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Abstract
The main purpose of the present research was to examine authenticity factors in reading
comprehension achievement tests in Iranian high schools through Coh- matrix2. Thirty
readingtextsofsimilarlengthwererandomlyselectedfromarchivedfinalexamsandanalyzed
on five various measures of Adjacent Argument Overlap, Latent Semantic Analysis (LSA)
Frequency of ContentWords, Type-Tokenratioand connectives.The datawere analyzed by
Coh-matrixandwerestatisticallyanalyzedthroughSPSS.15.Theresultsshowedtheoptimum
caseforonlytwomeasures of Type-tokenratioand Connectives.thetwo measures of Latent
SemanticAnalysisand FrequencyofContentWordswerelowindicatingimmediateattention
bythelanguagetesters.However, the gainedresults over Adjacent ArgumentOverlapindex
showed an upper-middle average. Possible negative and positive aspects of the currently
used texts for reading comprehension tests in Iranian high schools are cared for at the end.

Key Words: authenticity, cohesion, achievement tests, coh-matrix, reading comprehension test
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Features:

® Teaching principles, strategic, and
techniques are richly illustrated with
classroom vignettes and textbook excerpts
to demonostrate practical applications.

® World-class specialists offer a variety
of perspectives o language teaching and
the language learning process.

o Reflection question invite readers to
think about critical issues in language
teaching, while Action tasks outline
strategies for putting new techniques into
practice.
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can often enlist the learners’ help in the in-
novative process of creating online content,
encouraging them to be active participants
on the Net, or productive consumers'. As
Marandi (ibid.) points out, “If handled taste-
fully, this would lead to the further develop-
ment of the learners’ English performance
and communicative skills, and would also
encourage dialog among different cul-
tures” There are numerous ways of do-
ing this, from the creation/use of weblogs,
wikis and podcasts, to online cultural ex-
changes through forums, email, etc.

This does not mean to encourage the
unbridled production of online content at
any cost, however. There is little merit in
producing for production’s sake, and many
would argue that there is enough useless
content on the Internet already. In fact, you
may remember from the second article in
this series (Marandi, 2011a) that Franklin
(1999, cited in Chapelle, 2003) equated
the Internet to a giant garbage dump! And
read Bowers (2000) for a thought-pro-
voking discussion of how even highly-ap-
plauded educational software can still lead
to “ecologically destructive patterns” (p.
129) and “problematic cultural patterns of
thinking” (p. 130). | also advise you to read
Keen (2007) for a heated, intriguing and
sometimes contentious discussion of how
the online mass production perpetrated
by the “noble amateur” through blogging,
YouTube, Facebook, Wikipedia, etc. is de-
stroying culture. All these serve to indicate
that online production requires at least as
much critical thinking as online consump-
tion! However, this should not scare us off
and stop us from trying; it merely signifies
the importance of careful planning.

Task 3: Think of ways that you and/or
your students can make meaningful online

contributions while preserving your native
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identities. Which language skills would be
addressed? According to which learning
theories?

Next time, we will explore one of the many
possible answers to Task 3, by discussing
the potentials of a very common yet use-
ful online, language-mediated tool. Which,
you ask? Keep guessing...
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the simplest and most innocent of them be-
ing unequal access. In fact, | would argue
that one of the reasons that the Internet is
not always a reliable source for information
is that it largely represents the ideas of the
privileged people of each country and of
the world at large. Putin other words, at the
very least (and even putting aside political
power), it represents the collective web-
sites, posts and contributions of those who
have not only (the often costly) access, but
also the know-how (i.e., sufficient informa-
tion as well as familiarity/comfort with the
use of new technologies), as well as (in
most cases) adequate command of Eng-
lish and acquaintance with certain aspects
of the Western culture. This often entails
knowing something of the international au-
dience you are potentially addressing, as
well as discerning how you are most likely
to make yourself heard and to persuade
them to embrace your ideas.

Be productive
So far in these “do-it-yourself” CALL ar-

ticles you have learnt a lot about how to
be good “consumers” of the Internet; for
example, which websites provide (un)reli-
able information, how to tell if a link is safe
or not, being wary of the (intentional or un-
intentional) hidden agenda of educational
programs, etc. However, at the end of the
day a responsible CALL teacher will not
limit her/his class to the mere consump-
tion of other people’s contributions. Ma-
randi (2010, p. 185) stresses that one of
the important obligations of a CALL teach-
er should be considered “the creation of
more websites that are useful, motivating,
and safe” instead of “limiting ourselves to
only hunting down the problematic ones.”
This is doubly important for countries/cul-
tures which are underrepresented or mis-
represented on the Internet, such as Iran
and the Iranian culture. And incidentally,
such content creation need not be limited
to websites and the Internet, since there is
an equally compelling need for indigenous
language teaching software, as well.

In the case of the Internet, the teacher




influences they are exposed to via com-
puter software and the Internet. A simple
example is demonstrated in Karimi Alavi-
jeh’s PhD dissertation (forthcoming), enti-
tled, Internet-Mediated English Teaching:
The Promotion of Electronic Colonialism?
Karimi asked a number of Iranian EFL
teachers which websites they used most
for their English classes. Ironically, some
of the websites ranking highest on the list
were openly hostile toward Iran, such as
VoA English and BBC, among others.

Task 2: Make a list of all the websites you
regularly use. How many conform to your
national and Islamic identity? Now specify
how many of these are in English? Are you
represented adequately and fairly on the
Internet? Is your culture/nationality/ideol-
ogy accorded the respect it demands?

A popular myth about the Internet which
is propagated not just by the uninitiated,
but even by some very experienced users
of the Internet is that it gives equal voice to
haves and have-nots alike. It is mistakenly
assumed that since, potentially, everybody
can publish on the “World Wide Web,” it is
democratic and egalitarian. For example,
Richardson (2010) describes Tim Berners-
Lee’s “grand vision” (p. 1) of a Read/Write
Web which would allow people from all
over the world to meet and collaborate. He
then celebrates, “The Read/Write Web has
arrived,” (p. 2), continuing:

No matter how you look at it, we are
creating what author Douglas Rushkoff
calls a “society of authorship” where
every teacher and every student—every
person with access—will have the abil-
ity to contribute ideas and experiences
to the larger body of knowledge that is
the Internet. And in doing so, Rushkoff
says, we will be writing the human story;,
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in real time, together—a vision that asks
each of us to participate (p. 5).

What neither Rushkoff nor Richardson
seem to take into account is that the In-
ternet is still controlled in understated but
powerful ways by a myriad of stakeholders.
As just one example, | refer you to Gold-
smith and Wu’s (2008) book: Who con-
trols the Internet? lllusions of a borderless
world, what they call “the story of the death
of the dream of self-governing cyber-com-
munities that would escape geography
forever” (p. xi). As people who themselves
subscribe to the controversial necessity of
government “coercion,” the themes of their
widely-cited book are as follow: “the impor-
tance of governmental coercion to Internet
activities; the trend toward geographical
bordering of the Internet as a result of top-
down government coercion and bottom-up
consumer demand; and the many virtues,
and undeniable vices, of a bordered Net’
(p- X).

From the other side of the globe, Anatoly
Voronov, director of the Russian Internet
service provider, is quoted as having said:

It is just incredible when | hear people
talking about how open the Web is. It is
the ultimate act of intellectual colonial-
ism....if you are talking about a technol-
ogy that is supposed to open the world
to hundreds of millions of people you
are joking. This just makes the world
into new sorts of haves and have nots
(Crystal, 1997, p. 108).

While Voronov is referring to the way peo-
ple are required to “adapt to English” (p.
108) on the Internet, there are obviously a
multitude of other ways in which the Inter-
net could be said to contribute to the divid-
ing the world into new “haves/have-nots,”



since its publication in 2003:
Butler-Pascoe, M.E. &Wiburg, K. M. (2003).

Technology and teaching English lan-

guage learners. MA: Allyn and Bacon.

Thereare, of course, numerousothergood

books on CALL, includingthose focused pri-
marilyonthetheoriesof CALL.Someofthese
books are extremely thought-provoking and
scholarly,andareobviouslyanecessarycom-
plement to anyone intending to take CALL
seriously. They do notreceive mention here,
however, as they are less relevantto the cur-
rentdiscussion, whichisintendedtobemore
practice-oriented.

Be focused on language learning
With all the interesting distractions provid-
ed by using technology in class, it is some-
times difficult to stay centered and concen-
trate on what you were actually hired for:
teaching people English! This is not meant
to deny the current link between technology
and English. And Mark Warschauer (2002)
seems to have a point when he states:
a high school English teacher ex-
pressed his view that “English is not an
end in itself, but just a tool for being able
to make use of information technology”
(personal communication, August 24,
2000), thus standing on its head what |
see as the perspective of CALL propo-
nents. Although | understand the teach-
er’s sentiment, | would suggest instead
that both English and information tech-
nology are tools—to allow individuals to
participate fully in society (p. 456).

Nevertheless, if your students are learn-
ing more technology than English, you're
probably not on the right track! So be true
to your education, experience, and princi-
ples as a language teacher. And continue
to broaden your knowledge of TEFL as a
field.

Be realistic

Manyteacherswhoarenewto CALL naive-
ly believe that classes including some form
of digital technology are by nature more ef-
fective than “traditional” classes, and that
computer-assisted language learning will of
itself improve the quality of the instruction
as well as the learners’ motivation. Nothing
could be further from the truth. As Healey
(1999) aptly puts it, “Technology alone does
not create language learning any more than
dropping a learner into the middle of a large
library does” (p. 136).

On the other hand, the difficulties of com-
puter-based instruction may often be differ-
ent from those of face-to-face instruction,
but they can be equally worrisome. As an
example, in a study on using the Internet for
English reading classes, Marandi (2011b)
cites the following problems, among oth-
ers: distractions caused by technology and
leading to a waste of time, plagiarism and
frequent copy/pasting on behalf of the stu-
dents, stress created by technology in the
learners, and the increased responsibility
of the teacher. (Perhaps | should point out
that the demerits appeared to have been
balanced out by the merits, but that’s a dif-
ferent story.)

Be wary

You may remember that in the second
article of this series (Marandi, 2011a),
the importance of adopting a critical ap-
proach to CALL was emphasized, and the
non-neutrality of technology as well as the
“hegemonies of CALL’ (Lamy & Pegrum,
cited in Marandi, 2011a, p. 22) were also
discussed. Bowers (2000), for example,
considers that “the most dominant charac-
teristic of a computer” is its being “a cultural
mediating and thus transforming technol-
ogy” (p. vii). The problem is that most peo-
ple are not even aware of the often subtle
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language classes and yet which requires
only a minimum level of familiarity with
computers and the Internet on your part.
However (here comes the bad news!),
there are still a few last-minute caveats that
merit your attention before we actually take
the plunge. So without further ado:

Be prepared
Thisissoself-evidentastoappearalmosta
truism, sinceallgoodteachingrequiresprep-
aration;however,aCALLclassrequiresmore
than most. Try to think things outinadvance,
andhaveexigencyplansforthosedayswhen
everything seems to be going wrong! A
good CALL teacherwillalways have analter-
native lesson plan in mind, or will be flexible
enough to adapt the current lesson plan to
the unexpected demands of the new situa-
tion at hand; for example, those occasions
when the computers are failing to work, the
Internet connection is too slow, there is a
power cut in the middle of class, the key to
the computerlab has been misplaced by the
lastteacherto useit, orthe website you have
created is unexpectedly filtered. (You may
find it encouraging or discouraging to know
that | have personally experienced all of the
above...and yet | have survived!)

Task 1: Make a list of things that could go
wronginatechnology-basedlanguageclass.
What kind of preparation would allow you
to triumph over such difficulties? Could you
turn such occasions to your advantage?

Sometimes the exigency plans might en-
tail forgoing the use of technology for a par-
ticular session or even longer, depending
on the nature of the problem. Sometimes,
however, it may require a change in the
type of technology you are using or in how
you are using. In any case, it is important
to bear in mind that the ideas you come up
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with should be in line with your particular

syllabus and lesson plan.

The following books are full of ideas for
applying technology in class (all may be
found at the library of the Faculty of Litera-
ture and Languages of Alzahra University);
remember, however, that it is your personal
responsibility to adopt/adapt those which
specifically suit your syllabus and prin-
ciples. And in fact the mere inclusion of
these admittedly useful books in the article
is not necessarily intended as a complete
endorsement of any of them:
Bender,W.N.&Waller,L.B.(2013). Cooltech

tools for lower tech teachers: 20 tactics
for every classroom. Thousand Oaks,
CA: Corwin (SAGE).

Manning, S. & Johnson, K. E. (2011). The
technology tool belt for teaching. San
Fransisco, CA: Jossey-Bass (Wiley).

Richardson, W. (2010). Blogs, wikis, pod-
casts, and other powerful web tools for
classrooms. (3" ed.). London: Corwin
(SAGE).

Stanley, G. (2013). Language learning with
technology: Ideas for integrating tech-
nology in the classroom. Cambridge:
CUP.

Teeler, D. & Gray, P. (2000). How to use the
internet in ELT. Essex: Longman.

Note that the above list consists mainly of
activitybookswhichintroducevariousonline
tools and provide suggestions on how you
can create alesson plan aroundthosetools.
They are for the main part focused on quick
and practical solutions. However, while they
are each useful in their own way, some lack
thenecessarydepththatcanonlybecreated
through linking such activities to accept-
able language learning/teaching theories.
For those interested in a book with such an
orientation, | suggest reading the following,
bearing in mind that some of the learning
theories presented in it may have changed



Do-it-yourself:
Computer-Assisted Language

Learning (CALL)

Adopting a Balanced
Approach toward CALL

By Seyyedeh Susan Marandi, Assistant Professor
of TEFL, English Department, Alzahra University, Tehran, Iran
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( Abstract

The article before you is the seventh of a series of ‘articles on computer-assisted
language learning (i.e., CALL) appearing in Roshd FLT magazine approximately twice a
year since the fall of 2011. The previous articles dealt with the basics of CALL, as well
as appropriate online behavior; online privacy and safety; and recognizing reliable, safe
websites. The current article deals with-how to maintain a'balanced approach toward
CALL, covering issues such as teacher preparation; focusing on language learning;
having realistic expectations; adopting a critical approach toward CALL; and selective,
productive consumption.

Key Words: teacher preparation, critical CALL, productive consumption

On the way to getting started with online tools for use in the language class-
CALL room! In fact, God willing, the article fol-

This article opens with good news: We  lowing this will deal with a simple yet popu-
are on the verge of finally exploring some lar online tool which has great potential for
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textbooks to my history teacher. | owe him
the belief that prescribed textbooks are ba-
sically teaching books, teacher-centered,
that is. In teaching certain school subjects,
for instance, English as a foreign language,
they need to be supported or replaced by
learning-oriented or learners’ textbooks.!

owe him my views on ‘textbooks’.

Ateacher, who liked to write ‘dictations’
| do not know what the mainstream prac-
tice is now. In our primary schooling weekly
scheduleswe hadtwo one-hoursessionsfor
‘dictation’.Inthefourthgrade ourteacherhad
his own way of running these sessions. We
werealargeclassoffiftysomekids.Hewould
never dictate full passage from the reading
text and take them all home for correction
andscoring,asthemainstreampracticewas,
and perhaps still is, with other teachers and
classes.Hewouldratheraskstudentstoread
certain lines from the reading passage and
he himself beautifully chalked them on the
blackboard. He would then mop off certain
words of spelling difficulty or grammar point
and called students to come to the board
and rewrite the erased words. To the end of
the activity students could recover and re-
write the major parts of the text, any mistake
made was corrected by the students.
When teaching English, | made use of
this technique. To have the attention of the
whole class, | would have written short sec-
tions from the reading text on the board,
did all the teaching that | could and referred
to the text on the board as many times as |
needed to. Then | started to mop off a few
words and called up students to guess the
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sage, with the whole teaching done on its
content: spelling, pronunciation, meaning,
etc. | owe to this teacher many hours of
pleasant teaching experience.

In this note | have tried to propose:

1.Ateacher’'s mood and manner of present-
ing his/her materials play an important
role in her/his success.

2. A textbook may be a ‘wall’ or a ‘bridge’ in
a teacher’s teaching.

3. An activity is useful and enjoyable that
attracts and involves the attention of the
whole.

Questions for thought:

1. Where and when does a teacher’s
presentation of the teaching materials
begin? Have you ever tried to change
yours? Teachers, generally speaking,
are the victim of a historical tradition.
Do you think that a teacher’s teaching is
more often influenced by that of his/ her
predecessors or the instructions in the
textbooks?

2. Could you think of 5 reasons for and 5
against teaching languages with a text-
book?

3. How do you use a language textbook
in the classroom? According to the in-
structions in it?

4. Have you ever tried to author a language
teaching textbook, or rewrite an existing
textbook to fit your learners’ needs, level
and motivation?

5. Have you ever tried to change ‘teaching
textbooks’ to ‘students’ learning diaries
or textbooks’?

900 0.0 0. 00,00 0000006000 0000606006006 060606006006 006060060 s
90000 00000000000 0060660600600 0060000 s e



students’ names from a special attend-
ance notebook, made a few mistakes
when pronouncing some of the names. He
laughed at his own mistakes. He told us
that for quite some time we might not have
any textbook, so we were going to write
our own textbooks. He talked to us about
the importance of the history. He seemed
to be excited about his plans and to the
end of the session he succeeded in pass-
ing it to us. Textbooks were believed to be
sacred, as sacred as the Holy Book. The
idea of writing a book on something we
knew almost nothing about seemed as a
joke and a mission impossible. However,
he asked us to get a notebook with certain
number of pages. In those days most of us
had learned to make our own notebooks
from loose sheets of paper. He taught us

OO0
DOOO0000

in the first session how to prepare the title
page of the book with our names, the date
and the school name in it. In those years
the contents of the school history text-
books were basically the brief biography
of kings, when they inherited the throne,
the wars they had with foreign kings, and
when they lost their throne or died. He
did not show much interest in these biog-
raphies. He, each session, would put the
names and the dates on the board and
asked us to copy them verbatim from the
board. He showed interest in how people
lived, famous people, their achievements.
He never dictated them for us to copy. We
were to write them down at home later in
the evening as our homework. To make our
textbooks complete we could check them
with others. Imagine changing students’
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The Unl‘orgettableThree

rJ.B.Sadeghian
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In the life story of any individual, in the
list of the unforgettable, teachers seem to
occupy an enviable position. In my own list
a good number of my teachers come close
to the top. This note is a token of gratitude
and remembrance of what | learned and
owe to them.

An older student who became a
teacher substitute

It was not a rare event in the years of my
primary schoolingthatwe had noteacherfor
quite long periods of time. In my 5™ grade,
we had no teacher for two months. We were
taught by assistant teachers in the morning
and were left to our mischief most of the
afternoons. The neighboring classes and
teachers complained. The headmaster as-
signedastudentasateachersubstitutefrom
an upper grade with a mandate that he re-
ports anybody who fails to behave properly. |
knew the boy. He lived in the neighborhood.
His father was a professional story tellerand
entertained people in the teahouses in the
town. This boy, our teacher assistant, had
gone after his father, was a born story teller.
Every afternoon he would bring his father’s
costumes, putthemon, mimic hisfather,and
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recite stories from ‘shahname, the book of
kings, a masterpiece in our epic poetry. His
performance was so superbthathe magnet-
ized every studentinthe class.No neighbor-
ing teacher complained and no reporting
to the Headmaster was made. | owe him my
beliefthat a sure sign of ateacher’s success
inthe classroom is his students’ attention to
whatever he does or says.

My history teacher, who taught us
to write our own textbooks

We do well know how solidly our system of
education relies on the role of the textbook:
no teacher would dare walk into the class-
room, and no student would be allowed into
the classroom without one. Its absence or
delay inits publication could lead to national
crises. My history teacher in the second-
ary school was a remarkable exception: he
showedtheleastpossiblerespecttothetext-
book.That year we expected to be alengthy
delay in the national distribution of the new
prescribed textbook.

More than half a century gone, | still
remember the first session. Our history
teacher walked in, like other teachers
wrote his name on the board, called up



send me a max. two-paragraph description
of the website/weblog. These two para-
graphs can include description, names,
etc.

This way, you can introduce your website/
weblog, find colleagues, and get connect-
ed to colleagues form other cities around
the country. Do NOT hesitate! You know
where to find my email! For the time being
you may want to check the following we-
blogs | have checked:

1. http://chadeganenglish.blogfa.com/
2. http://www.zaban-gazvin-1.blogfa.com/

Crossword

This crossword uses different terms for
illnesses and patient-doctor discourse. |
hope you will never use them in actual life!

Across

1. Doctors use a ..... to take our body tem-
perature. (11)

5. Cover your mouth with a tissue when

8. you feel uncomfortable because your
head hurts (8)

10. you feel uncomfortable because your
stomach hurts (11)

11. people easily catch a ..... when the
weater gets colder. (4)

Down :

1. we use a thermometer to take body .....
(11)

2. your ear hurts inside (7)

3. you should see a dentist when you have

4.your nose is wet and you blow it regularly
9)

6. your throat hurts when you try to eat (10)

7. your body temperature is higher and you
often feel exhausted (5)

9. An apple a day, the ..... away. (6)

10. When you are sick, you ..... see a doc-
tor. (6)

Answers to the Funny Riddles:
1.C-AT
2. All of them

3. An egg
4. Baby tigers
5. W (Double u- Double you)

References

Quotable quotes: Microsoft Encarta (2009)

Caricature: http://www.lolbrary.com

Jokes: http://colleges.papyrusclubs.com/bsajc/entertain-
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Crossword: www.ESLTower.com
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Tongue Twisters

Remember our discussion on Tongue
Twisters in the last issue? How did it go
with your students? Here are some more
examples. Try them in your classes and let
us know the funny sentences your students
(or you yourself!) produced:

1. How much wood would a woodchuck,
chuck, if a woodchuck could chuck
wood?

2. Sister Susie sells seashells by the sea-
shore.

3. Around the rugged rocks the ragged ras-
cal ran.

4. Betty better butter Brad’s bread.

5. The bootblack bought the black boot
back.

6. Crisp crusts crackle crunchily.

7. Give Mr. Snipe’s wife’s knife a swipe.

Funny Riddles

1.

How do you spell mousetrap?

2.

How many people are buried in that cem-
etery?

3.

What can’t be used until it’s broken?

4.

What do tigers have that no other animals
have?

5.

What letter can do the work in one day that
you can do in two days

(Check below for the answers.)

Haiku

We talked extensively about Haiku in the
last issue. To bring the issue to your atten-
tion again and to refresh your minds, read
and enjoy the following Haikus.
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1. |

An old silent pond...

A frog jumps into the pond,
splash! Silence again.
Basho (1644-1694)

2.

Over the wintry

forest, winds howl in rage
with no leaves to blow.
Soseki (1275-1351)

3.

No one travels

Along this way but I,
This autumn evening.
Basho (1644-1694)

4,

Don’t weep, insects
Lovers, stars themselves,
Must part.

Issa (1763-1828)

5.

Toward those short trees
We saw a hawk descending
On a day in spring.

Shiki (1867-1902)

Websites / Weblogs

A few days ago, while | was surfing on the
net, looking for an article, | came across
with a weblog that belonged to English
teachers in one of the cities in Khouzestan.
Then | looked for more relevant weblogs
and, interestingly, | found so many! | was
so happy to see our English teachers are
so active that then immediately | thought of
dedicating a section in ETFun to your on-
line activities.

So, this is how it is going to work: the
admin(s) of the website/weblog should




|

No Comment!

VERT BOET HAZ
E THE =AME Erc AN

PLEASE

T TAKE

CLIMB THAT TREE

But we want your comments! Shake a leg and send them to me at (azimi.hz@gmail.com)!

Jokes
1.
Teacher: Cindy, why are you doing your
math multiplication On the floor?
Cindy: You told me to do it without using
tables!

2.

Teacher: John, how do you spell "croco-
dile?"

John: K-R-O-K-O-D-A-I-L"

Teacher: No, that's wrong

John: Maybe it's wrong, but you asked me

how | spell it!
3.
Teacher: What is the chemical formula for
water?

Sarah:HIJKLMN O!!

Teacher: What are you talking about?
Sarah: Yesterday you said it's H to O!

4,

Teacher: George, go to the map and find
North America.

George: Here it is!

Teacher: Correct. Now class, who discov-
ered America?

Class: George!

5.

Teacher: Willie, name one important thing
we have today that we didn't have
ten years ago.

Willie: Me!
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English
through Fun

Hadi Azimi

The Note

Hello Everyone! How’s everything?

This academic year is a different one to
the teacher of grade 7 as they are expe-
riencing a new curriculum. Experiencing
a new curriulum can be both interesting
and challenging in terms of so many fac-
tors, like books, lesson plans, evaluations,
etc. Roshd FLT and ETFun can be just the
place to share your experienses with regard
to these changes in the English curriculum.
We are sure your comments will be helpful
and | will personally make sure the relevant
people will receive your letters. Do not hes-
itate and send me your precious ideas to
my email address! (azimi.hz@gmail.com)

Quotable Quotes

“The task of the educator of young children
lies in seeing that the child does not con-
found good with immobility, and evil with
activity”

- Attributed to Maria Montessori (1870 -
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1952), Italian physician and educator.

“A teacher is one who, in his youth, admired
teachers.”

- Attributed to H. L. Mencken (71880 -
1956), U.S. journalist, critic, and editor.

“A teacher should have maximal authority
and minimal power.”

- Thomas Szasz (1920 -2012), Hungari-
an-born U.S. psychiatrist.

“There are nowadays professors of philos-
ophy but not philosophers.”

- Henry David Thoreau (7817 - 1862),
U.S. writer.

“The successful teacher is no longer on a
height, pumping knowledge at high pres-
sure into passive receptacles... He is a
senior student anxious to help his juniors.”
- William Osler (7849 - 1919), Canadian
physician.
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ing and explaining forms of human mental
functioning is by studying the process of
their development, and not the outcome
of development. Development arises in
the dialogic interaction that occurs among
individuals and it is the interactive nature
of development, as indicated in Vygotsky’s
theory of proximal development, which
views the child (or a learner) as develop-
ing within a sociocultural context (Murphy
& Maree, 2006). In point of fact, develop-
ment is the result of interaction and in order
to measure the development one needs to
assess the individual in interaction.

Final Remarks

Vygotsky’s view of learning as a shared-
joint process in a responsive social con-
text, and his reflection of learners as far
more competent performers when they
have proper assistance have all been the
foundation of the promising interactive as-
sessment of DA, not just a transient fad.
As such DA might truly be the commen-
surate reply to many concerns: To Freire
(1970) and the disdain for the banking

concept of education, to Messick (1984)
and concern for, social consequences, to
Shohamy (2001) with regard to democratic
assessment, to Mislevy (2003) in terms of

a need for evidentiary reasoning, to Broad-
foot (2005) who cautions against danger of
making decisions in dark alleys and blind

bends, and to Rea-Dickins and Gardner
(2000) and their concern with silver bullets
and snares.

Perhaps, the most illuminating and com-
mendable feature of DA is the analysis of
the information gained through its interac-
tive procedure following a test-interven-
tion- retest format. This information, which
is not readily available through standard-
ized testing but crucial for effective remedi-
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ation, is the definitive goal of DA. Hence, it
is hoped that DA will find wider application
in educational settings.

Indeed, the role and ultimate goal of DA
is to suggest what is needed to defeat the
pessimistic predictions that are often made
on the basis of the results of standardized
normative tests. In order to produce signifi-
cant improvement DA suggests the kinds
and amount of intervention needed. In oth-
er words, |t responds an individual learner’s
potential for future development by embed-
ding instruction in the assessment process
itself.

REFERENCES

Antén, M. (2012). Dynamic assessment. In G. Fulcher
and F. Davidson (eds.), The Routledge handbook of
language testing, (pp. 106-119). Chippenham, UK:
Taylor & Francis.

Bachman, L.F. (2000). Modern language testing at
the turn of the century: Assuring that what we
count counts, Language Testing, 17 (1), 1-42. doi:
10.1177/026553220001700101

Bailey, K. (1996). Working for wash back: A review
of the wash back concept in language testing.
Language Testing Journal 13 (3): 257-279. doi:
10.1177/026553229601300303

Barootchi, N., & Keshavarz, M. H. (2002). Assessment of
achievement through

portfolio and teacher-made tests. Educational Research,
44 (3), 279-288. doi: 10.1080/0013188021013533

Barnard, R., & Campbell, L. (2005). Sociocultural theory
and the teaching of process writing: The scaffolding of
learning in a university context, TESOLANZ Journal, 13,
76-88.

Bernstein, B. (1996). Pedagogy, symbolic control and
identity. London: Taylor & Francis

Berry, R., & Adamson, B. (2011). Assessment reform,
past, present, and future. In R. Berry & S. Adamson
(eds.), Assessment and reform in education: Policy and
practice, (pp. 3-15). Dordrecht: Springer.

Broadfoot, P. (1996). Education, assessment and society.
Buckingham, England: Open University Press.

Broadfoot, P. (2005). Dark alleys and blind bends: Testing
the language of learning, Language Testing, 22 (2),
123-141.doi 10.1191/0265532205t3020a

Brown, D.J, & Hudson, T. (1994). The alternatives in
language assessment, TESOL Quarterly, 32 (4), 324-
677.

Brown, D.J. (2004). Performance assessment: Existing
literature and directions for research, Second Language
Studies, 21 (2), 91-139.

Cioffi, G., & Carney, J. J. (1983). The dynamic assessment
of reading disabilities. Reading Teacher, 36, 764-768.

Cumming, J. J., & Maxwell, G. S. (1999). Contextualising
authentic assessment, Assessment in Education, 6
(2), 177-194.

Dann, R. (2002). Promoting assessment as learning:
Improving the learning process. London: Routledge
Taylor & Francis Groups.

Davies, A., & LeMahieu, P. (2003).Assessment for learning:
Reconsidering portfolios and research evidence. In
M. Segers, F. Dochy, & E. Cascallar (eds.), Optimizing




Agency in the UK are suggesting that the
teachers’ overarching task now is to pro-
voke excitement in students not just about,
but in the complex world of learning (Dann,
2002). That is, the learner is no longer to be
a mere receptacle (Freire, 1970) for the in-
sertion of tightly prepackaged knowledge;
they are to be active participants in authen-
tic learning.

“Unless the fire be lit in the mind and spir-
it of the students, it will be something less
than that promised in such a learning ex-
perience” (Dann, 2002, p.). In other words,
if individuals do not interact cognitively and
affectively with their environment, learning
will not occur. This perspective, according
to Dann, places considerable emphasis
on the role of the learner in the process
of learning. As such, McNamara and Ro-
ever (2006) suggest responsibility of both
candidates and test score users in the
procedures for validation of test score in-
ferences becomes imperative. They argue
that within the discourse of The
psychometrics lim- .
its, what can be o cess-orl-
said about the
social
mension of

ented value systemiin-
di- forms a theory of measuring

performance of an individual in comparison
to his or her performance when assisted by
a more knowledgeable or older peer. The
difference in performance is thus attributed
to the development evident in the individu-
al's zone of ability when aided by a more
competent peer (Haywood & Lidz, 2007).
Not surprisingly, the zone of proximal de-
velopment is at the heart of sociocultural
perspectives and defines the dialogic na-
ture of teaching and learning processes
(Nassaji & Cumming, 2000). According
to Lantolf and Thorne (2006), sociocul-
tural theory is most compatible with theo-
ries of language in that they are focused
on communication, cognition, affect, and
meaning, merging with a theory of medi-
ated mental acts that lead to development.
These acts occur when the learner and the
“more knowledgeable other” are engaged
in moving the learner forward in his or her
problem solving.
As previously indicated, human learn-
ing is a dynamic social activity that is situ-
ated in physical and social contexts, and
distributed across persons, tools,
and activities. Final assessment
examinations are the most

students’ attainments that has widely used testing methods

testing
is that it
lacks a

learning. This approach is embed-
ded within teaching and learning being. that teachers. exam-

the main concern behind
this product-oriented testing

theory of context and aims at moving learn- ine the students’ progress
the social ers from a lower to a higher level on materials they have been

C%”tiXt i of proficiency in ways that
ich tests

- _ enhance learner autonomy
have their ]

iR stion. and learner motiva-

The role of the so- tion
cial contextis in evidence in
Vygotsky’s zone of proximal development,

which is characterized by the independent

taught after a certain amount

of time (Ozgiir, 2008). In order
to understand learning and de-
velopment according to Vygotsky
(1978), however, focus should be on
the process rather than product. Likewise,
Lantolf and Thorne (2006) concur that
the only appropriate way of understand-
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substantial information about both present
and potential performance that is not read-
ily obtainable from other sources. DA as-
sists teachers in reorienting their practice
towards the goal of supporting learners.
The mediation provided may provide an in-
dication of time and resources that might
be needed to move the individual’s devel-
opment forward. Standard assessment
procedures are not sufficient for estimating
a student’s learning potential and provide
little help in identifying the conditions un-
der which progress may be made (Cioffi &
Carney, 1983).

Kozulin and Garb (2001) have also found
DA procedures to be both feasible and ef-
fective in obtaining information on stu-
dents’ learning potential. They confirm that
the paradigm of DA is useful not only in
the field of general cognitive and affective
performance but also in the EFL learning

domain.

Summary

The role of assessment in history has
been primarily in its use for selection. So
called intelligence tests, for example,
emerged as a means of evaluating and
cognitively classifying individuals, then
grouping them and assigning them a so-
cially constructed label for the purposes
of organization in a given society. Indeed,
assessment for selection and certification
has had a key social role to play in most so-
cieties (Gipps, 1999). According to Broad-
foot (1996), assessment in developed soci-
eties, whether for selection or certification,
has had a single underlying rationale: to
control mass education and the nature of
its goals and rewards. She points out that
individuals compete on an equal basis to
show their competence. This assumes that
the assessment used is valid in its meas-
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urement. Post-modern times challenge this
notion, however, and fundamentally the
challenge is whether the assessment is
more concerned with categorization “than
with developing a common understanding
through dialogue about when learning oc-
curs” (Hargreaves, Earl, & Schmidt, 2002,
p. 76).

In this regard, Bernstein (1996) puts em-
phasis on the need for a change
from overt to covert as-
sessment.  Overt

or objective
assessment
is based on spe-
cific criteria, pre-
cise measurement, and
standardization, which purportedly allows
for Comparing students and evaluating
their progress based on a positivist under-
standing of the world. Yet, this objectivity
lends a sense of legitimacy to the assess-
ment. In contrast, Bernstein argues that as-
sessment is covert and not precise enough
to make direct comparisons between the
students. Overt assessment is potentially
controlling rather than progressive and lib-
erating.

Organizations such as Teacher Training



DA
® ltis processed-oriented.

® The learners’ developmental changes are tracked
and supported.

® Learners become more responsible for their own
learning.

© The examiner takes an active role during the testing
situation. (Anton, 2009).

® The teacher acts as a facilitator of language-
processing and problem-solving techniques.

® The student learns to become an active user of
self-monitoring strategies to regulate their own
understanding.

® The goal is to enhance students’ conceptual
understandings and to produce more insightful
intentional learners. (Campione, 1989)

As the table indicates, DA is concerned
with the process of learning rather than the
product. Therefore, the learners’ movement
and development are traced. However,
there is no such regard in NDA approach-
es. In DA, there is an attempt to make the
learner aware of his or her own learning,
which is an indication of Vygotsky’s move-
ment toward self-regulation. Apparently, in
such an approach the learner plays an ac-
tive role in his or her own learning. In NDA
approaches, there is no attempt on the part
of the assessor to facilitate learning.

As to the foundations of DA, many give
Vygotsky credit for his conceptualization of
the zone of proximal development and me-
diation with regard to cognitive and affec-
tive development based on sociocultural
theory. However, both Vygotsky and Feu-
erstein are recognized as equal co-con-
tributors to the field (Murphy, 2008). Antén
(2012) notes that “DA was first articulated
and developed by Feuerstein and his col-
leagues in the early 1950s” (p. 107). Both
Vygotsky and Feuerstein believe that hu-
man beings are not static entities, but are

Non Dynamic Assessment

® ltis product-oriented.
® Learners are not supported.
® These tests are not designed to evaluate specific

instructional strategies for remediating learning
deficits.

©® The examiner is neutral.
® Opportunity to directly influence learning is

overlooked within the context of traditional

assessment.

©® Traditional assessment does not recognize the

learner’s potential to succeed with adequate
environmental support.

® The assumption underlying these tests are: All the

students have had the same opportunities to acquire
the information and skills probed in the tests.
(Campione, 1989)

always in a state of transition and engaged
in transactional relationships with the
world. It is in these transactional relation-
ships that cognitive and affective growth
may result. Thus, the teacher and learner
both have a part to play in the learning pro-
cess. In DA it is assumed that if learners
have a central role in the learning process
through their cognitive interactions, their
roles should be equally of great value in the
assessment procedures. The learner can-
not be regarded in isolation from others.
This process through which social in-
teraction influences learning may be con-
sidered analogous to an apprenticeship
model of learning (Dann, 2002) whereby
the novice learner works alongside an ex-
pert in the zone of proximal development.
Here, as in DA, it is always social interac-
tion that is the premise for learning and it is
social interaction that also promises devel-
opment during the process of assessment.
DA along with other forms of assessment
provides a valuable part of the assess-
ment repertoire. The DA portion of the as-
semblage is necessary in that it can add
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language in use (Hudson, 2005). It reflects
a current appetite for language assess-
ment anchored in the world of functions
and events. Hudson believes that these de-
velopments interact to promote language
assessment that recognizes the need to
expand beyond a tradition that has focused
on language primarily as a decontextual-
ized cognitive skill or ability (Cumming &
Maxwell, 1999). Language takes place in
a social context (Murray & McPherson,
2006), as a social act, and this needs to
be recognized in language assessment.
Consequently, much of the recent innova-
tive research in language assessment has
been directed to DA and mediated

or co-constructed assessment

tasks (Shohamy & Horn-

berger, 2008).

Dynamic
assessment

While the limitations of
the scientific approach
to assessment are being
increasingly recognized, it
is not surprising to observe
a growing interest in applying
alternative assessment approaches.
One such approach, DA, involves the
active engagement of both learner and
teacher in a process-oriented assessment
framework that engages the participants
in the learner’s zone of proximal develop-
ment. By working within the zone of proxi-
mal development, DA can now be a reply
to some of the questions being asked such
as those put forth by Gipps (1994, p. 27)
“What form of assessment do we need to
properly reflect students’ learning? And
what form of assessment should we use to
ensure a beneficial impact on teaching and
learning practice?”
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DA is grounded in Vygotsky’s sociocul-
tural theory and as such engagement in
DA incorporates the view that learning, cul-
ture and development are inseparable. Op-
erationally, DA provides a kind of instruc-
tional intervention referred to as mediation
(Vygotsky, 1962, 1978; Poehner & Lantolf,
2005). In mediation, the more knowledge-
able other or teacher offers minimal hints
to support and direct the learner as the
learner completes a task that is beyond
their capacity to some degree. During the
process the teacher can see and record
just how little or how much assistance was
needed by the learner to complete the

task. Thus, the purpose of mediation

in DA is to reveal the depth of

learners’abilities (Poehner,

2007). This in turn is part

of what the learner, too,

discovers.

According to Murphy

(2008), DA is a reply to

the need to somehow

assess and assist low

performing individuals.

However, it can be used with

individuals of any background

and of any ability. Implementing DA

has advantages over Non- Dynamic As-

sessment NDA or static methods of as-

sessment. Most notably, Sternberg & Grig-

orenko (2002) assert that in DA the focus is

on the future and on promoting the devel-

opment of blossoming abilities whereas in

NDA the focus is on the past, on what has

already developed. Some of the advantag-

es of DA have been listed in the following
table.

DA and Non-Dynamic Assessment com-
parison extracted from Naeini & Duvall
(2012)



sessment lies in the ability to individualize
assessment (McNamara & Roever, 2006)
to mimic good teaching practices, and to
involve teachers more deeply in the as-
sessment process.

Alternate Modeling

An alternative model to the static psycho-
metric model of assessment is a more dy-
namic one in which the student’s learning
potential, or capacity, is the focus (Gipps
1994, p. 30). Not only is it of interest to as-
sess what the student already knows, but it
is also fundamental to understand the stu-
dent’s learning strategies, their ability to be
aware of their learning, and their abil-
ity to have control with regard to
their learning. An interactive
or mediated assessment
can indicate not only
what a student knows,
but can also reveal what
they are able to do with
regard to strategies,
metacognition, and regu-
lation of learning.

McNamara (2001) states
that making the needs of learn-
ers a priority represents an alterna-
tive approach to assessment, rather than
an alternative assessment type. He argues
that any deliberate, sustained and explicit
reflection by teachers and learners on the
qualities of a learner’s work can be thought
of as a kind of assessment. In this approach
teachers and learners are engaged in sys-
tematic reflection on the characteristics of
an individual performance as an aid to the
formulation of learning goals in a variety of
contexts. During the assessment activity
the teacher is not involved in the compari-
son of performance of different individuals,
although a comparison can create aware-

ness of the different characteristics or fea-
tures.

In such assessments, there is no inter-
est in finding out who is relatively better
or worse. Performance is not considered
against any particular yardstick rather
performance is viewed in terms of the in-
dividual’s development as per a sociocul-
tural theory of human development. Yet, as
McNamara (2001) notes, this kind of as-
sessment activity necessarily involves re-
cord keeping and reporting to fulfill mana-
gerialist agendas. He adds that there is an
ongoing need for assessment to respond
to the theoretical challenges presented by

advances in validity theory and in the
epistemological upheavals in
the social and behavioral sci-

ences.
Nonetheless, regarding
a call for a shift in edu-
cational measurement,
Bachman (2000) con-
cludes his discussion on
modern language testing
at the turn of the century
saying that developments
in language performance as-
sessment, provided by related de-
velopments in language teaching and
educational measurement, have resulted
in a better understanding of the nature of
the methods, or tasks that we use to elicit
performance in language assessment. He
also notes that this has led to a better un-
derstanding of the ways in which we can
design, develop and use such tasks and
evaluate their usefulness and more impor-
tantly, enriching the store of alternatives in

language assessment.

In many ways, developments in language
assessment attempt to address the com-
plexity of language in the assessment of
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p. 6) have devised a list of features that
various forms of alternative assessment
have in common. In their view, alternative
assessment types:

@ require students to perform, create, pro-
duce, or do something;

@ tap into higher level thinking and prob-
lem-solving skills;

@ use tasks that represent meaningful in-
structional activities;

@ approximate real-world applications;

@ ensure that people, not machines, do the
scoring, using human judgment;

@ call upon teachers to perform new in-
structional and assessment roles.
Furthermore, Huerta-Macias (1995) sug-
gests that alternative assessment types:

39 |ROSHD FLT | Vol. 28, No. 2, Winter, 2014

® are nonintrusive in that

they extend the day-to-day

classroom activities al-
ready in place in a cur-

riculum,

® allow students to be
assessed on what
they normally do in
class every day,

@ provide informa-

tion about both the

strengths and the

weaknesses of stu-
dents, and
® are multi-culturally
sensitive when prop-
erly administered.
Thus, alternative as-
sessmentin general seems
to be very much grounded in
context, being authentic and
often performative in nature. Yet,
this is not necessarily new to lan-
guage teachers. As Brown and Hud-
son (1994, p. 657) note language test-
ing practices are fundamentally different
from assessment practices in most other
disciplines, not only because of the com-
plexity of the domain being tested but also
because of the different types of tests that
language teachers and administrators can
and do use. In other words, it is common
for language teachers to use various types
of language tests, including what might ap-
pear to be alternative assessment. Howev-
er, despite the range of options, it is neither
the tools nor the tests themselves which of-
fer the alternative assessment.

It is the value in the selection process,
as well as the product that the teacher can
carefully match to the individual in order to
craft the assessment to the individual. Fun-
damentally, the strength of alternative as-



for learning, as opposed to assessment of
learning, has emerged” (Davies & Lema-

hieu, 2003, p. 142).

Alternative Assessment

It has been more than a half century that
practitioners have voiced the limitations
of traditional psychometric assessment
procedures in measuring the students’
achievement at the end of educational
courses. Assessment reform movements
have resulted in the emergence of diverse
assessment procedures (Berry & Adam-
son, 2011). Although the procedures of
the administration of the novel approaches
may be difficult and more time-consuming,
the advantages cannot be ignored. Follow-
ing the reactions made against the limita-

tions of traditional psychometric assess-
ments, current trends are no longer based
on the view that language learning entails
a passive accumulation of skills (Hama-
yan, 1994). The informative data collected
through alternative approaches to assess-
ment provide a valuable context for more
valid interpretations of assessment results.

Bailey (1996) argues that because of the
probable inherent errors existing in tests, it
might be dangerous to rely on a single tra-
ditional test score as the basis for passing
a course. She also notes that teachers are
increasingly questioning the authenticity of
the traditional forms of testing as measures
of the learner capability. To that end, draw-
ing on the work of several scholars, Her-
man, Aschbacher, and Winters (1992,



a lower to a higher level of proficiency in
ways that enhance learner autonomy and
learner motivation.

The shift away from a positivist (scien-
tific) view point in second language educa-
tion involves a move from the main princi-
ples of behaviorist psychology (Jacobs &
Farrell, 2003). In accordance with this shift
a progression towards the “cognitive, and
later, socio-cognitive psychology and more
contextualized meaning-based views of
language” has emerged (Jacobs & Farrell,
2001). Not surprisingly, this shift is cou-
pled by a move from product-oriented to
more process oriented instruction and as-
sessment (East, 2007). Interaction
which is of great value in pro-

Assessment

composed largely of multiple-choice items
(Fredericksen, 1984). In such product-ori-
ented approach the important aspects of
cognition and learning such as conceptual
understanding, reasoning, and complex
problem solving were often ignored.
Currently, examinations and other forms
of assessment are commonly used for
the certification of competence, to moni-
tor educational standards, and to serve
as an important tool in selection. Assess-
ment procedures must, then, be capable
of providing data to determine achieve-
ment across a very wide range of content
and skills. Assessment procedures must
also have the capacity to engage
students from diverse cul-

cess-based assessment procedures must also tural and personal back-

approaches has no role
in product-based tra-
ditional

have the capacity to en-
assessment 9ade students from diverse g gents with disabili-

grounds, and to offer a
fair means of judging

procedures. The only cultural and personal back- ties and other kinds of

time interaction is con-
sidered in traditional
assessment approach-
es is in estimating the
relationship between test
scores and student abilities on
the targeted constructs. This is fine

when ancillary abilities (Kopriva, 2008) do
not interact with how the students perform
on items meant to measure targeted con-
tent. However, the ancillary abilities of test
takers, especially English language learn-
ers, normally impact on how they answer
items.

Traditionally, the approach to assess-
ment was a product of behaviorist assump-
tions about the nature of knowledge and
learning. Consequently, standardized tests
solely focused on memorization of isolated
bits of factual knowledge and procedures
that could be easily retrieved from tests
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grounds, and to offer a fair
means of judging students
with disabilities and other
kinds of special
needs

special needs.
Not surprisingly,
there is increasing in-
terest in the potential of
assessment  procedures
that can address these re-
quirements and alternative assess-
ment types are being brought into play for
their capacity to measure variety in cogni-
tive capabilities across individuals. As Pel-
legrino, Baxter, and Glaser (1999) insist, it
is crucial to create instructional activities
that can enhance learning outcomes and
opportunities for all students. In addition,
alternative assessment of learning and
achievement can be designed to provide
useful information to teachers and learners
to reflect onin order to consider the content
and skills to be studied or taught in order to
improve performance. “In this respect, as
mentioned by the concept of assessment




tive. A sociocultural perspective stresses
how knowledge is conditioned and con-
strained by the technologies, information
resources, representation systems, and
social situations with which they interact.
Contextualizing assessment exercises, ac-
cording to Greeno, Collins, and Resnick
(1997), decreases the assessor’s control
and increases the burden on the specifi-
cation of distinct features of performances
and performance situations.

It is not appropriate, however, accord-
ing to Kopriva (2008), to measure the ac-
ademic knowledge and skills of English
language learners using tools which are
not designed to provide valid and useful
data about the students. More importantly
in the era of increased accountability, the
academic achievements of the students
should be fairly represented. In addition,
traditional testing techniques, e.g. multiple-
choice, fill-in-the-blank, matching, etc.,
are not appropriate to the current second/
foreign language classroom practices be-
cause the descriptive information needed
to plan instructional strategies cannot be
obtained through these limiting conven-
tional testing methods (Barootchi
& Keshavarz, 2002).

A reference to the two value
systems presented by East
(2007), that is, the product-
oriented value system and the
process-oriented value system
might be illuminating. The prod-
uct-oriented value system, which
is rooted in traditional behaviorist
knowledge-based approaches,
is concerned with the static as-
sessment of students’ learning.
Summative tests that take place |
at a particular moment in time
and provide a one-time snhap-

shot of the test takers’ abilities are the
customary approach. On the other hand,
the process-oriented value system is influ-
enced by constructivist approaches. Con-
structive approaches, according to Meltzer
and Reid (1994), represent learners as
active processors of information who de-
velop their own theories and ways of un-
derstanding through selecting, organizing,
and connecting. This perspective which is
more learner-centered and flexible favors
a more sociocultural approach to testing
such as DA. The process-oriented value
system informs a theory of measuring stu-
dents’ attainments that has become known
as assessment for learning. This approach
is embedded within teaching and learning
context and aims at moving learners from




ing psychological processes and cogni-
tive development spawned a sociocultural
perspective (Barnard & Campbell, 2005)
in the learning sciences whereby the so-
cial context is at the heart of the learning
process. One example of this, in language
learning, is DA which involves the shared
activity of teaching and learning based
upon the engagement within the learner’s
zone of proximal development (Vgotsky,
1978, p. 85). In this paper, we consider the
social aspects of testing as contextually
relevant and propose a shift from product-
oriented methods of assessment to a more

process-oriented one.

From Product-oriented to Process-
oriented Assessment

In response to the evolving conceptions
of knowledge and its acquisition, and the
developing technologies for gathering and
evaluating response data, assessment
practices have changed a great deal over
the past century. Not only have the forms
of the data been changed, according to
Mislevy (2003), but also the conceptions of
what the assessment data should include,
how the collected data should be interpret-
ed, as well as the kind of inferences made
have been subject to transformation.

There have been many changes in the
methods of systematically assessing stu-
dents’ academic knowledge and skills
over the years (Shohamy, 2001). However,
there has not been much progress in how
students’ cognitive schemata, schooling
environments, and backgrounds influence
their test scores and experiences. That is,
the inferences made about their academ-
ic achievements and learning is not fairly
valid. And, as Walters (2012, p. 474) sug-
gests, in regards to fairness and validity,
“it is reasonable to assume that test bias
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will be a continual concern as long as un-
equal societal and educational divisions
continue, as along gender, ethnic, or racial
lines”. This is troubling because, as we add
to our knowledge about the different ways
students learn, access knowledge, and
develop skills, we realize that scores can
sometimes mean totally different things
(Kopriva, 2008).

Different psychological stances underlie
the assessment argument and the shifts in
assessment tools. Mislevy (2003) provides
a summary of the four major schools of
thought that have influenced views of test-
ing and validation during the last century.
The first one is a trait perspective in which
hypothetical and unobservable constructs
are proposed to locate people along con-
tinua of mental characteristics, just as their
heights and weights locate them along
continua of physical characteristics.

The second school of thought is the
behaviorist perspective. In this school,
knowledge is collected through stimulus-
response associations.

Assessments designed on the basis of
this school of thought, estimate the prob-
ability of success in a domain based on
the number of knowledge bits a student
has mastered. The third school proposes
the information processing perspective.
The information-processing perspective
examines the procedures by which peo-
ple acquire, store, and use knowledge to
solve problems. According to Mislevy, the
assessment design considers both task
features and student performances. Infer-
ences, arising from this school of thought,
are made in terms of concepts and prob-
lem solving strategies rather than indirectly
in terms of the features of problems as an
expert sees them.

The fourth is the sociocultural perspec-



Paradigm Shift

Assessment is considered an informa-
tion gathering activity (Bailey, 1996) used
to gauge a specific quantity of knowledge
or progress towards that state. Naturally,
as part of the assessment process with re-
gard to schooling, data must be collected.
Yet, collecting the relevant data at the rate
that progress monitoring now demands,
has made students face what now appears
to be an unprecedented number of exams
and tests administered on a regular basis.
Thus, it is essential to consider the impor-
tance of testing vis-a-vis its inherent value,
as well as its implications with regard to
test score interpretation, and the possible
social consequences of actual and
potential test use (Messick,
1995).

Consider, for example,
the summative assess-

Assessment
methods should seek Learning, ultimately, is con-
to focus on the process

issues of utility, fairness, flexibility and rele-
vance for more than a century, we may well
be standing at the threshold of significant
change (Wyatt-Smith & Cumming, 2009, p.
xi). As such, there is a need to reconsider
the current assumptions we can add on as-
sessment and the way we practice it.
Further support for change comes from
the fact that education exists to improve
learners’ knowledge, their understandings,
and their skills; and to help them develop
(Dewey, 1944). Education, with its eye al-
ways on the future, also helps individuals
to take advantage of new and emerging
forms of learning opportunities (Broad-
foot, 2005). Yet, the significant roles of the
learners in the educational settings
have generally been ignored.

structed and controlled
by the student (Dann,

ment, which is used to of Ieaming rather than the 2002) and if assessment

measure the accumo-

product of learning, and

is to give some fair indi-

lative achievements of should recognize the fun- cations of the learner’s

students. This type of as-
sessment, as an external
force, may have a profound ef-

fect on the learning experiences of
students promoting either extrinsic or intrin-
sic learning (Kozaki & Ross, 2011).In other
words, summative assessment may poten-
tially support learning, as well as measure
it (Black & William, 2003). However, given
the problematic nature of excessive testing
it is hardly acceptable to look at summative
assessment from a learning perspective.
Considering the fact that excessive testing
might lead to learning to pass the test, one
might argue that revolution is needed in the
field of assessment in order to address the
seemingly unsolvable problem of undue
and increasing amounts of testing (Kuhn,
1970). Furthermore, after overlooking the

damental centrality of
the learner

level of learning and de-
velopment, in ways which
will support development, the
learner will need to come to under-
stand and to contribute to the process of
both learning and assessment. Thus, as-
sessment methods should seek to focus
on the process of learning rather than the
product of learning, and should recognize
the fundamental centrality of the learner.
To do so, however, there needs to be an
attempt to make the role of the learner ex-
plicit contrary to the current model in which
the role of the learner remains implicit in
relation to learning development.

This approach to paradigm shift in as-
sessment rests on the view that learning
is a social activity as emphasized by Lev
Vygotsky. Vygotsky’s work in understand-
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[ Abstract

Language testing is undergoing a paradigm shift. The prevalent psychometric models
of language testing have been frequently reviewed and criticized for their limitations in
providing enough information about the individuals’ abilities. Progressive approaches,
such as constructivism, which emphasize the authentic assessment procedures; socio-
cultural approaches, which focus on the concepts like mediation and the zone of proxi-
mal development; and arguments for considering social dimensions, as well as fairness
in language testing and assessments, have all paved the way for a promising paradigm
shift. In order to focus on both the process and the product in language testing and as-
sessment, some alternative assessment approaches have been suggested. Meanwhile,
dynamic assessment (DA), an interactive testing - teaching model of psychological and
psycho-educational assessment (Haywood & Lidz, 2007), has been rapidly evolving as
an approach of interest due to its theoretical foundations which look promising for indi-
vidual development through embedding instruction in the assessment procedures. The
aim of this paper is to examine the available literature in order to understand why a shift
in assessment procedures toward DA might be reasonable.

Key Words: sociocultural theory, alternative assessments, dynamic assessment, zone of proximal development
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ceived by learners to be more efficient in
increasing or decreasing their motivation.
It can be of great help to teachers in mak-
ing up their minds in dealing with discipline
problems and consequently lessening their
stress and anxiety in how to manage their
classes, for any failure on teachers’ part to
satisfactorily manage students’ classroom
misbehavior can result in stress, and in
the extreme cases, burnout (Lewis et al.,
2008).

Other than this, since managing a class-
room is one of the major problems for be-
ginning teachers, in-service training pro-
grams may benefit from the results of this
study. These programs may enhance the
quality of English teachers’ first year expe-
riences so that they do not experience job
stress and burnout in their future career. As
experienced teachers attend such cours-
es, the discussion sessions would become
more educational and efficient to empower
participants professionally through peer
coaching.

Moreover, educational workshops should
be held for teachers on the way they have
to manage their classes and how to deal
with disruptive behavior. School counse-
lors can work in close cooperation with
teachers and guide them on how to deal
with students’ misbehavior while not hav-
ing destructive effect on students’ learning.

The final suggestion of this study goes
to material designers that in the foreword
pages of the books or teachers’ manuals,
should provide comprehensive guidelines
on classroom management and discipline
issues in EFL classes, student-teacher re-
lationship, the importance and necessity of
building a good rapport with the students
and adopting a humanitarian approach to
language teaching and learning.
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motivation in a number of ways.

First, two of the classroom discipline
strategies naming punishment and ag-
gression are inversely correlated with mo-
tivation. The findings show that students’
motivation for learning English is likely to
decrease if teachers use punishment and
aggression when dealing with misbehav-
ior. This is in line with the evidence that
teacher aggression distracts students from
their school work (Lewis et al., 2008) and
diminishes rather than enhances student
learning and does not foster a sense of
responsibility in students (Sava, 2002).
Similarly, Henderson in a series of stud-
ies, demonstrated that students who per-
ceived their teachers as admonishing and
strict had more negative attitudes towards
the subject being taught (e.g., Henderson,
Fisher, & Fraser, 2000). The result implies
that using such strategies by English teach-
ers makes students anxious and creates a
threatening atmosphere that prevents stu-
dents’ self-initiation and causes loss of mo-
tivation.

Second, recognition/reward, involvement,
discussion, and hinting are positively relat-
ed to motivation. The findings confirms the
literature in the sense that the most useful
discipline techniques for generating positive
reactions among students are recognition
of responsible behaviors and discussions
with students where a negotiated outcome
is achieved (Lewis et al., 2008). Many edu-
cators and researchers argue that inclusion
of, and negotiation with, students increases
their sense of competency and belong-
ing (Anderman, 2002). Teachers become
a good support in the eyes of the students
if they recognize students’ appropriate be-
havior, discuss with them what is expected
of them, involve them in decision making and
organizing class rules, and give them some
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hints on their misbehavior.

Third, this study represents the result
of an attempt to establish a link between
classroom discipline and students’ motiva-
tion in learning English. Through regres-
sion analysis of the data three classroom
discipline strategies namely involvement,
hinting, and recognition were found to be
significant predictors of students’ motiva-
tion to learn English as a foreign language.
This shows that providing emotional and
academic support to students creates a
positive classroom social climate and con-
stitutes a motivational factor for students
to instigate and pursue learning more seri-
ously (Patrick et al., 2007). The finding is
in accord with what Dornyei’s (1994) learn-
ing situation level under which teachers’
classroom discipline can be subsumed.

It was also found that punishment was
a hindrance to students’ motivation. It is
evident in the literature that teachers’ co-
ercive behavior towards students is one
of the most common stressful school situ-
ations for students (Pierkarski, 2000). As
mentioned by Sava (2002 P.1610) “when
students perceive their teachers as mis-
behaving several negative outcomes can
occur. Mainly, there are three categories of
negative effects: educational, psychologi-
cal, and somatic outcome”. The most rel-
evant of these is a general lack of motiva-
tion and a specific negative affect toward
course material (Gorham & Christophel,
1992). The finding raises the awareness of
language teachers toward the use of such
strategies in their classes in a more judi-
cious manner.

Implications and Applications

The findings of the current study can as-
sist EFL teachers to recognize those class-
room discipline strategies that were per-



Attitude/Motivation Test Battery

To obtain measures of students’ motiva-
tion, the short form of Gardner’s Attitude/
Motivation Test Battery translated and vali-
dated by Ghorban Dordinejad and Imam-

variable of this study (teachers’ classroom
discipline strategies). The test statistic was
significant at the 0.05 level of significance
(F =17.758; p=0.000).

Table 1. Analysis of variance

Jomeh (2011) was utilized. The scale had
37 items that were clustered under 4 fac-
tors. The respondents were asked to rate

Sources  Sumof e Mean F po | Adiusted
squares square R2

Model 25213.337 6 4202223 17.753 .225 212 .000

themselves regarding each item of the
questionnaire on a 4-point Likert scale
ranging from completely disagree (1) to
completely agree (4). The Cronbach’s al-
pha reliability of the questionnaire in this

study turned out to be .88.

Results
Inter-correlation among variables
Correlation method was used to investi-
gate the relationship between EFL teach-
ers’ discipline strategies and students’
motivation in learning English as a foreign
language. The result of correlation showed
that motivation was significantly and posi-
tively related to recognition/reward (r=.34,
p<0.01), discussion (r=156, p<0.01), in-
volvement (r=.37, p<0.01), and hinting
(r=.33, p<0.01). Further, motivation was in-
versely and significantly related to punish-
ment (r= - .27, p<0.01) and aggression (r=
- .24, p<0.01).

Predictors of motivation

In order to determine the proportion of
the variance in students’ motivation in
learning English that could be explained by
their teachers’ classroom discipline strat-
egies, multiple regression analysis was
performed. The summary of the regression
results is presented in Tables 1 and 2. The
results indicated that more than 21% of the
variance in students’ motivation in learning
English was explained by the independent

Error 86868.933 367 236.700

Total 112082.270 373

Table 2. Multiple regressions on dependent
variable (motivation)

Variables B B t p
Punishment -.639 -172  -3.264 .001*
Recognition .403 .140 2.466 .014*
Discussion 112 .029 .504 614

Involvement 426 .140 2.064 .040*
Hinting .656 191 2.928 .004*
Aggression -.266 -.085 -1.594 112

As table 2 illustrates, four types of class-
room discipline strategies can explain the
variance in the motivation. These strate-
gies in order of predicative value are hint-
ing (B=.191, t=2.92), punishment (hin-
drance of motivation) (B=-.172, t=3.264),
recognition/rewarding (B=.140, t=2.466)
and involvement (3=.140, t=2.064).

Discussion

This study was an attempt to find the re-
lationship between EFL teachers’ class-
room discipline strategies and students’
motivation in learning English. The results
suggest that not only is there a relation
between strategies applied by language
teachers in maintaining discipline in their
classrooms and students’ language learn-
ing motivation but also classroom disci-
pline has the power of predictability for stu-
dents’ motivation in the EFL context. The
findings contribute to the area of students’
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concerns such as teaching large classes,
teaching multiple proficiency levels in the
same class, compromising with the insti-
tution, discipline and cheating (Brown,
2001). According to Wadden & McGovern
(1991) factors such as the large numbers
of students who are not in the classroom
by choice; the number of students per
class; the lack of importance students give
to English in the school curriculum when
compared to other school subjects such as
math or science, and the fact that, in the
same group, EFL teachers work with stu-
dents from different cultural and academic

backgrounds, can affect discipline in class.
According to Brown (2001), grappling with
classroom management is one of the key
elements of interactive language teaching
because in a poorly managed classroom,
teachers struggle to teach and students
usually learn less than they should, and
there is abundance of discipline issues
while a well-managed classroom provides
an environment in which teaching and
learning can flourish.

Despite recent advances in research and
theorization on the relationship between
learning and classroom management
styles of teachers, motivation theories
have seldom been linked to management
practices in classroom settings particularly
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in EFL classes. Based on the rationale pro-

vided, the following research questions are

studied:

1. Is there any significant relationship be-
tween Iranian EFL teachers’ classroom
discipline strategies and students’
learning motivation?

2. Are EFL teachers’ classroom discipline
strategies the predictor of their stu-

dents’ English learning motivation?

Method

Participants

A total of 374 male and female students
from 9 junior high-schools in Sari participat-
ed in the study. Of the sample, 148 (39.6%)
were female and 226 (60.4%) were male.

Instruments

Classroom discipline strategies ques-
tionnaire

To measure teachers’ classroom disci-
pline strategies, the 24-item questionnaire
of classroom discipline developed by Lew-
is (2001) was used. The scale assesses six
frequently discussed discipline techniques
used by teachers including: punishment,
recognition/reward, involvement, discus-
sion and negotiation, hinting, and aggres-
sion.

Inordertoassessteachers’disciplinestrat-
egies, students were asked to indicate, how
frequently the teacher acted as describedin
the statement when trying to deal with mis-
behaviors ona6-point Likerttype scale from
nearlyalways6tonever1.The Cronbach’sal-
pha reliability of the whole scale was found
to be .81.

Demographic information of the partici-
pants (age, grade, school type) was also

gathered by a separate form.



classroom-friendly model in which L2 mo-
tivation is conceptualized on three levels.

The language level addresses the social
side of L2 motivation, subsuming Gardner’s
integrative and instrumental concepts. The

learner level represents individual charac-
teristics of the learner, and concerns in-
ternal desire for achievement and issues
related to self-confidence. The learning
situation level is associated with class-
room specific motivational factors: course-
specific, teacher-specific, and group-specific moti-
vational components. According to this model,
three key components of the teacher’s role
that impact on L2 motivation are specified:

the affiliative motive (i.e., students’ desire
to please the teacher), authority type (i.e.

authoritarian, democratic or laissez-faire
teaching style) and direct socialization of
student motivation which includes mod-
eling, task presentation and feedback.

Maclintyre et al., (2002) hold a similar
viewpoint by indicating three components
that make up the motivation of L2 learn-
ing: the desire to learn L2, motivational ef-
fort, and attitudes toward learning L2. It is
suggested that the frequency of using L2
can be influenced by the motivation com-
ponents and learners’ willingness to com-
municate (WTC). When students are not
affectively and effectively prepared, their
desire to communicate will not produce
WTQC, but will result in unwillingness to talk
(UTT).

Many recent studies on the role of lan-

guage teachers in motivating their students
to learn support the fact that the teacher
is of great significance in developing stu-
dents’ affective learning. It is also suggest-
ed that students are motivated to commu-
nicate and participate when teachers are
responsive and caring and avoid placing
anxiety on students. The study conducted
by Yi (2006) revealed that teachers who
demonstrated more leadership, as well as
friendly and understanding behaviors in
their interactions with learners, were found
to foster greater learner achievement and
to create positive attitudes towards the
subject of study. Teachers who had more
uncertain, dissatisfied and admonishing

behavior produced the reverse effect.

Classroom discipline in language
classes

English classes are composed of various
activities that require students’ active par-
ticipation, so “students usually have more
opportunities in an EFL class than classes
of other subjects to speak, to talk, to read
aloud or even to argue with each other” (Yi,
2006, p. 132). Therefore, if the class is not
going to be managed by the teacher appro-
priately, there is the risk of chaos and disrup-
tivebehavior.Researchshowsthattoomuch
noiseintheclassroominterveneswithcogni-
tive processing of information and thus mini-
mizes learning outcomes and motivation.
Further, many students may associate the
noise produced by group work with a lack
of classroommanagementskillonteachers’
part.Thisraisesdoubtaboutlanguagelearn-
ing and teachers’ ability and consequently
lowers students’ motivation.

Another important aspect of classroom
management centers on the issue of how
to teach under ‘adverse circumstances’
which implies a number of management
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in one’s career.
Deci and Ryan (1985) classified motiva-

tion into intrinsic motivation, the desire to
engage in activities in anticipation of in-
ternally rewarding consequences such as
feelings of competence and self-determi-
nation, and extrinsic motivation, the desire
to engage in activities in anticipation of a
reward from outside of and beyond the self.

Crookes and Schmidt (1991) broadened
the definitional framework of motivation
and suggested that motivation should in-
clude four major determinants: (1) inter-
est in learning the language, (2) relevance

7

which involves the perception that person-
al needs are being met by the learning situ-
ation, (3) expectation for success or fail-
ure, and (4) extrinsic and intrinsic rewards.
Supporting the perception of motivation as
a multifaceted complex of factors, Brown
(1994) proposed a two-by-two matrix rep-
resenting the combination of the intrinsic-
extrinsic dimension with the conventional
integrative-instrumental  dimension to
show that it is difficult to divide language
learning motivation into two distinct types
such as integrative- instrumental motiva-
tion or intrinsic-extrinsic motivation.
Dornyei (1994) developed an extended,



ply a range of rewards and recognitions
for good behavior as well as punishments
for misbehavior (Canter & Canter, 2002).
Others argue that the aim can only be at-
tained by less emphasis on student obedi-
ence and teacher coercion, and more on
student self-regulation. This is facilitated
by techniques such as negotiating, dis-
cussing, and contracting (Vitto, 2003). The
third orientation favors group participation
and decision making, whereby the group
takes responsibility for ensuring the appro-
priateness of the behavior of all its mem-
bers (Edwards & Mullis, 2003). In prac-
tice, however, most programs addressing
classroom behavior management combine
techniques from all three approaches with
varying emphases.

Based on self-determination theory,
social-contextual conditions that provide
people with the opportunity to satisfy their
basic needs lead to enhanced motivation,
optimal functioning, and psychological well
being, whereas environmental factors that
thwart these basic needs result in opposite
outcomes (Ryan & Deci, 2000). It is sug-
gested that classroom discipline can lead
to developing an effective classroom man-

agement style which maximizes students’
academic performance and keeps them on
task by developing a sense of responsibil-
ity in them. In doing so, an effective style of
classroom discipline minimizes problems
and disruptions in the classroom (Lewis, et

al., 2008).

e Language learning motivation

Over the past few decades, there has
been a growing interest in exploring learn-
ing motivation to understand why people
learn a second or a foreign language.

The formulation of second language mo-
tivation which was first proposed by Gard-
ner and his associates has inspired a lot of
research in this field. Gardner and Lambert
(1972) suggested that language learning
motivation can be divided into two types;
integrative motivation, and instrumental
motivation, the former is the stimulus for
learners’ further language studies stem-
ming from their desire to communicate or
interact with L2 people or culture and the
latter is the external influences that make
learners study more such as studying Eng-
lish to pass an entrance examination or
having adequate English ability to progress
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Introduction

Motivation is the primary impetus to ini-
tiate second or foreign language learning
and it is the driving force to sustain the
long and often tedious learning process.
For English teachers, students’ motivation
has continually become a major concern
because students’ motivation is critical to
make the process of teaching and learning
more effective.

Teachers are identified as a key fac-
tor in making learning effective and stu-
dents’ learning relies so much on teach-
ers’ instructional behavior. Due to this fact,
students’ learning attitude and learning
motivation are influenced both by their per-
ceptions of what their teachers do in the
class and directly by teachers’ actual be-
haviors (Allen et al., 2006).

Factors such as teachers’ personal char-
acteristics, strategies they use in the class-
room and how well they support and care
for their students all combine to determine
how teachers can motivate or demotivate
their students. Classroom discipline is one
of the most significant issues related to
teacher role and it is clearly of concern not
only to teachers but also to many students
and even parents (Longdon, 1996).

It is evident that motivation for learning
increases when fear in the classroom is
minimized (Boyle, 2000). In a supportive
classroom climate where a teacher cre-
ates an atmosphere of warmth, safety,
acceptance, and genuineness with his or
her students, the students are more likely
become more self-initiated, self-confident,
self-directed, and less anxious learners.
One way to create this atmosphere is to
manage the class appropriately (Lewis,
2001). When teachers act offensively and
coercively, learning is negatively affected
and students report more psychological
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and somatic complaints (Sava, 2002).

InEnglishclasses,classroommanagement
raiseskeyissues,andthebiggestchallenges
EFL teachers face is how to maintain disci-
plinewhiletheyteach(Linse&Nunan,2005).
Ontheonehand, alanguageteachertriesto
be a kind and loving caregiver task master
so that a genuine communication can take
shape in the classroom (William & Burden,
1999). On the other hand, in order for the
instruction to take place, the teacher should
maintain order in his/her classroom.ltis not,
therefore, easy for an EFL teacher to create
thebalance betweenthesetwo, thatis, acar-
ing environment and a controlled one.

Classroom discipline

While one disciplinary view is that disci-
pline is punishment and control (Rowntree,
1981),Harmer(1983)believesthatdiscipline
does not mean punishment applied to mis-
behaving students but refers to a contract
which binds a teacher and a group of stu-
dents together so that learning can be more
effective. According to Lewis (2001), disci-
plineisgenerallyrepresentedaswhatteach-
ersdoinresponse to students’ misbehavior.

There are at least three main approaches to
classroom discipline, each advocating par-
ticular techniques.

Some educationalists argue that in order
to promote responsibility in children, teach-
ers need to develop clear expectations for
student behavior and then judiciously ap-
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(Abstract
The aim of this study was investigating the relationship between Iranian EFL teachers’
classroom discipline strategies and their students’ motivation in learning English as a
foreign language. To achieve this goal, three hundred and seventy-four junior high-school
students completed classroom discipline strategy questionnaire that assessed their per-
ceptions of the strategies their English teachers used to discipline the classroom in terms
of the following six factors: punishment, recognition/reward, discussion, hinting, involve-
ment, and aggression. They also filled in Attitude/Motivation Test Battery that assessed
their motivation towards learning English as a foreign language. The results revealed
that punishment and aggression strategies correlated inversely with students’ motiva-
tion. Discussion, recognition/reward, involvement, and hinting were positively related to
students’ motivation. Further, four strategies - punishment, recognition, involvement and
hinting - could explain more than 20 percent of motivation in learning English as a foreign
language, while punishment was found to be a hindrance to motivation.

Key Words: classroom discipline, EFL, motivation, teachers, strategies
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Appendix

Original and nativized versions of one
of the three cloze passages

Original version

Mr. Marsh was a Senator in the govern-
ment. One day he was driving to a town to
(1) an important speech when he (2) at a
small restaurant to (3) some coffee. When
he saw that the restaurant had some nice
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fresh rolls, he asked the waitress for one,
and she (4) it. Then he asked for some but-
ter and jam and she (5) a very small serv-
ing of butter and a very small jar of jam.

“I'd like some more jam, please.” Mr.
Marsh said.

“I'm sorry,” she answered, “but we (6) give
one serving of butter and one jar of jam
with each roll.”

Mr. Marsh began to get (7). “Do you (8)
who | am, young lady?” he said. “I'm the
state Senator.”

‘And do you (9) who | am?” the waitress
asked.

Mr. Marsh was (10) and said, “No.”

“‘Well,” she answered, “I'm the person
who gives out the jars of jam.”

Nativized version

Mr. Tehrani was the manager of a big
company. One day he was driving to a town
to (1) an important speech when he (2) at
a small restaurant to (3) some tea. When
he saw that the restaurant had some nice
fresh bread, he asked the waiter for one,
and he (4) it. Then he asked for some but-
ter and jam and he (5) a very small serving
of butter and a very small jar of jam.

“I'd like some more jam, please.” Mr. Teh-
rani said.

“I'm sorry,” he answered, “but we (6) give
one serving of butter and one jar of jam
with each bread.”

Mr. Tehrani began to get (7). “Do you (8)
who | am, young man?” he said. “I'm the
manager of a big company.”

‘And do you (9) who | am?” the waiter
asked.

Mr. Tehrani was (10) and said, “No.”

“Well”, he answered, “I'm person who
gives out the jars of jam.”



pectations, readers may lack the cultural
background knowledge which is assumed
by the writer, and which is necessary for
successful comprehension of the text.
Therefore, through nativization of the cul-
ture-specific cues in the texts, the influence
of cultural schemata can be triggered, and
the comprehension can be facilitated.
Generally speaking, target language
texts reflect some aspects of the culture of
the people for whom they have been origi-
nally written. They tend to reflect the preoc-
cupations, the values, beliefs and attitudes
of a particular community and typically
contain references to people, events, loca-
tions, concepts, as well as customs and in-
stitutions related to the culture of that com-
munity. As far as reading comprehension is
concerned, this can be a potential source
of reading difficulty for non-native readers
because it is often difficult for EFL readers
to associate themselves with the charac-
ters, events, places, concepts, and con-

In recent years, as cultural fac-
tors receive more emphasis
in EFL instruction, consider-
able attention has been drawn
on understanding the role of
cultural schemata in reading
comprehension

tent of the anecdotal narratives
from the target language cul-
ture. Therefore, nativizing
these texts to the readers’
own culture would help
readers activate appro-
priate schemata more ef-
ficiently which results in
better comprehension.
Nativization is recom-

mended to EFL teachers and material de-
signers as a new way of text modification to
enhance learners’ reading comprehension
of narrative texts. Using nativized texts in
reading classes will have positive import
on the development of reading skill. Nativ-
ized texts may raise feelings of interest in
the readers and increase their motivation
to read further and could thus be a good
stimulant for extensive reading. Longer nar-
rative texts such as short stories, novellas,
and novels can be nativized into learners’
own culture and used in extensive reading
programs for EFL learners.

Furthermore, nativized texts can create a
strong feeling of cultural identity between
the reader and the text. This, in turn, may
make students more confident readers.
Nativized texts may also make it easier to
teach basic literary concepts to EFL stu-
dents of literature. For example, concepts
of characterization, conflict, or resolution
may be more understandable to students
in the more culturally familiar environments
of nativized stories rather than in the alien
contexts of original American or British sto-
ries.
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easily accessed the pragmatic relations
between these forms and their referents in
the world of experience, and this resulted
in their better performance in reading com-
prehension test. In contrast, the original
group lagged behind because they read
narratives with surface forms which were
culturally unfamiliar (or less familiar) with
and which pertained to culturally unfamil-
iar (or less familiar) content. Therefore, the
pragmatic links between these forms and
their referents or content were less acces-
sible to them, and their reading compre-
hension suffered as a result.

The study is also in line with Oller and
Chen’s (2007) ideas in relation to episod-

When reading texts from the
target language culture, read-
ers will naturally draw upon
information gained from their
own cultural experiences and
cultural background knowl-
edge

ic organization in discourse processing
measurements. In simple terms, episodic
organization refers to a series of episodes
in a story-line as in a film or novel and is
commonly manifested in the chronological
arrangement of narratives and in ordinary
reports of event sequences (pp. 127-128).
Bringing empirical evidence, Oller and
Chen showed that both second language
learners and native speakers use episodic
organization to fill in missing elements in a
cloze task.They further argue that the depth
of comprehension of episodic organization
is sensitive to relatively minute elements of
surface forms and more specifically to the
names of persons and places in the dis-
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course. That is, changing the surface forms
of referring terms in a narrative text to more
familiar ones would make them easier for
learners to interpret. This is also borne out
by this research because the texts con-
tained a number of proper names referring
to persons and places which were cultur-
ally modified in the nativized versions. This
modification probably helped the subjects
who read the nativized anecdotes to un-
derstand the texts better and thus could
solve more cloze items in comparison to
the subjects who read the original texts.

Conclusion and pedagogical implica-
tions

Comprehension does not occur in a vac-
uum, and indeed, schemata activation is
an important part of the process by which
meaning is created by the reader. When
reading texts from the target language
culture, readers will naturally draw upon
information gained from their own cultur-
al experiences and cultural background
knowledge. In the case of foreign language
reading, where the reader and writer pre-
sumably belong to different cultures and
have distinct cultural experiences and ex-




readers’ background knowledge andtextual
input functioninteractively so that areader’s
weaknessinone areamay be compensated
for by his strength in another area. In the
case of this study, the subjects in the nativ-
ized group might have overcome difficult
vocabulary and complexgrammatical struc-
tures and thus inferred the meaning of the
unknown words or phrases by drawing on
their cultural background knowledge. As a
result, they could solve more cloze items in
comparison to the original group.

The difference between the two groups’

The psychological processes
involved in comprehension
indicates that people’s under-
standing of language is a func-
tion of their past experiences,
their background knowledge
or what are technically known
as their schemata

performance in comprehension can also
be related to the possible interest aroused
by culturally nativized texts. When readers
see elements of their native culture in the
texts, because of the cultural proximity they
feel between themselves and the charac-
ters, they probably feel much more en-
gaged with the plot and can more strongly
identify themselves with the characters of
the stories. This, in turn, leads to better
understanding of the texts. In addition, re-
search has shown that compared with the
first language, the mind is less efficientin a
second language at any task, and there is
“an L2 cognitive deficit” as it is sometimes
called (Cook, 2001, p. 87). It seems that
nativizing the texts to conform to the learn-
ers’ native culture enables learners to com-
pensate for this cognitive deficit and helps
them to better connect each sentence with

its subsequent and previous sentences in
the text. In fact, the nativized texts put few-
er loads on the subjects’ memory in com-
parison to the original ones and results in
better text comprehension.

The results of the study can also be in-
terpreted through Oller’s (2005) pragmatic
or Tt-bootstrapping hypothesis in language
processing and language acquisition. In
the history of language teaching, theore-
ticians and methodologists have gener-
ally agreed that it is essential somehow to
teach pairings of form, F, with content, C, or
FC. Oller, however, maintains that the prag-
matic connections between F and C, that
is, the t-links (FTtC) is a more complete
representation (p. 94). In the formula FriC,
F stands for the target language form(s) to
be comprehended, or acquired, or both, C
stands for the content (i.e., the referent or
complex of referents) that may be referred
to, and mt stands for the particular act that
connects F through inference with C that F
signifies and to which it purports to refer.
Bringing empirical evidence, Oller argues
that developing proficiency in any lan-
guage, or modality, depends on access to
the dynamic referential relations between
target forms and particular persons, things,
events, and relations among them in the
world of experience. Citing studies on cul-
tural modifications of reading texts, Oller
shows that merely changing the form of
certain unfamiliar referring terms in a nar-
rative text to more culturally familiar ones
makes form-content relationships more
accessible to EFL learners, enhances text
coherence, and improves overall compre-
hension.

As far as this study is concerned, the na-
tivized texts, in both surface forms and their
content, were more culturally familiar to the
learners. Therefore, the nativized group
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students in the control group received the
original version of the cloze test and the stu-
dents in the experimental group received
the nativized version. The subjects in both
groups were given the same amount of
time to complete the cloze passages.

Scoring procedure

The cloze tests were scored according to
the acceptable word method. Accordingly,
one mark was given to each semantically
acceptable answer and zero mark was
given to each semantically unacceptable
answer. The subjects’ grammatical and
spelling errors were ignored in the scoring
procedure.

Results

After administering the tests and correct-
ing the papers, the collected data were
analyzed. Table 4 displays the two groups’

performance on the cloze tests.

value of t was much greater than the critical
value of t, indicating that the difference be-
tween the two groups was statistically sig-
nificant and, in fact, nativization of the texts
had a positive effect on students’ reading
comprehension.

Discussion

The results provided an affirmative an-
swer to the research question; that is, na-
tivization of short narrative texts from the
target language culture into Persian cul-
ture facilitates Iranian EFL learners’ com-
prehension of the texts. Comprehension,
according to the schema theory, is an in-
teractive process between the reader and
the text, and successful understanding of
a text depends crucially on the readers’
ability to activate the relevant schemata to
relate information from the text to already
existing background knowledge. When a
person reads a narrative text, the schema-

Table 4 ta embodying his background knowledge
The Results of the two Groups' Performance on . .
Cloze Test provide the framework for understanding
Groups N Minimum Maximum Mean SD the setting, mood, characters, and the
Original 30 11 o4 1716 4.02 chain of events. When reading the original
Nativized 30 10 57 2088 3.72 narratives, the readers might not be able

As shown in the table, the mean of the
nativized group’s scores was greater than
the mean of the original group. To see if the
difference between the means was statisti-
cally significant, an independent t-test was
run. The result of this statistical analysis is

shown in Table 5.

to activate their schemata as efficiently as
when they read the nativized version since
the original texts are not in line with the
EFL readers’ cultural background knowl-
edge. So a possible reason for the outper-
formance of the nativized group is that the
nativized narratives are more consistent
with lIranian readers’ cultural knowledge

and thus helped them better activate their
schemata regarding the content of the text
and enabled them to relate the incidents in

Table 5
Independent T-Test Comparing the Means of the
two Groups' Scores on Cloze Tests

Groups N Minimum Maximum Mean SD .

— the texts to their own background knowl-
Original 30 17.16 4.02 7.77 58 d d .
Nativized 30 22.88 3.72 edge and experience.

Furthermore, the interactive compensa-

As illustrated in the table, the observed  tory model (Stanovich, 2000) suggests that
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and rhetorical structures of the texts intact.
So this resulted in having two versions of
each anecdote — one native English and
one nativized.

The narrative texts were nativized in a
way that reflected the learners’ own cul-
ture; that is, they were re-written as if the
events were taking place in Iran. Therefore,
in the nativized versions all the names of
the characters and cities were changed to
Iranian names. In addition, a great number
of concepts concerning American culture
in the original anecdotes were changed
in the nativized versions to reflect Persian
culture. These concepts were related to
cultural elements such as food, jobs, cur-
rency, interpersonal relationships, and so
on.

In the first anecdote, a Senator in the gov-
ernment was changed into the manager
of a big company, in the nativized version
since in the Iranian system of government,
there is no Senator; in addition, people do
not typically make jokes about high-ranking
government officials. As another example,
the waitress was changed to the waiter be-
cause in the Iranian culture typically men
serve foods and drinks in restaurants not
women. Table 2 below shows the textual
and contextual cues in the original and na-

tivized versions of the first anecdote.

Table 1
Textual and Contextual Cues in the two Versions
of the First Anecdote

Original Version Nativized Version

Mr. Marsh (3 occurrences) Mr. Tehrani

a Senator in the the manager of a big
government company

coffee tea

fresh rolls fresh bread

waitress (2 occurrences)  waiter

each roll each bread

young lady young man

she (4 occurrences) he

the state Senator the manager of a big

company

In the second anecdote, one of the girls
was changed into one of the students in
the nativized version since in Iran, boys
and girls attend separate classes in sepa-
rate schools. As another example, when
one of the students raises her hand and
the teacher says “Yes, Debbie?”, this was
replaced by “Yes, Karimi?”, in the nativized
version, because in the lIranian culture,
school teachers usually call their students
by their last name in class. Table 3 demon-
strates the textual and contextual cues in
the original and nativized versions of the
second anecdote.

Table 2
Textual and Contextual Cues in the two Versions
of the Second Anecdote

Original Version Nativized Version

Miss Rogers (4 occurrences)  Miss Alavi

New York Tehran

Los Angeles Istanbul

75 feet 25 meters

one of the girls one of the students
“Yes, Debbie?” “Yes, Karimi?”
Debbie Karimi

eleven o’clock half past nine

In the third anecdote, Mrs. Green was
replaced by Mr. Ahmadi because in Iran,
old women are less likely to travel alone by
plane regularly. Table 4 demonstrates other
textual and contextual cues in the original
and nativized versions of the third anec-
dote.

Table 3

Textual and Contextual Cues in the two Versions

of the Third Anecdote
Original Version Nativized Version

Mrs. Green (4 occurrences)  Mr. Ahmadi

an old lady an old gentleman
she (6 occurrences) he

Chicago Tehran

San Francisco Ahvaz

Administration procedure

The two versions of the test were admin-
istered to the two groups of the subjects
participating in the study. Therefore, the
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enous sample. Then, they were randomly
divided into two groups of 30. One group
was considered as the experimental and
the other as the control group.

Materials

Three short narrative texts were selected
for the study. They were anecdotal nar-
ratives in American English taken from
Hill (1980). The selection procedure was
based on several factors the most impor-
tant of which were the level of difficulty, the
length, and the cultural load of the texts.
First, an attempt was made to choose texts
at the appropriate level of difficulty in terms
of lexical and syntactic complexity for the
participants. To accomplish this, the proce-
dure suggested by Farhady, Jafarpur, and
Birjandi (2001, p. 283) was followed. That
is, Five passages were randomly selected
from the first-grade high school students’
English textbook. Using Fog’s readability
formula, the average readability level of the
book was determined to be 9.5 with the ap-
proximate standard deviation of 1.5. Then,
three short narrative texts with readability
levels of +1 standard deviation of the sam-
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ple passages (i.e., 8 to 11) were selected.

Second, in line with the purpose of re-
search, short narrative texts were chosen
for the study. The three texts were each
150 words in length, 450 words altogether.
Finally, care was exercised to select the
texts which contained more cultural cues,
both textual and contextual, as defined by
Alptekin (2006), and lent themselves well
to cultural nativization in the adapted ver-
sions.

Instruments

Three tests were utilized in the study: a
Nelson English Language Test for select-
ing homogeneous subjects, and two types
of reading comprehension tests developed
by the researcher. Both types of reading
comprehension tests included three cloze
passages. In one type, the cloze texts were
based on the original anecdotes, while in
the other, they were based on the nativ-
ized versions. In each anecdotal narrative,
ten words were deleted from the text and
students were required to fill in the blanks
(See Appendix for the original and nativ-
ized versions of one of the cloze passag-
es). Therefore, there were 30 blanks alto-
gether in each cloze test.

Procedures

Nativization procedure

The texts selected for the study were nativ-
izedinto the language learners’ own culture
(i.e., Persian) based on Alptekin’s (2006)
definition of cultural nativization. To accom-
plish this, first, the textual and contextual
cues of the anecdotal narratives which re-
flected American culture were identified,
and then these cues were adapted socio-
logically, semantically, and pragmatically
in the modified versions to reflect Persian
culture, while keeping linguistic features



quality of comprehension. Concerning con-
tent schemata, numerous research studies
have demonstrated that a text dealing with
a culturally familiar content will be easier to
comprehend - all other factors being equal
- than a culturally unfamiliar one (Abu-
Rabia, 2003; Chihara, Sakurai and Oller,
1989; Carrell, 1987; Droop and Verhoeven,
1998; Pritchard, 1990; Rosowsky, 2000;
Sasaki, 2000; Yeut Hung Chan, 20083,
among others). This is because the reader
is able to activate and utilize the relevant
cultural schemata to facilitate comprehen-
sion of the culturally familiar text.

The notion of cultural nativization was in-
troduced by Alptekin (2002, as cited in Erten
&Razi,2003) asaway of investigating the ef-
fect of cultural background knowledge on
comprehension of short stories. Alptekin
(2006) elaborated on the issue and gave a
comprehensive definition of the term as “so-
ciological, semantic and pragmatic adapta-
tion of the textual and contextual cues of the
original story into the learner’s own culture,
while keeping its linguistic and rhetorical
contentessentiallyintact’(p.499). By textual
cues Alptekin means data which have to do
with settings and locations as well as char-
actersandoccupations.ExamplesofTurkish
nativization of textual cues given by Alptekin
are changing New York City to Istanbul, or
organistto piano player.Contextual cues, as
defined by Alptekin, include culture-specific
customs,rituals, notions, structures,andval-
ues (p. 500). An example of nativization of
contextual cues is replacing the traditional
American Sunday dinner by a Bayram meal
for Turkish learners.

Since the concept of cultural nativization
was introduced, few studies have been con-
ducted on the role of this type of text modi-
ficationinreadingcomprehension (Alptekin,
2006; Erten & Razi, 2003, 2009; Jalilifar and

Assi, 2008;Razi, 2004). Previous studies on
culturalnativizationhave generallyindicated
that nativizing a target language narrative
textto conformtothe learners’ cultural sche-
mata facilitates learners’ comprehension of
thetext.However,these studieshaveinvesti-
gatedtherole of nativizationin reading com-
prehension in relation to only short stories,
so otheralternatives suchaslongerorshort-
er narrative texts have not been researched
yet.Furthermore, mostofthese studies have
investigated the issue in Turkish culture and
withTurkishEFLIlearners.Assuch,thestudies
need to be replicated and the findings have
to be confirmed by other studies with learn-
ersfromotherculturalcontexts.Takingthese
limitations into consideration, this study ex-
amined the effect of cultural nativization on
comprehensionofshortnarrativetexts.More
specifically it explored the issue in relation
to Persian culture among students learning
Englishasaforeignlanguage.Thestudy was
an attempt to answer the following question:
1. Does nativization of short narrative
texts from the target language culture into
Persian culture affect Iranian EFL learners’
comprehension of the texts?

Methodology

Participants

The subjects participating in this study
were 60 Iranian EFL learners with the aver-
age age of fifteen. They were selected from
among 100 first-graders in a high school
in Ahvaz, based on the scores obtained
from a standard proficiency test, that is, a
Nelson Test (Fowler and Coe, 1976) con-
sisting of 50 multiple choice items. On the
basis of the results obtained from the test,
60 students whose scores fell between
one standard deviation above or below the
mean score were selected as a homog-
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Introduction

Research on the psychological process-
es involved in comprehension indicates
that people’s understanding of language is
a function of their past experiences, their
background knowledge or what are techni-
cally known as their schemata. The role of
prior knowledge in language comprehen-
sion has been formalized in a theoretical
model known as schema theory. One of
the basic tenets of this theory is that texts
themselves, whether spoken or written,
do not carry meaning; rather, they provide
signposts or clues for listeners or readers
in reconstructing the meanings from their
own background knowledge. Reading
comprehension is thus an interactive pro-
cess between the reader and the textual
input, in that the reader is required to fit the
clues provided in the text to his own previ-
ously acquired knowledge (Nunan, 2002).

In schema-theoretic studies, a theoretical

distinction is often made between content
and formal schemata. Content schemata
are usually understood as the background
knowledge about the content area or the
subject matter of a text; in contrast, formal
schemataareclaimedtoconstitutetheback-
ground knowledge of the formal rhetorical

structures of different text types or genres
(Field, 2004; Villanueva de Debat, 2006).

Inrecentyears, as cultural factors have re-
ceived more emphasis in EFL instruction,
considerable attention has been drawn on
understanding the role of cultural schemata
in reading comprehension. It is argued that
non-native readers’ failure to activate appro-
priate cultural schemata during reading may
resultinvarious degreesofnon-comprehen-
sion.Thisisbecauseschemata,asYule(2000)
points out, are culturally determined, and
people develop their cultural schemata in
the context of their basic experiences.In oth-
er words, the sociocultural context in which
an individual is embedded will affect his/
her schemata. It follows that when a person
is presented with culturally familiar informa-
tion, this information will be easier to under-
stand than culturally unfamiliar information,
as the former ties in better with the person’s
cultural schemata.

Cultural schema has been researched in
relation to both content and formal sche-
mata, and schema-theoretic studies in
both L1 and L2 reading have generally in-
dicated that the more content and/or form
of a text interact with the readers’ cultural
background knowledge, the better the
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(Abstract

This study investigated the role of cultural nativization in the comprehension of the
target language short narrative texts by Iranian EFL learners. Following Alptekin’s
(2006) definition of cultural nativization, three short narrative texts in American English
were nativized into Persian culture. Then, two types of cloze tests were constructed to
assess reading comprehension: one based on the original texts and the other based
on the nativized versions. To conduct the research, a standard language proficiency
test (Nelson Test) was administered to 100 first-grade high school students and based
on their scores, 60 learners were selected as a homogenous sample. Then, they were
randomly divided into two groups of 30. In order to collect the relevant data, each version
of the test was administered to one group of the subjects. The results demonstrated that
cultural nativization had a facilitative role in comprehension of the texts. The findings of
the study bear implications for EFL teachers and material designers.
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