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Foreword

Language teaching in a globalized world has seemramous increment in terms of
strategies and of diversity in resources in the fuas decades. As Kern (2006:183) puts it:
“Rapid evolution of communication technologies hdmanged language pedagogy and
language use, enabling new forms of discourse,foaws of authorship, and new ways to
create and participate in communities.” Browsing thpic “teaching languages in the’21
century” gives us an idea about the recent trenéxeellence: the use(s) of technology (ies)
in the langue classroom. The profession has seerevblution from the initial CALL
(Computer Assisted Language Learning) whose focas mvore on drills and practice of
structures and vocabulary, to an integrative petspge to CALL. But soon the more
restricted technological tools gave way to theafsaultiple online resources advocated as
effective tools both for language teaching andriggy. Despite the fact that constructivist
frameworks of language teaching have gained, whieeelearners are seen as active
participants in the learning process, the ergenferation Yand wireless communication has
challenged teachers in using media and technologgethe pressure from higher education
institutions in particular, and most educationaitexts is being felt. To that respect, teacher
training programmes of EFL teachers are incorpogathese new challenges in their
curricula. Yet, some socio-educational contexts constragnetffective use of this set of
technological resources of language teaching, demehers and sometimes students show
some resistance on its use. The current volumkghefAsian EFL Journabrings a timely
discussion, evaluation of different types of mediaources in different Asian contexts:
Malaysia, Vietnam, Indonesia, Taiwan, Thailand &nodkey.

The first article by Nina Inayati evaluates the abages and disadvantages of the use of
Social Media Technology (SMT) by ELT teachers irhigher education institution in
Indonesia. Based on the Planned Behaviour Theoina Mayati concludes that even if
teachers were cognizant on the use of SMT in thguage classroom, they were rather
skeptical on making use of such resources whemitgg&nglish.

Kevin Balchin and Carol Wild’s study, focusing orcantext of EFL teacher training in
Malaysia, investigates trainees’ beliefs on thegntion of technology in the curriculum
and its use in the language classroom. Balchinvdidd conclude that despite the fact that
the generation of teacher trainees may be considé@ezate in social media and digital
technology, they still show some resistance whenoihes to its use in the language
classroom. Such resistance seems to be relatde ttad¢t that teacher trainees feel under
pressure to keep up-to-date with the technologidabnces and its consequent application
in the language classroom, apart from contextuasiraints. Based on these results Balchin
and Wild propose a “three-part framework” to heifegrate technology in teacher training
programmes.

In order to understand the intricacies of cultumégration in a country that is investing in
the development of EFL teaching, that of VietnarhuNHien’s article discusses the concept
of teacher support from the perspective of Grountheebry. Results of the study show that
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Native English Teachers (NETs) working in Vietnaranmon that the challenges faced are
related both to pedagogical and non-pedagogicakssWhile the pedagogical issues are
generally related to differences in the learning &mching culture in Vietham, the non-

pedagogical issues involve difficulties in adammatio adapting to life in Vietham.

Tzu-Chia Chao’s article discusses the importanceintdrcultural communication for
language learning from the perspective of the techTzu-Chia Chao presents a proposal
to develop a 24 item self-assessment inventoryn@rdultural communication awareness
raising. Based on the results of the Cronbach Adpbeefficient, Tzu-Chia Chao concludes
that due to the high reliability between items, sa#f-assessment inventory questionnaire
can be used to evaluate both in-service and preeseEL T teachers.

Suchada Tipmontree’s article addresses the developof communicative competence in a
specific higher education context in Thailand. Zazh describes and evaluates the
implementation of simulation strategies with hemogrvoup of students attending a course
of English for Business Communication. Having aggla pre-test and a post-test, the study
intended to measure changes in “fluency, pronuiociagrammar, and vocabulary”. Results
of the study show that the approached adopted lusitiye effects in the students’
communicative competence and ability at differenels of proficiency.

The final article of the current volume, by Asumagik, discusses the level of awareness
related to the use of corpora in the EFL classraortine context of ELT in Turkey. The
results of the study show that only a small pemgatof teachers were aware of the
pedagogical possibilities of corpora in the languatassroom and used this resource for
teaching English. Asumansik concludes that, in spite of the fact that corimugguistics has
been recognized as an important teaching resow@a@ehers voiced the need for training on
how to use corpora for teaching language. Accortbhrgsuman Alk, the use of corpora in
language teaching is particularly interesting far tdevelopment of the discourse-pragmatic
competence.

Custédio Martins, PhD
Production Editor
Asian EFL Journal

University of Macau
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Abstract

Social media technology (SMT) has exerted a grefiileance on many aspects of life,
including English education. The literature hasvahearious types of SMT employed in a
range of English Language Teaching (ELT) conteMtss study explores the emerging trend
of SMT use in ELT in Indonesian higher educationteats. This survey study observes the
ELT faculty members of a language centre in a pnemi private university in Indonesia.
The findings showed that Facebook and YouTube weremost frequently used types of
SMTs by the language centre faculty members. litiadd analysis showed that, although
most the faculty members were aware of the beneffi&@VITs in teaching and used a range
of SMTs for various personal and professional psegsothey were reluctant to use it in the
classroom. This phenomenon was explained usingrémeework of Planned Behaviour
theory. The analysis using SPSS 20 revealed thdighavioural control of using SMTs was
limited due to insufficient institutional infrastrture and support. This small scale study
offers some insights into the faculty members’ pptions of SMT use in ELT in the
Indonesian context, which could, to some extengdreeralized to other similar developing
countries.

Keywords: Social Media, English Language Teaching, Highdudation
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Introduction

Information and communication technology (ICT)egtation in education is no
longer considered a novelty. For decades, educh#wes incorporated various forms of ICT
into their teaching with the aim of enhancing stitdearning. To some extent, this trend has
reciprocally influenced the development of educatio make it more open towards ICT,
which is reflected in the growing number of studiesducted in the area. One of the latest
forms of ICT with rising popularity is social mediBhe influence on education of this form
of ICT will be examined further in this study.

Social media literally refers to any media thatowal interaction among people.
However, currently, the term has been given to riqudar set of attributes that tend to
narrow its meaning towards a range of networketstthat emphasise the social aspects of
the Internet as a medium of communication (Davegdzi & Warshaw, 2012). Following
Davis lll et al.’s (2012) suggestion, the term sbonedia technology (SMT) is used in this
paper to refer to web-based and mobile applicatibasallow users to create, engage, and
share digital content through multi-way communigatiSome examples of popular SMTs
include resource-sharing tools such as microblagglatforms (e.g. Twitter) and blogs (e.g.
Wordpress), social networking sites such as Fadebhod LinkedIn, media sharing tools
such as YouTube and Flickr, and wiki software sashPBworks (Dabbagh & Kitsantas,
2011).

English language teaching (ELT) is an area whittroéctively embraces social media
in its teaching and learning activities. This ma&ydue to the nature of social media which
allows the implementation of educational theorresecond/ additional language teaching
such as constructivism and socio-cultural languageries—both are discussed further in
the Literature Review section. An increasing nundfestudies have shown this trend, some
of which have been reviewed in specific studiesatial media use in teaching and learning
conducted by Sim and Hew (2010), Inayati (2013) diagaro, Handley and Walter (2012).
While there is increasing acceptance of and researSMT integration into the educational
sector in many parts of the world, such studiesaagce in Indonesia.



Therefore, the focus of the current study is on Skt&gration, with specific focus on the

discipline of ELT in the Indonesian context.

Literature Review

Technology for teaching is one of the essentidlsskiat teachers ought to have in
addition to knowledge of content and pedagogy, acept popularly known as the
Technological Pedagogical Content Knowledge—TPCHKsfiva & Koehler, 2006). As
technology increasingly becomes an integral parowf daily lives, especially with the
Internet, its influence in the education sectopeeslly in teaching, seems unavoidable.
Thus, knowledge of technology in teaching is esakfdr teachers. This knowledge is
different from that of pure technology, the typetethnological knowledge embodied in
TPCK is one that is specifically designed to aidhe teaching and learning process of the
content. As Mishra & Koehler (2006) suggest, TPGlan effective teaching practice which
reflects a good understanding of pedagogical tegtas by employing technologies to teach
content. Within this concept, SMT represents a fofrtechnology which possesses a great

educational potential.

SMT has been employed for various educational mapcsuch as instructional,
education management and reaching out to potdutiale students (Davis lll et al., 2012).
Due to its transformative effect on the mannerswinich users experience internet
technology, Selwyn (2011) argues that SMT has etkatnew type of learner and a new
type of learning. This new type of learner is reddrto as a digital native (Prensky, 2001;
Kilickaya & Seferoglu, 2013), the net generatiors(12013), or generation Y (Davis Il et
al., 2012). Although some experts has question¢a\abether these distinctions really exist
(Lockley & Promnitz-Hayashi, 2012), Selwyn (2011jggests that the members of this
group are perceived to be more proficient at magking, more socially autonomous and
more self-organised in satisfying their desiresiciwiincludes the desire to learn. He further
argues that these learners have created a newecwtuearning due to their nature for

networking and learning via the web; thus, it ildyved that this phenomenon imposes



a major influence on higher education, which musapa its practices to cater to the

characteristics of these new learners.

Amidst the majority of positive views about SMT egtation into education, some
cautions are raised by academics. For examplesdfriand Lowe (2012) believe that SMT
is more for promotional and commercial uses and fes educational purposes. They use
the example that television was a disappointmeeduncation and argue that the relatively
similar features and acceptance of SMT may leadhto same euphoria and future
disappointment. Selwyn (2011) raises the same ce¢nscearguing that educators’
expectations of SMT are currently exaggerated duést pervasiveness and that higher
education should be particularly wise in addressimg issue. However, many educators
seem to remain certain about the promise of SMédincation. This trend is best reflected
in the numerous studies on SMT integration in etlonas reviewed by Tess (2013), Davis
lll et al. (2012), and Sim and Hew (2010).

Theories such as constructivism, connectivism ayaloscultural learning theories
have been used as a basis for SMT integrationadtecation in general and into ELT in
particular. First, constructivism theory is argyasapplicable to the use of SMT for teaching
and learning purposes (Shih, 2011; Tess, 2013;Z@®09). This theory, as elaborated by
Tess (2013), prescribes the conversational nafuesaming, which includes dialogues and
shared activities. According to Shih (2011), ttnedry suggests that learning occurs when
there is meaningful social interaction that inclideommunity sharing of different
perspectives and experiences—an idea that alsdeapf SMT-supported pedagogy

designs.

Another theoretical basis used in the implementated SMT in education is
connectivism, defined as the idea that learningpéninformation age relies on the ability to
access knowledge and information on a ‘just-in-tibeesis (Selwyn, 2011). Selwyn (2011)
explains that this perspective emphasises an ohaiis ability to connect to specific
information sources when and where required, tfeegnceiving learning as the capacity to
know more, rather than the accumulation of knowe@MT, as one form of ICT, assists in

the implementation of this idea. Finally, in foneiganguage learning, socio-



cultural theory has frequently been used as a ¢tieat basis in SMT integration (Hsu, 2013;
Shih, 2011). In line with constructivism, this tingcuggests that rich exposure to and
interaction with the target language and its spemmhmunity are essential in language
learning (Hsu, 2013). Selwyn (2011) further expsetimat this theory prescribes that learners’
active participation in the community of Englisheagers is crucial for their success in
learning and that SMT could serve as effective meédidesign such pedagogical language

activities.

In the field of ELT specifically, SMT has been aokrledged to have contributed to a
great shift in its practices (Dudeney & Hockly, 2p1Discussing the historical integration
of ICT in ELT, Dudeney and Hockly (2012) argue tdating the three stages of computer
assisted language learning (CALL) development t(fins behaviouristic CALL, then in
communicative CALL), SMT is one form of technolotat has greatly influenced the shift
to the current third stage, which is integrated CADudeney and Hockly (2012) further
argue that integrated CALL is deeply characteriégd the improved focus on the
development of the four language skills, enhaneadher—student interactions and a higher
emphasis on technology-mediated learning. A great df literature has demonstrated the
manner in which ELT educators have incorporated Sktd their teaching practices.
Therefore, in line with the purpose of this stuttys literature review closely examines the
various uses of SMT in ELT and discusses someddfare and barriers to SMT integration
into ELT.

SMTs Used in ELT

Various forms of popular SMT have been integratéd ELT, for example, blogs,
wikis, Facebook, Twitter and Skype. These are eggulan various ELT contexts such as
teaching courses in English skills and English enhtThe analysis of SMT usage in this
section is limited to higher education ELT. Forgiieal purposes, the presentation of the

analysis is arranged based on the type of SMT.

10



Blog

The literature suggests that blogs are one of th& sommonly used forms of SMT in
ELT. As a type of online journal, a blog allows sé post multiple entries of content
(Yang, Miller & Bai, 2011), thus enabling knowledgkaring beyond classroom contexts
(Sun & Chang, 2012). Generally, the integratiorbloigs into ELT has been demonstrated
as feasible in various contexts such as skillscamtient courses. To some degree, blogs were
found to support advanced students’ independemhilg An interesting finding was
obtained in a positivistic study that directly ccamgd two groups of students with and
without blogs (Lin, Lin and Hsu, 2011). This stddynd no significant difference in writing
achievement between the two cohorts. However, dukh be noted that significant
improvement in writing skills were achieved by bgtioups. This study focused only on the
final products (i.e. the students’ assessment markkile other studies that are more
interpretative in nature and generally show morsitp@ results—such as Sun & Chang
(2012), Ozkan (2011), and Shih (2010)—, emphasidditional aspects such as students’

learning experiences and motivation.
Wikis

Another type of SMT widely integrated into ELT iset wiki, which is an online
publishing media intended for knowledge sharing #tl@ws users to continuously edit the
pages (Zorko, 2009). Wikis have been used in varaesigns of ELT such as reported by
Zorko (2009), Kessler (2009) and Chik and Breidbé&2dl11). Using wikis to teach an
English for Specific Purposes (ESP) course forteodoof sociology students in Slovenia,
Zorko (2009) concluded that wikis were proven tbance students’ effective collaboration
in language learning. Another study about wikis digted by Kessler (2009) found that
students’ willingness to collaborate was high, their priority was the content, with less
emphasis on language structures. Chik and Breid{2&di) combined wikis with Facebook
and Skype and involved cohorts of students from ¢HEong and Germany. The study
suggests that the three SMTs employed effectivalyesl as a platform to allow both cohorts

to compose multimodal texts.
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Facebook

Facebook is currently the most popular social nétimg site worldwide and has been
integrated in many ELT settings. As discussed @arkacebook was used by Chik and
Breidbach (2011) in addition to wikis and Skype.offrer study employing Facebook was
conducted by Shih (2011), who taught an Englishimgiicourse to a cohort of Taiwanese
students. The findings suggest that Facebook iatiegr in this English writing course
contributed to improving the effectiveness and gmjent in learning and, at the same time,
offered additional learning modes that potentiattproved students’ English writing skills.
Another study on Facebook in ELT was conducted by F2013) who found that students
greatly exploited Facebook for various forms of Esiglearning. In addition, almost all

participants perceived Facebook as an effectiviégoia for EFL learning.
Twitter

Another popular SMT integrated in ELT is Twitter,nacroblogging platform that
enables users to post short text messages totnbutisd throughout its community (Borau,
Ulrich, Feng and Shen, 2009). In this study, Twitteas employed to offer wider
opportunities for students’ active learning in Hsigl Borau et al., (2009) asked 98 Chinese
students to post at least seven Twitter entridsniglish every week during the course. The
data analysed included all of the students’ Twitdatries and the results of an attitude
guestionnaire. The findings showed that students wefavour of Twitter usage in ELT and
that they perceived it as an effective tool to deweheir English skills.

This literature analysis on the types of SMT useELT contexts provides evidence
of the affordance of various forms of SMT in ELTits®ys, whether the use is for English-
skills courses or English-content courses, blerldaching design or entirely online-learning
design, classroom English learning or completetiependent English learning. The types
of SMT involved include both synchronous media sastSkype and asynchronous media
such as blogs, wikis, and Facebook. This demomestrite manner in which SMT has
permeated ELT practices and the manner in whicHigéintanguage educators have openly
welcomed and adopted SMT in their teaching contexts

12



In broader Indonesian contexts, social media ergayremely high popularity. In fact,
Saleh (2013) states that 95.7% of Indonesian netifi@ternet users) use social media. He
further states that the residents of Jakarta,ttieriesian capital, is rated as the number one
user of Twitter by Semiocast, a global social mealigncy based in Paris. In addition,
Mediabistro (2013) listed Indonesia as the countith the third highest use of Facebook.
However, the high popularity of social media in dnésia does not seem to extend to its
education sector. Studies on the educational usssctal media in Indonesia remain very
rare, especially ones published in internationakrgeviewed journals. This study serves to
fill the gap in literature by reporting the manirewhich Indonesian educators employ social
media for their personal and professional non-tegchse, and pedagogical use, especially
in teaching English Language. In addition, the pmed advantages and disadvantages of
SMT use in ELT are also investigated.

Methodology

This study used survey design to obtain answetisetoesearch question. A survey is
a procedure in quantitative research that involhesuse of a questionnaire to explore a
population’s characteristics, attitudes, behavipansd opinions (Creswell, 2012). This
design has been selected for several practicabmeasgirst, a survey is best for describing
trends in practices of a population; thereforis, ihe appropriate option to answer the present
study’s research questions. Second, a survey mswddime-effective instrument with wide
geographical reach (Fink, 2013). Therefore, it ceach many respondents in a relatively

limited time, which improves the effectivenesstad turrent study’s data collection process.

Participants

The target population of this study was the Englesdthers of a language centre in a
renowned private university located in Malang, E3eta, Indonesia. In addition to the
practicality reasons, they were selected becausg thpresent the Indonesian higher
education ELT educators due to the fact that tlaeght English Language to university
students. There were 67 faculty members all of win@re Indonesian native speakers with
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advanced English-speaking skills and one or maradbdegrees in English literature and/or
English education. This study aimed to obtain cermaia that involved all the members of
the population. The population encompassed bothtipae and full-time faculty members
of the language centre. Their principal duty inneal\teaching English to students of various
disciplines at the university, most of whom weodhdonesian native speakers. 70% of the
respondents completed the questionnaire, and timplete profile of the respondents is

presented in Table 1.

Table 1.Profile of Respondents

Variable Value Percentage
Gender Male 31.9
Female 68.1
Employment Status Full time 40.4
Part time 59.6
Age 20-24 27.7
25-29 53.2
30-34 14.9
35-39 2.1
40-44 2.1
Qualification Completed bachelor degree 51.1
Currently doing master degre 34.0
Completed master degree 14.9
Tenure Fewer than two years 31.9
2-5 years 447
6-9 years 21.3
10-15 years 2.1
Instrument

The survey instrument was developed with a referémthe existing literature on SMT
use in ELT, taking into account the Indonesian Ebhtexts. Some of the studies employed
as a basis for developing the instrument were Alfia{2009), Alzaidiyeen, Mei and Fook
(2010), Davis Ill et al. (2012), Fuchs and Akbabd12), McCarthy (2010), Moran, Seaman
and Tinti-Kane (2011), and Rosen, Whaling, Carrigneever, & Rokkum (2013). Some
modifications of the questions and statements wexge in order to better accommodate the
unique characteristics of the target populatiom, ltidonesian English-language teachers.
The modifications were due to factors such asabethat the previous studies focused only

14



on one specific SMT, were conducted in countrié®iothan Indonesia, were a large-based
study with a wide range of demographical and potesl elements and were conducted on
general web-based ICT in education. These studiex®e wsed as a basis to develop
guestionnaire items with a strong theoretical fatimh to support the questionnaire’s

construct validity.

The survey questionnaire draft was sent to fiveeetspin ELT, ICT in education and
guantitative research for the purposes of contedtface validity check. The experts were
experienced researchers in education with a baokgron the discipline of ELT and a high
interest in innovative educational ICT. The quastiaire was further modified in both format
and content in light of their input. After the \adition process was completed, the instrument
was pilot tested for internal consistency and bélity check with nine Indonesian English-
language teachers. The pilot test results were @imahysed to determine the instrument’s
internal consistency by calculating its Cronbacph coefficient, which describes how well
a series of items complement one another in meagtirte same quality or dimension (Fink,
2013). The analysis was conducted using softwa®&SSF) and the results showed that the
alpha coefficient for the ‘use’ variable items Wa815. These figures indicate very good
internal consistency following George and Mallerg2006) rule of thumb for the alpha
coefficient in social science (>0.9—excellent; >8-@ood; >0.7—acceptable; >0.6—

guestionable; >0.5—poor; and <0.5—unacceptable).

The final draft of the instrument consisted of theections. The first section contained
seven multiple-choice questions asking for respotsiepersonal information such as
gender, age, tenure, level of education, and emmdoy status. The second section contained
three multiple-choice questions asking about thepardents’ familiarity with several
popular SMT, their frequency in using them andrthetual use of the media. The question
about actual use was comprised of 24 items examithie respondents’ personal use,
professional non-teaching use, and pedagogicabfuSMT. A scale was used for questions
that measure respondents’ familiarity (three-paicale) and frequency of use (five-point
scale). Finally, the last section contained tworogeestions probing into the respondents’
perception about the advantages and disadvantddg&d D use in their teaching contexts.

Open question format was chosen as it enablesmdspts to give spontaneous responses
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and avoid bias that may result from suggested resgm (Reja, Manfreda, Hlebec, &
Vehovar, 2003), thus is believed to provide deepat more meaningful insights into the

study.
Data Collection

The data collection process was conducted durineSeer to October 2013. All
respondents were initially contacted via emailnate them to take the survey. By the end

of the data collection process, 70% of all of #twgéted participants completed the survey.

Data Analysis

The data obtained from the survey were analysedlynasing descriptive statistics.
Descriptive statistics provide simple summariesualibe population examined and the
responses to some or all of the questions (Fink3R0rhe present study uses numbers and
percentages to analyse the demographical inform&ti@bserve the frequency distribution
of each category. Information on the use of SMT waalysed using a weighted mean to
capture the general tendency of the population. Weghted mean was chosen because
respondents’ answers were worth different weigtstiramd this procedure offers the most
reliable method for understanding and presentimty siata.

As for the open-ended responses, they were analgsed content analysis in order to
draw inferences about the recorded informationtamifreely by the respondents. This was
conducted by carefully reading and identifying asrtwords, concepts, themes, phrases, and
sentences contained (Fink, 2013). The content aisalyas conducted using NVivo 10
software due to its practicality in effectively &sng a large amount of qualitative data.

The findings of the analyses are presented in ¢éxé section.

Findings

As noted in Table 1, the most common profile of plagticipants was female, part-
time, and younger than 30 years of age with a HacHegree qualification. Since the present
study focuses on the use of SMT in ELT, it was de@mecessary to ensure that the

respondents were familiar with some forms of SMug, a question addressing the issue
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was devised. Therefore, following the demographit@rmation, the questionnaire probes
into the respondents’ familiarity with social medide respondents were asked to indicate
whether they were (1) unfamiliar, (2) familiar, @) very familiar with SMTs and Table 2
presents the summary of the responses.

Table 2.Respondents’ Familiarity with SMT

SMT  Faceboo  YouTube  Twitter Wiki Blog Google+ Slideshare  MySpact  Linkdin ~ Podcast  others

Mean  2.87 2.7 2.23 2.21 2.19 2 1.63 1.47 1.45 1.45 n/a

Among the popular SMTs listed in the survey, all tbé respondents reported
familiarity with Facebook and YouTube, and gengraliey indicated high familiarity with
both SMT (Facebook = 2.87 and YouTubg = 2.70). The next group of SMT for which
the respondents reported a moderate level of fantyliwere Twitter £ = 2.23), wikis & =
2.21), blogs £ = 2.19), and Google+tx(= 2.00). Finally, the SMT with which respondents
showed a low level of familiarity were SlideShate=1.68), MySpacei= 1.47), podcasts
(x = 1.45), and LinkedInx = 1.45). Several respondents indicated familiantih other
types of SMT not listed in the survey such as Ski#3), Instagram (2%), Edmodo (2%),

and Academia.edu (2%).
The Use of SMT

After familiarity, the actual use of SMT was anagisTable 3 summarizes the findings
of the types of SMT used by the respondents anid fitegjuency of use. The respondents
were asked to indicate the types of SMT that thes and their frequency in using it by
ticking (1) never, (2) rarely, (3) sometimes, (#eaq, and (5) very often. It is worth noting
that for clarity purposes, the survey indicatesrtmge of time for each frequency to ensure
that the response was clear for both the resposdemnt the researcher, for example, ‘very

often’ was defined as every day and ‘rarely’ wandel as less than once per month.

Table 3.Respondents’ Frequency of SMT Use

SMT  Faceboo  YouTube  Twitter Wiki Blog  Google+ Sldeshare  Podcast Linkdin ~ MySpacc  others

Mean  4.57 4.15 3.38 3.04 2.94 2.74 2.09 1.72 1.68 153 /a n
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As can be seen from Table 3, Facebook was the fmemgtently used SMT witly =
4.57, indicating everyday use of the media by nobshe language centre faculty members.
The form of SMT that was used with second highesjfency was YouTub&,= 4.15,
which was generally used once per week or more digenost of the language centre faculty
members. Some forms of SMT, which were generallgenately used were Twittek €
3.38), wikis ¢ = 3.04), blogsX = 2.94), and Google+t(= 2.74). The means of the last four
types of SMT indicated that they were used apprakéhy one to three times per month by
the language centre faculty members. Other typ&\VOF rarely used by the language centre
faculty members were SlideShave< 2.07), Podcastc(= 1.72), LinkedIn £ = 1.68), and
MySpace £ = 1.53), which were generally used less than gecenonth.

The survey also measured the types of SMT usageeisonal, professional non-

teaching, and pedagogical purposes. The summadhgdindings is presented in Table 4.
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Table 4.Summary of Types of SMT Usage

Personal use
| use learn more about people | meet socially
social find past friends

mediato  find new friends
stay in touch with my friends
stay in touch with my family
connect to people of similar interests
view entertaining videos
stay updated with entertainment news

Mean

3.36

3.64

2.96

4.34

3.38

3.38

3.47

3.64

Grand mean 3.52

Professional non-teaching use

| use improve my English skills

social learn more about my colleagues

mediato stay updated with current matters in my
office

communicate with my colleagues
organize events with my colleagues
connect to other teachers

411

3.36
3.28

3.53
3.00
3.19

stay updated with current issues in Englisl 3.66
teaching
Grand mean 3.45

Pedagogical use

| use learn more about my students 3.09
social upload teaching materials for students to 3.00
mediato view
post assignments for students 2.98
improve student engagement 2.98
post class announcements to students 2.77
facilitate class discussion 2.81
provide additional academic support for  3.15
students
encourage more active student participation  2.91
encourage peer feedback 2.70

Grand mean 2.93

As noted in Table 4, there are 24 items in theespnsed to measure this variable with
a five-point scale of frequency graded as: nevgrrétely (2), sometimes (3), often (4) and
very often (5). Analysis of the survey results shdwhat personal use of social media scored

the highest mearx (= 3.52) which indicates that most of the languagygre faculty members
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often use various SMT for personal purposes. Faligywersonal use was professional non-
teaching usesik(= 3.45), with the indication that that most of theaguage centre faculty
members used social media for this purpose onlyetamas. Finally, analysis of the use of
social media for pedagogical purposes showed tletanguage centre faculty members
rarely used it for this purposg € 2.93). In addition to the various uses of SMsIdd in the

table, one respondent indicated that they used &Mind teaching materials.

Perceived Advantages and Disadvantages of SMT in dehing

Following the use, the questionnaire also probgmtime respondents’ perception over
the advantage and disadvantage of SMT use in edagcpérticularly in the area of ELT. An
analysis of the narrative data using NVivo 10 gatezt 26 themes for the advantages and 15
themes for the disadvantages. These themes wereltssified into four areas: 1) pedagogy,
2) practicality, 3) learning awareness, motivatiand independence, and 4) teacher
professional development. Figure 3 details theribigion of each theme relative to the
percentage of references as observed in the dakgsan

Teacher professional development '-1§‘ _f:u/
. o

Awareness, motivationand | 1.2%

independence B s.1%

19.9%

Pracucaes | Y 17 4%
. o

u Disadvantages m Advantages

Figure 3. Respondents’ Perceived Advantages and Disadvantd@Gd T

The area of advantage most frequeetigrred to by respondents was pedagogy;
32.9% of the overall responses were related tgpttential benefits of SMT when used in

teaching and learning English. Fifteen referenceewnade about the manner in which SMT
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integration was believed to contribute to incregsire effectiveness of the teaching-learning
process. There were several specific reasons nmextid=irst, the attractiveness of SMT,
which was believed to lead to more enjoyable lewy@nd this aspect was mentioned on at
least seven occasions. Second, the perceptioSthatprovided a better and more effective
communication platform was mentioned 17 times, @ngas also believed to improve
classroom communication effectiveness, strengthentéacher—learner bond, and offer a
connection between the real world and the classrddnnd, the engaging quality of SMT
(referred to nine times) was believed to enableenaative learner participation in the class
and was deemed to suit the so-called ‘digital matigarners. SMT was also believed to
provide more learning opportunities and offer agef authentic materials for English
language practice. Thus, the integration of SM® thie teaching and learning process was
believed to encourage positive and educative uSMf by students (five references).

The next area of advantage frequently referredytohb teacher respondents was
related to the practical aspects of social-medi insELT, with 17.4% of the overall
responses related to this area. No fewer thanfédereces were made to the manner in which
SMTs were believed to enhance the time and distierability of classroom execution such
as making teacher-learner communication outsidesdiaurs easier, enabling the upload of
teaching materials that students could access yattianme and from any location. Other
practical aspects referred to were that SMT allewosure to rich information, opens doors
to a range of online-learning support, enablextbation of a learning community, and may
open communication with a wider community; thuseohg real world connections (eight
references). In addition, SMT integration was hadok to offer greater exposure to
technology, which helped learners to become maten@ogically literate (two references).
Finally, at least four references were made topygerless nature of SMT integration in

teaching and learning, making it environmentaligridly as well as paper savvy.

Another area of advantage found in the survey mesg® was related to learners’
increased awareness and motivation and independeniearning English. This aspect
covered 8.1% of the overall responses. At leastrse@spondents believed that using SMT
in teaching could improve learners’ awareness ofliEim and motivation to learn the

language. SMT was also believed to support indepr@niéarning due to its attractiveness,
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popularity and the provision of various Englishgtige opportunities (four references). In
addition, the fact that it allows for the creatwina learning community among students and

teachers also supported the notion of independamihng (one reference).

The final area of advantage to which respondeifiésrezl to with the least frequency
was related to teacher professional developmeb®4dR. Three references were made in
relation to the manner in which SMT could help tesxs in their professional development.
These references were principally due to the iotem nature of SMT, which allows for
professional sharing among teachers about teaamdgther work-related matters.

Disadvantages

The biggest concern in SMT integration posed byt¢leher respondents was in the
area of practicality (19.9%). The lack of necestachnical resources and the vulnerability
of SMT to technical problems were the most statsddVantages, with no less than 15
references to these. Some fears of the potensatidantages of SMT were also expressed,
for example, privacy concerns and online crimesir(fi@ferences). Other practical issues
perceived as disadvantages that were observedgdthen analysis were concerns about
learners not accessing their SMT accounts reguladibeing familiar with certain types of
SMT, and being too dependent on technology (eigfgrences). From the teacher and
management perspective, SMT integration was coreidsostly (particularly in relation to
technical resources) and time consuming (partigutsercause of the additional work related
to the teachers developing mastery of technologlsskeaching preparation as well as

administration); five references were made to tliasrs.

After practicality, the area of pedagogical disateges was mentioned with the
second greatest frequency as a disadvantage of 8idTgccounted for 16.8% of the overall
remarks on the positive and negative perceptionateéBMT integration into ELT. The most
mentioned themes in this area were SMT’s vulneigbib distraction and dishonest
practices by learners, with 17 references madesgetissues. Teacher respondents were also
concerned about other online activities that sttelemght find more tempting than the
designated learning activities. Some teachersva®ed concerns over plagiarism and other

types of dishonesty that are made easier in bleteding settings.
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Another pedagogical area addressed was classroaatigess in which SMT was
believed to contribute towards a less seriousudtittowards learning, which might
negatively affect productivity. This could be redtto the previous issue of distraction by
other online activities considered more entert@grog some learners (three references). The
issue of difficulties related to assessment in ddehlearning settings using SMT was also
raised, followed by the issue of a deterioratingcher—learner bond due to the possible
decrease of face-to-face communication (five refees). Finally, there were also some
concerns that SMT may evoke socially unacceptaldbabiour among the younger
generation, for example, communicating in a legg@uiate way to the teachers and other

members of older generations (two references).

Several remarks on the other two areas of learm@aremess, motivation and
independence, as well as in the area of teaché&gsional development were found (2.5%
coverage). As mentioned, some teacher respond&ptessed concerns that SMT may
negatively affect learners’ seriousness towardsiieg because of the enjoyable nature of
the technology and the fact that it is more commaskociated with leisure activities. Next,
a lack in teacher training was also mentionedasssible disadvantage of SMT integration.
This concern was believed to contribute to teachack of skills in implementing blended-

learning designs using SMTSs.

In conclusion, analysis of the open responses enpirceived advantages and
disadvantages of SMT integration into ELT generaté@nd that the teacher respondents in
general showed a more positive attitude towardsritegration of SMT in their teaching.
This was shown by the higher percentage of ovexaitive remarks (61%) compared to
negative remarks (39%), which suggests a greatareagss of the potential benefits of SMT
in teaching English and the positive attitude talgaits educational uses in comparison to
the lack of awareness or fears surrounding thenpiatgproblems. However, the relatively
large percentage of perceived potential disadvastadso shows that many of the teacher
respondents are aware of these and, therefore, readg to manage the issue should they
want to implement blended-learning designs usingTSMrurther discussion about the

overall findings of the current study is preseritethe discussion section.
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Discussion and Implication

The purpose of this study is to explore the us&MIT by higher education faculty
members in Indonesia. Therefore, this section dsesithe issue, the relationship between
the types of uses as well as the potential imptinatdrawn from the study. The discussion
of the patterns of SMT use is presented in twosarEast, the types of SMT used by the
language centre faculty members are discussednjuroction with their familiarity with a
range of SMTs. Second, the types of SMT use fasq®l, professional non-teaching, and

pedagogical purposes are discussed and possidenakpns for the trends are offered.

Types of SMT Used

All the language centre faculty members reportedlfarity with at least two types of
SMT and use of at least one type of SMT. Furthedyais of the frequency of SMT use
showed that Facebook and YouTube were the two pugmilar forms of SMT among the
survey respondents. This result was explicabledsresia is currently ranked in the highest
three Facebook user countries by Mediabistro (2043gading media industry provider
based in New York (United States). The findingsen@liso in line with survey results from
Moran, Seaman and Tinti-Kane (2011) of the higldeication faculty members’ use of SMT
in the United States. In a survey involving alm@9000 respondents, they found that
Facebook and YouTube were the most used forms af, 3Wich confirms the popularity
of both forms of SMT among higher education facoftgmbers worldwide.

The next forms of SMT of which the language ceriteulty members reported
moderate use as well as familiarity with were Texvitwikis, blogs, and Google+. Low use
and familiarity was reported for SlideShare, MySpddnkedIn, and Podcasts. On average,
18.6% of the faculty members reported never udiwegformer group of SMT, and 58.5%
reported never using the latter group of SMTs. Thisteresting because some SMTs with
moderate use such as Twitter and Google+ have foee quite popular in Indonesia as
well as worldwide (Globalwebindex, 2013), althoutjeir popularity levels were below
Facebook and YouTube. The low frequency of usedcbalcaused by several factors such
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as a lesser popularity of some of these forms off @d/or the language centre faculty

members’ lack of interest in them.
Types of SMT Usage

To gain better insights into how the language eefaculty members used SMT, the
current study also explored the types of SMT usdsch was divided into three aspects:

personal, professional non-teaching, and pedagagges.
a. Personal Use of SMT

Further analysis of the three types of usage redetlat SMT was most commonly
used by the language centre faculty members fosopat purposes. On average, the
language centre faculty members’ use for this pggpm@as quite frequent. Detailed analysis
of each component showed that respondents mosteindlgy used SMT to keep in contact
with their friends, both current and old, remairdaed with entertainment news, and view
entertainment videos. Considering the types of SMTwhich high use was reported, that

is, Facebook, YouTube, and Twitter, such persose$would be expected. Facebook and

Twitter are social networking sites that offer cenient manners in which to maintain
contact with friends, both new and old; YouTubesffa wide range of entertaining videos
such as music, movie clips and trailers, and ndiws.dn addition, all these forms of SMT
offer various manners in which to contact othergdeowhether these are relatives, friends

or potential friends, or even well-known peopletsas celebrities and other public figures.
b. Professional Non-teaching Use of SMT

The types of SMT with the second highest reportlhy the language centre faculty
members were for professional purposes that ardireattly linked to teaching. Overall, this
type of usage was less frequent than the persorsl lout with a relatively small interval in
terms of means. Closer analysis of the detailedsygf professional use indicates that the
language centre faculty members possessed a sdjaliigh interest in employing SMT for
their endeavours in professional development. ireetivo items listed as the most frequent
types of professional use were related to the sreehich respondents said that they had

been using SMT independently to improve their Estgikills as well as their awareness of
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the current issues in ELT. The latter could beteeldo new teaching approaches and new
trends in the area. These aspects should be afylartinterest since SMT could serve as
inexpensive yet effective elements in the existprgfessional development programs.
Detailed elaboration of potential uses of SMTs poofessional development program is

presented in the section of ‘Implications of thadyt’
c. Pedagogical Use of SMT

Finally, for the pedagogical use of SMT, the anialys results showed that this type
of use is the least frequent in comparison to tterotwo. A closer analysis of the data
showed that some teachers had tried integrating BltbTtheir teaching, and most of them
reported only occasional use of SMT with very fean (average 5%) reporting high
frequency of use for this purpose. In fact, a matsenumber of teachers (11.6%) reported
never integrating any forms of SMT into their teiagh In comparison to the previous types
of use, for which 97% reported to have used SMTstame forms of professional use, this

indicates the low pedagogical use of SMT by thgleage centre faculty members.

Detailed analysis of the types of pedagogical UsBMT revealed that the teachers
were aware of the potential pedagogical uses of $&4J. providing academic support for
students, finding or uploading teaching materiptsting announcements and assignments,
and encouraging students’ active participation grekr feedback); however, their
willingness to integrate it was still relativelywo Some potential reasons for this could be
closely related to their perceived barriers of Skfiplementation in ELT settings—such as
SMT’s vulnerability to technical problems, suscbity to creating distraction and
dishonest practices in students—which were a peavalopic in the discussion of the
perceived disadvantages of SMT in teaching. Thdaation is in line with the Technology
Acceptance Model proposed by Davis, Bagozzi andstéaw (1989) which suggests that
people’s attitude and willingness to use technolsgyfluenced by perceived usefulness and
perceived ease of use of the technology. In thsg,calthough some evidences of perceived
usefulness of SMTs for ELT are known by the teaghtre perceived ease of use of SMT
for teaching purposes is likely to be the hinderiagtor that impeded the real use of the
technology in their teaching contexts. Some paééstlutions to address this discrepancy

are discussed in the following section.
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Implications of the Study

As highlighted previously, the pedagogical use MfTSvas relatively low despite the
faculty members’ relatively high familiarity towaadSMT and frequent use of SMT for
personal purposes and moderate use of SMT for eaxching professional purposes. This
finding agrees with the study of Ajjan and Hartster(2008) who also found a low
pedagogical use of SMT by higher education facoigmbers based in the United States
despite their relatively high awareness of the ipide benefits of SMT. This demonstrates
that other forms of SMT usage do not guaranteeltipcuembers would use SMT in their

teaching; there are other factors driving the Use\dT.

One possible factor that could explain this disarey is the Theory of Planned
Behaviour (Ajzen, 1991), which suggests that aividdal’s intention to perform an action
is driven by the presence of a subjective nornitudtt, and perceived behavioural control.
Previous and other types of media use of SMTs wotddsome extent, influence an
individual’'s attitude and perceived behaviouraltcoln However, to increase the likelihood
of SMT use, other aspects such as subjective noha-tluence of other relevant parties
such as colleagues, superiors and students—shewaddressed, along with other aspects of
attitudes—teachers’ view of SMT and its influence their teaching—and perceived

behavioural control—perception of feasibility arase of use of SMT in classroom.

Insights obtained from the study have partiallyvgdo that concerns of practicality
and pedagogical aspects—both in the area of peaebwehavioural control—have
negatively affected the low usage of SMT in ELT texts. This problem could be addressed,
for example, by providing better supporting infrasture such as sufficient and reliable ICT
hardware, internet connection, and technical stafaddition, provision of more relevant
training by the institution through professionavel®pment programs could also help the
faculty to effectively incorporate SMT into theaching. Ideally, the training should be
sustainable and continuous as SMT, like any otbehnrtology, is continuously upgraded.
However, such a solution is usually limited duetight budgets and thus other possible
solutions are required, for example, creating wiagp learning policies that include design-
based experimental programs (Kreijn, Van Acker,iv&ulen & Van Buuren, 2012). Such a

program is believed to help raise teachers’ involest in the use of various forms of ICT,
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including SMT, in education by offering various @pjunities for them to design and execute
experimental teaching plans using various formkCat. Kreijn et al. (2012) state that this
could help teachers be more confident in using &d SMT in their teaching and help to
better convince them about the positive contribuabICT or SMT to teaching and learning,

and eventually to student learning outcomes.

Conclusion

The goal of this study was to explore the use ofTSM teaching English by the
Indonesian higher education faculty members. Ardjgancy in the types of SMT usage was
noted; although the other forms of experience inguSMT were present, both personally
and professionally, the pedagogical use of SMT stidisrelatively low. Further analysis of
the open question responses showed that this tnegid result from relatively high concerns
on the practicality and pedagogical aspects of S/M& in ELT. Based on the discussion,
some practical implications to address the potkfaitaors causing the problem were offered,
for example, through the introduction of new pdagithat support an experimental
atmosphere among the faculty to integrate SMT, ,thassing their professional and

pedagogical capacity.

Finally, the limitations of the study were highligd as a basis for future research.
First, the present study used only a survey toioltee data; thus, generating only self-
reported information that is quite rigid and lepgwo to variation. Therefore, future research
could consider doing a triangulation study suchviasinterview and/or observation to
generate better and more in-depth data about #te st teachers’ familiarity with and use
of SMT in ELT and in general education. Second, shedy covered only the faculty
members of one working centre in an Indonesiandrigiducation institution. Therefore,
future studies could consider conducting the sameyson a larger scale, involving more
than one centre or, if possible, more than onetinisin, in order to gain better information

on the current trends in the area.

Despite these limitations, this study provides sansight into the perceptions of
academic staff regarding SMT use in the ELT clamsroAlthough this is a small-scale
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study, it has implications for other language cemtin the higher education context in

Indonesia and could offer insight into other simdaveloping countries.
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APPENDIX 1
Social Media Use Questionnaire

This questionnaire aims to observe Indonesian higthecation English Language Teachers’
use of social media. In this survey, social medfars to the community-based online tools
that allow users to create both the form and cartetine media. Some examples of popular
social media are blog, Facebook, Twitter, YouTul&i, podcast, Skype, Flickr, and
MySpace. Your participation in this study is verych appreciated and your individual

responses will be kept confidential. Please anga&eh question as accurately as you can.

I.  Personal Information
1. What is your gender?
O Male (O Female
2. Which age category are you in?
O under 25 () 25-29, (O 30-34, (O 35-39, (O 40-44, O 45+
3. How long have you been teaching?
O <2years () 2-5years () 6-9years () 10-15 years () >16 years

4. What is your highest education?
(O Completed bachelor degree
(O Currently doing master degree
(O Completed master degree
(O Currently doing doctoral degree
(O Completed doctoral degree
5. What's your employment status in the Language CGente
QO Full time, QO Part time
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Il. Social Media Technology Familiarity and Use

6. How familiar are you with the following social mediechnologyPlease tick the

appropriate answer.

Unfamiliar

Familiar

Very
familiar

Blog

YouTube

Facebook

Twitter

LinkedIn

Podcast

Wiki

SlideShare

Google+

MySpace

Other: ...

Other: ...

7. How often do you use with the following social meiPlease circle the

appropriate number.

O WNPEF
1

never
rarely (less than once in a month)
sometimes  (one to three times a month)
often (once a week or more)

very often (everyday)

Blog 112(3]4|5

YouTube 12|3]4|5
Facebook 1213|145

Twitter 112(3]4|5

LinkedIn 11234 |5

Podcast 121345

Wiki 1/2|/3|4|5
SlideShare 12|/3/4|5

Google+ 12|3[(4|5

MySpace 12|3[4|5

Other: ... 12345

Other: ... 12345
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8. To what extent have you used social media for éeviing purposesPlease

circle the appropriate number.

1 2 3 4 5

Never Rarely Sometimes  Often Very often
Personal Use
| use social media to learn more about people tis@gally | 1| 2| 3| 4 5
| use social media to find past friends 11234
| use social media to find new friends 11234
| use social media to stay in touch with my friends 12| 3] 4| 5
| use social media to stay in touch with my family 112|345
| use social media to connect to people of siniiltarests 1 2 3 4 5
| use social media to view entertaining videos 112[4]|5
| use social media to stay update with entertairimews 1] 2| 3 4 5
| use social media to improve my English skills 1(2(4]|5
Professional Non-Teaching use
| use social media to learn more about my colleague 1] 2| 3| 4 5
| use social media to stay update with currentensinmy |1 |2 | 3| 4| 5
office
| use social media to communicate with my colleague 1| 2| 3] 4 5
| use social media to organize events with my egjlees 11 2 3 4 5%
| use social media to connect to other teachers 1324|5
| use social media to stay update with currentassn 112345
English teaching
Professional Teaching Use
| use social media to learn more about my students 112345
| use social media to upload teaching materialsfiodentsto| 1 | 2 | 3| 4| 5
read/ view
| use social media to post assignments for students 12| 3| 4| 5
| use social media to improve student engagement 213(4] 5
| use social media to post class announcementitiests 1l 2 3 4 5
| use social media to facilitate class discussion 1(2(3|4]|5
| use social media to provide additional academppsrtfor |1 | 2| 3| 4| 5
students
| use social media to encourage more student paation 1| 2| 3] 4 5
Other, please indicate... 1 12 |3 |4
Other, please indicate... 1 2 |3 |4

lll. Perception of Social Media Technology
9. What do you think about the advantages of usingabotedia technology in your

teaching?
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10.What do you think about the disadvantages of usamigl media technology in
your teaching?

*Thank you for completing this questionnaire*
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Abstract

This study investigates the beliefs of a group oflish language teacher trainees from
Malaysia with regard to the use of technology feadching and learning English. The
Malaysian school system, like many schools systeimisstrongly committed to the
implementation and integration of technology actbsscurriculum in order to equip its next
generation of citizens to compete globally in thehihological age. Teacher trainees today,
who have often grown up with technology and mighbt donsidered adigital natives
(Prensky, 2001) or second generation users of tdohy, appear ideally placed to expedite
this aim. In this study, three instruments are Usedhvestigating teacher trainees’ beliefs:
guestionnaires, discussion boards and reflectiviengr Findings suggest that whilst some
traditional concerns relating to technology useaiera number of additional concerns have
arisen, such as the perceived need for a wide ladgel of technological tools and a feeling
of pressure to keep up to date. The study alsolipigh several negative influences on
participants’ perceptions of technology and its iséhe classroom, such as the effect of
their own classroom experiences as learners orempipe of observation’ (Lortie, 1975).
Based on the findings, a framework for incorpomtem more appropriate technology
component into language teacher education progranemerges which might help second
generation users in developing appropriate skoltsah ever-changing digital environment.

Keywords: beliefs, technology, second language teachiraghter training
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Introduction

In recent years, there have been a number of studiating to teachers’ beliefs about
language education (for example, Riley, 2009; Wdr& Reeves, 2003) as well as Borg’s
wider review (Borg, S. 2006). Teachers’ beliefs @whibe role of technology in education
more generally have also been examined (for exar@pien, 2010; Sang et al., 2010; Liu &
Szabo, 2009). In addition, there are studies whjpetifically address teachers’ beliefs about
the role of technology in English language educa{idunus, 2007; Kern, 2006). With the
inexorable growth in technology use in all majones@s of life, a basic level of competence
and a readiness to embrace technology as a teachinig increasingly expected to be part
of an English language teacher’s repertoire in mianglish language teaching contexts.
Whilst it should not be assumed that today’s teattanees, as digital natives or second
generation users of technology, are all confidemd aompetent with regard to use of
technology (Robinson & Mackey, 2006), their consemay differ from those of digital
immigrants (Prensky, 2001) or first generation sse#rtechnology.

The present study investigated the beliefs of agaf English language teacher trainees
from Malaysia with regard to the use of technolégyteaching and learning English. The
Malaysian school system is strongly committed t® itmplementation and integration of
technology across the curriculum in order to edugimext generation of citizens to compete
globally in the technological age. The Malaysiamidiry of Education aims to develop
technology use across all schools such that “ICIThei a ubiquitous part of schooling life
... with all teachers and students equipped withstiibls necessary to use this technology
meaningfully” (Malaysian Education Blueprint 202 E-19). The teacher trainees who took
part in the study were cognisant of the Ministry Education’s aims and the resultant
expectations with regard to their future teachimlg and the focus on technology within their

programme aimed to support the trainees in devegpibie required competencies.

A focus on particular technological tools is gratlubecoming more prevalent in teacher
training programmes for language teachers, oftesutih innovative use of particular tools

on particular courses within such programmes, siscthe use of digital multimedia on a
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digital storytelling course to develop language fipifency and teaching techniques

(Hanington et al., 2013). Similarly, in the langaagassroom, technology is being used in
innovative ways appropriate to particular contegtssh as the use of wikis and digital video
technologies to develop language proficiency (Johr& deHaan, 2011). However, there is

a need for a more systematic focus within teaalag@rihg programmes on equipping teacher
trainees with the skills to operate confidentlyngstechnology in the language classroom.
The overall aim of the study was therefore to itigase teacher trainees’ beliefs in relation
to technology in teaching and learning in ordeddgelop a framework to address this issue.

The following areas were explored:

1. What are the teacher trainees’ beliefs about udifigrent forms of technology in their
future teaching of English as a second language?

2. What challenges do the teacher trainees perceiusiiy different forms of technology
in their future teaching of English as a secondlege?

3. What changes, if any, are there to teacher traitediefs during the study?

Before detailing the investigation, the key terrhbalief and technology need clarifying.
M. Borg (2001, p. 186) defined belief as: “a pragoa which may be consciously or
unconsciously held, is evaluative in that is ace@is true by the individual, and is therefore
imbued with emotive commitment; further, it sernassa guide to thought and behaviour”.
This provided a point of reference for evaluatihg hature and impact of the teacher
trainees’ beliefs within the study. Following trelof Russell et al. (2003), and Chen (2010),
among others, to be specific in defining exacthais being addressed in studies involving
technology, the present study focused on areaseRutsal. (2003, p. 301) described as
“teacher use of technology for delivery” and “teachirected student-use of technology”.

The term technology as used in this article regpexifically to in-class uses of technolégy

1 The term ICT (Information and Communication Tedong) is also used by the teacher trainees in the
study and, for the purposes of this study, cathessame meaning as the term technology.
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Other activities involving technology use, suctli@desson preparation and administration,

are not discussed as these lay outside the scdpe efudy.

Literature Review
In this section, the influences on teacher trainbebefs and how these beliefs might

change or be changed during the teacher educatecess are explored.

Influences on Teacher Trainees’ Beliefs

While teachers’ beliefs are likely to play a keyeron determining what goes on in any
classroom, it would appear that they can be paatisuinfluential when considered in
relation to the use of technology. Some of the ibpbs#nfluences on teachers’ beliefs, both

general and technology-specific, are discussedibelo

Apprenticeship of observation and presentism

The term apprenticeship of observation, first dsseal in Lortie (1975), refers, as M. Borg
(2004, p. 274) put it, to the “phenomenon wherdlgant teachers arrive for their training
courses having spent thousands of hours as sclidodrh observing and evaluating
professionals in action.” Lortie argued that thiscept to a large extent underlies teacher
trainees’ beliefs about teaching. Bailey et al.9@)Qalso felt that the apprenticeship of
observation influenced the ways that they taughijemwVarford and Reeves (2003) found
its effect to be particularly marked among nonveatspeaker teachers. Relating this to
technology in teaching and learning, it could bguad that this has the effect of holding
back the implementation and use of technologyerctassroom as many of the technological
tools that are potentially available now have drggn developed in the very recent past and
were not in common use or, in some instances, istence when current teacher trainees

were at school.

Presentism, again a term coined by Lortie (197%®rs to the idea that teachers’ beliefs
are strongly influenced by their present outloothatexpense of a more reflective viewpoint
and an ability to envision future developmentseiaching and learning. This concept seems
particularly important in relation to technologyteaching and learning as, with
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developments in technology taking place at succa pnd new tools appearing all the time,
the ability to project ideas and beliefs onto whaght be the future reality would seem
particularly necessary, especially given that maoyent teacher trainees may still be

teaching in more than 30 years’ time.

Taking these two concepts together, there woulthgeebe a danger that an influential
apprenticeship of observation combined with anweté firmly situated in the present, could
lead to a belief system concerning technology-aeis likely to be far away from any future
reality. Furthermore, teacher trainees coming fraumrently resource-scarce technology
environments may believe that technology-use issnatething that is likely to happen to
any great extent in their context, regardless obgl technological advancements.

Barriers to technology use

There have been a number of studies into barreermdorporating technology into
teaching (e.g. Goktas et al., 2009), with a smaithber focusing specifically on language
teaching (e.g. Yunus, 2007). In these studiesjdrarhave often been divided into internal
barriers, such as teachers’ attitudes to or competeith technology, and external barriers,
such as availability of resources or institutiogalernmental directives on technology use
(e.g. Ertmer, 1999).

The significant effect of a person’s beliefs onittlaeloption of a new idea or practice has
also been well-documented. Ertmer et al. (2006)tifled internal belief systems — inner
drive, personal beliefs and computer self-efficacyas significant factors influencing a
teacher’s use of technology and Mumtaz (2000) fggked the importance of teachers’
pedagogical beliefs in their adoption of technolégyteaching and learning. In Sang et al’s
study (2009) of student teachers, attitudes towarasputer use in education were

recognised as “the strongest predictor of prospecomputer use” (p. 11).

A particular barrier, central to this discussiamJack of computer self-efficacy among
teachers, which Chen (2010) identified as the maigstificant influence on a person’s
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technology use. If self-efficacy is taken to retiera person’s judgement of their ability to
carry out an action to produce an expected outo@aadura, 1997), then computer self-
efficacy correspondingly relates to a person’s grdgnt of their ability to use computers
effectively to achieve a given end. Self-efficacyuldl influence a teacher’s openness to
adopting new ideas and practices in general (TseaiMoran & Woolfolk Hoy, 2001;
Pajares & Schunk, 2001) and could impact positieelomputer-self efficacy (Sang et al.,
2009; Paraskeva et al., 2008). Equally, computgreyncould negatively affect computer
self-efficacy (Conrad & Munro, 2008). Taking thdaetors into consideration, there would
seem to be a need to develop teacher traineesefielicy, both with and without

technology.

The importance of face and perceived roles of ¢aetier have also shaped beliefs about
and attitudes to technology adoption in the classrdavidson and Tomic (1994) suggested
that teachers feared loss of professional stangitty their students if their technological
expertise appeared rudimentary, with Hughes (2005hg that this was a pertinent issue
even with novice teachers, who might be expectdgbtmore at home in the digital age.

Changes to Teacher Trainees’ Beliefs

Several studies (Cabaroglu & Roberts, 2000; Pea@iéKL; Riley, 2009) have suggested
some beliefs about teaching and learning may beegtible to change given the right
conditions, and always subject to the individugkssonal attributes and context (S. Borg,
2006). Peacock (2001) pointed out the value anaitapce of raising students’ awareness
of their pre-existing beliefs at the outset of acteer training course and encouraging
persistent confrontation with these beliefs inliblet of ongoing course input. S. Borg (2006)
similarly promoted the importance of guided refiecton beliefs as a means to provoking
change in beliefs, together with trainer modelloiglesired practice and the intertwining of
theory and practice within training courses. Knalgle gained from course input and

opportunities for “first-hand experience” were atsied as significant in impacting on
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teacher trainees’ beliefs (Sugiyama, 2003, citedRiley, 2009). Meanwhile, Burkhalter

(2013) highlighted the impact fear could have baraier to change, suggesting that negative
“fear-based” experiences of teachers led to “grethi@n usual resistance to adopting new
methodologies” (p. 248). These studies highliglet tleed to overcome barriers in order to

change teacher trainees’ beliefs.

In relation specifically to technology in teachiagd learning, helping teachers recognise
and consider their beliefs and attitudes with régartechnology and how these beliefs affect
their implementation or otherwise of technologyhe classroom, was similarly considered
beneficial for provoking change (John & WheelerQ&D In addition, providing training in
specific technological tools and ensuring oppottesifor teacher trainees to experiment
with specific technologies, with the aim of devetgp user competence, confidence, and
awareness of how technology can enhance learniagalgo deemed positive in promoting
a change in beliefs (Russell et al., 2003; Torkhazteal., 2006; Teo et al., 2009).

Method

The Participants and Context

The study involved 47 Malaysian teacher traineddefale and 13 male, aged between
20 and 21. They were all in their first year of-gear B.Ed. Teaching English as a Second
Language (TESL) twinning programme, with the fitstee years taught at a university in
the U.K. and the final year taught at a teachenitrg institute in Malaysia. None of the
teacher trainees had any classroom teaching exgergior to starting the programme. The
study was carried out over three months duringthese of a 50-hour module based around
the use of technology in English language teachHugposive sampling was used to select
the participants, with the researchers using “thelgement to choose participants for the
specific qualities they bring to the study” (Lankah & Knobel, 2004, p. 148) in order to
“provide data that are more specific and direatliievant to a research concern or interest”
(Lankshear & Knobel, 2004, p. 149). Informed comsemas obtained from all of the

participants.
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Data Collection
Three instruments were used for the collectionadthdquestionnaires, discussion boards

and reflective writing.

Questionnaires

Initial and end of module questionnaires were u3ée. initial questionnaire (Appendix
A) sought to identify teacher trainees’ attitudesvards technology and to allow self-
assessment of their knowledge about and competengsing technology at the start of the
module. The end of module questionnaire (AppendixnvBs divided into three sections:
Section A focused on the technological tools théwese Section B focused on context and
the potential for technology-use in the teacheiné@s’ own context and Section C was

comprised of open response questions concernigfdesrainees’ future use of technology.

Initially, information concerning the initial knoetlge base and attitudes of the
participants towards technology was required. Tioeee an initial questionnaire was
constructed as this allowed salient data to beectt efficiently, easily and quickly (Bell,
1999; Wagner, 2010). In terms of questionnairegiedghe first part was adapted from an
existing questionnaire in Dudeney and Hockly (200w#)ile the design of the second part
followed established principles of questionnairsige (Brown, 2009; Cohen et al., 2001).

At the end of study, a questionnaire was constdutdefacilitate an assessment of the
degree to which attitudes to technology use hadgddover the course of the module. This
end of module questionnaire contained both operchorsgd questions, with open questions
designed to “allow for a deeper exploration of ona@ssue” and “generate more expansive,
and often unpredicted, responses” (Brown, 200208), and closed questions designed “to
collect numerical data to determine the differenmed similarities among items” (Brown,
2009, p. 202).

In order to increase the validity and reliabilitf the study, both questionnaires were
piloted among a small number of teacher traineab @ileagues, who were asked to
comment on the design, language use and overtbdlity of the questionnaires. As a result,
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a small number of amendments were made, such asntipéification of the instructions in
the initial questionnaire and the rephrasing of tyuestions, which were felt to be open to

misinterpretation, in section C of the end-of-madguestionnaire.

Furthermore, the data from the questionnaires detwecorroborate findings from
other sources of data as part of the triangulapitess, which in turn sought to “bring
greater plausibility to the interpretation of reést(Hyland, 2009, p. 195).

Discussion boards

The practice of using within-group interaction fencouraging rich discussion and
generating rich data as recognised within the cardéfocus group interviews (Dornyei,
2007) can equally be applied to online discussioardls, which allow participants to
contribute to the discussion thread posted by dk#@itator and at the same time respond to
the comments of fellow participants in the discassand to any ensuing points that emerge
within the discussion. Indeed, the use of asynatwuercommunication tools within higher
education contexts as a means of encouraging codiibe knowledge-building, reflection,
critical thinking, and higher-order thinking hasebewell-documented (for example Szabo
& Schwartz, 2011; Johnson, 2006; Lee, 2018). order to gather data using discussion
boards, we posted questions or comments afterofithe ten teaching sessions relating to
the module, asking participants to comment on arstuds them with their fellow
participants. For example, one discussion thre&gdaparticipants to comment on the

guestion: How do you see yourself using (or nong)sICT in your future teaching career?

Reflective writing

S. Borg (2006) defined reflective writing as stoas requiring participants to “express
in written form their thoughts, beliefs and attiésd typically in relation to particular topics
or experiences” (p. 249) and highlighted its vaaea research method for studying language
teacher cognition in that it allows for retrospeetand introspective reflection on an event

or experience and could thus offer some insightstimught processes and beliefs. With
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this in mind, the teacher trainees were asked tibe wetrospective accounts on their

experience of learning about technology for leagrand teaching English.

Data Analysis

The data analysis procedures adopted followed atdrgteps for analysing qualitative
data as described by Holliday (2009, p. 102-108) i) the data was coded using key words
or phrases, which led to themes being generatecaapuments being constructed around
these themes, with extracts from the data usedppast the arguments. The process of data
analysis also followed several of the principleggasted by Dornyei (2007, p. 242-244)
with the focus being based on textual data, thegg®being iterative in the sense of moving
back and forth between data collection and datdysisa and the analytical approach

combining subjective intuition and more formalisathlytical procedures.

The bulk of the data collected, from the discussioards, reflective writing, and the
final section of the end of module questionnairas\gualitative, with quantitative data from
the questionnaires used to support it. Full det@dilthe quantitative data can be found in

appendices A and B.

Findings and Discussion

Findings from the questionnaires, discussion boandsreflective writing demonstrated
a range of influences on the participants’ belefsvell as indicating some degree of change
in beliefs in more than 50% of the teacher train@éss section considers the influences on

beliefs noted and key changes to the participdoreisefs.

Apprenticeship of Observation and Presentism

The initial questionnaire (Section A, question$8 &2) indicated that the teacher trainees
clearly perceived some challenges with only 38%ee@igig or strongly agreeing that
technology could be used easily within the timestnnts of a lesson and 31% agreeing or
strongly agreeing that technology was reliable.e@ithat trainees had had no first-hand
experience of teaching, these responses would appe@late to their observations as
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learners within the classroom. Teacher traineel441), for example, reflected in the end

of module questionnaire:

“Before this | was quite sceptical on the ideasihg technology in the classroom because
| personally had been in those particular situatiotmereby teachers were trying to use
technology. | did not see the effectiveness of it”.

This suggests that the apprenticeship of observaiam play a role in shaping teacher
trainees’ beliefs about technology use in the ctess. However, whilst the apprenticeship
of observation is clearly a factor, particularlytie initial stages of the module as the above
comment from TT41 shows, it does not appear to leangmacher trainees developing a
growing awareness of the potential of using teabapplfor teaching and learning purposes.
Changes in the teacher trainees’ beliefs in tiganeécan be divided into two particular areas,
namely a greater awareness of the range of teaticaldools available and a more general
awareness of the overall potential of technology teaching and learning, as the TT9

reflected in the end of module questionnaire:

“Before this, the only ICT applications that | tlghi can be used for educational purposes
are the Power Point, Word Process and the Intewmeéstites...through this module, |
discover that there are many more tools that caappdéied and have more interesting

features that can be used in the lower secondanosdlalaysian context.”

This suggests that with regard to technology use,impact of the apprenticeship of
observation, whilst present, can be lessened giedain conditions as discussed later within
section 5.

In the literature review it was seen that presanttould have a significant impact on a
teacher’s beliefs about teaching and learninghis $tudy presentism clearly had a role in
the participants’ beliefs with regard to use ofhtealogy in teaching. Teacher trainees had
concerns over the reliability of the technologicakources currently available and the
practicality of their use in the classroom. Evenhia end of module questionnaire (Section
B, question 4), 71% of teacher trainees agreedrongly agreed that it was difficult to
imagine using many current ICT tools because ofdtleof resources. This seems to indicate

that many of the teacher trainees found it diftitcalsee beyond the current reality.
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Comments from the discussion boards supportednbi®n of the influence of
presentism with a number of comments concerningsatbility, particularly in more rural
areas, and technical problems such as reliabdiiypnection speeds and lack of technical
support. With the rapid and constant developmentsechnology, finding ways to combat
presentism in relation to teacher trainees’ bebéigut technology use and to enable them to
envision the possibilities within a technology-ritdaching environment of the future is

needed.

Factors Affecting Technology Use

As discussed in the literature review, barriersnmorporating technology are often
broken down into internal barriers, concerned wi#ltctors such as the knowledge,
competence and self-efficacy within an individuahd external barriers, concerned with

factors such as resources and training availaliis. distinction is continued in this section.

Internal factors influencing technology use

ConfidenceResponses from the initial questionnaire (Sectipguestion 1, and Section
B) suggested that the attitude of the teacherdesiowards technology use was generally
very positive, with 93% agreeing or strongly agngethat they enjoyed using technology,
and that they had good levels of knowledge abatidicetools, such as 89% claiming a high
level of familiarity with both the Internet and Masoft Word. This supports previous
findings that second generation users are genetedly-comfy(Dudeney, 2009, cited in
Pegrum, 2009, p. 43), that is, they show both engnt and competence in using technology
for social, entertainment and informational purgpssuch as Facebook, YouTube and

Google.

As the initial questionnaire (Section A, questids7 and 9) demonstrated, the vast
majority of the teacher trainees agreed or stroaghged that teachers should know how to
use technology in class (98%), that they would éteb teachers if they knew how to use
technology properly (95%) and that they wantedetrn more about using technology in
class (93%). However despite these positive atgutbwards technology, the initial

guestionnaire (Section A, question 8 and Sectioal&) showed that teacher trainees’
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confidence in their ability to use technology foofessional purposes was clearly an issue
for many, both in a general sense, with only 54%&e@igg or strongly agreeing that they felt
very confident about working with technology insgaand concerning specific tools, with
for example only 9% claiming a good knowledge é¢ractive whiteboards. This suggestion
of low computer self-efficacy could be seen inbigective writing with TT29 suggesting a
need to “fight the technophobe feeling”. This reses with the discussion in the literature
review of the importance of and influence of intdrbarriers on a trainee teacher’s use of
technology in their teaching and Crawford and McKeis (2011) conclusion that second
generation users were nottash-savvy{Dudeney, 2009, cited in Pegrum, 2009, p. 43)sor a
able to use technological tools for professionappsaes without appropriate training and
opportunities for experimentation as might be asslinindeed, this need for training and
practice opportunities was highlighted, with TTXing in her reflective writing that:

“practice is very important for us to gain the adefice in working with technology and
learn how to control it and not to let it contra lbecause lacking in practice to handle it
will make us feel unsecured of the technology amagodown our self-esteem in front of

the students.”

Several teacher trainees also referred to an iserea confidence in their ability to use

technology throughout the course of the moduleTA29 continued:

“through this module ...I have begun to find theecof strength and courage to use ICT
for teaching and learning process... Besides, ¢ Istarted to see more clearly advantages

of using ICT in class and benefits it has to offe.”

Personal knowledge and competendest as the practical training given appeared to
facilitate the development of the teacher trainge*confidence with respect to technology
use, it also appeared to benefit the traineesrma@f their knowledge and competence in
using technology, and awareness of its usefulf@steaching purposes. For example, TT31,
in her reflective writing, talking about exposuecedifferent technological tools, highlighted
that:
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“these applications were unfamiliar to me beforis thut through ICT lessons | was
exposed to how | can use these applications .anaged to create variety of classroom

activities and worksheets using the different typespplications.”

In the end of module questionnaire (Section A)reheas also a developing sense of the
usefulness of specific tools, with for example 8@%reeing or strongly agreeing that
interactive whiteboards were useful for Englishglaage teaching and learning in the
Malaysian context. There seems thus to be a obgmesof progress through the module and
belief that internal barriers could be overcomeisT$upports the suggestion within the
literature (Russell et al., 2003; Torkzadeh et 2006; Teo et al., 2009) that plentiful
opportunities for hands-on experimentation withaaray of technological tools can, by

building teacher trainees’ competence and confidepwmote a change in beliefs.

External factors influencing technology use

Teacher trainees’ views on external barriers reathfairly constant across different data
sources and over time. The central view was trexetlwere a number of external barriers,
perceived as difficult to overcome, that needetidaddressed if technology was going to
be adopted and its use to become widespread. lanth®f module questionnaire (Section
B, question 5), for example, 86% agreed or stroaghged that, in rural settings in particular,
it was difficult to imagine using many ICT toolsdaeise of the lack of resources.

There was nevertheless a sense of optimism amandeticher trainees concerning
technology use in their context, which seemed igirate from two main sources: a belief
in the fundamental importance of technology inslaem teaching and increased confidence
in their own ability to use it. Several reasonsavgiven on the discussion boards for this
belief that technology should be a central elemertassroom teaching in the future. The
most significant reason, mentioned by 45% of redpats, was its value as something fun
and exciting, in attracting students’ attentiond anmaking the lessons more interesting and
motivating. Another important reason, given by 38P4espondents, was the effectiveness

of technology in enhancing learning through th@uveses and software available.
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Internal versus external factors

The overall suggestion from the study was thatheadrainees were generally less
concerned with internal than with external barridfer example, teacher trainees were
concerned about a lack of resources, but from thwim point of view, they considered

themselves as becoming able to incorporate tecgpatto their teaching.

Second generation concerns

Despite the teacher trainees appearing to be mssemed about the internal barriers
frequently mentioned in the literature and discdsabove, they did have a number of
concerns which had not been expected anteciy-comfytechnology users and which could
be described as internal. These concerns seengml heyond the internal factors already
discussed, which related more to aspects sucht&sdas to and confidence in using
computers, and could be described as “second gememncerns” as they were concerns
of second generationsers of technology, those who have grown up wt¢hnology, who
were already enthusiastic technology users and geinerally appeared positive about the
potential uses of technology in the classroom. &hmesv “second generation concerns” are
discussed below.

Need for a wide knowledgBespite teacher trainees’ growing confidence inrtben
ability to use technology in their teaching, themes also an awareness that the scope of their
knowledge about technology and its use in teacheegled to be widened, with the trainees
still considering themselves as partially rathemtliully competent. TT41, discussing her
views in her reflective writing at the end of thedale suggested that: “it made me realise
that what | know and think about technology is jusip of an iceberg”.

Pressure to keep up-to-dafehere was often a presumption that today’s teairtharees
were naturally drawn towards and up-to-date wittnenut technological innovations, and that
this would effortlessly translate to their classrodeaching. However, several teacher
trainees in this study felt a pressure to keepougate with technological developments. As
TT4 put it in his reflective writing: “I know theesthnology will keep on growing and there

will be a lot more for me to learn in the future”.
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Issues of faceRarticularly in teaching contexts where the teatheegarded as a figure
of authority and the fount of all knowledge, theadof using technology in the classroom
could potentially lead to concerns about loss céf&everal teacher trainees also commented
on this, suggesting that teachers, both now anthenfuture, may hold back from using
technology because of a fear of loss of face. Refgto the current situation, TT8 wrote in
her reflective writing: “I believe that is what ammts for why there are so many
technophobes among teachers, and why they choeseottventional method of teaching
instead...Students are simply more exposed, thgstrknow more than their own teachers”.

Classroom managemefithe teacher trainees appeared more concerned @aulling
their class than more experienced teachers migahdeperhaps as a result, felt that using
technology in the classroom might make the class éasy to control and create discipline
problems. As TT45 commented in his reflective wgti“[students] can misuse the computer

when the lesson is on to access any other webisites.

Conclusion

This study has explored the influences on teaclaardes’ beliefs regarding the use of
technology in the English Language classroom, daedtified particular concerns of second
generation users of technology. Whilst some ofd@hiefuences are seen to be strong, there
is clearly some potential for positively affectinbese at the training stage, and the
framework proposed below seeks to foster opporamitor teacher trainees to grow in
competence, confidence and awarendssexpand their vision of how technology can be

used to maximise its pedagogic value.

A Framework for Incorporating Technology into Langage Teacher Training

Programmes

Based on the findings and discussion above, a-frgedramework around which to build

teaching and learning using technology into teatfa@ming programmes is put
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forward: Addressing the pastleveloping in the presergndbroadening perspectives in the
future This framework aims to help teacher trainees, agyeecond generation users already
have some familiarity with technology, in develgpthe appropriate skills to use technology
in the classroom in an ever-changing digital emmnent. Though this particular study
involved teacher trainees from Malaysia, they sima@@y characteristics with other teacher
trainees, particularly in Asian EFL contexts, aastdalso highlighted a number of concerns
that resonate with previous studies discusseckifitdrature review, therefore the framework
suggested could be applicable to a range of catext

Addressing the past

Overcoming any negative past experienddss study reaffirms previous suggestions
(Lortie 1975; Bailey et al., 1996; Warford & Reey@&903) that our apprenticeship of
observation plays a role in the formulation of eiews on teaching and learning and, in
particular, on the potential for using technologythe language classroom. It also suggests
that the overwhelming view among the trainees, daseobservation of their teachers at
secondary school, was that there were a nhumbebsihdes preventing technology from
being used effectively. Therefore, any traininggrgeanme needs to be aware of this and to
foster open-minded vyet critically aware attitudes technology-use in the language
classroom. Giving examples of technology-use inositive light, such as showing the
potential of certain technological tools to engagd motivate students, can help trainees see

beyond any previous negative experiences.

Developing in the present

Fostering computer self-efficacyhis study mirrors previous findings (Ertmer et, al.
2006: Chen, 2010) that internal factors are mogpaasive to change and development than
external barriers, and consequently recommendsmapr focus within training programmes

on internal factors in order to promote positivamtes to beliefs in relation
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to technology. This focus should involve buildimgther trainees’ knowledge, competence
and confidence in using technology in the langudgesroom. These key elements might be
encouraged through the creation of a dynamic yafe"dearning environment; that is, with
the emphasis on “hands-on” activities, providiracteer trainees with plentiful opportunities
to try out technological tools within a supporteevironment. This would involve starting
with tools trainees are familiar with in a personahtext, establishing clear pedagogical
benefits of using the technological tools for teaghand learning and demonstrating how
they can be integrated into lessons. In this waytrainees in the study noted, fears and
anxieties related to technology use can be lowaneda “can-do” mentality is nurtured with
trainees encouraged to push the boundaries of khewledge and experiment with new

tools.

Integrating technologyKnowing about and having the confidence to usesta®lone
thing, however beyond that, trainees still needdeelop an awareness of how to integrate
technology into their teaching. This might be ddayeallowing trainees to observe classes
which incorporate technology, and more generallyraming sessions to keep a focus on
wider issues such as what language skills are beieneloped or what classroom

management issues might arise.

Developing contextual awarenesa&ny training programme needs to recognise the
importance of context and the realities of classroenvironments, explicitly relating
technology use to what is achievable in particatartexts and focusing on what adaptations

might be necessary.

Working with external factorsThere are a number of external factors relating to
technology use in the language classroom whichedagively resistant to change and these
factors, including lack of resources, cannot beorgd. The training programme needs to
provide opportunities for the airing and discussioin such issues together with the

collaborative quest for solutions, for example discussion boards.
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Broadening perspectives in the future

Widening the outlooHt is fundamental that training programmes attetopgxpand the
vision of trainees and thereby reduce the influeofcpresentism. This can be done, for
example, via reflection tasks, to encourage a lmoaeéw of the future possibilities, and case
studies, ideally based on language teaching itrén@ees’ own contexts, to show what can

be done.

Creating “agents of change”’Part of any training programme should aim to build
trainees’ skills and self-efficacy to the point whehey feel empowered to act as teacher
developers in their future working environmentsisiéan be encouraged, for example, via
discovery tasks involving trainees investigatingaaticular technological tool and giving

feedback to the group on its potential uses inhiegcand learning.

Keeping up-to-date beyond the program@aidance needs to be given to help trainees
update their knowledge beyond their training pragree. For example, teacher trainees can
be directed towards specific blogs and discussioanis which develop good practice in
using technology in the language classroom. Ontiaming, conferences and resource-
sharing sites also provide opportunities for ongagdevelopment, particularly in teaching

contexts with limited technology-related supporsitu.

Limitations

There are of course limitations with the type ofe@ch undertaken in this study. In
particular, it must be acknowledged that reseasches inescapably part of the social world
that they are researching (Hammersley & Atkinsd®83l p. 14) and as such need “to
understand their part in, or influence on, the aed® (Cohen et al., 2011, p. 225). In this
case, with the researchers also being the couies tthere are risks around the participants
potentially giving the opinions that they think theutors might want to hear, rather than
offering their true views. This risk was counteeatty the fact that data was collected
through several different means, adding to thalbdlty of the data. Participant feedback on

the findings and implications of this study wasadbtained after the module
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had been completed, and therefore at a time whermpdhticipants were no longer being

taught by the researchers, providing a useful cloacthe validity of the study.

Further Research

This study investigated the beliefs of pre-sertg@cher trainees about the use of technology
for teaching and learning in the language classrdoillow-up study exploring the extent
to which these teacher trainees’ beliefs changes dhey are in-service would provide
insights into novice teachers’ technology use iacpce and so allow the framework

suggested above to be refined in the light of ctass experience.
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Appendix A: Initial Questionnaire

[The results from this questionnaire have beeratadl and are given in percentages in the

tables below.]

Section A -Technophobeor techno-geek How do you feel about technology?

Please complete the questionnaire below (adaptedthfiDudeney and Hockly (2007))

Circle: 1 = strongly agree, 2 = agree, 3 = not spude= disagree, 5 = strongly disagree

112 3| 4| 5| Noresponse

1 | I enjoy using technology. 6231 7| 0| O 0
2 | lavoid using technology when | can. 0 |2 (|42 0
3 | I think technology can easily be used within the

time constraints of a lesson. 11127511 9| 2 0
4 | 1 think that technology can help me to learn

many new things. 7312512100 0
5 | Technology intimidates and threatens me. O0|1431|42 0
6 | Teachers should know how to use technology in

class. 62|36/ 0| 0| O 2
7 | 'would be a better teacher if | knew how to use

technology properly. 6413115100 0
8 | I'm very confident when it comes to working

with technology in class. 7147142140 0
9 | I want to learn more about using technology in

class. 64129 70| 0 0
10| I believe that the Internet can really improve my

teaching practice. 601271131 0 0 0
11 | Changing the curriculum to integrate technology

is impossible. 2| 7334018
12 | Technology is reliable. Q 3151(16| 2
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Section B - Using ICT

Please complete the table below by putting a tief} (n the appropriate box.

How much do you know about the following? A lot (%) | A bit (%) | Nothing (%)
E-mail 74 26 0
The Internet 89 11 0
Word 89 11 0
PowerPoint 79 21 0
Blackboard 4 79 17
WebQuests 0 21 79
Wikis 66 30 4
Blogs 36 53 11
Podcasts 11 15 74
Referencing tools 2 26 72
Authoring software 2 15 83
YouTube 79 19 2
DVDs 70 28 2
CD ROMs 64 34 2
IWBs 9 19 72
Chat 70 24 6
Discussion forums 23 64 13
Web 2.0 2 6 92

64



Appendix B: End of Module Questionnaire
[The results from this questionnaire have beeratadl and are given in percentages in the

tables below.]

Section A - About the tools
Please complete the questionnaire below.
Circle: 1 = strongly agree, 2 = agree, 3 = not sudle= disagree, 5 = strongly disagree

For English language teaching and learning in a Maysian context:

1 (2 3|4 5no
response
1 | Tools such as Word and PowerPoint are useful. ®3/0 | 0| 1 -
2 | Material from authentic websites is useful. |2 |2 0|2
3 | Material from ELT-specific websites is useful. 789/0 |2 | Of-
4 | Blogs are useful. 14531312 |0} -
5 | Wikis are useful. 2653|172 | 2] -
6 | Podcasts are useful. 267|172 | 0] -
7 | Discussion boards are useful. 5385 |0 | Of-
8 | Email is useful 51385 |0 | O]-
9 | Email exchange projects are useful. 3W|19|2 |0 -
10 | WebQuests are useful. 2%2| 145 | 0] -
11| Authoring software, such dm®t potatoess useful.| 71| 25(2 |2 | O -
12 | Referencing tools, such as online encyclopaed|e®4 | 26| 10| 0 | 0| -
are useful.

13| Video clips websites are useful. 4811122 |0 -
14 | Interactive whiteboards are useful. 360 12|2 |0 -
15 | CD-ROMs are useful. 2650|177 | 0] -
16 | DVDs are useful. 2648|17|9 | 0] -
17 | Technology such as mobile devices is useful. 33|22|10|2]-
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Section B — About the context
Circle: 1 = strongly agree, 2 = agree, 3 = not spde= disagree, 5 = strongly disagree

For English language teaching and learning in a Maysian context:

112314 5]| no

response

1| Some schools are well-equipped with ICT 2213824142 | -

resources.

2 | My secondary school was well-equipped with| 12| 33| 19| 26| 10| -
ICT resources.

3| The ICT resources available in my secondary| 5 | 14| 33|33|12| 3

school were well used.

4 | It is generally difficult to imagine using many | 26 |45|17|12|0 | -
current ICT tools because of lack of resources.

5| In rural settings in particular, it is difficult to 69(17|/9 |5 |0 | -
imagine using many current ICT tools because of

lack of resources.

6 | It is possible to use some ICT resourcesinmorg5| 319 |5 | 0 | -

urban settings.
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Section C — Your views

Please add your own comments on the subject of g$@T for English language teaching

and learning in a Malaysian context.

1. What are your general views on using ICT for Ergleésiguage teaching and learning
in a Malaysian context?

2. Which tools do you think you would/could use?

3. Thinking back to the start of this module, what gal feel about the potential for
using ICT in Malaysian schools?

4. Now, at the end of the module, what do you feelltiwe potential for using ICT in
Malaysian schools?

5. Do you feel you might have any specific future raglay in terms of increasing the
use of ICT in Malaysian schools?

6. How do you feel about the fact that you are likieljknow more about ICT and its
potential uses in English language teaching thamymaore experienced teachers in
the schools you will be working in? What are thelications of this?
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Abstract

This article reports a pilot study examining chadjes faced by native English-speaking
TESOL teachers (NETTs) and their support needshé dontext of English language
education reform in Vietnam. The data comprise s&mictured interviews with three

experienced American NETTs who teach at public prate foreign language centers.
Informed by grounded theory, the results indicatdtiple pedagogical and non-pedagogical
challenges faced by these teachers. The findings identify diverse support needs of
NETTs when teaching in Vietnam. The article has lioapions related to professional

preparation for NETTs teaching abroad and highdigite need to support NETTs in

educational leadership policy and practice.
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Introduction

Concomitant with rapid change in the era of glatalon and internationalization,
there has been strong growth in the cross-bordiéredg of education which leads to a
substantial market in the export and import of ediooal products and services (Vught,
Wende, & Westerheijden, 2002). An example of tBishie import and export of services
related to language learning. The rise of tranenaticorporations has had much impact on
promoting the spread of the lingua franca Engligirldwide, especially to non-English
speaking countries (Gray, 2001). Indeed, Englishideeen considered as “a hard currency in
securing a job for social success in the ever-necaptalized world” (Sung, 2012, p.23).
Acknowledging the imperative role of world Englishia current times, a number of Asian
countries have made an attempt to reform Englisguage education to catch up with the
rapid global development (Kam & Wong, 2004). Acanglly, there has been a growing
interest in employing native English-speaking teasi{NETSs) in Asian countries (see Jeon
& Lee, 2006) and Vietnam has participated in thagectory of educational reform.

The increasing needs of English language educatidrietnam in enhancing the
prospects of greater international integratiore (deH. Nguyen, 2011) has resulted in work
transitions of NETs to Vietnam. In recent yearsaatordance with Viethamese policies
emphasizing the need to enhance English proficigtheynumber of NETs working at both
public and private educational institutions in Vi@t has soared. Notably, however, little is
known about challenges these teachers may encoduatdrermore, their support needs
when teaching in Viethnamese educational settings hat yet been investigated in current
research. This article, therefore, reports on @t giludy that examined the challenges faced
by three volunteer qualified native English-spegKieaching English to Speakers of Other
Languages (TESOL) teachers and their support nedds teaching English at foreign
language centers in Vietham. The article first ad&rs contemporary trends and demands
of English language education in Vietnam, followag teaching abroad challenges and

finally the role of teacher support. The subseqsentions present the purpose, research
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method and results of the study. The article cateduwith a discussion section with

implications for both NETs and Vietnamese educatideaders.

English Language Teaching and Learning in ViethamTrends and Demands

Trends of English language teaching and learning

In order to respond to the increasing trends abaliaation and internationalization,
the Vietnamese Ministry of Education and TrainifQET) has increasingly promoted
educational policies to enhance and improve thditguat teaching and learning English
across the Viethamese education system. One ofitiserecent educational reform projects
is the so-called National Foreign Language Prap®@0 or the project entitled “Teaching
and Learning Foreign Languages in the National Btloc System, Period 2008- 2020 (N.
H. Nguyen, 2011). A goal of the project is that2§)20, most Viethamese graduates from
secondary to higher education level will be ablage a foreign language confidently in their
daily communication, their work and studies in ategral, multi-cultural and multi-lingual

environment (N. H. Nguyen, 2011).

In line with the National Foreign Language Proj20R0, there has been a gradual
shift in English language teaching methodologied ianvViethamese learners’ purposes for
studying English. These trends, in turn, placedasmg demand on NETs in Vietnam.
Firstly, the Communicative Language Teaching (Clapproach has been promoted to
replace traditional methods at Viethnamese schamls as the Grammar-Translation Method
or the structural approach (e.g., Hoang, 2013; KR688). Simultaneously, in 2008, new
English textbooks, which no longer prioritize ondyammar and reading skills, first
introduced listening and speaking skills. Signifittg, however, not all Viethamese teachers
of English (VTOE) are qualified enough to sustagmadhing that conducts English
communicative interactions (see Dang, Nguyen, &104,3; Hoang, 2013; Le, 2012, Pham,
2007). Indeed, a recent 2011 English proficieneggtigation on nation-wide VTOE
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revealed a very small percentage of school teaetteoscan meet the Bl level, B2 level and
C1l level according to the adopted Common Europesamé&work of Reference for

Languages (CEFR) (e.g., 22 out of the 1996 teaafehe schools in the Central region and
Central highlands could meet C1 level and 322 6996 teachers could meet B2 level)
(VietnamNet Bridge, 2013). Secondly, while previquspose of Viethamese learners of
English (VLOE) was largely to pass standardizedlishgests (e.g., university entrance
exams) or to obtain better jobs (Hoang, 2013)r {naiposes for studying English have been
expanded to meet the broader demands of oversedy, spostgraduate studies and
professional positions in international companieghér in Vietham or overseas). It is

important to note that from the perspectives of \A,@dvanced English competence can
only be achieved under the instruction of NETs vehpsonunciation is considered as the
ideal model for these learners to integrate intovad&nglish environments (see Walkinshaw
& Duong, 2012). This calls for the increase of NEMsthe English language education

system of Vietnam.

Demands of native English-speaking teachers

The fact that Vietnam seriously lacks qualified kg Vietnamese teachers of
English to implement the National Foreign LanguBgeject 2020 results in an increasing
need to recruit NETs in recent years (see H. TNjuyen, 2011; ViethamNet Bridge, 2013).
The Vietnamese Ministry of Education and TrainibQET) has conducted subordinate
policy frameworks to welcome foreign teachers tetiam (ViethamNet Bridge, 2013).
Among these frameworks is a recent agreement #salbéen signed between MOET and the
English Language Center (ELC) Australia in whicle tAustralian organization would
provide thousands of volunteer NETs from the UC&nada, the UK, Ireland, New Zealand
and South Africa to Vietnam under the program kditTeach and Travel in Vietham”
(Baker, 2013). The program is to increase Engkstels for students and to improve the
communication skills of VTOE across the Vietnamedacation system.
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Apart from the formal education system, native kstgkpeaking teachers are also in
great demand in the non-formal education systene ftmber of NETs in non-formal
education settings, in fact, may outweigh that Bffid in formal education settings. Multiple
private English-medium schools in big cities codpleith a large number of public and
private foreign language centers, language ceofeusiversities or government agencies,
have responded to the requirements of VLOE and plaeents by prioritizing the recruitment
of NETs over EFL teachers (teachers of English &#bm@@ign Language) whose mother
tongue language may or may not be English (see (#0a&B). It should be noted that in the
context of Vietnam, not all NETs and EFL teachexgeha credited TESOL qualification. In
this study, the ternTESOL teachersefers to those who are internationally-accredited
TESOL teachers. Notably, the number of NETs in gomernment organizations that have
launched a variety of volunteer English languagejguts (e.g., Projects Abroad
Organization) to help boost English language edoicah Vietnam has also increased in
recent years. The work transition of these NETs mgyly some challenges during their

overseas teaching.

Challenges of Teaching Abroad

Teaching abroad is@oss-cultural journeyGarson, 2005) and teachers have coped with
various challenges, including culture shock, litguatment (Garson, 2005), challenges in
the classroom (Dyrud, 2007), cultural differencegcent switch, diverse students’
experiences, students’ learning approach, facskyas and fears (Texter, 2007). In the
context of EFL teaching in Asia (e.g., China, Japkorea, Vietham), several native
EFL/TESOL teachers have shared on EFL forums sameerns when teaching in Asian
countries, such as racism (Omar, 2013), as walhallenges regarding discipline, teaching
styles and teaching tools (Basha, 2011). In additid-L/ TESOL teachers may struggle to
enter the local professional community of practice to communication gap (Le, 2013).

However, little about challenges faced by nativé HESOL teachers in the setting of
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foreign language centers in the Asian region, $patly in Vietnam, is examined in

contemporary research.

The Role of Supporting Native English-Speaking Teders (NETS)

Previous research has identified close connectetseen the work of leaders or
administrators, and teacher satisfaction and schatdomes (e.g., Bogler & Nir, 2012;
Ingersoll, 2001). Johnson and Kardos (2005) haweted out that teachers will work more
productively when leaders can develop positive wanmikironments in which teachers feel
supported. Indeed, teachers’ perceived organizatisnpport in educational settings,
including instrumental support (e.g., time, spanaterials), emotional support (e.g., trust,
considering teachers’ ideas), informational supp(etg., professional development
programs) and appraisal support (e.g., frequentcandtructive feedback) (Dolar, 2008),
has significant impact on their motivation and jpbrformance (Bogler & Nir, 2012).
Furthermore, positive administrator support has oaretative influence on teachers’

intentions to remain in the profession (Soucief&0

In the context of Vietham, supporting NETs wouldyp& significant role in attracting
and retaining qualified TESOL teachers to meet dherse needs of the Viethamese
government, learners and language organizationscéddly, while there is an increase in
the number of recruited NETs in the English languaducation system—~both public and
private sectors—little is known about the voicelwdse teachers and difficulties they may
encounter when teaching English abroad. The ainthisfexploratory case study were to
investigate, firstly, challenges faced by qualifigative English-speaking TESOL teachers
(NETTS) in the setting of foreign language centerd, secondly, their support needs when

teaching in Vietham.

Methods and Methodological Issues

The study was conducted in light of social congtamist epistemology and the
symbolic interactionism theoretical perspectiveaatordance with the choice of grounded
theory methodology and the use of a semi-structurg@rview method. Social
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constructionism highlights the idea that societyasvely and creatively produced by human
beings within interpretive nets woven by individaald groups (Marshall, 1994) and that it
is culture that shapes the way we view the worle{i@, 1998). Symbolic interactionism is
similar to social constructionism in the sensetoflging how people construct social reality
but different from social constructionism regarditg focus on micro interactional level
(e.g., language, communication, interrelationsldpd community) rather than on social
structure (see Schweingruber, 2005). In this stalkisgugh social interaction and social
meaningful reality of teaching abroad, native TESENglish speaking teachers recognize
their challenges and support needs. These teaclparst experiences and cultural
backgrounds are sustained and reproduced throwh gbcial life and teaching abroad
experiences, which facilitate thdaecomingof foreign teachers in Vietnam. Crotty (1998)
stated that symbolic interactionism is a theorépeaspective that comes to be embodied in
a number of methodologies, including grounded themproach. The interview method, in
addition, is claimed to be the most prominent daléection instrument in grounded theory
(Creswell, 2008).

Procedure

Subsequent to obtaining participants’ signed cankems, the researcher and the
participants arranged interview time and locatioogvenient to the participants. In light of
grounded theory methodology, purposeful sampling used to recruit participants who are
relevant to the research topic (Birks & Mills, 2Q01Eive native English-speaking teachers
who work voluntarily for two different foreign langge centers in urban areas of Vietham
volunteered to participate in the study; howevaty alata of three out of these five teachers
were selected for data analysis. Firstly, althotlyh two omitted participants are native

English-speaking teachers, they did not have iatevnally-credited TESOL training and

gualification. Secondly, compared to the three ddete participants, the two omitted
participants had been spending much less time itgaéh Vietham (approximately one
month) and thus, their experiences were not ayaeteas those of the three selected
participants. It was assumed that well-trainedexpkrienced native TESOL teachers would
provide more insightful and precise reflections the research topic. The selected
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participants primarily teach Viethamese teachersEnglish (VTOE) and Viethamese
learners of English (VLOE) English teaching methody, English speaking skills and
communication. The mainstream teaching methodoladythe participants is the
communicative language teaching (CLT) approach.kgarinds of the three selected
participants—Alison, Thomas and Steven—are predagdollows. Pseudonyms have been
used to protect the anonymity of the participants.

Case 1: Alison is an American student whose magoesTESOL and linguistics.
Alison visited Viethnam before choosing a publicéign language center in a province of

Vietnam as her destination for TESOL teaching mghip for two months.

Case 2: Thomas is a qualified TESOL teacher whahe=a ESL classes to
international students at two universities in AroariHe also works for an American
organization which conducts voluntary programsAorerican people and students to come
and help people in need in Asian countries, incigdlapan, Vietham and Cambodia.
Thomas—a team leader—has visited Vietnam with éasnis several times since 2009 and
primarily works at public and private foreign large centers when he does voluntary

teaching in Vietham.

Case 3: Steven is a qualified ESL and TESOL teacBmven—another team
leader—and his volunteer teams of American students friends have visited Vietnam
several times since 2002 to help Vietnamese stadant teachers of English with
communication and speaking skills, both in fornmalkflic) and non-formal (private) study
settings. Steven and his teams primarily teachillipforeign language centers in the North

and in the South of Vietnam.

Interviews

The one-hour interviews were semi-structured, aueliorded and later transcribed.
Each interview started with questions related #oldhckgrounds of the participants, followed
by their teaching abroad preparation and teachxpgreences in Vietnam. Subsequently,
interview questions chiefly sought the participaperceptions about challenges they have
encountered and their support needs when teaclrgaé in Vietnam. In line with the

grounded theory approach, data analysis was coedlucimediately after each interview,
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which helped the researcher understand what addltidata should be collected in the

following interviews (Glaser & Strauss, 1967).

Data analysis

In light of the grounded theory approach, the witaw transcript text was initially coded
by dividing the text data into segments. To be sjgeconstant comparison of incident with
incident in the data resulted in the initial getieraof codes. Upcoming incidents were later
compared with existing codes (e.g., teaching comaation, teaching grammar); then,
codes were compared with codes (e.g., communicdéwguage teaching, grammar-
translation method), clusters of codes were cofldpefined into sub-themes (e.g., Teaching
Method Difference) and broad themes (e.g., Cha#lengn Pedagogical Issues).
Subsequently, themes were compared with themesategories emerged from themes
(e.g., teaching abroad challenges). It is the emistomparison of the different conceptual
levels of data analysis that drives theoretical garg and the ongoing generation or data
collection (Birks & Mills, 2011). Parry (1998) amblb (2012) posited that the procedure of
the constant comparison and theoretical samplingniSmperative means of enhancing
validity in research. In this study, after purpagesampling, theoretical sampling was
considered; however, the data did not indicaterdtieoretical propositions required to be
addressed through more defined sampling. Therefm#icipants were continued to be
sought in line with the original parameters (equalified native English-speaking TESOL
teachers that have at least two months experieteaahing English in Vietnam). To ensure

the authenticity and trustworthiness of the stuggpondent triangulation was applied by
member checking. This involved sending back therinéw transcriptions and the draft
findings to the participants for checking whethdre tinterpretations were fair or

representative.
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Results
Challenges Faced by Native English-speaking TESOleachers (NETTS) in Vietnam

Two broad themes emerged from the study includinghallenges in pedagogical
issues; and 2) challenges in non-pedagogical issties results of the study are now
presented according to the broad themes and seppaltere appropriate with representative

statements of the participants.

6.1.1 Pedagogical Challenges

The data revealed that within the theme challemgg®dagogical issues, from the
perspectives of the investigated NETTs, teachindhatke difference, language issues,
students’ classroom activity preference and autiiiddlarriers are their concerns. Figure 1
presents the themes and sub-themes related terhal faced by native TESOL teachers in

Vietnam.

Teaching Method
Difference

— Language Issues

— Pedagogical Issues

Students' classroom
activity preference

Teaching Abroad |
Challenges — Audibility Barriers

Viethamese Law

Non-pedagogical
Issues
Mutual Trust

Establishment

Figure 1. Challenges Faced by Native English-speaKESOL teachers (NETTS)
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Teaching Method Difference

As recounted by the participants, the sub-themehieg method difference is their
initial challenge and it would be more significdot NETTs who teach English in Vietham

for the first time. As reflected by Alison,

...my school in the US has taught me to teach lagguhrough
communication rather than through grammar....Wheleas, the
students expect grammar and they want to learnmgearfirst....The
first couple of times, it took me a long time toldsson plans because
| need different techniques to draw languages btitem [VLOE]

rather than just teaching them the language.

Language Issues

There are obvious differences between English amtngmese language, which
leads to challenges for both NETTs and VLOE. Twonmnent concerns, from the
participants’ points of view, are sound and streetirirstly, regardingound according to
Thomas, Viethamese language is mostly “closed nicutd “in the back and somewhat
nasal” while “to speak English correctly, you hdagego cross cultural, open your mouth”.
Thomas recounted that for VLOE, challenges fachegt are to know “what sounds are
getting into another” and to know “how to form th@unds in your mouth”. Simultaneously,

the language nature difference results in challef@gesd by NETTS.

In order to teach English effectively, | have todoascious with my
English sounds, how do | shape my mouth to shapds\so that |
can teach them to do the same?....I tell them [V to shape
their mouths...and their tongue. | have to say# been difficult for
me and for them to do, to think about how their thous

formed....Sounds are an issue.

Secondly, there are differences in English andnéetese language structures. As

explained by Thomas, some VLOE cannot say the wilwaitl sounds like English because
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VLOE “have the Vietnamese sound mouth and theytlarking of the structure of the
sentence.” Consequently, a challenge for a NETTg fhave to discover some structures”
in order to help VLOE.

Students’ Classroom Activity Preference

From the points of view of the participants, Vietrese learners of English prefer
group work to individual work in classroom actiesi Group work not only motivates VLOE
to be more cooperative with NETTs and more contidietheir speaking but also makes the
speaking of VLOE more productive. As reflected bigdn, VLOE pronounce sounds better
when they say the sound in a group rather tharvichaially. For instance, when students
work individually, they are likely to go right badk using incorrect sounds and, “that has

been difficult to teach”, Alison comments.

Another benefit of conducting group work, from #eriences of the participants,
is to break the icewith VLOE. The silence of VLOE in their first clsss is one of the
challenges for NETTs, which is more challengingtfase NETTs who teach VLOE for the

first time.

Audibility barrier

A challenge faced by of NETTs within the Vietnamdsaching context is the
audibility barrier. “The biggest challenge thatdve is being able to hear”, commented
Steven. The participant found it hard to be abl&ééar VLOE due to outdoor classroom

music or noise and students’ shyness.

Music playing is one distraction....And | find théethamese people
speak so softly. | had a hard time hearing. And thden | ask them
to say it again, they think they haven't been saytrcorrectly and

they seem to be more timid....They even speakysaftbre softly.
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To the participants’ surprise, although most stislegrammar and vocabulary
knowledge is rich, their speaking skills are quiteited and even “real communication is
impossible”, as noted by Alison. VLOE are shy antl confident enough in their speaking
of English. Alison commented, “when | ask studemts answer questions, no-one

answers....They are shy to answer questions in &bifte whole class”.

The fact that VLOE keep silent when being askesstjans requires NETTs to make
more effort or adapt their teaching methods to wadé VLOE to speak. This phenomenon,
notably, is illustrated in not only VLOE but also the case of VTOE. As reflected by

Thomas,

And | have two ladies in my group. They didn’t wantiry because
they didn’t want to be wrong. They would try if thienew that it was
correct. They didn’t want to try and not say ithidgoecause they
didn’t have confidence. And so, they'd rather beetjthan being

wrong.

This section has described pedagogical challen§ddEGTs when teaching in
Vietnam. The next section will present the secdmehtatic challenge: non-pedagogical
issues.

Non-pedagogical Challenges

Two sub-themes of non-pedagogical challenges fatiagnvestigated NETTs are
updated knowledge about laws in Vietnam and mutuat establishment with local and

institutional educational leaders.

Knowledge about laws in Vietnam

Being NETTs in Vietnam requires participants todémowledge about the laws in

Vietnam, including traffic laws and teaching persm® granted by local authorities.
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However, a challenge for these teachers is theedetyr which they can access related
information. First, regarding traffic laws, “theles of the road here—driving rules—are
completely different from driving in the U.S.”, conented Alison. Noticeably, Steven
reflected that, “there has not yet been made aaikalaw handbook for foreigners” and the
participants were once fined for breaking a lawardag riding motorbikes because they
could not realize that the law had changed in #er Ypetween their depart from and return
to Vietnam. Second, in terms of teaching permissithre investigated participants
acknowledge that foreign teachers are not alloveeteach in Vietnam without granted
permission from institutional and local leadersyertheless, these teachers are not sure
where to start and how to get help. As noted bgdxi “I know we need to ask for permission

but I don’t know what to do to ask for permission”.

Mutual Trust Establishment

From the points of view of the investigated NETA&cause institutional leaders must
ask for permission from local authorities for NETtbsteach at an institution, the fact that
NETTs can establish trust and credibility from ingional leaders in advance can facilitate
these teachers in gaining permission from locdlauties to teach and gain local classroom
entrance. As observed by Thomas, “first thing i ¢hedibility with the leadership of the

school and then, the leadership of the school rehility with the government”.

With previous social network and teaching experesiceducational institutions, the
investigated NETTs faced less challenges in gaitrngt and credibility from institutional
educational leaders in foreign language centerfadn “at the foreign language centers, we
have a very good relationship. There is mutual tind respect”, observed Steven. However,
these teachers seem to have more difficulties inirgg trust and credibility from local
educational leaders where they would like to cohglotunteer teaching. The challenge, for
the investigated participants, is the fact thay thave not yet had opportunities to meet and
introduce themselves to local educational leadersrder to establish a relationship, as

explained by Steven and Thomas.
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This section has illustrated challenges faced byl NEwhen doing volunteer
teaching in foreign language centers in Vietnane €hallenges include both pedagogical
and non-pedagogical issues. The next section tescthe support needs of these teachers

when teaching in Vietnam.

Support Needs of Native English-Speaking TESOL Te&ers

The results revealed specific support needs ofvaatinglish-speaking TESOL
teachers working in Vietnam. In this regard, thentles and sub-themes generated from the

data are depicted in Figure 2.

Vietnamese Law
Knowledge of the
— Destination
Country Viethamese
Culture

Teaching-Learning
Background
Knowledge

Support Needs —— Teaching Suppor
Translator or

Teaching Assistant

Administrative

Support
Support from
—  Educational
Leaders Trust
Establishment
Opportunity

Figure 2. Support Needs of Native English-speaRiB§OL teachers (NETTS)

In this study, three themes related to the suppeeds of native English-speaking
TESOL teachers emerged: 1) knowledge of the deégimaountry; 2) teaching support; and
3) support from educational leaders. Each of tkeents will be described in turn, beginning

with support needs related knowledge of the destination country
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Knowledge of the Destination Country

Two sub-themes emerged within this theme: the stippeeds of obtaining

knowledge about Viethamese law and Vietnamesereultu

Vietnamese Law

Two major concerns of the participants of the stadg how they accessed
information about the procedure of obtaining teaghgermission; and how to be clear about
the law of the country they are teaching in, esgdbcwhen, as commented by Steven, the
law (e.g., traffic rules) of this province may b#fetent from that of other provinces.
Moreover, Alison explained, “Because | am not usedlealing with the government, it
would be good to have someone who could tell me Wheed to do”.

Vietnamese Culture

The results revealed that all of the participantly facknowledge the role of culture
preparation before going to Vietham. The method tha participants used to prepare is
diverse, ranging from taking Intercultural Commuation courses to integrating into
Vietnamese communities in the USA and from buildup friendships with Viethamese
people to watching music videos in Viethnamese lagguHowever, when living in Vietnam,
the participants have some particular support ndedsly, as explained by Alison, “I would
like someone to be with me once a week, to helpwitle culture, to help me with the
language”. Moreover, Steven commented that masepialcultural awareness are available;

however, it would be valuable to have materialsShmw we get over the troubles”.

Teaching Support

The patrticipants have a consensus observatiorVibitamese learners of English

have different learning styles from American studenthe former is group work-favourable
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while the latter is individual work-oriented. Théee, when teaching in a foreign country,
apart from the knowledge about the country—itsdmsand culture—it is of importance for
NETTs to have background knowledge of English teagland learning in Vietham—to
know “how students learn, what the classroom i ékd how the teachers conduct the class”

in advance. As commented by Thomas,

That is one major issue....I need to be aware efctliture and the
learning style of the people | would like to hetpléarning English.
| need somebody at the school in the country wieadly knows
English to tell me how the students learn.

Another support need in this teaching context ie firesence of Viethnamese
translators or teaching assistants. It should biednohat the presence of Vietnamese
translators or teaching assistants “would not essary but it would be very helpful”, as
agreed by Thomas and Alison.

Support from Educational Leaders

In addition to support in the teaching contextemterged from the study that the
investigated NETTs also need support from localiastitutional educational leaders. These
forms of support include support in administrativerk and opportunities to establish trust

and credibility.

Administrative Work

As reflected by the NETTSs participants, most papek is in Viethamese and these
teachers do not know the Vietnamese language. fidnerat would be helpful to have
someone to help them with the paper work. Impolfaas posited by Alison, it would be

ideal to have either English paper work or evenesmme to help these teachers translate it.
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Trust and Credibility Establishment Opportunities

Thomas reflected that “we don’t have a relationshigh the authorities”, “it would be
good if there is an increase amount of trust”. Twvestigated participants would love to be
supported with opportunities to meet and introdilemselves to local educational leaders
because “trust always comes from relationshippdia, mutual relationship”, as explained
by Thomas. It is important to note that Steven mwred that trust is established not only on
the part of the local officials but also on thetparthe foreigners: “mistrust can happen on

both sides without opportunities to build up untlmdings in relationship”.

Discussion

Asian countries have enhanced the recruitment of Nt catch up with global
development; however, together with the increagseemumber of NETS, several countries
have to face difficulties in retaining NETs, espdlyi qualified TESOL teachers. For
example, as reported by the South Korean Ministrigducation, Science and Technology
in 2010, more than a third of native English-spegkieachers quit jobs after six months or
so on the job, which significantly challenged thie&iveness of English language
immersion programs promulgated nationwide (Kim,@0RAdditionally, a recent paper on
Hong Kong's native English-speaking teachers (Yewtj4) identified fifteen percent
attrition rate to drop. The findings of this stualppose several implications for educational
leaders and native English-speaking teachers wgikiVietnam, which can be practical to

other Asian countries as well.

Why This Study Matters in Educational Leadership Pactice

Policies are designed to steer actions and behavitwm ensure consistency in the
application of authorized norms and values acras®us groups and communities (Rizvi &
Lingard, 2010). Educational reform policies enhagdhe recruitment of NETTs in Vietham
would be more effective when educational leaderd amthorities further take NETTS’

support needs into account. Indeed, perceived ag@mnal support has significant impacts
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on teacher satisfaction, improvement of teachemkvperformance and teacher retention
(e.g., Bogler & Nir, 2012; Dolar, 2008; Soucier08). Reasonably considering challenges
and support needs of qualified NETTs will promoterfdship and more strategically-
international cooperation which, in turn, potenyidioosts the quality of English language
education reform in Vietnam. As recommended byiphileung (2014), native English-
speaking teachers will be at their most effectigsna enhancing students’ language ability

if they are given more support, training, and aalkexchange encouragement.

The comments of the participants give a sense ithatrder to contribute to
progressive educational change, in line with prangpipolicy frameworks to welcome
foreign teachers to enhance the quality of Englshguage education in Vietnam,
educational leaders should consider supporting NEatboth micro and macro levels. At a
micro level, firstly, classroom renovation should taken into account to minimize such
barrier as outside-class background noise andcibtéte language teaching and learning
environments. Indeed, classroom conditions not orilyence teachers’ attitudes, teaching
productivity (Earthman & Lemasters, 2009) but alswve impact on students’ learning
enjoyment and achievement (Hopkins, 2008). Moreovtbere should be assigned
institutional Viethamese teachers of English whio peovide NETTs with prompt support.
At a macro level, authorities and educational lemsdénational, local and institutional levels
could design and popularize agreed specific gudsli documents and practical rules of
teaching and living in Vietham for foreign languaggachers, in both Vietnamese and
English.

Two noteworthy factors revealed from the study thay enhance long-term
cooperation between NETTs and educational instigtin Vietham are “trust” and “social
networks”. As reflected by Thomas, “trust alwayshes from relationship, dialogue, mutual
relationship”; and “he [Steven] returned becausy {I5teven and the Director of a Foreign
Language Center] have a relationship... and he [8lasgersonally comfortable [there]”.

In the same vein, Alison commented that “I fee¢lationship with people, some friendship
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and they are so caring...that’'s why | came backfatt, non-pedagogical challenges facing
the investigated NETTs are within Putnam’s (1998)aept of social capital which expresses
the sociological essence of communal vitality: tre®cial norms and obligations (e.qg.,
Vietnamese law, teaching permission) and socialoris of members’ activity, especially
voluntary associations (Siisiainen, 2000). Putna@98) argued that trust creates reciprocity
and voluntary associations and in turn, associatand reciprocity produce and reinforce
trust. Concomitant with contemporary educationaeagents between MOET and foreign
countries (e.g., Australia, Canada, etc.) in enimgnénglish proficiency among Viethamese
learners, social capital should be further enhandsdoosited by Coleman (1988, cited in
Siisiainen, 2000), the more social capital is usleelmore trust grows. Moreover, voluntary
associations are considered as sources of trtts¢yasllow reputations to be transmitted and
refined, which can promote future collaborationt(fum, 1993). In this sense, the process of
supporting NETTs would be more productive whendtae governmental Foreign Teacher
Associations located across the country. Thesecrmdsms would not only be beneficial for
Vietnamese educational leaders to promptly resgomndiverse needs of NETTs but also
benefit NETTs in their sharing experiences, expngssupport needs as well as learning
about Vietnamese culture and teaching-related nmétion. Through activities of Foreign
Teacher Associations, in addition, NETTs may siangbusly have more opportunities to
interact with local educational leaders and thualiie to build up and enhance mutual trust
and credibility. This implication is in line withuerent research highlighting the significant
role of interpersonal trust and interorganizatidnast in policy networks (e.g., Rethemeyer
& Hatmaker, 2007; Zaheer, McEvily, & Perrone, 1998)

Why This Study Matters in Teaching Abroad Transition

The findings of the study can help NETTs set ré&aliexpectations, prepare for
difficulties and be more effective teachers in fgmneteaching environments. Indeed,
understanding teaching conditions in Vietnam, \aetese learners’ classroom activity

preference and authority-related issues (e.g., tle@aching permission) may assist these
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teachers with better social, cultural and pedagdgiceparation and adaptation strategies.
As advocated by John Adamson (2005), teacher dewelot for native English-speaking
teachers would benefit from gaining local knowleddgelassroom behaviour norms and a
background of the history of English language teagim that country. Similarly, according
to Craig Kelley (2007), being knowledgeable abdw¢ toming foreign country and
understanding how language, culture, customs dadstyle differences may impact on
teacher life will help teaching abroad-interestddaators benefit from teaching tasks, and
thus, strengthen the quality of teaching and leay A noteworthy consensus advice of the
three participants is that native-English speakéaghers should come to a foreign country
in a position of “a learner, a listener, an obseruestead of being simply “a speaker, a

teacher”. As commented by Thomas,

When | first came to VN, | was confident that | hsmimething to
contribute; so, | came as a speaker, a teacheafitbeing here in
a classroom setting, | discovered that | needambioe as a learner,
a listener and not a teller.... This dynamic is nemgskr foreigners
to understand if they are to help with English iolass or to teach
anything. They have to come with the mentality ofearner, an
observer: be inquisitive—thinking, asking questioiswant to

know, | want to learn’.

Pedagogically, challenges faced by NETTs in thiglgtare consistent with prior
research related to current concerns about Englistjuage teaching and learning in the
context of Vietnam. First, there has been a mismbattween language teaching policies
promoting Communicative Language Teaching appraeachsuch constraints of VTOE and
VLOE as limited communicative skills and traditibmgammar-based teaching methods
(Hoang, 2013; Khoa, 2008). Second, compared to &Messtudents, because of the
collectivistic orientation culture, Vietnamese stats are more likely to be fearful of losing
face and are less likely to express their opinitvediefs or to ask questions (McCornac &

Phan, 2005). Further, due to language different&d®n English and Viethamese language
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(e.g., sound system, the manner of articulatiom, gface of articulation of the sounds)
(Duong, 2008), English teachers of VLOEs have entmed multiple difficulties in
teaching VLOEs with English pronunciation. Notatihpwever, these concerns in the past
scholarship were broadly drawn upon the reflectmiigietnamese teachers of English or of
English language practitioners in the public seditite is known from the perspectives of
qualified native English-speaking TESOL teachemstipularly of those teaching in the
setting of foreign language centers. The presediysnakes a significant contribution to the
body of literature on English language educatiowigtnam.

Limitation and Future Research

The study lends support to the value of using tptale research to obtain a nuanced
understanding of challenges faced by NETTs and thgiport needs—a topic which is
timely but has been paid relatively little attention the field of English language teaching
in Vietnam. However, a limitation of this pilot styis the fact that the sample size is small;
thus, the findings may not be generalizable. Néetets, the results of the study are rich
and of practical application not only in Viethamt lalso in Asian countries carrying out
national English language education reforms. Togrédter depth of knowledge about the
investigated phenomenon, researchers could cohdtuce interviews along with classroom
observation and investigate larger samples of NEffds different language settings,

including both private and public sectors.

Conclusion

This study provides vital insights into challendased by NETTs and the support
needs of these teachers in the context of Englistiiage education reform in Vietham. The
study, significantly, implies the imperative rolé Wiethamese educational leaders or
administrators in listening to the voice of NETTisdain facilitating these teachers with
prompt support in order to attract and retain diealinative TESOL teachers for better

English language teaching workforce of Vietham eled, when the number of qualified
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NETTs is in high demand for English language edanateform, their teaching abroad
challenges and support needs should be furthen take consideration, both in policy and

in practice.

The study also has implications related to workgrigon and leadership practice for
not only current but also prospective educatioeadeérs and NETTs teaching or taking
volunteer teaching in Vietnam. In order to factétdeaching abroad transition, apart from
cultural and pedagogical preparation, NETTs shoptdsess dynamic social capital,
particularly social networks and trust establishinenaddition, to promote more effective
collaboration and mutual support, both Vietnamessdérs and NETTs should develop
strategies and policies that, as aforementioned)dcenhance credit and reciprocal
understandings. At a theoretical level, this agticbntributes to the literature regarding
teaching abroad challenges and the support needmialified native English-speaking
TESOL teachers in the context of an Asian countryethdm—about which little is

published in contemporary research literature.
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Abstract

Because the use of English as a lingua franca (BBB)rapidly increased in the globalized
world, the beliefs and practices in English edwrathave been changing. In particular,
developing intercultural communicative competen€C) has become a focus in English
language teaching (ELT) to facilitate English lesasto become competent communicators
in intercultural contexts. Because an excellentroamd of English and competent teaching
skills do not inherently lead to mastery of ICCigeg English teachers evaluate and develop
their ICC in ELT has become crucial.

This paper presents a discussion on the proceduréeiveloping a self-assessment
inventory of ICC in ELT for English as a foreigmtpuage (EFL) teachers by presenting a
literature review, model construction, item poohgration, data collection, and analyses.
The results yielded a 24-item inventory of ICC ibTEor EFL teachers (ICC-ELT-EFL),
consisting of 4 factors. The Cronbach’s alpha c¢oefit (@ = .932) of this inventory
indicated high reliability. The four dimensions 8C in ELT involved (a) affective
orientations to intercultural communication, (bpahilities for intercultural communication,
(c) perspectives on ELT, and (d) employment ofroulural strategies in ELT. Accordingly,
the hypothetical model of ICC in ELT was modifiedrepresent the item characteristics of
each factor in the 24-item ICC-ELT-EFL. This pagencludes with a discussion of the
relevant limitations and suggestions for futurelss.

Keywords: a self-assessment inventory, EFL teachers, Enlgligfuage teaching
(ELT), intercultural communicative competence (ICC)
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Introduction

Globalization has created new challenges in thesrof English language teachers.
Because of the widespread use of English as adifrginca (ELF), an international tool for
intercultural communication (Crystal, 2003; Gradda007), the topic of language and
culture teaching in English education has becomeemomplex. The traditional view of
English teaching based on that of native Engliskeakprs, such as the model of
communicative competence and center-based cultorapetence, has become unrealistic
and problematic (Baker, 2009, 2012; Kumaravadive2012). The development of
intercultural communicative competence (IC@sumed to be a type of awareness and
empowerment of language, culture, and identity @aR009; Chao, 2011), has become a
vital part of language education and interperscoaimunication among cultures (Alptekin,
2002; Brooks, 2004Byram, 19972012; Byram et al., 2001). To “avoid becoming afit
fool” in the era of a global community (Bennet, T956), educators have been encouraged
to consider developing ICC in foreign language.(&§L) education (Baker, 2011; Kachru
& Smith, 2008; Lazar et al., 2007; McKay, 2002).

Recently, interest in thetudy of ELF (Jenkins, 2006, 2007), world Englisf&4&s;
Kirkpatrick, 2007;Seargeant, 2012), and English as an internatiangllage (EIL; Alsagoff
et al., 2012; McKay & Bokhorst-Heng, 2008) has bewmeasing. Moreover, intercultural
education has been suggested as the ultimate dgoaFlo teaching in the context of
globalization (Han & Song, 2011; Luk, 2012). HowevEarate (2003) stated that EFL
teachers with an excellent command of English gtéind competent teaching skills do not
inherently master ICEven when some EFL teachers are relatively awaitteeafmportance
of ICC teaching, they still devote most of theifoetfs and time to improving the linguistic
competence of students at the expense of develdpeig ICC—the key capabilities to
connect people worldwide (Sercu, 2006). The paséngiasons are ambivalent attitudes of
teachers to English education and insufficient kedge of other cultures and culture
teaching (Luk, 2012). Therefore, helping EFL teashevaluate and improve their ICC by
focusing on their attitudes to and capabilitied@C-oriented English language teaching
(ELT) has become crucial (Young & Sachdev, 2011).
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Thus far, several approaches have been used tostemld the mastery of ICC for
specific purposes in diverse contexts (SpenceryO&te-ranklin, 2009). These major
approaches are generally presented in direct @gdfolios and interviews), indirect (e.qg.,
self-assessed instruments), and blended procé$sesver, indirect instruments remain the
most frequently used because of their ease andd Speassessing and supporting ICC
development (Sinicrope et al., 2007). Althoughwthgous ICC-related assessment tools are
effective, they have mostly been developed by westeholars (e.g., from Europe and North
America) in the disciplines of psychology, behagl@ciences, communication studies, and
businesses management (Fantini, 2007; Paige, 2804)iable and valid ICC assessment
tool for EFL teachers in the expanding circle is\ailable. To fill this gap in the literature,
developing an ICC inventory for EFL teachers seeni® necessary because it can function
as a helpful tool to facilitate in improving thé@C by making them aware of the objectives,
means, content, and other related aspects of |@dted ELT. Based on the assessment
results, EFL teachers can be informed of theirngtiess and weaknesses and then seek
suitable strategies to enhance their ICC in ELTe &im of this study was to develop a self-
assessment inventory of ICC in ELT for EFL teach{#Z<C-ELT-EFL) that can be used to

explore and evaluate personal intercultural capegsilin ELT.

Literature Review

Intercultural Communicative Competence and Endlishguage Teaching

ICC is considerably complex and tends to be valyoirderpreted because of the
distinct goals and interests of scholars from digatisciplines (Hua, 2011). In the literature,
scholars from the branches of psychology, commuainicatudies, and international business
and management have contributed to most of thaitefis, theories, and frameworks of
ICC and related studies (Spencer-Oatey & FrankD09). Generally, the basic dimensions,
affect, cognition, and behavior, have been accepteiicluded in several definitions or
conceptualizations of ICC. The three dimension$G& should be developed together to
achieve effective and appropriate communicatiantercultural settings (Lustig & Koester,
2006). Although EFL teachers are expected to té@€h(Han & Song, 2011; Luk, 2012;
Sercu et al., 2005), research investigating thepmorants of ICC and its application by
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linguists or language educators is scant (Young a&h8ev, 2011). To elucidate the
relationship between ICC and ELT and the potefgialures of ICC in ELT, a brief review
of several crucial ICC models and related studiggeésented as follows.

The most influential ICC model was developed bydyr(1997) and was an attempt
to extend previous ICC models and learner-centemdmunicative language teaching
(Canale & Swain, 1980; van Ek, 1986). The modelleaszed an inextricable link between
foreign (target) language abilities(i.e., linguistic, sociolinguistic, and discourse
competence) anihtercultural competencé.e., attitudes, knowledge, skills in interpretin
and relating, skills in discovering and interactiagd critical cultural awareness). Byram
used an intercultural approach to interpret théestead goals of language teaching and
learning. He suggested that EFL (foreign languagle)cators should no longer depend on
the norms and rules of native speakers and prothetgevelopment of intercultural speakers
(Byram, 2008).

Another ICC-related framework that can elucidateencultural learning in ELT is
cultural intelligence (CQ) theory in which CQ i®idified as “the capability of an individual
to function effectively in culturally diverse seitjs” (Van Dyne et al., 2012:293)his theory
has received attention primarily in the field ofemational business management studies
because of the increasing globalization of orgdima; however, language teachers and
intercultural educators can still benefit from timsights offered by CQ theory, which
describes the core capabilities of achieving efffeahtercultural communication. The four-
factor construct of CQ comprisesetacognitive(planning, awareness, and checking),
cognitive (cultural-general and context-specific knowledgaptivational (intrinsic and
extrinsic interest, and self-efficacy to adjustfl &rehavioral (speech acts, and verbal and
nonverbal behaviors) dimensions (Van Dyne et abl2}. In addition, the Cultural
Intelligence Scale (CQS) was developed and valkit@fan Dyne et al., 2008p measure
the four primary factors that characterize the bdp@s of CQ: strategy, knowledge,

motivation, and action.

Recently, Baker (2012) proposed an interculturahrawess (ICA) model to account
for the communicative practices of using ELF inadtge linguistic and cultural settings. The

ICA model entails 12 elements (representing knogéedkills, and attitudes of ELF users
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in intercultural contexts) arranged into three Is\(ee., basic cultural awareness, advanced
cultural awareness, and intercultural awarenesse® on the perspectives of Baker (2012),
the awarenessto regard cultures as dynamic, diverse, and emengssources, and the
abilities to negotiate and mediate between emergent anddhgdsources of intercultural
communication should be valued and emphasized i, plarticularly for ELF users in

intercultural contexts.

Alptekin (2002), another English educator, also tisered the necessity to offer a new
pedagogical model in ELT to account for learning asing ELF in intercultural settings.
Different from the pedagogical model based on ttopian, unrealistic and constraining
notion of communicative competence, he suggestddttalid model should “accommodate
the case of English as a means of internationairgeccultural communication” (Alptekin,
2002:63). For example, instructional materials aativities should involve local and
international contexts that are relevant to thediwf ELF users, contain suitable native-
nonnative and nonnative-nonnative discourse samahestake the insights and knowledge

of competent intercultural speakers as pedagogicalels.

Fantini (2000, 2007), a well-known language edugatddressed the value of ICC in
EFL education and argued for the need to help Emglanguage learners overcome
challenges posed by intercultural communication. diéémed that the construct of ICC
consists of intercultural competen¢knowledge, attitude, skills, and awareness) and
proficiency in the host tongue. However, Fanti®41) indicated that numerous English
language educators consider culture incidentalatguage proficiency. Although some
educators express interest in culture teaching, aften disregard intercultural dimensions.
Therefore, he emphasized the value of assessinguttigal and intercultural competencies
of teachers in professional areas of ELT and designchecklist of cultural and intercultural
teacher competencies (Fantini, 1997). This checklidails four key themes describing
specific teacher competencies in cultural and auiéural dimensions: (1) inclusion of a
sociocultural dimension in lessons, (2) presence afultural dimension in classroom
dynamics, (3) inclusion of an intercultural dimemsiand (4) awareness of and sensitivity
and responsibility toward intercultural challenggshe teaching situation. This checklist
was suggested to be used as a monitoring tool l{p greservice or practicing teachers

evaluate their own competencies in this area.
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Finally, Sercu (2006) coined the teforeign language and intercultural competence
teacherto denote the new professional identity that fgmdanguage teachers must acquire
to teach ICC effectively in language classroomstcieet al. (2005) conducted an
international research project in seven countoasuestigate foreign language teachers and
their intercultural competence, particularly foeugson the knowledge, attitudes, and skills
characterizing their profiles of foreign languaged antercultural teaching. The research
outcomes were expected to serve as a guide inrdegign-service teacher education and
training programs concerning ICC teaching in fondanguage classroon(Sertain essential
teacher qualifications for intercultural foreigm¢page teaching can be recognized based on
the content of the questionnaire employed in thieidy, namely the self-concept of foreign
language teachers (e.g., attitudes and motivationntercultural communication, their
perceptions of the aims, content, and approachgsrdmg ICC and foreign language

education, and their willingness and strategidaatrculturalize their teaching practices.

English as a Lingua Franca and Cultures in Englisinguage Teaching

English in contemporary times does not hgltm any single nation or group (Crystal,
2003; Jenkins, 2000). Because varieties of Englrghemerging in non-western contexts
(Kachru, 2005) and cross-cultural encounters aceeasing among nonnative speakers
worldwide (Alptekin, 2002; Crystal, 2003), the ti@mhal views regarding the goals and
content of ELT are problematic. Recently, severttlas have compelled English teaching
professionals to rethink the answers to questiegarding the goals that should guide ELT
(Alsagoff et al., 2012; Pan & Block, 2011), Englislat should be taught (Farrell & Martin,
2009; He & Zhang, 2010; Young & Walsh, 2010), ctdtthat should be learned (Alptekin,
2002; Holliday, 2009; Nault, 2006), and English andture learning materials that should
be designed and selected (Chao, 2011; Mckay, 2002n, 2011). Numerous studies and
discussions have been generated to explore thesti@us and provide implications.

First, mastery of English language knowledge anlisshas been assumed to be the
primary goal of ELT, and a native speaker modg.(é@merican or British English) should
be the optimal choice for English learners. Howewenen English is commonly and

extensively used between people in non-inner circleuntries where effective
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communication is the goal instead of native-spediadravior (Kachru & Smith, 2008;
Kirkpatrick, 2007; Mckay & Bokhorst-Heng, 2008),rtexts and learner needs are suggested
to dictate the variety of English to be taughtlamssrooms (He & Zhang, 2010; Kirkpatrick,
2007; Young & Walsh, 2010) and English teacherstraxhibit necessary knowledge and
skills to adapt to varieties of English and expreggsropriate attitudes toward this variability.
For example, the goal of English pronunciationringion has shifted from achieving a
native-speaker accent to improving mutual intdbilgly, the degree to which a message can
be understood among ELF users, in ELF interacttarrfer, 2011Jenkins, 2002). Related
findings suggest that in teaching broader phonoligaspects of connected speech, the
suprasegmental features (e.g., stress, rhythnmatitm, pitch, and voice quality) should be
more critical than segmental features (e.g., caastnand vowels), because they can
improve the nonnative intelligibility of English spkers and then facilitate the progress of
intercultural communication (Jenkins, 200R).addition, further exposure to hearing and
understanding the diverse varieties of English wasposed as a helpful approach for
improving mutual intelligibility in ELF interaction English learners should receive
opportunities to adjust to some pronunciation amdnation that is unfamiliar to them in
intercultural interaction (Kachru & Smith, 2008)urEhermore, the comprehensibility
(recognition of a meaning attached to a messagtjeo¥arieties of English can improve if
learners (Kachru & Smith, 2008) accept opportusitepractice paraphrasing sentences and
answer questions based on texts of various EngliSimilar ideas have been applied to the
design of pedagogical materials on the English uagg. Examples of different English
accents were advised to be included in the audioaViresources of ELT pronunciation
materials in activities that can meet the psychokigrequirements and sociolinguistic
situations of local English learnefus far, ELT scholars have asserted thatdescriptive
features of English (how it functions as a tool émmmunication worldwide) should be
emphasized, instead of only the prescriptive r(@Genagarajah, 2006; Rajagopalan, 2004).
Briefly, English teachers should always offer tHearners opportunities to experience and

acquire diverse English varieties in a positive n&an

Regarding the cultural topic, several scholars hawentioned that the cultural
dimension (goals and content) of English teachingukl be as crucial as its linguistic
dimension (Baker, 2009; Kachru & Smith, 2008; Mck&p02; Nault, 2006). Because
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linguistic factors are not the sole cause of failar success in intercultural communication,
the development of intercultural knowledge, awassnand behavior can play critical roles
in effective intercultural interaction and should bonsidered in ELT (Alptekin, 2002).
Moreover, several English textbooks widely usedhim outer and expanding circles were
edited by native ELT professionals focusing ondtkures of inner circles (Cortazzi & Jin,
1999; Pennycook, 1994; Yuen, 2011). Because the3eté&xtbooks are often regarded as
the fundamental teaching resources of linguistet @rtural knowledge in EFL classrooms,
numerous values, norms, attitudes, and mannersaged as conventions of English-
speaking countries are transmitted to English e@rim the other circles unconsciously and
can then negatively affect the development of thersonal identities, behaviors, and social
expectations. For instance, English learners niigdit inferior to native English speakers
and believe that western people in the inner ctolentries have contemporary and desirable
behaviors that they lack and should learn (Cha@1p0Cortazzi and Jin (1999) indicated
three types of cultural content that should begrated into English textbooks to satisfy the
needs of learners in culture instruction: targdtucas, local cultures, and international
cultures. Scholars have also asserted the necessiigluding multiple cultural perspectives
in ELT and have agreed that integrating varieducaltinformation (e.g., attitudes, beliefs,
products, knowledge, politeness strategies, andraliiconventions of communication) and
reflective activities into ELT materials can redube long-lasting imbalance of cultural
content and assist English learners in improvirgy timtercultural competence (Chao, 2011,
2013; Kachru & Smith, 2008; Mckay, 2004; Shin et 2011;Yuen, 2011).
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The Study
Building a Hypothetical ICC in ELT Model for EFL d&hers

All of the studies mentioned in the previous settguggested that in addition to
teaching communicative competence, English teacttersld learn and know how to be
interculturally competent in ELT and then help thearners develop ICC effectively. Based
on the aforementioned models and related studiesafh structure was first posited to
describe the potential ICC qualifications for EFa¢hers. After receiving advice on the
temporary ICC framework from 10 local experienceglish teachers and five scholars with
a background in intercultural education, the keysoregarding the ICC of EFL teachers in
ELT were identified. Accordingly, the original frawork was revised and a hypothetical
model, intercultural communicative competence (I@CEknglish language teaching (ELT)
for EFL teachers (ICC-ELT-EFL), was proposed tocdége the ICC that EFL teachers
should develop in ELT. This model included two pipal categories and five potential
dimensions: (1) personal capabilities of intera@tucommunication EFL teachers’
motivation regarding, comprehension , ofand behavioral skills in intercultural
communication and (2) personal capabilities of ICC-oriented TEKEFL teachers’
perspectives on ELT and intercultural teachiagd EFL teachers’ abilities in ELT and
intercultural teaching The operational definitions for the five dimemss of the ICC in

ELT for EFL teachers are briefly explained as fako

EFL teachers’ motivation regarding intercultural monunication EFL teachers’
motivation regarding intercultural communicatioriers to their emotional reaction to the
thoughts and experiences that accompany interalilcammunication (Lustig & Koester,
2006). These emotional responses are associatbdpersonal feelings (e.g., eagerness,
happiness, anxiety, prejudice, and relaxation)iatehtions (e.g., desires, expectations, and
goals). Generally, feelings are critical factoratthiffect the attitudes and sensitivity of people
toward interacting with people from different lingtic and cultural backgrounds. Intentions
play a guiding role in directing the attention, beior, choices, and decisions of people
regarding cultural differences. Developing positifeelings and intentions has been

considered to enhance effective intercultural comgation, because it can promote
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appropriate behaviors and facilitate the develognoérjudging and interpreting different
cultures (Samovar et al., 2009EFL teachers’ motivation regarding intercultural
communicatiorwas conceptualized in the hypothetical model as tesire for and interest
in understanding and appreciating the varietiesrarithess among cultures and their self-

confidence in intercultural situations.

EFL teachers’ comprehension of intercultural comrmoation. Several intercultural
scholars have mentioned the value of cultural kedgé and awareness in decision making,
performance, and interaction in intercultural sesi. Intercultural knowledge entails culture-
general and culture-specific information, whickhie foundation for developing intercultural
awareness of cultural similarities and differen@gam, 1997; Fantini, 2000; Van Dyne et
al., 2012). In addition to knowing the universalsdadiosyncrasies of cultures in the
contemporary world, a person’s knowledge of theinocultural system cannot be
disregarded because it can facilitate self-awasgrieBowed by other-awareness (Lustig &
Koester, 2006). In the hypothetical modeFL teachers’ comprehension of intercultural
communicatiorrefers to the knowledge that they possess of mstin their own country
and in others, as well as reflective (metacognjtiakilities to understand and interpret
similarities and differences among diverse culturtssough cultural comparison,
intercultural consciousness, critical analysis, ev@uation. For instance, if English teachers
were acquainted with various cultural conventioh@mmunication (Kachru & Smith,
2008), they would realize that the cultural fadsaa critical cause of intercultural breakdown,
rather than only the linguistic (English languatgetors. Consequently, they would dismiss
stereotypes and develop creative solutions to @iog cultural differences (e.g., thinking
patterns and customs) and cross-cultural misuratedstg (e.g., ethnocentrism and

prejudice).

EFL teachers’ behavioral skills in intercultural monunication Most studies on ICC
have reported that positive attitudes and sufficlkearowledge are inadequate for being a
competent communicator in intercultural settinglse Rctual demonstration of appropriate
behavioral skills has been regarded as a necesdadlity to accomplish the goals of

successful intercultural contact (Lustig & Koest206; Samovar et al., 2009£FL
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teachers’ behavioral skills in intercultural commcation is characterized as mastery of the
English language and application of various stiatedgor appropriate and effective
communication during intercultural contact. MastgrELF and EIL means exceeding the
functional applications of the four skills of Stamd English. EFL teachers are suggested to
be familiar with the practical concerns of intalidity, comprehensibility, and
interpretability in WEs (Kachru & Smith, 2008; Nefs 2011). For example, in addition to
American and British English, EFL teachers mustanstand the accents of English spoken
by people in the outer and expanding circles icfzal situations. In other words, they must
not only employ various verbal and nonverbal bebr@vicommunication strategies) in
resolving difficulties or problems that occur inteércultural communication (Dornyei &
Scott, 1997), but must also understand how to rategther approaches, such as politeness,
face-saving, and interaction management stratetpescilitating the ongoing progress in
intercultural communication as well as establishingarmonious interactive atmosphere
(Chen & Starosta, 2005).

EFL teachers’ perspectives on English languageligrand intercultural teaching.
Currently, increasing discussions on the role ofFEnd intercultural learning in ELT is
reflective of the urgent needs of globalization amternalization. To promote
internationalization and increase international petitiveness, English has been playing a
prestigious role in Taiwan and numerous other atesitBecause of the ever-increasing
“English fever”, investigating EFL teachers’ persfpees on ELT and intercultural teaching
is necessary because the attitudes and beliefSlofdachers affect the processes, practices,
and outcomes of ELT (Richards, 2000). In the hyettial model, EFL teachers’
perspectives on ELT and intercultural teachisglefined as the perceptions of EFL teachers
on learning goals, teaching models, the contegutifire teaching, course design, selection
of textbooks and teaching material, and assessm@fitof the related items of this
dimension were developed to determine whether ttieides and perspectives of EFL
teachers are sensitive to sociolinguistic contexigicate respect for the local culture of
learning, can reduce global-local tensions, andedlective of the practical needs of English

learners in intercultural communication (McKay & Bwrst-Heng, 2008).
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EFL teachers’ abilities in English language teadhiand intercultural teaching.
Possessing an excellent command of English is@atrgualification for being an effective
English teacher; however, this qualification isuffieient. Harmer (2011), a distinguished
English language expert, asserted that exceptinglish teachers should exhibit the
following characteristics: personal qualities (eadaptability), interpersonal skills (e.g.,
rapport and recognizing students), professionaliadge (e.g., knowledge of the language
system and appropriate teaching materials and ress) ability to accomplish regular
teacher tasks (e.g., course preparation), and pgd=d skills (e.g., presenting various
activities to suit the needs of learners). Thus tiimension oEFL teachers’ abilities in
ELT and intercultural teachings used to determine whether the performance ef th
knowledge, skills, and tasks of teachers in ELTsarsfy the practical needs of EFL learners
in intercultural communication. Example topics dhe selection of culture teaching

materials and the employment of strategies in eodéural teaching.

Developing a Self-Assessment ICC Inventory for E€&chers

Item pool generationAn instrument used for measuring the personal dhjed of
EFL teachers in intercultural communication as \aslin ICC-oriented ELT was developed
and validated based on the conceptualization ofhtpothetical ICC-ELT-EFL model.
Because an initial item set should be at leastamaea half or two times as large as the final
scale to enable psychometric refinement (Dornyéiaguchi, 2010; Nunnally, 1978), the
initial item pool comprised 87 items (15-20 itenex @aspect), based on the operational
definitions of the five dimensions of the hypotlatimodel.To prevent the unfavorable
effects of acquiescence bias, both negatively asitipely worded items were included in
the initial item pool (DeVellis, 200D o6rnyei & Taguchi, 2010)A non-overlapping panel
of six colleagues and three English professors fwtmer universities in Taiwan were invited
to independently assess the 87 items for claegdability, content validity, and definitional
reliability. After collecting their comments andggestions, items were modified, adjusted,
and deleted to ensure that each was concise atiéwid contain one idea in simple and
natural language. Finally, 50 items were retained a 6-point Likert scale was used to

respond to each item of the instrument. The 50-@G+ELT-EFL was employed to collect
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data for scale examination and model modificatiomddition, reversed scoring was applied
to 10 of the items: Items 3, 4, 9, 31, 32, 33,3%4,36, and 39.

Participants. Several key informants from schools and instingicsuggested by
university colleagues and students of the authoewentacted to enroll participants. The
participants of this study were EFL teachers inthiern Taiwan (N = 422: M = 92, F = 330)
who taught in various institutional contexts indhgl language and cram schools (16%),
kindergartens (15%), elementary schools (15%), balflools (29%), and universities (31%).
Some of these teachers taught in more than onexdoAdl of the participating teachers were
requested to complete the 50-item ICC-ELT-EFL opgpaor by e-mail. The average time
required for teachers to complete the survey wasoxpmately 15-20 min. Because the
target subjects of the study were Taiwanese ERthtya, the scale was written in Chinese
to eliminate any language-related interference emglire that all of the participants could
answer each item fluentlydowever, the English version was also provided tfogir

reference.

Data processingAfter the 50-item ICC-ELT-EFLwas administered to the 422
teachers, 396 (M = 87, F = 309) were defined aslaad without missing values. All of the
valid data were put into a computer file after itfgcation codes were assigned. Before the
statistical analyses, 10 items were reverse-sooreas 3, 4, 9, 31, 32, 33, 34, 35, 36, and
39). All of the collected data were then analyzsmhg SPSS/PASW 18.0.

Data Analyses and Results

First, the items were analyzed usingtast to assess the range of responses and the
mean difference of each item between the low-sgarep (the lowest 27% of the total score)
and the high-score group (the highest 27% of thed szore). The results revealed that the
critical ratio of most of the items achieved sigrahce ¢ < .05), except for Items 3, 37, and
39, which lacked response variation and did notleixsignificant mean difference. In other
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words, these 3 items were answered similarly bylpeaeryone in the two groups and were
considered less predictive than the other itemsshodld be omitted or reworded after factor

analyses.

To explore the factor structure of the 50 gerthe Kaiser-Meyer-Olkin (KMO) and
Bartlett tests were used with SPSS/PASW Versiotoldssess the factorability of the data.
The results indicated that the KMO value was 0.93@0 > 0.5) and those of the Bartlett
test of sphericity were significanp< .5); thus, the strength of the interrelations agthe
items was appropriate for factor analysis (Tabadhr& Fidell, 2007) Subsequently,
exploratory factor analysis incorporating principebmponent analysis (PCA) with
orthogonal varimax rotation was performed to extthe factors of the 50 itenws the ICC
of Taiwanese EFL teachers in ELT. Initially, 9 farst exhibiting initial eigenvalues
exceeding 1 explained 73.866% of the variadoeording to Tabachnick and Fidell (2007),
the ideal values of factor loadings are higher tf&n In addition, Wu (1999) suggested that
factors containing only 2 or fewer items shoulddeéeted. After factor rotation, 5 factors
including more than 2 clustered items that yielfdedor loading values higher than .55 were
selected for further interpretation. Three factwwataining 2 or fewer items and one factor
that yielded low loading values were removébe 28 selected items of the 5 factors were
then subjected to a second factor analysis incatipgy PCA by using SPSS. BefdP€A
was performed, the suitability of the data for éa@nalysis was reassessed. The KMO value
was 0.885, higher than the recommended value ofaer, 1974), and the results of the
Bartlett test achieved statistical significanceeThsults of the PCA revealed the presence
of five components that yielded eigenvalues exceedi, explaining 36.66%, 16.26%,
8.64%, 6.65%, and 4.89% of the variance. To intgrffrese components, varimax rotation
was performed. The rotated solutions indicate #bfachat yielded strong loadings (> .55),
explaining 66.423% of the variance. The factor cosipg only 2 items (Items 9 and 3)
clustered together was deleted (Wu, 1999). Moredtens 1 and 4 were discarded because
of their low factor loadings (< .55; Tabachnick &€&ll, 2007). Finally, 24 items of the ICC-
ELT-EFL were retained (Appendix A).

After reliability analysis was conducted, the oWle@ronbach’s alpha coefficient of

the revised 24-item inventory was .932, higher tifathus, the inventory can be considered
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a reliable instrument for use with the study samploreover, the four dimensions
(components) extracted from the 24 items exhib@eonbach’s alpha coefficients of .914
(Factor 1: Items 13, 14, 15, 19, 25, 28, 29, and .3@6 (Factor 2: Items 31, 32, 33, 34, 35,
36, and 40), .902 (Factor 3: ltems 45, 46, 47488 and 50), and .738 (Factor 4: ltems 2, 7,

and 10), indicating the internal consistency ofredicnension.

Findings and Discussions
This section elucidates the primary componentslagid internal consistency in the 24-

item inventory, followed by a discussion of theisexd ICC-ELT-EFL model.

The 24-1tem ICC Inventory and the Revised ICC-ELTFE Model

The original 5 factors of the 50-item ICC-ELT-EFleke reduced to 4 after item and
factor analyses. Although the 4 factors mostlydetd the proposed hypothetical framework
of the ICC of EFL teachers in ELT, some differeneese observed. To portray the item
characteristics of each factor in the 24-item ICICFEEFL appropriately, both the names of
the 4 factors and the hypothetical ICC-ELT-EFL moslere revised after discussions with

colleagues and are explicated as follows.

First, Items 2, 7, and 10 indicate the interesf;smnfidence, and desire or enthusiasm
of EFL teachers during intercultural encounterspeetively, and thus belong to tB&L
teachers’ affective orientations to interculturabmamunicationfactor. The results of this
factor can assist in understanding whether EFLhe@&t affective orientations regarding

intercultural communication are positive.

Second, Items 13-15, 19, 25, and 28-30 indicate félatures of a competent
intercultural communicator, encompassing culturadwledge (Items 13-15), intercultural
awareness (Item 19), and appropriate or effectbabiors for intercultural communication
(Items 25 and 28-30), and thus belong toER& teachers’ capabilities for intercultural
communicationfactor. These items can determine how EFL teacleswduate their
competency level regarding the knowledge and awvessernrequired in intercultural

communication and how they self-assess the effeoiss of personal performance in
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intercultural conversation, appropriateness of camcative strategies, development of
establishing rapport with foreign people, and &bsi in resolving conflicts or

misunderstandings during intercultural communiaatio

Third, because Items 31-40 were related to thei@ges and beliefs of EFL teachers
regarding key topics in ELT (goals: Items 31, 34 85; language models: Items 33 and 40;
cultural models: Iltem 32; choice of materials: 1t86), they belonged to tHe-L teachers’
perspectives on ELfRctor. In this dimension, the original scores (lebltems 31-36 were
reflective of the intensity of agreement concernkigl-related statements that excluded
intercultural perspectives. Thus, the reversedesc(score > score 6) of the 6 items were
adopted to reveal the competence levels of EFLhexaaegarding integrating intercultural

perspectives into ELT.

Finally, because Items 45-50 all concerned wheHfer teachers approach their
English teaching interculturally (inclusion of inteltural content: Items 45, 47, and 49;
teaching various English accents: Item 48; compreioa of intercultural breakdowns:
Items 46 and 50), they belonged to HfeL teachers’ employment of intercultural strateggie
in ELTfactor. The results of this dimension can help meiee the frequency at which some

widely used intercultural strategies are used bl teachers in ELT.

Figure 1 presents the revised ICC-ELT-EFL model ihdicates the intercultural
capabilities that EFL teachers should possess ih tBlassist students in developing ICC
effectively. Table 1 presents the 4 factors ofaZhietem ICC-ELT-EFL and their Cronbach’s

alphas.

EFL teachers’ affective
orientations to IC

EFL teachers’ capabilities

foric EFL Teachers’ Intercultural
Communicative

A 4

EFL teachers’ perspectives Competence in ELT (ICC-
on ELT ELT-EFL)

EFL teachers’ employment

of intercultural strategies
in ELT
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Figure 1. The revised ICC-ELT-EFL model

Table 1. Internal consistency of the 24-item ICC-EI-EFL

Factor Affective Capabilities fo Perspectives on Intercultural Total
orientations to IC ELT strategies in
IC ELT

(13, 14, 15, 1€ (31,32,33,34,35,

(2,7,10) 25, 28, 29, 30) 36,40) (45,46,47,48,49
,50)
Number of 3 8 7 6 24
ltems
Cronbach’s .738 914 .926 .902 .932
alpha

Conclusions and Suggestions

The 24-item ICC-ELT-EFL could be used as a convdrtigol for pre-service and in-
service teachers to explore their belief and prastin ICC-oriented ELT, and influence their
definition of culture and culture teaching in EdThe results from the self-assessment could
be used to increase personal awareness of thepagtemess of their ELT in response to the
globalization of the English language. In addititrese findings can assist teacher trainers
and policy makers in understanding the extent ticlvlind how the current development of
the ICC of EFL teachers in ELT has met the speatiims of the ICC-ELT-EFL model
proposed in this paper. When the information onl@@-oriented ELT of EFL teachers in
various school types is collected using the 24-itseif-assessment inventory, their
similarities, differences, strengths, and weakness@ be determined to elucidate English

teacher education and propose directions for futb€studies in the field of ELT.

Although the 24-item ICC-ELT-EFL can be consatkas one of the useful strategies for
professional growth in ICC-oriented ELT, a few ltations of the study must be mentioned.
First, the sample used in this study was derivadamly from the northern part of Taiwan;
thus, a random sample from different regions isessary to validate the inventory and
model. Second, the self-assessment tool was limgedncer-Oatey and Franklin (2009)
stated that participants might provide sociallyegtable answers that do not represent their
actual behaviors in intercultural contexts. Thueme strategies can be used when
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administering the inventory to increase the qualitg quantity of participant response. For
example, researchers or administrators should conoaiie the research purpose, read
written instructions, and emphasize confidentia(iBornyei & Taguchi, 2010). Finally,
behavioral assessment tools for observers or ietwers should be developed to collect
gualitative data to represent the ICC of EFL teexhe ELT accurately. Thus, we can
comprehensively understand the developing ICC df tefachers in ELT, as well as their
needs, difficulties, dilemmas, and challenges.h# {CC of EFL teachers in ELT are
examined using these approaches, optimal practi¢asglish teacher education and training

programs can be developed to promote the ICC oftekthers in ELT effectively.
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Appendix A

REBHEHCRBHE) A ER(BLER)
A Self-Assessment Inventory of ICC in ELT for EFdathers (The revised version)
Instructions

(1) Intercultural contact/interaction/communication mened in this inventory signifies
using English to communicate with people from d#f& cultural backgrounds (e.qg.,
different countries, linguistic backgrounds, ethngcoups, religious groups, or
educational institutions).

(2) The questions in this inventory simply allow you #&ssess your intercultural
communicative competence in English language tegchihere are no right or wrong
answers. Please read each question carefully saut aa answer that best describes your
situations/abilities (intensity of agreement ogirency of employment). Thank you!

A. How do you think of your affective orientationswhen facing intercultural communication?

(1=strongly disagree€2= disagree3=slightly disagree4= partly agreeb= agree,

6= strongly agree)

2. REBARBARRULT FHALRALY - 123456
| enjoy interacting with people of different culibackgrounds.

7. &AM A CRAHEFTHAEREA LT FALMRLS) - 123456
| am confident | can interact appropriately wittopke of different
cultural backgrounds.

10. KAAELEE 7 AR ERF &L - 123456
I’'m an active learner in understanding differentunes in the
world.
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B. How do you think yourself as an intercultural canmunicator?

(1=strongly disagre€= disagree3= slightly disagree4= partly agree5=agree6=strongly agree)

13. fREx AR H AL AL a9 121 ~ R ALBEER - 123456
I know the beliefs, norms and values of other eceku

14. KRB A ALY B E & (Bl i ~ T4 - X2ELE) - 123456

I know the tangible products of other cultures (eagchitectures, music, arts
and literature).

15. 3k B8 A2 B 4b AL #y JE 25 5 @R R o 123456

| know the nonverbal communication rules of othdtures.

19. &AEF TH P B A LFHER > LI ER ) &8k - 123456

| am conscious of the appropriateness of the allturowledge | have
applied to intercultural communication.

5. A xALERBRY > RERBEBEAFTE g acwnzEsE 123456
BERX (Fl4o: OF ~3ER) o

| change my ways of communicating in English tatg situational need of
intercultural communication (e.g., speed & intooaji

28. 235 XALFHBBAZ T > KA TCARB LR 69 T G R 123456

| resolve conflicts or settle misunderstandingsrdumntercultural
communication.

9. XALFEEBRETY > RAXHESIBEAAITHEE FHRERHE (1123456

| effectively open and end a conversation duringritultural contact.

30. 235 AL B BB T > RAINE RAE L RIFH A - 123456

| build a good relationship with foreign friendsrihg intercultural contact.
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C. What are your perspectives on ELT?

(1=strongly disagre€= disagree3= slightly disagree4= partly agree5=agree6=strongly agree)

31 BB S S L BT AR KB R P ER AR - 123456

The mastery of English language knowledge is thia ig@al of English
teaching and learning in my country.

30 ERBHET LR ERANKEABEN RN ILAE (Hlo L2345 6
£E) -

English native speakers’ cultures (e.g., USA) stidad the main focus of
culture learning when teaching English.

33 WEAHFBARALAEAORERE > RSB BREEAEL 123456
B RAE AT % o

The Standard Englishes used by native speakersdshethe best model(s
for EIL/ELF users.

~—

3. AL EABEENRABETHS > WAEHOHARFFABEILHERE |1 23456
HiE (Bl T~ HF) HEZ -

Students with fluent English abilities can facefalure challenges in
different situations of Intercultural communicati@ng., job and education).

BHBRAZSARAERTHETER  ALRATRLNEEE 123456
% ©
The main purpose of school English courses is ljp BEL learners pass

internationally recognized English tests with hgglores to get English
language certificates.

36. M ABAFFATHENIZHM(HHE) " BE¥EREHK (123456

The English textbooks edited by native speakersname accurate and
professional.

40. 28 TMAR O E RSB A RLL R - 123456

It is necessary to help students comprehend thetyarf English.
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D. How often do you approach your English instrucion through intercultural
strategies?

(1=never do this2= seldom do this3= sometimes do thigl=often do this5= usually do
this, 6= always do this)

45. BMEBRIBHMEG > EFERLARGHN S FE > BERATAEFL 23456
%R e

When selecting English material(s)/textbook(sakiet the allocation of wor

cultures into consideration.

6. RIBHE T > BRI FLAH B RABLFEBRAKOXCAFHSE 123456
% i 3t Rk

| guide students to explore and understand thdsaralfactors that may
cause the breakdown of intercultural communication.

47 BIFHRFHMET > EFRTHIALULNE > BERARLEHR (123456
A e

When selecting English material(s)/textbook(saket the allocation of local
cultures into consideration.

48. BIFRBHME > FTRBOIT W I AN BERATAEHA - 123456

When selecting English material(s)/textbook(saket the variety of Englis
accents into consideration.

—

49. $E A 5 XL 3 (1] 4o: Hofstede 89 AL 4 3H) N BREZ L1 23 456
HEP -

| apply intercultural communication theories, sashHofstede’s Cultural
Taxonomy, to culture teaching of English education.

0. MBHEY » K3 FLAMPLRABLEBRAKNETRFMHE 123456
% MW ALA T

| guide students to explore and understand thosggiitic factors that mg
cause the breakdown of intercultural communication.
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Abstract

Simulation exercises focused on business Englisk employed as a learning method in an
EFL course at a Thai university. Subjects weretd8ents who were enrolled in a university-
level English for Business Communication coursee $hbjects were given a pre-test before
the course began and a post-test at the end ofeimester to measure changes in four
different oral language skills: fluency, pronunmat grammar, and vocabulary. Results
indicated that the learning method had a positifeceon communicative competence in
business English of the university EFL studentshwdifferent levels of proficiency.
Simulation is discussed as a possibly effectivehotfor getting students to interact and

participate in meaningful, real-life-type conversas in the target language.
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Introduction and Contextualization

A widely accepted goal in EFL education is commatie competence, which is
the ability to use language purposefully in red-lcommunicative contexts (Savignon,
1997). Good EFL teaching practices are expecteénmploy methods that encourage
communicative competence, and provide opportunifi@s the students to practice
communicating in the target language (Kayi, 2088)wever, despite the promotion of the
goal of communicative competence for many yeaes|abk of university students’ abilities

to produce language in actual real-life situatierssts across the entire EFL landscape.

Many educators have raised concerns aboeit standards of English language
instruction in EFL universities. As Shen & Suwamh@011, p. 4) point out, “in many
Chinese universities, EFL students rarely commueida English with other people
effectively.” Li (2001) emphasizes that in Chinagshstudents still finished their university
English courses as good test-takers, but poor canuators. Wharton (2010) also highlights
the fact that the majority of Japanese universigents are not communicatively competent
in English. Similarly, Rozi (2011) claims that mamyrsing students from Indonesia cannot

communicate well in English.

Teaching English in Thailand, one such EFLntoy has also been undervalued as for
the most part, neither university EFL teachers oar learners have succeeded in
accomplishing the goal of communicative competeAseKimsuwan (2003), Kullavanijaya
& Surasiangsun (2006), Kunnaovakun (2003) and 280€) point out, in all six regions of
Thailand, undergraduate students show an overallility to use English to participate
appropriately in social interaction. Moreover, moBEhai university graduates lack
proficiency in oral English skills to meet the nsedf organizations that might offer
employment (Kullavanijaya et al, 2003). MethitharC&amcharatsri (2011), Drapter (2012)
and Kirkpatrick (2012) claim that Thai universitjudents fail to use English purposefully

in real communicative contexts because they lacknsonicative competence.

The reasons behind this lack of communicateenpetence are wide ranging and

complex. A number of factors including lack of teenxg resources, negative wash back from
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the testing system (Foley, 2005), lack of oppotiuto practice spoken English both in and
out of the classroom (Kayi, 2006; Kirkpatrick, 2Q01®2ver-sized classes, the content in
textbooks that does not cover students’ learnireglsenon-confident teachers (Lee, 2011),
giving top priority to grammatical competence (Ridls, 2001; Ozdemi, 2013), the goal of
students to pass tests rather than improve comiaiveccompetence (White, 2011), and
teacher-fronted and uncommunicative methods emgloyéhe classroom (Wharton, 2010)
all contribute to attaining communicative competemnt English. Furthermore, Galien &
Bowcher (2010, p. 4) claim that EFL teachers “hlavg been concerned about whether our
approach is student-centered, task-focused, toprddwettom-up, teacher-directed or
theoretically principled”, and have focused on ‘l@msg that our curriculum includes cross-
cultural issues, environmental consciousness, igaliawareness, and critical thinking”
which are important aspects of any EFL classrocgwgertheless, we do not add new ways
of communicating to this mix. In contrast, EFL teaxs often string together a series of
activities and exercises, and present material tfwtextbook simply to occupy classroom
time (Richards & Bohlke, 2011).

Considering my teaching experience, therevacemain problems which seem to work
against this goal. First, my teaching method is Ieatner-centered. It is obvious that |
exercise control of language and interactions endlassroom, and | am likely to organize
my lessons to have students practice given langpatjerns that the students are expected
to perform accurately and automatically within timee frame of a classroom session. | often
use repetition of drills and memorization of dieddg teach speaking. Second, the students
learn language not by using language, but demamgjrianguage patterns correctly without
real purposes. In the learning process, they metty a process of repetition of drills and
memorization of dialogs. The common experiencehef $tudents is to learn to mimic
language patterns without absorbing the substahttese patterns. Through repetition of
drills and rote memorization of model dialoguesg, skudents are able to reproduce language
patterns, but they are not able to use Engliskxpress their own thoughts. Nor are they
able to comprehend spoken English that departs fiteenlanguage patterns that they
memorize. In real-life, outside-the-classroom gitues, faced with deficiencies in linguistic
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knowledge and speaking skills, my students encougteat difficulties in expressing

themselves in English.

It is apparent that current common teachiragfices do not sufficiently lead university
EFL students to communicative competence in Enghstthe world has become more and
more closely integrated and English has becomelaaglanguage (Crystal, 2003; Nunan,
2003) and a common language for communication yedrlover the world (Sifakis &
Sougari, 2003), there is an increased urgency indekintries to raise people’s abilities to
communicate effectively, cooperatively and compatily in English. As Haruyama (2010,
p. 31) notes, “the need for communicative skillEEimglish has been increasing, both for
business and in private life”. Learning a globahdaage helps to improve a nation’s
competitive power against other countries socialhd economically (Graddol, 2000).
Moreover, because English is “the language of esgnaliplomacy, industry, education,
sports and the like” (Ozdemir, 2013, p. 127), psefens around the world demand that
people be able to use English efficiently as “aseasial tool for establishing meaningful
communication in today’s global context” (Rozi, 20p. 54). With the spread of the need
for communicative competence in English, as uniterEFL teachers who serve our
countries by preparing students to be productitizeris, we have to find ways, in addition
to the teaching methods we already use, to aideandurage our students to develop solid

communicative competence in English.

Communicative competence a term in linguistics which refers to a languager’s
grammatical knowledge of syntax, morphology, phogg| lexicon, discourse and the like,
as well as social knowledge about how and wherséoutiterances appropriately in real-life
situations (Hymes, 1971). Canale & Swaine (198@)hdecommunicative competence in
terms of four components: grammatical competermapbnguistic competence, discourse
competence, and strategic competence. However, niesiigating the level of
communicative competence in English, Boonchit (328&gests only one aspect - fluency
- as fluency exists in relation to other areasarhpetence including pragmatic, linguistic,
and strategic competence. Adding to this, Leun®%28uggests including communicative
form and functioning in integral relation to comnative competence. A monecent

survey of English communicative competence by Sanpaisan (2006); on the other hand,
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focuses on four attributes namely fluency, pronatien, grammar and vocabulary to assess
the ability in using spoken English. She claimst thaspeaker who is considered highly
proficient in oral communicative English always gwees fluent, continuous and effortless
speech as well as selects grammar and vocabulargoioversation appropriately and

occasionally with intelligible pronunciation.

This competence is difficult to achieve if EBtudents are exposed to artificial and
decontextualized language (Ur, 1981). Howeveraiit loe achieved if EFL teachers provide
opportunities for the students to practice commatmg in the target language (Kayi, 2006),
and provide conditions for learning that promotmawunicative competence (Taylor, 1983).
Taylor suggests three conditions necessary for aamgative competence to be achieved:
1) authentic and meaningful situations, 2) motwmatior self-expression rather than forced
mimicry of sets of dialogues or of other peoplesras, and 3) the freedom to speak in a

non-threatening classroom environment.

There are four elements to a real communicatentext: the speaker produces her own
language; the speaker controls the content of gemch; the speaker determines the
development of discourse; and there is a real outcas a result of the discourse (Brumifit,
1984). A way to elicit self-expression is to pmeia situation that students find interesting
and intriguing and that stimulates the studentsirds to communicate their thoughts. When
the students are able to express themselves by espressions that they have learned, they
satisfy a real need to communicate and this intrieatisfaction acts as reinforcement for
using English for communicative purposes (Harmé&83). Furthermore, communicative
competence is most achievable in an environmemthich the students are free to speak
their minds. Kayi (2006) suggests that an enviramnog situation in which the students
engage in real-life dialogue gives the studentofimortunity to select and experiment with
language elements that they have learned. Prayidimich environment or intriguing
situation that stimulates meaningful communicatien more likely to encourage
communicative competence than would the commontipesc of rote repetition and

memorization.

To achieve communicative competence, many adie recommends applying

simulations, in which real-life situations are slated and language students are called upon
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to use real language to fit the situation as iére real (Jones,1983), to EFL classroom
settings to create conditions to further develogd &nglish skills. Pereira (2006) explains
simulation as a way to “transpose the normal ctesarinto an authentic setting in which
language skills are exhibited under more realistnditions” (p. 1). It can be said that
simulation is a means to elicit language under it that approach reality. In simulation,
students are assigned roles and situations fronchathiey have to improvise their own
language to achieve their goals in accordancetwélilemands placed on them by their own
roles and use of other participants (Sawatsi, 20007 is how language is produced in real
life. Simulation, by definition, is an attempt teeate an environment that represents aspects
of the real world. In simulated circumstances,rdgaractive process is created that provides
students with experiences to prepare them to cathesimilar experiences in the real world
(Ruanpan, 2003; Tantiwong, 2009).

Kayi (2006) and Schellin (2006), who view slation as a mockup of reality designed to
arouse students’ interest, consider simulatiomtbst effective and useful EFL learning tool.
They stress that simulation serves best for comaatine English teaching as it provides
students with whole-task exercises that are relet@meal situation communication. In
practical terms simulation exercises are a rehktansgeal life; it inspires students to acquire
the target language in a comprehensive mannerterdttansfer their experience to real
situations (Rodtook et al, 2010). Haruyama (20Xi®sgso far as to advocate simulation as
the best and most appropriate method for improstagents’ English speaking skills while
cultivating awareness of grammatical accuracy, el & strengthening comprehension of
the concept, and fostering personal growth of ke@rras they participate in creative and
cooperative assignments. Adding to this, Chayan(®@i2) suggests that simulation is a
very appropriate teaching and learning approacltstiaents of the 21st century in places

where learner-centered education in language ddssebeen proclaimed the standard.

Drawing from a considerable body of knowled§g@ast and current teaching practices,
as an EFL teacher at a public university in soutAdrailand, | have attempted to provide

126



meaningful and successful learning experienceg fai university students by employing
simulation exercises in an “English for Businessn@uwnication” course. The objectives
were to raise the students’ competence in spedkimglish — specifically English as an
international business language, and to preparsttitents for communicating in the actual
work place for successful careers. With the adweérihe single ASEAN (Association of

Southeast Asian Nations) Economic Community, Thaversity students will need to be

proficient in communicative English skills in order qualify for and maintain productive

roles in the ASEAN labor force (Kullavanijaya, 200&nd to overcome the current
disadvantage that Thai people have in comparisdin pgople of other ASEAN member
states (Faktorngpan, 2012a; Marukatat, 2012).

Simulations have never been tried in my teaghituation. It is quite new and little known
among my colleagues. Therefore, | wanted to stheeffects of using simulation to discover
whether it can develop the EFL students’ commuiveatompetence. In this article, |
operate under the assumption that simulation esescire effective in aiding EFL students
to improve their communicative competence in bussneénglish. While it may seem self-
evident that real-life situations provide opporties for students to practice speaking
English, my assumptions are supported by the afeméioned literature. | further project
that by participating in simulations, students aagh the conditions and demands of a real-
life communication context, in which they exercantrol of the language, adapt to the
simulated situation, and use language in a meamimgfy. In this way, simulations prepare
students to not only communicate with one anothgratso to participate in the broader

international community.

Although simulation has been used to impr@argliage learning and performance for a
while now and several studies have already denetestrthe effectiveness of simulation
exercises on university EFL students’ communicatimapetence, few studies have focused
on English for Business Communication classes ®fh learners of varying proficiency
levels. Moreover, few studies have attempted totiflethe specific attributes of oral English

that are affected by the use of simulations.

127



This article provides a detailed sequence of temcpractices that were used in a
university English for Business Communication clagser the course of a semester. Forty-
five students of highly varying proficiencies indtish skills participated. | focused on four
different oral language skills suggested by Sompa@an (2006): fluency, pronunciation,
grammar and vocabulary to determine how each at&ibvas affected by simulation

exercises.

Objectives and Research Questions

The focus in this article is on the effectiveneksimulation exercises in improving
university EFL students’ communicative competemcéusiness English. | observed four
attributes of spoken English including fluency, qaciation, grammar and vocabulary, and
how each attribute was affected by using simulagxercises in the classroom. Results of a
post-test of the students’ ability in speaking hass English were compared with results of
a pre-test to determine changes in four differénbates. Students were also asked for their
perceptions of their own abilities and for theinrepns about the benefits of simulation

exercises.

Knowing whether or not simulations signifidgnenhance students’ communicative
competence in English could potentially affect h&WFL courses are taught in EFL
universities. If it can be shown that using sintiolas effectively improves the speaking
performance of students with different levels affimiency; it may be to EFL universities’
advantage to encourage simulations as a viablaiteapractice to better prepare university

students for real-life situations.

The students’ attitudes towards learning Eigthrough simulation exercises, how they
justify their own performances and how they identifctors that benefited them in
developing English speaking skills, could all hawglications on what teachers could do to
realize the goal of communicative competence. Achg such a goal would mean that
university EFL students are able to appropriatelpciunicate in English and are amply
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prepared for real communicative contexts. To takpsstoward these goals, this study is

guided by the following research questions:

(1) Can simulation exercises enhance communica&iwvepetence in business English of

university EFL students with different levels obficiency?

(2) What specific factors in simulations do thedstots perceive as beneficial to their oral

business English improvement?

Method
Participants

All 45 fourth-year Languages, Communication and iBess (LCB) major
undergraduate students who were enrolled in an lfeingor Business Communication”
class during the first semester of 2012 were chtsé&e the sample in the study. This class
contained learners of highly varying proficiencyéés in spoken English skills based on the
scores from the speaking pre-test (19 students thegk”, 10 students were “medium”, 13
students were “low”, and 3 students were “very [pwWNone of the participants had ever
before been exposed to the kind of simulation egescthat were used in this study for
purposes of learning English. These participantewbosen because some surveys found
that graduates from this university had very lowfigiencies in speaking English, claiming
that the graduates were not competent to communicdinglish in real situations (Planning
Division at Anonymous University), and English coomcative competence of the

graduates was below employer satisfactory levedsdiameelarp, 2012).

Clearly, English teaching practices had fatiegrepare the university students for real-
world situations and their careers in the fututee Tourth-year LCB students were in line to
be part of the labor force in the ASEAN Economicn@aunity. As such they would be
confronted with situations in which they would neéeccommunicate in English — including

business English — in an international environmieetce, there was urgency for these
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students to improve their English communicatiorisklt was incumbent upon me to try
something to help these students improve theilsskilspeaking English, so that this group
of undergraduates might be better prepared toqiaate in the broader international

community after graduating.

Instruments for collecting data

To determine the effectiveness of the proposedhieganethod, researcher-made
pre- and post-tests on communicative competendmigmess English, and the students’

diaries on their attitudes toward simulation ex@siwere used as instruments in this study.

A pre-and post-test on communicative competencbusiness English

The locally-created pre- and post-tests on communieat@mpetence in business
English consisted of five scenarios. Each scertaid one situation card and two role cards

— one role card for the student, and one role frarthe examiner. The five scenarios were:

¢ talking about advertising strategies,

e introducing a new product,

e dealing with shipping problems at a call center,

e negotiating and bargaining, and

e placing an order. (Please see Appendix A for metails on situations and
roles.)

This skills test was devised specifically fois project to measure the students’ facility
in speaking and understanding business Englishva@hable that was being observed was
the students’ communicative competence in businesglish in terms of fluency,
pronunciation, grammar and vocabulary on a fivaypriting scale. (Please see Appendix B
for the assessment scales.) To validate the kest experienced English lecturers proofread
the content for errors in English. The test wamiadstered to a trial group of fourth-year
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LCB students who were not part of the study. ThgliEh experts and | turned to our
observations to revise the content of the test.th\iie consensus of the three English
lecturers, the final draft of the test was con®dexpplicable to this study. The pre-test was
administered to each student in the study befoeestiart of the English for Business
Communications course. The post-test was admieisdter each student individually after

the fifth simulation exercise.

Students’ diaries

In addition to the pre-and post-test, the studedisties also provided data for
analysis. The students were assigned to keep slitmighis class, writing entries directly
after each simulation. For their diaries, the stuslewere asked two focus questions
pertaining to their attitudes toward two issueshtyv the students evaluated their own
performance in each simulation, and 2) which aspetsimulation they saw as beneficial

to their language learning. (Please see Appendotr @Gore details.)

Teaching materials

| prepared and conducted teaching materifds the English for Business
Communications course. The materials included akbamk and five scenarios. In
designing the lessons, all the topics in the wookiend simulated situations in the scenarios
were developed or chosen on the basis of the disideterest and challenge to the students
through the need survey. Three English experts radpestments to the lessons before they
were tried on fourth-year LCB students who werepant of the study. After initial trials,

the lessons were revised and refined and made feadge in the course.
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A workbook

A workbook provided preparatory language input fbe students. The topics
contained in the workbook all pertained to busin@sivertising, Public Relations, Customer

Service, Making Deals, and Trading.

These five chapters were designed to enhdmcstudents’ knowledge about the topic
and enable the students to identify with relevatgs. The aim of the teaching materials was
to equip the students with rudimentary knowledgead¥erts and brand images, public
relations letters, product presentation, call centéetters of complaint and adjustment,
negotiations, proposals, ordering, shipping, andioua facets of business-related

transactions.
Each chapter contained two units. Each unit coegist five main sections.

e VocabularyPreview: Students became familiar with 8 key woigwo
exercises. The first exercise required the studentsatch each word with its
definition. The second exercise required student®mplete sentences with
the appropriate keywords.

e Reading Practice: Students read essential infoomaéilated to the topic. A
set of questions checked the students’ reading cetmepsion skills.

e Listening and Speaking Practice: The material distey phrases related to
the unit topic. A dialogue with incomplete sentestollowed. Students were
to insert the appropriate key phrases in the indetegentences. Then they
were to use the completed dialog to practice spgakith each other. While
this may seem similar to rote memorization of pbsashe key difference is
that the intent was to learn a specialized vocaputa business English, as
opposed to common phrases in everyday English.

e Writing Practice: The students were tasked withrneay about the kinds of
documents they may need to write for business E@RONriting exercises

consisted of forms and/or letters or emails relébetthe unit topic. Although

e writing documents in the way that they are written actual business
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environments may constitute a kind of simulaticat thas not the intent here.
The writing exercises were meant to reinforce lemyrof the language —
including the key phrases.

e Golden Rules: “Golden Rules” was a set of usefidswor tips about good
business practices or communication skills assediatith the unit topic to

further reinforce the students’ communicative cotapee.

At the end of the workbook, “Useful Language” sewtwhich listed phrases in useful
categories for easy reference could be found. Woiked best when students referred to,
and tried to put into practice, the relevant largguevhile doing the simulations. There was
also a list of definition of words in the “Glossasgection where the meanings were stated in
terms of a uniquely revised and clearly definedabadary. In addition, there was a “Can Do
Checklist” with a series of “I can ...” statemethat stated target outcomes of the related
unit. Students could view this checklist beforarteng the material in order to understand
beforehand what they were expected to learn. Wesg also encouraged to go through this

checklist after completing the unit, to recognizede areas that they needed to work on.

Five scenarios
A scenario for simulation came at the end of ed@dpter. Each of the five scenarios

contained a card that described the situation teilelated, and five different role cards.
Each student in a group of five received a differefe card. The situation and the roles were
related to the chapter topics, and were variedsdo areate real information gaps between
the role-players. Variation in the roles would atsdl into play a wide range of Business
English terminology.

A synopsis of each simulation follows (Please Appendix D for more details on the

five different role cards of each scenario.):

e Simulation 1 — Emphasis on talking about advergjsstrategies: In the
meeting room oMaybelline New Yorkan executive director, an advertising

manager, a brand manager, a design manager, agibaal sales manager
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are discussing an advertising campaign for the haewg last lipstick
collections.

Simulation 2 — Emphasis on introducing a new praidiic Paradise Hall a
project manager, a marketing team member, andes sapresentative are
introducing a neviPhonedesigned byApple in California Two members of
the audience ask questions pertaining to the pro¢adf thePhoneitself, and
listen to feedback from other customers.

Simulation 3 — Emphasis on dealing with shippingbtems at a call center:
In the call center of the shipping departmentev¥i Strauss & Cothere are
telephone conversations between two employees astdroers who are the
purchasing manager and the sales coordinatGenfral PlazaThe customer
service manager dfevi Strauss & Coalso gets involved.

Simulation 4 — Emphasis on negotiating and bargginin the meeting room
of Advice Companythe marketing manager ofhailand’s Got Talent
program and his executive secretary are meeting tivé sales director, the
credit control manager and the company presideridvice Companyo
negotiate a deal on a DVD e-tail package.

Simulation 5 — Emphasis on placing an order: &ghipping department of
BRAND'’S it involves telephone conversations between tperators, as well
as the sales director of that company, and twooowsts from two different
companies who call to place custom orders.

Note: All the companies, brands, or programs are meetioas concrete
examples to make the lessons understandable tendsjdhowever, the
persons and the stories are all fictional, andrasgmblance or similarity in

real life is purely coincidental.
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Data collection and analyses procedures
Pre-testing

Students were pre-tested for communicative competém business English one
week prior to attending the first English for Busss Communication class. The procedure
entailed a meeting between each student and thaseiers (two Thai lecturers and a native
English speaking lecturer who taught English).

The procedure was as follows:

e The student would choose one of the five scenarios.

e Using the situation card and the role card forgha&lent for reference, the
student had five minutes to prepare.

e One examiner would take the second role card adddwéead a discussion
with the student, relevant to the situation thas wascribed on the situation
card. The lead examiner had a guided conversation.

o After five minutes of preparation, the lead examwveuld have a 10-minute
conversation with the student. The content of tbeversation was based
upon the information on the situation card. In effféhis was a 10-minute role
play.

e The three examiners would observe and assessuitienss’ responses to the
simulated situation by rating each student’s penforce in each attribute on

a five-point rating scale.

Teaching and learning

As mentioned earlier, the study took place at &ersity in Thailand during the first
semester of 2012. The participants were all thedesits in English for Business
Communication class. The course covered a pefifitaen weeks. The students attended

class three hours each week for a total of 45 hdursg the semester. Before the semester
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began, the students received instruction abouptbeedures in a simulation. Thus by the
time the course began, the students had some &aityilivith the mechanisms of simulation,

and they understood their roles and responsilslitie

To prompt interaction and collaboration towacthieving goals, the students were told to
form groups of five. In addition to the social aaducational benefits to the students,
Richards & Bohlke (2011) suggest groups of fouiiva for ease of classroom management.
The students were allowed to choose their own graapvork in groups with which they
were comfortable, but were also guided to includdents of differing proficiency levels so
that peer tutoring might take place. Peer tutowag, in fact, promoted as a means to keep
group members focused on the task at hand, andhke iollaborative efforts on different

tasks.

Before the start, each group drew a lot taagsigned to make a presentation for one
chapter explaining with their friends the passag¢éhe Reading Practice section together
with a set of rules or tips in the Golden Rulestisac This group was also assigned to
transpose the classroom into an authentic settiggrding to the situation in the chapter on
the day of the communicatistage. Each of the five chapters in the learnintera was
prepared for nine hours (three weeks) of instructithe teaching sequence, as suggested by
Prombungrum (2008), began with preparation, whiels followed by communication, and

ended with evaluation.

Stage 1 — Preparation

The principle aim of this stage was to preparesthidents to enact a situation. Background
information pertinent to the situation they woulthet came from the five main sections in
the workbook: Vocabulary Preview, Reading Practlastening and Speaking Practice,
Writing Practice, and Golden Rules. To build themglish skills, the students worked
individually, in pairs or in groups. The studenid the exercises in the Vocabulary Preview
section individually before learning through theigeed group’s presentation on the
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essential information related to the topic in theaBing Practice section and a set of rules or
tips in the Golden Rules section to further reinéotheir communicative competence. Then,
they worked and practiced in pairs on the dialogndke Listening and Speaking Practice
section in order to learn a specialized vocabufarybusiness English, as opposed to
common phrases in everyday English. In the Writfhrgctice section, the students were
tasked, individually or in pairs, with learning athdhe kinds of documents they needed to
write for business purposes in actual businesg@mvients in order to reinforce learning of
the language, including the key phrases. Lingustactice came from exercises and drills
that included vocabulary, expressions and contieswere relevant to the situation they

were preparing to enact. This step required sixsoficlass time, or two weeks, to complete.

At the end of the second week, a scenario giaen to each group. Each group was
allowed to study only its situation, but individabup members did not learn of their roles
until five minutes before they were called to peridn the third week. The students were
allowed to learn the situation for each simulatioradvance in order to revise the lesson
through the Useful Language section which listedapbs in useful categories for easy
reference as well as the Glossary section in wthehmeanings were stated in terms of a
uniquely revised and clearly defined vocabularyadiition, each group could prepare some
materials to make their simulation real, and thegaed group could plan how to create an

international environment that represented aspddtee real work place.

Stage 2, Communication

In the third week, the assigned group created tha@ranment of the assigned
situation. For example, in the first simulation, ex five executives were discussing an
advertising campaign for a new lipstick collectiarthe meeting room dlaybelline New
York the assigned group showed the Power Point piagght meeting room dflaybelline
New Yorkas the background. Some tables with five seate weanged as a real meeting
room in the middle of the class, and there were sdésneMaybelline New Yorkpsticks on
the table.
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Lots were drawn to decide which group would perfdirst, second, third, and so on.
When it became time for a group to enact its sitmaieach member of the group drew a lot
to determine the role that he or she would playe Group would then have five minutes to
discuss the situation and their assigned roleseégferforming their simulation. This part of
the preparation had its advantages in forcing tih@ests to learn their roles quickly and use
language spontaneously, and it also had anothangalye; the students were prevented from

practicing their roles while another group was periing.

After 5 minutes of preparation, the group h&dmninutes to simulate the situation it was
given. Skillful acting was not expected, but eatdent was expected to try to respond
according to their role. Using only the informat@imout the situation and the information in
their assigned roles, the group of 5 students woalde into the situation as if it were real.
As in real life, the speech was improvised, notipted or rehearsed. The situations
stimulated discussion and cooperation to resosgess.

While adapting to an unfamiliar setting, tivedents also needed to apply their linguistic
knowledge as well as their knowledge of the subj@ttey were prompted to utilize
communication strategies to express their ideaste3olve the issue at hand, with each role
expressing a different point of view, the studetiseussed, argued, gave reasons, and tried
to reach agreements and conclusions. This setufuviorce the students to use vocabulary
that they had learned in the chapter, thus encowgathe students to reinforce their
knowledge and to extend their speaking skills.

| observed that the students formed actualncomcative contexts while doing their
simulations. To prevent extra preparation, the etitslin the audience were asked to watch
the performance and to keep notes about the laeginadg was used in the simulation. The

notes would be used as feedback for the groupataatperforming the simulation.

Stage 3, Evaluation

In subsequent debriefing periods, the students\sd@o recordings of themselves and of

their friends, as in the following example of siatubn 1 performed by Group 1.

138



Simulation 1 Emphasis on talking about advertisingstrategies

(S32 is an executive director, S2 is an aiiag manager, S13 is a brand manager, S8
is a design manager, and S4 is a regional saleageanThey are in the meeting room of
Maybelline New York

S32: Good morning, everyone. | would like tortstaelcoming everyone to today[s
meeting. OK.

~t

Today we will talk about the new loiagt lipstick collection. OK! Let start! Wha
image doedMaybellinehas?

S13: There're ... modern. There're sleek. Therelrestylish and popular. ... convey
exclusive to the public.

S32: What feelings do people ... associate withboand?
S13: People ... satis ... factidtaybelline

S32: So, which group of customers to use our hgsticks and makes profits come |to
company?

S2: | focus in teenager because teenager loewitypeand should to design manpy
collection. It's easy to promote with teenager.

S8:  In my opinion, | focus working woman. Thegvle money. They don'’t ... mind about
price as they want to be ... young ... younger.

S32: How do you think about two ideas?

S8: | think boss should just one idea.
S4: | think teenagers and working women.
S32: | agree with you. Good! Let’s look at quesent advertising strategy. How are we

promoting the
brand at the moment?
S13: TVandin ... the ... magazine.

S2: | think the best place to advertise rmew collections is we should book more 30-
second TV

commercial to the audience we want.toeach.
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S4:  That right! But ... language used in the adve important role to sustain intergst
and ... audience’s attention to ... persuade custooneny our products.

S8:  We should hire popular presenters for prertiot new collection. Miss Sprite! She’s

popular inHormones the Serieslow do you feel?

S8:  And | think packaging is ... very ... importalitcan ... the customers to buy. If |
design product have interest. Market competitivieigs.

S32: | agree with you. Your idea make me imagirthink we should have fashion show.
The new long

last lipstick have diamond on the piece. Eadbraman mixture with other color.
S4: Great!

S32: Thank you for attending the meeting.

The students were encouraged to comment afuesstions pertaining to the conversation
in the simulation. Some questions were concerndd fluiency, pronunciation, grammar or

vocabulary, while other questions were about thistsunce of the conversation.

In teacher-led discussions, peer-to-peer evaluatizare supplemented by the teacher’s
observations. The teacher pointed to English stiat were made and suggested alternative
ways to express what they wanted to say. The teatbe explained essential points about
the target language, and provided exercises retatéloe problem areas. The teacher also
directed the students’ attention to discussiontesgias that would be useful in future

simulations or in real life.

The same three evaluators who had observegr¢hiest also observed the students. The
aim was to attain assessments following each ofitleelessons to ascertain the students’
rate of progress. The evaluation stage could be ae@ feedback and reinforcement stage,
in which language skills might be strengthened.

While the experience of using language wastal, challenging and fulfilling their

needs, it motivated the students to always useigndhis made them become familiar with
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the language, and feel more at ease in speaking ths following example of simulation 5

also performed by Group 1.
Simulation 5 Emphasis on placing an order

(S13 is a customer froden Central WorldS4 is a call center stadf BRAND'SS2 is a
purchasing manager ¢&obinson S32 is a shipping assistant BRAND’S and S8 is a
logistics and merchandising managerBRAND’S It involves telephone conversations
betweerBRAND'’Sstaff and customers who call to place custom arjler

S4: Good MorningBRAND’S CompanyBeyonce speaking. Can | help you?

S13: Good Morning. I'm Marry. | call froden Central Worldl'd like to place an order,
please.

S4:  Sure. What you like to order?
S13: |want order 5000 New Year gift sets of lsimtkest beverage.
S4: Could you give me your address?

S13: Yes, of course, account number is 9924&Hasge order number is ZCW 140. Address
is Unit 9,

North East Industrial Estate. Malaysia.
S4: What is the shipping method do you want?
S13: |choose sea ... freight.

S4:  OK. The order’s entered in the system nbwshould be delivered by the end of the
day.

S13: Thank you very much. Bye.
S4: Thank you .We always especially delighteddrve old friend.
S32: Good mornindBRAND’SCompany Lila speaking. May | help you?

S2:  Good morning. | am Chompooprae. | call flBobinson | would like to place an
order.

S32: Certainly. Can | just take some details fygou so that we can track the order? Do
you have an

account with us?
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S2: Yes, we do. My account number is 777411, many purchase order number
RBS1010.

S32: OK. What would you like to order?

S2: |1 want to order 2,000 New Year’s gift setsessence of chicken beverage with
RobinsornNew

Year's cards on.
S32: Sure. Would you confirm the shipping addrpksase?

S2: Robinson Company, 259 Sukhumvit Road, N&itingtoey, Wattana, Bangka
10110.

S32: OK, that's fine. I'll just go over that =sit2,000 New Year’s gift sets of essence
chicken

beverage with tHeobinsorNew Year’s cards on, order number is RBS1010 yshgp
to Robinson

Company, 259 Sukhumvit road, North Klaegt, Wattana, Bangkok 10110.

S2: Great! Hmm ... | want to get the products@sn as possible. | will pay you by lett
of credit.

S32: Sure. Your product will be delivered witldimays.
S2:  Alright. Thank you very much, good bye!
S32: Thank you. We are always especially deldjtdeserve an old friend. Good bye.

S2: Hello. Chompoopare speaking. How can | helpou?
S8:  Hil I'm a logistics and merchandising masafpr BRAND’'S Company’'m call to
apologize to

you for missing some details about watsing and shipping method. Could you t
me the

shipping method would you like to us
S2: We would like to use air plane ... air frdighith Express Air Forwarding
S8: Would you confirm the shipping ... address fme again, please

S2: Robinson Company, 259 Sukhumvit Road, N&itingtoey, Wattana, Bangka
10110.

S
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S8: OK, that's fine. I'll just go over that kipping by freight vigExpress Air Forwarding
to Robinson

Company, 259 Sukhumvit road, North Klaegt, Wattana, Bangkok ... 10110.
S2: Right! Hmm ... . | want to get the productssaon as possible.

S8: The order’s entered in the system now, esigdauld be ... shipped tomorrow morning.

S2: Thank you very much. Good bye.

Diary keeping

As known, students were not willing to write digi®eing aware of this, | carried
out a student orientation to diary keeping. Themation was held at the beginning of the
course. As a teacher, | explained to the studehysdiaries were needed and how and when
to keep them. The usefulness of keeping diariemddearning was emphasized e.g. how
information collected could help the teacher arairiers know their attitudes or feelings on
the teaching methodology, and to discover theibl@ms so as to find ways to solve and
improve them. After this, | assigned the studewtskeep their own diaries after each
simulation. The Thai language was allowed since es@tudents did not have enough

competence to express their perceptions of teachetgodology and other issues in English.

Right after each simulation, the students waerglructed to evaluate their own
performance by writing in their daily diaries. Twas done anonymously so that the students
could be open with their opinions. The student®mded honestly and openly reactions to
teaching and learning. Specifically they were aghkezl/aluate their use of English to convey
their ideas in order to see whether simulation @ges helped them communicate more
effectively with regards to fluency, pronunciatiogrammar and vocabulary. Then, if
improved, they were asked to assess the benefitkbiofy a simulation to improve their
communication skills in business English, and if maproved, they were asked to identify
the obstacles to attaining communicative competehles daily reflection by the students
enabled me to gain clear insights into studentti@as to simulation and their involvement.
It also enabled me to focus my own classroom olasexrv in the light of the daily feedback
gained.
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Post-testing

At the end of the semester, after the fifth simalatexercise, the students were
required to take the post-test on communicativepmience in business English to determine
the effects of simulation exercises on their spegakperformance. The post-test was
administered to each student individually. The poaoe for the post-test was the same as
the pre-test.

Data analyzing

The pre-test and the post-test scores

Each student’s scores from the pre-test and thietpsisrated by the three examiners
were averaged. The data obtained from the preatas$tthe post-test scores were used to
calculate for the following descriptive statistitise mean, the standard deviation, and t-test
results for further quantitative analysis. The piest mean scores were compared to the
mean scores of the pre-test to answer RQ1, whethest simulation exercises can enhance
communicative competence in business English ofausity EFL students with different

levels of proficiency.

A 5-point Likert scale was used to interphet tveighted mean of each issue.

Scale Range Verbal Intergtien
5 4.21-5.00 Very high

4 3.41-4.20 High

3 2.61-3.40 Medium

2 1.81-2.60 Low

1 1.00-1.80 Very Low
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Diary studies

The process of analyzing the diary data from thelestts was as follows. Firstly, |
collected all comments from the students’ diaretated to the first focus question — how the
students evaluated their own performance in eagtulation — to see whether or not
simulation exercises helped them improve their spdknglish skills. The similar comments
were grouped together in themes of fluency, promtion, grammar and vocabulary.
Secondly, | compiled all comments from the studediries related to the second focus
guestion about the benefits of doing a simulatmmtprove their communication skills in
business English and the obstacles to attainingnoamcative competence. The similar
issues were also grouped together. The studentsépigons in the first simulation were
compared to their perceptions in the last one Herdualitative analysis. This day-by-day
monitoring of students’ reaction placed me in afamt position to answer RQ2, what
specific factors in simulations the students peeeas beneficial to their improvement in
communicative competence in business English.

All the responses were written in Thai as shedents might feel easier to open their

attitudes.

Thus, | translated the responses into English wiresented. | handled translation

issues with regard to the students’ opinions.

Results

After the 15-week experiment on the effectivenegssimulation exercises in
improving university EFL students’ communicativargaeetence in business English, from
the data analysis, the results of the study casumemarized following the two research

guestions.
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Results of research question 1

To verify RQ1, whether or not simulation exercigas enhance communicative
competence in business English of university EFudents with different levels of
proficiency, the results of the comparison betwt#enpre-test and the post-test scores on
communicative competence in business English mgeaf fluency, pronunciation, grammar
and vocabulary, and in terms of different langupg#iciency levels are shown in Table 1
and Table 2.

Table 1: Comparison between the two tests scores ang fluency, pronunciation,

grammar and vocabulary

Communicative Competence in

Mean Effect .
Business English Scores Mean S.D. n df ) . t Slg.
Difference Size
Pretest 2.78 .927
Fluency 45 44 1.64 2.14 -11.525* .000
Post-test 4.42 .543
Pretest 3.22 .704
Pronunciation 45 44 1.16 1.84 -8.830* .000
Post-test 4.38 .535
Pretest 2.84 .878
Grammar 45 44 1.83 2.57 -13.407* .000
Post-test 4.67 ATT
Pretest 2.96 .928
Vocabulary 45 44 1.77 2.41 -14.033* .000
Post-test 4.73 447
Pretest 2.95 734
Average 45 44 1.60 2.79 -16.206* .000
Post-test 455 .331

*t values are significant at the 0.05 level (2&éd)l.

As shown in Table 1, from the paired samples t-tslysisamong fluency,
pronunciation, grammar and vocabulary, there asgissitally significant differences
between the two speaking tests scores, signifaigmt 0.000. The post-test mean scores for
each of the four oral attributes (fluency/pronutio@grammar/vocabulary) are
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(4.42/4.38/4.67/4.73) respectively higher thangreetest mean scores (2.78/3.22/2.84/2.96).
Additionally, the average mean score among the éoal attributes of the post-test (4.55,
described as “very high”) is higher than the p-{8.95, described as “medium”). In order
to show the size of the effect caused by the experial treatment, further measurement of
the effect size was carried out using Hedges’ giida (Ellis, 2009). The obtained result
indicates that the effect size is really large (& 79). Among others, the students’ grammar
is most highly developed through simulation exegiwith the really largest effect size (g =
2.57).

In addition, in terms of different languagefaciency levels, from the paired samples t-
test analysis among high, medium, low and verypoaficiency levels as shown in Table 2,
there are statistically significant differences vie¢n the two speaking tests scores,
significant at p = 0.000/0.003. The post-test meanores for each level
(high/medium/low/very low) are (4.68/4.63/4.37/4.38spectively higher than the pre-test
mean scores (3.66/2.98/2.21/1.58) with the reallgd effect sizes (g = 3.97/7.94/6.41/6.50,
respectively). Among others, the medium proficemdents most highly improve their oral

business English through simulation exercises thighreally largest effect size (g = 7.94).

Table 2: Comparison between the two tests scores ang high, medium, low and very

low proficiency levels

*t values are significant at the 0.05 level (2&d)l.

Mean Effect

Proficiency Level Scores Mean S.D. n df ) _ t Sig.
Difference Size

Pretest 3.66 171

High 19 18 1.02 3.97 -13.057* 0.000
Post-test 4.68 312
Pretest 2.98 .184

Medium 10 9 1.65 7.94 -29.850* 0.000
Post-test 4.63 213
Pretest 2.21 .200

Low 13 12 2.16 6.41 -17.214* 0.000
Post-test 4.37 416
Pretest 1.58 .289

Very low 3 2 2.75 6.50 -19.053* 0.003
Post-test 4.33 .382
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From the data shown in Table 2, it is noticeabé #tudents at all language proficiency
levels displayed a significant improvement on thgdeaking performance. This result
validates the answer to the first research questlat simulation exercises can enhance
communicative competence in business English ofausity EFL students with different

levels of language proficiency.

Results of research question 2

To draw clear conclusions answering RQ2, what $ipefeictors in simulations the
students perceive as beneficial to their oral lessrEnglish improvement, the students were
asked to evaluate their own language performanoeder to see whether or not simulation
exercises helped them communicate more effectiVidlgn, if improved, they were asked to
identify its benefits attributed to their speakingprovement, and if not improved, they were
asked to identify the obstacles to attaining tbemmunicative competence. Comments from

the students’ diaries are presented under thenasdedo the focus questions.

Simulation exercises help universitgFL students communicate more effectively.

The data from the students’ diaries revealed thatwdents admired simulation as a
powerful tool to help them communicate more effegdii. To see the improvement of the
students’ oral business English competence, itaglwcomparing the perception of their

own ability in the first simulation with that in¢Hast one.

In the first simulation, only three studentsrevsatisfied with their spoken English. They
responded positively to questions regarding tleiguage improvement. Nevertheless, the
majority (or 42) of the students were not satisfrd@th their own language performance.
They reported in their diaries that their oral commicative competence in business English
was poor. Interestingly, in the last simulation| #ie students’ perception of their
development on oral business English competenceeshpositive results. A summary of

their comments under four oral attributes follows.
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Fluency

In the first experience of using business Englistsimulation, all the 42 students
perceived their lack of fluency in spoken Englifhey assented that they felt hesitant and/or
were often forced into silence by language limitasi when performing the assigned roles.
These kinds of issues emerged in the studentsbnsgs, as shown in the following box:

“| always hesitated to continue my expressions.”

“l spoke very slowly with many unnatural pauses.”

“l often had a pause to imagine the next sentence.”

“My communication was meaningless as | could naiticoie my dialog.”

“My speech was fragmented.”

“| always repeated and corrected my speech agairagain.”

However, in the last simulation, the studerusfirmed that their fluency was improved
as they felt at ease in using English. They cousle the appropriate language quickly and
confidently with few unnatural pauses. The positigsponses are presented in the boxes

below:

“l could express myself in business English moueffitly.”

“My speech was fluent, continuous and effortless.”

“I spoke more fluently and correctly as | increaseare confidence in using language.”
“I could develop speed and quantity of talk.”

“l could speak out very fluently.”

“My talk was more natural.”

“I could continue to express my opinions withoutipas and hesitation.”
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Pronunciation

The students’ pronunciation in the fifth simulatias more intelligible than that in
the first one. In the first simulation, the perdeptof their own severe pronunciation mistakes

emerged in the students’ responses, as shown foltbeing box:

“My speech was virtually unintelligible.”

“My friends did not understand my meaning becaudseaypronunciation problems.”
“My pronunciation problems occasionally led to nmderstanding.”

“I could not pronounce difficult words.”

“My accent was difficult to understand.”

“l was not able to use word and sentence stress.”

“I did not learn how to pronounce new words.”

Their accents were hardly noticeable through habitual practice of simulation. By
repeating and using the target language with fhemds through playing various roles and
behaving as he or she did, the students natuesiynéd a living pronunciation, as seen in

their comments in the boxes below:
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“l could produce the English speech sounds anddpatterns.”

“My pronunciation was usually intelligible.”

“l always pronounced with traces of foreign accent.

“I was able to speak with smart English accent tik@native speakers.”
“My accent sounded more impressive.”

“I could speak beautiful English.”

“I was able to use intonation patterns and the himytof English appropriately and
occasionally.”

“My accent was very pronounced.”

“In the activity, | could practice how to captureetlisteners with my traces of foreign
accent.”

“Simulation exercises helped me learn how to proweuwifficult words.”

“l improved English pronunciation.”

Grammar

At the beginning, in the first simulation, mosttbé students were displeased with
their ability in using English grammar, claimingttthe simulated environment affected their
capacity to talk and interact with grammatical aecy. Their perception of errors and

limitations in grammar emerged in the studentgoeses, as shown in the following box:
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“Errors in grammar and word order made my speeghally unintelligible.”
“I always made frequent errors in grammar and vaycters.”
“Meaning was occasionally obscured because of nsyse of grammar.”

“I was not pleased with my speaking because | caotdexpress self with correct gramm
as | do in Thai speaking discourse.”

“l did not know how to construct sentences and howorrect in appropriate use wh
speaking.”

“l used very limited structure, just only simplengences.”

ar

le

While the first simulation was quite difficutbr the students, with practice the students

gained knowledge of more usable English grammarthB fifth simulation the students had

overcome many of the difficulties, and they repdieat they were better in using English

grammar. The positive responses are presentee inakes below:

“l could select appropriate sentences accordirtbeqroper social setting and situation.’
“I could use sentence patterns in conversationap@tely and occasionally.”

“l used all learned structures to express myselfenterforming simulation.”

“All of learned sentence patterns were employechynconversation in the last simulation.

“l acquired more complex sentences.”

“l used almost all of structures in the lessonsabige they are useful for my work.”
“My grammar was improved by everyday practice afidation.”

“l improved grammar used for business communicdtion

“From participating in groups, | knew how to exm@egpinions in correct grammar.”

“l could construct more sentences with correct gream”
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Vocabulary

In the first simulation, the students’ responsesegally pointed towards their poor and

limited vocabulary, as shown in the following box:

“My friends did not understand my meaning becaudsaisuse of words.”

“I frequently used the wrong words.”

“l usually used inappropriate terms because | cooldrecall correct vocabulary.”
“l learned nothing about language because of lanvtecabulary.”

“Vocabulary limitations made my conversation vittyampossible.”

“My conversation was somewhat limited because afl@guate vocabulary.”

“I did not understand what my friends spoke becdwsas not familiar with their words.”

Nevertheless, in the last simulation, the studsaits that simulation exercises had a
positive effect on improving their vocabulary. Bgiihg involved in simulation, the students
were motivated to try out a word in their conveimatknowing that the more words they
remember, the better their conversation. Their guron of vocabulary improvement

emerged in the students’ responses, as shown foltbeing box:

153



“Using language meaningfully made me rememberadbbulary.”

“l acquired a lot of useful vocabulary for businessnmunication.”

“I developed vocabulary.”

“I remembered new vocabulary from the lesson qui# because it is useful.”

“l was very attentive, so | remembered all usefadabulary.”

“l wanted to be involved in more simulations a®ull learn more and more vocabulary.”
“I could use vocabulary and idioms in conversaappropriately and occasionally.”

“I could use better English since | could colleaimnvocabulary.”

“l could select appropriate words according to pheper social setting, audience, situatjon
and subject matter.”

From the data above, it is clear that thfoggnulation exercises, the students can
develop their oral business English competenceerAfie first simulation, most of them
mentioned their poor ability on all four oral larage dimensions. However, after some
practice through the five simulations where thalstius were exposed to the real language
use, all of them were satisfied with their own laage performance. They showed positive
attitudes towards their fluency as they could selanguage quickly and confidently with
few unnatural pauses; they reported that their@dpeeas fluent, continuous and effortless.
In addition, they reflected that their pronunciatioras usually intelligible. They could
produce the English speech sounds and sound patterd use word and sentence stress,
intonation patterns and the rhythm of English. f@mmar and vocabulary, they claimed
that they could use vocabulary, idioms and sentpatterns in conversation appropriately
and occasionally.

Simulation exercises have various beneficial efeetttributed to university EFL students’

oral business English improvement.

The students were given the opportunity to writgpomses openly to the question. Most of
them drew up detailed responses with a few reagtils some others recorded with one
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reaction. However, all the responses that werengivere quite insightful with regard to the

students’ opinions.

To see which points the students justify satiah exercises beneficial to their oral
business English improvement, it is worth compathgr attitudes towards the usefulness
of simulation in the first simulation with that the last one.

All of the 42 students who were displeasedthwieir ability in the first simulation claimed
that the simulated environment affected their capae talk and interact. It did not work for
their speaking improvement but rather it seemeddke them feel nervous or uncomfortable
due to anxiety, lack of skills, lack of necessanyduage, and lack of confidence. These are

discussed below.

Anxiety

There were 61.90% (or 26) of the students who siamlilation exercises could not
help improve their speaking skills. These studertgessed that simulated situations made
them anxious due to unscripted dialogs, unfamitégs, and real situations. The students’

anxiety emerged in their responses, as shown ifotlosving box:

“I felt very anxious with the first simulation ase teacher didn't allow a prepared script.
“I felt frustrated when | was put in the activitytihout any scripted dialogs.”
“I felt anxious as | could not glance at what | ivadtten to refresh my memory.”

“| felt too nervous when talking with unscriptedaltigs to imagine suitable vocabulary and
construct correct sentences.”

“l was threatened by the demands of the assumedarml the simulated environment.”

“I was not accustomed to simulation activity. Itsmhe first time | had to communicate|in
real situation.”

“I felt like 1 was in the real situation so | wasry nervous. | could not respond to even a
simple statement.”
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Lack of skills

Additionally, 42.85% (or 18) of the students whadsidat simulation exercises did

not work for their speaking improvement felt fragéd with their own language performance

because of their poor listening and speaking skilte negative responses are presented in

the boxes below:

“I felt bad because | could not communicate in Etghmong my group.”
“| felt unhappy for I could not express myself agdnted.”

“l could neither talk nor understand spoken English

“My speech was not good enough.”

“I could not understand the questions or utteraméagthers. My listening skills were ve
poor.”

“I was not pleased with my ability because | contd express self as | do in Thai speak|
discourse.”

“I could not carry my dialog following my assigneale.”

y

ing

Lack of necessary language

One third (or 14) of the students reported thair theal business English was n

ot

improved because their vocabulary or grammar wagdd. Their perception of lack of

necessary language emerged in the students’ respassshown in the following box:

“I could not remember vocabulary and constructecrsentences.”

“My speed and fluency were strongly affected bylamguage problems.”
“I could not respond to even a simple statement.”

“l didn’t understand words and sentences used byrigyds.”

“I could not talk with complex sentences for bussieommunication.”

“I could not learn any business expressions.”

“I could not express with suitable grammar.”
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Lack of confidence

In addition, 26.19% (or 11) of the students exmdirthat their speaking was not
improved because they were not confident when ngadamoral presentation in front of the
class. The lack of confidence emerged in the stistegsponses, as shown in the following

box:

“I was not sure if the listeners could understanydmeaning.”
“I was not confident to speak out in English in pcib
“My ability to use English was not good enough.”

“l was uncertain about my own language performdnce.

“I was not sure whether or not the language prodweas right or appropriate.”

Interestingly, after some practice through five simulations where they could use

language meaningfully, all of the 45 students fedusn the success of their performance.

Real communicative contexts and freedom to useukagg in a non-threatening classroom
environment in simulation exercises were seen asflxal to their oral business English

improvement. The reasons drawn from their diadswv.

Development of lanquage

Clearly, after the fifth simulation, 71.11% (or 3#)the students revealed that their
oral business English was improved because freettonuse language in real life
communication through everyday practice of simalatielped acquire essential vocabulary,
grammar and expressions for business communicatlwse kinds of issues emerged in the

students’ responses, as shown in the following box:
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“Authentic meaningful situations helped increasevagabulary.”
“l acquired new vocabulary and expressions.”
“I developed vocabulary and sentence patterns.”

“l used English more, so it made me know how tostatt sentences and how to correc
appropriate use.”

“I could talk in longer sentences and the listengrderstood my meaning.”

“I learned different forms of English language uded business communication throu
simulation practice.”

“l could create new dialogues by using differentagand sentences.”

tin

gh

Development of skills

Moreover, 53.33% (or 24) of the students agreetl shmulation exercises had

a

positive effect on improving their speaking perfamae as they helped develop listening and

speaking skills. The responses are presented inokes below:

“The assigned roles helped me develop my speakifig.’s
“Simulation enhanced not only my speaking skills &lso my listening skills.”

“I developed both listening and speaking skilld had to prepare myself very well in ord
to impress the listeners and my teacher.”

“I had much more chance to talk, so | improved Epepskills.”

“I was satisfied with my oral English because | Idotalk and the listeners understood
meaning.”

“My spoken English is much better now.”
“My listening skills were better.”
“I was proud of my own ability because | could tatkich more than | thought.

“Real interactive situation in simulation allowee o communicate more naturally.”

mny
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Development of communication strategies

Besides being forced to improvise their own langydd.44% (or 20) of the students
said that real communicative contexts through sitmrh exercises encouraged them to use
communication strategies to achieve their goatceordance with the demands of assigned
roles and situations. As a result, they could dgveheir communicative competence in

business English. The responses are presented bokes below:

“I could adjust the way | spoke to accommodate istgihers.”
“I got familiar with thinking in English.”

“I knew how to express opinions, how to act out] &ow to ask other people to clarify the
points | did not understand.”

“The activity helped me understand how to use EBhgh the conversation.”
“I felt good that | could use English to argue witly friends.”
“I was forced by the situation to find more effeetways to continue my dialogue.”

“l could produce more natural negotiation.”

“I naturally learned the gestures and facial exgigess that went along with the language.

Increased motivation in speaking practice

Apart from development of language, skills and camiwation strategies, it is
interesting to find that 42.22% (or 19) of the @mnt$ perceived that using language
meaningfully through simulation activity could fililtheir needs in developing oral business
English, that is very important for their futureears. Thus, simulation exercises motivated
them to speak more. With a greater motivation tactice, they improved their
communicative competence in business English. eeteption of increased motivation in

speaking practice emerged in the students’ resgpaseshown in the following box:
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“I felt simulation exercises increase my desiraise English as | gained the feeling that |
was using English in real situations.”

“| paid more attention to the lessons becauseudhol could apply the knowledge learned
to my real life situation.”

“I could talk in English much more than | thouglgdause real environment motivated me
to increase my communicative ability.”

“I want to practice in more simulations as all eegsions can fulfill my needs for my future
work.”

“The lessons were very useful for working in in@ranal environment, so it motivated me
to learn.”

“| tried to practice more and more and preparedetfiygery well to join each simulation.
know speaking skills are very important for my f&wvork.”

“I want to learn and use better English becausarit to work at an international company
where most of the employees are foreigners.”

“I was interested in improving my speaking skiller fthe sake of internationa
communication.”

“To get a better job means | have to be able talsgmglish like a native speaker. Simulatijon
can fulfill my needs because it can help improveaommunicative ability.”

“I think an ability to speak English well is one tife important measurements for job
promotion. Therefore, the activity motivated mebowilling to practice speaking in order
to have better English.”

Increased interest in learning English

One third (or 15) of the students reported thahdeictively involved in the whole
learning process instead of passively accepting Wigateacher taught made them increase
interest in learning English. Increased interekivadd them to respond enthusiastically in

the assigned roles, which in turn enhanced theimeonicative competence in business
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English. These kinds of issues emerged in the stadesponses, as shown in the following

box:

[®X

“Learning through simulation made me more inteksie English, so | performe
enthusiastically.”

“Each scenario for simulation interested me andemad prepare myself for the work very
well.”

“| felt 1 was at the center of the learning andct@ag process instead of the teacher, so |
involved myself fully.”

“| participated more and more responsively andvatyi in each simulation in order {o
improve my oral English.”

“I was very attentive to improve my speaking skillalways prepared myself very well
before performing each simulation.”

“I always tried to create new dialogues by usinfedent words and sentences instead of
repeating the same materials again and again ar tsdlevelop my speaking skills.”

Increased confidence in using language

In addition, freedom to use language in non-threatgclassroom environment in
simulation exercises allowed the students to redoe& nervousness and hesitance, and
grow in confidence in their use of English. Thererev24.44% (or 11) of the students who
stressed that using their own language throughlation exercises helped them gain so
much confidence in their language use. Increasatidence in using language served best
for their oral business English improvement. Tha@rception of increased confidence

emerged in the students’ responses, as shown foltbeing box:
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“I'm sure now | can communicate in internationaVeonment.”
“Now | can use English to communicate with peopteuad the world.”
“When doing activities, my anxiety and nervousngssreased.”

“I was less embarrassed and felt that | wantedptals whenever | was involved in the
activity.”

“I reduced hesitance and gained confidence enaughdw my opinions in English.”
“I was not shy when using English with my friends.”

“I want to speak more, construct sentences more.”

“I'm confident enough to try out my own ability neal situation in the real world.”

As can be seen from the descriptive datave, the students found everyday practice
of simulation beneficial to their oral business Estgcompetence. In the first simulation, the
students claimed that simulation exercises could @shance their communicative
competence in business English, but rather it sddmenake them nervous due to anxiety,

lack of skills, lack of necessary language, anll ticonfidence. Nevertheless, after the fifth

q
\

simulation, the students agreed that simulatiomaeses had a positive effect on improving
their communicative competence. They reflected tledom to use language in real life
communication through simulation exercises helpeduiae essential vocabulary and
sentence patterns for business communication, mepmnent of listening and speaking skills,
and development of communication strategies. Wihenstudents found that simulation
could fulfill their needs in developing speakinglisk their interest and motivation to learn

English increased. They responded enthusiasticathe assigned roles through the learning
atmosphere which was perceived as authentic rdb@ar artificial. This ideal learning

situation allowed the students to grow in confidenctheir use of English. Some students
gained so much confidence in their language ugetieg wanted to try out their abilities in

real situations.
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This result validates the answer to the secondareBajuestion, that university EFL
students perceive that simulation exercises hajpiee useful language, improve listening
and speaking skills, develop communicative stratgghncrease interest and motivation to
speaking practice as well as gain more confidenessé English. These favorable affective

factors are beneficial to their oral business Efgimprovement.

Conclusion and Pedagogical Suggestions

The hypothesis that practical utilization of sintida as a learning strategy in an EFL
course effectively enhances communicative competeanbusiness English for university
EFL students with different levels of proficiensysupported by this study. This is seen in
the difference found between the scores in theaprepost-tests. Scores among the four oral
language attributes and among different languagfcpncy levels in the post-test were, on
average, significantly higher than scores in theetpst. Since the subjects entered the study
at varying English proficiency levels, and on agergexited at higher proficiency levels than
when they entered, support for the hypothesis neagdmeralized across oral English skills

proficiency levels.

Utilization of simulations as a learning meaths also supported by the students’
assessments of their own performances as well e@is plerceptions of the simulation
exercises. An analysis of the students’ dailyidseaand responses to questions concerning
their feelings about their performances shows #flabf the students perceive a benefit to
doing simulations, i.e. they perceive that theal usiness English skills improve by doing
simulations. This is important for there is gehegreement that when students perceive
that they are improving at a skill, they are makely to be motivated to continue their efforts
at that skill.

Because a simulation imitates a real commutingE@ontext, students are forced to rely
on their knowledge and use the language that wactigally be used in that context. In this
study it was shown that with time and practicedshis made gradual progress in their
knowledge and use of business English. While dst-fest showed significant improvement

over the pre-test, also the evaluations of the famnulations showed progressive
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improvement from one simulation to the next. Mo the students’ self-evaluations also
showed progressive improvement, specifically inrtbenfidence in using business English
in conversation. While the first simulation wastqudifficult for most of the students, with

practice the students gained knowledge of morelegaiglish vocabulary and they became
more familiar with the simulation platform. By tHdth simulation, the students had

overcome many of the difficulties, and they dematsti an accumulation of knowledge
and a level of confidence much nearer to what &mhlkfe situation would require than they
did at the beginning. The results of this studgwshihat the students benefited from the
simulation exercises by becoming more preparedpoess themselves in English in the real

world.

In a simulation, the students’ roles chang@ke students are at the center of the learning
so they are actively involved in the learning psscestead of passively accepting what the
teacher teaches. The role of the teacher is fatdfitof language learning. Preparation for a
simulation includes exercises and drills that iasee the students’ familiarity with the
language. During the simulation, the teacher cisitthe simulation while observing and
evaluating the students’ use of the language. asish real life, the students apply their
knowledge to respond to a situation, so too in rauktion, the students apply their
knowledge of business English to respond to atsimaAs in real life, in a simulation the
students create their own dialogue to express teas and to respond to questions and
arguments that they had not heard before. Afsmailation, the teacher provides feedback
to help the students strengthen their knowledgthefEnglish language, and to help the

students be better prepared for the next situation.

In addition to the observable improvementainguage use as obtained from the pre-and
post-test comparisons, the students’ observatibosld also be noted. In this study, the
students responded favorably to the teaching seguéhat began with background
information pertinent to the situation they woutthet, and model expressions and grammar
explanations in order to allow them to practicepamlinguistic communication to suit a
situation. Then, they graduated to free use ofldahguage to apply to a real life situation.
After a simulation, the students reflected on treiccesses and also on the gaps they

encountered.
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In the debriefing stage after the simulatibe, students were able, with the teacher’s help,
to think of ways to fill the gaps with appropriatsponses. | claim that giving the students
feedback together with immediate remedies to tlagiguage performance is meaningful,
and more importantly, well remembered. It is inadance with Ellis (2008) who also
heightens the significance of language input, laggu productivity, and feedback in
combination, stating that interaction affords studeopportunities to receive input in the
form of models, then the model input affords stugepportunities to produce their own
language, and language productivity affords stuglepiportunities to receive feedback in
their attempts at production, while specific feetldbthat points out and corrects their errors

leads to long-term memory.

The beneficial factors attributed to the shide improvement to the “very high”
proficiency in each oral language dimension areudised. This article claims that simulation
is one of the most appropriate methods for imprgvthe university EFL students’
communicative skills as well as for paying attentto grammatical accuracy. It supports
Haruyama (2010) who highlights that simulatiorhis best activity for improving students’
English speaking skills while cultivating awarenegsgrammar. Although in everyday
conversation, it might be possible that we put manerity on conveying meaning than
speaking correctly, in classroom instruction, comess of forms should also be respected.
In this study, grammatical correctness is consulergortant in order to permit the students
to use grammar in conversation appropriately armésionally. The students actively learn
and memorize the appropriate expressions, andrasu#t, they can acquire grammatical

accuracy while performing an assigned role in aroomicative way.

As simulation boosts the students’ interagtibiey increase their learning because they
pay attention to the demands placed on them by ol roles and use of other participants.
This article also indicates that the students leatonly grammar but also vocabulary. The
students consider simulation exercises as a redidarsgeal life experience. Thus, once they
are given a role, they start with trying to undanst it, deciding how to communicate, and
making it like they are the persons they playsltonsistent with Chayanuvat (2012) who
stresses that simulation prioritizes students’ riedy into processing steps of thinking,

analyzing, understanding, memorizing and utiliziBgudents are able to gain vocabulary
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knowledge through hearing, reading or discussinipéir group, and then actually using it
in real communication in the simulation. From tlergreflections of the students, it is clear
that they believe simulation helps create situatiarhere they use and learn language
naturally. By being involved in simulation, theyesfi in order to express their opinions or
give information, see whether other group membemetstand what they say and ask
guestions about the meaning of words or expresdioats require a certain amount of
vocabulary to work with. Thus, they are motivatedrly out a word in their conversation
knowing that the more words they remember, thesbétieir conversation. When they find
their language use is purposeful and useful, thenng of the ideas they listen to, speak or
read will be remembered quite well and will havguatainable long-term effect in learning

language (Kawakami, 2008), which result in the Yatary improvement.

In this article, | emphasize that self-evaluatcan raise awareness. The students learn
more deeply and improve their interest and motorain self-development leading to more
English speaking. Tanaka (2002) also affirms tliecefof self-evaluation, stating that it is
important in looking back on their own performaniteprompts the students not only to
reflect on their conduct, but also to raise awassrand remind them of the usefulness of the
activities. As seen in the students’ diaries, ie first experience of using English in
simulation, most of them demonstrated a lack olusgcthrough hesitation, correction,
pausing or repetition. However, after more parttign, their confidence increased. Even
the shyest or most reluctant students participateenseeming to enjoy their independence
as users of English. Consequently, the more thegksput, the more they develop listening
and speaking skills. Improvement in grammar, votaiyiand strategies permits students to
fight against their fear of speaking in front oétblass and allows them to feel at ease in
using English, leading them to use the approptatguage quickly and confidently with
few unnatural pauses, which in turn enhances thugincy in English speaking. This article
supports Nunan (2003) in that simulation can ineed@oth quantity and quality of talk which
is the important indicator of fluency, as fluencyists in relation to other areas of

competence.

Moving to the improvement in pronunciationg tstudents’ pronunciation is more

intelligible and accents are hardly noticeable digio the habitual practice of simulation.
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Right from the start, it is a routine that, aftens input and teacher’s explanations, the
students practice their pronunciation with theiirgpaor groups repeatedly during the
preparation in the first stage. Being placed irite world and environment of English
involving real people expressing real feelings, lEBhgpronunciation can easily become
absorbed and familiar to the students. In the $irsiulation, the majority of the students feel
nervous or uncomfortable when making an oral ptesiem in front of an audience, even
though they are not introverted or shy. Nevertlglg®e fear of making severe pronunciation
mistakes in front of others is diminished througpeated performance. By repeating and
using the target language with their friends thioptaying the role and behaving as he or
she does, the students naturally acquire a livingynciation together with the gestures and
facial expressions that go along with the languddmes result supports Haruyama (2010)
who point outs that habituation to oral presentatiofront of the class would be the best

method to handle the anxiety of wrong pronunciation

The findings lead me to proclaim that | adnsmaulation as the most effective EFL
classroom activity in enhancing university EFL snot$’ communicative competence in
business English. Real communication through sittmaexercises helps students acquire
useful vocabulary and grammar, improve communieaskills and strategies, increase
interest and motivation to speaking practice, arster self-confidence to use English. These

factors influence students’ development in oralitess English.

Limitations

As the present study was limited to only 45 pgpticits in only one Thai university,
the results must not be overgeneralized. Similadiss should be conducted on greater
numbers of participants in order to demonstrate dfiectiveness of simulation and to
examine the participants’ self-evaluations. Morepwse should investigate students’
motivations and self-confidence in the form of $ekefore and after the practical use of

simulation so as to prove their improvement in nation or self-confidence.
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Appendix A: A pre-and post-test on communicative cmpetence in business English

The test consists of five scenarios. Each scehatits one situation card and two role cards

-one role card for the student, and one role cardhfe examiner.
Student’s rules and procedures:

1. The student chooses one of the five scenariosoxancluding:
Talking about advertising campaigns
Introducing a new product

Dealing with shipping problems at a call center

o o T p

Negotiating and bargaining
e. Placing an order
2. Using the situation card and the student’s role éar reference, the student has
five minutes to prepare.
3. After five minutes preparation, the student ha®-anlnute conversation with the
Examiner. The content of the conversation is bagexh the information on the

situation card and the student’s role card.
Examiner’s rules and procedures:

1. The examiner learns the situation card, the exarsinele card, and the guided
conversation related to the one chosen by the stude

2. The examiner waits for the student’s preparation.

3. After five minutes preparation, the examiner hd®aminute conversation with
the student. The content of the conversationsetbapon the information on the
situation card and the examiner’s role card.

4. The examiner observes the student’s responsesgdthian conversation, and

assesses the student’s performance on four atslmitspoken language.
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Scenario 1 Talking about advertising strategies

Situation: In the meeting room @&ingha Corporationghe brand manager and the executive
director are discussing an advertising campaign th@ new Singha drinking water
collections.

Student’s role card

You work as a brand manager f8inghadrinking water. You discuss an advertising
campaign for the nevsinghadrinking water collections with the examiner wis an

executive director, your boss. Talk about advergjstrategies including advertising plans,
targeting the audience, advertising media, and ptiong the brand. Then, show your

opinions on brand images, and brand awareness. Makey details that you need.

Examiner’s role card

You are an executive director f@inghadrinking water. Talk with the student, who is
working as a brand manager, about the advertisangpaign for the nevsinghadrinking

water collections. You ask the brand manager alamyertising strategies including
advertising plans, targeting the audience, advegtismedia, promoting the brand, brand

images, and brand awareness. Make up any detailydb need.

Guided Conversation: Talking about advertising straegies

Executive Director: OK, first, let’s look at ourgsent advertising strategy. How are we
promoting the brand at the moment?

Brand Manager: As you know, we advertise in trespr— most of our press ads are in
magazines read by the 18-30 age group.

Executive Director: How much do we get from thisegy? What emotions and feelings
do people associate with our brand?
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Brand Manager:

Executive Director:

Brand Manager:

Executive Director:

Brand Manager:

Executive Director:

Brand Manager:

Executive Director:

Brand Manager:

Executive Director:

Brand Manager:

Executive Director:

Brand Manager:

Executive Director:

Brand Manager:

Executive Director:

Brand Manager:

Executive Director:

cost.

Brand Manager:

Our brand can convey desire, liétigkand exclusivity to the public.
Moreover, people associate satisfaction with oantr

So great!

We also use adverts on billboardd, Af course, we market the brand
by sponsoring sports events like football, basKgtlaowboarding
and surfing.

| see, but we have to pagtalhe way to do it more cheaply is to use
product placement. The products are seen in filthgy're just seen
on a table.

That'’s right. In our case, thegnenk by an actor.
And you see the logo.

Sometimes, it depends. You cawayd control what happens. You
know, an actor is going to drink our drinking watler example, but
we don’t know if we’ll actually see the logo.

Can’t you say to the film coamy that we want to see this part of the
bottle?

Well, we can, but then, usually haee to pay a lot.

Then, what are the advertigtans for our new collections?

Well, I think we should book a 8@end commercial on TV.

On TV? When? Have you beenkKimg of any particular program?
Yes, | was thinkingldéalthy Body Healthy Mind

Mmm, ... I'm not sure about th#tl be very expensive.

I know, but it will advertistingha drinking water to our target
audience that we want to reach.

When idealthy Body Healthy Mindn?
Um, it's on at 8:00 on Wednesdanegs.

OK. Phone their media salespe and check how much an ad will

| will contact them right now.
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Executive Director: Thank you. Please meet agdianyou get thenformation from the
media. Bye. See you.

Brand Manager: Alright. Bye. See you.

Scenario 2 Introducing a new product

Situation: In the hall, a marketing executive is introducingeav WatchmarGPStracking
device. One audience asks questions pertainirgetprototype of th#vatchmarGPSitself,

and feedback from other customers.
Student’s role card

You work as a marketing executive fdfatchmanGPStracking device. Prepare a short
presentation to introduce a new product in the. HaiVide your presentation into three

sections: reminding the background to this pragact the current offer on the market, talking
about the prototype and the specifications you lwlected from tests, focus groups and
market studies, and presenting a business plamdptire presentation, you have to answer

the questions asked by the examiner who is an acelidake up any details that you need.

Examiner’s role card

You are one of the audience in the hall. Listeth® student’s presentation to introduce a
new product in the hall and make notes. The studembrking as a marketing executive for
WatchmarGPStracking device. You are interested in this pracgund would like to see the
prototype. Ask some questions during the presemtat show your interest. Make up any
details that you need.
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Guided Conversation: Introducing a new product

Marketing Executive: Good morning, everybody. Hoawd you like to know at all times
exactly where your young child or teenager is? idomforting would
it be to know that your elderly mother is safelykdome from the
shops? And how much time would you save if you kmdwre, to the
nearest meter, your dog was hiding?

Audience: That sounds interesting!
Marketing Executive: Well, now you can. I'm hehés morning to present tiWatchman

revolutionary new personal GPS tracking device ey in the sky
which

will bring peace of mind to parents, business naammmal lovers and
many,

many other potential customers.
Audience: Can | see your prototype right now?

Marketing Executive:  Now, | know you’re going lve very excited by th&/atchmanso
I’'m

going to give a quick overview of the product ahd market. After
that, there’ll be a demonstration. First of alinlgoing to remind you
of the background of this project and the currdfégran the market.
After that, I'll be talking about the prototype, cathe specifications
we’ve collected

from tests, focus groups and market studies. Kinkdl like to present
a business plan. Are you happy with that agenda?

Audience: During your presentation, can | agkesa@uestions?

Marketing Executive: Sure! If you have questides] free to interrupt. OK? So, let’s start
with

the background. Now, GPS tracking systems areew. We’'ve been
able

to install them in vehicles and containersdome time.
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Audience: Then, what's new about iMatchmaf

Marketing Executive:  Now we can build it intonaist strap or collar, small and light
enough to

be worn comfortably by a small child or a dog. Itllwe possible to
locate the wearer via the Internet, anywhere invibdd, indoors or
out, 24 hours a day and up to every ten secondss at answer your
guestion?

Audience: Yes. Thank you.
Marketing Executive: OK, now, I'd like to wrapp uhe presentation and move on to the

demonstration. ... Thank you very much for yatiention.

Scenario 3 Dealing with shipping problems at a cattenter

Situation: In the call center of the shipping departmenCafistiana Companythere is a
telephone conversation between an employee andtansar who is complainingbout the

shipping problem.

Student’s role card

You are working in the call center of the shippdepartment oChristiana CompanyThe
examiner, who is a customer, calls to complain tleabrdered 15Christianadresses from
the company two months ago, but he has only redei@@. He has reminded you twice, but
you still have not shipped the rest others. Theartner reminds you again that he wants to
get the other 20 within 5 days. You have to anstler customer’s call professionally,
respond to customer inquiries, research requiratnmation using available resources, and

handle and resolve customer complaints. Make updatails that you need.
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Examiner’s role card

You are a customer. You call the student who iskimgrin the call center of the shipping
department ofChristiana Companyo complain that you ordered 1%thristiana dresses
from the company two months ago, but you have vecdeonly 130. You have reminded
them twice, but they still have not shipped theeosh Call them to remind them again that
you want to get the other 20 within 5 days, and ththey do not send you the other 20
dresses, you will take a legal action against taedhthey have to give you a refund. Make

up any details that you need.

Guided Conversation: Dealing with shipping problemsat a call center
Call Center: HelloChristiana CompanyShipping Department. May | help you?

Customer: Hello. I'm calling fronCentral Plaza We ordered 15 dresses two
months ago, but we’ve received only 130.

Call Center: Oh, I'm very sorry about that. Coulldave your account number,
please?

Customer: Yes, it's 09823783 and the purchaser onamber was 88375.

Call Center: Let me just check. ... Aheésorder number 88375. Due to low stock

levels, we could ship only 130 dresses last mawaitih, the other 20 to
follow shortly.

Customer: | have reminded you twice, b gtill have not shipped the other 20
dresses.
Call Center: I'm terribly sorry. We usually emad &xplain, but for some reason

we didn’t. | do apologize.

Customer: That's OK. When can | expect them?
Call Center: Let me check the stock. ... We will stlip other 20 dresses within
two weeks.
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Customer:

Call Center:

Customer:

Call Center:

Customer:

Call Center:

Customer:

| can’t wait! | want to get the othen#ithin 5 days. If you do not send
me the other 20 dresses within 5 days, | will Havake a legal action
against you and you’ll have to give me a refund.

I’'m very sorry, sir. We do not have ainesses in our stock right now.
Would you mind changing the other 20 dresses iX&Bristiana
blouses at the same price? Now we have new callextf blouses.

That’'s a good idea.

OK, well, I'll take care of the repéaments for you, and arrange an
urgent delivery by courier. The new order will beipped to the
airport tonight and according to the computer, ilt iae loaded on a
flight leaving tomorrow morning. So, you should ¢fgm tomorrow
afternoon. There’ll be no shipping charge for tioicourse.

Good. Thank you very much.
You're welcome. Bye.

Bye.

Scenario 4 Negotiating and bargaining

Situation: In the meeting room ddony Music Companwn e-tailer is meeting with a sales

manager to negotiate a deal on an MP3 e-tail packag

Student’s role card

You are an e-tailer. You would like to set up abusiness to sell MP3s to customers

worldwide and to compete in a global market. Yoll iy a complete e-tailing package

solution fromSony Music Company ou ask them to design, build and manage yousiteb

and process your sales. Negotiate the best deaibp®svith the examiner who is a sales

manager o5ony Music CompaniRemember you cannot pay over a global budge300 $
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monthly fee with a three-year contract. You havedba target for what you want, present a
proposal, accept and refuse, and negotiate a wirsalution. Make up any details that you

need.

Examiner’s role card

You are a sales manager@dny Music CompaniNegotiate the best deal possible with the
student, who is an e-tailer. The e-tailer woulcelito buy a complete e-tailing package
solution from you. Remember you do not want to dpttine monthly fee down lower than

$400 monthly fee with a four-year contract. You é&w set a target for what you want, make

and respond to proposals, and look for a creatiitgion. Make up any details that you need.

Guided Conversation: Negotiating and bargaining

E-tailer: I'd like to set up an e-business to 8##3s to customers worldwide.
Sales Manager: | see. You want to compete in lbag/lmarket?
E-tailer: Exactly. But the problem is that we dom&ve the skills, the staff, or

the money to do it ourselves.

Sales Manager: Well, that needn’t be a problem.dcompanySony Music Company
is used to working with small businesses, and we lRacomplete e-
tailing package solution.

E-tailer: That means you will design, dund manage our website, and
process our sales.

Sales Manager: That'’s right.
E-tailer: It's much easier for us, and tiistomer gets immediate delivery.
Sales Manager: Exactly. So all you have to do ikemsure you have the product in

stock, and count your profits!

E-tailer: And pay you a monthly fee, is that right
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Sales Manager:

E-tailer:

Sales Manager:

E-tailer:

Sales Manager:

E-tailer:

Sales Manager:

afraid.

E-tailer:

Sales Manager:

E-tailer:

Sales Manager:

That'’s right. And once you statirgemusic all over the world, that
monthly fee is going to look insignificant compartx the money
coming in.

All right, | think we’re in business. Swhat’s next?
You have to sign a four-year conw#h $400 monthly fee.
Wow, as much as that! There’s no waguld pay that.

We cannot pay over a global budget of $300 morfddywith a three-
year contract.

I might be able to bring it dowittke] but only if we had a four-year
contract.

A four-year contract! | couldn’t agreettmat. | can’t commit myself
to four years.

Well, in that case, | can’t brihng monthly fee down, I'm

| don’t really want to increase the buddgaut ... is it possible to bring
it down a little, $350 a month?

Um... It's OK if you sign a four-yeantract.

May | sign a three-year contract with 83Bonthly fee in the first
three years? Then, if we can do well with this bess, we are going
to continue and sign a four-year contract with $4aihthly fee.

That sounds good. So, can yosigrst- here, and here?

Scenario 5 Placing an order

Situation: In the shipping department ©hai President Foods Publi€ompanyit involves

a telephone conversation between an operator anustamer who calls to place custom

orders.
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Student’s role card

You are a customer. You cdlhai President Foods Publicompanyto place an order. You
want to order seven cases of medium-sized papiehét#oxes of butter cookies, the ones
with your company name on. You work f@reen and White Limitedand the account
number is 551203. Your purchase order number iSPTIPE006. The shipping method you
choose is air freight withexpress Air Forwarding Your address is Unit 6, North East
Industrial Estate, Central Avenue, Malaysia. Usg itiformation to place an order with the
examiner who is working as an operator for a smgpiepartment of hai President Foods
Public Company Make up any details that you need.

Examiner’s role card

You work as an operator for a shipping departmenhai President Foods Publ@ompany
The student is your customer and will call you kacp an order for seven cases of medium-
sized papier-machBoxes of butter cookies with the company name @k duestions to
make sure you get all the necessary details yod tteeomplete the form. Ask the customer
about company name, account number, purchase oxgeber, shipping method, and
shipping address. Make up any details that you.need

Guided Conversation: Placing an order

Operator: Good mornin@.hai President Foods Publicompany Can | help you?
Customer: Good morning, yes, I'd like to place ateo, please.

Operator: Certainly. Can | just have some detplEase?

Customer: Sure.

Operator: First of all, do you already have an aotevith us?

Customer: Yes, we do.

Operator: Could I have your company name and a¢caumber?
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Customer:

Operator:

Customer:

Operator:

Customer:

Operator:

Customer:

Operator:

Customer:

Operator:

Customer:

Operator:

Customer:

Operator:

Customer:

Operator:

Customer:

Yes, it'$Sreen and White Limitecénd the account number is 551203.
OK, what would you like to order?

Just one item — seven cases of mediud-gi@pier-machboxes of butter
cookies with our company name on.

That will be item number GWM 8592, medisized boxes, seven cases?
GWM 8529, that's it.

Can you give me your purchase order nynidrereference?

Yes, that'll be TPFPC 1006.

Thanks, TPFPC 1006. Could you tell metwhgoping method you'd like to
use?

Air freight, please. The shipping forwardl want you to use is the usual,
Express Air Forwarding

Express Air ForwardingWould you confirm your shipping address, please?

Yes, our own address is Unit 6, Northt Fakistrial Estate, Central Avenue,
Malaysia.

OK, that's fine. Seven cases of mediuraesiboxes, item number GWB
8592, order number TPFPC 1006, shipping by freight Express Air
Forwarding, to Green and White, Unit 6, North Badustrial Estate, Central
Avenue, Malaysia. Is that all correct?

Yes. That's right.

Good. The order’s entered in the systewn, and it should be dispatched by
the end of the day.

Thanks very much.
With pleasure. Bye.

Bye.
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Note: All the companies, brands, or programs are meeati@s concrete examples to make
the lessons understandable to students; howeeepgetisons and the stories are all fictional,

and any resemblance or similarity in real life isgly coincidental.

Appendix B: The assessment scales of communicativempetence in business Englis

Directions: Please assess the student’s speakiligytskv” in the ‘Marks’ boxes.

Criteria for Rating Marks

Level 1 Speech is fragmented. Communication is meéass.

Level 2 Usually hesitant, often forced into silefagelanguage limitations.

Level 3 Speed and fluency are strongly affectethhguage problems.

Level 4 Speed of speech is slightly affected byglmmge problems. Quite
understanding.

Level 5 Speech is fluent, continuous and effortless

Level 1 Severe pronunciation problems. Speectrigally unintelligible.

Level 2 Very hard to understand because of promtioci problems.

Level 3 Pronunciation problems necessitate conatuilistening and occasionally
lead to misunderstanding.

Level 4 Usually intelligible. Accent is very pramaced.

Level 5 Always intelligible. Traces of foreign &ct.

Level 1 Errors in grammar and word order make dpe@tually unintelligible.
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Level 2 Misuse of grammar and very limited struetarake comprehension rather
difficult.

Level 3 Makes frequent errors in grammar and wodegio Meaning is occasionally
obscured.

Level 4 Sometimes uses inappropriate grammar. Quiterstanding.

Level 5 Selects grammar for conversation approglgiaand occasionally.

Level 1 Vocabulary limitations make conversatiorivally impossible.

Level 2 Misuse of words and very limited vocabulargke comprehension rather
difficult.

Level 3 Frequently uses the wrong words: convessaomewhat limited because
of inadequate vocabulary.

Level 4 Sometimes uses inappropriate terms.

Level 5 Uses vocabulary and idioms in conversatiappropriately and
occasionally.

Total

Appendix C: Students’ Diaries

Right after each simulation, please write in youarylto reflect on your attitudes based on

the specific focus questions.
1. How would you evaluate your own language pertoroe?
Improved/Not improved

Fluency/Pronunciation/Grammar/VVocabulary
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2. If improved, which aspects of simulation did ysee as beneficial to your language

learning?

If not improved, why?

Appendix D: Scenarios

Scenario 1 Advertising

Situation - Emphasis on talking about advertising strategiés the meeting room of
Maybelline New Yorkan executive director, an advertising managdmaad manager, a
design manager, and a regional sales managersatesding an advertising campaign for the
new long last lipstick collections.

Student A

You are an executive director ftaybelline New Yorkeauty solutions. Lead a discussion
with the advertising manager, the brand managergésign manager, and the regional sales
manager about an advertising campaign for the nag last lipstick collections. Invite each

staff to share his/her opinion. Make up any dethidd you need.
Student B

You work as an advertising manager Kéaybelline New Yorkeauty solutions. You present
advertising plans, targeting the audience, andrédirgy media for the new long last lipstick

collections. Make up any details that you need.
Student C

You work as a brand manager fdaybelline New Yorkeauty solutions. You present the
current brand promoting strategies. Emphasizertiportance of brand images and brand
awareness. Talk about the emotions and feelingemss associate witkldaybelline New

York Make up any details that you need.
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Student D

You work as a design manager Maybelline New Yorkeauty solutions. You propose your
ideas on the different ways for promoting the bréorxdhe new long last lipstick collections
in order to persuade the customers to buy the ptedas today’s marketplace is highly

competitive. Make up any details that you need.
Student E

You work as a regional sales manager Ntaybelline New Yorlbeauty solutions. You
emphasize the importance of the language useceiadiert for the new long last lipstick
collections. You stress that effective languagggkn important role to sustain interest and

capture the audience’s attention. Make up any lddtzat you need.

Scenario 2 Public Relations

Situation - Emphasis on introducing a new product:Pharadise Hall a project manager, a
marketing team member, and a sales representagvateoducing a newPhonedesigned
by Apple in California Two members of the audience ask questions pertpito the
prototype of the iPhone itself, and feedback fraheocustomers.

Student A

You work as a project manager for a nélonedesigned bypple in California Prepare a
short presentation to introduce a new productemill. You have to remind the background
to this project and the current offer on the markéen, you have to present a business plan

for a newiPhoneat the end of the presentation. Make up any lddtaat you need.
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Student B

You are one of the marketing team for a netnonedesigned byApple in California Prepare

a short presentation to introduce a new produdhéhall. You have to talk about the
prototype and the specifications you have collefteah tests, focus groups, market studies
and customer feedback. Make up any details thahgeal.

Student C

You work as a sales representative for a idvonedesigned byApple in California Prepare

a short presentation to speak about the methodetteustomer feedback about product
through informal communication opportunities. Yavh to present the background of how
feedback is usually obtained by your company ang wformal feedback is useful. Make

up any details that you need.
Student D

You are one of the audience in the hall. You aterested in the product presented by the
marketing team, and would like to see the protatypsk some questions during the
presentation to show your interest. Make up angildethat you need.

Student E

You are one of the audience in the hall. You arerested in the customer feedback. Ask for
clarification about the method to achieve the retubbugh informal customer feedback.
Then, ask the presenter to contrast the resuilts fn@ company’s formal product feedback

with the results in informal conversations. Makeamy details that you need.
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Scenario 3 Customer Services

Situation - Emphasis on dealing with shipping problems ealacenter: In the call center
of the shipping department bévi Strauss & Cothere are telephone conversations between
two employees and customers who are the purchasamgger and the sales coordinator of
Central Plaza The customer service managetefi Strauss & Coalso gets involved.

Student A

You work in the call center of the shipping depaatrinofLevi Strauss & CoA customer
calls to complain that he ordered 35€Vijeans from the company two months ago, but he
has only received 200. You have to answer the mets call professionally, respond to
customer inquiries, research required informatisimgi available resources, and handle and

resolve customer complaints. Make up any detadsybu need.
Student B

You are a purchasing managerGdntral Plaza You call the shipping department logvi
Strauss & Coto complain that you ordered 3k@vijeans from the company two months
ago, but you have received only 200. Remind theahytbu want to get the other 150 within
10 days. Make up any details that you need.

Student C

You work in the call center of the shipping depatmof Levi Strauss & CoThe sales
coordinator ofCentral Plazacalls to complain that he has not received therotb0Levi
jeans. He has reminded you twice, but you stillhaot shipped the rest others. You have to
answer the customer’s call professionally, responcustomer inquiries, research required
information using available resources, and handterasolve customer complaints. Make

up any details that you need.
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Student D

You are a sales coordinator Gentral Plaza You call the shipping department bévi
Strauss & Coto complain that you have not received the otlr Llevi jeans. You have
reminded them twice, but they still have not shiptiee rest others. Remind them again that
you want to get the other 150 within 5 days. Thgmy talk with the customer service
manager of.evi Strauss & Coabout this problem. Make up any details that yeed

Student E

You are a customer service manager@ifi Strauss & CoThe sales coordinator Gfentral
Plazareminds you that he wants to get the otherll&fjeans within 5 days, and that if you
do not send him the other 150, he will take a legdion against you and you have to give
him a refund. You have to answer the customer’sprafessionally, respond to customer
inquiries, and handle and resolve customer comiglaviake up any details that you need.

Scenario 4 Making Deals

Situation - Emphasis on negotiating and bargaining: In itieeting room ofAdvice
Company the marketing manager dtailand’s Got Talenforogram and his executive
secretary are meeting with the sales directorctkdit control manager and the company

president oAdvice Companto negotiate a deal on a DVD e-tail package.
Student A

You are a marketing manager failand’s Got Talenprogram. You would like to set up
an e-business to sell DVDs to customers worldwitteta compete in a global market. You
will buy a complete e-tail package solution frémvice Companyyou ask them to design,
build and manage your website, and process yoes sdbu start with greetings and positive
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opening, reviewing and agreeing on the agendablesdtang your positions, and clarifying

priorities. Accept and refuse the proposals. Mgkamy details that you need.
Student B

You are a sales director é&fdvice CompanyNegotiate the best deal possible with the
marketing manager drhailand’s Got Talenprogram. The marketing manager would like
to buy a complete e-tail package solution from y@emember you do not want to bring the
monthly fee down lower than $400 monthly fee wittoar-year contract. You have to set a

target for what you want, make and respond to malsoMake up any details that you need.
Student C

You are an executive secretary of the marketingaganofThailand’s Got Talenprogram.
Negotiate the best deal possible with the marketingager oAdvice CompanyRemember
you cannot pay over a global budget of $300 monfitdywith a three-year contract. You
have to set a target for what you want, present goaposal, bargain, accept and refuse, and

negotiate a win-win solution. Make up any detdilsttyou need.
Student D

You are a credit control manager Aflvice CompanyYou are in charge of the contract
negotiation between the customer and your compéay. suggest an alternative proposal
setting the discount rate 5% lower each month #fiefirst two years if the customer signs
a four-year contract. Present your proposal, bargaicept and refuse, and negotiate a win-
win solution. Make up any details that you need.

Student E

You are the company presidentAdfvice CompanyYou look for a creative solution for this

contract negotiation. You outline the contract teryour company prefers proposing that
you will guarantee the sales of 10,000,000 DVD$eaar with the discount rate 5% lower
each month after the first two years if the custosigns a four-year contract. Handle the

conflict, summarize, and then close the negotiatiake up any details that you need.
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Scenario 5 Trading

Situation - Emphasis on placing an order: In the shippiegaitment oBRAND’S it
involves telephone conversations between two opesaas well as the sales director of that

company, and two customers from two different coniggwho call to place custom orders.
Student A

You work forZen Central WorldYou callBRAND’Sto place an order. You want to order
5,000 New Year’s gift sets of genuine bird’s nesvdrage, the ones with your company
name on. Your account number is 992248. Your pwelmader number is ZCW1140. The
shipping method you choose is sea freight. Youresidis Unit 9, North East Industrial

Estate, Central Avenue, Malaysia. Use this inforomato place an order. Make up any

details that you need.
Student B

You work as a call center staff fBRAND’S A customer fronZen Central Worlds calling

you to place an order for 5,000 New Year's gifss#tgenuine bird’s nest beverage with the
company name on. Ask questions to make sure yoallgbie necessary details you need to
complete the form. Ask the customer about compamye) account number, purchase order

number, shipping method, and shipping address. Mplkany details that you need.
Student C

You work as a purchasing manager Robinson You callBRAND’'Sto place an order for
2,000 New Year’s gift sets of essence of chickeretmge with theRobinsonNew Year’'s
cards on. Your account number is 777411. Your @selorder number is RBS1010. The
shipping method you choose is air freight wikpress Air ForwardingThen, you have to
answer the call fronthe logistics and merchandising manageBBAND’Swho calls you
back to ask about your warehousing and shippindgpodetGive the necessary details. Make

up any details that you need.
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Student D

You work as a shipping assistant in the shippirgadenent oBRAND’S A customer from
Robinsons calling you to place an order for 2,000 New N&gift sets of essence of chicken
beverage with thRobinsorNew Year’s cards on. Ask questions to make suvegg all the
necessary details you need to complete the forrk.tlAes customer about company name,
reference, quantity, delivery, documents, and cordtion of the terms of payment. Make

up any details that you need.
Student E

You work as a logistics and merchandising manageBRAND’S You call the purchasing

manager oRobinsorto apologize her for missing some necessary dethibut warehousing

and shipping method. Ask questions to make sureggd@ll the information. Make up any
details that you need.

Note: All the companies, brands, or programs are meati@s concrete examples to make
the lessons understandable to students; howeeepgeitsons and the stories are all fictional,

and any resemblance or similarity in real life isgly coincidental.
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Abstract

This study attempts to investigate the level of @wass and the opinions of Turkish EFL
teachers about the use of corpora in language itepth promote discourse-pragmatic
competence in EFL classrooms. To these ends,utlg gsed two instruments: a survey with
42 Turkish EFL university lecturers and interviewgh 10 of them. Data analysis was
conducted through both quantitative and qualitatpe of analysis. The results of the survey
showed that 11 % of the participants were famik@h the corpora and used them in their
teaching while the others did not have any pamicuknowledge of corpora and
concordancers due to lack of awareness, knowledddi@e. The results support the idea
that in spite of the developments in corpus appboa, the issue of the use of corpora has
not been fully recognized by EFL teachers. The Egdéchers need corpus consultation and
trainings about the use of corpora in languagesotasns. Moreover, the analysis of the
interviews showed that the teachers had positiv@@ms about the corpus examples as they
provide authentic and functional elements of spdkeglish. Thus, the study includes some
pedagogical implications about the use of corpordanguage classrooms to promote

discourse-pragmatic competence in EFL classrooms.

Keywords: corpus linguistics, spoken discourse, pragmatmpetence, EFL teachers
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Introduction

Corpora, in a broad sense, have been on the agétadaguage teaching and learning
since the late 1980s. It has been suggested tihhabreocan be used for several purposes
ranging from teaching vocabulary and grammar toebigang pragmatic competence in
language teaching and learning (Johns, 1986; Le39i/; McCarthy, 1990). Particularly,
the use of corpora in EFL classrooms may be ugetekms of its potential to provide more
authentic texts in the target language rather #haastricted collection of texts given through
textbooks (Bardovi-Harlig, 2001).

The attitude towards the importance of corpofdamguage classrooms has a positive
shift in current years, yet its potential has beeticed mostly by researchers, and a number
of studies investigated the use of corpora in laggueaching for writing, grammar or lexical
competences (Chujo, Anthony & Oghigian, 2009; Hy&td.4; Smart, 2014; Tono, Satake
& Mihra, 2014). There are comparatively fewer sésdon the issue of identifying the level
of awareness of EFL teachers towards the use pbc@mand determining potential uses of
corpora to develop pragmatic competence of langlesgeers. Thus, this study aims to fill
this gap and contribute to the field by providiig tcurrent level of awareness of Turkish
EFL teachers and their opinions about using corfmraromoting pragmatic competence in

EFL classrooms.

In this regard, the aim of this study is two-foldhe first is to investigate the current
knowledge and the use of corpora and concordamgefiurkish EFL teachers through a
guestionnaire, and the second is to identify thimiops of Turkish EFL teachers about using
corpora to promote discourse-pragmatic competantieeir classrooms with interviews. It
is hoped that the study will contribute to the empesearchers’ understanding of what EFL
teachers need to know about corpora and how tthese in language classrooms.
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Literature review
Corpora and concordancing

A corpus, in its simplest term, is an electronittemion of texts. For a detailed and
comprehensive definition, Sinclair (2005) definesapus as “a collection of pieces of
language text in electronic form, selected accaytiinexternal criteria to represent, as far as
possible, a language or language variety as asairdata for linguistic research” (p. 10).
One of the important features of a corpus is psasentativeness. The texts collected should
represent certain features of the language or Eggywariety through several variables like
age, gender, location, type of school (e.g. staf@igate sector), level, teacher (e.g. gender,
gualifications, years of experience, native or mative speaker), class size (large groups,
small groups or one-to-one) and so on (O’KeeffeCldrthy & Carter, 2007, p.1). Corpora
are classified according to their underlying pugsosr design principles. For example, in a
language corpora, both written and spoken textdeaiound according to its type. Written
texts include several types of articles, essaysgasients and notes while spoken texts are
the transcriptions of the conversation taking plwceugh dialogues, oral presentations or
interviews. Some examples of online corpora whighfeequently used with free interfaces
are listed as follows: MICASE (The Michigan CormfsAcademic Spoken English), BNC
(British National Corpus), COCA (Corpus of Contemgry American English), TIME
Corpus and ELISA (English Language Interview Corasia Second Language Application).

Along with the advances in corpus linguistics, ricordancing” was seen as a core
tool and it simply means ‘using corpus softwar@rtd every occurrence of a particular word
or phrase’ (O’Keeffe et al., 2007, p. 8). Some ooap(e.g. COCA) have embedded
concordancers through which users can search $peeific word or a phrase and find out
its frequencies and even compare the results aiogptad the genre included in the corpus.
Apart from the concordancers provided with the asrgthere are both commercial solutions
(users must pay) and freely available online cot@ocers; some of which are listed in the
following: WordSmith Tools, The Sketch Engine (SkBYlonoconc Pro, AntConc,
TextSTAT, ConcApp, Simple Concordance Program.
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Corpora in ELT

Over the last three decades, corpora have beed fmeful in language learning and
teaching in a number of ways by not only teachingabulary and grammar but also in
material design (Chan & Liou, 2005; Cobb, 1999; &iwang, 2003). Corpora with word
frequency lists and contextual evidences allow stesyatic way for language teachers to
decide what vocabulary to teach, which is calle@-aliven learning (DDL) by Johns and
King (1991). DDL facilitates vocabulary teachinglanguage classrooms since the use of
corpora enables several examples about a partivolar, which leads to bottom-up learning
for vocabulary. Thus, corpora and its tools prowiuese opportunities to language learners

which dictionaries do in a rather restricted wayld&rriff, 2009).

Pertaining to the ways of using corpora in langutgaching, Leech (1997) offers
two ways which are called soft versioranda hard version The soft version includes the
teacher’s skill of using the corpora and concoreamd¢o develop corpus-based materials
autonomously. Teachers can create new tasks fordlassrooms such as comparing text-
based and corpus-based approaches to teachingatailus, lexical inference, revision and

critical examination of grammar rules (Gabriela2305).

The hard version gives learners direct accesstlamdkills to use corpora. The
learners can be given opportunities to searchifemselves according to their needs and
interests. For example, learners may search thecadilons with of ‘do’ and ‘make’ in detail
which can be a complex subject for non-native spesafNurmukhamedov & Olinger, 2013).
Thus, the use of corpora by learners can promaende autonomy and learning by

discovery.

Although there are several studies on corporanguage teaching, the attempts to
justify the benefits of corpora for language pedpgare still going on. Particularly, the use
of corpora by teachers needs to be discussedn§ianice, Mukherjee’s (2004) study reveals
that teachers face challenges when attempting twfpus-informed approaches and DDL
into their classrooms and curriculum. Since langu&gchers are the ones who will apply
corpus in their classrooms and introduce it tortlegrners, their level of awareness is also

significant. Furthermore, Tribble’s (2012) studyeals that the number of those who
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actually make use of corpus resources, includiaghers, in their professional practice is
increasing. Romer (2009) points out that corpseaechers can help teachers solve their
everyday problems such as better teaching matesafgort in creating materials, native
speaker advices and more reliable reference resatifence, in spite of the unquestionable
progress in the corpus studies and corpus apmitatihere should be more discussion on
the role of the teachers in corpus-based teaclmddemarning and how corpora can be made

accessible to them.
Pragmatic competence through online corpora

It is acknowledged that language learners showe Ipaagmatic competence to be
competent users of English (Crystal, 1997). Howewube instruction of pragmatic
competence has been discussed as problematic assthe of whether it should be done
explicitly or implicitly (Bardovi-Harlig, 2001, Kgser, 2001; Kasper & Rose, 1999). The
inability of language learners to be exposed toartscourse options or use language in
real-life interactions, and the problem about thailability and authenticity of instructional
materials could be the major causes that make itgapinagmatic competence in language
classrooms difficult (Belz, 2007, p. 46).

Particularly, in EFL classrooms, being away frdre target language community,
learners may experience “pragmatic fossilizatioffilo, 2002, p. 770), which is using
particular forms in pragmatically inappropriate \waystematically. For examplesik and
Cephe’s (2013) study displays that Turkish EFL Epemhave a tendency to overuse and
fossilize discourse elements in their spoken dismuThus, corpus-driven approaches to
language teaching may help the language learnaigdeden or find out about the most

appropriate discourse element in a certain cori@stiuso, 2013; Romer, 2004; Trillo, 2002).

In this sense, the instructional materials plalges role in presenting pragmatic
elements of discourse to language learners. Thostsebooks or other instructional
materials should be able to provide informationhmw to use the target language from
pragmatic view and how to comprehend and use ceatienal norms and practices of

English. Romer (2004) points out that coursebooky not reflect authentic language use,
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so corpus-informed comparisons of authentic Englisth school English would be helpful

for language teachers and learners. For instarikegefie et al. (2007) suggest some of the

functional and relational categories with pragmdiioctions such as discourse markers,

vagueness and approximation by giving samples fliff@rent corpora in Table 1 below.

Table 1 Functional and relational categories with pragmafignctions (adapted from
O’Keeffe et al., 2007, p. 160-165)

Category Examples Corpus Examples
Discourse right, well, so, anyway, ... Il remember when | was young when | was
marking yeah, you know,i mean, youngeryou knower where | come frornjou
and then know. .. (WSC)
but | mean, you know S1: if nothing else we can find the raégiou
what | mean, do you know what | mean
know what | mean, at the S2:yeahbut two hundred numbers is a is a big
end of the day, if you see street
what | mean S1: it's two hundred and seventy idstually
almost more three hundred numbers it's
basicallythree hundred numbers (WSC)
Vagueness just, whatever, basically, It's a bitworrying really. (CANCODE) . ..
and quite, pretty, and things do you want a sleeping bag a couple of

approximation

like that/or something
like that,

(And) that sort of thing
(And) this that and the
other

All the rest of it

(And) all this/that sort of
thing

somethingin case it's cold? (WSC)

S1: Ikind of got the bug to travel, to travel
around more and to move around and live in
different places.

S2: Uh-huh

S1: Went over to Italy and lived with my
brother over there fax coupleof years.

(CIC North American spoken segment)

The examples in Table 1 are given from differempora, which means that they

provide actual use of language in certain contémtsgration of these categories in language

teaching can be done over certain awareness-raagiigties or implicit instruction. For

example, discourse markers suclyas knowso, well, | meanare used frequently by native
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speakers in spoken discourse for several purpaseggng from marking shared knowledge
(you know, denoting thinking processvéll) (Fung & Carter, 2007). With DDL activities,
these pragmatic items might be explicitly presemteldnguage learners.

However, there are some concerns about the igshe native speaker model as the
appropriate model in language teaching. The disongs over the questions ‘who is a native
speaker, only the ones who have learned L1 fromdlebod?’ or “is it possible for the ones
who acquired L2 later can become competent usdr$df Lee (2005) suggests on the issue
that instead of the native speaker model, the é&arahould be given achievable models
through re-evaluating and revising the issue. €aeners should be treated as what they are,
not as potential native speakers (Andreou & Galaont) 2009). Along with these concerns,
it is argued here that if particular functional amthtional discourse elements are included
in foreign language teaching, EFL learners may &gl their fluent and naturalistic
conversational skills, to help avoid misunderstagdn communication, and, essentially, to

provide learners with a sense of security in L2in{& & Carter, 2010, p. 433).

Although corpora can provide these pragmatic sasfiom native speakers’
discourse, the materials gathered from corporaldhoel enriched to be used in language
classrooms. Braun (2005) suggests how the corpteriada can be converted into more
pedagogically relevant teaching materials via autihation process involving the following
steps. Teachers and learners may firstly studgdhgus description and the texts within the
corpus. With this familiarisation process, theylwi able to analyse the language in detail
so that they may focus on the expressions or siregtin these texts and decide on which
ones worth exploring more in a discourse-basedoggbr. Besides, teachers and learners
may exploit pedagogically relevant corpora. For nepke, English Interview Corpus
(ELISA) provides transcripts of 28 videotaped imtews with native speakers talking about
their professional careers along with some ac#sitiThe texts of these interviews may be
used for comparing the use of English accordintpéir professions, for teaching language
learners about how a person should introduce hitheeself and for reaching genuine
language samples from native speakers to discumg aktopic. Furthermore, Dose (2013)
offers another pedagogical corpus called CATS (Gogf American Television Series) for

spoken discourse awareness. CATS consists of diesotpken from four contemporary
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American television series and can be used aslaegltage materials by providing

appropriate and accessible spoken models in EFsi@dams.

Al Saeed and Waly (2009) also suggest that awasgiogvards pragmatic situational
utterances can be increased through individuaraugactivities. For example, in a group
work, each group can have the following corpus-thaBalogues on flash cards to focus on

the meaning and the level of sincerity of the agglo
1. Mr. JonesGo and get me the papers, Matthew
Matthew:I’'m sorry, are you talking to me?
2. ManagerWe regret the delay, naturally.
Lucy: Is that all you have to say?
3. GeorgeSorry, you failed your exam.
Barbra:You should be too.
4. Ed:Excuse md.think that is my seat.
Ashley:I'm sorry, but | don’t see a reserved sign.

A recent study, by Geluso and Yamaguchi (2014yeaked that corpus-based
learning can be used for developing speaking skillthe learners in terms of formulaic
language. They concluded that language learnersared their repertoires of formulaic
language and ability to employ them in their cosa#ion in a pragmatically appropriate
manner by using COCA in a course based on DDL iiesv COCA was first introduced to
the learners and the learners were required tsimmate formulaic spoken language existed
in the corpus to compose their speaking journalstaach these phrases to their peers.

DDL can also be integrated into L2 pragmatic ingion with meta-pragmatic
awareness activities. Belz and Vyatkina (2005) fgmirout that DDL was found effective by
showing hard-copy examples of spoken discoursesitentEFL learners, explaining them in

detail and making the learners use of these itEorshermore, teachers may create exercises
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based on the concordance information and blankipgracular discourse element out and

then learners can be asked to deduce the missmaggfrom the contexts (Mishan, 2004).
Research questions

Except for a few studies (Mukherjee, 2004; TribBi@12), there is little known about
the knowledge, level of awareness, insights of Eféchers on the use of corpora in language
teaching. Given the importance of the issue anctggaf research, the present study aimed
to explore the issue in the Turkish context throwaglguestionnaire with 42 university
instructors and semi-structured interviews. Theaesh questions which guided the study

were:
1. What is the level of awareness of Turkish ERickers about the use of corpora?

2. What are their opinions about using corpus-baseimples for particularly pragmatic

competence in their classrooms?

Method
Participants

The participants of the study were 42 non-nativé EStructors randomly selected
out of 140 working at School of Foreign Languagka targe state university. This school
aims at preparing university students who will statitheir own faculties where the medium
of instruction is fully or partly English for thefuture academic studies. The participants
were instructors teaching English to the universiiydents at different levels of English
proficiency ranging between beginners level (Al) upper-intermediate (B2) on the
Common European Framework of Reference for Langia@EFR). The teachers
participated in the study on a voluntary basis.ylWwere teaching the students who were
academic purposes language students and genepaispsrlanguage students. As for the
demographics of teachers, 88 % were females afd W2re males. In terms of the highest
level of academic qualification, 43 % of the instars were BA holders, 45 % of them were
MA holders and 12 % of them were PhD holders. Hngdst age group was 20-29 year olds
with 57 % while 26 % of them was 30-39 year oldd @&r?6 of them was 40-49 year olds.
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Moreover, interviews were conducted with 10 of tegpondents of the survey. The teachers
interviewed were 2 BA holders, 8 MA holders and liDPholders in terms of academic
qualification; 9 female and 1 male and in terma@é range, from mostly the age group of
20-29 year olds.

Instruments

To reach the objectives of the study, two typemsstruments were used. A survey
was used to investigate the current knowledge lamdetvel of the use of corpora by Turkish
EFL teachers. A survey is a method to get “a snapsihconditions, attitudes and/or events
of a total population at a single point in timednllecting data from a sample drawn from
that population” (Nunan & Bailey, 2009, p.125). Thervey was adapted from Tribble
(2012) which also attempted to better understandtwiad been happening in corpus
applications and language teaching. Tribble’s (20divey is the only comprehensive
survey about the use of corpora in language tegdami is in line with the objective of the
study. The survey was adapted according to thewely two experts in the field of corpora
and language teaching for content and construadityal The survey adapted in the study
includes first a kind of introduction about what@pus means and examples from a corpus
since the respondents might have never seen a<offwe survey contains 24 items
including 17 multiple-choice questions differingcacding to the question and seven open-
ended questions. The survey consists of four sectidemographic information, using
computers and operating systems, using corporaaggestions for accessible corpus use.
The researcher administered the survey by herseHse there were any questions or unclear

points during filling in of the survey.

Moreover, to identify the opinions of Turkish naative EFL teachers about using
corpora to promote discourse-pragmatic competemtieeir classrooms, a semi-structured
interview was used. With a semi-structured intesyi¢he interviewer not only provides
guidance and direction but also lets the interveeweaborate on certain issues (Doérnyei,
2007, p.137). The researcher interviewed 10 teachBhne interview questions were
developed by the researcher and piloted in ordensure that the questions were clear and

covering the issues aimed at. The interview was edsried out by allowing respondents to
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discuss and raise relevant issues about the guosstMoreover, before the interview
guestions (see Appendix 1), the researcher brgeflye information about what a corpus is
and its types. Along with the interview, Table kalples 1 and 2 were also introduced to
elicit their opinions. During the interview, the témviewees were given necessary
explanations by the intervieweilhe interviews were conducted in English as theheis
voluntarily wanted to do so, in order not to coaatsh between L1 and L2 frequently. The

interviews were recorded with the informed consdrihe interviewees.

Data Analysis

The data collected through the survey were analgssdriptively in Microsoft Excel
2013. The frequency analysis was conducted on ldsd-ended questions in the survey
while the answers for the open-ended questions listesl as the results of the study. The
interviews were analysed qualitatively through eomtanalysis which is a type of analysis
including coding for themes, searching patterngy amaking interpretations to draw
conclusions (Ellis & Barkhuizen, 2005). For theabllity issue, the researcher and another
researcher who has a PhD in the field of TEFL fisteto the recordings twice to identify
and interpret common, recurrent and underlying g®rithey worked together throughout
the coding. During the qualitative analysis of itterview, the level of subjectivity was tried

to be reduced by including another critical reskardnto the analysis.

Results and Discussion
The survey

The survey provided the answers for the first resequestion which was to investigate
the current level of knowledge and awareness ahia about corpora. The survey has two
dimensions within itself. The respondents who ckdnthat they were familiar and used
corpora in their teaching were asked for speciiioimation about their use of corpora.
Furthermore, the respondents who declared thatdlteyot use corpora at all were asked
about their reasons and their opinions. Regardiagkhowledge of computer and operation

systems, 78 % of them rated their expertise as@ifunal computer user, 17 % of them as a
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beginner while 5 % of them as an expert. In terimmputer skills, 53 % rated themselves
as a confident user of Office applications, 33 %hafm as a basic user, and 14 % of them

had training capacity in the use of Office applimas.

Within the survey, the participants were introdlit@ a sample of corpus and asked
when they first saw this kind of corpus data. Adwog to the results of the study (Figure 1),
47.6 % of the participants stated that they haegnsgen it before, 42.9 % of them had seen
it between 2001 and 2012 and 9.5 % of them betw88a and 2000.

Not seen betore

Figure 1. Familiarity of the teachers with the corpus

On the other hand, when asked whether they useditid of data in their teaching,
only 5 (11 %) of the participants stated that thegd it. This result is highly significant that
the majority of the teachers have not used comukeir teaching. It can be expected that

the knowledge and the use of corpus in such a sagiplat includes university lecturers and

mostly qualified teachers participated in gradyategrams would be comparatively higher
because of the nature of the university contexbedoable to reach or experience more
innovative methods. Furthermore, pertaining to rtleaiperience with corpus, the results
displayed that 3 out of 5 teachers have been usmgy for one year and the others have
been using for 3 and 5 years. In terms of the lagyg use corpus in language teaching, the
teachers stated that they used corpora in langigaghing as a resource when developing
their own teaching and learning materials (papesedaand electronic), as a reference
resource for professional use and for their stiddidwever, when they were asked about

the details of using corpora, the answers werelylosiited. They reported that the corpora
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they used were BNC (British National Corpus), METUrkish Corpus and MICASE. As
for the concordancers, they were familiar with Lovan mini-concordancer, Oxford
Concordancing, Wordsmith Tools and AntConc, ang gtated these programs were useful
for them. However, only one of them stated thauseof corpora has changed their teaching
a lot while the others stated that it contributeblita Similarly, three of them stated that a
corpus-informed approach to language teaching kst their students a bit while the
others reported it as a lot. The teachers alsdgaiout that corpora are relevant for language
teaching since they are useful in vocabulary teaehDn the other hand, they reported that
the corpora issue is very new and the teacherstknow how to benefit from it so it should

be more promoted.

Since there are few similar studies aimed at figdbut the current knowledge of
English teachers about corpus, the results ofdtee@buld only be compared with Mukherjee
(2004) and Tribble (2012). The results of the stady consistent with Mukherjee’s (2004)
study with 248 qualified English language teacher&ermany which ended that 80 % of

the English teachers claimed non-familiarity withrora.

Tribble’s (2012) study was conducted with 560 cegjents from 63 countries which
showed that over 75 % of the respondents were wsirgpra in their practices for personal
reference and student reference. The participdstsstated that they used corpora mostly
for the preparation of course books or paper-batass material. When compared with

Tribble’s (2012) study, the current study is a draasle one and ended with significant low

number of the respondents using corpora. Howeveriathe scarcity of the research on the
issue, the results of the study display the issoi@ fanother context, Turkish EFL context,
which do not exist in Tribble’s (2012) study. Acdmg to the results of Tribble (2012), the
largest group using corpora in practice is univgisicturer, followed by the groups such as
language teachers, researchers, teacher educadbnsamager. Although the respondents of
the survey of the current research are only limitedniversity lecturers, the percentage of
the respondents using corpora is very low, whiamoisin line with Tribble (2012). Tribble
(2012) also states that the findings are impetfecause of the selective nature of the sample
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through which the data are drawn from a certainroomity of practice. It may be concluded
that this selective nature of the sample who abéngito participate in the Tribble’s (2012)
survey might have ended with a lot more ratio eftamber using corpora.

Regarding the reasons why the respondents didsetorpora in their classrooms,
Figure 2 displays their opinions and reasons onidbee. According to the scale of the
reasons, lack of knowledge about the potentiabgb@ra for language teaching with 36.9 %
is the most significant one, followed by lack ohidence about using computers to analyse
language (15.4 %) and lack of access to appropsiatevare (15.4 %). Moreover, lack of
time and knowledge generally about computers dreraeasons that the teachers have also
stated. Similarly, Tribble’s (2012) study lists tHack of enough time and knowledge of
potential corpora are the most important reasonshi® teachers. These results may shed
light on the field about what is needed to raisedtvareness of teachers towards the use of
corpora. There should be more transfers from cdipgaistics into the language pedagogy.
The advances in corpus research are not suffigiestbgnized by teachers and learners and
they are not aware of the availability of usefldaerces and hands-on experiences (Boulton
& Peres-Paredes, 2014; Rémer, 2011).

I don't have enough knowledge of the
I'mnot suthiciently confident in using

[ don'thave access to approprate software
I'mnot sufficiently confident in using

I don't have enough tune to develop these
I don'thave access to computers

I don't thank it adds much to language

[ don't have access to texts that will be

I've tried it and my students didn't hke it

0.0 5.0 10.0% 15.0% 20.0% 25.0 300 35.0 10,0

Figure 2.Reasons for not using corpora

Furthermore, the teachers were also asked whditroeghelpful to make more use
of corpus data in their teaching (see Figure 3g¢ytated significantly that training in corpus

analysis is necessary with 49.1 %. Also if they camtact with other teachers who are using
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corpora (22.6 %) they can make use of corpora. Mijkh’s (2004) study also points out
that virtually all participants have stated Englshguage teaching may make use of corpora
a lot after they are trained in using corpus ilgleage teaching. Recently, Lenko-Szmanska'’s
(2014) study also reveals that the trainee teadisers stated positive reactions over using
corpus for language teaching purposes after a Bkwaining on corpus use. As a result,
the results of the survey show that although thHesee been numerous studies and
developments in corpus linguistics, the corpus #uedrelevant software should be made
more accessible to teachers. Romer (2011) alscestgythat we should focus more attention

on language teachers and their needs to suppeontiththeir work.

training in corpus analysis

contact with other teachers who are using
corpora

more relevant text collections
training in computer skills

0.0% 20.0% 40.0% 60.0%

Figure 3.Suggestions for more use of corpus data

Although there are several possible kinds of wfesorpora in language teaching
directly and indirectly (Gabrielatos, 2005), thadings of the study point out that the
teachers are mostly not aware of the potentialogpara. Moreover, the studies (Chan &
Liou, 2005; Sun & Wang, 2003; Yeh, Liou & Li, 200i@vealed that the use of corpora is
versatile in teaching vocabulary, grammar and itenie design. The current study shows

that there is still a gap in the actual practiciesoopora in language classrooms.
The interview

For the second research objective about identifyirgyopinions of the Turkish EFL
teachers about the use of corpus-based exampl@isamfurse and functional relations in

terms of pragmatic competence, interviews were gotedl. Among 10 interviewees, 3 of
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them stated that they were familiar with corpug tbay did not have any detailed knowledge
about it. The interviews were guiding to discusd atentify the opinions of the teachers
particularly towards using corpus examples in lagguclassrooms. Teachers’ opinions
might be helpful in identifying the ways of integrey corpus into language classrooms.
According to the answers to the guiding questicsied by the researcher, the following

themes were composed and some statements wereigiveded number of the teachers.

Use of authentic, functional, free-standing examplef English in EFL classrooms

Regarding the question about the opinions towastsyuauthentic, functional and free-
standing examples of English used by native speakdfFL classrooms, all of the teachers
stated that they were definitely necessary andcefe Their opinions were in line with
Sinclair (1997) since they stated similarly “thesenconsistency between the actual use of
language and the use in language classrooms”. dlfwaving reasons were stated for the

importance of the use of authentic examples ofiBhgh EFL classrooms:

We really need these examples because the couksebometimes can be unrealistic.
(T8)

Mostly we teach academic English but it's not e d3)
Since we are non-natives, we need to see the natesof language. (T4)
We trust more to these materials as they are attheii5)

Our students don’t have any contact with nativeakpes; that's why we need these kinds

of examples. (T7)

All of them also stated that they could obtain eh&mds of examples mostly through
internet, certain web sites, TV series, moviedléés magazines and newspapers. Moreover,
60 % of the respondents pointed that they incluthede examples in their classrooms
through latest published coursebooks. Some recamtsebooks contain these kinds of
examples implicitly or explicitly. They especiallged these kinds of items for speaking and

listening purposes.
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Use of corpus-based functional and relational elemg

The interviewees were asked to state their opinadmit the functional and relational
elements (Table 1) to promote discourse-pragmatitpetence of their students. All of them
agreed that they were definitely necessary anddtimilar reasons for this necessity such

as follows:

These elements are the things that we really neddach as coursebooks are giving

these kinds of elements in a very limited way. (T5)
Generally the language we teach is too bookish) (T3

We are teaching language in the classroom butitsthe language in the real world.
(T10)

Teachers also should use these elements in theretaas but since we are non-native

teachers, it is also difficult for us to use thenthe classrooms. &)

As teachers, even we, are not totally aware ofethdgeachers use it, they will use it.
(T8)

The statements of the teachers indicate that #reréwo ways of including corpus-
based functional and relational elements in thescteoms. Firstly, through coursebooks they
should be promoted. Although recent coursebooke laawertain level of these items, the
teachers stated that they were limited. Bardoviiglg2001) also states that generally
textbooks cannot be considered as reliable sowfggggmatic input for language learners.
O’Loughlin’s (2012) study on analysing coursebo@keals that language learners are
exposed to only three quarters of the most 150§uéret words in English. Thus, teachers
and learners spend most of the class time on leguigncy words. Romer (2004) suggests
that the corpus-researchers need an EFL textbagkisdo compare ‘school English’ with
authentic or real English. This kind of evaluatminthe coursebooks might provide more
pragmatic competence of non-native language lesuofeEnglish. Trillo (2002) states that
non-native speakers have a kind of pragmatic distémthe target language. So the level of
exposure of non-native speakers to pragmatic itemag determine their easiness and

contextual proficiencies in English. Secondly, tbachers also believe that the teacher has
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a vital role on the issue by using these elemadntséif/herself in their classrooms. However,
since they are also non-natives, they do not feefident about using these pragmatic items

in their spoken discourse as well.

Furthermore, the following examples taken frompcsr (see example 1 and 2) were
presented to the teachers to take their opiniomsitabnd how to include them in the
classrooms. Example 1 includes a dialogue that pexte in a photocopy service room from
MICASE Corpus and belongs to Science Learning C&gevice Encounters in a university
atmosphere. Language learners can be requiredltgsarthe dialogue in terms of discourse
markers such asuz, actually, yeghexical chunks such dkere you go, by chan@ndto

have change for

Example 1

SU-m:can i get a P-C computer?

S1:actually we don't have one right now. [SU-m: ohdre's a waitlist if you
wanna sign up.

SU-m: okay oh

S1:ijust need your M-Card <SCANS CARD>

SU-m: thanks. <PAUSE:14> you wouldn't happen to have gbdar a dollar
would you?

S1:actually no, sorry.

SU-m: do you know where i can get change, anywhere?

S1:um, Chem Stand downstairs maybe or, i wo- are gingut for vending

machines? cuz they take dollars.

SU-m:i'm using it for the, copier.

S1:the copier takes dollars.

SU-m: okay

SU-m: hi.

S1:<SCANS CARD> just a computer?

SU-m: yeah. <SCANS CARD> thanks.

SU-f: hey <PAUSE:15>

S1:<SCANS CARD> there you go

SU-f: thanks.

SU-f: Teresa do you have a Post-it by chance?

S1:yeah actually i think i do, right here

Example 2 below includes a more functional analgéia discourse itemyell, in the
following concordance lines. The lines below digpaveral examples ofell taken from

in-class oral presentations of native speakersgfigh from MICASE corpus. In particular,
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the first line illustrates the use wkll for opening a topic or in the third lineell is used to
denote the thinking process. Through these kindexaimples, language learners might

notice these features of discourse elements.

Example 2

know you have to wrap it up okay? <PAUSE:07> S4wet thank you for being present for our
nation of cross-sectional, studies and pragmaditgdyell through this class we all know that there
have to read it i think S4: okay <PAUSE:13> S4:well this is <PAUSE:07> S1: uh put out the
other in the way they should response . so wetdidbut,well later you'll know but, it didn't really
work define the terms... by ourselves, and <PAUSEUm...well first you see, there are six (not
yet,) six ess, cuz it was confusing for us, solyah... S5well that one comes out i mean maybe if
well that one comes out i mean maybe if we S4: miwell i'll just move it as i read it... SO um
maybe you can almost see it SU-f: okay S1: yeahwsl they're locked, but i'll bring the esting, and
definitely um excuses for the classmatevai. um, but, the most interesting, results, is when
mbarrassing to tell anybody that i have diarrhed, &ell i was trying to get hold of her and ask or
both your friend and for your professor. S3: okagll um if we were to do this experiment again ed
to catch on to what we were doing so we we mightelssend both scenarios to everyone, and h)

All of the teachers stated positive reactions alioelexamples above and the use of
corpora for teaching the functional elements okspoanguage. The following statements

were taken as examples about their opinions:
In a coursebook, we don’t see such a dialogue. (T6)
These examples are really nice and motivating tiadents. (T9)

Students are actually enthusiastic about learning then using these examples in their
own spoken language but sometimes some learneestbadency to exaggerate their use
which may seem artificial, the reason for this tldeynot really have the function of such

expressions.(T1)

Moreno Jaen and Perez Basanta (2009) also pditth@ucoursebook conversations
use artificial scripted dialogues about what pe@péelikely to say or in most cases drawn
from written language. This issue is also suppote@®dmer (2004) stating that instead of
invented or constructed sentences, the examplespoken corpora should be used.
Furthermore, recent studies such as Miiller (200&)g and Carter (2007),sk and Cephe
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(2013) have shown that non-native language leaofdtaglish use fewer discourse markers

than native speakers in their spoken discourseaksadin a more limited way of functions.

Suggestions for the use of corpus-based exampledassrooms

The teachers also stated their suggestions fouskeof corpus-based examples in
classrooms. These suggestions might be helpfubdtin corpus-researchers and language
practitioners to develop in-class or out-of-classivities which may work to improve
discourse-pragmatic competence of EFL students.sliggestions are gathered as in the

following:

- Spoken text transcripts can be used as a readsgaga and then writing a similar

dialogue

- As a speaking activity, the texts can be given &kenstudents analyse the language

by discussing “What would you say in such situa®ion

- By creating some real-life situations like roleyplave can make them use these

items.
- As a self-study, students may use corpora and cdanoers on their own.

- Through discourse completion activities, studendéy rind out the right functional

pragmatic elements according to the context.

- Through discovery learning, students may be reduioefind out the functions of
these pragmatic elements.

- Teachers may create their own materials basedese tlements by using corpora or

adapting them according to their needs.

According to the overall evaluation of the intems conducted with the teachers, the
use of corpus in language classrooms would be Wledpfl creative for developing materials
related to the functional elements of language. &l@r, they also agreed on that it might be

difficult for them to use it all the time as theypwd need plenty of time to search and adapt
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the examples in the classrooms and they had wall certain pre-determined syllabus and
course books which might not allow them to useanrtaterials in the classrooms. Thus,
major publishers should produce more DDL mateald coursebooks to be directly used
in classrooms (Boulton, 2009).

Conclusion

In line with the developments in corpus linguistaosd information technology, there
emerged a necessity to update the resources,dtistral materials or the techniques in the
mainstream of language teaching. Using online aar@nd concordancers in language
classrooms are helpful within this renewal proc€spora and its tools can be used for
several purposes in language teaching since itgee\available and authentic examples of
language in a wide range of contextualised texwwéVer, there is a gap between the

developments in corpus linguistics and their udamguage classrooms.

This paper has attempted to investigate the le¥edwareness of EFL teachers
towards the use of corpora. Moreover, it also digphow corpora and its tools can be used
in language classrooms for awareness-raising t@ayaatmatic view of discourse elements.
The study results indicate that although the dewraknts in corpus linguistics and
technology are increasing, still, EFL teachers mwe familiar with the use of corpora.
However, non-native speaker teachers of Englishb@uphe ideas that the use of corpora in
classrooms will enrich and empower language tegdioinboth teachers and learners if they
are exploited accordingly.

Particularly, the use of corpora in language ctas®s can highly be effective in EFL
contexts since the corpora may provide EFL teachedslearners be exposed to authentic
language and materials (Zhang, 2008). Teacherdeamders in EFL context are having
difficulties to reach the genuine examples of Esigland they may not be sure about the
correctness and authenticity of their discoursEnglish. Therefore, in order to bridge the
gap between the corpora and its use in languagsrolams, trainings or workshops about
the practical use of corpus in language classraande given to the EFL teachers. Corpora

can also be introduced in pre-service teacher diduca
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The current study is a small-scale research inighrkFL context. However, further
research can be done with an increasing numbarlpésts and in different contexts about
the current situation of corpus linguistics in laage teaching. Activities can be developed
more from different corpora and their contributitmthe pragmatic and communicative

competence needs to be searched.
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Appendix 1: Interview Questions

1) What do you think about using authentic, functiomadl free-standing examples of

English used by native speakers in EFL classrooms?

2) How do you reach these kind of examples? How do ipalude them in your

classrooms?

3) What do you think about these functional and refal elements (Table 1) to

promote discourse-pragmatic competence in class®om

4) Through examples of activities taken from a corpusat do you think about using

these examples in your classrooms?

5) How would they help, how would you apply them iruyalassrooms?
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Douglas, N., & Bohlke, D. (2015Reading Explorer $2nd ed.). Boston: National Geographic
Learning/Cengage Learning, 208 pages.

Reviewed byKenneth Boyte Middlebury Institute of International Studies

The second edition drReading Explorer 3y Nancy Douglas and David Bohlke (2015)
includes new and updated topics and a new sed@using on strategic-reading and critical-thinking
skills. Based on authentic articles adapted frNiational Geographicmagazine, the popular
intermediate-level textbook package is part okdesiel series of interactive reading texts for ggu
adults and adult ESL learners designed to help ttewelop reading comprehension skills and

vocabulary knowledge.

The sequencing of activities Reading Explorer 3as well as the types of activities included
in the textbook, is appropriate for the target papon, familiar to students and teachers, and
consistent with conventional practices in the fiefdsecond language acquisition (Hedgcock &
Ferris, 2009). Units, which include two passagehemd can be extended with an optional DVD
activity, begin with a full-color photograph. Wammp- questions also are included to introduce the
topics to be covered. Combinations of cloze-conmetdiscussion, labeling, predicting, scanning,
sequencing, skimming, and surveying sections amiditly precede each illustrated reading passage.
Lines of text within each passage are numberedtérials of 5, key words are highlighted in red,
and low-frequency words are glossed in footnotashipassage is followed by seven multiple-choice
items that assess the student’s ability to identifin ideas, details, vocabulary, inferences, cause

and effect, purpose, paraphrase, and correct senteder in a paragraph.

Careful attention appears to have been given ttegtralizing reading content by providing
students opportunities to make connections betwleetexts and their own experiences, activating
prior knowledge before reading. Such a top-dowrr@ggh to teaching reading has been dominant

since the introduction of the psycholinguistic motethe late 1960s. Bottom-up skills also are
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targeted irReading Explorer 8vith a focus on words and affixes. The full-cdiextbook additionally
provides activities promoting interactive languadédls. For example, in addition to the warm-up
guestions presented prior to each passage to lassl discussions and the optional DVD activity
afterwards, chapters include exercises that regtirgents to produce short written responses. The
optional online workbook also offers more readimggtice and extends chapter reviews into the

hypertext realm of the Internet.

Each of the 12 units iReading Explorer 3s thematic, content-based, and covers topics
ranging from sports and fitness, to islands andHtes, popular culture, natural disasters, endadgere
species, engineering, cognitive science, and mechedlenges. The selection of topics, presumed to
be of high-interest to readers, is important fogaging students in actively reading. Unit 9, for
example, focuses on the exploration of space. Baginwith a full-page view of Earth from the
International Space Station, unit 9A (“Far Out”egents an account of a terrifying spacewalk
experienced by Italian astronaut Luca Parmitanati@oing the theme of space exploration, unit 9B
(“The Ultimate Trip”) examines privately funded wailt and manned explorations of the solar
system, in what Mason Peck of NASA describes as bibginnings of a new space age” (p. 149).
Following the passage, a two-page graph illustrttes276 space missions that have been made
internationally since 1961. The optional DVD adijells the story of astronaut Bruce McCandless,

who in 1984 “ventured further away from the safaitpis ship than any previous astronaut” (p. 155).

A sample analysis of the passage in unit 9B indgdhat the text has a Flesch-Kincaid
Readability Ease score of 64.8% on a scale of 0-A0€ording to this scale, texts with scores closer
to 0 are more difficult to read, and texts withresocloser to 100 are easier. Typically, nativakpes
of English 13-15 years of age can easily read t@ittescores over 60. An average grade-level rating
of 8.8, based on Flesch-Kincaid and other leadsagability measurements provided by Readability-

Score.com also indicates that the text is apprtepfa ELLSs.

Although the seemingly self-contained nature of lssons and the familiar formatting,
activities, and item types are strengthfkefiding Explorer 3the textbook does not escape a wave
of criticisms in the field of SLA amplified by tHRAND Reading Study Group in 2002. At issue is
the extent to which reading comprehension can byto@ assessed and the validity/reliability of the
inferences made based on conventional item typeseker, to the credit of the authorsRéading
Explorer 3 both who have extensive experience developing Eflerials, the debate over best

practices for teaching and assessing reading cdrapséon has been ongoing since reading was first
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scientifically studied in 1879 by Wilhelm Wundt the world’s first laboratory of experimental
psychology (Venezsky, 1984).

The professionally presented textbook is suppdoted teacher’'s guide, audio CD, DVD,

assessment software, and an Internet-based workbook
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The Impact of Self-Concept on Language Learn@gjzér, K., & Magid, M. (Eds.), Bristol:
Multilingual Matters, 2014, Pp. ix + 424

Reviewed byYing Zhan, Guangdong University of Foreign Studies, Guangzi@hina

Along with the emergence of World Englishes, theerd paradigm shift of second language
(L2) motivation research from “integrativeness” (@zer & Lambert, 1959) to “possible L2 self”
(Doérnyei, 2009) has manifested itself in the insea the number of related publications. Second
Language Acquisition (SLA) researchers these delgom doubt the applicability of self-concept in
L2 motivation; however, they hesitate to addrestageissues, such as how self-concept impacts L2
learning and how teachers can use self-concepbtivating learners to learn English in classrooms
(Csizér & Magid, 2014). With these issues in mi@djzér and Magid provided the stimulus for
heated discussions from diverse ideas and perspectiting evidence collected through various
research methods across Central Europe, Canads, &kl Australia. As a result, they edited this
exciting volume which has the potential to enhamgaunderstanding of the role of self in L2 leamin
in a profound manner and enlighten us about thegmgical use of self-concept at the classroom

level.

The volume is clearly structured in a “theory—reskapractice—further research” logic. Part
1 describes different theories on which most ofehmpirical studies reported in this volume were
built. Dérnyei emphasizes the essential role of visionraedtal imagery in future self-guides that
regulate language learning. McEown et a&bmpare the Social-educational Model, Self-
Determination Theory, and the L2 Motivational S&§stem and suggest the similarities and
differences among these three theories, which intiyflexible researcher usage of the theoretical
constructs by considering specific research foeirt B is concluded by Mercer's theoretical
discussion on the multi-dimensional self-model thatludes personal, social, contextual, and

temporal variations.

Part 2, the major section of this volume, expl&io® self-concept impacts L2 learning based
on empirical evidenc&hapters 5, 6, 8 and Jiluminate the relationship among self, self-regian,
L2 motivation, and autonomy at different levelssohooling (i.e., primary, secondary, and tertiary
education) and in various contexts (i.e., Hung8oyth Korea, Canada and Polariéhapters 5 and
6 explore the age difference when interpreting thegex relationships among self, self-regulation,
autonomous learning or English test scores, wlilapter 8focuses on the mediation of culture in

the connection between autonomy and the S&lapter 1lexamines the roles of self-efficacy beliefs
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and self-concepts in self-regulated learni@papters 7, 9, 10, 1Mhvestigate identity and its
construction. They show the crucial role of thé-sehcept in students’ L2 motivation and the fastor
(e.g., learning contexts, significant others, leash emotions, language experiences and societal
norms) contributing to the self/identify constrecti In addition, it is claimed that language idgnti

is bicultural and dynamichapters 13, 14 and Idiscuss L2 self from a social perspecti@bapter

13 explains why Japanese learners remain silentllageoEnglish classes through the analysis of
social anxiety and self-focus imagéhapter 14examines the interplay of self-concept, students’
willingness to communicate, and the sociocultuaaitext.Chapter 15nvestigates how the L2 self-

system is linked to socialization, identificatioat{ern, and L2 accent acquisition.

However, the chapters in Part 2 are not organizedrding to a thematic categorization. It
might have been better to group the chapters wiaele similar research foci to facilitate the reader

understanding of self-concept and its relations¥ith L2 learning.

Part 3 discusses self-concept from the perspeativiesichersChapter 16explores how the
motivational strategies employed by teachers mediattivated language learning behavior and
suggests the non-linear relationship between tegchind learning.Chapter 17 describes a
longitudinal case-study on the development of tAaédaching motivations of two Chinese teachers,
drawing insights from Complex Dynamic Systems Thedtr seems, however, that this particular
chapter is a slight deviation from the topic of tlume “the impact of self-concept on language

learning”.

Part 4 focuses on the application of the L2 Motoradl Self System in classrooms using
intervention studieChapters 18 and 1&port the motivational programs where imaginaptayed
a key role in motivating Chinese learners to ldanglish. These programs enabled the participants
to clearly visualize their Ideal L2 self and thgoals for learning English, which greatly enhanced
their learning motivation€hapter 20echoes the power of visualization in the progréentancing

the motivation of Catalan University students.

Part 5, the concluding part, proposes further resedirections in five aspects, namely,
theoretical paradigms, self-regulation, identignduage learning experience, and L2 motivation

programs.

Overall, this volume will likely benefit SLA resedrers and language teachers who seek to
understand the inner-self of language learnersheg lkearn a second language. Self-concept is
interpreted from multiple theoretical perspectiaesl presented in a multi-dimensional manner.

Another strength of this volume is evident in tiger of various quantitative and qualitative metsod
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that were adopted in the empirical studies. Thkh@s succeeded in giving the readers only a brief
glimpse of the intricate interplay between selfogpt, learning behavior, and learning. Further

investigation is of course required.

References

Csizér K., & Magid, M. (2014). The self-concept dadguage learning: An introduction. In K. Csizér
& M. Magid (Eds.),The Impact of Self-Concept on Language Leariippy 1-4). Bristol:

Multilingual Matters.

Dornyei, Z. (2009). The L2 Motivational Self SystdmZ. Dornyei & E. Ushioda (EdsMotivation,
Language Identity and the L2 S@dp. 9-42). Clevedon, UK: Multilingual Matters.

Gardner, R. C., & Lambert, W. E. (1959). Motivatbvariables in second language acquisition.

Canadian Journal of Psychology,,1366-272.

Dr. Ying Zhan is an associate professor at Guangdémiversity of Foreign Studies, Guangzhou,
Guangdong Province, China. She has taught Engli€hiina for over 10 years in a variety of contexts.

Her research interests include L2 learning motirgtidentity and language assessments.

227



Asian EFL Journal Research Articles. Vol. 17 NogcBmber 2015

ASTAN
EFIL,

;(_‘) l_j I‘ N .".\. l The EFL Professiomal's Writtan Foces

Guidelines for Submissions

Submissions for the Quarterly Issue

Submissions guidelines

TheAsian EFL Journal Quarterlys a fully peer-reviewed section of the journakiewed by a team

of experts in EFL from all over the world. TAsian EFL Journalvelcomes submissions written in
different varieties of world Englishes. The reviesvand Associate Editors come from a wide variety
of cultural and academic backgrounds and no digtimds made between native and non-native
authors. As a basic principle, thsian EFL Journalloes not define competence in terms of native
ability, but we are a strictly reviewed journal aadtlour reviewers expect a high level of academic
and written competence in whatever variety of Bigis used by the author. Every effort will be
made to accept different rhetorical styles of wgtiTheAsian EFL Journablso makes every effort
to support authors who are submitting to an intéonal journal for the first time. While major
revisions may be requested, every effort is madexfdain to authors how to make the necessary

revisions.

Each submission is initially screened by the Sefgsociate Editor, before being sent to an Asseciat

Editor who supervises the review. There is no wongimum or maximum.

There are two basic categories of paper:
* Full research papers, which report interestingratel/ant research, try to ensure that you point out
in your discussion section how your findings havead relevance internationally and contribute

something new to our knowledge of EFL.

* Non-research papers, providing detailed, contdixech reports of aspects of EFL such as
curriculum planning. Very well documented discussidhat make an original contribution to the
profession will also be accepted for review. Wengdraccept literature reviews as papers, unless
these are "state of the art" papers that are lmotipeehensive and expertly drafted by an experienced

specialist.
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When submitting please specify if your paper iglarEsearch paper or a hon-research paper. In the
latter case, please write a paragraph explainiagelevance of your paper to dsian EFL Journal

readership.

Authors are encouraged to conform to internatiatahdards of drafting, but every effort will be
made to respect original personal and culturales@&nd different rhetorical styles. Papers should
still be fully-referenced and should use the APA ¢Blition) format. Do not include references that
are not referred to in the manuscript. Some pisabmitted to the quarterly issue may be reclassifie
during the initial screening process. Authors whshwo submit directly to the Teaching Articles

section should read the separate guidelines and thakclear in the submission e-mail.

Referencing: Please refer to tHeublication Manual of the American Psychologicaséaiation(5"
ed.) — Contributors are also invited to view thengke PDF guide available on our website and to
refer to referencing samples from articles publishem 2006. Due to the increasing number of
submissions to thésian EFL Journal authors not conforming to APA system will haveith
manuscripts sent back immediately for revision.sTtielays publication and taxes our editorial

process.

Format for all submissions (Please read this before submitting your work)

All submissions should be submitted éeian efl journal@yahoo.com

i) The document must be in MS Word format.

i) Font must be Times New Roman size 12.

Section Headings: Times New Roman (Size 12, fuit).

Spacing: 1.5 between lines.

iii) 'Smart tags' should be removed.

iv) Footnotes must not 'pop up' in the documengeyTimust appear at the end of the article. Use the

superscript font option when inserting a note nathan the automatic footnote or endnote option.

iv) Citations - APA style. (See our website PDFdg)i
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Use the APA format as found in the Publication Maraf the American Psychological Association
(APA), 5th Edition, for headings, citations, refece lists and in text referencing. Extra care sthoul

be taken for citing the Internet and must include date the site was accessed.

About APA Style/formathttp://www.apastyle.org/aboutstyle.html

APA Citation Stylehttp://www.liu.edu/cwis/CWP/library/workshop/citapém

APA Style Workshop:

http://owl.english.purdue.edu/workshops/hypertgd/mdex.html

v) Keywords: All articles must include Keywordsthé beginning of the article. List 4-6 keywords

to facilitate locating the article through keywaeharches in the future.

vi) Graphs and Charts - either in the body of theumnent or at the end. In certain cases, a graphic
may not appear in the text of the web version eftsian EFL Journabut a link to the graphic will

be provided.

vii) Paragraphs. Double space between paragrapdent the beginning of each paragraph with three
strikes of the space bar except those immediatdlgwing a heading, quotation, example, figure,

chart or table. Do not use the tab key.

viii) Keep text formatting (e.qg., italics, bold,cex to the absolute minimum necessary. Use full
justification. All lines to be against Left Handd8iMargin (except quotes - to be indented per APA
style).

ix) Abstract

The abstract should contain an informative sumnadrghe main points of the article, including,
where relevant, the article’s purpose, theorefiGahework, methodology, types of data analysed,
subject information, main findings, and conclusiofbBe abstract should reflect the focus of the

article.

X) Graphs — to fit within A4 size margins (not wijle

230



Thank you for your cooperation. (asian_efl_journgé@ioo.com)

Please include the following with your submission:
Name

School affiliation

Address

E-mail

Phone number

Brief Bio Data noting history of professional exiiss
Quialifications

An undertaking the work has not been publishedrdisee
Abstract

Any questions regarding submission guidelines, orendetailed inquiries about less common

citation styles, may be addressed to the Edit&aerd.

Book Reviews:

The Asian EFL Journalkcurrently encourages two kinds of submissionspliciged and solicited.
Unsolicited reviewers select their own materialse@iew. Both teachers and graduate students are
encouraged to submit reviews. Solicited revieweescantacted and asked to review materials from
its current list of availability. If you would like be considered as a solicited reviewer, pleasesird

your CV with a list of publications to the Book Rew Editor at:

asianefljournalbookreviews@yahoo.com

All reviewers, unsolicited and solicited, are enemed to provide submissions about materials that
they would like to suggest to colleagues in th&lfley choosing materials that they feel have more

positive features than negative ones.

Length and Format:

1. Reviews should be prepared using MS Word antbtineat should conform to 12 pica New Times
Roman font, 1.5 spacing between lines, and 1 inatgims.

2. The reviewer(s)' full names including middletiad(s), title, school affiliation, school address,

phone number, and e-mail address should be inclatix top of the first page.
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3. The complete title of the text, edition numlmemplete name(s) of author(s), publisher, publisher
address (city & state), and date of publicationusthdve included after the reviewer(s)' identifying
information.

4. Reviews should be between 500-700 words.

5. A brief biography of the author(s) should bduded after the review.

6. A statement that the submission has not beanously published or is not being considered for
publication elsewhere should be included at théobobf the page.

Organization:

Reviewers are encouraged to peruse reviews reqauipyshed in the quarterly PDF version of the
Journal for content and style before writing tteeim. While creativity and a variety of writing séd

are encouraged, reviews, like other types of agicthould be concisely written and contain certain
information that follows a predictable order: astaent about the work's intended audience, a non-
evaluative description of the material's contemtsacademically worded evaluative summary which
includes a discussion of its positive features @ma or two shortcomings if applicable (no materials

are perfect), and a comment about the materigksfigiance to the field.

Style:

1. All reviews should conform to the Journal's Agdideline requirements and references should be
used sparingly.

2. Authors should use plural nouns rather than gesttipronouns such as he/she, his/her him/her and
adhere to the APA's Guidelines for Non-Sexist UseLanguage, which can be found at:

http://www.apa.udel.edu/apa/publications/texts/nonsexist.html.
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