independently. Table 5 displays the results of descripties fiatfive
strategies that were included in MALQ.

o
-
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Table 5:Descriptive Statistics for MALQ by Gender

N Mean Std. Deviation Std. Error Mean

1 Male 18 53.000 21.33073 9.53939
Female 18 51.6000 22.86482 10.22546
2 Male 18 63.8000 26.08064 11.66362
Female 18 60.8000 28.27897 12.64674
3 Male 18 49.4000 34.56588 15.458333
Female 18 49.6000 37.20618 16.63911
4 Male 18 43.2000 40.80686 18.24938
Female 18 35.4000 21.32604 9.53730

5 Male 18 38.6000 32.05932 14.33736
Female 18 35.2000 21.93627 9.81020

1)Planningevaluation 2) Person knowledge 3) Probleoiving 4) Direct attention 5) Mental translation

Based on the results of the indepenegarhplest-test (Table 4), in totafthere is no significant difference between Iraniandies and
males in metacognitive strategy use detail, the independesamplest-test for the each strategy (Table 6) shows that the estimated p
values for planning and evaluation, person knowledge, problem solving, direct attention, mental tramela®28, a866, .993, .715 and
.850, respectively, higher than the level of significance .05. Therefore, there are not significant differences betweemn riestede in
each metacognitive strategy. Table 6 displays the results of indepaadepies-teg for five strategies that were included in MALQ.

Table 6:Independent Samplégest for Metacognitive Strategy Use

Levene's Test for t-test for Equality of Means

Equality of Variances

F Sig. t df Sig. (2tailed)
Planning Equal variances assumed .012 .915 .100 8 .923
Evaluation Equal variance not assumed .100 7.962 .923
Problem Equal variances assumed .048 .833 174 8 .866
Solving Equal variances not assumed 174 7.948 .866
Direct Equal variances assumed .059 .815 -.009 8 .993
Attention Equal vaiances not assumed -.009 7.957 .933
Mental Equal variances assumed 7.336 .027 .379 8 .715
Translation Equal variances not assumed .379 6.033 .718
Person Equal variances assumed 2.243 173 .196 8 .850
Knowledge Equal variances not assumed .196 7.072 .850

Testing the Research Hypotheses

In the first research question, the researcher intended to investigate the effect of metacognitive strategy instruetidinteminth
comprehension of Iranian EFL learners. To test this question, the researcher ptiopdissdnull hypothesis:

Ho.1Metacognitive strategy instruction had no effect on listening comprehension of Iranian EFL learners.

In order to investigate the difference between control and experimental groups, the gathered listening comprehesssoijected to
statistical analysis of independent sampitest. The results of this analysis show that there is significant difference between performance of
the participants in the control and experimental groups. Table 7 displays the descripsite fstathe experimental and control groups.

Table 7:Descriptive Stistics for the Experimental and Control Groups

N Mean Std. Deviation Std. Error Mean
Control 36 16.08 1.131 .188
Experimental 36 18.23 1.477 .205

Table 8:Independent Samplégest for the Experimental and Control Groups Pest

Levene's Test for Equality of t-test for Equality of Means

Variances

F Sig. t df Sig. (2tailed)
Equal variances assumed 4.388 .040 -6.884 69 .000
Equal variances not assumed -6.858 63.696 .000

To test this research hypothesis, an independent satamss was conducted. The results of this analysis are represented in Table 8.
According to the results of this table, there is significant difference between performances of experimentalanpiczqrer The observed
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p-value (Sig.= .04) is less than the level of significance (.05). Therefore the research hypothesis that claimed metatragetyve
instruction had no effect on listening comprehension of Iranian EFL learners was rejected.

Findly to test second research hypothesis, the independent sartesétsvas conducted. The results of this analysis are represented in
Table 10. As the results in Table 4.10 shows, there is no significant difference between females and males imgheoisfEehension

test (postest). The observed-yalue (Sig.= .640) estimated for H0.2 is more than the level of significance (.05). Therefore the research
hypothesis that claimethetacognitive strategy instruction had no differential effect on listezongprehension of Iranian female and male

EFL learneravas supported. Table 4.10 displays the results of the independent sateptder the female and male experimental groups.

Table 9:Group Sétistics of Females and Males Pdsst Scores

N Mean Std. Deviation Std. ErrorMean
Female 18 17.56 1.247 .294
Male 18 18.94 1.391 .337

Table 10:Independent Samplégest for the female and Male in the Experimental Group

Levene's Test for Equality o t-testfor Equality of Means

Variances

F Sig. t df Sig. (2tailed)
Equal variances assumed .223 .640 -3.107 33 .004
Equal variances not assumed -3.097 32.105 .004

Discussion

With two main research questions, this study examines (a) the listeners' metacognitive awareness (b) the effect ofedtestagetion
and (c) the differential effect of metacognitive strategy instruction on listening comprehension of female and male EfSLwharare
studied English at ILI in Parsabad, Iran.

The Results of the MALQ and Interview

In this study, at firstdata from the Metacognitive Awareness Listening Questionnaire (MALQ) were collected from 72 Iranian EFL learners
in experimental and control groups. Analysis of the data through independent sateptagvealed that there was no difference between
experimental and control groups. And then, through independent satrgst the difference of females (N=18) and males (N=18)
experimental group was examined. Analysis of the data also showed that there was no significant difference betweerdfemakeman
metacognitive strategy use. This questionnaire has 21 items which measure five metacognitive strategies, plannirsp|pirodpletinect
attention, mental translation and person knowledge, (Vandergift, Goh, Mareschel & Tafaghodtari, 2006).

Planning and Evaluation Strategy

Planning describes the purposes for learning, activate different previous information, and it is a comprehensive plamplishate
listening tasks (Dutta, 1995; Sequero, 1998). Analysis of the questionnaire responses shavezd tlid not fully use planning and
evaluation strategies to assist them to accomplish their listening comprehension tasks (MAB2d3@ing to the table 5, only 51.6 % of
female and 53.0 % of male learners planned how they listened to oral inpwstiinated qvalue for the planning and evaluation strategies
(Sig.= .915) was more than the level of significance (p= .05). Therefore there was no significant difference betweendfiemadée EFL
learners in planning and evaluation strategies. Antheaehd of study, learners responses to interview guestions showed that their using
planning and evaluation strategies were improved through comment such as "it is helpful for me because | can guesxiisagdheyt

to talk about and it's easier forenif | know what the listening parts are going to talk" and "before | start to listen, | have a plan in my head
for how | am going to listen".

Problem Solving Strategy

Problem solving strategies assist listeners to compensate lost comprehension anddifferes¢ listening strategies to enhance
comprehension (Schunk, 1997). Analysis of the questionnaire responses revealed that (Table 5), prior to the treataneets ttig lnot

use more problersolving strategies to overcome comprehension difficuléie they listened to aural input (M= 37 &gcording to the
table 4.5, only 39.2 % of female and 36.2 % of male learners could inference and monitor those inferences. Based aentfemtindep
samples -test, the observed-yalue for the problem solvingtrategies (Sig.= .833) was more than the level of significance (p= .05).
Therefore there was no significant difference between female and male EFL learners in terms of using problem solvasy strategi

And at the end of study, learners' responses toviete questions revealed that learners using problem solving strategies were improved
through comment such as "I use the words | understand to guess the meaning of the words | don't understand" and " habinpare w
understand with what | know about thopic".

Direct Attention Strategy

Directed attention refers to how listeners concentrate, stay on task, and focus on their listening efforts (Vandergifihne2€@#Bcted data

from the questionnaire showed (Table 5) that learners did not use mortediistention strategies in overcoming comprehension
difficulties as they listened to listening comprehension (M= 49.50). According to the table 4.5, only 49.6 % of femalé &mdf4dale

learners could inference on what is not understood and monitee thferences. Males and females focus harder on the text when they have
trouble understanding and try to get back on track when they lose concentration, respectively (M=49.40; M=49.60). Based on th
independent sampleddst, the estimatedyalue for he direct attention strategies (Sig.= .815) was more than the level of significance (p=
.05). Therefore there was no difference between female and male EFL learners in terms of using direct attention strategies.

And learners' responses to interview questishowed that learners using direct attention strategies were improved through comment such
as "l try to get back on track when | lose concentration" and "l focus harder on the text when | have trouble understanding”.

Mental Translation Strategy :
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The colected data from statements 4, 11 and 18 revealed that most learners translated key words, translated wota cympoethend

the content and they like to translate words or sentences into Farsi in order to understand (M=39.3). The data shos)etidTdidaise

of mental translation (is defined as taking a botigmprocessing to listening comprehension) of female (M=35.40) is less than male
learners (M=43.20). Based on the independent samydss, the estimatedyalue for the mental translatiatrategies (Sig.= .027) was less

than the level of significance (p= .05). Therefore there was difference between female and male EFL learners in tegnmeftasin
translation strategies.

Learners' responses to interview questions revealed that fearalemales using of these strategies were decreased through comment such
as "after MSlI, | use less word by word translation as | listen".

Person Knowledge Strategy

According to Vandergrift and Tafaghodtari's (2010) definition, person knowledge referarters belief about how they learn best, the
difficulty presented by L2 listening, and their sefficacy in L2 listening. The data revealed that learners found listening in English more
difficult than reading, speaking, or writing and it was challendorgthem (M=36.90). All the learners feel nervous when they listen to
English (female= 35.2; male=38.6). Based on the independent santpttsthe observed-yalue for the person knowledge strategies
(Sig.= .173) was less than the level of significa(pe .05). Therefore there was difference between female and male EFL learners in terms
of using person knowledge strategi€he gathered data from interview questions revealed that some individuadsfisalfy beliefs were
improved, through commentach as "prediction and activating related schemata can increase confidence," and "if | used these strategies all
the time | think my listening skill will be the easiest for me."

In brief, the above findings revealed that there were differences betwealeseand males in person knowledge, and mental translation but
females and males approximately are the same in terms of plesw@hgtion, directed attention and problem solving strateBigisthe
observed pralue for overall use of metacognitive stgiés (Sig.= .714) was more than the level of significance (p= .05). Thertfere,

was no difference between Iranian females and males in terms of their reported use of metacognitive strategies

First and Second Research Hypotheses

The data from the liening comprehension test were collected from 72 females and males in four experimental and control groups. The
groups were homogenous in terms of their listening skill at the beginning of the instruction. Then, ther ipstserited
metaognitive strategy instruction to the experimental groups based on Chamot and O'Malley's model (1994), the control gitoups did
receive any metacognitive based instruction. In order to compare the experimental and control groups' listening perfdhaamck af

the 8sessions instruction, both the experimental and control groups were administereteatbistening comprehension test) at the end

of the study. The independent samplsst analysis of the pestst showed that the mean scores ef ékperimental groups (M= 18.23)

were significantly different from the control groups (M= 16.08) (see Table 4.13).

To answer first research question, based on the results of the independent s#esplése observed-yalue (p= .40) was less than the
level of significance (.05). Therefore the research hypothesis that claimed instruction of metacognitive strategiesdtadmdistening
comprehension of Iranian EFL learners was rejected. This result is in accordance with the previous studiézatigdied Rahimi, 2011;
Bozorgian, 2012Lin, 2011; Selamat & Sidhu, 2011Yang, 2009). And finally in order to answer second research question, based on the
results of the independent sampldest, the observed-yalue for RQ.2 (p= .640) was more thdre tlevel of significance (p= .05). The
collected data showed that there was no significant difference between the mean scores of the female experimental &84 gt 1
male experimental group (M = 17.56). In brief, these results supported the seseadch hypothesisnétruction of metacognitive
strategies has no differential effect on listening comprehension of Iranian female and male EFL learners).

CONCLUSION

According to many researchers (edinhong, 2011; O'Malley, Chamot & Kipper, 198%1sR 2002; Thompson, 2003; Vandergrift, 1999)
listening comprehension is an active and conscious process in which the listeners actively receive and process the@mrgdanpd the
information and then interpret Previous studies indicated the ion@nt role of metacognition on improving listening comprehension (e.g.,
Akbari, 2003;Cross, 2009Jinhong, 2011tin, 2011; Pishghadam, 2009; Salarifar & Pakdaman, 2010; Salehi & Farzad,Y20@3;2009;
Zarei & Sarmadi, 2004).

Based on the findingsfdhis study, both the experimental and control groups developed their listemimgrehension. However, the
development of the experimental group waificantly more than the development of the control groups. The fact that the control groups
developmat may beattributed to ILI programs. On the other hand, the significantly higher developmenteofpisgmental groups can be
attributed to the Bessions metacognitive strategy instructidinthe end of instructional period, the female and male expertah groups'
development was approximately the same.

In the beginning of this study, data analysis showed that learners in experimental and control groups had same mestebegytive
awareness. And independent samplest also revealed that thewmas no difference, in overall, between females and males. Moreover, in a
sporadic investigation, the data analysis revealed that female and male listeners usedrdétasagnitive strategies. The metacognitive
strategies thawere explored in this stydnclude planning, monitoring, problesolving, and evaluating. The data showed that there were
differences between female and male learners in person knowledge, and mental translation strategies but they approgithatsigme

in terms of planningevaluation, directed attention and problem solving strategies.

Pedagogical Implications

The findings of the present study will give teachers some guidelines as to improve EFL learners' listening compreheadamgi&ige
learning is a slow and loAgrm process, it is suggested that explicit strategy training needs to be integrated in to listening instruction
curriculum in language institutes. Another implication of this study goes to temahmeng programs. The aim of such programs should be
familiarizing teachers with beneficial effects of explicit strategies instruction on learners' progress. The administratotsncdesgners,
material developers, and teachers, can use the findings of the present study to shape/design curriculaalured¢eedglh materials, and
conduct classes accordingly.

Suggestions for Further Studies

For future studies, the period of instruction and sample size can be extended in order to reach more generalizablEhfindingty.
investigated all metacognitivérategies, planning, monitoring, problamlving and evaluating, but for future research, the segments of
metacognitive strategies can be investigated. The metacognitive strategy instruction in a repeated manner through @hanvdaand y 6 s
model (1994)an be applied to studies focused on other skills. In upcoming studies, researchers can examine the effect of teaching other
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MALQ which includes (planning, problesolving, direct attention, mental translation and person knowledge). For further study, the
questionnaire could be modified to include new findings of specific behaviors of listening comprehension in order todravemplete
list of listening strategies.
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APPENDIX A
Interview

Based on the research questions and objectives, the following questions led in the interview.
1. What was the effect of the MSI in your listening comprehension?
2. Do you consider that the use of metacognitive strategies helped you to improvstgaindicomprehension? Why?
3. Did the way in which your listened change into a disciplined and conscious process? Why?
4. With the use of the metacognitive strategies were you able to plan, monitor, solve problems, and evaluate your @%n progres
5. Which of the strategies do you consider most useful for you? Why?
6. How did you feel during the whole process?
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ABSTRACT

One of the approaches to language acquisition and language use is the variationist approach pioneered by William Ldb8vGrDtides .
Contrary to many theories in linguistics whiseek for categorical rules to explain the underlying principles in language, the variationist
approach claims that language varies systematically in accordance with social characteristics of the speakers. Thewestidrasibich

arises here is th#ftlanguage use varies from a situation to another, how can it be described, and more importantly explained as a systematic
apparatus. Labovds theory of Ilinguistic variation Ilsadssabtdo be cent
takes into consideration the sociolinguistic factors behind such variation. However, when it is compared with more syshewiatic

linguistics and language acquisition research, one finds out that although both Labovian and catega#aiesptwr language studies

seem to be right in their system of enquiry, there is a sharp gap between the two models in providing a cogent expltémeation of
mechanisms and processes involved in language production, use and also acquisition. The peedeps papleal with these gaps and
suggest a solution for dealing with such mismatches in theory of language variation as a central issue in languageustindjéariguage
acquisition.

KEYWORDS: Variation; Variationist rules; Categorical rules; tDpality theory

INTRODUCTION

Variation in language is among the very basic obvious features of this highly complex phenomenon in human societies.idanguage
schematic for its instances, and speaking a language implies speaking a given variety mfuhgelaAmong the very first scientists who

commented on language variation is the splendid biologist Charles Darwin (1859) who pointed out that the messinedcofditagion

is in some ways comparable to the messiness of variation among spediessed, and that there is an important relationship
betweenvariation and evolution in both languages and living things. Darwin also observed variability in language use adtingfi we s e e
variability in every tongue, and new words are continually cragppinu p 6 (quoted in Labov, 2001, p. 8) . I
based on a biological theory of evolution, Darvin argued that language change results from a kind of natural selectiorttsaindaraces

for species.

However, since language isacial contract flowing and integrating within human societies, it is more common and even sounder and wiser
to provide a social account of a natural fact like variation in language. Accents, for instance, are socially diagniostigrandisciplines
including sociolinguistics, it has been assumed that speech forms can trigger social meaning. Other disciplines, ia tomsistantly

denied that the lectal variespciety link should have any kind of bearing on the systematic configuration oistingtodes (Coupland,

2007).

In theoretical linguistics, there has been a widespread tendency to equate standard variety to the acceptable lanyguem: éxaerple

is Chomskyan linguistics which has always been seeking for a homogeneous speednitosystematically eradicating social variation.

Such a model and understanding of language is even known as homogeneous competence. However, according to Coupland (2007), th

i mpression that we are wor ki ng aesformhhe babi®of @it analys$is, butl ahthedewgdedble wh en st ai
when the object of study is a nonstandard variety, is obviously misleading, if both of them are considered variet@msefdngisage. An

aspect of linguistic variation is that within a speeeommunity, speakers who belong to different age groups, social classes, ethnic groups,

and genders show systematic differences in the way they talk.

According to Adamson (2009), by proposing an alternative model for language description, Hallidgytri@878 solve the problem of

mi smatch between | inguistic competence and variationaystfelmuoct uat i
(language as a system analyzable in tesmsnefitletviedmso o | a nignugaug esat s
independently formed varieties). According to Hallimgogaandst yl i sti c
social varieties (regiolects,on®aciolects, accents) to filanguage a:

Al t hough Hallidayo6s division conveniently includes stiaettabs and re
variation. In fact, both models ultimately turn out to be reductionist, as none of them focuses on languaggoisiityiand actually used
in real situations by multilectal speakers.

Later research on linguistic variation revealed the fact that the frequency at which a speaker uses variable forms deplgnads tie
speaker s demogr apalse an the Imguistia enviremmiens in whick the fdrm occurs. For example, according to Labov
(1969), all speakers sometimes delete final /t,d/ when the following word starts with a consonant. Final /t,d/ delstidesss léely in
native speaker speedthe final /t,d/ does not serve as a past tense morpheme.

All these issues necessitate the emergence of a new trend in sociolinguistics known as Variationist approach whiclmbeberié6€s,

when Labov and Weinreich, developed a theory of languwdgnge which mostly adopted an ethnographic dialectological, probabilistic

approach to the study of linguistic variation (Weinreich et al., 1968). As was mentioned above, Labov began his woekvahentiime

ruling linguistic P6byStaddard Tineowaasd L&ovocansidered tés ownlwork to be an extension and refinement

of that theory. However, as shall be mentioned in the present paper later, that attempt was later argued by some beguisitegory

error since generative granar is not concerned with the probabilities at which linguistic forms are used, but only with whether the forms

are grammati cal and part of a native speakerds Ilinguianyic compe
recognition oflanguage rules in generative thought.

Anot her introductory recognition which needs to be a@igmtwed at t hi
approaches in variationist tradition could be recognized: the symiemted @proach which started by linguistic form and their

22



I nternational Journal of Language Learning and Appl ied Linguistics World
(IJLLALW)
Volume 4 (4), December 2013

ISSN (online): 2289 -2737 & ISSN (print): 2289 -3245 www.ijllalw.org
distribution, and the behaviarr i ent ed approach which started by e x-eientedapprapchs peaker 6
which shows a marked departure from psychological approach touttie &t language both by behaviorists and cognitivists in the two
structur al and transformational traditions in | an dingadaarivent udi es . |
social and ethnographic approach into linguistiscording to Labov (1969), Morphosyntactic variation is not confined to competition

between dialect and standard forms. Variation occurs in all spoken varieties, even in those which canbe considerbdstahastiair

Labovds ende aethe methbdologg of analyzingdanguage variation and change later developed the field from an approach

into a method known as fAvariation theoryo. I'n this dstidedboth, vari at
synchronicdly and diachronically, in that it shows variation and change in its historical development and also denotes that lamegiage var

across different dialects within linguistic communities and sgeiographical distribution. Such variations which can evetrdeed in

everyday vernacular of a language are at the same timgawéened as is true for all natural languages. In other words, it is established in
sociolinguistic research that language variation is not a haphazard phenomenon, but happengeathtcaiiis (Togliamonte, 2012).

A starting point for variationist linguistics was the research with semantic equivalence as differences in pronuncegnded with the
same meaning (Labov, 1969). However in his later studies in the field, Lab6t)(2ontained relevant discussion of some possible

sociolinguistic principles which relate | anguage chwesgadualyo soci al
from a purely linguistic study on variation into a more socialistic account of variation seeking to find a seethnic explanation on
linguistic variation. According to Togliamonte (201Ag¢PRrincpee exampl ¢

which states that at some time in the pestguage was in a state of perfection (Labov, 2001). This principle is intended to explain, among
other things, why older generations do not typically adopt speech norms of younger generations. Although such a swcatlingést
apparently seems hito belong to anything like a universal grammar, it has clear implications for both synchrony and diachrony and would,
therefore, appear to be an externally oriented account of altrgsstic grammatical generalization.

The relationship between meagiand form based on variationist sociolinguistics is defined by attributing meanings to varieties based on
patterns of variation itself. Labov (1972) introduces the concept of salience noting that if a speech feature is useguertte fry one

group ather than another group, or in one speaking situation than another, it is common practice to claim that the featuseshbsngrou

or situationsalient meaning. Labov further formalizes this pattern of interpretation in his use of the terms madetoriadd stereotype
(Labov, 1972). By definition, markers are sociolinguistic variables that show variationin both social and stylistic denémdicators

show stable, social variation. They distinguish social classes but show no variation aakisg siiations. Stereotypes are variables that

are highly salient to speakers and are subject to overt comment and control. The concept of marking is addressecht sp@aifarid
stylistic circumstances of variational distribution.

VARIATIONIST METHODOLOGY

A preliminary consideration with regard to variationist approach to sociolinguistics is that variation analysis requiesanter of
tokens of the variable being studied for providing sufficient data for further analysis. The taskiffiideand analyzing variable forms is
greatly aided by full transcription of the interview data. Except for the case of the study on phonological variatiomsquireh a more
detailed and meticulous recording of data, a fine balance between lelethdfand accessibility is the norm in variationist data collection
(Llamas, 2007). As far as syntactic variations are concerned, all pertinent grammatical variations should be preseeratigyicetiform

to standard rules or not. Frequency of ocence is the criterion for determining the status of a form. However, morphosyntactic variables
tend to be much less recurrent than phonetic variables, which canbe a problem for quantitative analysis (Labov, 1966).

An example of Labovian sociolinguisticagsis is that Labov (1966) found the frequency at which a variable feature is used depends on the
circumstances of speaking. /r/ deletion in New York City is a clear example of the case where New Yorkers can deletevivagter

Labov found that thiss el et i on correl ated not only with the |linguistic environ
task. According to Labov, speakers tended to delete /r/ more often when they are telling stories than when they weye pnovigaplc

information. Labov suggested that the speakers tended to delete /r/ more in the casual style because they paid lgsshaktetiiey

sounded, concentrating instead on telling the story. However, in formal style the speakers monitored theirrgpeett, avoid

stigmatized forms like deleted /r/.

To understand how Labov analyzed sociolinguistic variation as for the case above, we should note that a primary stétipd phtse of

variable selection is functional equivalence (Lavandera, )19#&re the differing variantsare recognized as alternative ways of saying the

same thing. The next step is circumscription of the variable context or the envelope of variation whichis a major paglysteeThen in

the analysis, we have extractionf al |l cont exts where a variant can potentially appea
1972). In other words, where a particular variant does not appear is just as important as where it does.

According to Llamas (2007), the first g&in the phase of statistical analysis is to count the number of tokens overally, and the proportion
of different variants within different instances of use. At this point, decisions and judgments are made on how mangescofittenuse

of the variabd under study are in the data and also on the different numbers of variants that make up these occurrences. Thesesinitial fig
are known as the fioverall distributionsd and ar e fomsindcatehow t he fir
common particular variants are, they shed little light on the processes underlying the choice of mechanism. To vatidieetatait is

also necessary to examine closely the forms that a linguistic variable takes, and notetutest déhe context eoccur with these forms
(Bayley, 2002). These include both surrounding linguistic environment as well as social features. Using the multivgsistendnieth can

deal with these competing influences, it permits us to model thévipech contribution of all the contextual factors simultaneously.
According to Llamas (2007), the outcome of such analysis is: (1) which factor groups have a statistically significant thigechoice of

the particular variant (factor groups which aa# significant are often shown in brackets), (2) which factor group has the strongest effect
(shown by the largest range) and (3) which factors within the different factor groups favor.

Related to Labovian approach to the study of language variatiorrksondhe relationship between culture and linguistic patterns (Evans,

2003). Much of the work in this area tries to show that the presence of a particular cultural trait in a community nmathexplesence of

some fairly specific grammatical patteinm  t hat communi tyés | anguage. However, some appa
the result of cultural universals.
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In spite of all relevant works and studies on the issue of variation ranging from formalistic approaches to cultural cidbeursgsue,

Labovds approach is still the most quoted and at t haloteoaanlg t i me, t
to the field of variation studies in particular, but also to the expansion of sociolinguisticsraepandently developed branch of inter

disciplinary studies in general, with somefmpduct approaches, techniques and theories, ranging from linguistic ethnography to optimality

theory. However, researchers who wished to write a grammar that descobedifistic patterns in speech production, such as those found

by Labov, faced a basic problem. How could frequency information be included in a Standard Theory grammar? The solatimv that

and his colleagues proposed was to modify the transformatigealof the Standard Theory so that they specified the linguistic factors that

affected rule application. At first, this change appeared to be minor. Generative grammar already contained optidkalthdesilé for

particle movement mentioned prevu s | vy , which generated alternative for ms. Labovds
which specifies the environmental features (constraints) that favor rule application.

According to Labov (1969), there are two central facts with regancatiation in language. On one hand, since it is a rule governed
phenomenon, it is even prone to quantificational a rdaalkgydacter as i s t
in variation is the context in which this phenomeroccurs which can be dealt with at two levels. One is at the level of description which is

a function of relatively more stable features of language like language universals. However, when it comes to thetstpgetation, the

outcome would varyn accordance with which context a special variation happens.

VARIATIONIST POSITION AND THE REALM OF PSYCHOLOGY

From a psychological point of view, what in everyday terminology is referred tangsage accent dialect style and social group
constituteconcepts; categorizations and schemas on different levels of abstractions that relate to one another in the sensenthpathey f

of a larger frame (Kristiansen, 2008).Not only the speech style, but also tfiegwoatic social meaning seems to fopart of such frames.
Accordingly, when human beings categorize other humans into a series of social categories and subcategories, simpdified image
representing what such groups are like develop as social stereotypes. However, the role of cognitigarsameqeeting the linguistic
processes, mechanisms and mental representations and also in providing an understanding of language variation ipassigrpd<is

who have their own understanding of variation phenomenon. In order to understgpabition of variationist theory in linguistics, it is
essential to make a distinction betweefafiguage (Externalized language) addriguage (Internalized language) linguistics. According to
Chomsky (1986), Hanguage linguistics focuses on sentengegerstood independently of the properties of the mind. Howelarguage
linguistics is concerned with the speakers6é6 knowl edgreitaafibet he | ang!
inferred that Hanguage approach tredenguage as a social phenomenon. Considering this distinction, variation is linguistics can be
recognized as an-Bnguage approach to the study of language while optimality perspective, though not apparently a mentalist approach to
the study of languagé more prone to be categorized in tHarlguage linguistic studies. Some scholars believe that optimality theory was

a revisionary concept to reconsider variation which is a probabilistic program dealing with widespread structured varispiecifectly

aims to know how mental programléinguage) is organized, so that variations arise (Adger & Smith, 2005).

Elsewhere, Milroy and Gordon(2003)provide a relatively inclusive picture of the basic reasons why variationists andigisrezatiot
reconcie, namely that:

A) generativists have moved towards more and more abstraction (universalities),

B) distinction between competence and performance is very basic in generative theories,

C) generativists treat language as asocial,

D) for variationist soolinguists, language flows in social context and is subject to variation and change interpersonally and intrapersonally,
and speech participants are considered social actors.

PROBLEMS WITH LABOVIAN APPROACH

Labovds adopti on o fhodfaessedon corttrasts im comparing instancesaof variaten. However, there was the problem
of mismatches between judgment and independent observations. Moreover, in many cases grammatical rejections emangtaedticom pra
considerations. Also, as Labavas under the influence of methods in traditional dialectology which focused on geographical accounts of
linguistic differences, there was lack of attention to the social group where the informant came from and the way heenigienha
influenced by speal exposures to language. In addition, for many cases, there was lack of representativeness which was a negative point
for the validity of the whole.

Labov (1972) mentioned linguistic variation as "orderly heterogeneity" denoting that alternatingsvac@mtin regular patterns, not in a
random distribution. These patterns exhibit two facts, the social regularities and the linguistic regularities. As fal @gdacities is
concerned, higher status speakers use more of the socially valuedsvaFanthe fact of linguistic regularities, certain linguistic contexts
favor the occurrence of particular variants such as phonological reduction process.

However, the concept of variable rules proposed by Labov was debated from the very outsee Sshetens (e.g. Bickerton, 1971) on the

ground that they considered variable rules as being unnecessary since mental grammars with different rules or differets cortbe

same rules could produce the same results. Others argued that variablecules d r equi re a fAvariable rule spe
same variable rules would be in the minds of each &8pkaketrhéFapeétdl
community would appear to be unavoidable as they atiovindividual grammars which are not informed from the community grammar

(Sankoff, 1980).

CRITICISM FROM CRITICAL APPROACHES TO VARIATIONISM

The scope of variation today is not limited to formal aspect of language and can even extend to the scopesd. di®upland (2007)

alludes to a number of serious criticisms to variationist sociolinguistics and especially the pure saieiied approach from the

di scourse and critical perspecti ve. Amasrigtorically¢he first documénted acganients t and p o
from a critical doctrine casted on variationism, stating that language variables are alternative options within the saanesygtem which

have the same referential value meaning in running discoursefdreemruances of variations in a language form which may even lead to

nuances of meaning would lead researchers to categorize a special variation as belonging to the same structure. Irs,ditter word

variation in meaning resulting from variation irrffio does not prevent linguists from recognizing the variation as being categorized under

the same structure.
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However, from the 1990s onwards, the critical approach to variationism receives more official disciplinary treatmentbygerece of

critical discourse analysis and critical applied linguistics requesting for more ideologjoaligyded approaches to the study of linguistic

variation. For instance, Trudgill (1974) proposes that it is hot so much linguistic, but political and cultural faatbrdetdrimine whether

a variety should be categorized as part of this or that language. He applies theh®igomsomousnd autonomousn order to describe

the relative dependency of nstandard varieties on a given standard variety. Thesum of aroendas variety (the standardized one) and

a series of heteronomous varietes @standard varieties dependent on the standard) together constitute a language. As Trudgill argues, the
nonstandard dialects of Germany, Austria and Gerspaaking Switzerlandra heteronomous with respect to standard German because

speakers of these dialects look to German as their standard language; they read, write and listen to German in theirsevefyday

language. Speakers of dialects on the Dutch side of the bordee, same way, will read and write in Dutch, and standardizing changes in

their dialects will take place in the direction of standard Dutch, not standard German.

El sewher e, by addressing the convent i on &dnaldsWaahaagh (2003)statedtthatove c onc e pt
can talk about a speech repertoirewhen an individual controls a number of varieties of a language or of two or moreSeathaties
conceptof speech repertoire conf-syrlmes sLpaebaokvedrss 8p r(ilnachiopvl,e 1t%h7a2t) Oatnhde rte
idiolect (a single personds distinctive way of speaking) into conf

Pierre Bourdieudbds sociological research on | i ng evasatian.cAscordirmgys al so b
to Bourdieu (1984) the symbolic and cultural value of language varieties are the significant aspects of the social gissgef For

instance, prestigious varieties of English have cultural capital which often translates intoatesial advantages for speakers. Bourdieu

also tries to theorize style directly noting that any form of cultural practice is a system of social distinctivenesgl¢bigisally

structured through socialization (Bourdieu,1991). Although Bourdigicizes the purely forabased variationis linguistics, he stresses

acknowl edges variationistsd traditional claim thatlanguage variat:i

Also, in spite of the fact that Bourdieu regularly cites Labov, Labovian themtdyagenda is hardly politicallgden. However, it has
become increasingly obvious that the sociolinguistic structures that matter for speakers in their social lives are ribé siegayibable
statistical patterns of speech-earying with class andituation. They are the ideological structures that imbue language variation with
social meaning, and often with social disadvantage.

El sewher e, Lesley Milroy defines | anguage ideol ogictvwelyheldbyét hor ough
members of speech communitiesd (Milroy2004).

I'n another strand of <critical analysis of |l anguage utue@esbdoérman F
language use. He argues that the orderliness of langiza@gion perhaps carries the implication that speakers know which ways of
speaking are O6appropriated to which social cont ext sssmedelcih as how

sociolinguistics should therefore be sesnideologies projecting imaginary representations of sociolinguistic reality which correspond to
the perspective and partisan interests of one section of society.

Elsewhere, David Lee (1992) asks whether the differences between linguistic dialectsvarsgteeifically between standard and non
standard varietiesare simply a matter of superficial formal contrasts, or whether there are more important differences having to do with the
kinds of meanings expressible in different varietiesd.

These politicalpoints make it necessary to revisit a takemgranted assumption in variationist sociolinguisticsthe idea that

sociolinguistic variants are semantically equivalent, or different ways of saying the same thing. Another criticismasa tzeteground

that wvariations viewpoint does not match soci al act otmasissueown per c
aside, there are still reasons to doubt the validity of the device of inferring social meaning frord@meeltstribution.

OPTIMALITY THEORY

Criticisms against variationist position in linguistics and its shortcomings to deal with a number of significant fagysagdamotivated

the emergence of a new trend in the study of language variation known as Optimality. Tiegarovide a background to the necessity for
this theory, it should be noted that variationist position was attacked from the camp of pure linguistics from two fronésh&nd, Kay
(1975) objected to the uniform constraints assumption, notingittmaérous studies had, in fact, found that the linguistic constraints on a
variable rule were not similarly ordered for all of the demographic groups within a speech community, so a single Var@hlé mot
describe the speech community as a wholen&lpne (1982) raised a similar objection to the uniform constraints assumption. She pointed
out that within larger speech communities, there exist separate social networks whose speech patterns may differ.

On the other hand, Milroy (2004) stated that sheiecBritish cities is more varied than speech in American cities. He characterized the

regul ar variation observed by American sociolingui msgtheneathshet he At i f
waterline in cities like Glsgow, Edinburgh, and Belfast, have observed a lot more irregularity. A different kind of objection to variable rules

was raised by Derek Bickerton (1971), the eminent creolist. He claimed that linguistic variations were unlearnable: éptviheacc

variale-rule principle, we must also accept that the mind possesses not only the apparatus necessary for framing two quiygesfefent

rules (standard grammatical rules and variablerules), but also some kind of recognition device to tell the spéaketovihitrpret a

particular set of data as ryidus-exceptions or as ared-variability.

Elsewhere in the applied linguistics enquiry, Gregg, a second language acquisition (SLA) scholar from the generative BahE s

(1990) and Elaine Tarongl990), SLA scholars from the variationist camp pronounced criticism against Labov. Gregg reiterates that
variation theory does not include a theory of acquisition; that is, that variation theory has no explanation for how caretdars the
probabiliies embedded in variable rules.

Yet , another strand of criticism from the pure | i nggousthatc poi nt (
contrary to what is claimed by Labov and his disciples, the model lacks to atmotive generative aspect of linguistic systems. Kay and

McDaniel (1979) & Gregg (1990) stated that generative grammar had two major goals: (1) to construct an algorithm foggdherati

only the grammatical sentences of a language, and (2) tovdisponciples of Universal Grammar that explained how speakers can learn

the grammar described by (1). Generative linguists believed that both of these goals could be accomplished by a coampetenandra
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competence grammar did not address gqoestdf how often or under what linguistic and social circumstances a particular rule would be
used, as we have seen. Generative research involved the stiyghesidf structures (what are the possibilities for pronouncingi thg
morpheme?). Variation search involved the tabulation ébkensof a structure. This question was considered to be a matter of
performance. Labov was committing a category error by introducing probabilistic description

into a generative grammar. What caused the most controberaygen variationist theory and generative linguistics was that probabilistic
grammars had a different logical status from categorical grammars, and variable rules were rules of production.

Optimality theory and variationist position in linguistics, thougghly related to each other in the main objective they follow which is to
deal with language variation, can be considered two poles with respect to their approach in studying linguistic vasatiaturas
phenomenon in language. We should not fotpat for variationists, competing outputs and constraint ranking show great promise for
handling not only crosknguistic variation, but also languag®ernal variation. As one of the goals of sociolinguistics is to understand the
correlation between s@l factors and linguistic variation and ordering of linguistic constraints with respect to variability of rules, linguists
and sociolinguists who were aware of the reality of linguistic variability and mostly belonged to toategorical camp of lingstic
studies began to devise a system of language description which provided systematic description of linguistic variationsldvalsh be
compatible with universal rules of language. This was an effort to put variability into a systematic fithatettse field of sociolinguistics

was not blamed anymore for lack of systematicity and haphazardness. By definition, optimality theory is a frameworkidted éval
interaction between violable constraints in a language (Blutner & Zeevat, 2004)lyiniéveloped by Prince and Smolensky (1993) as a
new phonological framework, Optimality Theory is a framework for the development of grammars that generate variableTlistputs.
theory was extended beyond the realm of phonology to areas of morphatatgx and even pragmatics. As opposed to variationist
linguistics, optimality theory aims at exploring relatively stable characteristics of variation common to all of worldjésngiee aim for
doing so is to minimize the level of variation which is Ulsuabserved between competence and performance (Blutner & Zeevat, 2004).

Optimality theory is viewed as particularly wsllited for developing linguistic analyses that account for both categorical and variable
outputs. It seeks for establishment in thées and patterns operating within languages with the assumption that the more we study the
established characteristics of a language, the more we can get close to thEspelotgical basis of the languages in general. Therefore,
one may conclude thaptimality theory is a way of interpreting constraints even through adopting a typological approach (Blutner&Zeevat,
2004). In generative approaches to linguistics, constraints are interpreted in a binaryo#ting fashion. However, according toriee

and Smolensky (1993), in optimality theory, constraints are ranked with respect to each other, such thetkoweconstraints may be
violated in order for higheranking ones to be respected. In fact, it is a core concept in optimality theoityrdjetts the inviolability of
constraints which is a characteristic of Universal Grammar and to consider a set of violable constraints. It is at thé& pptihality

theory, though being considered a sister theory to Universal Grammar and liéngypstiogical approaches, departs from those
perspectives to provide a new system of explanation which presents new possibilities on marrying variationist and dategczalf
language.

A more clear account of optimality theory and its comparisith Universal Grammar is given by Tesar and Smolensky (2000), where they
reiterate that Universal Grammar is assumed to be determined by a generatiGemarid a system of violable constraint®on
(UG_Gen Con). The languagspecific part of Grammaelates to a particular ranking of the constraint€amwhich is the only learnable

part of the grammar. The implication for learning the language is that inferring the ranking of the const@otssinvhat should be
mostly mastered by a languagertesr.

Elsewhere, Giregory R.Guy (2007) addresses optimality theory as a corsasedt approach in which general universal principles are
summarized in a ranked list of constraints each of which will prevail unless in a given case, it would caizé®ma eha higheranked
constraint. According to optimality theory, the alternatives of a single grammar form are evaluated based upon thehtyze@riyt of
constraint violation which that special form incurs. It is at this point that the pdysifila dialogue between optimality theory and
variationist linguistics can be reviewed. The extreme version of optimality theory asserts that there is only one ogtifatd t@many set

of circumstanceonditioned options, with a special form resujtifrom the optimal choice of language according to the hierarchy of
constraints. This reading of optimally theory is highly categorical and reflects a typological view of language and gkaramaatter of

fact, such an understanding of optimally theoannot explain the real sociolinguistic variations that happen in everyday language use.
Although there are categorical rules and constrains in the formal grammar of any languages, this does not mean thattharstnterds

both in their sequence afccurrence and in their phonological manifestation do not deviate from their defined categories and eonstraint
ranking when they occur in the social context by the language users. The crucial fact about sociolinguistic phenomieneoistisit to

pure language phenomena which are mostly conceptdailien and fledge out of a general model of language, the sociolinguistic
phenomena are highly datiaiven, realistic and subject to variation as a function of social variation. Hbeiag is not a machin® be
planned by language rules and to be expected to copy sentences limited to the same rules and disciplined by the ocastgairital ¢
defined for these rules. Although the same degree of computational planning is now believed to be at warguaigle lacquisition, the
system will certainly be subject to live variations in different social contexts and for different sociolinguistic gtoupsimcommunities.

However, the more moderate version of optimally theory can be more compatible vatiomest theory. One option for doing so is the
proposition of variable or partial constraint ranking by Anttila and Fong (2000) and also Boersma and Hayes (2001).Thisiramode
competition model which relies on the different selections made by differekings to predict the frequencies of occurrence of competing
forms. According to this approach, the actual frequency of occurrence of phonological variables in differing contextstésiahgor
constraints to be considered valid and at prioritg language. Such an understanding of the concept of constraints and language optimality
brings factors such as frequency of occurrence and actual situation into account. In fact, this understanding of aimallgaimpatible

with the natural use danguage in its sociolinguistic context.

As the most valid device to understand and formulize variability is to observe the types of variation, their frequenayesicecand the
language context in which they occur. itis exactly at this point tb@nality theory and variationist linguistics meet each other since their
philosophy of enquiry reaches the maximum shared ground. However, what yet remains for more scrutiny is to find forfoulations
variation in language. In fact, one problem with &hdnist linguistics is that many discussions in the field remain at the level of simple
description of the variationist phenomena without any contribution to general formulations. At this point, a moderaté-atabtedl
version of optimality theory cacome into play to more soundly institutionalize variations as a sociolinguistic phenomenon. In other words,
the field of sociolinguistics can utilize theorizations of optimality theory to provide-agédblished universal generalizations which are
necesary for every field of enquiry.
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Using the descriptive mechanism of optimality theory, sociolinguists can raise the validity of the conclusions they nakeoaltiuct as
versatile and as complex as sociolinguistic variation of constiidiased apprahes: general, universal principles accounts for
phonological generalizations. In Optimality theory (originally deterministic and categorical), these principles are sdnimariz of
constraints. The point of focus in optimality theory can be rezednas how linguistic variation is minutely conditioned by linguistic
structure and how it is, in many instances, intrinsically connected to various aspects of social structure.

Although optimality theory seems to be very promising to provide a morer@titeaccount of variational phenomena in language, there is

criticism against it from many linguists who argue that this framework does not, in the normal case, generate variabl€hs/jposition

is illustrated by the following quote from Tesar (599 3 ) : AThe idea is that by examining the mar
all the candidate outputs for a given input, there is one which is least marked, or optimal: this is the one andfoniyededlescription

that may be assignedteceth i nput by the grammar. o

CONCLUSION: PROSPECTSFOR A MORE REALISTIC VIEW ON VARIATIONISM AND LANGUAGE ACQUISITION

Without trying to negate any facts found via research and theoretical enquiry in variation and optimality, it is nechssara tmore

redistic look at how language users use language in read context and what really is the function of variation in langtexge. thiomk of

language as an apparatus of availability and requirement. When an individual wants to start speaking, tméetyisffactors which may

be at work for language production to happen. In other words, there is at least some motive, whether internal or exteynahdoage

production to happen. The motivating bank and the feature of the credit through whétiada production should happen is
subconsciously very decisive on the choice of form. ddmanofi n mat hen
alternatives which can vary from the topic, addressee, register, geography agessesldr age of speaker and so forth.

However, the job is not over at this point, but the speaker takes the motive of talk to his/her apparatus system. Tuddsapptaet what

the speaker finds available to himself from knowledge of how to ugedae (communicative competence).

We can use the mathematical metaphor to better understand the issue. If we consider the relation:

F(x) =y the terminal form Ayo is in fact the foismpaf | anguage whi

As we are dealing with human beings which are under the influence of affective factors and also under emotional impmhtifrsicieb
and outside (e.g. a tendency to copy a person to whom a speaker feels kinship or in whom he has detpcestigemes cannot expect
the equation F(x) =y to be always true as a mathematical function (as the definition of function in mathematics calls for:

If F(x) =y and F(x) = yo6é, hence y = ybo

In other words, we may hawx) = yandF ( x ) in differend situations even by a single individual in a similar context, which will be in
sharp contradiction with mathematical functions. Therefore, any consideration of language as working like mathematsed maxes

myth. Although some basic algorithms anguage follow some categorical patterns at a very general level, it is by no means to consider
that the same thing should be true for the whole corpus of language. Therefore, instead of optimality theory whichdsptoyide a
systematic account ddnguage variation, we need to develop a more realistic model of language use which takes into consideration both
psychological and social influences of human mind on the outcome of language.
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ABSTRACT

This studyexplores the effect of Focus on Form (FonF) method of instruction on Iranian learners. It particularly focuses on tegbhing si
past tense (PT) and definite and indefinite articles (ARTS) as the linguistic targets to Iranian EFL learners. Studif$eonhah&onF
instruction in L2 were extensively conducted and the results have shown positive empirical evidence for FonF instrédlisn1@@5;
Spada, 1997; Norris and Ortega, 2000; and R. Ellis, 2002). To this end, 56 female EFL learnersevaoggeddrom 18 to 24 participated

in this project and formed the experimental and control groups. The experimental group received the FonF instructieatasetite The

tests used in this study were a diagnostic test, a pretest, a posttest, aedemded questionnaire. The data were subject to ANOVAs and
the results indicated that the experimental group did significantly differently from the control group in the posttesiclliseon drawn is

that this approach was positively effective to teBolglish simple past tense and definite and indefinite articles to the learners of English as
a foreign language.

KEYWORDS: Focus on Form instruction, Simple past tense, Definite and indefinite articles

INTRODUCTION

Second language acquisition (SLAay take place in natural environments, in educational settings, or in mixed contexts (R. Ellis, 2008;

Pica, 1983). Some learners may simply be exposed to a target language environment and learn the language; some ntaygatquire a
language though instction in a classroom, and some may acquire a second language in both natural and educational settings. However, for

a majority, instructed second | anguage | earning i nironmergandnl assr oom
a target language context (R. Ellis, 2005). Historically, for a successful second language acquisition, language prantiticrserarchers

have been seeking effective instructional methodology (Richards & Rodgers, 2001) for fruitful outcomes.

Brown (2007) sketched the development of language pedagogy in the past several decades from the Grammar Translation Method (GTM),
the Series Method, the Direct Method, Cognitive Code Leéelparning, t
Sone methods emphasized formal language aspects (e.g., GTM); others forbade the formal instruction of language fornidatergl, the

Approach); and still others stressed meaning negotiation for communication (e.g., CLT). Under the umbrella of CLT, rmmeeatpro

insisted on paying no attention to linguistic forms, whereas others advocated embeddifiocésed instruction into communicative

language teaching. From about twenty years ago, the focus of the majority of language teaching has shiftéoctesétrimstruction and

only a few SLA researchers insisted on no focus on form. Thus, the importance of focus on form embedded in communigation in L
teaching appears to be currently agreed upon (Brown, 2007). SLA researchers, such as Long (1991) granbddglams (1998) have
proposed Focus on Form in L2 instruction. They <claimedethat bas
occasionally shifted to linguistic features when communication difficulties such as problems wjthelcension and production are

encountered due to ndargetlike language used. In response to the proposed FonF approach, studies on the effects of FonF instruction in

L2 were extensively conducted and indicated mixed results.

The results have shown ptigeé empirical evidence for FonF instruction, as those reviewed in N. Ellis (1995), R. Ellis (2002), Norris and

Ortega (2000), and Spada (1997). On the other hand, some research on the effects of Focus on Form has revealed flectpdSitiia,ef

1998) and the arguments as to the effect of focus on formS have been existent (R. Ellis, 2005; R. Sheen, 2005, 2007), Foaédition

instruction has been criticized by Sheen (2005, 2007), who claimed that there was no sufficient empirical evidencet tthesuppor
effectiveness of this approach. However, R Ellis ( 2atxiereishas point
gap among the various pedagogical perspectives in the SLA field that needs more empirical evidence to bridge

In addition to the issues in ESL settings, EFL contexts have also faced pedagogical problems. English teaching in cedopatsmmyin

Iran, for example, has not satisfactorily met the demands of higher level English proficiency. Being an EF|Icaomiexa globalization

oriented country, where international communication has been in high demand for both academieaaaderoit purposes. Owing to the

previously and currently neRonF approaches that have been little fruitful in the Iranian rfriteappears that there is a need to seek
alternative teaching approaches to improve the EngihstnetedSeAlucat i on
field (H. D. Brown, 2010), is taken into consideration when explorimyoge effective alternative to teach simple past tense as well as

definite and indefinite articles in the Iranian EFL context.

RESEARCH QUESTIONS
Concerning what appeared above, the following research questions are formed?

1) Is Focus on Form instructica more effective approach in terms of accurate production of the simple past tense thanFbreFnon
method being used in Iranian EFL context?

2) Is Focus on Form instruction a more effective approach in terms of accurate production of the defimitefiaitd English articles than
is the noAFonF method being used in Iranian EFL context?
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METHODOLOGY

Participants

The participants of this study were 70 female students learning English at elementary level in Safir English Langutegis |Esfiian,

Ilran. The | earnersdé age ranged from 18 to 24. Some ewmfthemhaedm had gr
completed 12 years of schooling, and some were following their education at high school. Furthermore, jgédintsuivere Iranian and

their mother tongue was Persian.

Instruments
The instruments used for collecting the quantitative and qualitative data consisted of a diagnostic test, a pretest, anpostte
questionnaire.

The Diagnostic Test

The diagnostitest consisting of 35 questions was compiled by the institute itself for placement purposes. The test which was a mixture of

multiple choice sentence completion, cloze test, and reading comprehension multiple choice questions was compiledtbte kseihst

for placement purposes. Hence, its reliability hadredaitheaverydy been
beginning of the data collection procedure to verify whether the general English proficiency level af treups was comparable from

the outset of the study. Ideally, the comparison of the proficiency level between the two groups should be similallystatishiaathe

effects of the treatment in the experimental group and no treatment in the contpotgnobe compared.

The Pretest

It was used to ensure participantsd readiness for t hehing wo targe
approximately 50 % accuracy of the TOTAL scores (average of the Grammar Judgment TeshdGJI€ganriting (FW)) for each of the

two linguistic targets in the two measures, GJT and FW. The two measures are described as follow.

The Grammaticality Judgment Tedihe test was composed of 60 items in sentence level. Of the 60 items, 20 focubedPdn (L0

grammatically correct and 10 ungrammatical), another 20 on the ARTs (10 grammatically correct and 10 ungrammaticatthan@@he

other than the two targets as distracters (10 grammatically correct and 10 ungrammatical). To compile this ¢est, iGoamiar i
PracticeinContext was used. The reliability of the items was already verif

The Free Writingin order to create a context for the participants to produce the target structures, the FW was prompted using:
About ayear (#years) ago, | took the Entrance Examination...

This prompt was used based on the fact that almost every learner has to take the high school entrance exam in ottther higbetetipol

that s/he is interested in, and the university entrancm égabe admitted to a college or university s/he desires. The participants were

advised to write as much as they could in the time limit, but they were not allowed to consult any dictionaries orstineieslashe FW
production was to elicit the parfciant sé use of the PT and the ARTSs, along with the G
the target structures, and also as the pretest baseline data to compare with those from the posttest.

The Posttest

Similar to the pretest, the positealso consisted of two measures, a different GJT and FW. The contents of the GJT, based on the
instructional materials taught during the instructional treatments, differed from the pretest; but they were similarafttenevel of
complexity and poficiency. In a similar vein, the topic of the FW sample on the posttest was also based on the instructional contents, but it
differed from the pretest, too.

The Grammaticality Judgment Testsecond GJT, similar to the pretest in format but differebiment and also consisted of 60 sentence

items, was used. Of the 60 items, 20 focused on the PT (10 grammatically correct and 10 ungrammatical), 20 on the ARTs (10
grammatically correct and 10 ungrammatical), and 20 other than the two targets asedis{H&tgrammatically correct and 10
ungrammatical). It was administered to collect data for comparison with those of the pretest to examine whether thegnicamy
difference in gains within the groups and between groups after the instruttEzaialents.

Similar to t h&rapmaeRraetedin Contddte wasole mpl oyed to compile this test. The
verified by the authors.

The Free WritingAfter the GJT described above, the participants composetearfoN

Titled My Last Visit to the Zoayhich was related to the teaching materials useBpstcard from Ri@nd Two Fablesby Aesop. It was
assumed that all participants had been to a zoo and therefore held the appropriate schema to be able ttisaém@or-urther, in the
instruction of the writing test, the learners were directed to pretend they had been to the zoo if there was anyoneotviim lesthblish a
context for the participants to produce the targets, the FW posttest is prompted:

In my last visit to the zoo, |...

The participants were again advised to write as much as possible, but they could not use any dictionaries or discusmanyitubeir
classmates during this activity. The FW production and the GJT on the postteshtended to elicit the linguistic targets to evaluate and
compare the effects of the treatments within group and between groups.

The Questionnaire

A questionnaire consisting of a series of 8 epaded questions was also used to evaluate the pantitimmd experi ence of i nst
questions were prepared by the researchers considering the type of instruction which the experimental group receinedréatimgt.

They were based on the types of activities, typographic input enhancementioppinigprk, as well as peer/teacher feedback. The

reliability of the questions included in the questionnaire was not verified. As it was based on the treatment, it wagiaableoto run a

pilot study and thus verify the reliability.
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Procedures

Participants Selection Procedures

In selecting the sample, the researchers employed two intact classes as the control and experimental groups. Althpagticthant®
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selected for this study were studying English at the same level determined by theejrisiguevel of their language proficiency was
determined by the diagnostic test whiinsisted of 35 questions and was compiled by the institute itself for placement purposes. The test

was a mixture of multiple choice sentence completion, cloze testeadihg comprehension multiple choice questions. The students took

the test, then, based on the normal probability curve, those students who were placed between one standard deviaganedroeadh

one standard deviation below the mean were selext@éle main participants. It is worth pointing out that some of the participants were
dropped from the study due to their absence in some treatment sessions, resulting in 56 participants. 30 participaméseperatiental

group and the rest 26 form#tke control group of this study.

Data Collection Procedures

Quantitative data were gathered by the pretest, and posttest, using grammaticality judgment test (GJT) and free watiog (Fddu
Also, some operended questions concerning the participand

analyses.

In order to collect the data required for the fulfillment of the objectives, a lengthy procedure was taken. At the béwgnpartcipating

experience

of

the instructi

on

(trea

teacher was informed abt the study and the types of focus on form instruction to be used in her related classes. At the very beginning of

the experiment, a diagnostic test was first administered to verify whether the two groups of the participants were camieanablef

treatment of the two respective groups or not. Finally, the results of those participants placed between +1SIDwarck considered for
data analysis.

The participants, then, took a pretest consisting of GJT and FW to measure their knowledge otahgetajoPT and ARTs. The pretest
was utilized to verify their developmental readiness for the treatment of the two linguistic targets, and also as theldtastlicompare
those of the posttest. The PT was operationalized as simple rules and theofiplex rules in terms of form and/or function. The two
grammar points were instructed for eight hours; each for four hours, respectively. For the treatment, the two groughisréttaisame

instructor who was familiar with both the néionF teachingnethods the institute was currently using (e.g., GTM, CLT) and the Focus on

Form approach. The control group received-fonF treatment, whereas the experimental group was instructed with the FonF procedures

and techniques such as dictogloss, input ecdraent, input flood, contextualized activities, pair/group work for interaction and output

activities, peer/teacher corrective feedback, and implicit and explicit teaching of the two linguistic targets.

Finally, after the treatment, both groups took plettest on the GJT and FW regarding the linguistic targets taught. They also answered the
openended guestions about the instruction experience.

Data Analysis Procedures

Data collected from the GJT and FW on the pretest and posttest were comparedP& @53 to carry out ANOVAs, Oigample

KolmogorovSmirnov Tests, and Gain Scores. Both the GJT and FW results were scored. The results were analyzed to examine whether

there were gains that were significantly different at a < .05 level (confidenceair®®86) between tests within groups and between groups

after eighthour instruction for the effects of the FonF approach; furthermore, the data were subject to the ANOVAs-Sath@ae
KolmogorowSmirnov Tests.

RESULTS AND DISCUSSION
Two distinct lingustic features, past tense (PT) and definite and indefinite articles (ART), were examined in order to investigate the effects

of FonF instruction on two types of rules, simple vs. complex rules. Each linguistic feature was measured by means at&rammat
Judgment Test (GJT). For comparisons of the PT scores on the GJT between the control and the experimental group®sit tingetwo t
points (the pretest, and the posttest),-oag ANOVA were carried out using SPSS 15.0 to compare the scores and tteartigeleesults

for the GJT on the two tests.

In order to see whether we are able to use ANOVAs, first we should check whether the data have been normally distohuifeth@r n
level of significance is more than 0.05, it indicates the normality af diatribution.

Table 1:0neSample Kolmogore@mirnov Test for experimental and control groups

Pretestcontrol Pretestexperimental
N 26 30
Normal Parameters(a,b) Mean 17.88 17.80
Std. Deviation 3.374 3.643
Most Extreme Differences Absolute .096 .096
Positive .096 .091
Negative -.096 -.096
Kolmogorov+Smirnov Z 491 .524
Asymp. Sig. (2ailed) .969 .946

As it is clear from Table 1, the result of the normality test shows that p values of the two groups (.969, and .946) themn riwee
significance level (0.05).Therefore, we can accept the assumption of normality and we can use parametric test such as ANOVA for

comparing the results of the pretest and posttest in the control and experimentallgroger. to answer the first research questiiost,

the gain scores from pretest to posttest in PT experimental group and control group were
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computed and then ANOVA was used to see whether there was any significant difference among the two groups in pretésstand post
stage. The following tableshow he results:

Table 2. Mean preand posttest of past tense scores for experimental and control groups

Group N Mean Std. Deviation Std. Error Minimum Maximum
Control 26 1.42 1.922 377 5 4
Experimental 30 3.67 1.749 319 0 7
Total 56 2.63 213 286 5 7

The results of data analysis (ANOVA) in Table 3 below indicates that there is a statistically significant difference thetexgerimental
and control groups in the results of PT pretest and posttest because the obtained F value wh2Gd@48l to be significant at .001 level
(P=.000). In fact, the learners had a better performance in learning the past tense when they were taught thraungiorfRodustruction
than when they were taught by ABanF method.

Table 3: ANOVA analysi®f mean pretest scores of past tense scores for experimental and control groups

Sum of Squares Df Mean Square F Sig.
Between Groups 70.112 1 70.112 20.916 .000
Within Groups 181.013 54 3.352
Total 251.125 55

Figure 1 below indicates that thesea statistically significant difference between the experimental and control groups in the results of PT
pretest and posttest.
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Figure 1: Pre and posttest of Past Tense (PT) scores for experimental and control groups

Regarding the effects of FonF insttion on the acquisition of the PT, there are three aspects of the results to be discussed. First, in
comparison of the test results of the control and the FonF group, there is a statistically significant difference bettweegnatings on the

GJT.The e results are incongruent with those of Steinds (1P®8) study,
without FonF treatments, although the factors that may have contributed to the results of the two studies vary. OeeraBpitses

demonstrate an advantage of the FonF group over the control group. In other words, the benefits of FonF instructiquisitidreaiche

PT became evident as time passed. Thus, FonF instruction appears more effective-fmrf-rnastructia in terms of the acquisition of

the PT. The treatment effects of this target structure in the current study are contrary to Mackey (2006) and Takaslisnd 29@),En

which they found little treatment effect of the past tense. In contrast, thedts terd support to other studies (R. Ellis, 2006), in which

their results showed also positive effects. In a similar vein, the findings support another stidgi{en, 2007) that was conducted in the

same context as the current study, also indicdktiagositive effects of FonF instruction.

Finally, the positive effect of FonF instruction on the PT in the current study may be partly due to the simplicityrgethstrtecture. It
may also be, as Ellis, Loewen, and Erlam (2009) have pointed atithéhtarget structure is a structure that the participants have begun to

acquire, and thus helps to result in positive treatmélagd) effects.
Teachability/ Lear nab is(201tl)yeatdabiity Rrihcipls. ingheiastudy ofWie effeaisrobFonF, Wilson (2007) also
found similar results that |l earnerd6s devel opment alre (patigidlness for

adjectives in their styd, which demonstrated the effects of FonF instruction.

In order to answer the second research question, first the gain scores from pretest to posttest in ARTs experimerdat@ntopgroup
were computed and then ANOVA was used to see whether wasreany significant difference between the two groups in pretest and
posttest stage. The following tables show the results:

Table 4Mean pre and posttest of definite and indefinite articles scores for experimental and control groups

Group N Mean Std. Deviation Std. Error Minimum Maximum
Control 26 1.04 1.732 340 3 4
Experimental 30 3.97 1671 305 0 7
Total 56 261 2238 299 3 7
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the | earne

performance in experimental ART group and control group in the results of pretest and posttest because the obtainéd E3&0ueas

found to be significant at .001 level (P=.000). In fact, regarding the instruction of defiditmdefinite article, the participants in the
experimental group had a better performance when they were taught through Focus on Form instruction than those inupowttehgro
nonFonF method of instruction was used for teaching definite and indefimitée.

Table 5: ANOVA analysis for mean pretest scores of definite and indefinite articles scores for experimental and corgrol group

Sum of Squares Df Mean Square F Sig.
Between Groups 119.429 1 119.429 41.360 .000
Within Groups 155.928 54 2.888
Total 275.357 55
Figure 2 below shows that there is a statisticall yRBgrogmand i cant

control group in the results of pretest and posttest.
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Figure 2: Mean preand posttest adefinite and indefinite articles scores for experimental and control groups

di

Concerning the effects of FonF instruction on the acquisition of the ART, Prior to the instructional period, the comxplkeantental
groups showed no significant difference the GJT. However, In consideration of the gain scores for each individual group, the control
group obtained no significant gains on the GJT on the posttest. By contrast, the FonF group has improved significar@yTorarioe
TOTAL scores on the postit.

Thus, the effects of FonF instruction are evident in the immediate improvements in the acquisition of the ARTs ancctiemah stfiects

wer e sust
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r ti me.
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resul ts
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i nuctiopad effects orothet r ar y t
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acquisition of the indefinite article. Nevertheless, this study is generally consistent with previous studies, suchnas @698, which
has shown both immediate and delayed effects on the acquisition of the ART.

Unlike theresults of the PT in the current study, the results of the acquisition of the ART indicate immediate effects. This ntaphaugges
ardopmpfexaand i ci pant s
multi-functional in use, and thus a longer treatment time may be needed for acquisition of the ART to be fully complete.sTiffatienta

instruction time appears needed for the learners to procedurize the declarative knowledgergéthend then, with repeated production,

to lead to automaticity, according to the Comprehensive Output Hypothesis (Swain, 1985, 1995) and the Output Prinaipl2008)so

the instr

uctional

period was

not l ong

enough for

In sum, FonF instruction in the current study, compared teFomf instrution, points to effectiveness with positive effects on the
acquisition of the PT. As Ellis (2008) has pointed out, some instructional effects do not become evident immediateér.uhtislas a

case in point as the results of the acquisition of thén&7e indicated. Furthermore, FonF instruction has a tendency toward being more
effective than noiFonF instruction, with immediate effects on the acquisition of the ART. It may be, as some scholars have pointed out,
that English articles are difficult foron-native speakers to acquire due to its complexity in use and function and absence from many other

languages (Celeblurcia & LarseAF r e e ma n ,

1999,

Master,

2002;

Wi

|l son,

2008) , i

ncludi

On the basis of athe quantitative analyses, foeas-form instruction provides an efficient way for learners to expand their knowledge of
using past tense and definite and indefinite articles. Taking into account the findings of both PT and ARTs acquisitem)ltiesults

show that the control and experimental groups started with almost the same pretest scores on the GJT and FW. Howeweerd tR&/GJT
scores increased moderately on the posttest, an indication th&bnbBninstruction had little or no impact orethcquisition of the two

targets.

With respect to the qualitative data obtained from the participants by asking-& opehe d
transl ated f

question by question in the following discussion. These quotations were fop mostt

For the fi

rst

guestion

iwWhi ch

activity

guestions,

in this

t he
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because we can discuss questions asked and resolve prabtetier, share ideas, and learn from one another in the group.” Five

participants
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participants answemedwBNooneoansweeeddiitlonodeao; and three answer e
various individual answers provided by only one parttigemnmant , such
during the prgc@lssze thdSeéssitenanads $iAfli ecussi ono. Most of the partic

the class activities instead of specific FonF techniques used in the study.

Questions 3 to 5 were related to typographic input enhancemenasecdiorcode, font size, and boldface used in the reading text. Almost

all the participants like these typographical enhancement devices. Regarding ootbri n g , participants stated th
attention, shows the key points, is easilyidistgui shabl e, 06 etc. With respect to different f ol
stand out, are distinguishable, 0 and so on. With regmicattkeayo bol df a
points, attra t attention and notice, are distinguishable, 0 anddd so fort!t
questions.

Question 6 pertained to pair/group work. As reflected in their responses to Question 1, many participants, 34 amwavedr48, that they

l'i ked it with reasons such as fAsharing ideas, e x c h gintpiteay opi ni on
work, learning from one another, and mor eweiedthaethendidinotbke it, bceausse en c | a.
they had to move the tables and chairs around. There was only one

Questions 7 and 8 were concerned with peer and teacher feedback. More than 30 peuiqipaessed that they liked peer and/or teacher
feedback. From peer feedback, they can |l earn AWhat tdreed. sthroomcom
teacher feedback, they can | eeadr nt hilewhra tE nmgilsitsahk,e sa ntdo fictoor rleecatron, nfiotroe Oi

The results of opeended questions appear to be consistent. The results point to the fact that participants perceive pair/group work,
typographic input enhancement, and peer/teacher feedback to be advantageatribtdig to student learning outcomes. These results
may also contribute partly to the positive effects of FonF instruction that the quantitative data have shown in thesgc&viosis

Regarding the qualitative data obtained from eight egeted qustions, there are various reasons that participants express in their

responsestotheopennded questions why they I|Iike the input enhancement, suc
reado; attention cadeths nmy dtlt dntkieon d; bpercoanuisnee nicte, il i ke it bec
shows i mportanceo, #Ait is distinguishableo, etc. Onsdavibeewasot her har

rated one of the lowestay be due to the fact that the target structure was already eithecadéat or in bold that the font size made little

prominence in the combination of typographic enhancement. Another reason may be that the size was not large enougedtbizenlar

was 16, while the regular in the text is 12) to ceahlarcémerttimay parti ci
contribute in part to the positive results of FonF instruction, which is apparently different from White (#9i@8)found no significant

difference between input flood with and without typographic input enhancement.

In addition to the typographic input enhancement, the participants also expressed their approval of group work, andéexpdini

teacher feedlack. As the participants mentioned, they liked discussing the questions asked, working out problems together, sharing ideas,
and learning from each other in the group. Working in groups contrasts with the typical individual work in this insiitutibich

classroom seating is always arranged in rows (the teacher even received a complaint email forwarded from the deparstamgctieit

this class left the classroom setting in group instead of restoring it to the ebjuoaiumn seating).

The mrticipantsd positive experience with the FonF treatment (e. g
contributed to the learning outcomes of both target structures. Also, the complexity of a structure may have affectaditiba atcthe

targets impacted by FonF instruction in terms of effectiveness. The structural complexity may have resulted in thetmssiEohahs

effects of the two targets, in general, with positive effects on simple structure (PT) and complex structure (AR

Pair/ group work appears one of the participantso6 §uasvopactiviee acti vi t
together to benefit the learners for optimal learning consequences. One example is to employ the giciogths® in group. Dictogloss

(VanPatten, 1990) in small group work can be used with immediate or higher lewehtive language classes as utilized in this study. In

carrying out this activity, participants need to pay attention not only to meanthgyaare listening to language input and taking notes, then

sharing notes in group during meaning negotiation, but they also must pay attention to form as they are producingatitenefiaision

as a language output for a group production.

Furthernore, corrective feedback, as researchers have pointed out, plays a crucial part in FonF instruction that providestleamers wi
opportunity to notice form relative to their intended meaning during communication (Loewen & Nabei, 2007). It is alsoyrteqassade
learners with negative evidence of the target language in order to notice the gap between received input and interaied loetpiole to
acquire nativdike proficiency in the language process. Various types of corrective feedbacki$R2@6; Loewen & Nabei, 2007) can be
used in different activities and with different groups of learners. In communigaiiemted activities with intermediate or higher level
learners, implicit corrective feedback such as confirmation check and raodse éncorporated into the activities to enhance both fluency
and accuracy. In accuragyiented writing practice with higher beginners or adult learners, explicit corrective feedback, such as
metalinguistic corrective feedback and explicit correctiory bwutilized to improve the accurate use of their intended meaning and form.

CONCLUSION

The main purpose of the study was to explore the effectiveness of the FonF instruction on learning simple past teasedafinitelland
indefinite articles amonganian EFL learners. From both quantitative and qualitative perspectives, and taking both the PT and the ART into
account, FonF instruction appears evident in acquisition of these two targets with varied effects. The overall conathsisrdrakin is

that FonF instruction is more effective than #fmF instruction on the acquisition of the two targets in the current study showing
significant positive effects on the acquisition of the PT and ART.

As suggestions for further research, other aspedEmiF instruction, such as fluency, other levels or types of learners, different treatment
timing and other linguistic features may be further investigated. To measure proficiency, both accuracy and fluencyerte&eértdrito

account. When evaluating efftiveness of a second/foreign language approach, aspects of accuracy and fluency should be explored to a
proficiency level at least as standardized tests claimed to measure. Thus, investigation of fluency, in addition tatleeaamined in

the currat study, for other individual linguistic features might be conducted in the future for a thorough examination of thef &ftedts
instruction. Also, different groups of learners with different levels of proficiency should be considered for assessihsctipe the effects
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of FonF instruction. Additionally, a longer treatment period (e.g. for a whole semester or two) and various timing fecliugges can

be taken into account for optimal instructional effects, in particular in an EFL conteaydsesome linguistic features may need more
treatment than others, and some structures may be more positively impacted by FonF instruction than others. Thusjstitheotiegu
features, such as other simple and/or complex rules than the targetritérescurrent study, reception and production of other linguistic
features, and explicit and implicit learning and knowledge of specific grammatical structures, can be further explaset feratiny of
the FonF approach and its further pedagogicaligations for the TESOL Field.
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ABSTRACT

The role of textbooks cannot be overlooked in the triangular net of elements in languaigg leaich includes the learner, teacher, and

textbook. Thus, it goes without saying that so much attention should be paid to the way the textbooks are evaluatebotb thil

|l earnersd and teachersd needs. ticularly wdtlowil meansal conducting raseacch as wellagee nt i al |
form of professional improvemeriflowadays, the Top Notch series have become one of the most frequently used series in almost all of the

institutes and also most of the tutoring for Engliskciéag and learning especially in Iran. Thtisis study aimed to evaluate theries

based on Littlejohndéds (1998) framework. To eval uat erectuiteéfromer i es, 3
different language institute3o collect and interpret the data, both qualitative and quantitative statistics were used. The findings indicated

that the serietulfill the intended objectives and enjoy benefits for language learners through encouraging the L2 learners to communicate
successfully by offering opportunities for interaction. However, one shortcoming of the series is the lack of activitiegssiods for
presenting new words that require EFL teacher sd ctomsdortdaeherati on. Th
and materials developers in EFL conteXtse results of the study help L2 teachers know the detailed points of the series and detect areas of
weakness and strength. Moreover, novice English teachers profit from this study becauaedfzyitiea about the nature of the textbook

they want to teach.

KEYWORDS: Li ttl ejohnés (1998) framework,; the Top Notch series; textbo

INTRODUCTION

Millions of people attempt to learn English throughout the worldtaechumber of speakers who learn it as first or second language and its

range of uses and adaptability to general and specific tasks are increasing everyday (Long, 2005). There are many défetirshtha

process of L2 learning. Among them, the rdigextbooks in the process of learning is of cardinal significance. Textbooks are really crucial

in todayo6s realm of | anguage teaching and | earning fleachiegasle t he t e:
will therefore havea gr eat i mpact on a teacher6s methods of instruction (Lon
using textbooks in English teaching classes, most people dealing with language education, teaching, and learning poxtartbe oh

textbooks in L2 classes. According to Tom (2004), advocates of textbooks argue that they are the most effective way aj presentin
materials, help learners achieve a sense of system, cohesion, and progress, and also help teachers to be preparatexs,deachecs

are untrammeled to choose their own textbooks. The vast majority of teachers, however, have textbooks suggested oprassigbed,
(Tomlinson, 2001). According to Riazi and Motlseacalm ofdapgaade t¢azhihnd 0, p. 3
and learning and are considered the next importantfactor t he L2 ¢l assroom after the teacher. o

Textbooks are tools in the hands of the teacher and s/he must know not only how to use it, but also how useful it cavebkh T

published materials for English language teaching (ELT) available in the market makes selecting the right textbook iagciesdleng

Moreover, the selection of a particular core textbook signals an executive educational decision in whishctiresiderable professional,

financial, and even political investment (Sheldon, 1988). As Richards (2010) asserted, textbooks are key elements iguagest lan

programs. In some situations, textbooks serve the basis for much of the language inpstriezgive and the language practices that occur

in the classroom. They may lay the foundations for the content of lessons, the balance of skills taught, and the kindgy®ftésks

students actively use. In other situations, textbooks may primariyse t o suppl ement the teachersd instr.i
may provide a major source of contact they have with the target language, excluding the input provided by the teaclzese lof thevice

teachers, textbooks may also be utilized &srm of teacher training, that is, they provide ideas on how to plan and teach lessons as well as

formats that teachers can use (Richards, 2010).

To choose fruitful materials for a course whether by a teacher or by an administrator, evaluationnghtdonealm of language teaching

and learning. To this end, many different schemes and checklists have been offered by prominent scholars and evatuagbrsheéilth

number of checklists is numerous, all of these checklists have a lot of similaritigsteD®me commonalities among different checklists,

every weltdesigned checklist is certainly driven from a framework which specifies and develops checklist. In this vein, this paper will
concentrate on carrying out an evaluation on the Top Notch sefes ELT materi als based on Littlejoh
framework seeks to evaluate the selected textbook irrespective of how it is used in the classroom. Littlejohn (1998, p.t54) mned it fias
analyzing the materials as it is, a set of matedals be used quite differently in different contexts based on the knowledge, abilities, and
preferences of different teachers. o This framewor kdesirablainaset was cl a
of materials. By angking the individual activities/tasks in detail and by studying important features of the book, this framework was

claimed to be irdepth and objective rather than subjective.

Statement of the Problem

There are too many factors that affect the procetsaafiing a language. Based on the aforementioned facts, materials especially textbooks

have always been a misibggling concern of L2 teachers and learners. First, they are important because it is impossible to learn a language

without them. Saphier and @ee r (1997) (cited in Haldeman, 2008) have stated th
curriculum é parent involvement é a clean, safe buil dbasthe é, but

t ext book a (pdl5)nbaring the lastl feswalecades, researchers have begun to recognize that textbooks, apart from the methods

and teachers, are central to improving English teaching (Freeman, 2001; Richards & Nunan, 1990 cited in Bedir, 2010).|Mweage

teaclers have become aware that learning is a process, and that the role of textbooks is to facilitate this process (Bedir, 2010).
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Second, since there are many different ELT textbooks on the market, there is a necessity for the evaluation of textieoks in o

recognize the advantages of one over the others which, in turn, will lead to the adoption of the textbook. This woldchsssstvith

making optimum use of a bookds strengths and wierte textsskdencg,the zi ng t he
results of this evaluation may be beneficial to English teachers and materials developers who are going to use theseregionéueir

classes and institutes and might give them insight into the course book they use #mehihédpconsider how to exploit it.

Last but not |l east, to t Imaed thesstudies fondudied sofachasirvestgiies the Top NMotcloserleebdsge |,
on Littlejohndés (1998) f r ame wo rlelrnirey.nSd, ther¢ s heen maetnpirica or thebreticdl evidencet a s p e
on it. Consequently, the central goal of the research is to investigate and to evaluate the Top Notch series to kndisitfeatuees and

pedagogic values they have. In this respecttLt | ej ohnés (1998) framework is applied which
questionnaires. By using these checklists, the researchers will be able to examine selected textbooks in first (WHat/ed dretesecond
(what is required of userk)e v e | of Littlejohnoés (1998) framework to arrive at the

LITERATURE REVIEW

There is a vast body of literature on textbook selection and evaluation in an EFL setting. These studies mainly revdhtkearoun

exploitation of textbook evaluation checklists. There is a host of evaluation checklists based on different criteria thatrgdayed by

teachers and researchers. For example, in evaluation study of two textbook packages, namely, opportunities antisiNésileEng
incorporating 134 teachersdé survey results, Kayapi rommentioréd 09) poi n
course book packages among teachers and the codinterestabmatmohwde must be
scope. He suggested that the materials used in any teaching process should be evaluated on a regular basis to be kept renewed

In another study by Dominguez (2003), the representation of gender in examples, dialogues, antibjobipdssth texts and examples of

the New Interchange Intras examined. She found that there is an upsurge in ESL system of Canada to adopt the series due to its
perceived uniqueness. Hence, the study aimed at establishing the appropriateness wf liiterbleange Intrdor diverse multination

dwellers of Canadian cities. She concluded that the New Interchangeviigtra worthwhile source for the teachers as it takes into account

both multicultural and multiracial settings. Also, she highlighted theessd ness of the textbooks for consid
integration needs especially in beginner levels and offering a balance in portraying the two genders.

Applying Cunningsworthds (1984) four gadwagUppekinteenediate Rstrocted atithe ( 200 2) ,
Foreign Language Institute of Yunsei University in Seoul, Korea. He found that the textbook follows a-pnasereproduce (PPP)

approach to learning as units of the book offer a semiauthentic context fiaplegaand the target language patterns ending with controlled

and semifree exercises. He also maintained that the methodology of the textbook is too preoccupied with the knowingtiohgratasma

and developing analytic knowledge which hinders furteealr ner sd preparation for unplanned discolt
language ability.

Besides, Darali (2007) studied the important features of new English textbooks such as the Spectrtorssertesw cultural pragmatic
knowledge of the langge is included in the lessons. The results of the study showed that the series provided a variety of language
functions, but the most frequent ones in daily speech were not focused as much as other functions.

Azizifar, Koosha, and Lotfi (2010) examined evaluation of two series of ELT textbooks used for teaching English in Iranian high schools

from 1965 to the present. To do so, Tuckeros (1975) teofhtebook eval
main factors for the studens 6 achi evement in English is the ELT textbooks. They
opportunity for the learners to practice the language they are learning communicatively.

Additionally, Jahangard (2007) evaluated four EFL tegksoused in Iranian high schools by the Ministry of Education. He discussed their
merits and demerits with reference to 13 common criteria extracted from different materials evaluation checklists. §bé tressludy
indicated that book four had betfeatures in comparison with the three other textbooks.

Moreover, Sahragard, Rahimi, and Zaremoayyedi (2008) evaluated InterqBérigel . ) accor di r(1998)framevioiktThed ej ohnéd's
study was set to find out the values of the newest versionethange in particular, the correspondence between the newly developed and

widely used Interchange textbook$?(Bd.) and their stipulated objectives, and the strengths and weaknesses of the series. The findings of

the study indicated that the Intercganseries (8 Ed.) own several pedagogical values, nonetheless, they suffer from certain drawbacks.

The tasks of the series can be considered productive with regard to promotion of communicative competence and arerptioadtiey i

give learners thepportunity to personalize the newly learned pieces of language through production.

And in accordance with Bloomb6s (1956) taxonomy of | eéleaminghbg obj ect
objectives represented in Iraniaenior high school and preniversity English textbooks. To codify the learning objectives, three high
school textbooks and one preni ver si ty textbook were included in the analysis, a

(1956) taxonomy. Theesults of the study indicated that in all grades the lawaer cognitive skills were more prevalent than the higher
order ones. Furthermore, the difference between the senior high school and-timévgngty textbooks in terms of the level of the
taxoromy were significant insofar as the preiversity textbook used some degrees of higiider learning objectives.

RESEARCH QUESTIONS
With regard to the role of textbooks in all aspects of L2 learning and based on what was suggested above artti metieetvapproaches
to the study of this phenomenon, the present study seeks to find answers to the following questions:

1. To what extent iFop Notch series able to fulfill the objectives claimed to be set for them?
2. What features do Top Notch series Have
3. What pedagogic values do Top Notch series have?

4. What are the strengths and weaknesses : of the series examined in this study?
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METHODOLOGY

Research Design

The purposive, convenient sampling procedure was used in this study; purposive in the senseEhgtish teachers were recruited, and
convenient in the sense that gheaticipantsvere easily accessible onghich were intended to be representative of the whole population as
diverse as possihldt should be mentioned that ethical issues suctoaidentiality, originality of research, and morality were observed.
Theparticipantsvere made assure that their personal information would be kept confidential, and only treated data without referring to their
names would be publishedlso, they were iformed of the fact that they were selected to take part in this research, and the obtained data
would be used merely for the sake of research. The participation was voluntary, that is, there was no penalty for refustipate, zarti

that the subjectsiay withdraw at any time without penalty.

They were given a clear statement of the purpose ofiketobxplore,esear chel
making it clear that this research is dynamic activity that may ishfticus as it proceeds. The procedure in the research project and the

types of information that the researchers are collecting for their study were explained. Moreover, the participants nveuéfigieet

contact information so that they could realh tesearchers for answers to questions regarding the research. Besides, any foreseeable risks

and discomforts as well as direct benefits involved in agreeing to cooperate were described in detail. And, a signéatroonaerieen

obtained fromeachsppbe ct t hat sets out the terms of the researchersd agreeme

Participants

The participants of this study consisted of 30 EFL teachers teaching at language institutes in Esfahan, Iran. Eactaohénedead the
experience of &ching the textbooks under investigation. The rationale behind the selection of these participants was that they had already
been familiar with the textbooks under investigation, and they had the required experience to work with them. Therafoessined

that these participants were in a better position to help the researchers to carry out the study. It should also hetmot€dpttidotch

series has been recently introduced to Iranian EFL institutions.

Materials

The first source of material inghpresent study is the Top Notch series (Ascher & Saslow, 2011)|evsixxommunicative English course

with two beginning entry levels namely fundamentals A and fundamentals B for adults and young adults. Generally, theh Beapi¢dotc
consist of 12 tetbooks on the whole, written by Joan Saslow and Allen Ascher in 2006 and published in the United States of America by
Pearson Longman Incorporation. A sample of these books which contains about 15% of the total materials wat.itfejebn (1998)

argued that it is useful to analyze about 10% to 15% of the total material. This sample included some units, each of wipokdd o

three lessons plus one page of reading and one page of writing activities. The sample contained a number of tasksv&atdbeled by

a number that was applied in task analysis sheets (TAS). Additionally, the Checklist for explicit nature of a set of,fT&8iand

Design Questionnaire with reasonable measures of validity and reliability, were used to fulé8ehech. It should be mentioned that the

validity and reliability of the aforementioned questinbmac&idses an:
Alpha.
Procedure

As far as the study was t B8 framenork, amut L5yperdemt sfehé Top Notch seties Was petedted éssa (1 9
sample material. Since the Top Notch series are 6 textbooks, 50 tasks were randomly selected from each of the bodks.tbtahce, t

number of selected tasks was three hundred.t®tiee wide range of tasks, it was impossible to expect each participant to analyze all 300

tasks alone. Therefore, the tasks were divided into three categories, each category involving 100 tasks, which wa3 gaehexs3Each

participant was provield with a sample of 100 tasks and checklists to work with. Then, by the use of the three checklists offered in the
framework, the sample was evaluated by the participants. As Littlejohn (1998) claimed, the framework triesdeptie amd objective

rathe than subjective by analyzing the individual activities in detail and based on important features.

Data Analysis

For the first checklist, Checklist for explicit nature of a set of materials, a report on explicit features of the TogeNesdls proved by

the researchers. For the TAS checklist, after the required data were collected, the researchers applied the Statgidal Sadkal

Sciences (SPSS) to analyze the data. Then, frequency counts and percentage indexes were reported fdeatdreslliated in TASs to

provide a basis for interpreting the research results. For the third checklist, Design Questionnaire, an analysis wed foeffiothan
accepted view on each of the sect i on susenéstatsiical precedure, a geherat perteatqgge hn 6 s (
index was also reported for subcategories of this checklist.

RESULTS AND DISCUSSION

Results

What is the Learner Expected to Do?

In the Top Notch series, more than half of the tasks (60.06%) demarehirfels to respond (see Table 1). Also, 29.36% demand L2
learners to initiate and 10.56% are the tasks that do not require learners to initiate or respond. These results sheweg thatch series
encourage L2 learners to use the language and mpuatantly require them to express themselves rather than being a listener. In sum, the

Top Notch series care for | earnersd participation in the classrool
Table 1: frequency and percentage for ATurn Take

Turn take Frequency %

Initiate 2643 29.36

Respond 5406 60.06

Not required 951 10.56

Total 9000 100

As shown in Table 2, 55.47% of the total tasks concentrate on meaning, 28.52% on form as well as meaning, and 16.0G%eon langu
system. This can be judged that meaning is more significantform, thus, the series enhance comprehension of learners.
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Table 2: frequency and percentage for fAFocus onc
Focus on Frequency %
Language system (rules/form) 1440 16.00
Meaning 4993 55.47
Meaning/system relationship 2567 28.52
Total 9000 100
Basel on the data in Table 3, Afapply |l anguage ruled (18.®WH%) is mo
Airetrieve from long term memoryo is 15.00% of the totfsdlectcporti on.
informationo is 5.00% of the whole. Activities thaeducelamfuage t o #fAbui
ruleo, that is, (10.00%) . Tasks which ask stlugenfisetatiogmpauved t

and firepeat with expansiono are the two next ment alhems.fieanbet i ons wi t
concluded that the Top Notch series provide L2 learners with activities by gingngthe opportunity to infer the meaning of the texts that

accompany applying language rule, recalling previous learning, and using prior linguistic knowledge. These featuresimdré2de

improve and enhance their communicative and linguistic competas much as possible and also contribute learners to associate the new
information to the old information in their mind. eduiRed pécrm ti ono i s
English through a lot of repetition.

Tabl e 3: frequency and percentage for fAMent al Oper
Mental operation Frequency %
Retrieve from LT memory 1350 15
Built text 900 10
Draw on prior knowledge 990 11
Relate sounds to objects 360 4
Compare 720 8
Decode semantic meaning 1530 17
Selectinformation 450 5
Repeat with expansion 180 2
Deduce language rule 900 10
Apply language rule 1680 18
Total 9000 100
Who with?
As can be seen in the Table 4, activities which i nsuthatlinvgve i nt er act

il earner to classo are 38. 88%, and 15.27% demand t adkhatgroump!l et i on |
activities in the process of learning are more emphasized than individual ones.

Table 4: frequencyander cent age of AWho witho

Who with Frequency %
Learner to class 3500 38.88
Learner individually simultaneously 1375 15.27
Learner in pairs/groups 4125 45.83
Total 9000 100

Input to the Learners

As shown in Table 5, theapihnpwt Ima&kye kpe citrurtelse fidd msof afigons, and
words/ phraseso; and fsound/ musico. I'n the Top Notch sedies, wroi
words/phrases are the next main source of imgich is 28.00%. Sound/music with 15.10%, and finally graphic with 16.10% covers the

whole portion of input to the learners. The results clearly showed that writing is utilized as a major source of inmersp feat is, the

series have concentrated writing as an input. In contrast, oral words/phrases are fewer. The next sources of input in tasks belong to

graphic which has a satisfactory amount of input.

Table 5: frequency and percentage for Alnput to L
Input to learners Frequency %
Graphic 1444 16.10
Oral word/phrases 2520 28.00
Written word/phrases 3672 40.80
Sound/music 1359 15.10
Total 9000 100

Expected Output from Learners

The expected output from learners in tasks can be either written or oral, with either the form of ywbrdserlength or the form of
extended | ength. In Littlejohndéds (1998) framewor k, dfreguercy r se whi ¢
and percentage of the expected output from learners for oral words/phrases are 277@780d&pectively, and written word/phrases

have the proportion of 31.23%with the frequency of 2810 (see Table 6). As a result, there is a balance between wrateorarsl ar

expected output from learners in tasks of the series and the attentioaigdvagyelly to both the oral and written form.
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Table 6: frequency and percentage for fAExpected Outp
Expected output frorfearners Frequency %
Oral word/phrases 2770 30.77
Oral extended discourse 1791 19.90
Written word/phrases 2810 3123
Written extended discourse 1539 17.10
Total 9000 100

Source

The Top Notch series provide a great amount of materials and contents for lessons itself (70.10%). The next sourcésref matieers

with 21.00% and learners with 8.90%. The notidegoint here is that the textbook provides more shares of tasks and activities. It seems

the series demand teachers to be abided by their teachersd book ar

Table 7: frequency and percentage for fASourcebo
Source Frequency %
Materials 6309 70.10
Teacher 1890 21.00
Learner 801 8.90
Total 9000 100%

Results of Design

The second section in Littlejohnés (1998) fr amewor ¢opsidddeticnpbfgn, r el at
areas such as the explicitirposes of the materials and how the tasks, language, and content in the materials are selected and sequenced. The
results of the study of Design can assist teachers to know to what extent materials developers have been successfy imechiev

intenckd goals. The results depicted that the series obtained up to 80.00% of the optimum score (120 out of 150) for aimves@ajec

(see Figure 1). The next part regarding the selection of the tasks in the series acquired the average of 74.75f% tiegacdience of

tasks in the books received 77.00%. Also, the form, source, and nature of the contents in the series obtained 81.76% tehiehrather

high. Types of teaching and learning activities obtained 63.33%. The participation receiv@¥.4b® classroom roles of teachers and

learners, and the learner roles in learning obtained 55.33% and 67.00% respectively. Finally, the role of materialscaseewad!

68.66% of the total.

100
0 JrL'Iﬁlﬂ-LﬂL'LﬁL'LﬂLJﬁLJﬁLJﬂﬁL'LﬁL'LﬁLLﬂ

1 3 5 7 9 11 13 15 17 19 21 23 25 27 29

Figure 1:Design
Discussion
After analyzing the data, the results demonstrated that that regardirtgkarh2 learners are more likely to respond than to initiate. Also,
the textbook encourages L2 learners to use language and requires them to express themselves rather tistenieeinthes indicates that
the Top Notch series care for | earners6d6 participation in the cl as:

Moreover, meaning is more significant than form in the Top Notch series. This can be judged that the series enhancestmmpirehen
learners.Because one of the objectives of the book is to develop a communicative competence which is achieved by enhancing
comprehension of the language, and comprehending the language needs giving attention to meaning. So, the resultsasasnkesggen

of success for this textbook. Regarding the mental operation, it was revealed that a variety of mental operations existitim tasks

highest portion of 18.00% for apply language rule and the least one focusing on repeat with expansion (2.00%).

Regardingthe type of interaction, it was revealed that tasks in the Top Notch series mostly require learners to act in pairssand group
(45.83%), thus, group activities in the process of learning are more emphasized than individual ones (only 15.27%).a8w® Staded

that written words and phrases are dominant forms of input (40.80%) while sound or music is almost 16.10%. This meamsitiveg th

utilized as a major source of input to learners. In other words, the series have more emphasis orsveritingpat. In contrast, oral
words/phrases are less. The next sources of input in tasks belong to graphic which has a satisfactory amount of input (16.10%

In case of expected output from learners, it was proved that there is a balance betweenndritteth f@rms of expected output from
learners in tasks and attention was paid equally to both the oral and written form (31.23% and 30.77%, respectiveliin,lit adc
shown that the main source for the tasks in the Top Notch series is the keittietfo(70.10%) and learners provide the least amount of
materials (8.90%). The noticeable point here is the fact that the textbook provides more shares of tasks and activities.

Regarding the nature of tasks, fact is more frequent than others, at@i#4®ersonal information and personal opinion are almost equal
(18.30 % and 19.40%, respectively). And, fiction has the least frequency (2.30%). This could be interpreted as a sinintivariext.

In fact, the Top Notch series expose studengitbentic contexts using their own information. The aforementioned points are all pedagogic
values of the Top Notch series based on the TAS.

CONCLUSION

The authors claimed that the Top Notch series prepare students to interact successfully and y.oéidernting to the results of TAS and
Design Evaluation, it can be concluded that the Top Notch series are almost successful in fulfilling the claimed olijtmiee®r, as
Design Evaluation results showed, the evaluators believe that the courds Bpptopriate and successful in with regard to design.
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As to answer the second question fAWhat features t heseri@slappaNotch se
corpusinformed course backed by the extensive database of thenasn@orpus Network, and it uses both the Longman Spoken Corpus

and the Learnersd Corpus of Commo alsobasel omuse of eEbroaderr nsore inforimal cofpospf Not ¢ h
spoken and written language including authentic interviesed,conversations, and authentic texts to ensure that conversation strategies are

well understood and applied. In addition, the title and topic of the units found in the Top Notch series are tangiblelgntbmiostance

names and occupations, diieas and transportation. The context of the course book is not suitable for any English for specific purposes,

but suits a general course on English. The themes and topics of the units throughout the book clearly indicat&hiribdast.was also

desimed to raise |l earner figrammar awar ecoreestmarereatlilence, L2 | earners ar

The material in the course book is all core rather than supplementary. Moreover, in the Top Notch series, there istealalgrddest

for the whole book at the end of the book, which is very convenient because of alphabetically ordered presentation. In adgisoa, th
section named fiVocabulary Boostero which presents aactsetiesisnal voca
convenient.

There are also lively, colorful, and authentic photographs and pictures in the Top Notch series. Moreover, the selieetvérgmssy

paper and was not culturally biased in anyway. A variety of information from diffenémres and nationalities were used in the series. In
the course book, there is some review sections, assessing the previous aspects worked on in the preceding sectiooba3$issypent

is not a test per se but it is more like a class activity.itSman be useful for the learners to see what they have accomplished and what
problems they still have.

Usually in other English course books, the material presented in different sections of a unit varies from one unit tosielesxers

d o n &vé anlidea of the amount of material presented under each heading before going through the unit, but in the Top Nagch series
mentioned earlier, each unit is made up gfage lessons. On everyp2ge lesson, there are conversation and vocabulary seciionto

some extent the organization of the material is predictable. As a whole, the Top Notch series seem to be systematirthrasaiterial

in an easy to difficult order.

Another advantage of the series under investigation is that, as tigéimaf TAS evaluation revealed, they introduce tasks that mainly

demand learners to participate in pairs and groups activities (45.83%). As it is known today, working in pairs and (gauperdelearn

from each other. Furthermore, working in groupsdrtuces | earner 6és anxi ety which is one major
responsible for doing the task and answering individually.

Finally, the tasks of the series can be considered productive with regard to promotion of communicative competere promoting in
that they give learners the opportunity to personalize the newly learnt pieces of language through production. Thadeities, focus
mainly on pair works and meaning. They also encourage students to use the language ampariargly they more often require them to
express themselves than to be a listener.

However, with regard to the checklists, the series sadfther from o
drawbacks is the lack of actiies or discussions that present new words or vocabuldtiese is a need to improve textbooks in terms of
providing moreactivities or discussions in order to present new words. The second shortcoming, as the results of TAS evaluation showed, is
that writing is utilized as a major source of input to learners. In other words, the series have more emphasis on writingtagnan inpu
contrast, oral words and phrases are fewer. It is believed that there should be a balance between written and orairfoutn Blseathird

drawback of the series is that they do not use learners or even the teachers as a source for its content. Suprasergegtiatéelfor

both the expected output and input of the learners. More importantly, in most cases thes¢haréearners who initiate the tasks but the
teachers. Moreover, the majority of tasks in the Top Notch series require learners to respond, and a much smallerggojrertivem to

initiate using the language. This is not desirable if we want te laavactive clas#ccording to the irdepth examination of the Top Notch

series, the researchers concluded that the series met most of the criteria. In general, they are considered to bextennagerogriof
education despite shortcomings and neggpioints, mainly because the turning points have triumph over the demerits.

As stated earlier, although questionnaires and checklists used in the study have undeniable advantages, namely tfer Ekglailist

nature of a set of materials, Task Arsaé Sheet, and Design Questionnaire, it cannot provide as rich as investigation of the other factors of

a textbook. There are different kinds of frameworks for textbook evaluation and each of these frameworks examinesdhexteteke

based on a nuneb of theories and assumptions. Thus, the results may have been different if it had used other frameworks as data elicitation
method. There is also a limitation in the fact that the number of participants in the research, namely L2 teachers,isuasy8@dldenial

that studies with larger numbers of participants will produce more reliable results. There is also a limitation inhecfaltdting data do

not have time constraints and participants can change their answers. As a result the amgwifsrftom what participants really think.

As mentioned earlier, the participants of the present study were L2 teachers. A major limitation would go to selectiagvitatiesame

years of teaching experiences. L2 teachers with different expeneag have different ideas about a specific course book so they evaluate

it differently.
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ABSTRACT

Reading comprehension is central to language and reading is often referred to as the most important of the four ldadaoagaglih

as a Foreign Language (EFL) learners. One of thelgmrss, however, that EFL learners complain about is how they can summarize the text
and comprehend the text immediately. In this regard summarizing strategies through exparesipar(dimg) is an approach which helps
learners. Therefore, this study isattempt to study the effects of systeroitented summarization strategies on the reading comprehension
of advanced Iranian EFL learners. To do so, out of a pool of 100 learners, 68 adesatEdrL learners were randomly selected based on
the results btained from the Preliminary English Test (PET). They were divided into two groups, one experimentahgBdy@iid one
control group 1§=34). In order to get assurance as to the homogeneity of the learners they westepreThe same test was repeated
posttest after 9 weeks. The experimental group was taught three expansietig'ssals (such as elaborating, extending, and enhancement)
while the control group did not receive any strategies. The results based drtettieindicated that teachingystemieoriented
summarization strategies had no effect on the reading comprehension of adeaatédnian EFL learners. Moreover, it was found that
systemieoriented summarization strategy instruction made no statistically significant differemeadimg comprehension of male and
female EFL learners.

KEYWORDS: Reading comprehension, Learning strategies, Cognitive Reading Strategiessolfdtive Strategies, Summarization,
Expansion, SFL(Systemic Functional Linguistics), Clause Complex, Tactic

INTRODUCTION

The English language is an international language and people in different areas of expertise need to be proficienguageisHar this
reasonlearning four skills of it is necessary; but reading is a highly valued skill by teactielsaaners because it helps learners to read for
different purposes, particularly for academic purposes. People all over the worldimgiish speaking countries use English as a foreign
language. Learning to read in English is a great challengeFbotearners, especially when it is for academic purposes. Students' academic
success depends on webveloped reading comprehension ability. People inEraglish countries, have English only in the classroom, for
this reason learners need to have bothddanguage proficiency and strong cognitive skills in strategic thinking and learning.Reading is not
only understanding of printed words, but also it is the kind of process in which learners need to comprehend its insplledddeag to

read is not ply learning to recognize words; it is also learning to make sense of texts" (Tierney, 2005; p. 51). Reading comprehension is
thinking process. Comprehension takes the readers to a new level of active understanding and insight. Comprehensitenmcagases
knowledge.

According to Chamot (1987, P.P:8%), "learning strategies are techniques, approaches, or deliberate action that students take in order to
facilitate the learning". Teaching strategies can help students comprehend text more effiRadindgar, Brown, & Trathen, 1996, Brown,
Pressley, Van Meter & Schuder, 1996). Readers must use different types of comprehension strategies in order to beepdsisient
Pressley (2002) asserted that good readers know how to use specific strmtegiesast, poor readers are weak at making

inference. Reading comprehension consists of metacognitive and cognitive strategies. One important type of these stuateggeing
a text (Armbruster, Anderson, & Ostertage, 1987). According to (Asster, Anderson & Ostertage, 1987, Doctrow, Wittrock & Marks,
1978; Wittrock & Alesandirini, 1990) including students to write summaries of text have been shown to improve readingnsiopreh

Statement of the problem

Reading is often known as the masportant of the four language skills for EFL learners. As it enables students to obtain presentation to
the target language and receive valuable linguistic input to build up language proficiency. It is a fluent and eneesstiepiatinvolves

the reder and reading material in making meaning (Anderson, 1988).

Reading comprehension is a complex skill, it which students are asked to find main idea and details and make a disteetidhebtvo.

On the other hand, learning strategies play a decisile in second or foreign language learning. Learning strategies also help learners to
gather new information and then assimilate this information into their available knowledge. According to some studiesldiwben
strategies are taught expllgitthis knowledge helps ESL/EFL students become more strategic in reading process (Anderson, 1999; Block,
1992; Brown et al., 1994; Carrell, 2001; Casanave, 1988&iaHi; 1997; Krapels, 1990; MCGee & Richgels, 1990; Paris et al.,Colomb,
1993).

Summariing is conceived of as a challenge for learners, especially for those in EFL and ESL setting, because they do not kmow what t
include and what to leave out in their summaries (Friend, 2002).In investigating the previous studies in using sumstagiegiesnthere

is nothing on the qualities of summary which students stray from main subject of the text and wrote disconnected suthntiheies wi
Although, students must use their own sentences, but digression from the theme and main ideas of tio¢ #exbiigect way. Although,

writing short summaries is the rule, but heart of the matter should be offered. All of this indicates that teaching synstrategies is
inadequate. Readers at first must have a better reading comprehension in treumsearfzing strategies.

According to some studies that have been observed, most EFL teachers tried to improve students' reading comprehengidiesMany s

(e.g., Ahmadi, 2001; Poorahmai, 2009; Bih&2002; Khalaji & Vafaeeseresht, 2012; Ghabel, 2004; Kazemi & Khalili, 2012) have aimed at
finding solutions to deal with students' weaknesses in  accomplishing reading  comprehension
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assignments. Some of the proposed solutions are focusing on cognitiseetatognitive strategies or using translation as a supplementary
reading technique. But few studies have been conducted to investigate the effect of systeteid summarization (e.g., Hallidays'1985
clause complex and expansion) strategies, on rgadimprehension of female and male EFL students in Iran. This reason motivated the
present study. Today EFL/ESL reading instruction is shifted from teaching texts to teaching readers (Hass & Flower, at88). Re
strategies and skills are now taught lemsnfor understanding such elements as textual features, rhetorical elements, content and cultural
background. One of these strategies is summarization. Summarization is an effective reading strategy that can help stakierds t
summary of important pposition from text and summarization help students to comprehend knowledge, transferring ittesniong
memory because it leads students to reading to understand, to recognize important ideas and to express the informgtibeibypwsi

words (Senemglu, 2001: 569).

Some teachers still use traditional approaches to teach reading comprehension. This study investigated the effect systemciging
oriented summarization strategies on the reading comprehension of advanced Iranian EFL learnérm 3imple terms, it finds out

whether the systemiariented summarization strategies can help to solve the problem of EFL readers in reading and enhance their reading
comprehension ability. This study attempted to search for ways to effectively enhade@streading comprehension. English teachers do

not know how to use reading strategies effectively. So, this study attempted to introduce more effective strategiesameEsL le
(especially Iranian EFL learners) through Hallidays'(1985) clause conipdpansion. Finally, this study investigated how systemic
oriented summarization strategies can be useful for students' comprehension of text.

REVIEW OF LITERATURE

Most of the research which has been done on teaching summarization is based on théth®tsttacomprehension developed by Brown
and Day (1983), and another model developed by Kintsch and Van Dijk (1978). Three kinds of operations which take plabe during
reading process are taken into account by these models including:

1) The elements of meaning are integrated into a coherent whole;
2) The whole meaning of the text is compressed into its main ideas;
3) The gist is used to modify those elements which have previously been constructed and to liestecartiedse yet to be constructed.

Regarding Kintsch and Van Dijk's (1978) models of text comprehension a lot of researchers based teaching summarizatlmalbile a a
model (e.g., Brown & Day, 1983; Hare & Borchardt, 1984). According to this magestiidents are taught "How and Why" to summarize

and to understand that the component skills are essential comprehension operations (Brown, 1978; Brown, Day & Jones, 1983). A
mentioned, knovhow of teaching summarization strategy, there are at leashajar approaches:

First, rulegoverned approaches which rely heavily on Kintsch and Van Dijk's (1978) theoretical model of text comprehension emphasizing
macrostructure propositions and Brown and Day's (1983) twaetacrorules for producing summaries emphasizing, especially written
summaries. These rules consisted of six rules including:

1. Delete unnecessary information;

2. Delete redundant information;

3. Compose a word to replace a list of items;

4. Compose aord to replace the individual parts of an action;
5. Select a topic sentence;

6. Invent a topic sentence if one is not available.

Wittrock and his colleagues suggested that, the process of generating summaries help readers build relation amoogntainegpis a

text as well as link these concepts to prior knowledge. There are considerable research evidence regarding the validijfitgnoff r
summaries as a measure of reading comprehension (Head, Readence, & Buss 1969, Taylor, 1984)ydarsedbetimportance of the
reading comprehension strategies has been understood better; therefore, work on the summarizing strategy trainin§aonoesafsge:m

are as follows: With his study which includes the summarizing strategies Hamman (&868jched the effect of the strategy training on
students' achievement.Palinscar and Brown's (1984) reciprocal teaching method was used in these strate@herathielgstudy done by
SusarKirmizi (2006) used cooperative learning method based on dligI® Intellect Theory in the training for summarizing strategy.
Comprehension Strategies: These are strategies that occur before, while and after reading. Comprehension failure niahédameen a
phase of reading. Good readers of all ages engagmatious, active comprehension strategies before, during and after reading (Pressley &
Whartoni MC Donald, 1997). At college, reading activities are made to comprehend the academic materials and to learn how learners can
read conceptually. Unlike tra@ihal material, reading comprehension strategies help learners to be an effective reader. Reading
comprehension strategies can help readers remember the points, distinguish the necessary and unnecessary infornbationhéhméia

idea and comment dhe subject matter. Good readers use lots of strategies before and after reading (Dogan, 2002). Haller (2890, P. 21
modeled a number of scheohsed posteading activities, which enhance learning comprehension through the use of matching exercises,
cut-up sentence, and comprehension questions. To achieve comprehension in reading, an effective reader should be abldlyo successf
implement such practices as relating the text with his/her own background knowledge, summarizing information, drawsignspracid

posing questions at the text (McNamara, 2007; Block, Rodgers & Johnson, 2006; Keer &Verhaeghe, 2005; Allen, 2003). éacigerage t

help the reader to be an effective and proficient reader through possible procedures pre, while andeaftiéngrectivity.

Before Reading

Before reading a text some readers use different types of strategies. For instance, they overview the text, make plarrdadibastext

and often readers clarify their purpose and some of them before reading camsitidrey know about a topic and about the structure of a

text. Before reading activities are called as enabling activities, because these activities provide a reader with reslegsanydb
knowledge to organize activity and help reader to comprelmentéxt (Ringler &Weber).This kind of activity motivates students to want to
read. Activities that are mentioned are as "devices for building the gap between the text's content and the readet'sSwhersatelars

believed that preeading activitiesre called as planning activities. In planning activities, readers use it before reading, they activate their
own background knowledge to get prepared for reading, It can be an example of planning strategies (Almasi, 2003; srael, 2007

Also previewing atitle, picture illustration, heading or subheading can help readers grasp the overview of the text. Readers may also
preview the general information in the text and its structure (Almasi, 2003; Paris, Wasik, & Turner, 1991).
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While and Post Reading Alstities

Students must be aware of what is their level of comprehension. Many students read but they are not aware of whatgsahdppewyi

do not comprehend the text. When expert readers, read a complex text, they use controlled strategie2(®@@sdhegficient readers for
example while and after reading, ask questions of the text and relate information in the text to their previous undefstaadipic; and
re-read, summarize, and make notes, to monitor their comprehension and chrifynitferstanding. Research has shown that students'
comprehension of complex texts can be improved by teaching them a number of strategies to use while they are readitigepichiafie

the reading text (Pressley & Whartddc Donald, 1997; Schudet993). List of prompts intended to facilitate student strategic thinking
during and after reading:

1. Attending to text structure (e.g. How is the text organized?)

2. Summarizing the text

3. Checking understanding (e.g. readers ask themselves Can t afmwevhat, When and Where and Why questions about the text?).
4. Using fixup strategies (e.g. monitoring comprehension, seeking clarification).

As mentioned before, there are some strategies that readers use during and after reading. They ardvioait@thgsstrategies (those
occur during reading), and another one that readers use it when they finish their reading activity is called as Evategiag. st
Monitoring strategies take place during reading and some examples of them are as fal&yw208/7; Pressley, 2002):

1- Comprehension of vocabulary,

2- Self-questioning

3-Summarizing and,

4-Inferring the main idea of each paragraph

Evaluating strategies are strategies in which readers use them after reading process. For examplengfteterqdi learner may think
about how to use what they have read to other situation. They may identify with the author, a narrative or main chéractehare a
better perspective of the situation in the book than they did at first.

A. What isSummarization?

To achieve reading comprehension, an effective reader should be able to successfully use such practices: Summarizang dréoumat
conclusions, posing questions, etc. Summary writing is an activity which contains both reading iagd Suihmarizing is a strategy to

help to understand what is being read and is an activity that requires students to comprehend, analyze and syntheszmitapsrtant

skill for readers of all levels, even those in college and beyond. A sumhagfdre, is a shorten version of an original text, stating the
main ideas. Garner (1982), defined efficient summarizers as a person who can "integrate important pieces of infornizimvedhat,

the summaries in this study became like new textthi® reader i.e. their mental representations of the original texts. Then he conclude that
effective summarizers probably "streamline" the information they have read so successfully and comprehend them, thaamhe summ
product becomes the text which tered and retrieved. One of the most important priorities for summarizing is comprehensive reading of
the text. To learn summarizing, students must take these steps:1) Setting main and second ideas of each paragraptxt@hBettiag

the most impdant paragraph within the text.3) For writing a good summary, in general, discovering and setting of the main ides.of the te
4) Referring the concepts and the ideas of the text, and paraphrasing, that is, using his/her own words (Wormeli,id@MijoBastis,

2001). Summarizing is semantic processing in which it occurs during reading process and it also is cognition processffdttivea
learning strategy that can help students to construct and retain a succinct summary of importanopsojposittext. So, summarization as
comprehension strategies is important to teach. Summarization is an intervention for teachers and has been demormiateceting
comprehension (Anderson & Armbruster, 1984; Pearson & Fielding, 1991; Rindghht&Erickson, 1986).

B. What isSystemid-unctional linguistics (SFL)

The last five decades have been marked by an interest in functional approaches to language, such as Systemic Furstizsnébihyu
Functional Discourse Grammar, Role and Refee Grammar, Emergent Grammar and Word Grammar, etc. It involves the notion that
language consists of a set of systems which offers the writer/speaker choices in expressing meaning. The view of lanmg$ygeemic
Functional Linguistics is both ricaind complex. It is a modeling of language that sees discourse-astexitext. It is concerned with how
people use language and how language is structured for use. Systemic Functional Linguistics views meaning as sociaipaetnimg i
linguistic forms. Systemic Functional Linguistics is that a meammaking system. Systemic Functional Linguistics, established by M.A.K.
Halliday, is the most influential. As a functional theory of language rather than just a theory of grammar, SFL seefplitabe and
‘appliable' describing, explaining, and evaluating why and how people communicate with each other by use of langudgiayc& Hal
Mathiessen, 2004). Systemic functional theorizing is all about exploring the function of language as enablingchorakesneaning in

the world. To that end, it models language as a rdirtiensional phenomenon, as language in context (Halliday, 1978; Mathiessen, 2007).
Second, it develops comprehensive description of language that brings out the uniqueness afr panigidge as meaningaking
resources.

A clause complex is a constituent of grammar. When a number of clauses are linked together grammatically we will use the term clause
complex. It is serial structure, where the same element is repeated agagaendy iteration. Clause complex, when one or more clause s
linked by tactic and logiceemantic relations. Clause complexes are formed either by combining two Independent clause through linking
words known as Coordinators, or by combining an Independinise with Dependent one through the binding words known as
Subordinators.

What is Expansion?

the secondary clause expands the primary clause. Expansion is subdivided into elaboration, extension, and enhancetieait. Theore
framework of this study is &lliday's (1985a) description of clause complex relation. SFL is an approach to linguistics developed by
Halliday. He sees language in a social context. The theory behind this approach is functional rather than formatdhaidisrstlanguage

as a esource used for communication and not as a set of rules. Language based on the SFL, consists efelisanticsand lexico
grammar levels. Discoursemantics describes language from discoursal and semantic perspectives. From discoursal point of view,
cohesion and coherence are of focal attention at the text level; and from semantic point of views three layers of nfeasiitgational,
interpersonal and textual(are as internal organization of a clause) are investigated at the clause leveh Azddatliday and Hassan
(1976), the interpretation of some parts of a text depends on the understanding of some other parts of mentionedteailether hody

of the text or out of the text in the surrounding environment. There is "scale of nathi¢' grammar of every language, but for English it is
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as clause, phrase/group, word and morpheme. Units of every rank form complexes. External organization of a clausefoqresisisrof
and Projection. Above the clause named as clause complex. Taénoaystemic dimensions when interpreting clause complexity:

1. Interdependency (or tactic) systefarataxis, Hypotaxis
2. Logicesemantic systentExpansionElaboration, Extension, Enhancement

Clause complexes or above the clause: The notion afiselaomplex” enables us to account in full for the functional organization of
sentences. A sentence will be defined, in fact as a clause complex. The clause complex will be the only grammatic&l weitsivaic
recognize above the clause. Hence, thelieo@ no need to bring in the term 'sentence' as a distinct grammatical category. It simply can be
refer to the orthographic unit that is contained between full stops. This will be avoiding ambiguity: A sentence isuargooistitriting

while, A clausecomplex is a constituent of grammar. When a number of clauses are linked together grammatically we will use the term
clause complex. Clause complexes are formed either by combining two independent clauses through the linking words known as
Coordinators, bby combining an independent clause with dependent one through the binding words known as Subordinators.

Example of clause complex:
/Il Rita enters, // close the door, // goes to the desk, // and dumps her bag on it. /// (1, 2)
What is Paratactic?
in pamataxis, elements are equal status. Each element could stand as a functioning whole. The relation can be logically (in general
symmetrical (salt and pepper, pepper and salt) or transitive (salt and pepper, pepper and mustard, salt and mustéd)riraceescwill
be represent by a numerical notation 1, 2, 3 with nesting indicated in the usual way.
11[223]32means 1(12)23(12)
What is Hypotactic?

Hypotactic relationships are elements of unequal status. The dominant element (primaryjhs fitependent (secondary) of course is not.
The relations are in general logically reymmetrical (I breathe when | sleep is in contrast with | sleep when | breathe)-wansitive (|
fret when | have to drive slowly + | have to drive slowly whenbigen raining is in contrast with | fret when it's been raining).

Example of hypotactic relation: _
When she graduated from high school, she undertook a trip through the coumpinyt (ldyx i s U=5b) .

As mentioned above, there are two systemic dimensions when interpreting clause complexity. One is the system of intgrdependen
'tactic' system, Parataxis and Hyjaxis, which is general to all complexagord, group, phrase and clausliike. The other is thelogieo
semantic system of expansion and projection, which is specific to clause combining. Parataxis aadislilfustrated:

2 and then (she) undertook a trip through the Country (Parataxis).

b When she gradwlated from high scho
U she undertook a trip through the country (Hypo taxis).

A. Elaboration

One clause expands another by elaborating on it, restating it in other words, specifying it in greater details, commeatnpiifging it.

In elaborating, nothing new is addexdthe message in the primary clause. In every clause complex, the secondary clause has an elaborating,
extending or enhancing relation to the primary clause (Halliday, Mathiessen, 2004). Example of clause connectorseaf plaiataatic

clauses: (Ad, in other words, that is to say, for instance, i.e.,for example, to be precise, in particular, in fact, actually, tinelest)l, a
Example of clause connectors of elaborated hypotactic clawgeish, When, Where

B. Extension

One clause expands anatlg extending beyond it, adding some new element, giving an exception to it, or offering an alternative. Example
of clause connectors of extended, paratactic clausesNo(8buhée)
only,exept, (Eitheré) or (el se)

/l13im entered the class and took a seat next to me. /// (1 +2)
Example of clause connectors of extended, hypotactic claieseas, while, except that, as well as, without, instead of
/l/Whereas the director gave no votes, leipudy said ayd. / /

C. Enhancement

One clause expands another by embellishing around it, qualifying it with some circumstantial feature of time, placecoadié®mr
Examples of clause connectors of enhanced, paratactic clélises; so, for, bytyet, however, still, meanwhile, at that time, in that way,
therefore, nevertheless). Examples of clause connectors of enhanced,
hypotactic clausegAs, in case, while, before, since, after, provided that, because of).
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Table 1: Logicesemantic relationship in a clause complex along with notations (Pandian&Assadi, 2010)
Logico-semantic relationsp Paratactic Hypotactic

E Elaboration Apposition Non-defining relative clause

X Q)] (1=2 (=P

[=]

A

N Extension Coordination While, whereas clause

IS +) (1 +2) Apart from/as well as/except for ndimite clause

S (e + )

N

Enhancement Otherwise/and Subordination
(%) then/for/thus/so/but (ex B)
clause
(1% 2)

De-expansion

A clause complex is formed by combining two or more clauses. The clause complex are formed either two independentatkaisg (Par
or by combining one kdependent clause with a dependent clause (Hypotactic).

Examples of clause complex:

/Il Rita enters, // close the door, // goes to the desk, // and dumps her bag on it. ///

In Hallidayian expansion there are three -tyffies such as &borating, extension and enhancement. In elaborating one clause expands
another by elaborating on it, restating in other words, or commenting it. In this type of expansion nothing new is leladeestage in the
primary clause. For example:/// she is@m; she is envious of everything.///

According to this example the secondary clause is restating the primary clause in other words.so, the readers musandtiggteoonly
primary clause and dexpand it, because nothing new is added to the messahe primary clause. Finally, the above example can-be de
expanding in this way: //She is green.//

The second kind of the Hallidayian expansion is extension. In this type, one clause expands another by extending Hdiranddtme

new element, ging an exception to it, offering an alternative. In extending, the secondary clause adds further information to the primary
clause. According to below example the secondary clause adds further information about the primary clause

/lIMy favorite season ispring, but my mother hates it//.

The above example can be-elgpanding in this way: //My favorite season is spring//.

Enhancement is another type of Hallidayian expansion. In this type one clause expands another by embellishing ardiyimbiit euithl

some circumstantial features of time, place, cause and condition. Here, the secondary clause provides background fofotheation
message in the primary clause. See below example:

/l/We didn't have the rehearsal on Monday because it was a puliiayd.

In this example the secondary clause give reason for the message in the primary clause and iteograhdidg in this way:
//We didn't have the rehearsal on Monday//.-€3pand)

RESEARCH QUESTIONS

The questions that can be addressetimstudy are:

1- To what extent does teaching systemiented summarization strategies affect reading comprehension of advanced Iranian EFL
learners?

2- Is there any difference between the effect of teaching systameitted summarization strategias the reading comprehension of male

and female advanced Iranian EFL learners?

Hi:The teaching of systemiariented summarization strategies has an effect on the reading comprehension of advanced Iranian EFL
Learners.

H,: The teaching of systemirientedsummarization strategies has a differential effect on male and female advanced Iranian EFL Learners.

METHODOLOGY

Research Design

In this study the learners were selected and they were divided into experimental and control groups. Ftest amorgdstest were
administered to them. Only the experimental group received treatment and control group did not receive any treatmeatpiiheipdea

of quasiexperimental study. therefore, this study is type of gamgerimental research design. Theependent variable in this study is the
systemieoriented summarization strategies and the dependent variable risatfiag performance of the experimental and the control
groups. And in this study the gender is moderate variable.

Participants

The parttipants in this study were 68 male and female EFL learners (their L1 was Turkish). Their age range was b&8veEmeg3vere

at advanced level. The study was conducted at Payame Noor University in MeshkinShahr, Iran. Sixty eight learners wem®ulosen
administration of PET test (Preliminary English Test). Learners whose score were 1 SD (SD=7.9) above and below of tlogemean sc
(M=33.83) were selected. All learners participated in this were advanced level and only the advanced level leamscerehoere one
standard deviation above and below of the mean score were selected as participants of the present study. In ordeanceyesdssthe
homogeneity of the learners they were-f@gted on their level of proficiency in reading conya@msion. Then, these 68 male and female
English learners were divided into two groups experimental and control groups. The aim of this study is to train stedenttrategies
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and to read academic text more effectively.

Instruments
Proficiency LeveTest (PET),PET (Preliminary English Test) was used in order to determine the proficiency level of participants' in
reading, writing, speaking and listening. To select the participants, all 100 students took part in PET English Language Test

Reading @mprehension Test from TOEFL Test (f@st and postest),this test was selected from "TOEFL Actual Tests" administered by
ETS 7fultlength test. The tesetest reliability estimated for these tests indicated that the all instruments were (elible 0. 7 5) .

Treatment (Lesson Plan
Different research materials were used for the purpose of this study:

Hallidays' (1985a) clause complex techniques were selected materials for this study. These material (Sample of Lesson Plan fo
Experimental Group, ®eAppendix A), were chosen from "The ABC's of Functional Grammar (Pandian, &Assadi, 2010), Chapter 5, The
Clause Complex.

Another material of this study was selected from "ENGLISH REXT", system and structure by J.R. Martin, University of Sydney. J
Benjamins Publishing Company Philadelphia/Amesterdam 1992 (See Appendix A). Chapter 4, Conjunction and Continuity the logic of
English text.

Some materials of the present study used for the lesson plans were selected from "An Introduction to Functional Bravhau.
Halliday and Christian M.l.M. Matthiessen (2004), Chapter7; above the Clause: the clause complex (See Appendix A).

Another material was taken from Functional Grammar in the ESL Classroom by Rondey H. Jones and Graham Lock (2011), Chapter 6
Elaborating (See Appendix A).

During this study, the participants in Experimental group received Hallidays'(1985) clause complex expansion in ordeth dear
expansion' rules and summarize text. On the other hand, the participants in control grmipetidive any techniques. This technique was
introduced to the experimental group then, they received some examples ablaltodation, dextension and denhancement. In order
to, use these techniques for summarizing the given reading passage.

De-expansion:
A clause complex is formed by combining two or more clauses. The clause complex are formed either two independentatiuimg (Par
or by combining one hdependent clause with a dependent clause (Hypotactic).

Examples of clause complex:
/Il Rita enters, // close the door, // goes to the desk, // and dumps her bag on it. ///

In Hallidayian expansion there are three -tyiies such as elaborating, extension and enhancement. In elaborating one clause expands
another by elaborating on it, rest@f in other words, or commenting it. In this type of expansion nothing new is added to the message in the
primary clause. For example: /// she is green; she is envious of everything.///

According to this example the secondary clause is restating tharprafause in other words. So, the readers must notice to it and write
only primary clause and eexpand it, because nothing new is added to the message in the primary clause. Finally, the above example can be
de-elaborating in this way: //She is green.//

The second kind of the Hallidayian expansion is extension. In this type, one clause expands another by extending Hdiranddme
new element, giving an exception to it, offering an alternative. In extending, the secondary clause adds furtaépimforthe primary
clause. According to below example the secondary clause adds further information about the primary clause

/lIMy favorite season is spring, but my mother hates it. ///

The above example can be-elganding (dextension) in this way/My favorite season is spring.//

Note: notation for clause complex is (///) while a clause notation is (/).

Enhancement is another type of Hallidayian (1985a) expansion. In this type one clause expands another by embellishihg around
qualifying it with some circumstantial features of time, place, cause and condition. Here, the secondary clause provides background
information for the message in the primary clause. See below example:

/l/We didn't have the rehearsal on Monday because it was a publiaynlid

In this example the secondary clause give reason for the message in the primary clause and itegrabdidg in this way:
/l/We didn't have the rehearsal on Monday///.-@d&ancement)

Procedure

One hundred male and female EFL learners welected as participants in this studyand the entire study took 10 weeks. Male (N=50) and
female (N=50) EFL learners at four classes at Payame Noor University in MeshkinShahr, Iran participated in the preSéraystuele

at advanced level and the PEAreliminary English Test) was administered to establish participants' proficiency level. The learners of all
classes were asked to complete a PET test in two hour and thirty minute. The learners whose score were 1 SD (SD=0t9%)edpowvaf an

the mearscore (M=33.83) were selected. Sixty eight English learners (males and females) were chosen. Reading comprehension test from
TOEFL test administered to the students in order to homogenize them. Then, two groups (n=68) were selected and assigned int
expgimental and control groups. The students in control group were instructed in reading comprehension through regutamahpteurcti

of Iran University. They didn't receive any systeraitented summarization strategies based instruction. They onlygivere the PET and

pretest (reading comprehension test), and a-fesst(reading comprehension test) the same as experimental groups. Their scores were
compared with learners in experimental groups in order to determine the effect of systented summrization strategies instruction on

reading comprehension. On the other hand, the experimental group received treatment. The experimental group was liosgiatsithgh
Hallidays'(1985) clause complex expansion. In the treatment session of the tbkdtlae experimental group received their treatment
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while, the control group did not receive any treatment (Table 3.1). THegirevas administered before the treatment sessions while post
test show the effect of treatment. All of the 68 EFL learnere asked to complete a pdstt after the treatment sessions. The same test
was repeated as pesist seventh weeks after thepest.

Experimental Groups Control Groups
- Pretest (Reading Comprehension) - Pretest (Reading Comprehension)
- Treatment (7 sessions), - Treatment (7 sessions).Regular Hallidays'(1985a) expansion
Instructional Plan of Iran University
- Post test (Reading Comprehension) - Posttest(Reading Comprehension)

DATA ANALYSIS

Findings Regarding Pretest Homogeneity (Descriptive & Inferential Statistics)

A number of descriptive analyses such as minimum, maximum, mean, andrdtdediation have been conducted on the data collected
from students' prgest homogeneity in control and experimental group. The descriptive statistics of the participaess'ipreontrol and
experimental group are presented in the table 2. RegatHa experimental and control groups' homogeneity, it has been found that
students' mean score in experimental group was 22.02 with the standard deviation of &ed.9ecges in control group revealed a mean
score of 22.91 with the standard deviatifrs.39

Table 2: Descriptive Statistics for Rtest Scores

Std. Std.
N Mean Deviation Error
Experimental 34 22.029 6.1668 1.0576
Control 34 22.911 6.3930 1.0963
Total 68 22.470 6.2497 .7578

According to Table 3, (F= 0.33 and Sig., 0.5Bere was no difference between the experimental and the control group in thesstpre
scores. However, both groups are homogenous.

Table 3: Test of Homogeneity of Resst Between and Within Groups (one way ANOVA)

Sum of Squares df Mean Square F Sig.
Between Groups 13.235 1 13.235 .335 .564
Within Groups 2603.706 66 39.450
Total 2616.941 67

Table 4 presented the descriptive statistics results ferepthomogeneity of male and female EFL learners in the study. Regarding the
male and female leaers' homogeneity, it has been found that students' mean score for the male learners was 22.38 with the standard
deviation of 6.90 and students' mean score for the female learners was 22.55 with the standard deviation of 5.62

Table 4: Descriptive Statiss for Pretest Scores

Std. Std.
N Mean Deviation Error
Male 34 22.382 6.9063 1.1844
Female 34 22.558 5.6202 .96387
Total 68 22.470 75789 .75789

According to Table 5, (Sig. =.998here was no difference between male and female learners(agpéal and control group) in their pre
test scores. So, both groups are homogenous.

Table 5: Test of Homogeneity of Pest Between and Within Groups (One Way ANOVA)

Sum of Squares df Mean Square F Sig.
Between Groups .529 1 .529 .013 .908
Within Graups 2616.412 66 39.643
Total 2616.941 67

Hypothesis Testing
Research Question One: Does teaching systeneated summarization strategies affect reading comprehension of advanced Iranian EFL
learners?

Descriptive analyses such as mean and startdasidtion have been conducted on the data collected from students' posttest in control and
experimental group. The descriptive statistics of the participants' posttest in control and experimental group areiprésehasde 6.
Regarding the effect deaching systemioriented summarization strategies in the experimental and control group, it has been found that
students' mean score in experimental group was 25.35 with the standard deviation of 5.89. Post test scores in contrehigapmean

saore of 23.38 with the standard deviation of 6.22
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Table 6: Descriptive Statistics
N Mean Std. Std.
Group Deviation Error Mean
Post mark Experimental 34 25.352 5.8923 1.0105
Control 34 23.382 6.2232 1.0672

As it is shownm Table 7, the Ralue is equal to 0.18 which is higher than 0.05, so with regard to the first hypothesis of the study, that is,
the teaching of systemiriented summarization strategies has an effect on the reading comprehension of advanced Iranian

EFL learners, an Independent sampksst was conducted and it showed that teaching systamitted summarization strategies had no
effect on the learners' reading performance. The results of this analysis are shown in Table 7.

Table 7: Independent Sgies Test for the Experimental and Control Groups
Levene's Test for

Equality Of T-test equality of Mean
Variance
F Sig. t df Sig. (2 tailed)
Post mark Equal variances assumed .893 .348 1.341 66 .185
Equal variances not assumed 1.341 65.804 .185

The Results Regarding the Second Research Hypothesis. (The teaching of sysémt@d summarization strategies has a differential
effect on the reading comprehension of male and female advancies [E¥L learners).

Research Question Two: Is there any difference between the effect of teaching systtéd summarization strategies on the reading
comprehension of male and female advanced Iranian EFL learners'?

Descriptive analyses such as mead standard deviation have been conducted on the data collected. The descriptive statistics of the male
and female participants' posttest in the control and the experimental group are presented in the table 8. Regardihgftheaefimg
systemieoriented summarization strategies on the reading comprehension of male and female advanced Iranian EFL learners in the
experimental and control group, it has been found that male students' mean score was 24.41with the standard deviatRosbtes85

scores of the female learners revealed a mean score of 24.32with the standard deviation of (5.33).

Table 8: Descriptive Statistics (Gender)

N Mean Std. Std.
Group Deviation Error Mean
Post mark male 34 24.411 6.8539 1.1754
female 34 24.323 5.3355 .91501

As it is shown in Table 9, the-¥alue is equal to 0.95 which is higher than the level of significance 0.05, so with regard to the second
alternative hypothesis of the study, that is, the teaching of systeiaited summarization strategies hasfer@ntial effect on male and

female advanced Iranian EFL learners, an analysis of an independent steaplgas conducted. The results of this analysis are shown in
Table 9.According to the results available, there is not a significant differenicenire  mal e and f emal e stésuldent s o
other words, the second alternative hypothesis of the study is not accepted. It medesehsinbt any significant difference between the
reading performance of Iranian male and female ERinéra in two groups.

Table 9: Inferential Statistics Independent Sample Test
Levene's Test for Equality Of

Variance T-test equality of Mean
F Sig. t df Sig. (2 tailed)
Post mark Equal variances assumed 4.125 .039 .059 66 .953
Equal variances not assumed .059 62.253 .953

DISCUSSION OF THE FINDINGS

In this study, at first, data from the ptest were collected from 68 Iranian EFL learners in experimental and control groups. Analysis of the
datathrough independent samplegest revealed that there was no difference between experimental and control groups. The observed p
value estimated for the first question of the study which is as follow:

Does teaching systemariented summarization strategffect reading comprehension of advanced Iranian EFL learnevstfu@observed

that (Table 4.7) Sig=.18 is more than the level of significance (p= 0.05).The research hypothesis that claimed théetisfaraathing
systemieoriented summarizatiostrategies on the reading comprehension of advanced Iranian EFL learners was not supported. The findings
of the present study proved that there is no significant difference between score of participants of experimental agtbapnffblen

results rejet the related an alternative hypothesis of the study. However, it can be said that sys&eted summarization strategies has

no effect on Iranian EFL learners reading comprehension. The results of the study revealed that learners' post tesixpedrasrital

group and control group have not had significant differences.

Although the result of this study proved that teaching systemdgnted summarization strategies have no effect on Iranian EFL learners'
Reading comprehension, but teaching egiegs have significant effect in increasing EFL learners' reading knowledge. Oxford (1990)
defined LLS (Language Learning Strategies), as conscious manipulation and movement toward a goal. All three types iofifpdrEaate

to the language learning pr@se Metacognitive strategies help students monitor and evaluate their learning after an activity is completed
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while cognitive strategies are more limited to specific learning task and involve more direct manipulation of the |ledenialits®f. It
includes using previous knowledge to help to solve new problems. Another strategy -affemtioe strategies include asking a classmate

to work together on a particular language problem. These strategies help the learners control their own learnieg ¢OMall987;
&Fedderholt, 1997). Reading comprehension has a-autténsional aspect so; mastering all of these dimensions takes time and need large
number of participants.

Summarization is in the category of cognitive strategies and it is reealitigg connection activity. Summarization is a strategy that
learners use to comprehend knowledge and recognize important ideas and express information by using their own wordsarfebr year
more recently, summarizing have been called as an importari t@zding comprehension by the National Reading Panel (2000) and a lot
of researchers (Brown et al., Duke & Pearson 2002; Graham & Harris, 2005; Pressley & Block 2002; Taylor, 1986).

Summarization is important as tool for improving comprehension (Pye2€80). Some other studies indicated that summarization have
significant impact on the reading comprehension (Armbruster, Anderson, & Ostertage, 1987; Doctrow,Wittrock & Alensa@@jini, 19
Corderoi Ponce (2000) in their study randomly selected 64rnméeliate college level learners of French as a foreign language. They
divided their participants to experimental and control groups. The result revealed that summarization training wadefleztreaders.

All above views show the importance of suminag strategies on the reading comprehension. While, the results of the present study
revealed that there is no effect of teaching systeménted summarization strategies on the reading comprehension of advanced Iranian
EFL learners.

It is worth menibning that student's prior knowledge (experimental and control group) may have effects on their production. They may have
seen the TOEFL test in other situations. The students' prior knowledge in control group regarding Hallidays' (1985) ekpaeigen
may have been taught previously in other classes. These two points should be affecting the results of this study.

As mentioned before LLS are used to refer to all strategies language learners apply in learning the target language rezadicGumma
strategies are one type of language learning strategies. Different factors affect language learning strateiyldler RE883) concludes
"attempt to translate the theory behind leainaining is far more complex owning to the different factors tharaeteto influence the
teaching and learning strategies: culture, situation, age, personal learning style. Pressley, et al. (1983), propasentshated to be able

to practice the learning strategy over a long period of time. Further research amethigill be necessary to determine the features of
summary skill and the length of time will help students use the summarization skills.

This study was conducted among advanced level subjects. Main point in this study is about the different results gaine d by
experimental group. The result of this study revealed that teaching systemic -oriented summarization strategies had no effect
on the learners' reading comprehension. Also answering to this question that why the result of experimental group is differen t
maybe depend on different factors. One of the main points in this study is maybe because of little schedule time. Learners
should have the opportunity of practicing the learning strategies. They should ask to make conscious effort to use Hallidays'
(19859 expansion strategies. The learners should become aware of systemioriented summarization strategies. However,
students practice should be increased along with re-explanation which can continue as long as necessary for the students to
acquire the strategic procedure (Palinscar, 1986; Palinscar& Brown, 1984). And another point as mentioned above is students'
prior knowledge. So, further investigation is required with regard to using systemic -oriented summarization strategies within
EFL contexts.

The Resuls of the Effect of Teaching Systemariented Summarization Strategies on the male and females' Reading Comprehension

As the result of the study indicated, there was no significant difference among scores of participants (males and feomtesoy

with scores of participants in experimental group. Thus, results rejected an alternative hypothesis with respect tedtheseglath
question. However, according to the results it can be concluded that there is no any difference between théeaffertgofystemic
oriented summarization strategies on the reading comprehension of male and female advance Iranian EFL learners. Tipothesind hy
(The teaching of systemiriented summarization strategies has a differential effect on the readimmyet®nsion of male and female
advanced Iranian EFL learners.) was not confirmed because there were no any differentiates between the performance ahdhe mal
female advance Iranian EFL learners. According to the results-tladue estimated for the @@nd research question of this study is
(Sig=.95) and it is more than the level of significance (p=.05).So, male and female learners to English report no sigfiffer@nce in

their using of systemioriented summarization strategies.

Language learnip strategies help learners become more autonomous. They also enhaeffeeaeyf and individuals' perception that can
help learners to successfully complete a task or series of tasks (Carter &Nunan, 2001). According to Oxford, et an(iLeaf lérning
strategy use is influenced by many factors. One of these factors is gender. Research in second language showed thhinfelmale an
learners to English report differences in their use of language learning strategies. The another core interiesestigation, thus, was to
identify the gender differences in EFL context in terms of using systeneioted summarization strategies by boys and girls in Iranian
University. Research in second language teaching shows that female and male leamglishofeport differences in their use of language
learning strategies while, the result of this study revealed that there was no any significance difference between UrégdametsFin

using systemioriented summarization strategies. Therefore ttemaneh hypothesis that claimed the teaching of systeri@nted
summarization strategies has a differential effect on male and female advanced Iranian EFL learners was not confirmed.

CONCLUSION

According to many researchers (e.g.,Armbruster, AndersoDs&ertage, 1987; Bean & Steenwyk, 1984; Berkowitz, 1986; Doctrow,
Wittrock & Marks, 1978; Wittrock & Alesandrini, 1990) instructing students to generate summaries of text has been sh@rovéo im
comprehension. Previous studies indicated that summarizatia help readers to focus on gist information and therefore improve
comprehension (e.g., Anderson &Armbruster, 1984; Pearson & Fielding, 1996). Based on the findings of this study, thetakpedme
control groups developed their reading comprehensiomwever, the development of the experimental group was not significantly than the
development of the control group. The fact that control groups' development may be attributed to their previous krnbowmlagdeve

effects on their production. The lears in control group may have seen the TOEFL test in other situations. The students' prior knowledge
regarding Hallidays' (1985) expansion strategies may have been taught previously in other classes.
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At the end of instructional period, the female anden@dperimental groups' development was approximately the same.

In the beginning of this study, data analysis showed that learners in experimental and control groups had same readiexgsimompre
strategy awareness while, independent samgiest also evealed that there was no difference among them in their post test scores. The
obtained data showed that there was no any difference between female and male learners in usingréystechisummarization
strategies. The present study was also carriedoinvestigate the degree of probable difference betweertgsisscores of male and

female EFL students. The researcher draws some conclusion based on the comparison made between the performance af the male an
female EFL learners in posttest.

The findings of the study revealed that explicit teaching of systeménted summarization strategies was not effective in the improvement

of the EFL | earnersd reading performance. It i s adlfenalesireadihg c at ed
performance after taking the treatment. Based on the findings of the study, it became clear that@ysteetdcsummarization strategies

did not affect Iranian EFL learners' reading comprehension and according to the findings afstire ptudy the participants in the
experimental groups did not outperform the subjects in the control group significantly. In conclusion, the argumentsthasspeger

indicate that learning strategies in this study depend on different factorsssieelreers' prior knowledge.

Pedagogical Implications

This study was an attempt to investigate one of the most important issues in EFL situations, i.e., learning to readitigddalidays’
(1985) expansion. The findings of this study suggest #eathing reading through using Hallidays' (1985) expansion did not improve the
students' performance in the process of reading. Although the results did not carry an important effect for EFL Id@isnssdyf teacher

must not easily neglect the influee of teaching systemiriented summarization strategies on the reading comprehension of EFL learners.
This study is expected to be helpful for those teachers who feel disappointed in attempting a creative approach togtoé teackading
processlt is already known that in academic setting reading is the most important skill for students to be independent readers. Howe
how to teach students in order to be proficient readers is important issue. Syllabus designers, teachers, curriculus cevelepéhese
strategies but they should consider the following suggestions. They should pay attention to students' prior knowledgavearerbes of
these strategies and they may need to modify the design of the study was used in the presarbeeaaae the important point in further
research which should be taken into account is learner's schedule time.

Suggestion for further research

In this study different levels of proficiency were not taken into account. To examine the effects chtfgiestrused, different levels of
proficiency can be included in the further studies. The number of participants was rather small in this research, afid thayrest be
generalized to a larger population of the learners. Thus, this study couldceimmhwith a large sample size. Important point in further
research which should be taken into account is learner's schedule time. Another important point is the student's pdge knowle
(experimental and control group). It may have effects on theimuptmsh. The group that we were working on may have seen the TOEFL
test in other situations.

The students' prior knowledge regarding Hallidays' (1985) expansion strategies may have been taught previously iresthEredassvo
points should be takento account in further research.
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ABSTRACT

The current study aims to investigate Iranian learners' beliefs about learnitighEamgd the stability of these beliefs over time. 50
learners, males and females, studying English as a foreign language in different English institutes in Isfahan were selected.
Horwitz (1987) Beliefs about Language Learning Inventory (BALLI), aité4n survey instrument, was used to collect data twice

with the interval of three months. After data analysis was done, the results indicated that generally, learners recegnized th
existence of foreign language aptitude and placed strong emphasis on expedlemtciation, vocabulary acquisition, and the
benefits of practice. Most of them reported of being highly motivated and interested to learn English. The findings aled reve

that with the exception of slight change to two items on language learnirigudtijf two items on nature of language learning,

and five items on learning and communication strategies, most of their beliefs were stable over time.

KEYWORDS: Learner 6s Belief, Language Learning, Langategge Learning 1In

INTRODUCTION

Recently, research on learner beliefs has evolved out of a growing interest in the role of affect in language learnmard&elie

defined as "psychologically held undéandings, premises, or propositions about the world thateatett t o be truedé (Ric
1996, p. 103) and are said to act as strong filters of reality (Arnold, 1999)."Beliefs aispgmsitions to action" (Rokeach, 1968);

they influence what and how student s | e &qdiefsystdms, sdrialcoghtorsmands h own (
metacognitions are important force for intellectual performance, including learning and acquisition of foreign languages.
According to Horwitz (1987), guageédearnirgrcan dnfluesebbth thdir expariences and acioms abou't
as |l anguage |l earners. Educat i on atliefpaeyacdefmingofaciorsof their le@rding éehaviort h a t I e
(Bandura, 1986; Pintrich & DeGroot, 1990). Learners with high-sHfitacy are likelyto expend more effort at a learning task

and persevere even in the face of failures. Conversely, learners who doubt their ability to continue a learning taskvésput

effort and give up easily in the face of challenges. According to Bernat anddénko (2005), beliefs have the potential to
influence the | egaagelearnng, theirtmotivatiandeleatn,oand atsm shape their experiences and actions in the
classroom. It has been noted that successful learners develop insightafs leddout language learning processes, their own

abilities, and the use of effective and efficient learning stiiate which have intensified their competence and performance in

language acquisition. On the other hand, learners can also have misconsgptiinformed or negative beliefs about language

learning, resulting in their reliance on less effective strategies and negative attitude and perspective towards learning and
autonomy (Victori & Lockhart, 1995), classroom anxiety (Horwitz, Horwitz ang&;01986), and poor performance (Reid &

Hresko, 1981). Victori and Lockhart (1995: 225) discussed differences between insightful beliefs that successful learners hol

and the negative or limited beliefs that poor learners hold, and stated that:

if students develop or maintain misconceptions about their own learning, if they attribute undue importance to factors that are
external to their own action, they are not likely to adopt a responsible and active attitude in their approach to leimmg an
neverbecome autonomous.

For instance, a | earner who assumes that one shoul dlnobrhakessay anyt hi
effort to practice speaking in English while a learner who believes that it is importane&t aepl practice a lot will benefit from applying

that strategy. Similarly, learners who believe that they do not possess any special aptitude necessary for acquidisbrwoll Etagt off

with a relatively negative expectation of ultimate succesgpened to someone who believes otherwise.

Literature Review

Since beliefs about language learning have been found to significantly affgeadgnlearning and outcomes, one of the areas of research
interest in recent years is the factors that affedefselsuch as individual learner differences and contextual diversity (Bernat & Lloyd,
2007). Interdisciplinary research suggests that learner beliefs are intertwined with factors sucipesegatf (e.g. setfoncept, seif
efficacy), persond traits, and other individual differences (Bernat, 2007; Langston & Sykes, 1997; Siebert, 2003). Recent studies have
examined | earnerso6 beliefs about | anguage | earningtyfaet 1998heir rel a
Tsai, 2004); learner autonomy (Cotterall, 1995; Wenden, 1991); gender (Bacon & Finnemann, 1992; Siebert, 2003), persanality trait
(Bernat, 2006); and language poidincy (MantleBromley, 1995; Peacock, 1998, 1999; Tanaka & Ellis, 2003). Among other tHiegs,

studies have found that learners who held unrealistic beliefs apmusptions about language learning were more anxious and intolerant
than those who held more ptigé and realistic beliefs. Moreover, these beliefs have direct links to prafjcierthat the more proficient
learners were the more realistic and/or positive were their beliefs. Learner beliefs about language learning have alstd teebef
dynamic and cdext-specific (Alexander & Dochy, 1994; Chawhan & Oliver, 2000; CottedfP5; Ellis, 2008; Horwitz, 1999; Riley,

2009). Learner beliefs have been revealed to change over time to new experiences and learning as well as changéha# egsultealso
indicated that there were significant differences between groupseabidilanguage background students, for example students studying in
Australia (Chawhan & Oliver, 2000) and New Zealand (Cotterall, 1995). However, studies conducted using the BALLI did not have
consistent findings (Kern, 1995; Peacock, 2001). Kern (1985Jlucted a survey involving university students studying French, reported
that 35% to 59% of the responses changed over a period of 15 weeks. A significant change was observed in the resptaiseamthe

"If you are allowed to make mistakes in thginaing, it will be hard to get rid of them later on", with 37% of the students reporting greater
agreement and 15% lesser agreement. This suggests that many students were becoming increasingly conscious of thaul metakes a
having difficulty in avoding them, although they tried to correct them. Another change was in responses to the statement: "Learning a
foreign language is mostly a matter of learning a lot of grammar rules"”, with 32% showing greater agreement and 20%&éesset. ag
Meanwhile, Racock (2001) reported a longitudinal study that investigated changes in beliefs about L2 learning of trainee ESL students in
threeyear program at the City University of Hong Kong. His findings revealed that there were no significant changes indizfisat

the end of the program. Since the research findings regarding change in learner beliefs so far are not comprehensivgtangetmnat

and Gvozdenko (2005) suggested that there is need for further investigations on the stability of kleffects of instruonal
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interventions based on studentsd beliefs about |l anguagman | ear ni ng
learners belief.

Wong (2010) did a research to explore learners' beliefs about learning Exglighe stability of these beliefs over time by using the
Horwitz' BALLI in Malaysia. The findings revealed that learners recognized the existence of foreign language aptitudeedredrotay
emphasis on excellent pronunciation, vocabulary acquisitierhénefits of practice, and an immersion approach to language learning. Most
of them reported of being highly motivated to learn English and were positive about their ability to master the langdiagéngshelso
revealed that with the exception ofgsit change (ranging from 4% to 20%) to two items on language learning difficulty and six items on
nature of language learning, most of their beliefs were stable over time.

As it was mentioned, research on learner beliefs in teacher education resegattelmesigificant attentions in recent years, particularly in

investigating teacher beliefs and the connection between their beliefs and educational practices (Brown & McGannondédf&dCal

1996; Peacock, 2001), since their beliefs play an impbrtae in their learning. Brown and McGannon (1998) and Breen (1991) studied

teacher beliefs and concluded that teachers had many incorrect beliefs about how foreign languages are learned efide¢haethibeir

teaching practices later. Kenned®(2 6 ) argued that real and effective change in teac
their beliefs.

In Iran, a place where English is being learnt as a foreign language, no studies have been reported investigating prarrsersice

teachers' beliefs about language learning over time, particularly studies involving English learners who are learnirng iBstiligies for

different purposes to teach English. Documenting language learners' beliefs is indispensable, so sheareff@tmade to bring about
awareness and changes in beliefs while they are stidellearningder goi ng
beliefs would prove practical to teacher educators in incatipg appropriate and parént instruction on language learning during English

lessons. The present study aimed to fill a gap in research on language learning beliefs.

RESEARCH QUESTIONS
In line with what was stated above, this study aimed to gain insights into the followéagafesjuestions:

1. What are the main | raguagetearrinL | earner sdé bel i efs about | an
2. To what extent are Ilranian | earnersd beliefs stable over ti me?
METHODOLOGY

Participants
Participants were fifty English students, male anudie, who were learning the language in different English institutes at least for six
months. The age range of learners was from 18 to 30 years.

Instrument

The survey instrument used to collect data consisted of 34 items from the Beliefs about Langtr@gg lreventory (BALLI) designed by

Horwitz (1987). This instmnent has been widely used (Bernat, 2006; Bernat & Lloyd, 2007; Horwitz, 1989; Siebert, 2003; Tanaka & Ellis,

2003; Yang, 1999) to assess learners and teachers' beliefs in relation to sdooeigrolanguage learning. Nikitina and Furuoka (2006)

showed that the BALLI is a valid and suitable tool for research on language learning beliefs in different context. Then8adLres

l earnerso6 beliefs about f ireigelanguege@ptitadee?) thedificult of hegrning Engeageo (B)ithe sature ( 1) f o
of language learning, (4) learning and communication strategies, and (5) motivation and expectations. Participantsregbte regpond

to the items on a-point rating scie, with 34 items ranging from agree (1), neutral (2), and disagree (5).The reliability of the inventory was

estimated at 0.92 in this study.

Procedure

The BALLI was administered on the English learners in this study. The learners were not informedythegre involved in a study to
investigate their beliefs about learning English but they were asked to check their ideas. They were told that themghteoe woong
answers. What was important was that they answered according to their beliefieabmng English. Most of the learners completed the
inventory in 20 minutes and all the instruments were collected back for analysis. Three months later, the same instradmeinistesed
again on the same group of learners. In both sessions thegtdidve any difficulties in understanding any of the statements in the BALLI.
They were asked to write their names but they did not know that they would be asked to answer to the BALLI in threeimonth aga

Data Analysis

Descriptive analysis was used talculate the frequency of responses for each item. Additionally, the BALLI is a multidimensional

instrument where each item assesses a specific belief about language learning. Therefore, the scores for the itendslecetegather or

averaged. Foease of viewing, the BALLI item ratings were collapsed into three categories namely agree (for strongly agree and agree),

neutral and disagree (for disagree and strongly disagree) .Changes in beliefs were investigated thpagh ¢omg | earmer s6 r esp
each item in the five language learning areas over the interval.

FINDINGS AND DISCUSSION

The findings of this study have revealed some interesting insights into learners' beliefs about language learning iabdithefiaarner

beliefsovertiim. The frequency of | earnersd responses for the items in th
five language areas of the instrument (outlined in the method section) in Tables 1 to 5. This is then followed by thsudsbdity of

beliefs of the learners over time in tables 6 to 8.

Learners Beliefs about Learning English

Foreign Language Aptitude

The items in this | anguage area refer to various THBsfmdinggseowof t he i |
that majority of the English learners (40 of them) agreed with the commonly held belief that it is easier for childrdolthao learn a

second language (tablel). Their beliefs were consistent with research findings that shotivea gféesit of young age on aspects of
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language learning such as phonological development (Patkowski, 1990) and fluency (Donato, Antonek & Tucker, 1996). Biglikily,
learners in the present study agreed that some people have special abilit@sfiog le foreign language. Their ideas about items 10: It is
easier for someone who already speaks a foreign language to learn another one were mostly neutral (21 out of 50)f seeentepaenl

and the twelve left disagreed. Examining item 11 jmst participant believed that people who are good at mathematics or science are not
good at learning foreign languages and most of them (31) disagreed. This response suggests that the majority of tteerleameke a
distinction between an aptituder fthe sciences versus an aptitude for the humasjEssubject® a distinction put forward by Gardner
(2983) in his Multiple Intelligence theory distinguishing linguistic intelligence from logical/mtieal intelligence.

For Item 16, twenty threlearners agreed that they had this special ability while some of them (15 out of 50) believed that they did not have
this special ability although the majority of them (45 out of 50) agreed that everyone can learn to speak a foreign(lamguzgje
Learners' response to ltem 33 is very encouraging as it showstav@adtitude towards learning a foreign language among EFL learners.
The effect of culture and gender were addressed by ltems 6 and 19. Here, 25 of them agreed that people in Irgnatevégrning

second languages while six of them were neutral about this and the remaining nine disagreed with the statement. lertdenalufity

in language learning, the learners had interesting beliefs. Half of them agreed with the stateleéi® were neutral as to whether women

are better than men are at learning languages and 15 of them disagreed that Women are better than men are at ledamiggefigesign

Regarding the effect of intelligence on language learning aptitude (ltenth®0earners believed differently. Twenty two t of the learners
agreed with this belief while 17 were neutral and eleven disagreed that People who speak more than one language Higewery inte
According to Lightbrown and Spada (1999), intelligersca strong factor in language learning when it comes to language analysis and rule
deducting but it has less effect on language learning in the classroom where instruction focuses more on communic&tiactiand in

Table 1:Foreign Language Aptitude

Frequency
Items A N D
1 It is easier for children than adults to learn a second language. 40 5 14
2 Some people have a special ability for learning a second language. 31 10 9
6 People in my country are very good at learning second languages. 25 16 9
10 It is easier for someone who already speaks a foreign language to learn another one. 17 21 12
11 People who are good at mathematics or science are not good at learning foreign languages. 1 18 31
16 | have a special ability for learning foreigmuages. 23 12 15
19 Women are better than men are at learning foreign languages. 25 10 15
30 People who speak more than one language are very intelligent. 22 17 11
33 Everyone can learn to speak a second language. 55 2 3

Note A = Agree and Agree = Neutral; D = Disagree and Strongly Disagree

Difficulty of Language Learning

Items 3, 4, 15, 25 and 34 were on difficulty of language learning. Nearly all of the learners (46 out of 25) agreed thagsages are
easier than others (Item 3) whileée of them were neutral and the remaining one disagreed with tmeestatRegarding difficulty of the
English language, 17 of them rated the Englisiguage as a language of medium difficulty while 25 in the group rated it as very easy or
easy andhe remaining 8 agreed that English is very difficult.

Meanwhile, a few (19 out of 45) of the learners agreed that it would take 3 to 5 years to learn a foreign language wpbrit @am hour a
day learning the language, although 25 of them belieaeit would take 5 to 10 years to learn a language well if one spent an hour a day
learning the language. As it is obvious in the table .2 nobody answered that people can learn English less than ¢ gpentfche hour a
day learning a language. s 25 and 34 assessed the relative difficulty of language skills (speaking, reading, and writing). Learners
appeared to be divided on this issue. Three of the learners agreed with the statement while nineteen were neutrabdaries anchber
(28 pesons) disagreed with the statement. For Item 34, there were more learners agreeing that it is easier to read thafoteigwrite a
language; forty of them and seven of the learners were neutral and the remaining three disagreed. It is importaoi tbanéaths 15
and 34 had different answers in the interval which will be completely explained in table 6

Table 2 Difficulty of Language Learning

Frequency

Iltems A N D
3 Some languages are easier than others are. 46 3 1
4 The English language®is 8 17 25
15 If someone spent one hour a day learning a language, how long would it take them to speal

well?

Less than 1 year - - -

1to 2 years 8

3to 5 years 19

5to 10 years 10

You can't learn a language in 1 hour a day 13
25 It is easier to speak than understand a foreign language. 3 19 28
34 It is easier to read than to write a foreign language. 40 7 3

Note A = Agree and Agree; N = Neutral; D = Disagree and Strongly Disagree * A = A very difficult or difficult laeigNaglanguage of
medium difficulty; D = A very easy or easy language

Nature of Language Learning

ltems 8, 12, 17, 23, 27 and 28 are related to the nature of the language learning process. Items 8 and 12 investigatepiiearne
regarding the rolef cultural contact in language learning. More than half of the learners (36) agreed that it is necessary to learn about the
culture of the foreign language under study in order to speak the language while the 10 of them were neutral and thetrdsainged

about this view. A larger number of learners (42), however, supported the immigposetting in laguage learning, judging from their
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response to Item 12, that it is best to learn English in an Ergpishking country. In such a setting, thamould be greater exposure to the
foreign language, its culture, and its people. A majority of the learners (38 out of 25) agreed that the most impoofaleaparg a
foreign language is learning new words (ltem 17). Two persons however, did eetlaatr vocabulary acquisition was that important while
ten neither agreed nor disagreed. For Item 23, learners were asked to rate the importance of learning grammar, anthgheigbtmain
disagreed this view. Half of the learners agreed with the statebu¢ seven of the learners were neutral. Mentioning that participants'

beliefs were changed about this item over time i s iiffepeotframant . It em
other types of learning. Thirty out of fiflearners agreed with the statement and just three of them disagreed this statement. Meanwhile,
quite a |l arge number of | earners (30 out of 50) agvaleedldarning th t he b
strategy in languge learning (ltem 28). Therefore their belief does not support the Communicative Language Teaching (CLT) approach,
where the target language is used during atithte , f uncti onal , communicative actilarold i es, and

in the classroom. The best way for learners to achieve A&eseontrol of the target language is to think in that language rather than to
translate or reprocess the target language into their mother tongue. However, five of the learners, ageeesdatitn is not important in
language learning while the rest were neutral on the matter. The answers to this item were changed over time.

Table 3:Nature of Language Learning

Frequency
Items A N D
8 It is necessary to learn about Engligteing cultures to speak English. 36 10 4
12 It is best to learn English in an Englisheaking country. 42 3 5
17 The most important part of learning a foreign language is learning new words. 38 10 2
23 The most important part of learning a foreign laagg! is learning grammar. 25 17 8
27 Learning a foreign language is different than learning other academic subjects. 30 13 3
28 The most important part of learning English is learning to translate from my own language. 30 9 5

Note A = Agree and Agree\ = Neutral; D = Disagree and Strongly Disagree

Learning and Communication Strategies

BALLI items 7, 9, 13, 14, 18, 21, 22 and 26 investigate the use of learning and controorstiategies in language learning practices.

most of the learners(40 out 50) believed that it is important to speak English with an excellent pronunciation (Item 7), but the majority of

them(43 out of 50) did not believe that one should only say something when one can say it correctly (Item 9). ThisVigadéuthat

while they support the idea of achieving excellent pronunciation, they also believed that it is all right to make mistakefectedsim

their responses to two Items 13 and 14. It is elating to note that many of these learners believe in the bemefitsngf gpeaking in

English without waiting to be perfect and accurate before attempting to use the language. In fact, as seen in their response® to these tw

items, most of them enjoy practicing speaking in English with people who speak Englishdviltahat it is okay to guess when they

donot know a word. Griffiths (2003) said that i nsteyandwword, | i ter all
good language learners guess and keep going. Guessing the meaning ofrdsvingtead of relying too much on mono or bilingual

dictionaries is a useful skill. Nearly all of the learners also believe that it is important to repeat and practiceratlyinghte master the

language (Item 18). If this belief is put into practinere often, it would help them to improve their proficiency in English, as this English

proverb says practice makes perfect. Meanwhile, superiority of the learners appeared to agree over whether it is im@mtiaatusing

tapes and ClROMs andnobdy di sagrees with this item (ltem 26). Learnersd resp
not feel shy about conversing in English. Ten of them indicated that they felt shy speaking in English with other pé&éiplenasicthem

hadneutral ideas in this view. Finally, for Iltem 22, greater of the learners did not agree that if mistakes are not comecliatkely it is

di fficult to o6unlearnd them. Few (3) of them thestatereedt. wi t h t hi s whi |l

Table4:Learning and Communication Strategies

Frequency
Items A N D
7 It is important to speak English with an excellent pronunciation. 40 6 1
9 You shouldndt say anything in English u13 4 43
13 | enoy practicing English with people who speak English as a native language/speak E 45 4 1
very fluently.
14 ltés OK to guess if you dondt know a woi 43 5 2
18 It is important to repeat and practice a lot. 44 4 2
21 | feel shy speakin@nglish with other people. 10 15 25
22 If beginning students are allowed to make mistakes in English it will be difficult for the 3 9 38
speak correctly later on.
26 It is important to practice with cassettes/tapes or CD ROMs. 46 4 -

Note A = Agree and Agree; N = Neutral; D = Disagree and Strongly Disagree

Motivation and Expectations

The items in this language category concern the desires and opportunities learners associate with learning Englismsébeofabpo
majority of the learners dicates that they were positive about their ability to speak well in English (Item 5), have a strong desire to do well
in English (Item 31), and they would like to improve in English through getting to know native speakers of English (Itera 32). n er s 0
responses to items 29 and specially 24 suggest that they have strong motivation to learn English. A majority of thad&ateershat

they would like to learn English because of its utility value, that is, it enables them to understand native cipeagés better (Item 24)

and to have better job opportunities (Iltem 29). For the item20 most of the learners (38 out of55) believed that peofdelilikieathat it

is important to speak English.as the table shows the majority of learners haifive @dtitude and motivation toward learning English.
There was no change in their beliefs in the motivation and expectations area.
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Table 5:Motivation and Expectations

Frequency

Items A N D
5 | believe | will learn to speak English very well. 42 8 -
20 People in my country feel that it is important to speak English. 38 9 3
24 | would like to learn English so that | can better understand people who speak English as i 40 7 3

language.
29 If I learn to speak English very well, | will kia better job opportunities. 29 13 8
31 | want to speak English very well. 46 4 -
32 | would like to get to know people who speak English as a native language. 30 14 6
Note A = Agree and Agree; N = Neutral; D = Disagree and Strongly Disagree

Table 6:Change in Beliefs about Difficulty of Language Learning
Frequency
Items A N D
15 If someone spent one hour a day learning a language, how long would it take tt
speak it very well?

i. less than 1 year - - -

ii. 1to 2 years (8)5

ii. 3to 5 years (219)15

iv. 5 to 10 years (10)25

v. You candét |l earn a |l anguage in 1 hou| (13)10
34 It is easier to read than to write a foreign language. (40)35 (7)9 (3)6

Note: the numbers in the parenthesis show the results of theufivety

The Stability of Beliefs over Time

The results of the BALLI administered learners after three months showed that there was no change in two of the figddangogg

areas, namely foreign language aptitude, and motivation and eipextdtere were, however, slight changes ranging from .5% to 9% in

the responses to two of the items on difficulty of language learning, five of the learning and communication strategiestemd bn

nature of language learning, as presented in Tables 6aeamnd 78. As i s evident in Table 6, there
regarding the issue of the length of time it would take to learn a foreign language well. While there were still 19karimelisated that

it would take 3 to 5 years thest of the learners seemed to be in favor of a shorter length of time compared to previously. There was an
increase of 1.5% of those who believed that it would take less than a year, decrease of 2% for those who believedé beatuldgn 1 to

2 yearsand an increase of 7.5% for those who thought it would take 5 to 10 years to master the language and finally an in6%¢ase of 1

the |l ast statement: You canod6t |l earn a | anguage in 1 hour a day.

It could be that the experience and knowledge acquiredtbeepast three months have shown them that it does not really take that much
time to master the language. Another change in belief is seen in Item 34, regarding whether it is easier to read than ftoeigit
language. The number of learners whoeveeutral on this seems to have increased by 1% while those who agreed with the statement
decreased by 2.5% and those disagreed increased by 1.5%.

Table 7 Nature of Language Learning

Items Frequency

A N D
23 The most important part of learning ad@n language is learning grammar. 25(27) (6)7 (8)10
28 The most important part of learning English is learning to translate from my own langt (30)36 (9)4 5(10)

The results about the nature of language learning were different in two items 23larZB2&here was an increase of 1% in learners 'beliefs
regarding the most important part of learning a foreign language is learning grammar, a decrease of 2% who were neiutickasd af

1% who disagreed this view. Regarding item 28 there waimemease of 2.5% who agreed that the most important part of learning English
is learning to translate from my own language, the number of learners who were neutral have decreased by2.5% byewttfich thos
disagreed with the statement increased by 3%.

Meanwhile, the bulk of the change in beliefs seems to be concerning the learning and communication strategies. As kleo8vithigreéa

was an increase 9% in the number of learners who agreed that it is important to speak English with minpeanelteiation while there

was an increase of 1.5% in those who were neutral and an increase of .5% who disagreed the statement(item 7). Tégy weas vt

you shouldn't say anything in English until you can say it correctly(item 9), the rebalisthat the learners who agreed this view had a
decrease of 5% , there was an increase of 1.5% in those who had a neutral idea and finally a decrease of 1% in thgseedhbislisa
statement. With the respect to the matter of whether it is Ok ts gfugsu don't know a word in English, there appears to be an increase of
2% in those who agreed this statement and a decrease of about 1% in those who were neutral and disagreed this viewttisdertoh

feel shy speaking English with other peofitem 21) learners seemed to have changed their beliefs on this, judging by the drop 0f3.5% in
those who agreed with the statement , decrease of 3% in those who were neutral and an increase of 6% who disagredthehisstiew.
stamen which revealed éhearners change in strategy was item 22 which states if beginning students are allowed to make mistakes in
English it will be difficult for them to speak correctly later on; there was a decline of 5% in those who agreed and &.8%pmothose

who wee neutral, and a rise of 1% in those who disagreed this statement. Althoughciretgegr change in beliefs is small, learners
appear to be more divided on the issues put forward in the statements on learning and communication strategies. @dmelialgs th
concur with those of previous researchers (Alexander and Dochy, 1994; Chawhan and Oliver, 2000; Cotterall, 1995; BHis2008;
1999) in that learner beliefs can change with time due to new experiences and learning as well as chaurdge of att
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Table 8:Learning and Communication Strategies

Frequency
Items A N D
7 It is important to speak English with an excellent pronunciation. (4046 (64 (1)O0
9 You shouldndét say anything in English un (32 4)7 (4341
14 ltds OK to guess if you donét know a wor (4347 (53 (20
21 | feel shy speaking English with other people. (10)3  (15)9 (25)38
22 If beginning students are allowed to make mistakes in English it will be difficult for the (3)4 (9)6  (38)40

speak caectly later on.

CONCLUSION

In summary, the analyses of findings in this study provide some interesting insights into EFL learners' beliefs abelantigadige areas
covered in the BALLI. Learners' responses to nine of the itermsged slightly ranging from 0.5% to 9% after three months when they
were asked to report on their beliefs again, supporting the view that learner beliefs are situational and dynamic lim teatnseof
pedagogical implications, the findings presentect Ivéll be useful to teacher educators in planning activities, to learners and administers
that could increase awareness and even adjustment of learners' beliefs ajumgtddearning. However, it is important to pay attention that

the beliefs about layjuage learning held by the respondents in this study are only those specified in the BALLI instrument. As Bernat (2006)
noted, for such a cognitively and affectively r i cldiepictoermerly uct such
through responses to a set of normative statements. Future researchers might want to employ a contextual approaclamety oe a v
qualitative data collection methods such as ss&mictured or unstructured interviews, observations, and qoeaires to gain more
insights into learners' and even teachers' beliefs and any change in their beliefs over time.
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ABSTRACT

This paper will/l anal yze one KaikaCinta Beitaghibt. i dn d ewiucse st yme hierd gteh e hroaw e
device. Hedge in this paper is to show how the speaker can isaweher utterance because of uncertain utterance. It will be divided into

two classes according to Fraser (2010), propositional hedging and speech act hedging. These classes will help therspeakethitiy

and will achi eve imlydhe kimsobthis pgperaale todirdghie &umction, Ehe perlocutionary act of hedge and to find

hedge as a mitigation devices in conversation to aerthinuwtersmcespeaker 0:

KEYWO RDS: Hedge, Mitigation Devices, Indonesian Novel.

INTRODUCTION

When two or three people open a conversation, they or one of them will do some impolite utterance. The interlocutorenilieigno
speakerbés utterance or earoaneceni Illn ferederoftfenaeadi dft Héei mtter |l ocutor
needed. The function of mitigation is to soften t hwelcompeafectser 6 s utt

on t he hear emitgationMevites; shiejd pbashes,fopener, softener, filler, preparator, grounder, disarmer, expander, promise of

reward. One of the types is Hedge. Hedge occurs if someone utters something inaccurately, something uncertainty. Hedgelvssiall

adjedive, adverbs, predicate adjectives, predicate nominal and declarative sentence atchllys extremely, anyway, | guessc. In

bahasa, the word or phrase or even sentence which is involved to hedge is the same as in English. But the functdferaay biedge

can be affected by the speakerds speech act. One lbdutorwiidotheses of h
speakerdés utterance as the function oftaketbgagioah e@egviee; fhetihnt
uses hedge in their utterances the achievement will be occurred. But what if the result is unequal from the theoryackgrdbad

above, the authors will analyze beside the function of hedge as roitigdtie authors analyze the perlocutionary act and to analyze

whether hedge as mitigation is same as the theory. Here, the authideikaeCinta Bertasbilas data.

THEORETICAL BACKGROUND

Hedge is introduced f amous/| ymelsgme bfahe mbsfintefestiBg7qlestions are raised layithe stisdgof A For
words whose meaning implicitly involves fuzzindsssor ds whose job it is to make things fuzzie
wrote the function of hedge is either a lack ofnplete commitment to the truth value of an accompanying proposition or a desire not to

express that commitment categorically. Another hand, the function of hedge is to express inaccurate the speaker utteriaedge lds a

device or known as mitigatiodevice is to make easier the speaker conveys his or her meaning or to attenuate the strength of utterance. As
Zuck and Zuck (1986) mentioned that fAHedge is the prbcppms whereby
will be divided into two classes; propositional hedging and speech act hedging. Propositional hedging involves predicate adjectives,
predicate nominal, and declarative sentence. It where the truth value of the proposition is affectect(Riit@®2). Another @ss of

hedge is speech act hedging where hedge is depended on the speech act. It is not a semantic point of view anymopedymatics a

point of view and it focuses on illocutionary force of speech act. As Brown and Levinson (1987) said that

fA hedge is a particle, word, or phrase that modifies the degree of membership of a predicate or noun phrase in a
set; it says of that membership that it is partial, or true only in certain respect; or that it is more true and complete
than perhaps might bepectedd ( 145)

Here hedge relivided into two classes according to Prireteal, Fraser and Brown and Levinson that are approximators and shields.
Approximators is another term of propositional hedging which work on the propositional content. For ezarhple kind of, somewhat,

some, a little bitetc. Second type is Shields or speech act hedging. It is to changing the relationship between propositional coatent and th
speakerdés uncert ai hthink tprolablyaas taeas | cBrdtel , e x d gfhlte :n o w, | have Herg bel i eve,
Hedge will be related to speech act. Speech act divided into three; locutionary act, illocutionary act and perlocutidwayrdiag to

Yule (1996) locutionary act is act which has no a miegful power. lllocutionary act is act which has a meaningful power and
perlocutionary act is the effect of locutionary act and illocutionary act. Those are the theories of hedge are bringimyshe analyze;

my focus is on hedge as mitigation devin Indonesian novel which is in Indonesian sentences.

DATA AND METHODS

The data in this research are from Indonesian Novel ftigika Cinta Bertasbih part Ketika Cinta Bertasbilwritten by Habiburrahman

El Shirazy. He was a student who gratid from Al Azhar Cairo University, founder and main owner of Basmala Islamic boarding school.

The novel is éthese were best selling novel in 2002 spopdarityad many
these novels were mads movie and became one of favorite movie in that time. The story was about finding their soul mate. The method of

this research is the writer sorts and finds hedge in the novel. and the data are analyze by the type and the fungttioradevitesThe

data are literally and followed by the analysis.
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hketikg @intasBertasbib t | ot wounl deekamsnéent hevelundti

act of hedge as mitigation vlees. Based on the data, the authors found most of the uses of hedge in the nkaghknga, jikeor kalau,

mungkinandngomongngomong The authors took some data which contain the hedges.
(1) Pak Ali iKal au bol eh
If may know how age you, Mas Khairul?
May | know how old are
Dua puluh del apan Pak.
Twenty Eight Sir.
ATwenty Eight years old, sir.
:AKal au ak uurat wajah mu lebihaua sedikit dari umur mu.
if | notice line face you moreold little from age you.
Kayaknya kamu memikul sebuah beban yang Iumayan berat.
Like you carry a hilen which quite heavy.

Aku perhatikan kau lebih banyak bekerja daripada belajar di
notice you more many work then study in
Mesir ini Bol eh aku tahu

Egypt this. May | know about thing this?
see your face is quite
Egypt . May | know what
Pak Ali terl al u p e rharastbekeria kepaa Bak.
ah Mr. Ali  too care to l. |
Bagi saya ini bukan beban. Saya tidak merasakannya sebagai
For | this not burden.| not feel as
Meskipun orang lain mungkin melihatnya sebagai beban.
Eventhough people other maybe see as burden.
Saya memang harus bekerja untuk menghidupiadii saya di Indonesia.
| indeed haveto work for live sister sister |
AiYou too care about me. I indeed
though otherpeople e e as it . must work for

tahuirub2oapa umur

A you, Mas
fi

Khairul : 0
0
Pak Ali

fi
i
Khairul : A

ol der than

|
n is
Ah

beban.
burden.

mu st
|

Khai

tentang

supporting

mu Mas Kha

rul ?20

hal

your age.

happened?o0
saya.
indeed have to work hard Sir.

Saya memang

in Indonesia.

wor k hard

my

sir. For
sisters

In the data (1kayaknyais hedge becaudeyaknyashows the speaker hesitation. In Englkstyaknyais translated tas if. Kalau aku

lumayan bEhatsentence

is uttered by Pak Ali to Khairul. Here, the speaker uses hedge; speech act hedging which affect the speech act ofttte speaker e r t ai n
utterance. The function ithe data is the speaker does not sure whether his utterance is right or A@dihgan represent the function of

perhatikan, gurat wajah mu lebih tua seditari umur muKayaknyakamu memikul sebuah beban yang

hedge to cover the speaker6s inaccurate

utterance

. skdybkeyathee r | ocut i o

interlocutor covers his condition from the speaker, but in the end he tells his condition. Herekdyedmpgaas mitigation device works

because the interlocutor follow the speakero6s goal to achieve easi
(2) Khairul ifApa topid laire k Pakd selain Eliana?
what not there topic another Sir, beside Eliana?
Pagi pagi gini sudah membahas Eliana. Eliana |
Morning morning already discuss Eliana. Eliana more.
ils obhemantopic beside EIlianad6s topic, sir? In the mornir
Pak Ali : AAku ingin menceritakan hal penting pada mu. Un
I want tell thing important to  you. For goasneu
Al want to tell an important thing to you. It is for y
Khairul : ATentang Eliana?o
about Elian&
Afabout Eliana?bo
Pak Ali : fibisa dikatakan tentang Eliana bisa juga dikatakan tidak o
can say about Elianarcalso say not.
Ailt can be said about EIliana and it can be not. o
Khairul : fimendengar nama EIliana saja saya sudah bosan Pak. o0
Hear name Eliana just | already bored Sir.
Ahearing Elianabés naneseir.ld have been already bored,
Pak Ali : A Ah yang benar 2?0
ah which right?
fflare you serious?o0
Khairul : AiBenar Pak, sungguh, o
right Sir, really.
n¥s, I am sir. o
Pak Ali : AMas, bapak ini sudah mak an asam garam | ebih
Bro, father this akady eat sour salt more from you.
Bapak tidak bisa kau bohongi.
Father not can you lie.
Jujur  saja, bapak sungguh memperhatikan mu empat hari ini. Dan bapak Honest just father
really notice you four day this. And father
Melihat kamu ini sesungguhnya sangat mengagumi Putri Pak Dubes itu.
See you this really very admire princess Sir ambassador that
Bahkan bapak berani menyimpulkan kamti u sebenarnya suka sama dia.o
Even father brave conclude you that actually like to. she
Ahey, I have experienced the bittersweet of I|ife than yo
you for faur days. And | noticed that you admire t he

.
= =

69 i
IJLLALW



Copyright IJLLALW, December 2013

daughter.

Even | dare to say that you really Iike

In the data (2pisa dikatakan tentang Eliana bisa juga dikatakan tidakedge becaudssa dikatakan tentang Eliana bisa juga dikatakan
tidak shows the speaker hesitation. In English that sentence is transldtezamobe said about Eliana and it can be not. bisa dikatakan
tentang Eliana bisa juga dikatakan tidakhe sentence is uttered by Pak Ali to Khairul. Here, the speaker uses hpempdy act hedging

whi ch

af fect

the s

peech act of the speaker ds unceraérhisutiterancet e

will be heard by the interlocutolt can be said about Eliana and it can be wah representite f uncti on of hedge
inaccurate utterance. The perlocutionary act of hedge for interlocutor is when the speakéisatidiisatakan tentang Eliana bisa juga
interl ocutor s eemee, sbthecpnvarsationhde aat gotwélleHers, hdrigeklilaal@as u

dikatakan tidak

t he

tentang Eliana bisa juga dikatakan tidaks mi t i gati on devi ce does not work because

70

(3) Eliana :

"Tapi tadi malam dia berkatagar di telpon pada saya Pak.
but ago night he say rude in phone to |  Sir.
Dia juga memutus pembicaraan seenaknya sajal

He too decide conversation arbitrarily just!

Apa itu tidak penghinaan alAli!?"
What that not insult Sir Ali?

Abut | ast night he said rudely to me on the phone.
"Mungkin saat itu Mas Khairul sedang capek. hLeti

Pak Ali :

Eliana :

(4) Sara

Furgan :

Sara

maybe moment that bro Khairul average tired. Exhausted.

Orang kalau letih

itu pikirannya bisa tidak jernih.

People if exhausted that thinkihg can not clear.
Cobalah ingat, kemarin itu ia kerja sejak pagi sampai malam."
Try remember, yesterday that he work since morning until night.
"Semestinya Mbak Eliana harus berterima kasih pada Mas Khairul.
Should  sister Eliana ka to thank you to  brother Khairul.
Enam hari ini tenaga dan  waktunya ia curahkan untuk membantu Mbak
Six day this energy and time he lavished to help sister
Bahkan dalam kondisi sangat letih, dia masih mau membakarkan ikafEven in condition
really exhausted. He still want  burn fish
untuk membantu Mbak Eliana. Dan  pagi ini,
to help  Sister ElianaAnd morning this,
dia mengirim  sesuatu yang sangat Mbak suka.
he send something which very sister like.

Semestinya Mbak berterima kasih sama dia. Saya dengar orang Barat yang

Should  si
terdidik itu mudah mengucapkan terima kasih pada orang yang
educate that
membantunya."”

help.

ster  tink you to he. | listen people west which

easy say thank you to  people which

her . o

rance.

to C 0\

ran

tte
the in

He al

i Ma y b eight, Ehaitul was being tired. Exhausted. If People are being exhausted, their thinking is not clear. Try
to remember. He had been working since in the morning until in the night. You should say thank you to him. He had
already spent his energy and hime to help you. Even, in exhausted condition. He still wanted to grill the fish. And

in the morning, he sent something that you 1like. |
ABai k Pak. Saya akan mentEelimakasihyayPak. unt uk memi nt a
Fine Sir. | will call for  ask sorry. Thank you yes Sir

AOke. | am going to call him to ask apologize. Tha

fil

"Saya mengundang Tuan nanti malam jam 19.3@\bd Sakr Restaurant
| invite Mr. later night clock 19.30 in Abu Sakr Restaurant
di Qashr Aini Street, tepat di depan Qashr El Aini Hospital.
in Qashr Aini Street exactly in front Qashr El Aini Hospital.
Setelah bekenalan dengan Tuan di perpustakaan itu,
After introduce with  Mr. in library that.
saya lalu mencari data lebih jauh tentang Tuan di bagian kemahasiswaan.
then search data more far about Mr.in part student

Saya jadi
become

mengetahui banyak hal tentang Tuan. Saya juga sering melihat
know more thing about Mr.. | too often see

Tuan melintas di gerbang kampus, tapi Tuan pasti tialai.
Mr.
Saya harap Tuan bisa memenuhi undangan saya malam ini"
hope Mr. can fill invitation | night this.

pass in

nvite

gate campus. But Mr. exactly not know.

yPdat AbuoSakir Rektaurant in ®dshr Aini Street, in front of Qashr El Aini Hospital. After |

hear
ma a f

nk you

knew you in the library. Then, | looked for more about you. | often see you passing the campus gate. But you do not
know. | hope you can fill my invitation tonigbt.
"Maaf, mungkin saya tidak bisa Nona. Ada yang harus saya kerjakan."

il

sorry,

maybe | not can miss. There which haveto | do.

a m s onaybeyl cammosfifl your invitation. There is somethingtfatd ve t o do. 0O
"Tidak harus Tuan jawab sekarang. Lihat saja nanti malam,

not

have to Mr. answer now. Look just later night,

jika ada waktu silakan datang. Jika tidak, tidak apa.

if

there time

Namun saya

but

please comdf not, notwhat,
sangat senang jika Tuan bisa datang. Ini saja Tuan,
very happy if Mr. can come. Thisjust Mr.

maaf mengganggu. Sampai bertemu nanti malam. Syukran.”

t
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sorry  disturb.  Until meet  later night. Syukran (thank you)
fiyou do not answer now. We will see tonight. I f you have
if you can come. That is all, sorry to disturb you. Seeybvrda . Thank you. o
Furgan : "Afwan."
sorry.
Al am sorryo

In the data (3) and (4) there two statements which contain medggkin It shows the speaker hesitation. In Englisingkinis translated
to maybe Mungkin saat itu Mas Khairul sedang capdletih and Maaf, mungkin saya tidak bisa Nonddlere, the speakers use hedge;

Propositional hedging which contains advertmaype The functions of hedge in the data are t
beside express naypeh espe dilasr G od hebt function; to save Khairulds fac
doubt,maybeh er e has another function; to reject the Sarads emtheitation.
speaker uttes maybe,the interlocutor realizes that her attitude was bad to Khairul and she felt guilty. Here, hedge as mitigation device
works because the interlocutor follows the speaker énshe gpealer . I'n dat
uttersmaybe the interlocutor does not want to understand about the speaker utterance. Here, hedge as mitigation device does not work
because the interlocutor does not follow the speakerdés goal to acl

(5) Furgan : "Ya dapaini?"

Yes who this?
iYes, who is this?0
Sara : "Ini Sara, Tuan Furgan. Mengingatkan aja. Anda tidak lupa dengan undangan

This Sara, Mr. Furgan. Remember just. You not forget with invitation
saya bukan? Pukull9.30 di Abu Sakr Restaurant."”
I not? Clock 19.30in Abu Sakr Restaurant.

fl am Sar a, Furqgan. To remind about my invitation, you
Restaurant. o
Furgan : "Saya tidak lupa. Tapi saya kelihatantigiak bisa datang"
| not forget. But | look not can come.
il do not forget. But | think | can not come. 0
Sara : "Saya sangat berharap Tuan datang."
I very hope Mr. come.
Al wi smey®u ca
Furgan : "Kalau tidak datang semoga Nona tidak kecewa."
if not come, hope miss not disappointed.
Ailf | can not come, | hope you will not be disappointed.
Sara : "Justru saya kuatir, jika Anda tidak datang, Anda mealyes

exactly | worry, if you not come. You regret.
Undangan ini mungkin hanya sekali Anda dapatkan dalam hidup Anda"

Invitation this maybe only once you get in life you.
il am exactduyanwa coma. ¥od will régfet ity Maybe this is the invitation that you get once in your
l'ife.o
Furgan : "Terima kasih, saya merasa tersanjung."
thank you. | feel flattered.
AThank you. | feel to be honored. o
Sara : "Saya merasa lebih tersanjung jika Anda berkenan datang.
| feel more flattered if you can come.
Al will feel more to be honored, if you can come. 0
(6) Erna "Mbak kita jadi ke Palace?"
sister webecome to Palace?
AAnna, are we going to Palace?0
Anna: "Sekarang, sudah jam tujuh lebih lima, tapi Wan Aina dan Sholihati belum pulang.
now, already clock seven more five, but Wan Aina and Sholihati not yet return home.
Apa tidak terlalu malam jika kita keluar setelah mereka pulang?"
What not too night if we out after they return home?
falready seven past five now, but Wan Aina and Sholihati
out if we wait them come back home?o0
Zahraza: "lya, terlalu malam. Nanti dilihat orang tidak baik."
yes, too night. Later see people not good.
fiyes it is too | ate. It will be a gossipo
Erna : "Atautidak usah ke Palace adjbak. Nanti kalau mereka pulang
Or not haveto to Palace justsister. Later if they  return home
kontak Babay saja. Pesan makanan minta diantar ke sini."
contact Babay just. Order food ask deliver r@he
AOr we do not have to go to Palace. I'f they come home | u:
Anna : "Yah, nantikalau mereka pulang kita musyawarah. Enaknya bagaimana.
Yes. Later if they return home w discuss. Taste how.
Yang jelas malam ininsya Allah tetap syukuran
Which clear night this insya Allah still expression of gratitude
Seperti yang saya janjikan."
like  which |  promise.
fi 0o k ehey confe back. We will discuss it. For tonight, | hope the thanksgiving party is held like | promise.
Erna : AOkeo
Oke
AOkeo
71 Q’ -
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In the data (5) and (6) there two statements which contain Riékige h ows t he s peaker 6 slikaésxranslated &t i on . I'n |
Kalau tidak datang semoga Nona tidak keceasananti kalau mereka pulangHere, the speakers use hedge; Propositional hedging which

contains noun isf and adverb isxactly The functions of hedge in the data are to express theespeédks expect ati on. I'n d
perlocutionary act of hedge for interlocutor is when the speaker ifftéhrs interlocutor felt worry her invitation was rejected by the speaker

and in her utterance contaifsstru = exactly which she has a big expedtat and she tends to threaten the speaker. Here, hedge as

mitigation device does not work because the inter]| otofthedgerfordoes not
interlocutor is when the speaker uttésthe interloctor follows the speaker utterance. Here, hedge as mitigation device work because the
interlocutor follows the speakerdds goal
(7) Pak Al : "Eh ngomongngomongMbak Eliana sudah makan pagi?"
talk talk sister Eliea already eat  morning?
fAehBry the way, have you already had breakfast?0o
Eliana : "Belum Pak. Lagi tidak nafsu. Apalagi menu hotel. Sudah bosan sekali rasanya."
yet  Sir. More not appetite. Moreover menu hotel. Alrbadsd really taste.
Ainot yet sir. I do not have an appetite to eat. Mor eover,
Pak Ali : "Kalau habasy takanamnau?"

If  habasy takanat want?
iwhat habasytdkanatio you wantd

Eliana: "Wabh itu boleh Pak. Sebenarnya saya lapar. Yuk kita keluar babasy
that <can Sir. Actually hungry. Le
takanatPak Ali yuk?"
takanat Sir Al l et 6s?
Awo w, IAcltouvael liyt,. | am hhabagytakanasi?et 6 s go to find
Pak Ali : "Tak usah  keluar. Ini saya sudah bawa. Tadi saya baru saja makan
not have to out.  This | already bring. Ago |  already eat
tha'miyah bil laidh. Ini  saya bawa untuk Mbak Eliana."
thadmiyah bil baidh. This | bring t o S
fido not have to go out. Hehraed mi ykarhHemeg! biingblabady thkamafore al r eady
you. o
(8) Khairul : "NgomongngomongNasir kemana kok belum  pulang?"
talk talk Nasir where not yet return home.
Aiby the way, where is Nasir?o
Nasir : "Nasir tadi pamit tidak pulang. Diaada urusan ke Tanta
Nasir ago permit not return home. He there business to Tanta
AiNasir asked not to go home. He has a business to Tanta.
Khairul : "Oya sudah kalau begitu."
oyes already if that.
fioh, oko

In the data (7) and (8) there smtent isngomongngomog In English,ngomongngomongis translated tdy the way Here, the speaker

uses hedge; speech act hedging which affect the spedataisnoatct of t he
expressthespek er sd6 uncertain utterance but to change the topic conversa
topic. The perlocutionary act of hedge for interlocutor is when the speakerbyutter waythe interlocutors follow the speakertterance

to answer the different topic. Here, hedge as mitigation device w
CONCLUSION

The data in this paper revealed that there are 30 data which contain different result. But the data coetainmgidg, jikaandngomong

ngomong.So, the authors took some data which the hedges. The data involve eight data. From the eight data, the type of hedge is
propositional hedging and speech act hedging. The propositional hedging is representedykin jika andjustru. While the speech act

hedging is represented Bayaknya, bisa dikatakan..bisa dikatakan tideldngomongngomongln the data, the function of hedge beside

to show the speakerodés wuncertain rugd efrmamatei,onsheofauhbehidbges drendt mudau
reject something in hedgaungkinand to change the topic conversation in hedgemongngomong.In this paper, hedge as mitigation

device is equal and there some is contradicted as thethdorg t mi t i gati on device is to attenuate t|
achieve the speakero6s goal . Hedge as mitigation devthismperais f ects th
different from the theory whereash e i nt er |l ocutor foll ows the speaker6s wutterance. H
paper, authors find out that in perlocutionary acvinghtehenspeealbeu
goal
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ABSTRACT
The purpose of this study was to measure up the impact of digital stories on reading comprehension among Iranian ysuthgdegime

an internetased instruction. The design of the study was based on experimental method through pre and post test procedure. Thus, 90
students ranging from 11 to 16 years old were sel ecankRtiendso t ake
30and t he ywhose gcorésevaere aneestandard deviation above and one standard deviation below the mean were chosen. Finally

60 subjects (18 boys and 42 girl, mean age = 12.7 ywars)randomly divided in to three groups, two experimentabaedcontrol group.

a

They took apré¢ est of reading comprehension based on 10 digi thased stori es

with pre and post reading tasks, 2) Papesed with the same pre and post reading tasks,3) G@mnadrinstruction group without any pre

or post reading tasks. For the first group, 10 digital stories available at thév8lé.learnenglishkids.britishcouncil.orgere worked on in

10 sectbns, together with preeading and posieading tasks. For the two other instructions the hard copy of the same 10 digital stories were
used. Finally, an immediate pedstst was conducted to measure the effect of instructions on reading comprehensioiatiehnefter the

final section. Immediate peste st measured the | ear ner stérmrealh Afterrtvep weeksmegpdelayddeposs i 0 n
test was administered to assess the retention of the learners. Based on the results there eess diffeience between the means of the

three groups. Findings showed that the intemats ed i nstruction of digital stories had

n

t he

comprehension. Moreover, it was found out that using pre and post work addiviti c a n al so help to i mprove

comprehension.

KEYWORDS: Digital stories, reading comprehension, Intesib@sed instruction, EFL

INTRODUCTION

Technological advances, such as more powerful personal computers and internet, directytafiect way peopl e | i ve and

world in this information century (Mishan, 2005, p. 242). People, nowadays, tend to rely more on ctapederesources (such as writing
emails, sending free-@ards, watching online video, reading online newangmitting instant messages and photos by Yahoo or MSN
messengers, exchanging information in online chat room or discussion area) thabasaeperesources (such as writing letters, sending
cards and postcards, reading newspapers, magazines, novedendimdj pictures by regular mail§ther affected areas by the advance of
technology, particularly, include the education syst&uék & Demirtas, 2005, p. 1)

Recent advances in computer technology and Internet have led to opportunities tangédearn English through practical ways and
authentic materialsToday, computer technology is integrated into almost every aspect of learning in higher education: virtual classes are
hold, textbooks arrive with CIROMs; homework is delivered and graded the World Wide Web (WWW); audio ESL (English as a
Second Language) files are available on the net; assignments are designed to be completed collaboratively througmaikedtheme

are also numerous websites (e.g., ESLPOD, My English Club, Ehaaijable for independent self study especially for young learners and
beginners. These websites if appropriately selected and organized can be very useful to improve all skills and proftienayjdgful

and interesting wa )e.involvaldnabgttdtext and mulliredia whichtanshelp them gain four skills (i.e., listening,
reading, writing and speaking), through understanding and creating by using their multisensory abilities. Many studbepéedy.,
Kalantzis, 200psuggesttta i nt egr ati on of technology can i mprove studentds
Digital sources, such as interdmsed digital stories, allow young learners to develop creative presentations and participate in a playful
context. h such contexts authentic language, its culture, linguistic and paralinguistic features such as body language, prosstdyesnd g

can be introduced in to the classroom.

The aim of this study is to improve Iranian young learners reading skilidmegard, one of the crucial techniques of enhancing this is to
use digital stories in an interAleésed instruction which is associated with meaningful and playful context for young learners. Here we have
three instructions of Internétased, papébased, and conventional to determine which instruction is more effective to teach reading.

Computerassisted Language Learning (CALL)

CALL is very weltknown and applicable nowadays and can be defined as learning language in formal or informal contmtis thro
computer technology. In CALL, learners and teachers can be involved in different activities from communicating or wdistenae
courses to carry out task or leaning structure and reading. It is comprised of the combination of learners, ntjeagéext such as
physical and temporal environment or other external influences, tools, and pedagogical activities or tasks. Peerspteattizers,
practitioners can influence this process. All these factors are important and crucial in condsetmghren CALL. The number of
researches and studies conducted on CALL has been increased due to the increase of computer use and availability nchvidalstovh
the lack of agreedpon standards for CALL research. Thus, in CALL research, somedautdrcriteria should be called upon to reduce the
faults affecting research outcomes, factors such as a good theoretical support, limitation on CALL such as havingignjadiésdebing
both the benefits and limitations of computer use. The conéegtvironment or context in CALL can be quickly connected to the concept
of authenticity. Lived and real life (RL) environments are something undeniable in cyber and-imdseteinstruction (IBl) learning in that
these are good infinite resources afremtic material§Cope & Kalantzis, 2000

Teaching of reading has been a principle focus for many years. Based on Chastain (1988) the reading goal is to reawjfor toeani
recreate t he writersbo meaning, i tomprehensionl whiehsequire a puative fashion
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SO as to determine meaning even when some of the words, endings, and patterns are not immediately meaningful. Thewtidents sh
control the speed at which they read, they should not be forced to receive and process language at alkedebgoatimeone else
(Chastain, 1988).

REVIEW OF LITERATURE

Theoretical Background

Using computer technology and Interetsed syllabus may be of great help in teaching young learners. Hayati (20081).st&esn

his article fiComputer and Language Teachingo, the bemnoeatiants of usi
grammar , structur e, giving | earner s c o refaiuatiennmoes canthadith fanmgeagedno m, testi
different situations, problem solving activities toward authenticity and automaticity, etc.

Computer technology and Internet can be used by teachers and authorities as a practical and useful tools to improZédeaBéaikada

and Okamoto (2004, p. 4bfa)seidn Qohuerisre aFatciiclliet aitHeosw Aac qwieibsi t i on of Eng
technological innovations foster changes in SLA, facilitate comjngse learning activities, and encourage studetunamy, they are

ultimately tools in the hands of course authors who must use them creatively to maximize the students' language leaenice axgpeo

increase their language acquisition for communicative purposes.

There are many literatures besan the potential of technology and using computer for language teaching and learning. Dunkel (1990), for
exampl e, mentioned the possibilities of computer t gX)Wwecatchabgy as a
preparedaess, (3) language proficiency and (4) overall academic skills. Armstrong & ¥ftssot (1994) and many others explored the

benefits of multimedia, the Internet, and various forms of distance education. Ehsani and Knodt (1998) emphasized taLiole o

programs, especially speech technology and vioieeactive CALL for improving learners' speaking skills. Computer technology in
combination with a conferencing system was an effective tool for organizing-digezted writing and reading instructions.

Computer assisted language learning (CALL ) in language education, which relates to the use of technology and spediatly inompu
language teaching, is maturing and showing that can be a perfect and efficient tool in the hands of expedbecedXAaL can offer
solutions to the teaching and learning processes through different interactions. Learning would be fun and effortlean egldtively
all eviate the burden on the teachers6 shoulders.

Internet-Based Instructions Vs Traditioal Instructions

Nowadays, many interndéiased and online instructions and courses are in process and the number of students interested in such instructions

is growing (Bryan & Hegelheimer, 2007). Even distance education has grown fast in recent yglanewihe benefits of using internet

and online instruction was not known. On one hand, Clark (1985) maintained that media do not influence learning in iany Conttie

other hand, Liu (2005, p. 61) debated that educational technologies influencenle ng by i nteracting with an ir
social processes in constructing knowledge.

With online instruction, the student is separated from the teacher and connected through the use of a computer ared. tholatand

more institutions are offering online courses and/ oelegmningand ams to t
instruction, as an integral part of the teaching and learning process in higher education, is growing as festhalitgy itself. On the

other hand, conventional classroom instruction is -fadace instruction, typically conducted in a classroom setting in a
lecture/discussion/note taking mode.

Kearsley (1995) found that some benefits of online courses inclodeased student satisfaction, better examination scores, and a higher
level of critical thinking. Other cited benefits of intentietsed instruction are uskrendliness, selpaced learning and Zdour access.

With regard to information retention, Bar{1990) found that interactive multimedia computer lessons resulted in an 80 per cent retention
rate, while lecture and associated visuals resulted in a mere 20 per cent retention rate in a sample of studentse©tizaestoaind that
computerassised instruction allows teachers to deliver the same material in a shorter period of time (Jain & Getis, 2003, p. 2)

The advancement of the Internet has created new ways of learning and teaching English as a second/foreign LanguageR&SL/EFL).
instance, the Internet can be considered as an ideal learning and teaching tool because it offers authentic learning rdableces ava

Reading Comprehension

Chastain (1988, p. 216) in his book developing second language skills illustrated that readaegsiee skill because the reader receives
a message from the writer. Various writers also referred to reading as a decoding skill which considers language aih slodeldvbe
deciphered to arrive at the meaning of a message. Learners of the lsegadje can probably learn to read more easily in compare with
any other skill and also can use reading materials as a fundamental source of comprehensible input.

Chastain (1988, p. 217) inserts that the goal of reading is to read for meanimg®erdad eat e t he wri ter s meaning. B
for grammatical forms, study vocabulary or improve pronunciation is not reading at all, because reading involves compréhensio

process of the type that students may look up too many woedborious and painful effort to decipher the text should not be the type of

reading in the mind f the teacher or students. Instead they have to learn to interact with the reading in a productthatze sole to

determine the meaning even whensomof t he words and patterns are not clear to them
meaning and use reading for enjoyment.

Two of the psychological, emotional, and cognitive benefits of reading skill are that students can cospeédhat which they read and
can also read in privacy which is an advantage for those students who are apprehensive about reading in front of tteg. hsstain
(1988, p. 218) also emphasized the importance of the relationship between readitigeaskills. The teacher should not underestimate the
relationship between sound and its written symbols. Without this knowledge students will not meet the objectives of elagadiith
comprehensible input.

Experimental Background

There are sever&mpirical researches conducted on using stories in language teaching and |&trageni and Hajizadeh (2011, p.72)
investigated teaching L2 reading comprehension through short stories, they concluded that the exposure of the students &sIEL
material can ensure that they enjoy, understand and appreciatdile lifieaterial while they are improving their linguistic proficiency.
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Thus, it will be to the overall benefit of the ESL learners if the instructors promote the use of storied &siattoduce, accompany, and
supplement tried and basal teaching techniques. The power and emotional impact found in a short story can offer thiedparners
meaning about the acquisition of language skills. Finally, short stories invite studemgg¢e én a more active and informed discussion of
their involvement with the text and their own personal experiences relevant to the world of the text.

Stories also can have a great effect on vocabulary learning. In a study conduCteltinsy(2005),the effect of storybook reading on 70
ESLpresc hool kidsd6 vocabulary acquisition was investigateay) The res
effected significant gains in ES.Istorpbookeadmpol er sdé new vocabul ary ac:¢

Gi g 8§ r (RQO6)virg his thesis investigated the role of stories in English learning. He argu@@xtsin pupils” textbooks are quite
difficult to read. Pupils do not feel confident when reading some texts and exercises. Some of them can redmlfitrentlst of the class
needs practice. Story brings many interesting opportunities for reading and in addition it is a good way to improvs'timégpegil

In another study by Yoon (2012) on sixty two Korean elementary students, he expbeftetts of an-book reading on the following
aspects: 1) vocabulary increase over the experiment period, and 2) the changes of affective factors on learning Eglylesin ¢homk.

The results showed that with afbeok reading, vocabulary knowledgeotivation, and interest on reading and English learning have been
remarkably increased. In addition to four skills, Digital stories through their multisensory effects can bridge the gapthetwaltures

and may have higher thinking benefits. Thenbiation of animation pictures, sound, music, rhyme, and narration can help learners to
understand the meaning in a faster way.

RESEARCH QUESTIONS
The main questions to be investigated in this study are:

(1) Do Internetbased instructions of digitaisor i es i mprove | ranian young EFL | earnersdé readi
(2) Il's there any difference between student shasedr ad dthieméipsedc o mpr eh e n
instructions?

METHODOLOGY

Participants

The study is conducted at Pooyandegan institute in Ab&fastudents ranging from the age 11 to 16 took a placement test based on their

cour se boankFrighs®miwiryy tten by Tamzin Thompson and Na estiohsinglidmgmons (201
multiple choice, short answer, and tfiaelts. The learnersshose scores were one standard deviation above and one standard deviation

below the mean were chosen as the participants of the Jtuelyeliabilitycoefficientof theproficiencytestin this research was calculated

by KuderRichardson formula (KRR1). The reliability coefficient for the test was 0.7Binally, 60 subject§14 boys and 48 girls, mean

age= 12.7 yearsyere divided randomly into three groups for participatinghree different groups of conventional, papased, and
internetbasedbased instruction to be taught reading through digital stories.

Instrumentation

Proficiency Test

90 students ranging from the age 11 to 16 atdéreekds@& wwi iatcteenenby t €a iz
Thompson and Naomi Simmons (2010). This test contained 60 apgesticluding multiple choice, short answer, and-tfaelts. The

reliability coefficient for theproficiency testvas 0.76.

Pre-test

The next instrument was a piest of reading comprehension including 10 digital stories to measure the patrtisigan r eadi ng compr ehe
skill before the instructions (Appendix C). The {pest contained 50 items and was organized around three types of items: true and false,

multiple choice, and short answer questions (Heaton, 1990). The reliability coefficiéme jfetest calculatedby KuderRichardson

formula (KR-21)was 0.78.

Posttest

Finally, an immediate pogest was used to determine the effects of treatment period and the result of the two other instructions. The
immediate postest abo contained 50 items based on 10 digital stories. The reliability coefficients of the test calculated thrd@igh KR
formula was 0.77.

Procedure

To make a homogenous group, t he | e arRamily and Eriendsk8 . ae fEgtltoakc3@ mieutes, t est of
then the scores were obtained and average mean of the scores were calculated. The subjects whose scores were onesiaddamd abo

standard below the mean were divided into three groups for three different conventionahagepgeand interndtased instructions. The

number of subjects in each group was 20. The whole research project took place in 12 weeks. The reading classes wer@necerizd

week in one and half hour classkss worth to mention that the instructior all three instructions was the same to prevent any interference

of different teaching methods, pronunciation, accent, motivation, etc.

The participants in the internbaised instruction group met with the researcher in the first week at a coraputehére in the first session,
each was asked few questions about their background knowledgecbironous CALLlprogram and working with internet. The purpose of
the interview was to provide data contlanguageleagningarti ci pantsd use of

At the beginning of each section in the computer site, the instructor started the class with smradipgeactivities, such as simple
questions related to the topic of the story and new vocabularies, and tried to elicit smaefram the students and write them on the
board. After that the name of the story was announced and the students were asked to find it at the site and listechcai #sey want

in the time limit of 35 minutes. The students were supposed to doiten each and every word that they understand clearly or have
problems to find the meaningfter all the students finished their listening, the instructor asked some related questions about the story and
check studentsd compr gkstery,andalso amsiveret their questions, i anye BhbnuHe arinted form of the story
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was given to the students and they started to read the story voluntarily to check their pronunciation. Finally, afstu@dintsefinished
reading the story alml, a printed paper of the activity worksheet presented at the site was given to students for checking their
comprehension and also their writing skill.

In the papebased instruction class, the same pre and post reading tasks such as guesatiswandr volunteering reading were applied
but there was no computer and internet access, instead the students were given just the printed form of the samg digitalcttoty
worksheet and the same pre and post reading activities were applied.

In the conventional reading class which is the control group, the students were given the printed text of the samesidyidgifEhere

were no pre and post work and the teacher 6s tiono Fimllythesstutents radtad and t
read the story aloud. The time of the two instructions was the same, one and half an hour, and also volunteering rajpplieg was

Finally, each group was given a post test based on 10 digital stories. THespasitained different reading comprehension questions such

as questions with short yes/no answers, true and false, and mciftipée. Then obtained scores were compared to see which group had

more progress in reading comprehension. In order to determinbertoetnot the three groups differed, One waMOVA was conducted.

Because the F value was significant a gast analysis was usetiwo weeks later after the end of the course and without prior knowledge

of the students, the instructor administersddayed postest. The sudden, without notice presence of the instructor in the class was to test

the reading comprehension to see the real effect of the treatment and also reBdniomsly as far as loagrm retention is concerned in

this study, we adopt ed t he definition provided by Laufer (2007). She asserts
month or even three months, some people repeat measurement several times to check how much learners retain in diffefrémepoint

(p.30).The only difference of this delayed test from the immediatefesstvas that the items were changed to wipe out the probable recall

of immediate test answers.

RESULTS
Results of THestee Groupsdé Pre
At the beginning of the study, three groups were given-égstevhich their statistical data is presented in Table 1.

Table 1: Gr o0 u pigids in PretestScorgst i ve St at

95% Confidence Interval for Mean

Groups N Mean  Std.Deviation Std.Error Lower Bound Upper Bound Minimum Maximum
1. Control 209.0000 4.58838 1.02598 6.8526 11.1474 3.00 20.00
2.Papeibased 20 8.9000 4.58717 1.02572 6.7531 11.0469 3.00 20.00
3.Internetbased 20 8.6500 4.15838 .92984 6.7038 10.5962 3.00 21.00
Total 60 8.8500 4.37568 .56490 7.7196 9.9804 31000

Ascanbesseen in Table 1, the number of the st dedtscore anthe profitidmeyegwagr oups i
obtained. Then descriptive statistics of mean and standard deviation of each groups, were calculated. Resultthatdicatesterage

means for every three groups was 8.8500 and the dif fdeeviatoc e among
(SD), it was found out that the SD of conventional instruction in control group was 4.588, a éitthagh other two groups, and SD of the

internetbased instruction group was 4.158 as the lowest comparing to the other two groups.

In order to find out whether the difference among the performances of the three groups was statistically significaat, SNOVA for
the three groups was applied, and the results of the test were interpreted from two points: Level of significarreticarithBle 4.2.,
displays the results of the statistical operations.

Table 2: Onevay ANOVA (Prdest)

Sum of Squares df Mean Square F Sig
Between Groups 1.300 2 .650 .033 .968
Within Groups 1128.350 57 19.796
Total 1129.650 59

Table 2, indicates the statistical analysis of @@y ANOVA on the thre g r o utpsss@orep. Results of theqiree st on t he subj e
scores did not reject the null hypothesis at (p<.968) level of significance which indicated that the difference amongstheasneat

significant, because of the fact that the probabliétel chosen for rejecting the Inu hypothesis of no difference w
hypothesis was not rejected if the amount of signification was lower than 0.05. By dividing the bgraagvariance by the withigroup

variance and finding the ratio between them, we fouadtbbability that the ratio we obtained would recur if the experiment were repeated

an infinite number of times with three sample groups on the same participants or any other experimental groups undeotittisase

(Hatch & Farhady, 1981, p. 132)h@ critical F was (19.47) while the observed F was (0.033); therefore, the observed ratio was not large

enough to convince the researcher that the mean difference was significant. On the other hand, in Table 2 , the araowett Bf(6H333)

forthethee groups was | ower than Critical F (19.47) suggestisng that t
showed that the groups were homogenous before the research period atebtlpvel.
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Results of the-tefthree Groupsd Post
The descriptive statistics for the three groups on thetpesare presented in Table 4.5.

Table 3: Groupsd Descripasi ve Statistics i
95% Confidence Interval for Mean

sroups N Mean  Std.Deviation Std.Error Lower Bound Upper Bound Minimum Maximum
. Conventional 20 32.9000 5.24053 1.17182 30.4474 35.3526 25.00 42.00
.Papetbased 20 733000 6.05327 1.35355 34.4670 40.1330 25.00 48.00
.Internetbased 20 46.4000 3.06766 .68595 44.9643 47.8357 39.00 50.00
‘otal 6038.8667 47.47077 .96447 36.9368 40.7966 25.00 50.00

It can be seen in Table 3, that the mean in the intérased group differs significantly from two other groups, and also the mean for paper
based insuction group shows difference to some degree from conventional group. The mean for-basedetpaperased, and
conventional instruction groups were 46.4, 37.3, and 32.9 respectively. To describe the statistical significance ofgthedhvep s,6 me an
One way ANOVA was applied, and the results of the test were interpreted from two points: Level of significanaat@mdlRe results of

the statistical operations are analyzed in Table 4.

Table 4: Oneway ANOVA (Immediate Petst)

Sum of Squares df Mean Square F Sig
Between Groups 1896.133 2 948.067 38.688.000
Within Groups 1396.800 57 24.505
Total 3292.933 59
Based on Table 3, the results of the immediatefesstonthes ubj ect 6 s scores rejected the null hypot

which shows that the differences among the means were significant. The amount of observed F (38.688) for the three bigh@s was

than Critical F (19.47) suggesting that ttieé f f er ence bet ween the three groupo6s mean was
rejecting the null hypothesis was smaller than U = ufperforfied t her ef or
other groups in the postst, the Poshoc Scheffe test was conducted to compare the specific mean effectiveness among the three groups.

Data are illustrated in Table 5.

Table 5: PostHoc Scheffe Tests, Multiple Comparisons (Immediate-festt

95% Confidence Interval

(I)Groups (J) Groups Mean Differened) (I Std. Error Sig.  Lower Bound  Upper Bound
Conventional Papbased -4.40000 1.56542 .025 -8.3347 -.4653
Internetbased -13.50000 1.56542 .000 -17.4347 -9.5653
Paperbased Conventional 4.40000 1.56542 .025 4653 8.3347
Internetbased  -9.10000 1.56542 .000 -13.0347 -5.1653
Internetbased Conventional 13.50000 1.56542 .000 9.5653 17.4347
Papefbased 9.10000 1.56542 .000 5.165 13.0347

*. The mean difference is significant at the 0.05 level.

It can be inferred from Table 5, that conventional instruction group is significantly different fromhzgeer instruction group (p<0.025)

and internebased instruction (p<000). Also the Papdrased instruction group shows difference in compare to two other conventional and
internetbased instruction groups with significance of 0.025 and 0.00 respectively. Also in the third row -imésetkinstruction group
shows great ifference from conventional and pagsased groups with the significance level of 0.000. The differences among the three
groups were significant but it cannot be understood from the table that which groups gained more significant differehothtrai@he
results of post hoc Scheffe are presented in three columns showed with numbers one to three. It can be inferred thapshoée gr
conventional, papébased, and interndtased instructions show great difference in compare to each other. But ib&sedtinstruction
group shows the greatest difference (46.4000) in compare to two other groups and it shows that thipas¢erimestruction had the most

influence on the results of reading comprehensionpasts t and | earners6 scores.
Discussion
Reallts of pretestand post e st st ages showed an i mprovement in overall |l earners

strategies used during this study. However, the most important issue is the usefulness of botibaseuiriastructiomnd pre and post
reading activities in order to obtain better results. Thus, the results will be discussed concerned with the two rest@arsh que

1. Does Internebased nstruction of digital stories improve I|Iranian young EFL
Af ter analyzing dat a |, the results showed that thetesebuhimas not a
contrast there was a signifitadifference among the performances of the three groups irtgsdst see Table, 4. 6). Also it could be

observed that students who received the intdsased instruction got better marks and their performance was better than the group who

received papgbased or conventional instruction. By | oo kithocgScheffe test he gr oug
revealed that interndtased instruction group had the greatest improvement in their reading comprehension post test. Based tsthe post

results and data, the scores obtained from intdrased instruction group were also much better in compare to other groups. It can be
understood that the learners of the intetveeted group after two weeks outperformed the two other groups. drieették first research null

hypothesisis rejected (p<0.05). The reasons behind this result could be discussed in terms of the effectiveness of digital stories in
devel oping |l earnersd reading comprehension.
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Prereading and posgkading tasks also may l¥ great help in the interrdtased instruction and | earnersd
comprehension. Chatwirote (2003 cited in Thangyon & Chiramanee, 2011) suggested that the teachers could provide reéidimg promo

activities, such as the activities thatdrest the learners. The activities should contain the reading objectives that suit the learners and
teacherds interest. The 't eacher s-reaslihgoaativittes tipat help thene have ltegtainl aeneuntrofe r s wi t
background knowledgabout the reading text because the schema would help the reader get better comprehension (Graves, Watts & Graves,
1994).

The results of this study are compatible and in line with previous studies conducted by Buschv@@@jp and Belmonte (20p7and
Ghasemi and Hajizadeh (201Regarding the results of the delayed gest, which showed that the digital stories may have better effect
on memory and retention, the present study is compatible with the study conduBadhb§1990) who found #t interactive multimedia
computer lessons resulted in an 80 percent retention rate.

2. I's there any difference between student s b-based ardliintempdiased mpr ehen s |
instructions?

Based on the result &®n, there are significant differences between the three groups. The results of immediate and delayed post test may

show the difference between the three groups in case of recall and retention. The grouplEgsperstruction outperformed the graifp

conventional instruction. It shows that the application of pre and post reading tasks might be of great help in appfroergthe er s 6 r eadi n
comprehension. By comparing the delayed-{gss$ scores of the two groups of papased and conventional tnsctions it can be inferred

that the difference may be due to the-mrading and poseading tasks applied by the teacher in the reading classes. These activities may

cause better retention in case of reading comprehension. The lower scores of thear@ivestruction group may be due to the teacher

centeredness of the instruction that may make the students bore. Also there is a great difference betwesesegapsiruction and

internetbased instruction which shows the positive effect of digitdl or i es on the | earnersd reading com
descriptive statistics show that, after the gest, the mean for internbased, papdnased, and conventional instruction groups were

different. These results might show at the applicaon of the both pre and post reading tasks n
comprehension in the two instructions of digital story and pbhpsed in which preeading and poseading activities was used. These

findings are compatible and lime with the study conducted Bjhongyon and Chiramanee (2011) which showed the positive effect-of pre

reading tasks such as introducing new vocabularyj mading questioning, or volunteering reading on the reading comprehension. It is
alsoinlinewih Gravebd6s (1983) study in which he compared the score of st/
any reading previews. The results showed that the Bcoreest groupo6s s

Therefore, based on the results of @veey ANOVA and the answer to the second research question above, the second null hypothesis was
also rejected. There was not a significant difference between conventionakbpapédy and interndéslased instructias concerned with
improving reading comprehension.

CONCLUSION

This study began with the assumption that applying mpregendoal story
The three groups were taught reading comprehension through three methods of instruction .The participants had a ctishsbyofheng

b o okamilf & Friends® si mul t aneousl y. The instruct or riesxapd poreading andgosts ee i f t |
reading tasks have any effect on the Iranian young EFL learners or to investigate the effect of each approach.

Having administered the posttest and analyzing thetdedagh specific statistical analysis of One way ANOW#e results indicated that

the instruction of wusing digital stories did af f e tdpplyinditeepteear ner s o
and post reading tasks may improve the learners reading comprehé@nsitme basis fothe results of the present study, the following

conclusions may be made:

a. CALL generally and synchronous digital stories specifically may influence EFL learners' reading comprehension skill.

b. Exposure to language materials through synchronous a@bproan influential factor for EFL learners.

c. The online instruction of digital stories does hdnzonentiomalr e si gni
or papetbased instruction.

d. In the internebased instruction dfigital stories, the learners listen and analyze the story independently and freely and thus comprehend

it better.

e. In digital stories instruction, preeadi ng acti vities such as new vocabulary explanaf
conprehension ability.

f. In digital stories instruction, poseading tasks such as questioning and volunteering reading improve reading comprehension.

g. Papeibased instructions, associated with pre and post reading tasks, in compare to conventicrtadrisstave more positive impact

on learners reading comprehension.

h. conventional instruction which was based on reading and translating can also affect reading comprehension but itsiefféess than

paperbased or interndbased instructions.

The following suggestions are drawn based on the limitations of the study. They may be applied in future researcheas Tolgvare

As the study was only conducted at an institute, moeareh is needed in similar situations to support the findings and to find
more about the effect of interAledsed instruction of digital stories on Iranian young EFL students. It can also be applied at the
schools or university for different range of ages.

2. This study was conducted to measure the improvement of reading comprehension ability. Future researches can be done
regarding the effect of digital stories on other skills such as writing, listening or speaking.

3. The internetased instruction in this styds associated with some limited pre and post reading activities. In future researches,
other useful reading strategies and tasks such as note taking, or skimming and scanning can be examined.

4. In the present study, just the synchronous way of instrudticcese of digital stories was used. Future research can cover
asynchronous way of applying stories as the material of reading.

5. There are different websites containing effective othargi t al St
websites can be used instead of the ABritish Council o website

6. Instead of using digital stories other kinds of literature such as songs, poem and novels or other kind of podcasifsjdeos,
mp3 files can be used in future rasghes.

78



I nternational Journal of Language Learning and Appl ied Linguistics World
(IJLLALW)
Volume 4 (4), December 2013

ISSN (online): 2289 -2737 & ISSN (print): 2289 -3245 www.ijllalw.org
7. This study was an attempt to compare intebeted instruction to two other instructions (papesed and conventional); other
different kind of instructions can be compared to digital stories in future researches.
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ABSTRACT

Many factors(internal and externaB r e c|l ai med t o i nfl uence erfarchancefnsodg sucke facbisorge c ompr e h
can rder to breadth of vocabulary knowledge which is classified as an internal reader variable. In addition to the limitee, liteeat

existence of contradictory results highlights the necessity to conduct a survey with different participants andrahiasdiffieg. As a

result, this research targets at finding the extent to which this factor influences English as a foreign language (ERL)sléarnr eadi n g
comprehension (RC) test performance. A total of 207 students (102 males and 105 females) grhitidipiatstudy. They took an RC test

from TOEFL: test of English as a foreign language and a vocabulary size test. The analysis of the gathered data wagtbethcongh

running simple linear regressions. The results revealed that breadth of lmog&doowledge is an influential factor in RC test performance

and can be used to predict EFL | ear ner slanguage anstruators, EELbsiutlents, agnd T he s e
curriculum organizers.

KEYWORDS: breadth of vocabularyriowledge, reading comprehensiarfluence

INTRODUCTION

Reading is a composite of many abilities. It is an interactive process between the reader and the text resulting insitomptehbkerists

principal point (Carnine et al., 1997). The reader seledbe armed with a wide range of abilities in order to comprehend the reading

material and to solve the possible ambiguities. Among the factors affecting reading comprehension one can refer toJmestilaof

knowledge. Although vocabulary knowlegigan be divided into a good deal of aspects in knowing a word, some lexical researchers (Grave,

1986; Lessardlouston, 2006; Qian, 1999, 2002; Read, 2004) divided it into two main dimensions: breadth and depth. Breadth of
vocabulary knowledge is the long udi nal di mensi on of vocabulary knowl edge, which r
words the meaning of which one has at | east some supemanyci al kno:
words have meaning fahe individual (Anderson & Freebody, 1981). On the other hand, depth of vocabulary knowledge is viewed as the
latitudinal dimension which includes all word characteristics such as phonemic, graphemic, morphemic, syntactic, sehtatitcation

propertes and refers to the richness of knowledge that the individual possesses about the words that are known.

LITERATURE REVIEW

Nowadays, many reading teachers concede that when their students encounter an unfamiliar text in the foreign langstadpa|ldregé

seems to be its vocabulary (Grabe & Stoller, 2002). Lack of sufficient word understanding has been frequently statddtes mamio
barriers to content comprehension in ESL/EFL reading. Indeed, Bernhardt (2005), Grabe and Stoller (2@)IAR003sand Segalowitz

et al. (1991) claimed that the main difference between skilled and less skilled readers lies in slower and inefficieatdegEand
semantic processing. Nassaji (2004) believes that one type of knowledge source thatiieintelated to the learner's ability to read texts

is vocabulary knowledge. Students with high levels of vocabulary knowledge will be able to decode and understand tipassagéng
better than students with low levels of vocabulary (Nation, Claviegshall, & Durand, 2004). Zhang and Annual (2008) maintained that
comprehension decreases whenever a text contains worchshetetiat are b
is cohesive or how much background knowledge thdestis have. The more vocabulary students know, the better they can decode and
understand what they read (Qian, 2002). This implies that having vocabulary knowledge could increase the overall perfferneztiieg
comprehension test.

Anderson and Freedy (1981) have three hypotheses which interpret the relationship between the vocabulary knowledge and reading
comprehension. These three hypotheses are: instrumental, general aptitude, and general knowledge hypothesis. Thehygpbtirasistal
suggestghat vocabulary is the critical factor for text comprehension and that there exists @ftaciseelationship between them. The

more word meanings the reader knows, the more easily he/she understands the text. General aptitude hypothesis sttetathat voc
knowledge is the orientation of the general language ability, and the general language ability is the decisive factangon read
comprehension. Last but not least, General knowledge hypothesis confirms that vocabulary knowledge is one ofstioé theugemeral
knowledge which is fundamental for comprehension.

Obviously, researchers tend to agree that vocabulary knowledge is a major prerequisite and causal factor in compretieatsimrars

a relationship between vocabulary size and reading comprehension. Some studies have used vocabulary size as a potlifior varia
reading comprehension (Hu & Nation, 2000; Laufer 1992, 1997; Liu & Nation, 1985). Moreover, research on theeoteling and
vocabulary skills, as predictors of reading comprehension in young L1 and L2 language learners, proved that vocabuiticalis a ¢
predictor of the development of reading comprehension skills in both L1 and L2 learners (Lervadg & A@K@)stERpirical studies on

the relationship between vocabulary size and L2 reading comprehension have consistently shown a strong correlatioreivetarsgingh

from 0.50 to 0.85 (Laufer, 1992; Staehr, 2008).
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To understand text meaning, one must be &bldecode the printed message (Adams, 2004; Alderson, 2000; Day & Bamford, 1998);
however, the presence of high density of unknown words in a text may seriously hinder comprehension (Curtis, 1987 ;04 xtilcew 20

(1998) and Qian(1999, 2002, 2004yealed that lexical issues prevent successful comprehension and that vocabulary familiarity correlates
strongly with other linguistic skills in the target language. To estimate how many words the learners know in their Larypcabu
breadth/size tests ha been developed and researchers have found that breadth test of vocabulary knowledge can very well predict success
in reading, writing, general proficiency, and academic achievement (Laufer & Goldstein, 2004; Nation & Meara, 2002). Afrstondies

(e.g., A-Nujaid, 2003, as cited in Alsamadani, 2011; Koda, 1989; Laufer, 1992, 1996; Qian, 1999) have used scores on vocaloulary size t
predict levels of academic reading comprehensioN#hid (2003 as cited in Alsamadani, 2011), for example, foundieat is a strong

and significant relationship between vocabulary size and comprehension level. In fact, the relation of breadth of vkablddge with

reading comprehension is recently paid much attention and viewed as a striking point by nui8kefa&s Eexical and reading researchers

who believe that the more words the EFL/ESL readers know, the better their reading (e.g. Huang, 2001, 2004; Hu & Nation, 2000

OBJECTIVES OF THE STUDY AND THE RESEARCH QUESTIONS

Taking a look at the studies avéila in the literature, one can come to the conclusion that the area of reading comprehension still requires

further research, especially in EFL contexfse main objective of the present study is to examine the effduteafith of vocabulary

knowledgeasn i nternal or accor dihelge @ dd Sfaartutedrs dnl 91889 d ifin gh sd ampr ehensi o
EFL learners. The present research also endeavors to discover the difference between male and female Iranian EFlateargens reg

extent to which their RC test performance is influenced by the selected internal factor. Therefore, the present stodgnseedsthe

following questions:

1. To what extent does breadth of vocabke?l ary knowledge influence :
2. Is there any significant difference between Iranian male and female EFL learners regarding the extent to which sh@erfREntance
is influenced by the selected internal factor? (Does any gender influence exist?)

METHODOLOGY

Participants

A total of 207 students (102 males and 105 females) participated in this study. They were Iranian EFL learners comprisngf stnde
upper intermediate level at a private language institute (Navid English Institute, Shiraz branch). All studentsweesgeaiers of Persian,
with the average age of 20 who had been studying English for almost 10 semesters.

Instruments

Two instruments were utilized in this study. The fi TgSchmine was th
Schmitt, & Clapham, 2001), which was used to assess breath of vocabulary knowledge of the 3tuelemtsabulary size test (VST),

called the Vocabulary Levels Test (VLT), was originally designed by Nation (1983, 1990) and used to measure leaoferxalulary

knowledge. Nation (2001) referred to the revised version as a major improvement on the original test made bgt €H{2681). Each

level of the test includes 30 wed#finition matching items and a total of 60 target words are useédsiing; ten groups of six words on the

left and three definitions on the right make up the test-faéstrs are required to match the words to the definitions.

The following example illustrates the test format of a noun cluster (So#raitt2001,p. 82):

1. business

2. clock part of a house

3. horse animal with four legs

4. pencil something used for writing
5. shoe

6. wall

The second instrument was a reading comprehension test dmwithe TOEFL Actual Tests (200pp. 2535) employed to assess the
studentsd readi ng c o mpwaseasamndardizechreatiregsdmprehensiéndestmanposes of five passages. Regarding
the validity and reliability of the test, as artaddished standardized language test, all of the official TOEFL tests have been carefully
pretested for validity and reliability before being put into actual use.

Procedure

To neutralize the influence of the RC test, all students first took the vocabesaiand then the reading comprehension test. The tests took

20 and 55 minutes respectiveljo carry out the statistical analysis, Statistical Package for Social Sciences (SPSS), version 21.0 was used.

Scores gathered through selected instruments veetec ul at ed and arranged in different columns.
age in the first two columns there were columns for each student showing his/her score in reading comprehénsattrantivocabulary

knowledge The analysis of the @&was then carried out through running simple linear regressions.

DATA ANALYSIS AND RESULTS

Breadth of Vocabulary Knowledge vs. RC Test Performance

The first aim of this study was to investigiteh e e xt ent t o breadih ofhvocabhlayricsviedgeinduertces dheir RC test
performanceTo this end, asimplelinear regression analysis was carried dine hypotheses under investigation in this phase of research
were as follows:

Ho: 3-0 (The independent variable does not affectidpendent one.)
H:i: 3# 0 (The independent variable affects the dependent one.)

Before conducting the analyses, the outliers were chataakhend t hr ough

normal distribution of the depéent variable (RC score) was assured througksangle kolmogorogmirnov test (Table 1, sig. = .0SIT
=.05).
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Table 1:kolmogorovsmirnov test

RC score

N 207

Mean 25.77
Normal ParametetS Std. Deviation 7.250

Absolute .086
Most Extreme Difference Positive .086

Negative -.048
KolmogorovSmirnov Z 1.241
Asymp. Sig. (2tailed) .092

The regression analysis was then run and the re3ialde 2)show thatregression line and the independent variable account for 33 percent
of thevariance in RC test scores?#R33).

Table 2: Model Summétypf regression analysis

Model R R Square Adjusted R Square| Std. Error of theg
Estimate
1 579 .335 .332 5.925

a. Predictors: (Constant), vit
b. Dependent Variable: RC score

Table 3 provide evidence for the significance of the results (sig. == & =.09

Table 3: ANOVA(Significance of the regression results)

Model Sum of Squares df Mean Square F Sig.
Regression 3629.948 1 3629.948 103.397 .00
1 Residual 7196.922 205 35107
Total 10826.870 206

a. Dependent Variable: RC score
b. Predictors: (Constant), vit

The results indicated that the null hypothesis was rejected and the alternat{fé@medependent variable affects the dependentwas)

confirmed. Morewer, the following linear equation was proved to help predict the value of the dependent variable, RC test performance
(Table 4, Figure 1)
RC test performance= 3.82+ .92* vit grade

Table 4: Coefficieritof the selected internal factor

Model Unstandardizé Coefficients Standardized t Sig.
Coefficients
B Std. Error Beta
(Constant) 3.822 2.197 1.739 .083
VIt grade .919 .090 579 10.168 .000
a. Dependent Variable: RC score
so] =2 Linear = 0.335
L=
L= = =
7 o - BB_ 27
5 288gs
30— = e
(=] § L=
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Figure 1: regression line and linear equation

Breadth of Vocabulary Kowledge and RC Test Performance in males vs. females
To investigate the relative influence of the selected internal factor on RC test performance of males versus femal&sfilthev&first

split
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According to the results of the regression analfEible 5) regression line and the independent variable accounted for 37 per&eB7jR
of the variance in RC test scores in the male group, and 30 perée9® ofthe variance in RC test scores in the female group.

Table 5: Model Summary of regression analysis

gender Model R R Square Adjusted R Square| Std. Error of thd
Estimate

male 1 613 .376 .369 5.246

female 1 547 .299 .292 6.563

a. Predictors: (Constgnvit

Table 6 provides evidence for the significance of the results (sig.=L& <05).

Table 6: ANOVA(Significance of the regression results for males and females)

gender Model Sum of Squares df Mean Square F Sig.

Regression 1655.115 1 1655.115 60.142 .000
male 1 Residual 2752.032 100 27.520

Total 4407.147 101

Regression 1892.336 1 1892.336 43.935 .00
female 1 Residual 4436.293 103 43.071

Total 6328.629 104

a. Dependent Variable: RC score
b. Predictors:Constant), vit

As Table 7 indicates, the following linear equation can help predict the value of the dependent variable, RC test peifosaeimgeoup:

Males: RC test performance= 2.62+ .96* vit score
Females: RC test performance= 4.46+ .9* uiirec

Table 7: Coefficienfsof the selected internal factor foe males and females

Model Unstandardized Coefficients Standardized t Sig.
Coefficients
B Std. Error Beta
(Constant) 2.617 3.116 .840 .403
male 1
vit .962 124 .613 7.755 .000
femak 1 (Constant) 4.458 3.181 1.401 .164
vit .897 135 .547 6.628 .000

a. Dependent Variable: RC score

Overall, the results of the linear regression (Table 5) indicatethieat is difference between Iranian male and female EFL learners
regarding theextent to which their RC test performance is influenced by their breadth of vocabulary knowledge (Figures 2 & 3).

gender: male

RZ Linear — 0.376

so—

RC score

10—

T
15 za =25 =0 as
wit

Figure 2: regression line and linear equation for males

83 ==
IJLLALW



Copyright IJLLALW, December 2013

RC store

gender: female

=2 Linear = 0.299

sSo0—]

wit

Figure 3: regression line and linear equation for females

Discussion

The resuis of the present study lend support to many researdkidesson (2000), Qian2004, and Read (2000), for instance, underscored
the prominent role of vocabulary knowledge in reading comprehension. Bernhardt (2005), Fatkkir{R005), Koda (2005), ahZhang
(2000, 2002a, 2002b) have also consistently indicated the importance of vocabulary knowledge in reading comprehensemRgadeov
(2000), and Nation (2001) argued for the claim of significant function of breadth/size of vocabulary in reagirgheasion.

In addition,the findings seem to be in compliancewitth d er son and Freebodyds (1981) general know
vocabulary knowledge is one of the sources of the general knowledge which is fundamental for compréhehssoregard, Nation,
Clarke, Marshall, and Durand (2004) also stated that students with high levels of vocabulary knowledge will be able tandecode
understand the reading passages better than students with low levels of voc&haléindings aralso in line with that of Joshi and Aaron
(2000) who found that vocabulary knowledge is a predictor of reading ability. It is also supported by Hu and Nation 2601292,
1997), and Liu and Nation (1985), who found that vocabulary size is atorediciable for reading comprehension.

CONCLUSIONS

The present study aimed at examining the effect of breadth of vocabulary knowledge as an internal factor on readingstomiggthen
performance of Iranian EFL learners. The results of linearregresn anal ysi s revealed that EFL | earner
influences their reading comprehension test performance to a considerableatentzer, alinear equation was proved to help predict

their RC test performance on the basis ofrthiecabulary test grade. It was also confirmed that the influence of breadth of vocabulary
knowledge on RC test performance is more significant in males compared with females. These results will inform langetys, Bt

students, and curriculum ganizers of the significance of vocabulary breadth in reading compreheMaoy EFL students approach

reading passively, relying heavily on the bilingual dictionaries and spending long hours laboring over “gréentence translations. In

spite of al the efforts they see no improvement in their reading comprehension. Moreover, according to several experimental studies
(Alexander, 1998; Kaivanpanah & Alavi, 2008a; Nassaji, 2003), in reality, inferring word meanings from context is netfoeliBBIL

students, since the success rate of this strategy is not as high as we anticipate and the word meanings the EFL/i8érlaaeneiten
incorrect, mi sinterpreting or too general. T h e rfoeuks ofrevery Emglishu d ent s 6
course. Vocabulary teaching should be regarded as a priority in the curriduladdlition, although vocabulary instruction is very common

in foreign language classrooms in Iran, most textbooks in English only provide explicitiiustrof relatively basic English vocabularies.

s necessary for teachers to find ways to increagestudentséo st udent
do extensive reading beyond the classroom requirements. Whentstddeextensive readings, they will be able to build new vocabulary.
However, vocabulary knowledge is just one of the factors that should be emphasized. Investigating all different fasitgkeistady is

not feasible. As a result, this study focusedthe role that one of many internal factors plays in reading comprehension. More research is
needed to examine how other factors influence RC test performance of Iranians as well as other EFL learners.

It
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ABSTRACT

This research was done at a fyofit school in Masjeg-Soleyman (MIS) city inran. The aim of this research was to find the effect of

using computeassisted language learning (CALL) approach on the learners' recall and retention at the elementary level. In order to have
homogeneous participants, the researcher used Nelson gmofidest (Fowler & Coe, 1976). 50 participants whose scores fell one standard
deviation below the mean were chosen to take part in the research. The null hypotheses were proposed: CALL would feaimgsive

recall and retention and there would besignificant difference between the mean scores of the students who were instructed traditionally
and those who were instructed based on CALL regarding the recall and retention of vocabulary learning. The chosenspaeieipant
divided randomly into twagroups of 25 students, one control, and one experimental group. Three sets of tests were designed by the
researcher as the prest, immediate, and delayed ptsit. Learners were taught ten units of Picture Dictionary (Nakata, Frazier &
Hoskins, 2011) ding ten sessions of treatment. Two groups took atessimmediately after the treatment and a delayedtpssafter a

two-week interval. Paired samplegest and independent sampldedt were used to compare the groups' means. The findings cetlestle

control group was good only at the recall of vocabulary items and the experimental group was good not only at recait beteatson of
vocabulary items.

KEYWORDS: Computer assisted language learning (CALL), corbaded instruction Lexad ltems

INTRODUCTION

The importance of learning English as a foreign language (EFL) cannot be overlooked. While many people have engaged anteachi
learning English and used different methods and instruments, they have needed to optimize theailablefresources to help the learners

to become more proficient and fluent in using English. One of them is Computer Assisted Language Learning (CALL) which has, i
particular, been used in pedagogy more frequently since 1960s (Levy, 1997). It disbreen spread through the world and used in all
aspects of teaching. Nowadays, there are a lot of software and programs in teaching a foreign language. Some focuganobne asp
language learning such as Babylon dictionary that focus only on vocabwulaly others are more comprehensive like Longman Dictionary

of Contemporary English {5ed.), helps learners to develop not only their vocabularies but also their pronunciation. It provides some
examples of vocabulary use, the origin of the vocabuladyits family. Nowadays, Language teachers have been taking advantages of
CALL to teach a foreign language totally or its components such as teaching grammar, pronunciation, or vocabularyyndividuall

Learners used CALL to remember the vocabularies reasi@ faster. In a recent research, Jones (2004) examined the performance of the
experimental group that was provided written forms and pictures when they heard the words with a group not providee thesed3Sb

know whether there was any significatifference in their performance after the course of instruction or not. She concluded that the group
who received pictures, spelling, and sounds through CALL simultaneously was better to remember the words.

Using English as a foreign language (EFL) haerbspreading throughout the world. Therefore, everybody who is engaged in teaching
English such as teachers, syllabus designers, and educational specialist should hetpritetar that they have different reasons. Due to

the significant role of vocabaily learning, it has been regarded as an important research topic for investigation in the context of foreign
language learning and teaching.

Students and generally people cannot speak if they do not know vocabulary. Research has shown than duk tf treedaaclary
knowledge, most Iranian students as (EFL) learners are either not interested to communicate, or if they initiate a domrtheyoabuld
abandon it rapidly because introduced vocabulary items are not practiced in the exercisedyeéficdeatfectively (AbdollahiGuilani,

SubakirMohdyasin & Hua, 2011). Therefore, it seems vital for teachers to find more effective methods to contribute gaatehtdaming
vocabulary.

Unfortunately, in Iran, textbook writers and syllabus desighexe paid less attention to the role played by the CALL in the classroom.
Teaching is not supplemented with modern technologies, specially CALL in teaching English. Students are forced to feloheth&he
classes are teacheentered and teachers dot want to give students autonomy and independence to decline their authority. Therefore, they
use traditional ways (Abdollat@uilani, SubakirMohdyasin & Hua, 2011).

This study is crucial because it provides helpful evidence on the use of two aggradcBALL or contexbased and ne@ALL
instruction. It will be necessary for teachers to equip themselves witb-dgte techniques if significant differences are found. The
researcher hopes that the results of this study help teachers to teach vpe&ifadtively and learners to recall and retain them easily and
for a longer period. Also it is hoped that syllabus designers, textbook writers and the like take the advantages of it.

REVIEW OF LITERATURE

The Importance of Vocabulary Learning

Cobb, Spadand Zahar (2001) claim one of most important aspects of language learning is vocabulary development. They believe that as a
new and interesting subdivision of applied linguistics and producing a lot of books and papers, there are a number loleremarka
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unanswered questions about Second Language Vocabulary Acquisition (SLVA). Knowing a lot of words can help learners not only to
communicate well but also to have control over their academic progress (Gorjian, 2008). After the decline -ihdualidlethod,
vocabulary has become dominant and it has taken the most important role in language learning (Nunan, 1999). He (1999} fzds dhfe

more we know vocabularies, the better we pull out the meaning from spoken and written texts. Although knowing grbpwminsi are
important, it is impossible to communicate without vocabulary (Harmer, 1991). According teMigicie (2001), learning a foreign or
second language involves the acquisition of two thousands of words. Meara (1995) maintained thanedpootéimce of vocabulary in
language learning, the students should not only try to learn vocabularies but also to focus on the more frequently omisiired w
language.

The Role of Computer in Language Teaching and Learning

According to Hollandand Fisher (2007), computer as tutor has been used to provide materials such as grammatical points and vocabulary
items and language practices such as exercises in pronunciation, writing, listening, or reading for learners. It hasusisiulbfee the

teachers to analyze the learners' performance and test their knowledge. This has deeply rooted in behaviorist psydhdiagyaghsed

on, as the key element in second language acquisition, extensive drill and practice (Meng & Hong, 2007).

Paying atention to the individual learner capabilities, cognitive goals and needs, has been the second role of computer in éhgugge te
(Philips, 1987). Computer (via the Internet) has provided the opportunities for learners to access radio, televisiastbrivaeirret
Websites, blogs, and advertisements and Consequently represented a wide range of written, audio, and visual mateneatieridlsdsave
been used to provide "insight into the readrld contexts in which words and collocations occur a@genres, registers, and language
varieties" (Simpson, 2011, p. 201). Computer as the medium has been the broadest use of computer in language leawiven It has
opportunity to the learners to introduce themselves to others and making interacticntbevitreople (Danet& Herring, 2007).

Researchers have done a lot of researches related to these prominent roles of computers in language learning and Ssuecidlly i
Language Acquisition (SLA) contexts. Some articles by researchers such as Kukkildn(1987), McNeil and Nelson (1991) showed the
positive effect of CALL on instruction. Providing the teachers with some training courses regarding to CALL not only thepedfieiency

of computer in the classroom but also decrease the teachess! str

It can be said that there are two different views on the role of the teacher and CALL. According to the traditional preseitice of the
teacher is considered as an indispensable element in the classroom. Levy (1997) believes that alpestuuelpts in teachers' absence
outside the classroom, computers do not replace the teachers permanently or for a long time. With regards to the rola &frghage
learning, Alatis (1986) and Secan (1990) pointed out that computers would not tepléeschers in the classroom. They (1990) focused on
the unchangeable role of the teacher.

According to Fatemi Jahromi and Salimi (2013), both teachers' and students' attitudes towards CALL and their computecebaete
relationship with the usef CALL in Iran. They (2013) found that teachers have moderate computer competence with regard to CALL and
more positive attitudes in the comparison with their students' in Iran and maintained that positive attitudes towardsgAiccesa to the
computes at school and adequate training will be developing CALL factors in language education in Iran.

Kang (1995) carried out a research on the effect of a ceatezedded approach to second language vocabulary learning at an elementary
school in Seoul, Ko This research was taken for six sessions. The learners were instructed five sessions successively atatrthe long
treatment effect was checked in the last session. Selecting four groups, the researcher chose four instructional apfobachds @

human instructor thought the paper and pencil group traditionally; 2. corifaged wordor-word which was incorporated the same
approach used in the first group. In this group, the researcher replaced the teacher with a computer; 3.a compuersandrpicised to
instruct the participants in the third group; 4. a compoésed context was provided for the learners.

The researcher used three types of tests to measure the learners' recall and retention include definition recalbrigtetérsion, and
knowledge transfer. Although the compubersed context group represented a slight improvement in recall phase, it showed higher
performance than other three groups.

The researcher concluded that the coréembedded approach was most effecthan other three approaches used for vocabulary learning.
It was also added that vocabularies that were processed in an enriched context through images, associations, or rabaratigfucah
be retained for a longer period.

RESEARCH QUESTIONS

According to the above literature review, the researchers aims to investigate two main questions in this study. Théynec meémw.

1. Do CALL based instructions develop Iranian EFL | earnersd recall
2. Is there any ffierence between non CALL and CAthased instruction in developing Iranian EFL learners' recall and retention of lexical

items?

METHODOLOGY

Participants

This research was administered to participants attending goroéih school in Masjed Soleyman (&) city in Iran. The researcher

admi ni stered a proficiency test adopted from Nelson pweloficiency
proficiency but also to feel sure about the homogeneity of the participants. In ordeetaligerthe research findings to a wider population,

all participants at this school took this proficiency test and 50 participants whose scores fell less than one stariardeleviathe

sample mean were selected in terms of their performancessqurdficiency test. Then the selected participants were randomly divided into

two groups: the experimental and the control groups. All participants were females with their age range of 12 to 14.

Instrumentation

Nelson Proficiency Test

To homogenize thearticipants, the researcher administered Nelson proficiency test (Fowler & Coe, 1976). Being one of the most
proficiency tests available in Iran and covering different English language elements such as vocabulary, grammar §usesesect the

most important factors in selecting that test. It is available in. This test included 50 multigihoice
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items. It was taken an hour to answer the questions. Each true response to the items was scored 1. The studentedatinetpgénts for
false answex. 50 students were considered the elementary level. The reliability of the test base@bifokRula was 0.73.

Three Tests Assessing Students' Progress

The students faced three sets of multifheice questions included 30 test items. That was dooed#r to reduce tesetest effect. The
content was kept consistent but the forms were different. The items were based on Picture Dictionary (Nakata, Frazies,& 6{dEki

Each set of items was piloted with a group of 20 homogeneous learners what dédkenpart in the research. The students did not get
negative points for incorrect responses. The items standardization was considered in terms of item difficulty itematisgriand item
distribution. Pretest was done in order to show the stusdlanttial proficiency and to help the researcher to make more precise conclusion at
the end of the research. The reliability coefficient oftet based on K21 formula was 0.95.

In order to check students' progress, after ten sessions, the restsstgtbstudents on vocabulary at the end of the course. It was done with
the aim of measuring the students' recall of the vocabulary in two groups. The reliability coefficient of the immediast ywast 0.0.90
through KR21formula.

The researcher adnistered a delayed petst after two weeks. There was not any instruction in that period. It was done to measure the
effectiveness of the use of CLL in students' retention. The reliability coefficient of the delay¢elspasis 0.94 through kR1formuh.

Also, there were a computer for the teacher and some computers for students, each for a couple of students, and sor@®Serdhe
prepared by the researcher. Students could play the CDs and see the pictures and spellings and listen to #i@proftivecvocabularies
successively. They did not need to click on every vocabulary. It was tried to design the CD which was utilized as ealea¥hpre was

a projector, too.

Procedure

In this study, the materials were similar and at the same of difficulty for experimental and control groups. The participants attended

class twice a week in both groups. There was a queatidanswer session for both groups separately. In order to assess how much students
knew about CALL especially in thexperimental group, the teacher asked some questions and answered students' questions. The students
were asked to maintain their attitudes to the training sessions during or after the treatment.

The participants in experimental and control groups wepesed to 10 units out of 55 extracted randomly from Picture Dictionary (Nakata,
Frazier & Hoskins, 2011). This book is specialized for elementary level. Moreover, it covers everyday topitgghigicy words,
question-andanswer patterns, giving theugents the opportunity to listen to native voices, providing contexts, and beautiful pictures. The
extracted units were about parts of the body, feelings, kitchen, toys, fruits, vegetables, birthday party, descrigies)saradoschool
supplies. The maber of vocabularies ranged from-26 in each unit. The teacher taught one units in each session. Students attended the
class twice a week. Each session lasted for an hour.

In the experimental group, the teacher used a computer, a projector, and &\eardhe teacher played the CD, the students could listen to
the pronunciation of the vocabularies that were pronounced by native speakers. At the same time they saw their pigteliegysuidr s

three times. Vocabularies were pronounced in Americdter Aloing that, the students were given a few minutes to take a look at the
vocabularies while they had simultaneous access to the computers. Since then the teacher asked some questions. Wtaeh ssiodents
problem with pronunciation of vocabulariesetteacher stopped them and played the track for them again. When they had some difficulties
remembering the meanings the teacher asked their classmates to help. Each student received a copy of CD, so theyrmadtyhe oppo
practice over and over abime. In the control group, the students were given neither the opportunity to use CALL in the classroom nor the
chance to play the CD at home.

The course was made up of ten -tair sessions. One unit was taught every session. Carrying out an immesti#éstpight after the end

of the course, the teacher tested how well students could recall vocabularies in both groups. There were forty itemsstesth8tpdents
did not have any instruction in a period of two weeks. Then she performed theddeteytest to measure the students' retention in both
groups. The items of the tests were covered the lessons that were taught during the treatment.

RESULTS AND DISCUSSION

Descriptive Statistics

Based on the Table 1 and 2, the significant value, i gveater than .050. The result does not show any significant difference between the
two groups at the prest. That is, both groups are homogenous.

Table 1: Results of the Ptest

Test Groups df Std. Error t Level of Significant (P)
Difference
Pretest Control 48 .738 -.325 747

Experimental

Table 2: Results of Control Groups' Tests

Control Group N Minimum Maximum Mean Std. Deviation
Pertest 25 8.00 18.00 11.84 2.687
Immediate Postest 25 10.00 29.00 16.20 5.759
Delayed Postest 25 9.00 28.00 15.72 5.784

According to Table 2, the mean of gest is 11.84 and the standard deviation is 2.68. The minimum score is 8 and the maximum one is 18.
After the end of the training course, the participants were immediately tested on vocabcddl. It was done to measure how well
participants recall the meaning of the vocabulary items that they learnt during the treatment. The mean of the imméegities 16s20
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and the standard deviation is 5.75. The students' scores range fro@91@fer giving participants a twaveak break, the teacher gave the
participants a delayed pesst. The mean is 15.72 and the standard deviation is 5.78. The minimum and the maximum scores are 9 and 28

Table 3: Results of Experimental Groups' Tests

Experimental Group N Minimum Maximum Mean Std. Deviation
Pertest 25 6.00 18.00 12.08 2531
Immediate Postest 25 8.00 30.00 17.24 5.746
Delayed Postest 25 11.00 29.00 18.20 5.338

The experimental group's performances are presented in Table 3.ifineum score is 6and maximum score is 30 in-tegt. The
calculated mean is 12.08 and the standard deviation is 2.531. The students' scores range from 8 to 30 in imniedisaagdstim 11 to

29. The mean and standard deviation are 17.24 and 5.T#énediate postest. The mean is 18.20 and the standard deviation is 5.33854 in
delayed postest.It should be mentioned that the mean values of two groups are also shown by Figure 1.

20 7
15 7
10 + H pre-test
5 - immediate post-test
' . delayed posi-test ® delayed post-test
0 ¥ ) I
By BN o ..
T pretest
O)ntrolExperimental | o

Figure 1: Sample Means for Three Testwo Groups

The Tables 2, 3 and Figure 1 show that two groups had an improved performance in mean scoreddsbho pmamediate posést, from
11.84 to 16.20 in the control group and from 12.08 to 17.24 in the experimental group. They also iskozasa from immediate petstst

to delay postest in experimental group from 17.24 to 18.20, but this increase is not observed in control group. In this group, toeenean s
decreased to 15.72.

As the descriptive statistics does not provide the reseawith sufficient information to sustain or reject the null hypotheses, the researcher
cannot interpret the results meticulously; she went further and used the inferential statistics too.

Table 4: Paired Samplegest of Control Group (pr¢est vs.iinmediate postests)
Paired differences

Pretest & Immediate

posttest Std. Std. Error  95% Confidence Interval of the
Deviation Mean Difference t
Mean
Lower Upper df Sig (2 tailed)
-4.160 3.300 .660 -5.522 -2.797 -6.303 24 .000

Table 4 shows that the obsente(®.303) is greater than the critida|2.64). The results of paired sampleest shows that is a significant
difference between piest and immediate petgst of control at the significant level (p<.05).
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Table 5: Paired Sampletest of Control Group (immediate vs. delayed fiests)
Paired differences

Immediate postest &

Delayed postest Std. Std. 95% Confidence Interva
Deviation Error of the Difference t
Mean Mean
Lower Upper df Sig (2
tailed)
.480 1.294 .2589 -.054 1.014 1.853 24 .76

As the observet (1.853) is less than the criticglit can be conclude that there was no significant difference between the performance of
learners in immediatgosttest and delayed peggst of control group at the significant level (p<.05).The mean is .480 and SD is 1.29.

Table 6: Paired Samplestést of Experimental Group (ptest vs. immediate peg#sts)
Paired differaces

Pretest & Immediate

posttest Std. Std. Error  95% Confidence Interval of the
Deviation Mean Difference t
Mean
Lower Upper df Sig (2 tailed)
-7.240 3.031 .606 -8.491 -5.988 -11.941 24 .000

Table 6 shows that the observie€ll1.941) is greater than the critida(2.64). The results of paired sample®gt show that there is a

significant difference between ptest and immediate pegtst of the experimental group at the significant level (p<.05). The mean is 7.24
and the SD is 3.031.

Table 7: Paired Sampleagest of Experimental Group (immediate vs. delayed-jgsts)
Paired differences

Immediate postest &

Delayed postest Std. Std. Error  95% Confidence Interval of
Deviation Mean the Difference t
Mean
Lower Upper df Sig (2 tailed)
-.960 1.540 .308 -1.595 -.3240 -3.11 24 .005

Table 7 shows that CALL instruction had an effect on learners' retention because the dlf8eht¢ds greater than the critida2.06).

Table 8: Independent Samplest of the Groupsifimediate vs. delayed pdsstts)

Test Groups df Std. Error Difference t Level of Significant (P)
Immediate postest  Control 48 1.62714 -.639 .526

Experimental
Delayed postest Control 48 1.57429 -1.575 122

Experimental
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