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CHAPTER1
INTRODUCTION

1.1 Background of the study

From the 20" century to the beginning of the 21* century, the emergence of
globalisation and the information technology era has had such a tremendous impact due
to the fact that knowledge and information are disseminated quickly and boundlessly. In
addition, global free trade has become more competitive. Therefore, countries affected
from the impact must prepare themselves to.€ope with uncertain changes in order to
survive in the near future. Onc of the vital factors of appropriate preparation and
national development is human reSources. We, as teachers or parents, have to prepare
our students or children to gope with this fast changing world.

Education is undergoing tremendéﬂhsd_ change in the information age. Older
paradigms of teaching and leamning.are i)_eing challenged. Many higher education
institutions are now retooling and red‘eﬁning"tfwieﬂburpose of education, in which the goal
now is to revitalize education by leading stuél:e‘nt_Js_, into becoming ,,autonomous lifelong
learners* and replacing pedagogies focusing (Tn t-_lhe simple transmission of knowledge
from teachers to students with the‘modernist“ls gﬂcn)—'a‘lrof creating ,,productive citizens™ are
fast losing their currency in the globalizing world. The new emphasis in education is on
the process of learning, with a focus on the acquisition, rather than simply the
transmission of content. As_the goals and methods of educational pedagogy change
from teaching 'of only:-linguistic competence \to-the ' teaching of communicative

competence, so too do the methods and goals of language assessment.

In the field of education, the purpose of assessment is to interpret students™
learning processes, and this is performed in several ways. We may observe what
students can do, or we may listen to what they say, read what they write, or analyze

what they produce (Hein, 1991: 116).

Newer educational paradigms are beginning to reject older ideas of ,,weak™ and
»strong® learners based on traditional modes of assessment. Multiple-choice tests, for

example, are now disdained for focusing solely on recognition, recall and



decontextualized content (Wiggins, 1990). Such an assessment strategy rewards, and
therefore encourages, rote learning and passive test-taking. To put it simply, students
are spoon-fed ,.knowledge™, and bring it up at the exam time. Although such an
approach to assessment is not entirely devoid of merit, educators and assessors are now
seeking alternative forms (O*Malley & Pierce, 1996). Assessment is moving away from
standardized paper and pencil tests and incorporating the use of observation and
contextualization to more authentically measure students ,,real world™ abilities. Such
»authentic assessment™ is more nuanced, as it directly examines performance on worthy

intellectual tasks (Wiggins, 1990).

In the globalized world, English 1s an mternational language which is obviously
used for communication in«eveey area, especially in higher education and leading
businesses. As an overviewsof the present situation, approximately 80% of knowledge
transmission around the would uses Eiglish as a medium. Moreover, around 75% of the
international communiecation‘uses English as a standard language, and there are about
50% of non-native speakers/who use Engglish to be their communicative language
(Hollet, 1999). Moreover, /English has alsd: become another factor in international
business competition, which/is used as a hngqa franca. It leads to a situation that
English is essentially the most influential laﬁgu-_lage that links people in educational,
business and economit, world. It seems to b‘e"tﬁaif countri€s, where their economy is
improved effectively, signal that there are more population who are educated and have
proficiency in English; like Singapore, and China. This evidence can clearly prove that

English is very important in daily life nowadays.

Thailand is one of the developing countries where its economy is growing
increasinglys Obviously, tEnglish' has fincredased an impottanée as @ rgle to play in the

country, especially in higher education and leading business.

In addition, communication is also necessary in this era due to the fact that
people have to communicate with each other to accomplish their personal and business
goals. Since international companies are main players in the work force, English plays a
highly important role in the business operations, as people should have the ability to
communicate through English. This change has affected on students™ goal to acquire

other languages. The main reason of learning a foreign language, for most people, is to



be able to communicate. It is because they would like to send and receive messages,
and negotiate meaning effectively through communication (Rubin & Thompson, 1994:
30). Communication in foreign language learning, nowadays, is focused on how to
communicate effectively and this becomes much more important than writing and
reading skills (Zhang, 2007: 43). Consequently, oral communication strategies (CSs)
have turned into a current trend for all foreign language instructional fields since 1970s,
as there has been a shift from examining the methods of teaching to investigating the

process of learning (Purpura, 1999).

A number of scholars i second languageé acquisition (i.e. Bialystok, 1990;
Cohen, 1998; McDonough, 1995) have argued that learner strategies affect their
learning and using a language:Tn.6tder to prove this statement, numerous studies; such
as Oxford, 1996; O*“Mallet; 1985: Purpura; 1999, have focused on examining the
learning strategy underlying the different behaviours of successful and unsuccessful
learners. Therefore, types, varigties, and fré’qu_encies of the learners” strategy use have
been analysed in these studies, and a numl;e_r of taxonomies have also been produced

(Purpura; 1999).

Regarding communication strategy (CS), 1t is also pointed out that students can
improve their oral communication ability ‘b')‘/»_'ﬁsring specific CSs to enhance the
effectiveness of communication (Dornyei , 1995; Cohen, 1998; Nakatani, 2006). In
many studies, oral CSs have been categorized into two main types: achievement or
compensatory strategies and. reduction or avoidance strategies (see Tarone, 1981;
Ferch & Kaspets1983; Bialystok, 19903 Dornyet, &-Scott, 1997; and Nakatani, 2005).
Students, who adopt the former types of strategies, seem to use an alternative way to
reach thein original goaltby-means-ofl whatévertesources aré available./ These CSs are
regarded as “good learner” behaviours. In contrast, students are using the latter type of
strategies if they avoid solving a communication problem and give up on conveying the
message. These behaviours are common among low-proficiency students and they

affect interaction negatively (Nakatani, 2006).

Since then, researchers in this field have used various competing taxonomies for
CSs as opinions diverge on what constitutes a communication strategy. In this study, in

order to avoid terms that might cause confusions regarding taxonomies, the term ,{CSs*



will be used instead of oral CSs and compensatory strategies. The CSs particularly
focus on strategic behaviours that students use when encountering communication

problems during interactional tasks.

Although several researchers (i.e. Hsiao & Oxford, 2002; Oxford, 1996) have
focused on the validity and reliability of using established strategy surveys, and issues
of inter-rater reliability and generalizability of direct, semi-direct, or even computer-
mediated interview tests (Moere, 2006; O“Loughlin, 1995; Bachman et al., 1995), not
many studies have been published on the isstigs of the potential effects of language
ability and types of CSs on test-takers™ oral-Communication ability at the university
level. In addition, there has not been a cocrete study that deals with a reliable and valid
communication strategy inventory for a speaking test task. It may be because dealing
with communicative tests, which i§ subjective in nature and there are no clear criteria
for correctness, makes edueators’® life much more difficult. That may be the reasons
why several educators haveravoided using them. Therefore, it would be sensible to
study both the main effects of and the iﬁ“t_eraction effects between language ability

levels and types of CSs on oral corhniunicatib%i éibility of Thai university students.

In order to study, it was aifned to invegﬁ_iééte (1) whether the test-takers™ English
language ability affects their ora;lrlréommunicéfiéﬁqél;ility, (2) whether types of CSs used
by the test-takers affcGt their oral communication abilify, (3) whether there is an
interaction effect between students with different language ability levels and types of

CSs on their oral communieation ability, and (4) how the strategies process is related to

the test-takers™ language ability levels.

In“tetiis of the significance of the study;)it“was hopéd thatithe findings of this
research study would illuminate further understanding of the effects of the target
language ability levels as well as types of communication strategies on the test-takers™
oral communication ability.

1.2 Research questions

This study attempted to answer the following four research questions:



1.2.1 Do different language ability levels have a significant effect on students® oral
communication ability? And if they do, how much is the effect size?

1.2.2 Do types of communication strategies (CSs) have a significant effect on
students* oral communication ability? And if they do, how much is the effect
size?

1.2.3 Is there any significant interaction effect between different language ability
levels and types of communication strategies (CSs) on students™ oral
communication ability? And if there is, how much is each effect size?

1.2.4 What are the communication strategies«(CSs) used by students with different

language ability levels?

1.3 Research objectives
The purposes of the study wereas follows:

1.3.1 To examine the effect of languag%: ability levels [High (H) and Low (L)] on
students® oral communication abiliti_es, and to investigate the effect size;

1.3.2 To examine the effect of typés of coﬁlr.li.lunication strategies (CSs) on students™
oral communicationabilities, and to-lzi-r;yfg_stigate the effect size;

1.3.3 To investigate the interaction effect ‘B’;c_t\%\(een language ability levels and types
of communication strategies (CSs) on gtudents" ofal communication abilities,
and to investigate each effect size;

1.3.4 To investigate the communication strategies (CSs) used by students with

different language ability levels.

1.4 Statement of hypotheses

The null-hypotheses concerning the effects of language ability and types of CSs on test-
takers™ oral communication ability were:
1.4.1 HO:i: There is no significant effect of students with different language ability
levels on their oral communication abilities.
1.4.2 HO:: Types of CSs have no significant effect on students*™ oral communication

abilities.



1.4.3 HOs: There is no significant interaction effect between language ability levels

and types of CSs on students® oral communication ability.
1.5 Scope of the study

This study focused on the effects of language ability and types of CSs on test-
takers™ oral communication ability, both main effects and interaction effect between
them. In this study, there were three instruments which were developed. The first one
was the Oral Communication Test (OCT), whichawas used to assess the test-takers™ oral
communication ability. The seecond one was-a.guestionnaire entitled the “Strategies
Used in Speaking Task Inventory” (SUSTI) used for examining the effects of types of
CSs on the test-takers™ oral eomimunication ability. The last one was content analysis
which were used to investigatesthe test-takers™ CSs and triangulate the results of the
SUSTI. These instruments werg administered to Thai third-year students of the Faculty
of Humanities, the University of the That Chqmber of Commerce (UTCC). The format
of the OCT was a semi-direct oral proﬁcien&y interview, including four sub-tasks, while
the format of the SUSTI was a pape‘r-penc‘il-';q{iestionnaire, consisting of 32 multiple-

choice test items.

e _J._v

This study airied af examining the effects of diffefent language ability levels
and types of CSs on students™ oral communication ability by using the OCT and the
SUSTI, and investigating the CSs of students with different language ability levels

using the content analysis technique.

The subjects in this study were 100 students randomly selected from 300 third-
year English timajor studefits;~entolled i the speaking® ¢otirseyin® the Faculty of
Humanities at the University of the Thai Chamber of Commerce (UTCC). The data was

collected in the second term of the academic year 2008.

With regard to variables, the independent variables were (1) English language
ability in two levels: High (H) and Low (L), and (2) Types of CSs (Risk-taking
strategies (RT), and Risk-avoidance strategies (RA). The dependent variable was the

mean scores of the Oral Communication Test (OCT).



Focusing on the format of the instruments, the format of the OCT was the semi-
direct speaking test consisting of four sub-tasks; a warm-up task, an interview task, a
description task, and a problem-solving task. All tasks were focused on the real-
approach of oral communication occurring in students™ daily lives. As it was the semi-
direct speaking test, the students™ oral discourse was elicited through the use of
recorded and visual task stimuli and the oral responses of the students are recorded
(Shohamy, 1994: 100). The test administration took about 15 minutes, including a
thinking gap and time allotted for the students to figure out the answer for each sub-
task. The test-takers might be required to demounstrate their oral communication ability
that realistically represents problems and sitvations likely to be encountered in the
students™ daily lives (Wiggins, 1990). However, it seemed to be impossible to set the
test tasks to be exactly thessame as in the natural setting and the test-takers have
conscious feeling of being tested: There was a fact which should be kept in mind that no
test in this world is as authentig/as'its-referential meaning (ibid.). For the questionnaire,
the format of the SUSTI was'a Likert-ti;p@_ questionnaire developed to assess the
degrees and types of speaking strategies whiqh students use in oral communication. The

5-point scale ranging from I (ngver) to 5 (alWéyg) was used in the questionnaire.

‘_J".v

1.6 Limitations of the study

With regard to the time constraint and limited budget, the researcher could only
focus on developing speaking test tasks to measure the oral communication ability in
English. The tests that measure the other three skills may be considered and developed
in further studies: Additionally, the subjects ‘in this study included 300 undergraduate
students in the Faculty of Humanities at the University of the Thai Chamber of
Commerce only,while niany'moresstudeéntsfronothertunivetsities wete not included in
the study. Thus, the score interpretations were based solely on these 300 subjects which
might not be representative of the whole population of the undergraduate students. In
other words, the results of this study might not be applied to the test-takers from other
educational backgrounds. Therefore, decision-making should be careful when applying

these score interpretations to other groups of test-takers.



1.7 Assumptions of the study

The following were the assumptions of this proposed study.
1.7.1 It is assumed that all subjects did the test and the questionnaire (the SUSTI)
honestly with their best effort.
1.7.2 1t is assumed that there will be a minimal effect of the test setting on the test
scores of the OCT. This is because the similar environment of the test setting

was arranged for both pilot and main studies.
1.8 Operational definition of terms

The key terms in this study were as follows.

1.8.1 Oral communieation ability

Oral commuaication isthe negotiation of meaning between interlocutors
using both speaking and listening. Sﬁcpess in oral communication requires not
only knowledge of linguistic ability billt also world knowledge as an awareness of
social contexts, since a benchmaik fé)r": successful oral communication is to
achieve linguistic and pragmatic goal-ls: -ir_ljn_ycommunicating with other speakers
across the varieties of social contexts (Bfé)Wiﬂ, 2001).

It refers to scores obtained from the Oral Communication Test (OCT), which
measures the oral communication ability in general English of third-year students
participating in thisgr study. These scores indicate the students™ ability to
communicate in the OCT, comptising: of four sub-tasks: a warm-up task, an

interview task, a description task, and a problem-solving task.

1.8.2:English language ability levels
Conceptually, language ability can be defined as the capacity for using
the knowledge of language use to create and interpret meaning (Bachman &

Palmer, 1996, Mousavi, 1999).

In this study, English language ability levels refer to the test-takers™ average
grades of the speaking courses, the highest and the lowest grades that they

received in their previous English courses while they were studying at the



University of the Thai Chamber of Commerce (UTCC). The students were
categorized into two groups: High and Low, according to their average grades.
The high language ability group was made up of students who obtained the
average grades above the +1 S.D. in these courses, while the low language ability

group contained students whose grades were lower than -1 S.D. from the course.

1.8.3 Types of communication strategies (CSs)

Initially, communication strategies were regarded as a part of learners™
problem-solving behavior during the target language communication (Tarone,
Cohen, & Dumas, 1976) due to the fact thatdearners had a tendency to use CSs to
compensate for their lack of approi)riate linguistic knowledge when expressing
meaning of their intended uiterances. In 1980, Canale and Swain proposed CSs as
one of the sub-categorics 0f their model of communicative competence. Canale
(1983) further extended the' concept of CSs by introducing two types of CSs,
which were (1) “Stratégies 'to comﬁensate for disruptions due to speakers”
insufficient linguisti€ knowledge, andfl,-_(2) strategies to enhance the effectiveness
of communication with participants (198? :l".12).

In this study, the CSs were caté?g_dr}zed into two main types: risk-taking
strategies referfing to strétegies that. 'tﬂlnl—é‘ rspeakers use for increasing their
linguistic resources, as ,resource expansion strategics’, in order to achieve their
communicative goals, and risk-aveidance strategies involve the speakers trying
to adjust the message to match with the original linguistic resources. The criteria
of selecting these- strategies ‘wete to'serve the objectives of the developed
Strategies Used in Speaking Task Inventory (SUSTI), aiming at investigating
typ€s af €Ss used by Thaisstudents withidifferenti language abilities. There are six
strategies involved with the risk-taking strategies, which are social-affective,
fluency-oriented, accuracy-oriented, non-verbal strategies, help-seeking, and
circumlocution (paraphrase) strategies. The risk-avoidance strategies include
message abandonment, message reduction and alteration, and time-gaining

strategies (see more details in Chapter 2)



10

1.8.4 Oral Communication Test (OCT)

As it is a type of oral communicative tests, Mousavi (1999) defined that it
is “a highly structured oral INTERVIEW test in which the examinee is tested on
his ability to convey certain kinds of information to the examiner” (Mousavi,
1999: 252). Moreover, the goal of successful communication in the test is that it is
a must to have a correspondence between the intention of a speaker and the

concept created by the participant (ibid.).

In this study, the OCT was developed to be used as a tool for assessing the
test-takers™ oral communieation ability in the*area of general English. The format
was a semi-direct speaking test con"lsisting of four sub-tasks: a warm-up task, an
interview task, a description'task, and a problem-solving task. All tasks focused
on the real-approach of oral commmunication occurring in students™ daily lives. As
it is the semi-direct test, the students™ oral discourse was elicited through the use
of recorded and visualtagk Stimuli eifldd_the oral responses of the students were
recorded (Shohamyy 1994: 100). Theﬂlt_est administration took about 15 minutes,
including a thinking gap and time alloftéﬁ for the students to figure out the answer

for each sub-task.

- _J._v

1.8.5 The Semi-direct Speaking Test y

The term “semi-direct speaking testing™ is defined by Clark (1979: 36) and
Malone (2000) to describe the testing that elicits active speech from the test-takers
through tape-recordings, test-booklets, or non-human®™ elicitation procedures,
rather thanothrough face-to-face conversation -with a' live interviewer as in the
direct testing. Davies et al (1999) state that a semi-direct speaking test is “a test of
the“spaken langunage iftywhichyfortpracticaliand reliability regsons the stimulus is
pre-tecorded or text-based, and the response by the candidate is recorded for
distance rating” (Davies et al, 1999: 178). The best known example of the semi-
direct test is the Stimulated Oral Proficiency Interview (SOPI) which is used as an

alternative to the Oral Proficiency Interview (OPI), a direct speaking test.

Operationally, as the semi-direct speaking test seems to be more
practical, it was used as a model for the OCT. It relied on audiotaped instructions

and a test-booklet in order to elicit samples of language in their real-life from the
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test-takers. The test-takers heard a record of an English native speaker making
statements and asking questions relevant to the task described. The responses

were recorded by a tape-recorder and were observed by the assessor.

1.8.6 The Strategies Used in Speaking Task Inventory (SUSTI)

A self-report questionnaire was selected as a basic instrument because it
is possible to use this kind of questionnaire to survey a large number of
participants in a manner which would be practically almost impossible using any
other methods, thereby providing a selatively overview of communication
strategies used. It was supported by Ellis"(1994) that self-report data have proved
“invaluable” (p.674) as _a means of gaining insight into aspects of the
development of languagé by speakers of other languages which are not readily
observable. According tor Dorayei (2003), self-report questionnaires have the
advantages of versatility /cost effectiveness and efficiency in terms of staff and

students™ time and‘effort. ‘

In this study, @ Likert-type of q}lléétionnaire was developed to assess the
degrees and types of strategies used 1n -o.gql communication. Participants were
asked to respond on the 5-point Likert "_sé;lle ranging from one (never) to five
(always true of me). All items in the qﬁééfféﬁnaire were written in Thai to avoid
the language problems. The questionnaire consisted of two parts: Part 1:
Demographic information and Part 2: Types of CSs used. Items in Part2 were
drawn from systematic lists of two major types of CSs; risk-taking strategies, and
risk-avoidance | strategies. The former refets fo strategies the speakers use for
increasing “their linguistic resources as resource expansion to achieve
comimunicative goals; The Strategies! include, 1) s¢cial-affective strategies for
dealing with emotions and attitudes; 2) fluency-oriented strategies for
emphasizing on speech clarity and pronunciation; 3) accuracy-oriented strategies
for paying attention on forms of the speech; 4) non-verbal strategies for giving
hints by using gestures and facial expression; 5) help-seeking strategies for asking
for repetition, clarification and confirmation; 6) circumlocution strategies for
paraphrasing or describing the properties of the target objects. The later category
refers to the strategy the speakers use to adjust the message to match with their

original linguistic resources. The strategies include 1) message abandonment
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strategies for leaving message unfinished; 2) message reduction and alteration
strategies for using familiar words; and 3) time-gaining strategies for using
gambits or fillers to fill pauses in order to keep the communication channel open

and maintain discourse at times of difficulty.
1.9 Significance of the study

The results of this study could be advantageous in the following aspects.
1. Theoretical contribution
This study was among the pioneer tes€aich projects focusing on ,simulated
speaking test tasks®, focusing-on oral communieation ability. Therefore, the study
reflected some important.theoretical aspects of the semi-direct speaking test. It also
provided insightful information‘and contributed additional knowledge in the area of the
test development. Findings‘alse conﬁnned or refute the validity of such a test reported
in the literature. A
The findings of this rgsearch study__él_lﬁminated further understanding of the
effects of the target language ability-levels as well as types of communication strategy

on the test-takers™ oral communication ability_.,—-f._»;‘ 7

Finally, the study also provided information about how high and low language
ability students invoked' strategies in speaking tasks. From this, the results had
numerous implications for‘language educators.as they could potentially learn how high

ability students differ from low ability students in their use of CSs.

2. Practieal contribution
1) The test results could tell whether the test-takers with different language
ability levels and types of CSs affect their oral communication ability, and could

identify the CSs of the test-takers with different language ability levels.

2) The results of the study were beneficial to a number of parties involved:
(1) In general, the results of the study provide the Oral Communication Test

(OCT) to assess the test-takers™ oral communication ability, and the
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Strategies Used in Speaking Task Inventory (SUSTI) to investigate the
test-takers™ CSs.

(2) The Oral Communication Test (OCT) can be useful for the parties
concerned as outlined below.

- For companies and employers, this study could yield possible insights

into useful ways of assessing oral communication ability of staff in

international companies. the stake-holders and the staff themselves

might put more em s CSs and language ability levels

which might hav ommunication ability.

- For universiti provide delines for educators to design

an in-house a ca students® oral communication ability.

- For gr seful as an instrument for

self-assess ice and/ ove their oral communication ability.

of thet r stud

S
k.
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CHAPTER 11
REVIEW OF THE LITERATURE

2.1 Introduction

The review of literature covers the following main topics as the key terms
presented in the title of this research study. First, it involves studies of communication
strategies (CSs), including a brief overview: of communication strategies and taxonomy
of scholars in the field and that used in this studys Next, the nature of speaking test tasks
and oral communication ability are presented. Finally, previous studies utilizing CSs

employed in assessing oral comumunication abihity and the effect size are reviewed.

2.2 Studies of Communication Strategies (CSs)

r

In the area of modemn education, the, overall goal of learning a foreign language
is considered to be that sttidents are able to c%(';_mp_nunicate. It is not only a key in learning
but it also initiates interaction among peopi?_ ln their daily lives. Oxford (1993: 213)
stated that, of the four skills'in English, speaking and listening play more significant
roles in second language communication thaﬁ}?_h_‘_e_'j other skills. It may be interpreted that
how to communicate eéffectively had become much more important in the modern

world. As a result, CSs‘had become a crucial topic in the second language educational
field.

2.2.1 A brief historical overview of communication strategies(CSs)

Censiderablerescarch has been done on communication strategies (CSs). The
first notion of second language CSs was raised at the beginning of the 1970s focusing
on the mismatch between L2 speakers™ communicative intentions and their linguistic
resources. It led to several systematic language phenomena in which the speaker™s
function is to handle difficulties and avoid communication breakdown (Doérnyei &
Scott, 1997: 174). Selinker”s (1972) article on interlanguage introduced the term
»oommunicative strategies™ but Hymes*s (1972) study prompted researchers in second

language acquisition (SLA) and L2 teachers to be concerned with the development of
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integrated linguistic and sociolinguistic competences. Meanwhile, Savignon (1972) did
research emphasizing the importance of ,,coping strategies in communicative teaching
and learning. Later, Varadi (1973, 1980) gave a presentation, considered to be the first
systematic analysis of strategic language behaviour, centred on message adjustment in
particular. However, this paper was not the first published on CSs as it came out in print
in 1980. Furthermore, Canale and Swain (1980) used the term ,,strategic competence

which was included as one of the components of communicative competence.

Subsequently, the increasing importange, accorded to the development of
communicative language skills; has brought about*an attempt to define the term ,CSs*
and encouraged several researchers to study the use of it (Tarone, 1981; Ferch &

Kasper, 1983a; Paribakht, 1985: Poulisse, 1987, 1990).

Tarone (1981) completed two regéarch studies focusing on CSs that first
provides a definition of ,communicative sirategies” and taxonomy. Her taxonomy is still
one of the most influential inithis field (see det,ai_,ls in Table 2.2).

Feerch and Kasper published an ediﬁgd-’_":\/olume LHatrategies in Interlanguage
Communication™ in 1983. The volume contaiﬁsQacollection of important papers and
also some interesting new research. These publications inspired other researchers to
undertake studies in various areas of interest. As a result, there was a considerable
increase in the number-of publications in the 1980s, especially those identifying and

classifying CSs and their tea¢hability,

In the mid 1980s, Nijmegens University, Netherlands begame the dominant
centre ofithe study of CSs| (Rababah, 2001:/4). Its_group of resedrchers carried out a
large-scale’ empirical project which emphasizes various aspects of CS use and

challenged the previous taxonomies.

Canale and Swain (1980) posited that CSs are thought to be manifestations of
underlying strategic competence which is one of the components of communicative
competence. CSs can be used in both problematic and successful communication, as

Canale (1983: 10-11) defined strategic competence:
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This component is composed of mastery of verbal and nonverbal CSs that
may be called into action for two main reasons: (a) to compensate for
breakdowns in communication due to limiting conditions in actual
communication...; and (b) to enhance the effectiveness of communication.

The year 1990 was a productive one in CS research as two comprehensive
monographs by Bialystok (1990) and Poulisse (1990) were published (see Varadi, 1992
for details). Since then, further empirical, conceptual analyses, and several reviews have
been published (Chen, 1990; Yule & Tarone, 1991; Cook, 1993; Clennell, 1994;
Poulisse, 1994; Dornyei & Scott, 1995a, 1995b; Dornyei, 1995; Nakatani, 2005, 20006).

The term ,,CSs* has beenused generally in'most of the literature in this field but
some researchers oftenwwreferred ~to them by different terms. For example,
»oommunicational strategies™ was used by, Varadi (1983) while Corder (1983) preferred
the term ,,communicativesstraiegies:” Additignally, Harding (1983) referred to them as
,compensation strategies™ while' the term, ',,oompensatory strategies™ was used by
Poulisse (1990). However, the feom ,,CSs“ is used in this study with the same meaning

as the above terms.

P

2.2.2 Definitions of Communication Strategies

There have been several definitions proposed for second language CSs.
However, it is difficultto find an exact definition of commuinicative strategies on which
researchers in the field have reached agreement. Generally; researchers have agreed that
the main purpose of CS. usage is.to. resolve communication problems consciously by

applying some kind of'techniques.

Corder (198 1) simply defined. CSs/from a non-native English speaker s point of
view that 1t is a systematic technique employed by a speaker to express his or her own
meaning when faced with some difficulty (Corder, 1981: 103; Corder, 1983: 16).
Additionally, Tarone (1977, 1981) and Stern (1983) stated that CSs are used for coping
with difficulty based on the speakers®™ lack of linguistic competence:

A mutual attempt of two interlocutors to bridge the gap between the
linguistic competence of the L2 speaker and the linguistic competence of
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target language interlocutor in real communication situations (Tarone,
1981: 288)

CSs, i.e., techniques of coping with difficulties in communicating in an
imperfectly known second language (Stern, 1983: 411)

Meanwhile, Canale (1983) and Long (1983) extended the scope of CSs to
include ,,communication enhancing devices.” They believed that CSs should not deal
with problem-solving only by repairing discourse when troubles occur but also should
be used to ,avoid™ conversational trouble or failure in communicative goals and offer

spontaneous solutions to immediate problems (Long, 1983: 132).

The definitions of Tarone (1977), iSrown (1987), and Faerch and Kasper (1983a)

focused on the idea that CSs.b€ used consciously:
‘|J
Conscious CSs arcstised by an. indiyvidual to overcome the crisis which
occurs when language structurés are inadequate to convey the
individuals theught (Tarone, ]977?41 95)

/
The consciouss/employment by verbal or non-verbal mechanisms for

communicating an' idea -wheh precise linguistic forms are for some
reasons not available to the lcarnég{ at that point in communication.
(Brown, 1987: 180) ==

44

Potentially conscious plans for solv_iﬁ_é Wwhat to an individual presents
itself as a preblemin reaching a particular communicative goal (Farch &
Kasper, 1983a: 36).

These definitions have been influential in the studies of CSs but that of Ferch
and Kasper seems to havé gained more popularity and the majority of later research
studies have employed their eonceptualization (Bialystok, 19833 Corder, 1983; Farch
& Kasper, 1983a; Paribakht, 1985; Dérnyei & Scott, 1995). A number of taxonomies
have been proposed-although there might be an overlap-in the~categories (Katona,

1998).

Additionally, strategies for speaking are a set of skills that speakers use to
achieve communication. Canale and Swain (1980), cited in Fulcher (2003), saw them in
negative terms as dealing with difficulties due to deficiencies but researchers such as
Bachman (1990) and Bachman and Palmer (1996) regarded them as a general ability to

communicate.
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In the Thai context, Luangsaengthong (2002) defined CSs pedagogically as
devices employed by learners when encountered with some difficulties that occur in

speaking situations.

In this study, the researcher defines CS as ‘“systematic communication-
enhancing devices used to handle communication difficulties and avoid communication
break down.” This associates CS with both the problem-solving application to repair
discourse when problems occur and approaches used to avoid conversational trouble,
failure in expressing meaning, and maintaining iateraction during communication. This
definition differs from the vast majority of the €S literature as most other definitions
are concerned with CSs only as devices used {0 manage the actual language-related
problem in communication (Dérnyei & Scott, 1997).

|‘

It is clear that all danguage wuisers adopt strategies to convey meaning. The

adopted strategies depend upon both, the sp-gé:algers themselves and their interlocutors. In

other words, what people@attempt to commﬁnicate and how they do this are determined
not only by the speakers™ knowledgé of th'e-';léli.lguage but also by their interlocutors™
linguistic competence and knowledge of t.ﬁy-g-:“ topic of discourse. Both of these are
variables and can change in the course of ong’ofi_ng-_l interactions (Corder, 1983).

2.2.3 Comparisons befween communication strategies, production strategies and

learning strategies

According to Corder (1983); there is confusion in some definitions of CSs.
There seems to be an overlap between strategies of communication and strategies of
learningswhefit defining 0CSs. “Soriie [résdatchers €ven tegard “these ftérms as almost

synonymous.

Tarone (1981) proposed a conceptual framework for use in defining CSs more
clearly and in distinguishing them from learning strategies or production strategies (see

Table 2.1).
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Table 2.1: Characterized Criteria of a Communication Strategy

A speaker desires to communicate meaning X to a listener;
the speaker believes the linguistic or sociolinguistic structure desired to
communicate meaning X is unavailable, or is not shared with the
listener; thus
3. the speaker chooses to
(a) avoid — not attempt to communicate meaning X — or
(b) attempt alternate means to communicate meaning X. The
speaker stops trying alternatives when it seems clear to the
speaker that there is shared meaning.
(Tarone, E., 1981: 288)

N —

The utterance which can.fulfil these criteria may be called CSs. The notion of
production strategy (PS) is.#an_attempt to use one™s linguistic system efficiently and
clearly, with a minimum of effort’” (Tarone, 1981: 288). PSs are similar to CSs in that
both are attempts to use one”s linguistic system but they differ in that PSs lack the
interactional focus on the negotiation of! me%ning. Therefore, criteria 1 is absent as there
might be no desire to communicate. The crife_ria 3(b) is also absent because the speakers
may not find it necessary 0 use altémative_ ﬁléans in the negotiation of meaning, for
example, in the case of rehearsal,- Another ri,é’gigp is that learning strategies (LSs) are
defined as “an attempt to develop linguistic a;{d_sopiolinguistic competence in the target
language” (ibid). LSs may not fﬁlﬁl criteria-l!because the basic motivation of the

learners is to learn the tatrget language, not to communicate meaning (ibid.).
2.2.4 Taxonomies of communication strategies

Terminology used to describe strategic behaviour as language devices under the

label ,,CSs™ velries sigaificantly:-The following is a review of these classifications.

Table 2.2 presents 15 major different taxonomies offered in the literature
(Varadi, 1973; Tarone, 1977; Ferch & Kasper, 1983b; Corder. 1983; Bialystok, 1983;
Paribakht, 1985; Willems, 1987; Bialystok, 1990; Nijmegen Group; Poulisse, 1993;
Dornyei & Scott, 1995a, 1995b; Doérnyei & Cohen, 2002; Luangsaengthong, 2002;
Nakatani, 2005; Nakatani, 2006). Comparisons of the classifications reveal different

degrees of elaborateness embedded in various ranges of these language devices
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(Dornyei & Scott, 1997). At one end of a continuum, the taxonomies of the Nijmegen
Group and Poulisse (1993) emphasize the scope of language phenomena examined to
lexical-compensatory strategies (see Kellerman, 1991 for rationale). The other end of
the continuum is more general with Dornyei and Scott (1995a, 1995b) concerned with
L2 problem-management. Further details were provided in the description after Table

2.3.

AULINENINYINT
PRIANTUAMINYAE
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Table 2.2: The Presentation of Fifteen Major Different Taxonomies [Modified
from Rababah, G. (2001)]

Varida (1973) Tarone (1977) Feerch Corder (1983) Bialystok (1983)
& Kasper(1983b)
1. Reduction 1. Parapharse 1. Reduction 1. Message 1. L1-based
e Extensional e Approximation strategies adjustment (risk- strategies
e Intensional e Word coinage e Formal reduction avoidance o Language switch
- Generalization e Circumlocution - Phonological strategies) e Foreignizing
- Approximation 2. Conscious - Morphological e Topic avoidance e Transliteration
2. Replacement transfer - Syntactic e Message 2. L2-based
e Formal e Literal translation _ Lex1ca1. abandonment strategies
- Circumlocution o Language switgly N Functlénal e Semantic e Semantic
- Paraphrase e Appeal for reductloIT avoidance contiguity
e Semantic =Actional %
assistance e e Message e Description

* Mime - Propositional {Stugtion e Word coinage

3. Avoidance oénteat 4 2. 2. Resource 3. Paralinguistic

e Topic avoidante 4 & Topic avoidance  expansion (risk- strategies

Message@abandon

F Compensato_ri "y

~ Message..s

a‘bandonm'fl:nt ot

4

Meaning '/«
* Replacement”
2. Achievement.,

Istrategies

. Code switching" .
- Interlingual
transfer

- Inter/Intra language
transfer

< TL+based strategics
=~ Generalization
~ Paraphrase

~ Word coinage

14

Restructuring
- Co-operative
strategies
- Non-linguistic
strategies

e Retrieval

taking strategies)
e Switching/
Borrowing

¢ Inventing

o Paraphrasing/

Circumlocution

e Paralingujstic

devices.(gestures)

e Appealfor help
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Paribakht Willems Bialystok Nijmegen Poulisse
(1985) (1987) (1990) Group (1993)
1. Linguistic 1.Reduction 1. Analysis-based 1. Conceptual 1. Substitution
approach strategies strategies strategies strategies
e Semantic ¢ Formal reduction e Analytic
contiguity - Phonological 2. Control-based e Holistic 2. Substitution
- Superordinate - Morphological strategies plus strategies
- Comparison - Syntactic 2. Linguistic/
~ Positive - Lexical code strategies 3. Reconceptuali-
comparison ) zation strategies
© Analogy e Functional * Transfer ) &
® Synonymy reduction * Morphological
~ Negative - Message creativity
comparison abandonment
o (C)ontrgst & - Meaning
pposite Replacement
@ Antonymy

. - - Topic avoidance
e Circumlocution

- Physical description 2.Achievement

~ Size strategies
~ Shape e Paralinguisti€
~ Colour strategies
~ Material
- Cfonstltuent e Interlingual
catures strategies
~ Features - Borrowing/
~ Elaborated code switching
feat.ured - Literal translation
- Locational - Foreignizing
property Intralingual strategics
- Historical
property e Intralingual
- Other features strategies
- Functional - Approximation
description - Word coinage
.. - Paraphrase
o Metalinguistic -
~ Description
clues . .
~ Circumlocution
2. Contextual . =
~ Exemplification
Approach - Smurfing
e Linguistic - Self-repair
context - Appeals
e Use of L2 idioms [for assistaice
and proverbs ~| Explicit

e Transliteration of % /Implicit
L1 idioms and ~ Checking
questions
pr9verb§ - Initiating repair
o Idiomatic transfer
3. Conceptual
approach
Demonstration
Exemplification
Metonymy
. Mime
Replacing verbal
output
e Accompanying
verbal output

o L o o o
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Doérnyei & Scott (1995a, 1995b)

1. Direct strategies 2. Interactional strategies 3. Indirect strategies

e Resource deficit-related e Resource deficit-related ¢ Processing time pressure-
Strategies Strategies related strategies

- Message abandonment - Appeals for help - Use of fillers

- Message reduction e Own-performance problem - Repetitions

- Message replacement related strategies ¢ Own-performance problem-

- Circumlocution - Comprehension check related strategies

- Approximation - Own-accuracy check - Verbal strategy markers

- Use oftall-purpose words e Other-performance problem- e Other-performance problem-

- Word-coinage | ]
) related strategies related strategies
- Restructuring
- Asking for repetition - Feigning understandin
- Literal translation —— Pt ghing €

- Asking for clarification

- Foreignizing

- Code-switching - Asking for confirmation

- Use of similar sounding words - Guessing |

- Mumbling - BXpressing non-understanding

- Omission - Interpretive summ:ary

- Retrieval Resporses {.

- Mime 4

¢ Own-performance problem-
related strategies , F/R ‘

- Self-rephrasing el ey Y

- Self-repair =

o Other-performance problems
related strategies

- Other-repair

Dornyei & Cohen (2002)

1. Avoidance or reduction strategies 3. Stalling or Time-gaining strategies
e  Message abandonment ¢ Use of fillers or other hesitation devices
e Topic avoidance * Repetition
e Message teplacement
2. Achievement or compeinsatory strategies 4. Interactional strategies
e  Circumlocution * Appeal for help
e  Approximation * Asking for repetition
e  Use of all-purpose word * Asking for clarification
e  Word-coinage * Asking for conformation
e Use of non-linguistic means * Expressing non-understanding
e Literal translation * Interpretive summary

e Foreignizing
e Code switching
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Nakatani (2005)

Nakatani (2006)

1. Achievement strategies

o Help-seeking strategies

Modified interaction strategies

Modified output strategies

¢ Time-gaining strategies Maintenance strategies

Self-solving strategies

2. Reduction strategies

e Message abandon strategies

o First-language based strategies

o Interlanguage-based reduction stra

e False starts

1. Avoidance
strategy

* Topic avoidance

2. Targ
language-h
strategy

* Message avoidance
. Clrcumlocutlon ——

ﬂ .m\\

. J‘w lag
¢ Approximation ;:f;z_‘@_],_tc

Strategies for coping with speaking problems
during communicative tasks

1. Social affective strategies

2. Fluency-oriented strategies

3. Negotiation for meaning while speaking

4. Accuracy-oriented strategies

5. Message reduction and alteration strategies

erbal strategies while speaking

fb ised, | 4, Modification 5. Nonlinguistic
sed ’ﬁ“s'a;n ‘-\ ices strategy
! omprehension ¢ Gesture
check * Mime

* Clarification
request
1D

' ‘dnnel
spair

*Confirmation

¢ Pausing

ﬂﬂEJ’J‘VlEJWﬁWEJ’]ﬂ‘i
’QW’]@\"IﬂiﬂJ AN Y
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Table 2.3 illustrates an inventory of taxonomies of communication strategies
with descriptions, definitions, and examples. The list of taxonomies is based on the
work of Ddrnyei and Scott (1995a, 1995b). The last column shows whether a particular
strategy is included in any of the other 12 taxonomies although sometimes under a
different name (V=Varida, 1973; T=Tarone, 1977, C=Corder, 1983, F&K=Farch &
Kasper, 1983b; B=Bialystok, 1983; P=Paribakht, 1985; W=Willems, 1987,
T&Y=Tarone&Yule, 1987; N=the Nijmegen Group; L=Luangsaengthong, 2002;
NK1=Nakatani, 2005; NK2=Nakatani, 2006; D&S=Dornyei & Scott, 1995a, 1995b )
(Dornyei , 1995; Dornyei & Scott ,1995a; 1995b; Doérnyei & Scott, 1997; Brown,
2000).

Table 2.3: Presentation of the Summary of Definitions and Descriptions of Taxonomies

Strategy Description & Example Other

: 4 i Taxonomies

1. Message abandon Leaving a message unfinished or pausing for a long time because T, F&K, W, C,

of some language difficulty. gz g “Itis a person er..who is : NK1, NK2
- responsible for a house...[ don't know ...(laughter)” i L: Message
N Sy 4y O R N N ) ). 2 S
2. Message Reducing the message by avcndmg certain language structures or T, F&K, W, C,
reduction (Topic | topics considered problematic language wise or by leaving out | NK2, L
avoidance) - some intended elements for a lack of linguistic resources. i NK1:
: — interlanguage-
-4 | based
. Y Y J— | reduction str.
3. Message ~ Changing the original message with a new one because the | F&K, W
replacement  spealsers feel that they cannot execute it.
4. Circumlocution @ Describing or exemplifying the target object or action. | T, F&K, W, P,

(paraphrase) ! e.g. ,the thing you open doors with for key* i V,C,L

‘ i B: description
\ N: analytic str.
+ NK1: self-
| solving str.

,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,

5. Approximation Using an alternative lexical item expressing the meaning.of the ¢ T, W,B,L
| target'lexical items as closely as possible elg.|,plate” instéad of P: semantic
P ,bowl® i contiguity
; V: semantic
| F&K:
i generalization
| N: holistic str.
i NKI1: self-
| solving str.
6. Use of all-purpose Extending a general ,empty* lexical item to contexts where W: smurfing
words - specific words are lacking e.g. the word: stuff, the overuse of :
. ,thing%and what-do-you-call-it™. .+
7. Word-coinage ! Creating a non-existing L2 word based on a supposed rule e.g. ' T, F&K, B, W,

| paintist instead of painter. N:




T U morphological
i creativity

8. Restructuring Abandoning the execution of the verbal plan because of language
difficulties, leaving a message unfinished and communicating the | W: self-repair
intended message based on an alternative plan e.g. NK1: self-
_________________________________ -On his face we can see the ... so he’s he's he's wondering.™. | solvingstr.

9. Literal translation | Translating literally a lexical item an idiom, a compound word or
(transfer) structure from L1 to L2 e.g. ,J“d made a big fault (from French).

F&K,

interlingual
| transfer,
i P, B:
transliteration
10. Foreinigning Using a L1 word by adjusting it to L2 phonology and morphology B,W,L
" e.g. using L2 word with .1 pronuniciation. | F&K:
! ! interlingual
‘ transfer
{ N: transfer

____________________________________________________________________________________________________________________________________________

11. Code switching : Using a Lid*wosd with .1 pronunciation in L2 speech e.g. using + T, F&K, B, W,

(Language switch) | the Latin fefrum® instead of ,jron’ L
: : i N: transfer
3 & { NK1: L1-based
b A T VNSNS | strategies
12. Use of similar- | Compensating forja lexical 1tem whose form the speaker is unsure | D&S
sounding words - of with aword which sounds,tmore or less like the target item '

- e..g. using . gap Jinstead of ,pa»n
13, Mumbling "Swallowifg of }n"ﬁi{é}iiigih'zi{ﬁiiiﬂ'& aword (or part of a word) ‘D&s T
i whose correget forni-the speaker 1S uncertain about e.g. ,,And uh :
i well he looks sutprise or sort of X’XX the ,sort of “marker
- indicates that the umntelhg,lble part is not just a mere recording

i failure, but a strategy. YO =
"14.Omission | Leavmg.a.gap-whennotknowing awordand-catiying on as it it | D&S
i had been said e.g. ,then...er...the sun is is...and he ... i
15.Retrieval | Inanaftempt to retrieve a lexical item saying of incomplete or | D&
i wrong forms or structures before reaching the optimal form e.g. P F&K

LIt°S brakeders. .it"s broken broked broke.

" 16. Self-repairing | | Makingself- initiatéd-cotrections in ones own speechi e.g. ,then | W,L
* the sun shines and the weather get be... gets better.” :

" 17. Self-réphrasing | Repeating a term, but not quite as it'is, but by adding somgthing or | T&Y
| using Or using paraphrasee.g., I don't know the.material:.iwhat | NKI1: modified

P it"s made of™ i output str.
"18.Mime | Describing whole concepts nonverbally, or accompanying a verbal | T, F&K, B, P,
(nonlinguistic/ ! strategy with a visual illustration e.g. using gesture or face W, L
paralinguistic str.) expression. N: analytic or

holistic str.

| NK2: non-
,,,,,,,,,,,,,,,,,,,,,,,,,,,,,, . iverbalstr.
19. Use of fillers/ Using filling words or gambits to fill in pauses and to gain time to { NKI: time-
hesitation  think e.g. let me see, well, you know, actually, it's a good | gaining str.
! question. + L: back-
______________________________ channel



said.
21. Feigning Making an attempt to carry on the conversation in spite of not ' D&S
understanding _ understanding something by pretending to understand. :
22. Verbal strategy Using verbal marking phrase before or after a strategy to signal D&S
markers ! that the word or structure does not carry the intended meaning :
' perfectly in the L2 code e.g. |
| a) Marking a circumlocution: ,I don’t really know what’s !
: it called in English...
b) Marking approximations: ,Jt's some er...it"s some kind !
of er paper. |
¢) Marking code switching: ,,The bird from the clocks come
out and say ,kakkukk*or I don‘t know what.
23. Direct appeal for | Tumlng to the interlocutor for help by asking for an explicit T, F&K, W, C,
help | question concerning a gap in ong's L2 knowledge. i L: direct
| asking
{ NK1: help-

i seeking str.

24. Indirect appeal  : Trying to elicit help from the conversation partner indirectly by | T, F&K, W, C,

for help - expressing lackofaneeded L2 item either verbally or nonverbally | NKI1: help-

' e.g. ,] don't knew the name...(raising intonation, pause, eye i seeking str.

.~ contact) ‘| |
25. Asking for I Requesting repetition-whennot hearing or understanding | NK1: help-
repetition something properlye.g. ,,parﬂpn?" or,what?* seeking
26. Asking for ! Requesting explanaﬁon of awur;famlllar meaning structure e.g. bW,
clarification - ,what do you mean?" 4 i L: clarification

‘ ) i i request

) i NK1=modified
S AU g W . interaction str.

27. Asking for Requesting conﬁrmatlon that one hd;ard or understood correctly W,
confirmation e.g. ,,You said...?" you mean_"'_' or ,Do you mean...?" L:confirmation

| .o T il ' check

NKI1: modified
S R . ————————————————C_%, | interaction str.
28. Guessing | Guessmg has a similar meaning to a confirmation-request but the ;| D&S
 latterithplies a greater degree of certainty regarding the key word,
i while guessing involves real indecision e.g. ,Oh. It is not the
- washing machine. Is it a sink?
29. Interpretive | Bxtended paraphrase of the interlocutor's message to check that W
summary | thé'speaker fias understood it dorrectly e«g. ,So the pipe is broken, |
!/ basically, and you don’t know what to do with it, right?”

30. Comprehension” | Asking the questions to check that the conyersation partnet can LW, L
check ' follow'the speakere.g. ,And what is the'diameter.of the pipe?The | NKI1: modified

i diameter. Do you know what the diameter is?* ! interaction str.
31.Own-accuracy | Checking that what you, as a speaker, said was correct by askinga | D&S
check concrete question or repeating a word with a question intonation
e.g. ,J can see a huge snow...snowman? Snowman in the garden.*

Six of the presented taxonomies (Varida, 1973; Tarone, 1977; Faerch &
Kasper, 1983b; Corder, 1983; Willems, 1987; and Nakatani, 2005) identified a basic
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duality in strategy use. It appears that strategies are used to either modify one*‘s message
to ones resources by altering, reducing, or abandoning the original message or to
convey the intended message in spite of the lack of linguistic knowledge by extending

or manipulating the available language system (Ddrnyei & Scott, 1997).

Varida (1973), Ferch and Kasper (1983b), and Nakatani (2005) grouped
strategies according to ,,reduction strategies™ and ,,achievement categories.” The former
category was called ,,avoidance strategies™ by Tarone (1977) while Corder (1983)
labelled them ,risk-avoidance strategies™ and the term ,,message adjustment™ was also
used. With regard to the latter category; Cotder (1983) referred to these terms as
»resource expansion strategies™ and considered them as ,.risk-taking strategies™ because
the speaker takes a certain risk" oifot being able to convey the message and uses them

in a risky way. ‘

Achievement and ayoidance (redliétion) strategies were also mentioned by
Fulcher (2003). On one hand, achievement ét_rategies arc techniques of finding solutions
to difficulties in speaking that arise .duc tol':!'itﬂisufﬁcient language knowledge. These

include:

‘_J".v

e Overgeneralization — the overuse of —ed to 51gn_1fy the past tense of a verb resulting in
“buyed,” “bringed,” and “taked”

e Approximation — the use of general words instead of more specific ones — “went”
instead of “drove,” “walked,” or “flew”

e Paraphrase — the us¢ of a deseription or summary due to lack of knowledge of the
specific word —*‘eat a meal in the morning” instead of “had breakfast”

e Word ‘coinage’ — the «nvention ‘of new words 'du¢ to lack ‘of kaiowledge about the
correct word — “air ball” instead of “balloon”

e Restructuring — the repetition in a different form and using different words due to lack
of understanding of the first communication

e Cooperative strategies — receiving help from the listener

¢ Code switching — use of words from another language

¢ Non-linguistic strategies — gestures and pointing.
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On the other hand, avoidance strategies are classified into formal and functional.
Formal avoidance strategies are difficult to detect because non-use does not necessarily
mean a lack of ability to use. A speaker might avoid using the passive voice which
might be detected by overuse of the active voice. Functional avoidance strategies result
in its most serious form in avoidance of certain topics because of a lack of knowledge
of vocabulary associated with it. A less serious example is the lack of use of certain

appropriate words resulting in overuse of generalised terms, such as “thing.”

According to Corder (1983), the two major CSs, risk avoidance strategies and
risk-taking strategies, are essentially to do with'the*telationship between ends (message)
and means (resources). The assumed ideal concept 1s that these factors are in balance as
the speaker always has the JifiguiSiic means to express the messages s/he wishes to
communicate. In fact, in segonddanguiage (L2) communication, these are not in balance.
Sometimes, L2 speakers wish to convey messages which their linguistic resources may
not permit them to express' successfully. -“Therefore, they have only two options to
choose, use ,nsk-avoidance /strategies™ bj;,-_tailoring the message to their available
resources (adjust their endsfo their means) 6f'w'u§e risk-taking strategies® by attempting
to increase their resources by ome means _55.9_;her to realize their communication
intentions (Corder, 1983: 17). Taxonomies 1n7he risk-avoidance strategies are ordered

¢

according to a hierarchy from the most extreme to the/least — »topic avoidance,’
»message abandonment,”,,semantic avoidance,” and ,,message reduction.” Corder (1983)
pointed out that these strategies must not be regardcd as admissions of failure. They are
necessary from a social peint of view to maintain interaction with interlocutors. The
situation is different in regard to taxonomies involved in the risk-taking strategies. All
risk-taking stratégies run the danger of failure such as misunderstanding or
communication’ “breakdawn’y ¢;Botfowing (strategi€s 0 have] beery miehtioned as an
extremely risky venture as the speakers attempt to use invented or borrowed items
which are more or less approximate to the rules of the target language structure as far as
their interlanguage allows. ,,Switching™ to another language is also included in the form

of borrowing. Less dangerous risk-taking strategies include the use of ,,paraphrase” or

»crcumlocution™ and the least risky is ,,paralinguistic™ or ,,a appeal for help™.

Nakatani“s (2005) taxonomy is considered a reflection of learners™ behaviour.

He emphasized that the reduction strategies present learners® negative behaviour as they
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try to avoid solving communication problems whereas the achievement strategies
reflect learners™ active behaviour in repairing and maintaining interaction (Nakatani,
2005: 81). Nakatani“s (2005) reduction strategies include ,message abandon strategies,
,first language-based strategies™ (using L1 lexical items when the speaker experienced
communication difficulties), ,,interlanguage-based reduction strategies™ (producing
inappropriate word order based on their interlanguage system by cutting out some
intended elements), and ,,false starts.” The achievement strategies are involved with
,help-seeking strategies,” ,,modified interaction strategies” (the process includes
confirmation checks, comprehension checks; and clarification requests), ,,modified
output strategies” (the speaker rephrases an utt€rance in response to their conversation
partners® signals for negotiation), ,,ime-gaining strategies™ (using fillers or filled pauses
to give the speakers time.to think), and ,maintenance strategies™ (consisting of

providing active response and shadowing).

Other than the reduction—achieverriém: distinction, there are four taxonomies
(Tarone, 1977; Bialystoks 1983; Feerch &"!,_Kasper 1983b; and Paribakht, 1985) that
primarily rest on certain propeties of the lanéu"é.lge devices concerned, such as the role
of first language (L1) or the type of knowledéEu_Js_c;d in CS realization. Bialystok (1990)
and the Nijmegen group considered descriptfjé ;:ategories found in these taxonomies
were often over-detailed and psychological.liif‘>{1Anrfounded. However, there are four
taxonomies (Bialystogky 1990; Dornyei & Scott, 1995a, 1995b; the Nijmegen group;

Poulisse, 1993) that follow different organization principles. These are discussed below.

Regarding the Niymegen group™s taxonomy, the project on CSs was conducted
at the University"of Nijmegen, Netherlands by Kellerman, Bongaerts, and Poulisse in
the 19808y They Crititized the €arlyitaxonomy that"coficentrated miore’on the linguistic
form that results from a strategy as ,,product-oriented* rather than on the process itself
that leads to the strategy use. Thus, they aimed to produce a context-free, process-based
taxonomy of CSs that met three basic conditions: a) parsimony: fewer categories; b)
generalizability: independent of variations across speakers, language, tasks, and levels
of language proficiency; and c) psychological plausibility: the taxonomies replaced
existing taxonomies (Kellerman & Bialystok, 1997; Kellerman et al., 1990). In an
attempt to place CSs in a parsimonic cognitive framework, their compensatory

strategies were divided into ,conceptual” and ,linguistic strategies. On one hand,
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conceptual strategies were used to manipulate the concept so that it became expressible
through their available resources, either linguistic or mimetic (Kellerman, 1991: 149).
There were two types of conceptual strategies, analytic (spelling out characteristic
features of the original intended concept such as ,,a talking bird” for ,,parrot™) and
holistic (using a reference similar to the target item such as ,,chair™ for ,,st00l*). On the
other hand, linguistic strategies were used when the speaker manipulated linguistic
knowledge through either transfer (literal translation, foreignizing, and borrowing) or

morphological creativity (grammar derivation).

The taxonomy of Bialystek (1990) emphasized the cognitive theory of language
processing that intended to develop a psychologically plausible system like the
Nijmegen group. Her taxonomVy of C'Ss was conceptualized into two main classes. The
first class was ,,analysis-based sifategies’ involving attempts “to convey the structure of
the intended concept by making explicit the relational defining features” (ibid: 133). In
other words, the speaker tried to manipuléfe .the intended concept on the basis of its
analyzed knowledge suchias providing a dé!ﬁnition. The other class was ,,control-based
strategies™ referring to “choosing a répresenteif!['i(")“hal system that was possible to convey
and that made explicit information relevan.t-l-:tg),_Jthe identity of the intended concept”
(ibid: 134). The speaker held the original T@dlitent and manipulated the means of

reference used to express the concept such as using mime.

The taxonomies provided by the researchers are organized according to certain
criteria, such as the choice of the students to, reduce or achieve their goals, to consult
different sourcestof information, or to use theit conceptual/linguistic knowledge. The
taxonomies of CSs represent two major perspectives, interactional and psycholinguistic
(Nakataniy& Gohy 2007). The=interactional (vicw of (CSs? eémphasizes ithe process of
interaction;in the way that meaning 1s negotiated by one or both parties (for example,
Tarone, 1980; Roat & Ross, 1991). On the other hand, the psycholinguistic view
focuses on the students problem-solving behaviors arising from gaps in their lexical
knowledge (for example, Bialystok, 1983, 1990; Poulisse, 1990). Although these
researchers have produced several different taxonomies with different structures, the
underlying structure of their taxonomies is often the same (Rababah, 2001). What is

referred to as “strategies of transfer” (Bongaerts & Poulisse, 1989) by one taxonomy is
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classified as “literal translation,” “borrowing,” “foreignizing,” or “conscious transfer”

in others (Tarone, 1977, 1983).

Poulisse (1993) modified the Nejmegen Group“s taxonomy of compensatory
strategies by the introduction of three strategy types: a) substitution strategies referring
to changing or omitting features of a lexical chunk in search of a new lexical item, for
example code switching, b) substitution-plus strategies occurring with the “out-of-the-
ordinary application of L1 or L2 morphological and/or phonological encoding
procedures” (Poulisse, 1993: 180), for example foreignizing, and c¢) reconceptualization
strategies referring to changing the preverbal message that involves more than one

chunk, for example circumlocution.

In 1997, Poulisse attempted to conceptualize CSs within a coherent model of
speech production representing a/detailed analysis of strategic behaviour. Following
Levelt™s (1989) model of language producﬁon, Poulisse (1997) summarized processes
of communication including adopting a éertain strategy when L2 speakers find it
difficult to communicate/ their intended -';ni'éssage. In the first step, speakers
conceptualize a message adhering to genera_lh f)rinciples of communication and taking
into account the situation, the preceding dlscourse and the knowledge they share with
their interlocutor(s). Iii'the second step, they start the encoding of this message but run
into problems. Then, they have two choices between giving up (for example using an
avoidance strategy) and finding an alternative way to re-encode their message (for
example using a compensation strategy). The latter option involves the process of re-
planning the original message at the. level of conceptualizationiand requires either an
analytic conceptual strategy (a complete re-organization of the original plan) or a
holistic «Conceptual/ trarsfer, strategy (a| change ~of (some | mearding? or elements of
language to allow for the selection of an alternative lexical item). In this step, the
speakers seem to follow basic principles of communication and take the situation and
the preceding discourse as in the first step. The above processes are illustrated as

follows:
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—>! Re-planning stage : /\
I .
o e — e — e — — —— I

1. Conceptualization Analytic Holistic
(General principles of conceptual conceptual
communication) strategy strategy
A 4 A\ 4 A\ 4
2. Encoding message General principles
of communication
_______________ Vo (again)

i Run into problems !

Giving up Finding an

altesmative way

Figure 2.1: Model of Language Production and Communication Strategy Use

(Adapted from Poulisse, 1997: 50)

Dornyei and Scott (1995a; 1995b)"'1i‘)fi_rnarily classified the problem-solving
strategies into three categories, direct; indirecf,* a}id interactional according to how CSs
contribute to achieving mutual understanding‘laha' resolving-conflicts. Direct strategies
can be seen as problem=solvinig devices to provide alteéfnative meaning structures such
as word-coinage, circumlocution, and other most traditionally identified CSs. Indirect
strategies, on the other hand, focus on facilitating the conveyance of meaning indirectly.
The speaker creates [the c€onditiofis ‘fot “getling! 'the \meaning across, preventing
communication breakdowns, and keeping the communication channel open (such as
using fillers orstrategy markers). As for interactional strategies, the speaker carries out
trouble-shooting ‘exchanges’ cooperatively,” such’ as' ‘requesting ~and providing
clarification. As a result, mutual understanding seems to be a function of the successful
execution of both in the communication. Then Doérnyei and Scott (1995a, 1995b)
related three main taxonomies to the four types of communication problems already
labelled (resource deficit, processing time pressure, own-performance problems, and

other-performance problems).
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Nakatani (2006) termed taxonomy as strategies for coping with speaking
problems during communicative tasks. These include ,social affective strategies,
»fluency-oriented strategies,” ,,negotiation for meaning while speaking,” and ,,accuracy-
oriented strategies.” The first of these occur when the speakers try to control their own
anxiety, encourage themselves to use English, and avoid silence. The use of ,,fluency-
oriented strategies™ is to pay attention to rhythm, intonation, pronunciation, and
clarification of speech to improve the partners comprehension. Strategies for
,hegotiation for meaning while speaking™ are considered to be for checking the
partners* understanding of their intentions by giving examples or repeating their speech
and ,,accuracy-oriented strategies™ are concerned.with a desire to speak accurately. The
speakers pay attention to forms. and when they notice their mistakes, they seek
grammatical accuracy by self=€omrection. Other strategies are similar to taxonomies in
the majority of CS; such as',,message reduction and alteration,” ,,non-verbal strategies
while speaking,” ,,nessage abandonment,” and ,,attempts to think in English™.

In the Thai context, Luangsaengthill)r_lg (2002) adapted taxonomies of Tarone
(1981), Bialystok (1990), and Dérnyei (1995), and classified them into five types (see
Table 2.2, p.24). The study inyvestigated grfd compared the use of CSs for oral
communication of first year students at Chulalongkorn University, Thailand. Sixty
students were asked to"describe the pictures in the CSs for @tal Communication Test in
English. Then, their spceches were tape-recorded and transcribed. The results show that
approximation strategy was used the most, followed by repetition strategy and language

switching strategy the least:

Although ‘the terminologies used and their levels of specificity vary, it can be
seen that mosttaxondmiesshowed mafiy] similarities. (Bialystok (1990) expressed this

basic convergence around similar concepts that:

the variety of taxonomies proposed in the literature differs primarily in
terminology and overall categorizing principle rather than in the
substance of the specific strategies. If we ignore, then, differences in the
structure of the taxonomies by abolishing the various overall categories,
then a core group of specific strategies that appear consistently across the
taxonomies clearly emerges. (p.61)
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Most existing taxonomies of CSs proposed focused on the two main concepts of
CSs which were classified as being either product- or process-oriented. In this study,
the researcher presented a two-strategy taxonomy based on the literature review. The
two main taxonomies, risk-taking and risk-avoidance strategies, were selected from
Corder (1983) and the sub-categories were modified from Nakatani (2005, 2006) (for
details see “Taxonomy used in this study”, page 35). This classification according to the
factor of risk-taking is unique in that the tolerance of risk is one of the factors making
individual language vary (Carton, 1966). The basis of the taxonomy was a consideration
of the degree of risk-taking to reach the commaunicative goals on which the strategy was
used. Referring to the use of risk-taking strat€gies, speakers may attempt to increase
their resources to express their Communi¢ative intentions although it might be risky to
fail in communication, for™ cxample using fluency-oriented, help-seeking, and
circumlocution strategies. Risk-avoidance strategies are used when the speakers tailor
their messages to their linguistic resources without being risky, for example message-

abandonment, message-fedugtion and alteration, and time-gaining strategies.

In conclusion, there/appears no conééi}sﬁs among researchers over taxonomy of
CSs as they developed and proposed new taiéﬁqupies from time to time. The review of
the literature reveals that a single sub—categf)f); of CSs might be renamed or even
labeled under two or fpre different categorie.s.' Eédk (1993) suggested that “if the lists
were standardized, at least, there would be an agreement about such categories” (p.133).

Future research into CSs might produce a standardized taxonomy.
2.2.5 Taxonomy‘used in-this study

In“tetiis Of cOmmunicative lahgnage ability;) thete fare four" " main competencies
as described by Canale (1983), grammatical, sociolinguistic, discourse, and strategic
competence. Bachman and Palmer (1996) separated strategic competence from
language competence as the strategic competence is a non-linguistic factor enabling an
individual to use available resources through cognitive processes (for example assessing
the situation, planning what to do, and execution) to accomplish a communicative goal
(Phakiti, 2008). CSs are essential in terms of the relationship between the ends and the
means. It is ideally assumed that these are in balance in the native speakers in that they

always have the linguistic means to express the messages they wish to communicate
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(Corder, 1983: 17). However, these are not in balance in the L2 speakers. Sometimes
they wish to convey messages that their linguistic resources do not permit them to
express successfully. When they encounter this situation, they might have to make a

decision from options open to them.

CSs have been generally categorized into two macro groups, achievement or
compensatory strategies and reduction or avoidance strategies (see Willems, 1987,
Dornyei & Cohen, 2002; Nakanati, 2005). By using the former group, the speakers seek
an alternative plan to reach their goal in /€ommunication by means of available
resources while the use of the latter group”aliows the speakers to avoid solving
communication problems and may lead 10 the abandonment of the conveyance of their
messages.

|‘

The focus of this study, based on Carton (1966: 18), was the tolerance of risk as
one of the influences on individual leamer-si The study adopted the framework of CSs
from Corder (1983) that divided €Ss into rigk-taking and risk-avoidance strategies. The
term ,,risk-taking strategies refers t0 speakéﬁé(;'. attempt to increase their resources by
one means or another to accomplish their co_'r:n‘n}l_,micative intentions that may run into
danger or failure. Rubin and Theimpson (19@2) pointed out that risk-taking was an
important characteristic,of successful L2 learﬁé;g nahd speakcrs. The speakers might be
able to ,,gamble,” be willing to try out their guess, and to take the risk of being wrong.
The fact that the guess might be wrong does not disturb them as it can be quickly
corrected in a subsequent context. The term ,nsk-avoidance strategies™ relates to
speakers who tailor messages to available resources and/or adjust the ends to the means
to avoid communication breakdown. These strategies might be relevant to
psychological“determinatiofn in: the) sefis¢ that some (speakersyassumie] that linguistic
correctness is a pre-requisite for communication success (Ferch & Kasper, 1983: 40).
However, good language speakers tend to use a combination of whatever knowledge
they have and selected CSs to get their message across. Whichever strategies the

speakers use are successful in communicating (Rubin, 1975: 47).

The terms ,,risk-taking™ and ,,risk-avoidance™ strategies might be assumed to
have similar meanings to ,,achievement™ and ,,reduction” strategies as the speakers have

two choices — to take a risk to accomplish their communicative goal or abandon or
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reduce their intended meanings to avoid failure. However, the terms risk-taking and
risk-avoidance strategies are preferred in this study as they convey their meanings more
conclusively and convincingly. For example, some Thai children may be brought up to
avoid loss of face by making a mistake so they may employ risk-avoidance strategies to
maintain their conversation. In contrast, others may be brought up in an environment
where people communicate naturally without worrying seriously about correctness.
Therefore, when they have problems in communication, they tend to take risks to

expand their resources to solve the problems.

The reviewed taxonomies are organizeéd.according to certain criteria, such as
choice of the target groups whether to achieve or reduce their goal or to consult
different sources of informatien. Even though different researchers constructed different
taxonomies with different structtites, the underlying strategies may often be the same.
For example, ,,circumlocution” in one taxonomy may be classified as ,exemplification™
or ,,paraphrase” in other§ (for example Vafida, 1973; Tarone, 1977; Ferch & Kasper,
1983; Corder, 1983; Dornyei & Scott, 19952';,_ 1995b).

The taxonomy used in the study is basqd mainly on those of Corder (1983),
Doérnyei and Cohen (2002), and Nakatanif"_(2(-_.)05, 2006) as their taxonomies are
organized in a similar way. For exémple, thesé Stl_ldleS reveal the way that speakers deal
with problems or breakdown in oral communication by relying on achievement or
reduction strategies. Dornyei and Cohen®s (2002) taxonomy appeared to be a good
summary of all the taxomomies available in, recent CSs researches and they also
introduced somémew strategies, such as'expressing non-understanding and interpretive
summary. However, it seemed that there were some overlaps in referential meaning
among theif) (strategies (such «as «betweent fappeal’, for) lielp™and fexpressing non-
understanding® or between ,,circumlocution”and ,,approximation.” Therefore parts, such
as circumlocution, help-seeking, and time-gaining strategies, of their taxonomy were

synthesized and selected to be the taxonomy of this study.

Under the framework of risk-taking and risk-avoidance strategies, sub-strategies
in the study are supplemented by CSs presented in the work of some mentioned
researchers. The criteria of selecting those strategies was to serve the objectives of the

Strategies Used in Speaking Task Inventory (SUSTI), an instrument of the study aimed
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at examining types of CSs used by Thai students with different language abilities. Thus,
a set of CSs in the taxonomy used in this study covers strategies which might possibly
occur within the contexts of Thai students with high and low language ability.
Moreover, this taxonomy is intended to be based on a psychological view of the CSs.
The list of strategies in the study is not intended to be a final categorization of all
existent CSs but it is simply provided to help clarify the notion of CS from another

point of view.

Risk-taking strategies involves six strategies. Firstly, social-affective strategies

are concerned with the speakers™ affective factors in social contexts. To maintain a
conversation, the speakers may try to control their oOwn anxiety and enjoy the process of
oral communication. For example, they may try to relax when they feel anxious or
encourage themselves to use'English with no fear of making mistakes. Moreover, as the
strategies adopted by speakers /depended upon their interlocutors (Corder, 1983), the
speakers may behave i sugh a way as to Agidve a good tmpression and avoid silence
during the conversation. It can be seen tha“tll,-_LZ speakers tend to have little experience
speaking English in authentic inter‘actione‘il-'; contexts and how they managed their
feelings during oral communication is an es_'s_-én‘_cji_al aspect. Most studies rely more on
linguistic consideration than affective consi_ﬁ_efétion in a continuum. However, the
affective domain shotld bé considered to eﬁéﬁiﬂe the usc of CSs which related to
psycholinguistic field, Brown (1994) suggested that the affective side of human beings
provided an explanation of the use of language. Thus, social-affective strategies were

constructed to bridge the gap evident in many, previous studies or inventories of CSs

that severely limited the number of strategies reflecting affective and social aspects.

Secondly; " fluency-oriefited " strategies telate o) speakersywho tend to pay

attention to the intonation, pronunciation, and clarity of their speech. They seem to try
to speak clearly and make the conversation flow. Their speech is likely to be
pronounced as clearly as possible. Most previous studies emphasized fluency as a
strategy used in reading skills. This term was proposed only in Nakatani“s (2006) study
focusing on speaking strategies but information about the these strategies seemed to be
little mentioned. However, fluency-oriented strategies are selected as one of sub-
strategies in the taxonomy used in this study because ,,fluency™ is highlighted as an

essential function in language skills. Byrne (1986: 9) pointed out that the main goal in
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teaching and learning the productive skill of speaking is oral fluency. Concerning the
assessment of speaking skills, a speaker™s degree of oral fluency may be measured not
as a perfect imitation of a native accent but simply as speech easily and comfortably

comprehensible to listeners (Ur, 1996: 52).

Thirdly, accuracy-oriented strategies may be used when L2 speakers are likely

to be concerned with a desire to speak English accurately. The speakers pay attention to
forms of their speech and to seek grammatical accuracy by self-correcting when they
notice their mistakes. Nakatani (2006) suppoisted the idea of being conscious of
accuracy in speech as an essential strategy for developing communication ability in a
second language. Rubin (1975) tentioned that most of L2 learners are likely to be
prepared to attend to form sowhen they try to use a second language they often look for
patterns in that language. lt‘may be because explicit grammar translation method has
always been carried out amd been very popular with many teachers despite being

unfashionable in currentlangtiage teaching (Hughes, 2002:68).

In addition, non-vesball strategics seep to be effective devices when dealing
with problems. When speaking English, eye é@)ﬁl_gpt may be used to attract the attention
of the listeners. Gestures or facial expressioﬁéfﬁl;ly also be used to give hints and help
the listeners guess what they want to say. Fr(;m the res€archer”s experience as an
English lecturer in a university, Thai students who are non-native speakers of English
tend not to be fluent in English. They are likely to be unable to think of appropriate
terms to describe what they want to mention and one of the strategies they employ is to
use gestures comsidered-as a lingua-franca.: With regard to previous studies, these
strategies seemed to be widely accepted by researchers in the field as they appear in
most of the taXononifes. (Therecare several tetnis, uSedito ¢convey the Same meaning as
non-verbal, strategies, such as paralinguistic devices, mime, and the use of non-
linguistic means (Dornyei & Cohen, 2002; Doérnyei & Scott, 1995; Corder, 1983;
Tarone, 1977). Neu (1990, cited in Lazzaraton 2002) further explained that second
language learners stretch their linguistic competence by effectively using nonverbal
behaviour. Non-verbal communication plays a critical role in conversational
performance because such behaviour aids in the discourse management of topic

initiation, topic maintenance, and turn-taking.
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Next, help-seeking strategies may be used by speakers lacking the target

language knowledge causing them to not fully understand what the interlocutor says. To
successfully communicate it is not sufficient to pay attention to the grammar of the
language or to the surface form of speech only. Speakers should also attend to meaning
(Rubin, 1975: 47). This may lead to the situation that when the meaning of a message is
not clear, the speakers may turn to the interlocutors for assistance, including the use of
appeal for help, asking for repetition, asking for clarification, and asking for
confirmation. In addition, they may elicit help indirectly like using rising intonation. In
the study, help-seeking strategies are used as a'‘cover term for these four characteristics,
while Dornyei and Cohen (2002) separated them and stated them as sub-strategies
under the term of ,,interactional strategies.” However, these components have been
focused on the purpose of thesspcakets which may be looking for help, rather than ways
of interaction. Therefore, as they are similar in meaning and aim of use, they are
combined under the term ., help-secking strategies®

Lastly, circumlocution/(paraphrase) ét_rategies refer to ways of using more words

than necessary, instead of being clear-and dlrect By using these strategies, speakers
solve a problem in the planning phase by filli;l:é the gap in their plan with a construction
that is well-formed (Ferch & Kasper, 1983). VI;Iakatani (2005) used the term ,self-
solving strategies™ to convey the same meaﬁiﬁg! as paraphrasing. However, this term
may be possibly intetpreted in a wider range than Nakatani“s (2005) definitions. For
example, by its meaning, solving strategies could be any devices that the speakers are
able to use from their existing knowledge such as using self-correction, using gestures
to drop a hint, o switching langunage to L'1. "As a result, the researcher decided to use
the term ,,circumlocution strategies™ instead, as these also referred to the meanings of
approximationyand svord: eoinages These| strategies) at¢) conisidered ds|those of good
language learners as they possess a strong drive to communicate or learn from
communication (Rubin, 1975: 46). The language users may rather be willing to take

risks than limit themselves to a particular word or sentence construction.

Focusing on risk-avoidance strategies, message abandonment relates to the

strategy that the speakers tend to give up their attempt to communicate and leave the
message unfinished when they face difficulties in executing their original verbal plan.

Message reduction and alteration refers to the strategy by which the speakers reduce an
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original message, simplify their utterances and/or use familiar words that they are
confident with. It seems that some L2 speakers avoid taking the risk of using unfamiliar
words even though they may realize that the utterance was far from their
communication goal. These two strategies have been employed in the majority of
taxonomies (Tarone, 1977; Ferch & Kasper, 1983; Corder, 1983; Willems, 1987;
Dornyei & Cohen, 2002). In some studies, these two terms are classified into the more

specific term of ,,functional reduction strategies®.

Lastly, time-gaining refers to the strategy of speakers using fillers or other
hesitation devices to gain time to think. Dornyel.and Cohen (2002) classified this term
as a main strategy at the same level of achievement and reduction strategies. They
claimed that these strategicsearcfiot problem-solving devices but they facilitate and
provide conditions for achieving “mutual understanding, preventing breakdowns and
keeping the communication’ channel-open” (Dornyei & Scott, 1997: 198). However,
using fillers or other hesitation devices to géin time to think indicates that the speakers
may be less confident to say what they Wafllt_ to say as they may be avoiding failure in
their conversation. Therefore, ,,ﬁme-gaining:s-'tw'rz&egies“ should be classified under ,yisk-

avoidance strategies".

- _J._v

However, it seemed that when researché_rg iﬁclude »avoidance strategies ™ in their
taxonomy, ,topic avoidance™ strategies are always classified under the avoidance
strategies (for example Cohen & Dérnyei, 2002; Tarone, 1977; Corder, 1983; Faerch &
Kasper, 1983; and Willems, 1987). The reason for not including this type of CSs in the
present taxonomy is that-this is'a very extreme strategy (Corder, 1983: 17) and is not
likely to be used in the context of assessing oral communication ability. In this research,
students®*usé€ 6f CSsis elicitedfrom their conversationtifl thelOral:{Comrmunication Test
(OCT). During the process of interview, topic avoidance may be impossible to occur
because of the nature of the task. For example, when the interviewees are asked to
introduce themselves, there is less chance of them refusing the topic as they are being

assessed.

Following Corder (1983), the researcher placed CSs in a degree of risks that
speakers take to maintain the conversation or solve problems in their communication.

Therefore, the taxonomy is classified into two categories; risk-taking strategies and
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risk-avoidance strategies. The use of ,risk-taking strategies™ could include social
affective strategies, fluency-oriented strategies, accuracy-oriented strategies, non-
verbal strategies, help-seeking strategies, and circumlocution strategies (paraphrase),
while the application of ,risk-avoidance strategies” involves message abandonment
strategies, message reduction and alteration strategies, and time-gaining strategies
(Adapted from Corder, 1983; Nakatani, (2005 & 2006). Descriptions of each sub-

category are presented in the following section.

Table 2.4: Taxonomy Used in this Study

1. Risk-taking strategies  This refers to stratcgies that the speakers use to increase
their linguisfic resources, such as ,resource expansion

strategies to achieve their communicative goals.

a.) Social-affective 'The speakers use these strategies to control their own
strategies anxiety and enjoy the process of oral communication and

;to maintain éonyersation. Thus, they are willing to

gncourage theﬁl_selves to speak English and to take risks

n makihg mistékei They behave in such a way so as to

give-a good imprégg_ion and try to avoid silence during

interaction. :
“b.) Fluency-Oriented /. ' They involve strategies that the speakers use to pay
strategies attention to pronunciation, and emphasize clarity in their

speech. They try to speak loudly and clearly to improve
the listener’'s comprehension.
“c) Accuracy-Oriciited | The speakers are concerned with a_desire to speak

stratégies English aceurately. So, they pay ‘atteifion mainly to the
forms of their speech and when they notice their mistake
they often seek grammatical accuracy by self-correcting.
It seems that they have a desire to speak appropriately
like a native English speaker even though this is not an
easy goal.

d.) Non-Verbal strategies This refers to describing whole concepts that are non-

i verbal. For example, the speakers use gestures or face-



e.) Help-seeking strategies

f.) Circumlocution

strategies (paraphrase)

2. Risk-avoidance

strategies

expression to give hints and help the listener guess what
they want. Additionally, they may use eye-contact to
attract the attention of their partners.

| The speakers turn to the interlocutor for assistance either
directly or indirectly. They may ask an explicit question
concerning a gap in their L2 knowledge. It might include
asking for repetition, asking for clarification, and asking
for confirmation. In addition, they may try to elicit help
from their interlocutor indirectly, such as using rising
intonation or pausts:

“These refer fo strategics when the speaker describes the
chasacieristics or elements of the object or action instead
of fusing the appropriate target language items or
stoicfure; These also involve exemplifying, illustrating
or describing t-fle properties of the target object or action.

. The speakers try to adJust the message to match with the

' original hngulst;lc resources in order to maintain

| eommunication or ayoid communication breakdown.

a.) Message abandonment

strategies

b.) Message reduction and

alteration strategies

The speakers tend. to give up their attempt to
communicate by 1e;Ving the imessage unfinished when
they encounter difficulties in.producing their speech.
éNakatani (2006) points out that these strategies are
common among low-proficiency-level L2 speakers or
the non=enthusiastic’ learners.. These speakers seem to
lack strategic competence and have no choice but to end
the-irteraction!

| These strategies are used when the speakers try to avoid
a communication breakdown by reducing an original
message, simplifying their utterance, or using similar
expressions that they can use confidently. The speakers
tend to use familiar words and avoid taking risks by

Eusing new or unfamiliar words even though they

| sometimes realize that the utterance is far from their



c.) Time-gaining strategies These refer to using gambits or fillers to fill pauses to
gain time in order to keep the communication channel
open and maintain discourse at times of difficulty.
Examples range from very short structures such as well,
you know, okay, umm, uh, to longer phrases; such as it’s

i a good question, this is rather difficult to explain, or

& eech production embedded in the
4 rn@Levelt"s (1989) model of speech

are fi 'a i stages aiming at illustrating how

actually.

Figure 2.2 presents a cos
CSs taxonomies used in the stt
production (cited in Poulisse,
taxonomies of CSs may ogét -*-. n1cat1on as a conceptualized

model.
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(Adapted from Levelt™s (1989)-model of language production; in Poulisse (1997: 50), and
taxonomies of Nakanati (2005: 81-83'& 2006:.155-56) and Corder (1983: 17-18)

Figure 2.2: A Conceptualized Model of Speech Production and Taxonomy of
Communication Strategies

Figure 2,2{shows that, theceurse of-communication, begins with the speakers
conceptualising a.message by taking into account the situation. In the second stage, the
speakers _try to encode the message but run into™problems. When they encounter
difficulties during theirs comnmunication, they have two_choices, either giving up
(finishing the conversation) or finding an alternative way (using CSs). The latter
solution connects to the stage of re-planning to achieve the communicative goal.
However, in the stage of encoding, problems may not always happen. There might be
only a sign that problems may occur so the speakers can choose some of the CSs, such
as ,,social-affective strategies™ or ,,fluency-oriented strategies™ to avoid communication
breakdown or to reassure themselves that there will be few chances to let problems

occur. This can also link to the re-planning stage. This stage involves reconsidering the
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original message at the level of conceptualization, then planning to apply CSs such as
the substitution of some meaning or language elements. While the speakers are
planning the use of CSs, they seem to follow general principles of communication

again.
2.2.6 Communication strategies and language proficiency

L2 speakers have been assigned various tasks in research into the use of CSs.
Some of these have been picture description tasks (Tarone, 1977; Bongaerts et al.,
1987; Bialystok, 1990; Luangsaengthoong; .2002), concept identification tasks
(Paribakht, 1985), and interview, role-play or conversations (Poulisse, 1990; Haastrup
& Phillipson, 1983) to examine their use of CSs and investigate relationships between

the used CSs and language proficiency.

In 1985, Paribakht conducted a stﬁdy_ relating to the use of CSs to the test-
takers®™ proficiency levels The Persian paflticipants" English proficiency levels were
measured using the Michigan Test of E:!'nélish Language Proficiency and the
International Education Achievement Test o-fl’-: 13r_9ﬁciency. They were also assigned to
describe concrete and abstract -items o an ri-_rllterlocutor in English to elicit the
identification of CSs“used to solve particiﬂé?ﬁroblems they encountered during
communication. It was found that there was a directional relationship between the use
of CSs and proficiency level. The high-ability learners used more approximation
strategies, using general or alternative words, instead of specific ones, than the lower-
level learners. The less competent group was found fo rely moré on their paralinguistic

knowledge such as using non-verbal strategies such as gestures or facial expressions.

Poulisse (1990) investigated the relationship between the use of achievement
strategies and the level of proficiency by assigning Dutch learners of English to
complete four different tasks, a concrete picture description task, an abstract figure
description task, a story retelling task, and an oral interview focusing more on
vocabulary. The study revealed that the number of strategies used by the subjects varied
in relation to their language ability level. The lower-ability learners used more
achievement strategies such as approximation, circumlocution, and non-verbal

strategies (Fulcher, 2003) than the higher-ability ones. Poulisse interpreted this as a
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result of their limitation in L2 vocabulary which may be controlled by the lower-ability
participants to cope with the problems. However, the higher ability group did not use

more reduction strategies (risk-avoidance strategies) than the lower one.

Yoshida-Morise*s (1998) study attempted to explore the relationship between
the use of CSs and level of proficiency. The results indicated that the lower-ability
subjects used more strategies than the higher-ability groups in order to compensate for
their lack of L2 knowledge by using paraphrasing, creating L.2-like words, and resorting
to their L1 linguistic knowledge. It was also téperted that the higher-ability group used
more repair strategies, such as self-repetition; than those in lower levels. It may be
interpreted that the high-proficiency partiéipants seemed to have more ability to control
and monitor their target language utterances because the greater L2 knowledge the
speakers had, the better theyrcould.repair what they had said to get the message across.

A qualitative CS study conducted Taydb_Rababah (2001) determined which CSs
were employed by Arab English major stud:a_nts at Yarmouk University in Jordan while
they were communicating in L1 Arabic and. -1;;2l".English. Thirty English major students
were placed in three language proﬁciency._i-:efvgl_,s according to their scores from an
adapted TOEFL test. The students CSs Vvere identified from features of their
performance, such as hesitation, pauses and.féfééfs, fromthree communicative tasks.
Then, these were classified according to the adopted taxonomy which was based on
taxonomies in previous studies and the pilot study. The researcher found that the
students made a wide mse of CSs, especially L2-English based strategies, to
communicate their intended meaning.although their linguistic knowledge seemed to be
limited. It also reported that there was a relationship between the students™ use of CSs
and theirproficiency leveldn thatdyl : Arabicibased strategies /decttased as proficiency

improved.

More recently, Nakatani (2006) studied the relationship between oral CS use
and speaking ability level in a communicative task. The results were that there were
three significant differences between the higher and lower oral proficiency groups. The
higher oral proficiency group reported more use of social affective, fluency-oriented,

and negotiation for meaning strategies than the lower group.
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Luangsaengthong (2002) examined Thai students™ use CSs for oral
communication and compared their CS wuse with different English learning
achievement. Sixty first-year students from Chulalongkorn University were classified
into three groups according to their levels of English learning achievement, high,
average, and low. The subjects were asked to describe pictures in English and their
performances were analyzed and interpreted to identify the types of CSs used by these
students. It was reported that Thai first year students with different levels of English
learning achievement used CSs for oral communication differently and significantly at
.05. The approximation strategy was emploved the most, followed by ,repetition

strategy”, and ,,J]anguage switch strategy.”
2.2.7 Factors affecting comintinication strategies

According to research sstudies about CSs conducted in Thailand and other
countries, it was found that thete were maﬁy different factors that potentially influence
speakers™ choice of CSs,dncluding languagé_ proficiency of the L2 speakers, the effect

of L1, nationality, gender, age, and mbtivatiofl;. .

A number of empirical studies reportea"_th-_ellt the target language proficiency may
have an effect on CSs, as the spéakers with hl_gh and low language ability utilized
strategies differently (Tarone, 1977; Corder, 1983; Paribakht, 1985; Poulisse, 1990;
Purpula, 1999). This idea was supported by Yoshida-Morise (1998), Paribakht (1985),
Huang and Van Naerssen (1985), and Wannaruk (2003). The results from most of the
studies showed «that the low langnage proficiency level learners used CSs more
frequently than the high level learners because most of the high proficiency learners had
adequate”knowledge in fthe" tatget language) dncluding dcc¢uracy yin® vocabulary and
grammatical structures. Therefore, even though they used CSs less frequently, they
could still achieve the meaning they wanted to convey. On the other hand, the low
proficiency learners had a limited knowledge of the target language, explaining why
they used the strategies more often to achieve the same goal (Bialystok & Frohlich,
1980: 3-30; Ellis, 1994: 39-44; Paribakht, 1985: 132-146; Si-Qing, 1990: 161-172). The
results also showed that high proficiency groups had the ability to employ target
language-based strategies more than the low proficiency ones. On the contrary, low

level learners employed Ll-based strategies more repeatedly than high level ones
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(Liskin-Gasparro, 1996). Research by Wannaruk (2003) and Khaopet (1990) revealed
that medium and low proficiency learners used first language-switching strategy and
literal translation strategy most often while the high proficiency learners used
modification devices most often. Furthermore, topic avoidance strategies and message
abandonment were least used by all three level learners, showing that language

proficiency had an effect on the types of CSs used by the learners.

The L1 of the speakers may affect their use of CSs. The study of Rababah
(2001) aimed at determining which CSs wereg'used by Arab students of English while
communicating in L1 Arabic and L2 English..Oneof the most interesting findings was
the effect of the mother tongue (Arabic) which increased the variety of CS use. For
instance, word coinage and literalfranslation were widely influenced by mother tongue
interference. It was also feuind that the speakers of Arabic used several CSs when
compared with speakers of other languages in CS rescarch.

Yoshida-Morise (1998) noted that in’!,addition to proficiency levels and the effect
of L1, individual differences influenced one*:fs"CSs use, for example nationality, age,

gender, and motivation.

r ‘_jn_v

There are a Small number of stud.i‘e"st_'c;fr language learning strategies that
produced findings on nationality-related differences. These findings can be generalized
to the use of CSs. One of the earliest attempts to cxamine the effect of nationality was
studies by Politzer and Mc¢Groarty (1985) and Takeuchi et al., (2007). They found that
Asian students employed: fewer of the strategies expected of ,,g00d” language learners
than did Hispanic'students. However, in terms of progress in English, the Asians made
more progressithan the Hispanics. O Malley (( 1987) stuggestéd thatthe lack of success
of Asian students might be due to their persistence with familiar strategies. Bedell and
Oxford (1996) revealed that in a study of the use of learning strategies among Chinese,
Puerto Rican, and Egyptian students a higher use of compensation might be typical of
Asian students. Grainger (1997) reported that there were no significant difference
between Japanese students from various ethnic backgrounds and the SILL scores (for
learning strategies) but the study revealed that Asian-background students were better at
managing the affective state, remembered more effectively, and compensated better

than native English-background students. Griffiths (2003) argued that European
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students employed learning strategies more frequently than did those from other

backgrounds.

Although there are not many studies of the effect of nationality on CSs use,
students from different national backgrounds did not always learn in the same ways
(Griffiths & Parr, 2000; Pennycook, 1997; Pierson, 1996). For example, Japanese
students were typically viewed as traditionally passive learners (Usuki, 2000). The
study was conducted in a Japanese university using open-ended questionnaires. A
number of strategies employed by the students were elicited relating to their behaviour
both inside and outside the elassroom such” as*looking at the teachers™ lips and
mimicking the way to pronounce. These kinds of national characteristics might affect
the different ways students behaveand interact in the teaching and learning context, and

the kinds of learning strategies they employed.

Gender may be another variable afféc‘ging CSs (Bacon, 1992; Eisenstein, 1982;
Farhady, 1982, Sunderland, 1998). Most stilldies in this area reported that women used
more strategies than men although Tran (19'8'$)l".discovered that there was fewer use of
strategies by Vietnamese women. Oxford._y--a;ld Nyikos (1989) studied the use of
language strategies of more than 1,200 umverslty students and concluded that gender
differences had a ,,profound influence (ibid: 296) The study indicated that females
used strategies significantly more than males and used them more often. Several
research studies supported these findings, for example Ehrman and Oxford (1989,
1995); Hashim and Sahil (1994), and Green.and Oxford (1995). Possible reasons for
these findings may be that as women-were often believed to be better language learners
than men (Larsen=Freeman & Long, 1991) they were more likely to be “open to new
linguisti¢™fotrfis“andytefided t0:“tid themselves, ofyinterlanguage forms that deviated
from target language norms” (Ellis, 1994: 202). However, it was noteworthy that there
were some studies reporting considerably different findings from those presented
above. For example, Wharton (2000) reported a study involving university students
learning Japanese and French in Singapore that found that men used a significantly
larger number of strategies than women. Interestingly, Griffiths (2003) and Nisbet et al.
(2005) claimed that they found no significant difference among males and females in

the use of learning strategies. The reason why some studies yielded significant
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relationships between strategy use and gender while others did not may be the effect of

the specific cultural contexts of learning (Nisbet et al., 2005).

Regarding age as a factor affecting CSs, the popular wisdom of ,,the younger the
better” has led to a common belief that children are better at language learning than
adults (Littlewood, 1984; Bellingham, 2000). Burt et al (1982) and Oyama (1976)
stated that there were effects of age on language learning. When considering language
learning strategy use according to age, Oxford (1989: 238) commented that “even there
are ,,very few studies™, older learners seemed to.employ more ,,sophisticated” language
learning strategies than younger learners”. Vietorrand Tragant (2003) explained from a
study of three age groups (10. 14, and 7 year 0lds) that the mean obtained from the
youngest group of students was significantly different from that of the other two groups.
For example, the older twergrotps reported much higher use of cognitively complex
strategies than the youngest gwoup, while the young learners reported higher use of
social strategies. From this point of view, tHé factor of age'may influence the use of CSs
and it should be considered along with othe“rll,-_factors such as background knowledge and
cognitive factors. Thus, the ﬁndings‘ might‘" deiéend on the context where the studies

were conducted.

Py _J._v

In relation to motivation ‘Mochizuki..d§§9) and Wharton (2000) found that
highly motivated Asian university students used learning strategies more frequently
than less motivated ones. Edna (2000) studied the effects of motivation and language
proficiency on the use of CS among high and.low ability English as a Second Language
learners. The !participants were students: at' the University of Puerto Rico.
Questionnaires were used to indicate patterns of motivation and types of CSs used. It
was foundithatiotivation irlearnifig and language praficiéncy haseffects on types and

frequency of CSs used.

In summary, it can be seen that the test-takers™ characteristics such as language

proficiency, nationality, gender, age, and motivation may affect the selection of CSs.
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2.2.8 Approaches to study communication strategies
Numerous assessment methods had been used to elicit data needed to
understand patterns of speakers™ CS use. In this section four of those methods are

described, oral interviews, written questionnaires, verbal reports, and observation.

Oral interviews and written questionnaires

These two approaches are placed in the same group as they share similar
characteristics in that they elicit the test-takers* tesponses to a set of questions or probes
(Cohen & Scott, 1996). There are three diimcmsions of oral interviews and written

questionnaires, degree of structure, larger number of respondents, and formality.

The first dimension#is the degree of structure in the questions. The questions
could range from ,structured guestions™ asking respondents for yes-no responses or
indicating frequency inscales to,.less strucfﬁrg:d questions® that ask them to describe or
discuss some topics to eli€it language strategy behav1our in detail. On one hand, highly
structured interviews and questionnaires are a specific set of questions which are
expected to be responded to in a set order llkc Oxford"s structured language strategy
questionnaire survey, ,,Strategy Inventory fp‘r‘ Language Learning (SILL) (Oxford,
1990). It facilitates the researchers™ control of fﬁg dﬁestioning. In addition, the obtained
data are uniformly organized and are much easier to analyze statistically. However,
there is no opportunity for the test-takers to elaborate on the answer. On the other hand,
less or unstructured questions usually ask the, test-takers to discuss a certain area of
personal interestewith minimal guidance from the interviewer. Although the questions
request certain information, the exact shape of the response is not predetermined. Thus,
there mayy b Variousyaspects ©f the responise which have not\betn @nticipated when

drawing up the questions.

The number of participants is another dimension. In interviews, the researcher
may conduct one-to-one and/or a group interview. Although group interviews may be a
more efficient use of time and cost than individual interviews, problems may occur in a
small group interview, such as social desirability affecting the response of the
interviewees (Cohen & Scott, 1996). In a group interview, a participant may be fearful

of responding in a socially unacceptable way. Additionally, if some interviewees are not
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ready to volunteer to answer a question, there may be bias with the others who are more
forthcoming in answering. In contrast, written questionnaires are able to be
administered to a large group of respondents, useful in the generation and testing of
hypotheses. However, a survey questionnaire should not be transferred from one setting
to another due to culture differences in the way that the questionnaire was administered
and differences in the way respondents interpret the items (Cohen & Scott, 1996;
Oxford, 1996).

The degree of formality is another fagtor of concern including the setting and
using of questions to encourage the respondcats to relax and provide honest and
accurate answers. The degree of formality may be affected by the rapport between the
interviewer and the respondents but it is not relevant to the degree of structure (Cohen
& Scott, 1996). In othergwouds, the interviewer can conduct a highly structured
interview in an informal orfriendly mannerand an unstructured interview can also be
conducted in a highly fermalmanner. One ﬁoint to be kept in mind is that the degree of
formality should be comnsidered appropria{t_e and sufficient distance be maintained
between the researchers and the test-takers to “maintain objectivity and the ability to
pursue topics. For instance, the tesi-fakers mz-t&-bg_v reluctant to discuss if the interviewer

is too formal in manner.

Verbal reports

The following three types of verbal reports seem to play a significant role in

research studies on language learner strategies;

1). Self-report: the test-takers describe what they do, for example ,,I tend to be a speed
reader.”

2). Self-observation: this refers to the inspection of specific language behaviours either
introspectively or retrospectively, for example ,,What I did was to skim to the incoming
oral text as I listened, then picked out key words and phrases.*

3). Self-revelation: this refers to ,,thinking aloud® stream-of-consciousness disclosure of
thought processes while the information is being attended to, for example ,,What does

the ,,they” refer to here?
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Cohen and Scott (1996) claimed that verbal reports provide the most feasible
approach as a mean of obtaining empirical evidence of strategy use. This may be
because questionnaire items, referring to general behaviour, elicited only the test-takers™
belief about what they did, rather than what they actually did (Cohen, 1998). In a
strategic language use study, such mentalistic data regarding cognitive processing
seemed to be expected to more accurately reflect what the test-takers actually did than a
response to an item of questionnaires as a description of generalized behaviour. This led
to the major advantage of a verbal report in that using verbal protocols can reveal what
information is attended in detail while performing tasks. Otherwise, some information
may be lost to the investigation (Ericsson, 1988;+Ericsson & Simon, 1993). However,
Seliger (1983) critiqued that this approach could not provide information about
cognitive processing in languagc.and skill learning because this information was more
likely to be unconscious. Eurthermore, although the process appeared to be conscious,
the approach may be considered t00 complex to capture in protocol and to overburden
the test-takers™ memoryfor them to report rﬁer;tal processing accurately.

Observation

That language use strategies are mthél_ijgtic means that behaviour is a major
challenge to applying observational techniques to language learners. It is possible that
the observer can observe and recofd the test-ta‘keﬁ:;s;;non-verbal behaviour, such as facial
expressions, gestures, and signs of alertness. As for planning an observational study,
there are a variety of factors that should be considered. These include the number of
observers and observed take-testers, the frequency and duration of observations, and the

methods of colleetion and analysis of'the observational data;

It"is possible”to, tise"one observer] orfa grotp of| abserversy A more important
factor is the number of test-takers to be observed. Waiting for one test-taker or a small
group to elicit their use of strategies may not provide sufficient useful data and
observing an entire class or several test-takers may be more profitable. Additionally, the
frequency and duration of the observations is another factor. The number of
observations should be determined over time. Sometimes, the observers may need to
visit the same class over an extended period if the data are to be meaningful and
reliability and validity need to be proved. However, if the goal of observation is limited

then a limited observational framework is preferred (Cohen & Scott, 1996). Another
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factor is the method of conducting the observation. Audio- and videotapes are
commonly used to create a permanent record of what took place. They are useful, not
only in the way that the observers are able to replay the tapes for analysis but also as an
aid in the data collection of verbal reports. With regard to methods for recording
strategy use while observation is processed, note-taking can be one option which is
more or less structured. Another option is using an observation scale, checklist, and
scheme such as ,.,the class observation guide™ — an observation scale that can be used for

collecting learning strategy data (O“Malley, 1985).

There are a number of advantages and disadvantages of observation. Benefits
include the fact that the data obtained appeais to be uniform and is collected in a
structured form, relating to_thé observation scale and checklist. A drawback of using
observation is that it may be less able to produce deseriptions of mentalistic strategies
because many strategies may not be elicited in an obvious behaviour. Also, researchers
seem to collect data only feom' the outspéke;n or extrovert students during the class
session, meaning that otheérs may be left oilft of the strategy descriptions even though
their strategy use may be inferesting. Bias caﬁ; occut if the observer is affected by prior
expectations and the observation. checklist a-rl-;-(i,_sjgale may limit the perspective of the
observer. Lastly, students behaviour cannot bé"_grt-_llaranteed to be appropriate.

2.2.9 Task-based approaches to study communication strategies

According to task-based approaches, picture description has been often used as a
method of elicitation | (Rababah,’ 2001).' In ‘the tasks, the testrictions seemed to be
common because'they may be imposed on both the speaker and the listener (Green,
1995: 56)3 Foiexample,ithespeaker may belasked tolcommunicate the items to their
interlocutors without saying the exact word (Paribakht, 1985: 134) whereas the listener

may not be allowed to ask the speaker for any clarification (Yule & Tarone, 1990: 186).

Bialystok (1990) found that L2 students, divided into pairs and given positions
as ,,director” and ,matcher,” were asked to describe uncommon objects which may be
abstract shapes. The director described the pictures on the board to the matcher so that

the matcher was able to choose the matching pictures in the order given by the director.
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Another common task used to elicit CSs is the description of a related series of
drawings focusing on the speakers™ narrative-like speech (Varadi, 1983; Lotfallah,
1983; Green, 1995) or speakers™ telling of a story in L2 from what they heard in L1
(Bongaerts & Poulisse, 1989).

Giving a series of instructions for making things has been used by some
researchers. Some examples were constructing a house from Lego blocks (Wagners,

1983) and setting up a Christmas tree on a stand (Yule & Tarone, 1990).

Role-playing has also been used to €licies€Ss, for example an interview with
native speakers (Poulisse, 1990), a role—ﬁlay between a customer and waiter (Khanji,
1996), and a telephone call to-a plumber to ask for help (Corrales & Emily, 1989).
2.2.10 Communication strategies and pedagogical implications

Although there are Several tasks . to elicit speakers™ strategic behaviour
effectively, some of them appear to be rather -'i'w'né'ippropriate for real-life communication.
For this reason, some researchers attempted té:e‘n_}-phasize the issue of authenticity of the
test tasks. For example, many of them emf;joyed video-recording in a face-to-face

conversation with native speakers in order to elicit data frond the speakers.

However, it should be accepted that no test is as authentic as its referent
meaning, it being difficult to set test tasks to be exactly the same as in the natural
setting. Even if atresearcher claimed that the tasks reépresented réal-life communication,
and the test-takers were facilitated to feel relaxed, they still would have the conscious

feeling of being testedh Thissmay affect théitiperformanee) ot oral production.

Another point to consider is that ,,no one size fits all“and that not all assessment
methods are suitable for studying every type of language strategy use. Also, differences
in assessment according to a particular language skill area being studied are an
additional consideration (Cohen, 1998: 26). Therefore, it may be that selection of
suitable methods of studying CS use depends on the aims and language skill areas of

the study.
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Recently, ,,Should CSs be taught?* was one of the big issues concerning CSs.
Farch and Kasper (1983) suggested that there may be no need to teach strategies if the
meaning of teaching is only the passing of new information to students. However, if
teaching means making students conscious about aspects of their behaviour, they should
be taught about strategies, especially how to use and apply CSs most appropriately.
Additionally, the choice of teaching methods should be considered. The teacher should
emphasise what the relationship is between learner variables and learners™ preference
for strategies as well as the relationship between learners® preference for strategies and
teaching methods or goals. Corder (1983) clatified this by giving an example that if the
teacher gave high priority to correctness and.pcaalized errors against the norm of L2,
the learners would be induced to prefer reduction strategies although these are a result

of achievement strategies.

This raises anothergissue jof “Would it be feasible to encourage learners to
engage in communicative sifiations in the classtoom which required a more extensive
knowledge of L2 than that which they could be expected to have?” Although there may
be a risk of frustrating /the  learners byil‘:rri‘aking too strong demands on their
communication ability, they would gain consf&é@bly in learning how to compensate for
insufficient linguistic resources by using thei} existing communicative resources

creatively and appropriately.

Strategies of communication can be seen as devices which enable learners to
bridge the gap between limited linguistic resqurces in classroom interaction and various
communicative situations outside the classroom. In other words, learners can link the
ends of the continuum between formal and informal learning situations and between

pedagogiciandnon-pcdagogic eommunicative situations;

It can be concluded that CSs should be taught to learners as part of good
language teaching to encourage some kinds of achievement or risk-taking strategies by

them (Corder, 1983).

Generally, language problems and difficulties appear to be a significant factor.
As communication problems and difficulties occur at most levels, CSs seen as language

devices are also created to handle these problems. In the past three decades, there have
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been several research studies focusing on CSs leading to a range of definitions and

taxonomies of and approaches to CSs.

2.3 Development of Speaking Test Tasks
2.3.1 Overview of speaking test tasks in second language acquisition

Luoma (2004) divided speaking tasks into two types, open-ended and structured.
Open-ended tasks are designed to allow indivaduals.to show their ability in a number of
different ways such as by deseribing, instructing; explaining, justifying, and/or deciding
a course of action. They can geetit«in one-on-one situations or in small group contexts.
Role plays lend themselves 0 assessing ‘Ehe use of language in professional settings,
such as the service industry, anddn/social situations, like making a speech at a wedding.
These tests may be reasonably lengthy and invelve professional/social conventions of
speaking. Structured tasks/are generélly shdrter and answers tend to be more restricted.
They do not lend themselves to assessmen‘lcf'?‘-of'-" creative use of speaking but they are
more reliable for comparison of results bé‘f\yg:e_n examinees because of the use of
standardised norms. For example; pfonunciaéibi;fllis assessed by focussing on rhythms
and intonation of speech-in réading aloﬁéi;""gfaimmatical knowledge by sentence

completion, and undetstanding by questions requiring short.answers.

Other researchers stressed the use of test tasks that assessed the attainment of
specific goals thtough! the use 0f)speechin=sacial situations (Candlin, 1987; Nunan,
1989; Bachman & Palmer, 1996). Wright's (1987) model (in Fulcher, 2003) illustrated
tasks as having features that.are.open (allowing a range of different.answers) and closed
(requiring " pre-deterinined ‘answers)“at'‘the’ same time ‘as-being ' skills-oriented (less
structured) and content-oriented (more structured). Pica et al. (1993) emphasised tests
that demand the use of speech between the participants for the purpose of exchanging

information and the achievement of goals through this use of speech.
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2.3.2 Characteristics of speaking test tasks

Fulcher (2003) cited the identification of characteristics of language tasks by
Bachman and Palmer (1996). They listed characteristics of setting (participants and
time), test rubrics (instructions, structure, time allotment, and scoring method), and
input (format, language, and topics). These researchers intended their interpretation of
characteristics to be general to language whereas Weir (1990) focused more on
speaking test tasks such as processing under normal time constraints (silences and
shared responsibility), purpose (reason), intetlogutors (number, status, familiarity, and
gender), physical setting, roles (friends/triends.and students/teachers), medium used;
complexity, and topics. Furthermore, Fulcher (2003) proposed a list of characteristics
consisting of task orientation*(opén, guided, and closed), interaction (one-way, two-
way, and multi-way), goal.erieatation, (none, convergent, and divergent), interlocutor

status and familiarity (no interlocutor, higher, lower, and same), topics, and situations.

2.3.3 Types of speaking test tasks

There are a variety of types of test teiél&s_lnglepending on the purpose of the test,
such as assessing language activities, ability f('_)r(:ileal with specific speaking situations,
and/or grammatical knowledge. Luoma (2004)‘Hi;ghlighted tasks that were descriptive
(describing a scene, picture, or person), narrative (telling a story based on a set of
pictures), instructional (giving directions to a place or instructions about a process),
comparing and contrasting:(of pictures or ideas), explaining and predicting (of graphs
and diagrams), decision-making (about| courses of action), role-plays (involving two
examinees or a ‘examinee and a examiner), reacting to situations (responding in
speakingto @ variety of situatiofis)sand Structured (readingaloud for ptonunciation, and

question-answer and react to statements for understanding).

Brown (2004) saw tasks in another way as imitative, intensive, responsive,
interactive, and/or extensive. Imitative tasks are the simplest of these being tests of
pronunciation only requiring a person to listen to a word or phrase and reproduce it.
Intensive tasks involve short speaking sessions such as reading aloud, and sentence and
dialogue completion. Responsive tasks are more demanding and include short

conversations, small talk, and responses to prompts. Interactive tasks may be
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transactional (an exchange of specific information) or interpersonal (an exchange that
maintains social contact) and involve informal language and knowledge of rules of
social conversations. Extensive tasks are formal presentations including speeches and

telling stories.

Brown and Yule (1997) described task types as static, dynamic, and abstract.
The first one deals with conversations of items of fixed relationships such as
descriptions of scenes, instructions, and giving directions. Dynamic task types involve
changes of location and time as in telling stories and giving accounts of events. The

final type, abstract, contains expressions of opinions and arguments about decisions.

Weir (1990) made somé comments about the advantages and disadvantages of a
collection of speaking tasketypes./In verbal essays, examinees are required to speak
about one or more topics for a$pecified tume. Weir pointed out the stressful nature of
these often tape-recorded sittiations and th-é difficulties of assessment of responses to
open-ended topics due towvariables of speakia_rs“ backgrounds and levels of imagination.
Oral presentations are similar to vérbal essayé;bﬂlflt allow speakers more time to prepare.
Again, there are problems of assessments of _’r-._-e:sg(_y)nses to general topics because of the
existence of the same variables being present;_writ-_lh verbal essays. Free interviews have
the advantage of real-life conversations but theyc—:an be timé-consuming and a lack of a
set format can result ifi differences in the conduct of the interviews and the lack of
comparable assessment over a range of examinees. These problems can be overcome by
the use of controlled interviews in which, procedures are fixed leading to more
reliability in thesassessment. Information transterred (questionsanswers in relation to
pictures) involves' interpretations of visual stimuli and is especially effective with
groups whotdie feqUired tohanswer and Jcommient on pictures. Finally, Weir (1990)
concluded:that role play can allow interaction as it occurs in real-life situations but
difficulties exist due to disadvantages for introverted examinees and those unfamiliar

with assuming roles.
2.3.4 Specifications of speaking test tasks

Test specifications are the written account of the purpose, definitions, and

explanations of tasks and ratings. Davies et al. (1999) explained that it is the same as a
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blueprint for test-writers. Specifications are necessary in the establishment of the test™s
construct validity, including information about the test purpose, the target population,

test content, test format, and marking criteria.

Bachman (1990) presented the test specifications as a framework of test method
facets that affect performance on language tests. There are five categories of test
method facets: (1) facets of the testing environment such as familiarity of the place and
equipment, personnel involved in the test, time of testing, and physical condition, (2)
facets of the test rubrics, for example test organization, time allocation, and instructions,
(3) facets of the input, for example format and-nature of language (4) facets of the
expected response such as format, nature of language, restrictions on response, (5)
relationship between input _and reSponse, for example reciprocal, non-reciprocal, and
adaptive (Bachman, 1990:4119). O Loughlin (2001) divided test specifications into
eight aspects, nature of the test, coitent, levels, test structure, item type, language
functions, task format, and se¢oring proceduf‘r’e.d These aspects are used as the framework

of the OCT"stest specifications.

The value of writing fest speciﬁcatiail-s, is that it forces the test organisers to
prepare all facets of the tests and hopetully eﬁ_rhinate problems before they occur. For
example, it requires test-writers to consider ‘t'h‘é! i)ﬁrpose of the tests before they are
attempted by examinces, a factor that is difficult to complete once testing has

commenced.

Luoma (2004) suggested' a modular ‘approach to writing and organising test
specifications consisting of sections dealing with construct, task, and assessment. In
additiony Fulcher (2003 )isteessed the Ingcéssity-of producing a“detaileéd)record of how
the specifications can be arrived at, including the details of design team personnel and

examinees, pilot studies, supporting research, and limitations.
2.3.5 Practical issues in speaking task development
It was imperative that the design of the tasks matches the definition of the

construct under consideration. Linguistically-oriented constructed must be related to

vocabulary, grammar, and pronunciation of a particular context. Also, communication-
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oriented constructs must involve communication activities such as telling a story or
expressing an opinion. Finally, situation-based constructs are related to the task-based

approach commonly used in professional contexts.

Luoma (2004) suggested that tasks should always be trialled before using in a
test situation as a stage of the test validation. This provides valuable feedback about the

appropriateness of the tasks. Often, they require modification over a period of time.

Additionally, pictures should be used in.speaking tests as they stimulate ideas
better than written task materials. This also means-that they save testing time. However,
the pictures need to be clear so that they Serve the purpose of the task. The pictures in
the test tasks should not requir€ the test-takers™ mterpretation of complex graphics.

‘IJ

Another two issuessarg’ the  semi-direct speaking test (tape-based tasks) and
direct speaking test (live speaking tasks). fheﬂ;e are both advantages and drawbacks to
the use of both, for example, tape-based tais_ks allow a high degree of standardisation
and this is not usually achievable, -in face “to-face tasks. In relation to natural
communication, face-to-face fasks are full of remprocny in the sense that speakers are
able to accommodate their talk regardmg preVlous turns in the discourse. Due to the
lack of the reciprocity in the tape _mediated tasks they may seem to be artificial to the
test-takers. Moreover, from the practical view, tape-based fasks need to be carefully
prepared to guarantee appropriate implementation, including a process of recording,
editing, and trialling while face-to-face tasks, require more time in training examiners

and preparing scripts.

The instructichal danguage-in speakingitasks must|be ¢lear €0, that examinees can
easily recognise what is required. This may involve the use of the examinees™ first
language in some cases. However, difficulties may arise for the developers to find
solutions when the test-takers possess a variety of first languages, in which case lingua

franca or an international language such as English can be used.



63

2.4 Oral Communication Ability

Before the 1980s, most ESL curricula emphasized writing over speaking (Ferris,
1998; Ferris & Tagg, 1996a, 1996b; Morita, 2002, 2004). Since then, there has been a
dramatic shift to encourage active oral participation in the field of higher education,
transforming the typical format from lecture to interactive discussion (Kim, 2006;
Lucas & Murray, 2002; Meyers & Jones, 1993). This shift has had an impact on
assessment trends as well, moving them from traditional to more authentic or

performance-based assessments.

Nowadays, a good comimand of English eral communication ability in general
and of the discourses of lafnguage learners™ specifie disciplines is considered to be
desirable for academic amd nen-academic ESL success (Ferris, 1998; Less, 2003).
Pragmatics have become a'fogus for oral communication due to the belief that true
success in oral communications dependé; on using language appropriately within
different social contexts (Salyia & Ysseldyké, .1 9_91).

2.4.1 Communicative competence 22k

The theory of eommunicative compefeﬁce 1S based on the interrelationship
between linguistic form/and social context as an integrating perspective on language use
(Hymes, 1972, 1974). Recently, theories of communicative competence have been
influential in the design of Janguage tests (Canale & Swain, 1980; Bachman, 1990;
Bachman & Palmer, 1996).

Canale and -Swain''s: (1980) | framework ‘characterizéd a, learner™s language
communicative competence into four aspects, grammatical, discourse, sociolinguistic
and strategic competence. This framework helps test-writers realize what a speaker

needs to know and do to achieve the goal of communication.

In the field of language testing, Bachman (1990) proposed a model of
Communicative Language Ability (CLA) framework which was influential to language

test development. Bachman (1990) (and later Bachman and Palmer, 1996) claimed that
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CLA is a main one of four factors (the other three being the test-takers™ personal
characteristics, test-method factors, and random factors) affecting the variation of the
L2 learners™ test score. CLA 1is divided into 3 components, language competence,
strategic competence, and psycho-physiological mechanisms. The first component,
language competence, refers to the language features responsible for language
communication and includes organizational competence consisting of grammatical and
textual knowledge, and pragmatic competence consisting of illocutionary and
sociolinguistic knowledge. Strategic competence includes a set of metacognitive
strategies responsible as a compensating mechanism for inadequacies in language
performance (Purpura, 1999: Devies et al.,~1999). The final component, psycho-
physiological mechanisms, refers to the neurological and psychological processes

responsible for the actual exgetition of a language.

2.4.2 Semi-direct speakingfesting

The term “semi-direct speaking tesﬁng” was defined by Clark (1979: 36) to
describe the testing that elicits active spé?éh from the test-takers through tape-
recordings, test-booklets, or mon-human™ e.i'ijc"itnell_tion procedures rather than through
face-to-face conversation with a live intervieWer; as in the direct testing. Davies et al.
(1999) stated that a semi-direct speaking test‘is‘ _“a-test of the spoken language in which
for practical and reliability reasons the stimulus is pre-recorded or text-based, and the
response by the candidate is recorded for distance rating” (Davies et al., 1999: 178).
The best known examplesof the semi-direct test is the Stimulated Oral Proficiency
Interview (SOPL) which-is used as-an alternative to the Oral} Proficiency Interview

(OPI), a direct speaking test.

The Oral Proficiency Interview (OPI) is a face-to-face, relatively flexible,
unstructured oral interview conducted with individual test-takers by a trained
interlocutor who also assesses the test-takers using a global scoring scale (O*Loughlin,
2001: 4). Some disadvantages of the OPI include the high costs, practical difficulties
and effects of interlocutors. Therefore, the Simulated Oral Proficiency Interview (SOPI)
was developed to overcome these limitations. As a result, the SOPI is more cost
efficient than the OPI, particularly when administered to several test-takers in a

language lab, rather than as an individual test-taker (ibid: 5).
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There are several empirical research studies on the comparability of the direct
and semi-direct tests of oral proficiency. In most of these studies, the OPI was used as it
served the function of the direct test while the SOPI was used as the semi-direct

speaking test.

The OPI appears to be the most valid test as it is a face-to-face interview but the
format of the SOPI is based on the tape-recorder. However, several studies proved that
the SOPI is a valid and reliable surrogate to the OPI (Stansfield, 1991, 1993; Stansfield
etal., 1990, 1992, 1993; Shohamy et al., 19890 oughlin, 2001).

The Simulated Oral Proficiency Interview (SOPI) is similar to the OPI in terms
of content, rating scales, and.fuinceions, and several studies found that the two tests have
high concurrent validity (Shohamy, 1994; Shohamy et al., 1989; Stansfield & Kenyon,
1992; Koike, 1998). In other ' words, although the two tests measure the same constructs
and the scores obtained arg signiﬁcantlyfcqrrelated with one another, the SOPI is
claimed to be more effigient in time and “'Ic_ost of administering and grading the test
(ibid.). However, there are Scveral points oh-"w'\vﬂfnlich the SOPI differs from the OPI. In
the first phase (warm-up), the SOPI consié_é:s‘ of a series of set tasks asking simple
personal background questions whereas the OPI has more open-ended questions and
answer structures. Tlieyrest of the SOPI tasks rely on taped instructions and a test
booklet. Unlike the SOPI, the tasks of the OPI are more demanding as the test
continues, intending to probe a higher level of the test-takers™ proficiency until the final
phase, the ,,wind down* (asking simple questions). Shohamy (1994) stated that the SOPI
is a more uniform test than the OPLas all of the SOPI's test-takers perform the same
tasks and answer'the same questions while the OPI*s interlocutors ask some questions

of increased@ifficultyuntilthetest-takets s€ets to'be unablelto answet.

In addition, there are a number of advantages that the SOPI offers compared to

the OPI. These include reliability, validity, practicality, and authenticity.

Reliability: A study by Stansfield (1991) about comparative characteristics of
the OPI and the SOPI claimed that there are three reasons showing that the SOPI is
more reliable than the OPI. Firstly, Stansfield stated that “the OPI requires that each

examinee be given a unique interview, whereas the format and questions on the SOPI
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are invariant” (1991: 202). Several raters said they found it easier to make a decision on
a score in the case of the SOPI. Secondly, the greater length of the speech sample in the
SOPI (20-23 minutes versus 15 minutes on the OPI) make for more accurate judgments
because there are sufficient speech samples of the test-takers™ performance for the rater
to consider on the SOPI. Lastly, unlike the OPI in which the same interlocutor, not
necessarily the most reliable and accurate rater, typically rated and scored the test, the
SOPI could be assessed by the most reliable rater, even in the distance rating, because

the SOPI was recorded.

Validity: One of the weak-points of the OPT is that the test-takers™ performance
may be affected by the skill of the interlocutor who is also a rater, while the SOPI offers
the same quality of language laput to each test-taker (Stansfield, 1991: 203). For
example, in the OPI, if the interlocutor does not sufficiently challenge the test-takers by
posing demanding questions; the test-takers may not be given a chance to present their
language ability. In contrasty'if the interloc-fltqr asks questions that are too demanding,
the test-takers obtain a lower/score as theifll,-_language skills appear to be faulty on the
tasks. The naturalness is another issue about‘"t-l'w'lel".SOPI"s validity. The SOPI seems to be
less natural than the OPI since -the fest is._'-l:)ajlsgje_d on speaking into a tape recorder.
However, Stansfiled (1991) argued that actua’l;Ty;r;either the OPI nor the SOPI is able to
produce a ,,natural* or ,real-life” cbnversatior.l.. Ex;en in the OPI, although the test-takers
speak to a human being directly, they are fully aware that they are being tested thus
creating unnatural situations. Van Lier (1989) stated that the OPI is able to elicit only
the test-takers™ sample of, language as it aims, to have a successful interview, not be

successful in conversation. Therefore, the OP1 is not equivalent to a real conversation.

Sevetali research studies:(Stansfield) 1991 ;7Sholamy! etyally 1989; O“Loughlin,
2001) found the degree of validity between the SOPI and the OPT appears to be
equivalent, and the correlation between them is so high that it appears that both

measures test the same abilities.

Practicality: As there is equivalence in validity and reliability between the
SOPI and the OPI, the SOPI is more feasible to administer than the OPI in terms of
cost, time of administration, and interlocutors. The SOPI may be less costly than the

OPI. As the interlocutor of the OPI is also a rater, there may be a situation where the
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training of interlocutors is a problem whereas the SOPI needs trained interlocutors who
are teachers. Also, the SOPI is more time-efficient as it can be administered to a group

of the test-takers while the OPI must be individually administered.

Authenticity: The interaction between the test-takers and the interlocutors
makes the OPI more similar to ,,authentic™ language use in real-life, but this interaction
is different from the real-life context because it occurs only between two persons and
the conversation is always guided by the interlocutors. The study by Hoejke and Linnell
(1994) highlighted that in fact ,authenticity” is not always guaranteed in an oral
proficiency test, regardless of whether a direet orSemi-direct format is adopted. They
also emphasized that “the test must be ,,authentic™ as well as statistically viable” (ibid:

122).

The semi-direct speaking fest seems to be more practical and has high
concurrent validation with the @OPIL. It is suggested that there is an equivalence of the
semi-direct and direct speaking tests, in‘ ‘the aspects of validity, reliability, and
authenticity. Therefore, as the semi-direct testﬂlis-“more practical in both time and cost, it
is used as the test format of the Oral Corﬂfﬁqr_;ication Test (OCT) to elicit speech

sample in assessing the test-takers™ oral communication ability.
2.4.3 Definition of oral. communication ability

Oral communication is the negotiation of meaning between interlocutors using
both speaking and listening. Speaking and listening are typically accompanied by non-
verbal gestures and occur across a range of different contexts which influence the
effectivefiess) 6f Oral’comimumication. [Stuceessfulioral communication Fequires not only
knowledge: of linguistic abilities (speech and language) but also an awareness of social
mores. This requirement of knowledge and awareness makes special demands on oral

communication assessment procedures.

Oral communication poses further difficulties for assessment because it
possesses a number of linguistic and interactional features different from written
communication. These features include the use of incomplete sentences, loose

organizational structure, breaks in the flow of communication, repetition of words and



68

phrases, and variances due to age, gender, class, and location (O“Malley & Pierce,
1996: 58). Speaking and listening consist of many culturally constructed structures
specific to their social interaction orders (for example, question-answer and greeting-
response). Also, oral communication is typically informal and immediate, allowing the

participants little time to think or practice (Fulcher, 2003: 24).

Some researchers simplified the topic of oral communication by concentrating
only on the speaking aspect of this process. For example, Fulcher (2003: 21-25)
devoted his attention to the art of ,learning to speak primary languages®, ,learning to
speak a second language”, and addressing~the" question ,what is speaking?“ by
answering ,,speaking was the verbal use of language to communicate with others.” Such
a focus on speaking neglects*the“iimportance of listening, gesture and context, all of
which are crucial in the effeetive transference of intended meaning between speaker and
listener.

These aspects must be included for"!,s_uccessful communication. Listening is an
active skill that demands /the/ listener be i;ﬁ\;blved in the communicative process.
Gestures must be in agreement with the spoké:n-v_&fprds and must be interpreted correctly
by the listener. The physical environment ajs_d ;lplays a role as communication in a
relaxed setting among supportiize interlocﬁf(‘);sA rmay foSter communication while
stressful contexts and hostile interlocutors might inhibit it. In other words,
communication may not be so effective when it occurs in stressful surroundings

involving threatening persennel such as school teachers and police officers.

Oral communication ability is not only vital to academia but also to the business
world. Genfes! of ¢ral fcommiuniCation [commonly @sed’ in“buSingss include staff
meetings, ;personal discussions, presentations, telephone interactions, and informal
conversations. Oral communication with those outside of the organization takes the
form of face-to-face meetings, telephone calls, speeches, teleconferences, and/or

videoconferences.

In applied linguistics, oral communication ability has long been considered an
important aspect of performance in the workplace, a view supported by research in a

number of different countries and contexts (Van Horn, 1995; Nielsen, 1998). Oral
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communication in the workplace involves formal presentations, informal discussions,
and participation in meetings as well as a wide variety of other communicative contexts
encompassing social interaction. Newcomers to a workplace experience difficulties in
understanding the methods and styles of communication within a given business
structure, suggesting that there is more to speaking than language ability (Carnevale et
al., 1990; Thomas, 1995; Nielsen, 1998). Difficulties arise due the status of personnel,
the familiarity between personnel, emotive dimensions of communication, and
incorporating the speakers attitude. In the workplace, these difficulties are
compounded by a wide range of ages, diffesent genders, and divergent backgrounds
among personnel leading to potential misundetstanding. For example, Tannen (1995)
and Koonce (1997) considered differences in_communication between males and
females and found that the*former used interpersonal communication to resolve
problems while the lattessused /it fo understand problems. Cultural variances in
communication were investigated by Clyne (1994), Kaplan (1972) and Nguyen (1990).
As business becomes an’ increasingly globé’lized enterprise operating across numerous

borders, employees must develop skills ",t_hat enable them to work within these

broadened parameters.

Difficulties also arise due to the T'@:h}lnging organizational structures of
workplaces. Hierarchical structures are bein‘g' ‘f_é:i)iaced by such approaches as team
work, allowing greater /flexibility and interaction, and t€quiring different modes of
communication between participants. One factor that influences nearly all business

communication is the utilitarian discourse .that stresses objectivity and rationality

(Scollon & Scollon, 1995).
2.4.4. Factors that influénce orallCommunication ability

Because the benchmark for successful oral communication is the ability to
achieve pragmatic goals with other speakers across a variety of social contexts,
successful oral communication requires both knowledge of linguistic abilities (speech
and language) and an awareness of the social context (Brown, 2001). Fluency and
accuracy are seen as internal goals in real-life communication in which the listener

understands what the speaker means through both direct and indirect speech.
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Not everyone is an effective communicator. However, effective oral
communication skills can be learned to function successfully in the academic and
professional worlds. Oral communication is composed of multiple elements enabling
the success or failure of a given interaction. Hoy and Gregg (1994: 268-280) and
Fulcher (2003: 25-42) presented this as follows:

1. Pronunciation refers to the production of the sounds of words

2. Intonation involves levels of pitch and stress used in pronouncing the
words

3. Accuracy includes issues of corréct/incorrect word order, omissions, and
uses of pronouns, relative clauses, tenses, and piepositions

4. Fluency refers 0 a component of communicative competence
distinguished from strategi¢ competence in the way that the “strategic competence
presupposes a lack of (aceesgible) knowledge, whereas fluency covered speakers™
ability to make use of whateyer linguisffcdand pragmatic competence they have”
(Feerch, Haastrup, & Phillipson 1984: “'I,-_168). Although poor fluency may be
characterised by slow or jerky speeéh, tes‘t'ifwigl".ﬂuency is difficult and therefore, the

following criteria for assessment were suggesied:

a) Hesitations consisting of pauses

b) Repcating syliabies or woids

¢) Changing words

d) Correcting the use of cohesive devices

e) Beginning in such a way that the grammar predicts what comes next,

but the speakeichanges the structure of the utterance part way through.
(Fulcher, 2003: p.30)

5. Strategies refer to techniques, that speakers use to overcome deficiencies
in language 'knowledgevand skills.<They ‘involvel achievement:techniques such as
approximation, and gestures. Non-achievement strategies include avoiding topics
demanding unknown language and abandoning speech altogether

6. Speech structure deal with activities such as turn taking, adjacency pairs,

conversation starts and finishes, and pragmatic appropriateness
7. Syntax refers to the combination of words in an accepted order to make a
coherent sentence

8. Semantics refers to the meanings of words.
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Most of the research in this area emphasizes speaking and all of the components
above are to do with speaking. Only in the area of speech structure is any consideration
given to the non-speaker in the interaction, but even there consideration is due to the

non-speaker*s efforts to become the speaker.

To consider each of these components in isolation is desirable from a teaching
or beginners perspective but it is unrealistic in terms of real oral communication
because they occur simultaneously. Developing skills in real oral communication
require the learner to use all of the components simultaneously in authentic contexts in

which he/she is forced to deal with the uncertamty-and immediacy of the experience.

Skills involved in_Jisteaing are distinctly neglected in this typology of
components of oral communication.. Without effective listening, the negotiation of
meaning is difficult to achigve, irrgspective of whether the speaker possesses abilities in
the above components:” Effective listenin;g: involves the listener in “an interactive,
dynamic, interpretive process’ (O“Malleyl,_& Pierce, 1996: 58). He/she does this
successfully by identifying main ideas in":tlﬂi.e stream of speech, using previous
knowledge of the topic, and interpreting the r;_iés_‘gn_ylikely meaning. Poor listeners tend to
concentrate on the meanings of individual lef){én;es and become lost in the torrent of

words.

2.4.5 Assessing oral communication ability

ee ¢¢

Assessing? oral| communication should teflect the test-takers™ “competence in

oral communication as a gestalt of several interacting dimensions” (Taylor et al., 1989).

O“Malley & Pierce (1996: 77) listed several types of assessments, including oral
interviews, descriptions and/or stories resulting from pictorial stimulation, radio
broadcasts of daily events, information gaps, story re-telling, role plays, oral reports,
and debates. Hoy and Gregg (1994: 270), with a focus on special education, approached
the assessment of oral communication from a non-verbal perspective, emphasizing
gestures and facial expressions, as well as a verbal perspective including discourse,

phonology, syntax and morphology, and semantics.
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The test-takers™ oral communication ability can be measured by focusing on
three main issues, the nature of tasks (including roles and interaction requirements), the
conditions that test-takers are required to perform, and the resources that the test-takers

relate to the interaction (Butler et al., 2000).

Recently, O“Sullivan et al. (2002: 35) adapted a framework by Milanovic and
Saville (1996: 6) that provided an overview of the variables interacting in an oral
communication test. Many factors must be considered when designing a test from
which particular inferences about performances are drawn. All of the factors face
potential problems in reliability and validity.-The*crucial elements of the framework,
shown in figure 3 are the ftest-taker, Jf:he examiner or interlocutor, the scale or

assessment criteria, the task,.and the interactions between these elements.
|
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Figure 2.3: A Conceptual Framework for Performance Testing

Assessment of oral communication ability needs to reflect the use of a wide
range of skills and emphasize what students can do instead of identifying what they
cannot do. This can be done individually and/or in group situations. However, students
must be aware they are fulfilling diverse roles in group assessments. It is not necessary

that the one who speaks most be the one who makes the most contribution to the group.
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Peer assessment and self-assessment are contentious issues and this is especially true in
second language contexts in which the students themselves sometimes struggle with
their own oral communication, without having to worry about assessing their skills or

those of others.

Any assessment of speaking ability must identify what is actually being
measured. If it is linguistic knowledge then discrete factors of pronunciation, grammar,
and fluency need to be assessed. But oral communication is more than these factors. It
involves a negotiated meaning among mterocutors and involves speaking as well as
gestures, all shaped by contextual constrainis and the social/ interactional roles and
previous knowledge of other participants. If a speaker delivers a superlative
performance of speaking skills but the listener fails to understand the meaning due to
his or her own lack of skills, how c¢an the level of oral communication be assessed?
Speaking and listening are fiuman skills that involve all parties and to reduce them to
discrete, impersonal skills is problematic. Aé Hughes (2002: 77) suggested, “speaking is
not naturally language focused. rather it 1s people focused. Language testing is not

naturally people focused buf by/its naturc WilI':!;[éIf.ld to be language focused.”

Because of this interactional, human aspect in the negotiation of meaning,
assessment of speaking, ability is difficult. Assessmentisituétions may be unnatural or
stressful or there may bg a significant difference in the perceived status between a tester

and a test-taker, having an eftect on the test-taker™s communicative ability. The subject

position of the tester must be considered in the assessment of speaking.
2.4.6 Problematic factors influencing oral communication assessment

Asg Nunan (1988) proposed, students™ oral communication ability can be
developed through activities simulating the target performance. This affects the
teachers® decision-making on the types of activities and tasks to be taught and assessed.
Therefore, “teachers or raters” may be one of the problematic factors related to oral
communication ability as they work subjectively on grading and scoring. Speaking is a
productive language skill and more productive formats like authentic assessment may
be used (Une-aree, 2006). This is the reason for the issue of ,,assessor-related reliability*

or ,rater reliability™ highlighted by Genesee and Upsher (1996). James Dean Brown
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(interviewed by Sunga, 2003) explained that the problem of the rater reliability may
occur due to the fact that most language teachers are not testing specialists and not
trained in the field of assessment and evaluation. Genesee and Upsher (1996: 58-61)
suggested the enhancement of the reliability of raters by using trained personnel and
using more than one rater. This means that teachers should be trained in the conduct of

oral language assessment and become reliable raters.

Apart from this factor, the terms, “authentic assessment” and “performance
assessment” are problematic. Authentic assessment may not be possible without the act
of some forms of performance. However, not-allforms of performance assessment are
categorized as authentic assessment (Une-aree, 2006). An assessment is deemed
»authentic™ if it addresses particular skills and abilities needed to perform real world
tasks using various tools_ and activities, such as oral presentation, demonstrations,
projects, simulations, and exhibitions’(Custer, 1994; Lazar& Bean, 1991; Reif, 1995;
O“Malley & Pierce, 1996). O“Malley andf’PiJerce (1996:4-6) suggested performance
assessment includes pottfolios, ‘and studé!n_t self-assessment as forms of authentic
assessment. Performance aSsessment. is oné: of the assessment forms of authentic
assessment by which the test-takers construc?é& a response orally or in writing and the
test is not necessary to be authentic (Feuer & Fﬁl‘élon, 1993; cited in O“Malley & Pierce,
1996). | ph

“Proficiency and practice of the test-takers™ is another factor affecting oral
communication assessment: A traditional saying is “if it cannot be tested, it is not worth
teaching,” a phrase revised in the new paradigm to become “if it is worth learning, it is
worth assessing.””This does not suggest that the assessment of content knowledge is no
longer n€cessary butithat skills® afid [kiowledge, ate integral to 4duthentic assessment
(Hart, 1994). Accordingly, the responses called for in performance assessment may
involve complex thinking skills such as discussions and oral reports which some of the
ESL or EFL students do not have a chance to practice, especially in English.
Consequently, they find it difficult to respond to most tasks in oral communication

assessment (Une-aree, 2000).
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2.4.7 Scales or assessment criteria

In both general and specific-purpose testing, assessment criteria and scales are
derived from the same theories of language knowledge and psychometrics (Douglas,
2001: 3). These criteria act as sources of implicit reference to a construct which with the

object of measurement (McNamara, 1996: 19).

Most observational assessments use a variety of rating systems. The rating scale
is a set of specific summary statements characterizing each level of the test taker™s
performance (Liskin-Gasparro, 2003) which provades a “frame of reference to describe
achievement in a complex system in terms of being meaningful to all the different
partners in or users of that.system” (North, 1993: 6). In a speaking test, test takers
express how well they can speak by nising scores in the form of numbers. In addition to
the score, a rating scale degéribes/what each score means in the form of statements as
one point of a continuum frem the lowest fo the highest level of performance (Luoma,
2004). In language for specific purposes teéllting, the scale supports the fundamentals of
language needs assessments to determine a:‘t-é;'stﬂ'.taker"s specific purposes in learning a

language (Herzog, 2003).

- _J._v

Bachman (1990: 325) classified sc.al_eg “(r)f langage proficiency into two
categories. The first one is the “real-life” or “behavioural” approach to assessment
which gives a picture of what a student at a particular level can do in the real-world
(North & Schneider, 1998). The other is an,,,interactive-ability” approach used for
describing the aspects of'the student™s language ability being sampled. Alderson (1991:
71-76) focused on the purposes for which scales are written and used across three
dimensiofis. & The™ first, 0 “assessor-orienitédy?s refers o) @ IsCalevintended to bring
consistency to the rating process. This matches Bachman®s , nteractive-ability”
approach. The second is ,,user-oriented designed to give meaning to scores in reporting
results. The third, linked to the second, is ,constructor-oriented” which aims at
providing guidance in the construction of tests. These last two types are defined in

ee <6
S

terms of Bachman*s “real-life” approach.

Scales not only define students™ proficiency across successive bands of ability

but offer several other advantages as well. For example, scales provide guidelines for
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test construction (Alderson, 1991) and equip “stereotypes” against which students
compare their self-image and roughly evaluate their position (Trim, 1978; Oscarson,
1984). Furthermore, scales increase the reliability of ratings of subjective judgments

thereby improving their standardization (Alderson, 1991).

The scale or rating scale is one of the crucial issues in assessment and one of the
most difficult to develop. North (1996) and Luoma (2004) described the challenge of
developing a rating scale. They referred to a scale as an attempt to describe complex
phenomena in a brief, clear, definite, and comprehensible statement which served as

substantial evidence for the level of onc™s perfotmance (Council of Europe, 2001).

There are questions.about the appropriate number of levels of performance.
There is a common belief ghat the more levels, the more specific feedback is and the
more details can be imparted. [Conversely, ‘a lower number leads to more consistent
decisions by assessors. Etoma (2004) recorﬁm,ended a compromise of five to six levels.

Although the descriptions of proﬁcieriéylbrovided in a particular scale appear to
be accurate and balanced and that people-l-:z;rq_, able to use such instruments with
surprising effectiveness, it does necessary mee_ftr'_lrtilat what the scales say is valid (North

& Schneider, 1998: 220).

2.4.8 Reliability of raters

Reliability ofidassessment is defined as “a quality of test'scores which refers to
the consistency of measures across' different times, test forms; sraters, and other
characteristics \of the measurement context” (Mousayi, 1999: 323)L A number of factors
affects reliability, such as student issues (illness, psychological stress), location issues
(poor lighting, excessive noise, bad ventilation, extreme temperatures, poorly designed
furniture), test issues (poorly phrased questions, a lack of clear criteria), and assessor
issues (time pressure, being overworked, bias, inexperience, incompetence). A final
factor is the subjective nature of the role of negotiation and the interpretation of
meaning between the speaker and the listener that occurs in oral communication, apart

from the difficulty in objectively assessing it.
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Moskal and Leydens (2000) and Hughes (2002) examined the issue of
consistency between different assessors (interrater reliability) and of the same assessor
at different times (intrarater reliability). Moskal and Leydens (2000) suggested the use
of scales with clearly state criteria for assessment. This avoids the possibility of
different assessors marking to different assessment criteria. An agreed scale usually
establishes a formal set of criteria complete with descriptions of score levels that any
number of assessors can use in different places at different times and that the same
assessor can revisit over a period of time. Kondo-Brown (2002) added a suggestion that
using FACETS (Linacre, 1996) could help ratets to judge the test-takers™ performance
based on a number of facets in the performancessétting, including task difficulty, the
test-takers™ ability, and rater severity. Moreover, many studies in L2 suggest that rater
training also reduces dispariti€s _in severity or leniency in judging performance which

can cause bias (McNamara & Adams, 1991; McNamara, 1996).

The reliability of assessors is of crﬁcial importance in assessments, especially
those involving students/from different cdl_tural backgrounds from the assessors. In
these contexts, a statement of explicit criteria"jtoﬂjthe students before the commencement
of assessment is necessary so/that students a;é-aware of the expectations and assessors
are clear about what they are assessing. The Internatlonal English Language Testing
System (IELTS) attenipts to achieve this by clearly outlinifg its assessment areas such
as fluency and cohetence, lexical resources, grammatical range and accuracy, and
pronunciation. There is also an attempt to reducc the chance of subjectivity by the
quantification of assessment_wherever possible. For example, in IELTS, the ,,...key
indicators of grammatical accuracy are’the numbetr-of grammatical errors in a given

amount of speech...” (Hughes, 2002: 87).

Much time and effort is expended on the preparation of appropriate tests but it
appears that in comparison to this, the preparation of assessors is neglected. Hughes
(2002) emphasized the importance of using people who are experienced and well-
trained in assessment. This involves thorough preparation of assessors in terms of
content and in assessment procedures to ensure reliability. It also includes the constant
checking of consistency of marking to the agreed criteria, the identification of assessors

who are consistently generous or frugal in their marking, and the possible exclusion of
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assessors who do not maintain acceptable standards. The use of more than one assessor

to produce agreement or an average score is another way of promoting reliability.

Assessors themselves devise ways of increasing the reliability of their work. In
addition to being actively involved in the formulation of criteria, the way in which they
approach their task affects the quality of their work. Completing blocks of assessments
(say 33%) of students™ work before assigning any grades is a means of obtaining a
»feel™ for consistency in their efforts, and then the completion of a reverse order

revision of assessments ensures an “even-handedjudgment” (Brown, 2004: 21).

In summary, combinations of clearly stated criteria, properly trained assessors
and raters, and an appropriaté apptoach to the process of assessment are ways of

achieving a high reliability of scores.
2.4.9 Validity

According to the definition of the téﬂlst-ﬂvalidity, a test is valid when the test
measures what it claims to be/measuring. Thér:e" are three aspects of validity that need to
be considered, content, construct, and coneurrent validity (Brown, 1996: 231-249;

Moskal & Leydens, 2000).

1. Content validity: Content validity is concerned with the extent to which the

selection of test tasks is representative of the whole tasks of which the test is assumed to
be a sample (O Sullivan. et al., 2002)./One way: to- validate the test task is that the
researcher establishes a consensus of informed opinions about the degree of congruence
between thel test iteths, and specific [behaviour domain) to betested? By those items.
Typically,: convening of a panel of expert judges who rate the item-to-content
congruence according to some established criteria is required (Osterlind, 1998: 258).
Then, the information found from this systematic study is used to examine and improve
test items. However, sometimes the judgments from the language experts are not upheld
by the professional informants (Hamp-Lyons, Hamilton, Lumley, & Lockwood, 2003).
The test has content validity if it includes a proper sample of the relevant structures

which depend on the purpose of the test (Mousavi, 1999).
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2. Construct validity: According to Mousavi (1999), the word “construct” refers

to any underlying ability hypothesised in a language theory. This type of validity
assumes the existence of particular language learning theories or constructs underlying
the acquisition of abilities and skills. However, if there seems to be a lack of an
adequate language theory in use, O“Sullivan et al. (2002) suggested that the researcher
determines the construct validity of a proficiency test by relating to content validity
more evidently, involving “content relativeness” and “content coverage” since content
validity appears to be an almost completely overlapping concept with construct validity
(Kelly, 1998). The researcher also uses /descriptive terms to talk about the

communicative construct.

3. Concurrent validity" (alSo criterion-relatedness validity): This refers to the

degree to which the test correlates with some other tests which aim at measuring the
same skill for the same candidates taken at roughly the same time (Mousavi, 1999;

Alderson et al., 1995).

In conclusion, the validity 1s dependéf}"[ ﬁpon the purpose of the assessment and
the use of test scores. When these are estal;ii:shed, then tasks are designed to satisfy
them. Any purposes and objectives fiot Covered by the tasks need to be accommodated,
and any tasks not relcvant to the purposes and obJectlves nieed to be eliminated. All
three types of validity mentioned above must be addressed and assessment tasks must

be varied enough to cater for content, construct, and criterion.
2.4.10 Internal and external threats to the reliability and validity of the study

The section introduces the internal andexternalithireats £0, reliability and validity.
In the first part, the threats to reliability are presented, including the concept of
reliability, internal and external reliability threats, and particular threats affecting the
study. The second part half involves internal and external threats to the validity of the

study.
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2.4.10.1 Threats to reliability

The concept of reliability i1s concerned with the replicability and consistency of
the methods, conditions, and results (Wiersma & Jurs, 2005: 9). It indicates the extent
to which measurement instruments and procedures produce consistent results in a given
population in different circumstances, such as differences in the form of the test, time,

and raters (Dornyei, 2007: 50; Bachman, 2004).

Wiersma and Jurs (2005: 9) distinguished between internal and external
reliability. Internal reliability refers to the extent that data collection, analysis, and
interpretations are consistent given the same conditions while external reliability deals
with the issue of whether indepcadent researchers can replicate studies in the same or
similar settings. If researgh isfreliable, ‘a researcher using the same methods and
conditions should obtain thetresults asthose found in a prior study.

Bachman (1990) /divided reliabilitgz-_ into three groups, internal consistency,
stability, and equivalence. The term ,,intefﬁ%llll:consistency" is concerned with “how
consistent test takers™ performances on the di_t'?fén;pt parts of the test are with each other
(ibid: 172).” Factors affecting interiial consist_éiqéil can be seen as sources of error from
within the test and scoring procedures. It aléd_iﬁ;:iudes thé test method facets. These
factors appear to be the internal threats to reliability as they occur from within the test
itself. Secondly, ,stability™ or test-retest reliability refers to administrating the same
instrument twice to the same group of test-takers after a certain time interval has
elapsed (Fraenkel & Wallen, 1990: 165). It provides. an ¢stimate of the stability of the
test scores over titme. There may be two sources of inconsistency, differential practice
effects (rémemiberingitems) and changes|in ability, causing) the t€st-takers to perform
differently:the second time. Lastly, ,,equivalence® or parallel forms reliability is used to
minimize the practice effect and involves administering two different but parallel forms

of a test to the same groups of test takers at the same time.

Threats to reliability may be related to ,measurement error* which is an error
associated with all measurement of language that interferes with the attempt to
determine the true score of the test-taker. There are several influential factors on the

test-takers™ performance in an oral test that in turn affect both the internal and external
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reliability of a study. Bachman (1990) and Bachman and Palmer (1996) categorized
these factors into characteristics of tasks. They explained this by using the test method
facets and characteristics of language test-takers, including attributes of individuals and

random factors.

Test method facets are seen as the internal threats to the reliability. The
characteristics of the test method used influences the test-takers™ performance and
include aspects of the testing environment (equipment used, time of administration,
physical conditions), the test rubrics (test organization, time allowed, the nature of the
instructions given), the input given to the tcst-taker (channel of presentation, design,
nature of language used), the expected resbonse (format, nature of language, constraints
on response), and the test-taker“sdével of familiarity with the test method (Davies et al.,
1999; Bachman, 1990). For sexample, performance on the parts of a reading
comprehension test may bedingeliable if the passages are obviously different in length
and vary in terms of theit lexical and syntao-ﬂt;icdcomplexity (facets of the input).

Attributes of individuals, including iﬁﬁi;idual characteristics such as cognitive
style and knowledge of a particular field, and_yg;oup characteristics such as gender, race,
and ethnic background, have an effect on the test takers™ performance. For example,
members of an ethnic group may ‘do better or worse on a given test than members of
other groups. However, Davies et al. (1999) argued that this aspect seems to affect the
validity rather than the reliability.

Random| factors refer to the-unsystematic variations of scores due to events
during a test that affect a test-tester's score (Purpura, 1999: 2). They include
unpredictable fandy tethparaty, conditions such asiafixi€ty, motivationfeffort, or mood,
and uncontrolled differences in test method facets, such as changes in the test
environment from one day to the next day. For example, some test-takers are rested and

mentally alert on the day of the test while others have stayed up too late.

In this study, the developed Oral Communication Test (OCT) was used as an
instrument for measuring the test-takers™ oral communication ability. If the reliability of
the test scores is to be estimated, factors expected to affect the test scores need to be

primarily concerned (Stanley, 1971: 362). To consider the errors of measurement,
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sources of error based on the categories of the internal and external threats to the

reliability of the study are identified below.

Focusing on the internal threats to reliability, Bachman“s (1990) test method
facets are assumed to be the threats of this study while the external threats refer to
unpredictable and largely temporary conditions, such as the test-takers™ emotional state
and uncontrolled differences in the test method facets, such as changes in the test
environment. Both the internal and external threats to the reliability of the study are

presented and described as follows.

Based on the test specifications of the study, several factors are considered to
minimize the effect on reliability.,

1. Testing envigonmeitt: This is regarded as an external threat. For

example, as the OCT was administered in f}ie language laboratory, the reliability of the
test scores may be reduced if the test-takeré are not familiar with the equipment in the
laboratory, such as tape-recorders. Personne‘l: is a threat to the reliability as the test-
takers may perform differently when tests a-lr;e- administered by familiar or unfamiliar
persons. The time of testing needs to be cofriéi(iliered as the test-takers may perform
differently at different;times, for example 1nt_he morning compared to late in the
evening. Physical charagteristics of the conditions are also involved, such as loud noise

and lack of air-conditioning.

2. Test rubrics: These-act as an internal threéat because of factors from
within the test. The OCT is a semi-direct test and instructions must be clear. Test-takers
with lower lafiguage ability: mightefind ft difficultto undefstand ifistriictions presented
in the language being tested (English).Since the OCT is based on one-way
communication test-takers are unable to ask for clarification about the test instructions.

However, this threat is minimized by giving the instructions aurally and visually.

3. Input: The input format has an effect on the reliability of the study. As
the input channel of the OCT is presented both aurally and visually, the form of
presentation consists of a combination of language and non-language materials

(pictures). If the language is ambiguous or the pictures are not clear, the test-takers may
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not be able to understand the meaning of the presentation. Furthermore, the vehicle
presentation of the study has ,,canned” human input (Bachman, 1990) as in a tape
recording. This can be an internal threat as the degree of the test authenticity is low. The
test-takers may feel uncomfortable to respond to the tape-recorder rather than to human

beings.

4. Expected response: Restrictions on the channel and format of the OCT

may affect the reliability of the test. Conversations in the semi-direct test are not carried

out face-to-face and the responses of the test-takers may be less natural than expected.

Apart from the test method facets, random factors (unpredictable and
temporary) are also considered to.be sources of measurement error. The most important
is response variation by thé patrticipants'due to changes in physiological efficiency
and/or in some psychologigal factors’ such as health, motivation, anxiety, and mood.
These are external treats to reliability. ijffcrences within and between raters may
additionally affect reliability. The OC¥ meésurement is subjective so a source of error
is inconsistency in the rating. Although trained raters are required to rate the test-takers™
performance on OCT, the aspects of inter:l-; _agl_d intra-rater reliability must still be

concerned.

These factors have nothing to do with the participants™ language ability but they
affect the reliability of the test. The less these factors affect the test scores, the greater

the reliability of language test scores obtained,
2.4.10.2 Threats to validity

Research in validity is categorized into internal validity and external validity
(Campbell & Stanley, 1963). Internal validity refers to the extent to which the results of
a study can be interpreted accurately and with confidence (Wiersma & Jurs, 8" ed.,
2005: 7). External validity refers to the extent to which research results are generalized

to a larger group, to other contexts, and/or to different times (Dornyei, 2007: 52).

There are a number of factors that are regarded as threats to validity. Most

studies described threats to validity in terms of internal and external validity threats
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(Isaac & Michael; 1981; Fraenkel & Wallen, 2000; Gay & Airasian. 6" ed., 2000;
Cohen & Manion, 1994; Wiersma & Jurs, 8" ed., 2005). In contrast, Dornyei (2007: 53)
did not divide them into categories because a flaw in the research design often has an
effect on both aspects of research validity. However, the discussion that follows is

based on the two categories so as to illustrate clearly threats to validity.

Internal validity threats involve the use of inadequate procedures or instruments,
any unexpected problems occurring during the study, and/or any uncontrolled factors
that significantly modify the results (Domyei, 2007: 53). Nine sources of threats to
internal validity have been identified. These aré “subject characteristics” (bias resulting
from the differential selection of subjects"lfor the comparison groups), “loss of subjects
or mortality” (an effect due«to_stibjects dropping out of the study), “location” (the
particular locations in which® eollected data might create possible alternative
explanations for results), “mstrumentation’ (an effect due to inconsistent use of the
measuring instruments); “‘testing” (the efféc‘g_ of taking one test on the scores of a
subsequent test, “history” (the occurrenée_ of an event that is not part of the
experimental treatment bug that may affect i)e}formance on the dependent variable),
“maturation” (processes operating within the ;ifbjjqct as a function of time), “regression”
(it may be presented whenever subjects are ’é_jT_lcr)é_len because of unusually high or low
performance on a pretest, they will score cloéef ‘Eo the'meafi on a subsequent test), and
“implementation” (the possibility that the experimental group may be treated in ways
that are unintended and not a necessary part of the method, which give them an

advantage of one sort or another).

The main 'threat to external validity in experimental studies involves any
interaction betweenthe treatmentrand Soimecharacteristics ofthe particular group of
subjects which cause the experiment to work only in the study (Dornyei, 2007: 53). In
other words, the external validity threats are likely to limit the degree to which
generalizations can be made from the particular experimental conditions to other
populations or settings (Cohen & Manion, 1994: 170). There are three factors that
jeopardize external validity, “interaction effects of selection” (it occurs when subjects
are not randomly selected for treatments), “interaction effect of pretesting” (the pretest
sensitizes subjects to aspects of the treatment and thus influences posttest scores), and

“multiple-treatment interference” (when the same subjects received more than one



85

treatment, the effect of prior treatment could affect with later treatments, limiting
generalizability) (Wiersma & Jurs, gt ed., 2005: 105; Gay & Airasian, 2000: 377; Isaac
& Michael, 1981: 62).

Possible internal threats to validity in this study may be loss of participants or
mortality. No matter how carefully the participants are selected, it is common to lose
some as the study progresses for a number of reasons, including illness and/or family
relocation. However, the researcher tried to, minimize the internal threat to the study by
standardizing the conditions under which thesstudy was conducted. For example, the
data about the oral communication ability for every participant was collected in the
language laboratory and identical instructions tecorded on a tape and presented in the
paper. This helped control loeation, instrumentation, and implementation threats. Other
factors affecting internal yalidity can be controlled by choosing an appropriate test
design.

There appeared to'be no external tlir_eats affecting validity of the study. There
were a number of reasons for fthis. Firstly, f:l;lé':participants in the study were always
randomly selected so the interaciion effect-l-:(-)f_Jn_,selection was not seen as a threat.
Secondly, the study did not involve a pre—teét/p;)st—test approach so the threat of the
interaction effect of pre-testing was minimiié&f Lastly, sifice each participant in the
study received only onc treatment, as it was not a study of repeated measure design, the

threat of multiple treatments did not interfere with the external validity.

In conclusion, although ‘it is practically impossible to attain “perfect” internal
and external validity in a study, researchers should attempt to attain a balance so that
results can befihterprotediwithfeasonable [certainity and still have €ome generalizability

(Fraenkel & Wallen, 2000; Dornyei, 2007).

2.5 Previous related research utilizing communication strategies employed in

assessing oral communication ability

Communication strategies (CSs) are defined as systematic communication-
enhancing devices used to handle communication difficulties and avoid communication

break down (Tarone, 1977, 1981; Corder, 1981, 1983; Faerch & Kasper, 1983; Dornyei,
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1995). Pedagogically, some researchers have used the term ,Janguage learning
strategies™ in the classroom context instead of CSs (Oxford, 1996; Tarone; 1983;
Cohen, 1990). Tarone (1980) suggested that CSs can be differentiated from language
learning strategies in terms of their result that learning strategies result in learning while
CSs resulted in achievement in communication. Cohen (1990) insisted that only
conscious strategies are language learning strategies and that the learner must have a
choice. Dornyei (1995: 60) acknowledged that the difference between these two
strategies is not clear. However, as these two terms are nearly synonymous, the studies

about language learning strategies are also considered in this paper.

Considerable research studies have been devoted to understanding how the L2
speakers at different levels of*English proficiency use CSs in communication. Most of
them use either questionnaires of self-report forms as their instruments. However, there
are some studies eliciting @Ss through the assessment of oral communication ability.
Implicit in those groups of resgarch is thef’nqtion that high- and low-language ability
speakers utilize CSs differently and that thia_se differences may be related to the score

variation.

For example, Yoshida-Morise (1998)T'ahi;c11yzed the types of CSs used by 12
Japanese participants inithe Oral Pfoﬁciency iﬁté;\}iéw (OPI). The CSs employed in this
assessing oral communication ability involve achievement strategies (approximation,
paraphrase, interlingual transter, restructuring, cooperative strategies, and non-linguistic
strategies); reduction strategies (topic avoidance, message abandonment, and semantic
avoidance); andother! strategies, including repair, telegtaphic,fillers, and change of
role. The results “indicated that low proficiency group use more strategies than other
participafits tocompcnsatefortheir) insufficient "Englishkiiowledgs. The findings also
showed that the highest proficiency level group use more repair strategies than other
groups, while the intermediate level students use reduction strategies and fillers more
than others.

Poulisse (1990) conducted a study to investigate the effect of L2 learners™
proficiency on CSs use in solving lexical problems. The CSs included conceptual and
linguistic strategies. The participants were three groups of 45 Dutch learners of English

with varied levels of proficiency. They were required to perform four speaking test
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tasks and the results showed that the low proficient learners use more CSs than the

more proficient ones.

Some other studies investigated CSs employed by native and non-native
speakers (Ellis, 1994; Paribakht (1985); Tarone & Yule, 1989; Bongaert & Poulisse,
1989). For example, Paribakht (1985) compared the use of CSs by native and non-
native speakers in a speaking test task which required the participants to describe
concrete and abstract concepts. The study involved 60 persons including 20 native
English speakers and two groups of 20 Persian learners of English with two different
proficiency levels. The researcher concluded thatyan general, all three groups employed
similar types of CSs. However, the group of L2 speakers with lower language ability
drew more on their other.knowledge | sources, such as mime and paralinguistic
knowledge, than higher ability speakers of .2 group. This study indicates that CSs and
L2 proficiency levels are related: '

Focusing on the familiarity between"!t_est-takers and interlocutors, Katona (1998)
explained how examiners who are familiar anij unfamiliar with interlocutors" negotiated
meaning when there was a communication Slr:éal_gglown in an oral proficiency test. The
researcher reported the CSs which result infﬁééotiation and grouped the negotiation
exchanges containing those CSs into the hel.I)‘iil‘g! ééquence, the eliciting sequence, and
the clarifying sequence. It was also found that there seemcd to be a relatively strong
relationship between familiarity of the examiners with interviewers and the sequence
types used by the interviewers. The familiar examiners used mainly “help-based”

strategies while the unfamiliar examiners used a combination of the other three.

Somé studies sought tocexamine) patterns of ‘strategicl behaviours from different
kinds of speaking tests. For instance, Shohamy (1994) compared CSs used from direct
and semi-direct speaking tests. The data showed the test-takers who took the semi-
direct test seem to use paraphrasing more often than those who took the direct test,
while language switches to L1 strategies occurred more frequently on the direct test.
The researcher provided some reasons for the findings. On the direct test, the test-takers
are more concerned with communication and the transmission of information so they
immerse themselves in the conversation by using L1 as a strategy to ensure that the

interlocutor comprehends the message. The more frequent use of paraphrasing on the
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semi-direct test results from the fact that there is an absence of clues or signals from the

interlocutor so it serves as an effective strategy to ensure that the answer is transmitted.

Huang and Van Naerssen (1985) studied the learning strategies for oral
communication ability by examining the ten highest and nine lowest achievers of a
group of 60 Chinese students. Their language proficiency scores were based on the test
of oral interactions. The researchers then compared the similarities and differences of
successful and unsuccessful learners in terms of strategy uses. The researchers focused
on learning strategies of formal practice, functional practice, and monitoring in non-
classroom situations. They found that there aré no Significant differences between the
high and the low language ability groups "lregarding formal practice and monitoring but
there are significant differcne€s_between the groups on functional practice strategies.
This provides evidence of.a relationship between learning strategy use and language

. &

performance.

In the Thai context, Ton (1989) Sil}di@d CSs employed by Thai learners of
English at Mahidol University in intégaction Wlth native speakers. The researcher used
the picture cue technique for the subjects to J%shgi_ybe the pictures to native speakers as a
task in order to assess their oral communicaffqﬁ :ébility. The data showed that the CSs
that the students use are appeal,‘approximé‘l[i‘-o-lnl—',narwoidance, borrowing, clarification,
contextualization, codc-switching, paraphrase, partialization, and mime. The results
also showed that both high and low language proficiency students employ the same
types of CSs but the frequency of CS use is different. The lower ability group used

more borrowing ot code switching and mime than the higher ability group.

Khaopet (1999), examinedsthe fréquency of CS) usé ©of grade [12 students in
English speaking at a private school in a southern province of Thailand. Four speaking
test tasks were used to collect data including a conversation, describing pictures, story
telling, and describing vocabulary. The results showed that the students use all five CSs,
avoidance strategies, L1-based strategies, target language-based strategies, modification
devices, and non-linguistic strategies. The CS that the subjects used most was

modification devices while avoidance strategies were used the least.
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Luangsaengthong (2002) investigated the use of CSs for oral communication of
60 first year students at Chulalongkorn University, Thailand and compared their use of
CSs with their English learning achievement. The researcher adapted taxonomies from
Tarone (1981), Bialystok (1990), and Ddrnyei (1995) and classified them into five types
of CSs, avoidance strategy, target language-based strategy, L1-based strategy,
modification devices, and nonlinguistic strategy. The findings revealed that the students
employed approximation (in target language-based strategy) the most and language

switching (in L1-based strategy) the least.

Wannaruk (2003) investigated the usc.of CSs of Thai university students
through the Oral Proficiency Interview (OPL). The results indicated that the most
frequently used CS 1is the use ofmodification devices” such as clarification request,
pausing, and self-repair. The other stratégies used in order of frequency are ,non-
linguistic strategies™, ,L1-based strategies™, ,farget language-based strategies™, and
»avoidance strategies”. The gesults also preéénted that students used different CSs with

varying degrees according to their language"l_evels.

From those two studies, it can be se-ér-l,_tj:l_;at the findings of Wannaruk (2003)
supported the research results of Khaopet (1990). Therefore, it can be concluded that
the CS that Thai students in both high school and univetsity levels tend to employ most

is ,,modification devices:

Most CSs used in the previous studies, especially those related to assessing oral
communication ‘ability, are based mainly on’the CSs of Tarone (1977) and Ferch &
Kasper (1983), supplemented by strategies presented in the work of other researchers
such as /Bialystok (£983), Paribakht |(1985),0D6rnyeitand? Scott £1995), and Poulisse
(1990). Mest of sub-strategies of these CSs can be synthesized and classified into two
main CSs, achievement strategies (used when speakers expand their sources to arrive at
their communicative goals) and reduction strategies (used when the speakers face

difficulties during the conversation).

It can be seen from research that there were many differences in the uses of CSs
through assessing oral communication ability. Some researchers tried to differentiate

the types of CSs used by the speakers with different language abilities (Yoshida-
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Morise, 1998; Paribakht, 1985; Huang & Van Naerssen, 1985; Wannaruk, 2003) and
others compared the CSs used between L1 and L2 speakers (Paribakht, 1985). Some
research investigated the use of CSs to indicate whether familiarity between the
interlocutor and the test-takers affects types of CS use (Katona, 1998) and some
compared CS form used by L2 speakers in different kinds of tests (Shohamy, 1994).

It can be concluded that different researchers used different CSs according to the
objectives of their studies. For example, Yoshida-Morise (1998) focused on
achievement and reduction strategies, Pouliss€ (1990) used conceptual and linguistic
strategies, Huang and Van Naerssen (1985)-Studied language learning strategies in
terms of formal practice, functional practice, and monitoring in non-classroom contexts
while Khaopet (1990) and Wannaruk (2003) employed the taxonomy of Tarone (1977)
and Bialystok (1983) in their studies.

2.6 Effect sizes

During the past seyeral decades, thé'ré': has been a considerably increase in
encouraging researchers to supplement their -étét_iﬁtical tests with “simple, flexible, and
graphical techniques” to allow the readers to 11?1’i_deirstand the set of data in hand. The use
of effect size is an oftén-recommended techni‘qﬁngffect siz¢ is a term used to describe
a family of indices that measure the magnitude of a treatment effect (Becker, 1999).
This measure focuses on the meaningfulness of the results and allows comparison
between studies, furthering the ability of reseatrchers to judge the practical significance
of presented results’|(Vaske et al.; 2002; Huberty, 2002; Kotrlik & Williams, 2003).
Statistical significance itself is the least interesting thing about the results unless the
research/tepotts the restlts in“terts of nieasures of) magnitiide; not just whether a
treatment affects people but how much it affects them. Thus, it appears to be necessary
to provide estimates of effect sizes or strength of relationship in the result section so
that readers of the research understand the importance of research findings and make
comparisons among studies (Wilkinson & APA, 1999: 599; APA 5" ed., 2001: 5). The
purpose of this section is to present an explication of the effect of size, including its
definitions, type, strengths and limitations mentioned in previous studies. Finally,

particular kinds of effect sizes used in this study are discussed.
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2.6.1 What is an effect size?

When a researcher reports that there is a significant difference between two
means of variables, it does not necessarily mean that it is big, important, or helpful in
decision-making. It simply means the researcher can be confident that there is a true
difference. Effect size estimates are used to further the test significance as they are
designed to characterize results in more functional and meaningful ways by discussing
the magnitude of an effect in addition to estimates of probability (Schuele & Justice,
2006: 15). The concept of an effect size canibe explained through an example. If an
alien from Mars who had no contact with huinans*one day visited England, how many
people would the alien need to see before'ﬂrealizing that, on average, men are taller than
women? The answer relates«to_the etfect size of the difference in average heights
between men and women. Fhe larger the effect size, the easier it is to see that men are
taller (Wikipedia, 2008). 4

The literature presents a variety of “'Ie_ffect size definitions. Generally, an effect
size includes a standardized value that eétiﬁlétes the magnitude of the differences
between groups (Thomas etial., 1991), a .s_%:a:ngi_yardized mean difference (Olejnik &
Algina, 2000; Vacha-Haase, 2001), & measuré?)f ;[he degree of difference or association
deemed large enough to be of “pfactical sigl.lliﬁ_c“aﬁée” (Mofse, 1998), and the strength
of relationship (APA, 2001: 25; Dérnyei, 2007: 211). Moreover, statistically speaking,
this is a statistical term 'that refers to a simple way of quantifying the size of the
difference between two groups by calculating the difference between two means
divided by the standard-deviation of the two conditions (Coe; 2002; Thalheimer &
Cook, 2002). Among the numerous effect size definitions, the majority of them include
the descriptors:“‘standardized differericé between means” orl “Standandized measure of

association.”
2.6.2 Types of effect sizes
There are numerous types of effect size measures, each type suited to particular

research situations. Each type may also have multiple methods of computation. In

general, for parametric analyses, there are two major classes of effect sizes, including
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the standardized mean differences, and the correlation coefficient, while for non-

parametric analyses, the odds-ratio may be used (Thompson, 2000).

1. Standardized mean differences: In the two-group mean comparison situation,

the typical effect size index considered is a standardized mean difference which
probably has more methods of calculation than any other effect size types such as

Cohen*sd, Hedges"s g, and Glasss A.

For example, Cohen“s d was proposed bydJacob Cohen in1962. “d” is defined as
the difference between two means divided by the.SD of either group, in the case where
both samples are the same size. In practfce, when the variances of the two groups are
not homogeneous, the pooled” siandard deviation, SDpeod, could be commonly used
instead of SD which is thefroot mean square of the two SDs (Becker, 1999; Cohen,
1988: 4, Rosnow & Rosenthal, 1996). Typically, when interpreting effect size indiced,
researchers utilize Cohen™s (1988) criteria -sJayjng that the estimated effect sizes of .20,
.50, and .80 indicate small, medium, and “'Il_arge differences between the two sample

means being compared. (

- _J._v

2. Correlation coefficient: 1The corréféﬁc}n between the independent variable
classification and the ndividual scores on thé'ééi)éndent variable is called the “effect
size correlation” (Rosnow & Rosenthal, 1996). Perhaps the simplest measures and
reports of effect sizes exist for correlation because the cortelation coefficient itself is a
measure of an effect size (ES). Results are typically reported directly as a correlation (r)
[ES =r]. The most commonly used statistics for parametric corrélations are Pearson®sr,
Spearman‘‘s rho, and point bi-serial. The size of these correlation coefficients must be

interpreted eniployingia, setof desetiptors for Correlationcoefficients,

Besides the previously mentioned studies of the effect size correlation, there is
another type of correlation measured particularly in Analysis of Variance (ANOVA).
The effect size measures in ANOVA are measures of degree of the relationship between
an effect such as a main effect and an interaction and the dependent variable. For
calculating, there are four commonly-used measures of the effect size in ANOVA, Eta
squared (n°), Partial Eta squared (npz), Omega squared (o”), and the Intraclass
correlation (r;) (Becker, 1999).
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3. Odds ratio: The odds ratio is the odds of success in the treatment group
relative to the odds of success in the control group. This is appropriate when both

variables are binary or where an outcome is dichotomous, such as success or failure

(Coe, 2002).
2.6.3 Strengths of effect sizes

Huberty (2002) stated that effect sizes are utilized in the context of testing
wherein the researcher arrives at a referent (distribution a probability (p) value, the
probability that a test finds a statistically srgmificant difference when a difference
actually exists, and also dctermines an effect-size index value (e). After using the p
value to decide whether an gfféctas obtained, the e-value determines how big the effect
is. It can be concluded thagif the p-valueis small and the e-value is substantial, a real
effect is obtained. 4

In practical situations, providing théllmagnitude of the relationship between two

variables seems to be a main aim of using effept sizes.

Walberg (1984) reported that for cooﬁﬁfﬁ}ive learning studies the effect size is
.76. This suggests that cooperati\}e leaming .i"s_;‘ {/ery efféctive instructional strategy
(Walberg, 1984). In 1999, Walberg also reported that the effects of homework vary
greatly depending on the feedback a teacher provides. Homework assigned but not
graded generates an effect'size of only .28. However, the effect size increases to .78
when homeworkis graded and to .83 -when the teacher provides written comments. This
indicates that homework produces a difference in achievement and that graded

homework miakes a stibstantialdifference (Walberg;1999; Gay & Airasian, 2000).

Another advantage of using an effect size is that when a particular experiment is
replicated, the different effect size estimated from each study can easily be combined to
give an overall best estimate of the size of the effect, as synthesizing several results into
an average effect size estimate, known as ,meta-analysis”. Reporting effect sizes
facilitates subsequent meta-analysis incorporating a given report (Thompson, 2000). An

effect size is helpful for making decisions and summarizing the findings from a specific
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area of research as it is the common currency of meta-analysis studies (Becker, 1999;

Schuele & Justice, 2006: 14).

Dawson (2000) conducted six experiments to investigate the effects of time of
day on learning, “Do children learn better in the morning (9am) or afternoon (3pm)?” A
group of 38 children were included in each experiment. Four experiments were
concerned with listening skills, one with mathematical skills, and one with a test of non-
verbal reasoning. Altogether, 12 comparisons between morning and afternoon learning
were generated. Of the 12 effect sizes, |1 favoured the afternoon group. Effect sizes
ranged from 0.84 to -0.16, with an overall averageof 0.26 (p=.01). Contrary to popular
belief, these results suggested that children seem to do better when they are taught and
tested in the afternoon than imthcmorning.

Smith and Glass (1977) used ‘meta-analysis to investigate the broad question,
“Does psychotherapy make a difference inf’th,,e mental health of those receiving it?” A
standard literature searchdocated 1000 expériments focused on this topic. Experiments
selected as appropriate for @ complete analysf:i;s g/ielded a total of 833 effect sizes. The
selected studies included ego, dynamic, behé{%i(;r_zjl_l, and humanistic treatment strategies,
related experimentally to such outcome Variafblé;é as self-esteem, adjustment, anxiety,
and school performaree. The avérage effe(.:‘t" sfze was. .68. Smith and Glass (ibid.)

concluded that psychotherapy makes a difference.

As a result of meta-analysis, effect size estimates may create a literature in
which subsequent tesearchers can -formulate 'mote  specific study expectations by

integrating the effects reported in related prior studies (Thompson, 2000).

In non-experimental studies, effect sizes can also be used in meta-analysis to
integrate the findings of studies. Hyde et al. (1999) conducted a meta-analysis of 100
studies comparing male and female mathematics performance on a standardized test.
For a total of 3,175,188 participants in these 100 studies, the researchers found that the
average mean for males was .20 of a standard deviation higher than the mean for
females. When the researchers excluded studies that represented samples selected for

low performance or high performance, the average difference was significantly higher
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for females. The researchers concluded that in general, gender differences in

mathematics performance are small.

An important consequence of the capacity of meta-analysis using the effect size
to combine results is that even small studies can make a significant contribution to
knowledge. For example, the kind of experiments done by a single teacher in school
may involve a total of fewer than 30 students. Unless the effect is huge, a study of this
size 1s unlikely to get a significant result. However, if the results of such experiments
are combined using meta-analysis, the overall.fesult seems to be highly and statistically
significant. Moreover, it has the important stréngths of being derived from a range of
contexts (therefore increasing confidence in its generality) and from real-life working
practice (thereby making itefmore. likely that the policy is feasible and could be
implemented authentically)«(Coe, 2002: Dornyei, 2008: 212; Schuele & Justice, 2006:
15; Thalheimer & Cook, 2002).

2.6.4 Limitations of using effect sizes

Measures of effect sizes are affecféd,_py the research design used. If the
researcher is not careful, serious errors in computing an effect size result. For example,
the effect sizes may not be comparable across different designs and can lead to

misinterpretations of tho'magnitude of the effects observed.

Cohen (1988) acknewledged the danger,of employing terms like small, medium,
and large out ofl context and stated that these conventions should be used with caution.
What is a small effect in one context may be a large effect in another context (Coe,
2002; Thompson;2000).cFerexample, Rostiow and Rosenthal (1989)iscussed a 1988
biomedical research study on the effects of taking a small, daily dose of aspirin. Each
participant was instructed to take one pill a day. About half of the participants took an
aspirin and the others took a placebo. The dependent variable was whether or not the
participants had a heart attack during the study. In terms of a correlation coefficient, the
effect size was r=.034. In other contexts, this may be considered a trivial effect but in
this context it was so large that the researchers decided it was unethical to continue the
study and contacted all of the participants who were taking the placebo and told them to

start taking aspirins every day.
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The range of treatments can increase or reduce the effect size. For example, if
the levels of the treatment variable are narrowly defined (10, 20, 30, or 40 minutes of
free reading time) the between-treatment variation in comprehension skills would be
lower than in a study with a greater spread in the levels in free reading times (30, 60,
90, or 120 minutes). The increase variability of the latter design is likely to lead to a

greater measure of effect (Fern & Monroe, 1996).

Subjectivity may be involved in the use of the effect size measured in meta-
analysis. Different researchers use different/Criteria for selecting the studies to be
summarized. They apply different review stratégies and come to different conclusions.
As the number of research studies available on a topic increases so does the difficulty of
the reviewing task (Ary et aly2006:301).

Olejnik and Algina 2000) suggested that population heterogeneity reduces the
magnitude of the effect:§ize measure. In coﬁlparing effect sizes, the researcher needs to
consider whether they relate to the same dil_tcomes. For example, if one investigation
studies high school freshman while a second":st'llidy involves high school students from
all grade levels, the measures of the effect siz-le: is_lr_;ot comparable. Moreover, because of
the sensitivity of effect size estimates to reliabﬁ_if}; and range restriction, one should also
consider whether those olifcome meastres ‘é‘fe! A detived ffiom the same or similar

instruments and sufficicncy in similar populations.

In this research study, the significant,level of .05 was stated to test the null
hypotheses. Thesmain aim of using. the effect size. in the study was to provide the

magnitude of the telationship between variables illustrated as follows.

To study the effects of English language ability and types of CSs on the oral

communication ability of Thai university students, this study aimed to investigate:

1. Whether students with different language ability levels (high and low)
had a significant effect on their oral communication ability. To find the statistical
significance, the significant level was set at .05. Then, if the null-hypothesis was
rejected, the effect size measured the magnitude of the differences present between a

group of students with low language ability and a high ability group.
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2. Whether types of CSs (risk-taking and risk-avoidance strategies) had a
significant effect on students™ oral communication ability at the 0.5 level. Similarly, “If
they do, how much is the effect size?”, therefore, the magnitude of the differences
between the effect of students using risk-taking strategies on their oral communication
ability and the effect of students using risk-avoidance strategies on their oral

communication ability could be reported.

3. Whether there were  interaction effects between students with
different language ability levels and types of CSsion their oral communication ability at

the significant level of .05. And if there were, howmuch was the effect size?

With regard to thewstudy, effect size measures in Analysis of Variance
(ANOVA), particularly pastial Fia squared [(np2 = SSeffect / (SSeffect + SSerror)], are
employed. The main reasondforsclecting this kind of effect size is based on the statistic

tests used in the study. ‘

As 2 x 2 ANOVA was used, the partidl; Fta squared was appropriate for factorial
design in order to estimate the effect size in .e:-:s;:u_Jn_ple (Tabachnick & Fidell, 2001). The
partial Eta squared was called an “alternati\?e'_’; :.computation of Eta squared and the
researcher could interpret results‘by applyi.né‘ﬁlé same idea of the magnitude of r.
Moreover, SPSS program could help to compute the partial Bta squared so it seemed to
be more convenient rather than calculating the partial Eta squared or even Eta squared
(not available for the SPSS_program) by hand. For the aforementioned reasons, the

partial Eta squared was the most @ppropriate way to measure the effect size of the study.
2.7 Conclusion

The literature and related research reviewed above have presented a recent body
of research on the areas of CSs, speaking ability in second/foreign language speakers,

and oral communication ability.

The main purpose of this research study is to investigate the effects of English
language ability and two types of CSs, risk-taking and risk-avoidance strategies, on oral

communication ability of Thai university students.
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In this study, the participants were grouped into two levels by their English
language ability (high and low ability groups). With regard to the reviewed literature,
the target language ability was an independent variable in several studies such as that of

Paribakht (1985), Poulisse (1990), and Nakatani (2006).

As the research has found, there are several factors affecting the CSs used by L2
speakers, such as the test-takers™ personality, learning situation, and differences
between L1 and L2 speakers (Tarone, 1977; Haastrup & Phillipson, 1983; Bongarets et
al., 1987). Proficiency level was another main factor which had interrelationship with

CSs (Paribakht, 1985; Poulisse, 1990).

Paribakht™s (1985) study found that the lower language proficiency group often
rely on their paralinguistic_knowledge such as using gestures or face-expressions while
the higher group tend to' use jalternative words instead of the specific words
(approximation strategies) more than the lo§ve; group. Paribakht concluded that there is
a directional relationship’between types of CSs used and the test-takers™ language
proficiency levels. Five years later, Pouli"sé'w'e l".(1990) reported that the achievement
strategies are used by the low language abiy-l_-iij-_yspeakers more than the higher ones,
except for the use of the approximation stratégiésj. which are used by the high language
ability speakers. It can be interpreted that .tll‘l'eﬂzn—'lnligher language ability the speakers
possess, the greater the capacity to deal with a larger number of L2 vocabulary items

they are able to present.

Yoshida:Morrise ~(1998) ‘claimed | that, in ‘general, the test-takers with low
language ability level use more strategies than the higher groups in order to compensate
for theirlackfof L2 knowledge; ity 2006) Nakatariiy who investigated the relationship
between CSs and speaking ability levels, found that the higher speaking ability group
report more use of three sub-strategies of the achievement strategies (social-affective,

fluency-oriented, and negotiation for meaning strategies).

The theoretical interest in the mental processes of language learning, testing and
use is not new, as there are several studies considering the relationship between the test-

takers™ cognitive background variables and language use in order to describe the nature
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of their second language proficiency. However, only a handful of research studies have
considered the extensive body of literature in the test-takers™ CSs and their oral
communication ability. In other words, as previous studies indicated that there is a
directional relationship between the use of CSs and levels of proficiencys, it is necessary
to investigate further whether there is relationship between types of CSs used and the

test-takers™ oral communication ability.

Regarding speaking test-task . development, Weir (1993) identified the
characteristics of speaking test tasks includingpurposes, interlocutors, procedures, and,
etc. Ten years later, Fulcher (2003) pointed out the'Characteristics in a synthesized way
by listing task orientation, ways of interaction, goal orientation, interlocutor status and
familiarity, topics, and situations.To develop a task, test-specifications are essential to
allow the test-writers to clarity the constructs of the test, such as purposes, target
population, content, format; amd/criteria. Bachman™s (1990) framework of the test
specifications consisting fiye facets 1s thé best known in terms of specifying test

specifications.

In the field of education, there is a ca_-n_si_gerable shift from typical formats like
lecture to encouraging more oral particip}tﬁciﬁ like interaction discussion. Oral
communication ability is highlighfed in both ééé&éfnic and fon-academic success. This
shift also has an impact.on the assessment area moving from traditional tests, paper and
pencil, to more performance-based assessment. To design a performance-based test,
theories of communicative.competence have been influential as a framework supporting
construct validitys They can be a'guideline for test-designers toirealize what a speaker
needs to know and do to achieve communicative goals. Canale and Swain (1980)
characterized f¢ommimicative «competence Linto™ four dsubscompettnges, grammatical,
discourse, sociolinguistic and strategic competence. A decade later, Bachman (1990)
proposed a framework called a model of Communicative Language Ability (CLA)
which has more details and seems to be more complicated. The model includes three
main components, language competence, strategic competence, and psycho-

physiological mechanisms.

To elicit the test-takers™ speech samples to measure their oral communication

ability, the semi-direct speaking test is more practical in the way that it can be based on
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non-human elicitation procedures by using tape-recording and test-booklets. So it can
save the costs spent on the administration procedures and the interlocutor expenses. It
also saves time as it can be administered to a group of the test-takers. Although the
direct speaking test appears to be more authentic as there is an interaction between
interlocutors, there are research studies presenting that the quality of the semi-direct
speaking test is equal to the direct speaking test in terms of validity, reliability, and
authenticity (Shohamy, 1994). As the semi-direct speaking test is more practical and
gives the same quality of the result as the direct test, the semi-direct speaking test is

used as a model of developing the Oral Communication Test (OCT) in this study.

The researcher believes that fest-takers™ oral communication ability is influenced
not only by their target language ability but also by strategies used in their
communication. To studysthese /finfluecnces, several studies supported using both
quantitative and qualitativesapproaches as a mixed research method (Dornyei, 2007)
such as two-way analysis of variance (2X2TANOVA) and content analysis. Therefore,
studying the effects between the test-takers’{English language ability levels and types of
CSs on their oral communi€ation ability werf: -'i.hvestigated in this study. Specifically,

i = |
the following research questions were examined: »

1. Do different‘ 1éhguage ab.i;li't_}_; _lévels have a significant effect on
students™ oral communiCation ability? And if they do, how fmuch is the effect size?

2. Do types of CSs have a significant effect on students™ oral
communication ability? And if they do, how much is the effect size?

3.4ls there any significant interaction-effect between different language
ability levels and'types of CSs on students® oral communication ability? And if there is,
how muchyisigacheffoct Size?

4.What are types of CSs used by students with different Tanguage ability

levels?



CHAPTER IIT

RESEARCH METHODOLOGY
3.1 Research procedures

In this study, mixed methods approach (Ddrnyei, 2007; Creswell, 2003; and
Creswell et al., 2003) combining quantitative and qualitative methods were applied with
the randomized block research design. The mixed approach was aimed at validating the

research findings.

As the major objectives of the study were to-examine the effects of the students*
English language ability and the'types of CSs on their oral communication ability, and
to investigate the CSs of students with different language ability levels, it was essential
to develop the Oral Communication Test (_éCT) and the Strategies Used in Speaking
Task Inventory (SUSTI), asithe instruments;,ofthe study.

Therefore, in order o develop valid agz_q feliable test and inventory, the research

procedures in this study were Tllustrated as follows:

1. Develop and validate the reséér;gh instruments.

2. Seleetthe population and sample.

3. Carry-out the pilot study.

4. Conduct the main study.

5. Analyze thedata

6. Repertithe findings.

3.2 Population and Subjects

The target population in this study were the third-year English major students,
enrolled in the speaking course in the Faculty of Humanities at the University of the
Thai Chamber of Commerce (UTCC) in the second term of the academic year 2008.
The total number of population was 300 students. The participants were homogeneous
in terms of nationality and background knowledge as they are all Thai students in the

same faculty and university. The Grade Point Averages (GPA) they obtained ranged
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from 2.00 to 4.00. The students enrolled in the speaking course, and their grades for this
course were between A to D+. Most of them were about the same age ranging from17
to 23 and it could be assumed that they had similar culture and educational background.
The subjects in this study were classified into two groups: the subjects for the pilot

study and those for the main study (See 3.2.1 and 3.2.2).

The 300 third year students name lists including their average grades of the
grades of a speaking course, the highest and the lowest grades that they received in their
previous English courses from the Faculty /0f Humanities, University of the Thai
Chamber of Commerce (UTCC) were obtained.«Then, the students were categorized
into two groups: High and Low ability group, according to the average grades of the
three courses. The high language ability group were those who obtained the average
grades above the +1 S.Dg while the low language ability group were those who
obtained their average gradgs lower than the =1 S.D.

3.2.1 Participants for the pilot study

Totally, 50 samples ;were used iﬁ -I-:tl-lq_, pilot study. Twenty samples were
randomly selected from the population to be the test-takers in the pilot study of the
OCT, while 50 samplesy(20 samplés from thé OC_T pilot study plus another 30 samples)
were randomly selected/to participate in the pilot study of the SUSTI, but the rate of

returned questionnaires of the SUSTIT were 41.

3.2.2 Participants for the main study

After;thesprocessiof therpilot;studyy thevrest efrthe students injthe population
(250 students; as S0 students were used 1in the pilot study) were required to take the
OCT to examine their oral communication ability, and right after finishing the test, they
completed the Strategies Used in Speaking Task Inventory (SUSTI) to investigate their
CSs use. After interpreting the results of the SUSTI, the students were assigned into
four groups according to their language ability groups and types of CSs, and were
randomly selected for quantitative data analysis purposes. In each group, 25 students were
randomly selected in order to examine the relationship between the language ability and

types of CSs, as follows:
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- High ability & Risk-taking strategies (25),
- High ability & Risk-avoidance strategies (25),
- Low ability & Risk-taking strategies (25),
- Low ability & Risk-avoidance strategies (25).

The reason why only 100 were selected is that, as a rule of thumb, “in the survey
research literature a range of between one per cent to ten per cent of the population is usually
mentioned as the magic sampling fraction, with a minimum of about 100 participants...”
(Dornyei, 2007: 99). The rough estimates of sample sizes for multivariate procedures are at
least 100 participants as well (ibid: 100). However,.the sample size in this study could not be
more than 100 because of the study*s research design called the randomized block design, and
the set criterion of above +l.and below.~1 S.D of students“language ability. Two hundred and
fifty students with mixed language abilities were needed to classify their levels of language
abilities. Therefore, 50 students in each groulp of high ability and low ability were randomly

selected. ‘ -

Meanwhile, another group Qf 00 st&dgn‘_cs (50 high-ability students and 50 low-
ability students) was randomly sel-ec‘.ted fro@_t}ie population in order to focus on the
result of the SUSTI solely. This céﬁld lead-‘:;:g}the findings whether there was any
significant difference between ‘tthSs use qﬁ?@ents with different language ability

4

levels.
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The procedure for sample selection is illustrated in the following figure.

300 students [------- » Population i

as the criteria.

i language ability groups, using S.D. of the average grades i

300 students with language | ~ ~"77"""7""TTTTTTToTTToTToooTooomooomooomooooooooe

ability levels (highorlow) | __________ '

Y —— i Completing the OCT, and the SUSTI to i
250 students (with high& | == = \/divide them according to types of CSs (Risk- !
low-language ability levels) i taking & Risk-avoidance strategies). !

|
v
250 students (with language ability-lcvels,

types of CSs, and scores of the OCT)

| ™ G @Y F F B BEL % S ™ ™. 1
! 250 stu(lients were assigned to four groups, which were the

v : i
IL.RT L.RT J group of high language ability & risk-taking strategies;
B T L p fhigh lan@age ability & risk-avoidance strategies; !
N=250  low language ability & risk=taking strategies; and '
H-RA L-RA E low languhge ability & risk-avoidance strategies. |
v Al bl NN :
H-RT L-RT Mty 2Tty o palaiail W ittt
(n=25) (n=25) | Jrreach cell; 25 students were randomly selected. So, the !
S n=100 _r_ i total number of samples participating in the main study !
H- RA " L -RA '~equaled 100. These data were analyzed using ANOVA in !
o2 | @) O G A  eseoh quesions No.1, 2 and 3.
v 2 S — .
H-RT L-RT ' Three samples in each cell (n=12) were randomly selected |
(n=3) n=3) |_Fi_"9% »i ftom the above fablc in~order to conduct the content i
i analysis to confirm the results of the SUSTIL. :
H-RA L-RA g e e Al !

(n=3) (n=3) |

|
: i To answer ‘the “fourth research’ question, another group of i
High Low ' 100 students were randomly selected to examine the CSs !
I 7 rupey e ——— »i~used. by students With different. language, ability levels |
(n=50) (nz50) i towards the results of the SUSTI. ;

Figure 3.1: The Procedure of Sample Selection

The following table 3.1 illustrates the number of samples randomly selected and

participating in each stage of the study.
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Table 3.1: The Number of Samples Participating in the Study

1. Developing Strategies Used in Speaking Task Inventory (SUSTI)

1.1 Pilot the questionnaire Samples = 41 students

1.2. Main study 100 students (randomly selected from the population)

2. Developing the Oral Coﬁlmunication Test (OCT)

2.1. Pilot study ' Samples = 20 students (randomly selected from 1.1)
2.2. Main study 100 students (assigned and randomly selected from the
| population)

3. Conducting a qualitative approach: Content analysis

3.1. Pilot study Samples = 4 students«randomly selected from the group of 1.2)

3.2. Main study : 12 students (randomly selected from the group of 1.2)

3.3 Research instrumentation

In order to develop'each finstrument, there were several stages to complete,
including stages of instrument validation. It required not only the pilot study, but also
the consultancy with the experts in the ficld: These needed to be done to assure that the
instruments had sufficient degree of the reliability and the validity in both content and

construct. The following was the instruments_uschin this study.
3.3.1 Oral Communication Test (OCT)

The new speaking testswas developedito be used as a tool for measuring the test-
takers™ oral communigation ability in the area of geéneral English. Regarding the test
specification development stage, a needs assessment, based on the literature review and
documentary analysis, had beeniconducted in order to obtain crucial information to be

used and applied in developing the OCT (See Appendix H).

As the semi-direct speaking test seemed to be more practical and feasible in
terms of time-consuming, reliability of interlocutors, and cost, it was suitable to be
selected as the format of the OCT. The OCT consisted of four sub-tasks: a warm-up
task, an interview task, a description task, and a problem-solving task. All tasks focused

on the real-approach of oral communication occurring in students™ daily lives. The
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semi-direct speaking test used in this study contextualized all tasks to make sure that
they appeared as authentic as possible. In addition, the students” oral discourse was
elicited through the use of recorded and visual task stimuli and their oral responses were
recorded as suggested by Malone (2000) and Shohamy (1994: 100). The test
administration took about 15 minutes including a thinking gap and time allotted for the

students to figure out the answer for each sub-task.

The OCT administration materials included a booklet and a master test tape,
including the audiotape of all test instructions and tasks. The test-takers™ responses were
recorded by tape cassette and observed by the assessors. Directions to all tasks were
presented in English in the test tape and in the test booklet. The directions provided the
context of each task, including~Wwhat the situation was, whom the test-taker was
addressing, and any othegstrelgvant information. After reading and listening to the
directions, the test-takers heawd @ ‘record of an English native speaker who made
statements or asked questigns releyant td’ the task described. Then, the test-takers
performed the task. After that, the records"!,of their responses were assessed by three
trained raters. The overall score was 'obtaine(‘i by averaging analytic scores. Moreover,
the test-takers™ speech records and an obser-;fe{tign of their non-verbal language used,
were evaluated in the phase of conducting confé_ﬁti analysis (see details in 3.3.3).

Validation process

With regard to instrument validation, there were two main stages in order to

validate the OCTi(adapted from Weir-et al., 2000)as follows.

1 /Prioni validation

1.1." Specifications of the constructs: The specifications of the test
tasks, rubrics, and scales were developed based mostly on the review of literature. Apart
from the literature review, the contents of the test were obtained from informal
interviews with the lecturers of the speaking course and the researcher®s observation in
the speaking class.

With regard to content and construct validation, three experts,
specializing in the area of language assessment and educational evaluation, were asked

to rate the test tasks by using the IOC index.
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1.2. The pilot study: 20 students were randomly selected to
participate in the pilot study to investigate their oral communication ability. A pilot
version of the OCT was produced to try out the instrument and analyse the test
specifications in order to:

- decide on the most appropriate format in relation to operations;

- ensure intelligibility of rubrics;

- empirically establish timing;

- consider the order of questions/ process dimension;

- check the layout;

- trial on small samples, then produce the first draftof the mark scheme; and

- revise the tasks.

2. Posterioriwalidation; |

After the stage of deyveloping the first draft, five experts were invited to
review and rate the first"draft of the OCT ﬁsipg the Item Objective Congruence (I0C)
index. After that, the firstidraft was revised é_nd was ready for the main study. Then, the

test results were analysed in‘order to I‘neasuré-';thle' test validity and reliability.

Regarding the analysis of the test,?_ier:s-_lcriptive statistics were used in the
analysis. Moreover, the reliability‘of scoring ‘.[h_en—'s‘tlrldents“ scores was examined. Three
independent experts in _the field of English teaching were assigned to score, based on
the scale. Each rater was asked to watch the video and to rate the students™
performance. There was ne halo effect because the raters were not given any students”
information about their English proficiency. 'The inter-rater reliability of the test was
estimated by using Spearman Rank Order, as a number of the subjects were less than

30. The inter*taterreliability coefficients antong the three ratérs rariged ftom .70 to .85.

The following was the test specifications of the OCT which illustrated the
content areas to be covered by the test to ensure its content validity (Anastasi, 1990;
Bachman & Plamer, 1996). This included the characteristics that pertain to the structure
of the test, and the task specifications for each type of task that was to be included in

the test.
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Test specifications of the Oral Communication Test (OCT)

1. Nature of the test

The Oral Communication Test (OCT) was a tape-mediated test of speaking
proficiency. The purpose of the OCT was to evaluate the English oral communication
ability of persons whose native language was not English. All contents of the OCT
items were based on the speaking proficiency guidelines of the American Council on
the Teaching of Foreign Languages (ACTFL). The test was presented to the test-takers

via a test booklet and a master tape.

]
.

During the test administration, tl_le test-takers listened to the instructions for
speaking tasks from a master tape: The instructions were also provided. As the test-
takers responded to eachstasky their speéking performance was audio-recorded on a
separate response tape. Thi§ tape Was‘llatelj; evaluated by three trained raters who score

the performance based onsthe rating sca"%‘eSJ,:modiﬁed from the descriptions of the

dd

ACTFL proficiency scale.

7,
v il

2. Task characteristics (Test method facets) i,{,

2.1. Characteristics of the setting

i )iy
Il

Physical characteristics4 «| Location: Language laboratory

Temperature: Air-conditioning, cemfortable

| Lighting: Enough to read clearly -

Participants A test-taker, and an examiner

Time of task Approximately, 10, minutes (fourtasks)

2.2. Characteristics of the test rubric¢s

Instructiens Explicit: The test-takers can read the instructions, and they can
listen to the audio-tape.

Language: The target language (English)

Channel: Oral, aural and visual

Structure Number of tasks: 4 tasks

Sequence of tasks: Fixed sequence (Tasks 1 to 4)

Relative importance of tasks: Related

Time allotment Task 1: 1 minutes; Task 2: 2 minutes

Task 3: 2 minutes; Task 4: 3 minutes

Scoring method Criteria by using holistic scoring
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Format

Channel: aural and visual

Form: Both language and non-language (pictures)

Language: Target language (English)

Length: Short

Type of input: Spoken questions, visual stimuli, and prompts

Degree of speediness: Generally unspeeded

Vehicles: Canned human input

Language of input

-Language characteristics:

Organizational characteristics

- Grammatical: Vocabulary: General and technical

Mogphology and syntax: Standard English

- Textual: CohesionsCohesive throughout

Rhetorical: Organizational patterns

; = o
Pragmatics characteristics:

~Functional: ideational, imaginative, and manipulative

#Seciolinguistic: Variety/dialect: standard

1 Register: Moderately formal

o

- . Naturalness: Natural

__ Cultural references: events

-fTopical characteristics:

Types of informzition: Related to business field

2.4. Characteristics of the expected 'r‘espoﬁ:'séﬂ

Format

Chanriel Oral #2204

Form: Both languagg:gﬁd non-verbal language

Language: Target language (English)
Length: Short 4

Type of output: Spoken language -~

Degree of speediness: Generally unspeeded

| Vehicles: Canned -

Language of expected
response

-ltanguage charactefistics:

Organizational characteristics

- Grammatical: Vocabulary: General and,technical

Morphology and syntax;iStandard English

-(Textual:{Cohesion: Cgéhesive throughout

Rhetorical: Organizational patterns

Pragmatics characteristics:

- Functional: ideational, imaginative, and manipulative

- Sociolinguistic: Variety/ dialect: standard

Register: Moderately formal

Naturalness: Natural

Cultural references: events and
procedures

- Topical characteristics:
Types of information: Related to business field
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2.5. Relationship between input and response

Reactivity Reciprocal tasks

Scope of relationship Narrow scope test tasks
Directness of Direct

relationship

3. Contents

The contents of the semi-format of the OCT were related to a variety of
simulated “authentic” contexts, obtained mostly from the literature review, the informal
interview with the lecturers, and the researcher's observation. The contexts reflected
those encountered by adults in Thailand in the*course of their everyday lives. These

tasks involved both transactienaland interactionaluses-of language.

Possible topics

Task 1: Greeting, and.name ,‘

Task 2: Personal“information  related to educational background, or particular
interest ¥

Task 3: Familiar topics Such as famil& e;hd friends

Task 4: Controversial issues and soci.‘af'pf"oblems

s T

"
'_J._v

4. Test structure =

There were four parts of the OCT whiéﬁ were described below:

Task 1: Warm-up task

The test began with a warm-up task which might help the test-takers relax and became
accustomed to speéaking in response to the master tape. Therefore, there were no scores

given for this task.

Task 2: Interview task
The test-takers were required to give some personal information including three

questions.
Task 3: Description task

The test-takers had to describe in details about a concrete topic such as family or

friends.
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Task 4: Problem-solving task
The test-takers were placed in real-life situations and were asked to respond to them in
a socially and linguistically appropriate manner about controversial issues and social

problems. This task required the test-takers to give advice to solve problems.

5. Item type/ discourse form

The formats of the test consisted mainly of one-way exchanges (monologue)
where the test-takers were required to communicate information in response to the tape-
recorder. Some examples of the format were the interview, the description, and the

problem-solving.

6. Language functions
Speaking tasks of the fest tequired the test-takers to use a range of language
functions and sub-skills; suchs as’ describing, interpreting, narrating, explaining,

speculating, making suggestion and giving 6pini0ns.

7. Task format
The format was tape-mediated-and administered in a language laboratory.
Task-stimuli L
A variety of stimuli were used; sueh as a set of questions, and recorded dialogue.
Task-structure
A. Unplanned / Planned fasks
e Planned and unplanned activities were included.
e Planned tasks allowed'planning times-andiswere designed:-to elicit more complex
language.
e Unplanned tasks were designed to elicit sponitaneous language.
B. Open/ Closed tasks
e Open tasks referred to those which were open ended with a range of possible
solutions and closed tasks referred to tasks which had a restricted set of

responsces.

8. Scoring procedure
Each test-taker*s tape was marked by three trained raters in Thailand. Individual

tasks were assessed using appropriate scoring criteria such as fluency, grammatical
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structures, vocabulary, comprehension and cohesion. Each of these criteria was
accompanied by a set of six descriptors. All scoring was carried out on a Likert scale of
one to six (very poor to excellent). The rating scales of the OCT were provided in
Appendix F. After the raters finished rating in each category, they were required to rate
the overall score based on the given results and the provided descriptors. This was the
final score informed to the test-takers. These levels could be broadly defined using

holistic scales (adapted from O*Loughlin, 2001, and Schaefer, 2008) as follows:

Level 6 (Effective English communi¢aior): The test-taker can communicate
effectively in spoken English in a range of so¢ial*and work situations. Communication
is appropriate with a degree of fluency. Léinguage 1s grammatically accurate most of the
time with a wide range of veeabulaty which is used effectively in most situations.

Level 5 (Good English ;communicator): The test-taker can communicate
adequately in spoken English to handle cveryday communication in social, educational
and work situations. ‘Despite  some graﬁqmatical inaccuracies, the test-taker can
communicate with a fair degree of fluency. fVocabulary 1s wide enough to express most

ideas, particular in familiar §ituations, ‘)

Level 4 (Competent English commu;z_-i;q]tpr): The test-taker can communicate
general information in spoken English in?m_o-_snt everyday social situations. Basic
grammatical structures are uséd although | i;iaécuracies are frequent. Although
vocabulary is limited, most common concepts can be expressed.

Level 3 (Limited English communicator: The test-taker can communicate only
general meaning in verys familiar situations, There is a limited control of basic
grammatical stru€tures. Vocabulary is limited to ¢ommon words and phrases.

Level 2" (Extremely limited English communicator): The test-taker
communicates  with difficulties. {Thereé aie. some) probléems Jin. junderstanding and
expression; Frequent breakdowns in communication occur.

Level 1 (Non English communicator): The test-taker*“s ability to communicate in
spoken English is very low. It seems to be no practical speaking ability in English

beyond possibly a few isolated words.

The following table was the summary grid illustrating the overall construct of the OCT.

It involved test structure, different types of task, and language functions.
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Parts Tasks Functions Topics Activities Time
1 Warm-up | - This task can - Greetings | After greeting, 1 min
task help the test- - Name the test-takers

(No points) | takers relax and answer
become questions like
accustomed to “What"s your
speaking in full name?” in
response to the order to be
master tape. familiar with
the equipment
and adjust it.
2 Interview | Thetest-takers - Personal The test-takers | 2 mins
task can: information are required to
- Hafidle related to give some
uncefmplicated | | educational personal
gasks and'social background, | information.
situatiohs; “"or particular | There are three
< Answer *| interest questions in this
questignsirelated 4 part.
t0 simiple The test-takers
situations of daily |+ have about 10
life; e i seconds to
- Expressjhimiself .54 prepare for each
by using _— question and 30
appropriate tenses 4 seconds to
(past, present, and answer each
future). question.
3 Description | - Describe about | - Concrete The test-takers | 2 mins
task a conerete.and . |.and familiar, . have 30
familiar topic. topics such as| | seconds for
family and preparation and
friends one afid a half
minuig for
description
about a familiar
topic
4 Problem- | - Deal with Controversial | The test-takers | 3 mins
solving task | unfamiliar topics; | issues and are placed in
- Give advice to social real-life
solve a problem | problems situations and

- Express
opinions.

are asked to
respond to them
in a socially and
linguistically
appropriate
manner.

This task
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requires the
test-takers to
give advice to
solve problems.
They have 45
seconds for
preparation and
two minutes for
answering the
question.

3.3.2 Strategies Used in Speaking Task Inventory (SUSTI)

Based on the reviewsof litciature (Tarone, 1980; Feerch & Kasper, 1983; Canale,
1983; Bialystok, 1990; Peulisse, 1987, 1?93; Dornyet, 1995; Dornyei & Scott, 1995;
and Nakatani, 2005, 2000), a Likeut-type I‘(_)f questionnaire was developed to assess the
degrees and types of stratggies which“studé;n}"[ls use in oral communication. Participants
were asked to respond on the five-point Lil%,eﬁ7 scale ranging from one (never or almost
never true of me) to five (always true of me) All items in the questionnaire were
written in Thai to avoid the language problem: The questionnaire consisted of two parts:
Part 1: Demographic information.and Part 2: @;s-‘:(see Appendices A and B).

The researcher examined the validity, reliability, and the effects of types of CSs
on oral communicationrability. The nature of the students™CS use and the nature of oral
communication ability~measured by the students” previous speaking were first
investigated. Then, the researc¢her explored how the strategic process was related to the
students™ oral communicationzability. Finally; the effects of speaking strategies used on
students® oral communication ability across high and low-ability levels of students were
examined, However,.it should be noted that, in the main study, the/validated SUSTI was
used to assess the nature of students™ strategies used in speaking tasks, and the students*
ability in oral communication was assessed by using the developed Oral

Communication Test (OCT), instead of using the grade of a speaking course.

The rating scale of the SUSTI was chosen because of its validity, reliability,

practicality and the lack of social desirability response bias.
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Validation process

Regarding the validation of the SUSTI which was done in the pilot study, two

main stages were performed:

1. Priori validation:

With regard to the SUSTI*s preliminary study conducted in January-February
2008, a Likert-type questionnaire was developed, as the first draft used in the pilot
study, to assess the degrees and types of strategies which students used in oral
communication, and it included 35 test itcms.Patfticipants were asked to respond on the
five-point Likert scale ranging from on€ (never)-to-five (usually). All items in the
questionnaire were writtcn ia* Thai to avoid any comprehension problem. The
questionnaire in the pilot versionofthe test consists of two parts (see Appendices A and

B):

Part 1: Demographic infermation '8 questions (Filling in the form)
Part 2: Communication Stgategies “"7_27 questions (5-choices)
Total ‘ 35 questions

s T

"
.J'

Item-Objective Congruence (1OC) inciengi)vas used to improve the content and
construct validity. The IOC index was cons{ciéfé‘d by three-independent experts in the
field of language teaching who matched each item with the specific behaviour domain
to be observed. The critétia of selecting the experts were that all experts were related to
the field of language teaching as mentioned and had some background knowledge in

educational evalgation! They are’English leoturets at'thetniversity level.

2..Posteriori validation:

According to the judgement and comments of the three experts on the content
and construction of the SUSTI, the results of the SUSTI*s Item-Objective Congruence

(IOC) index were presented as follows:

Regarding the content validity of the SUSTI, the experts highly agreed that the
content of the SUSTI reflected the objectives of the questionnaire. However, one of the

experts suggested that the non-verbal communication aspects should be considered
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because they were somewhat skewed by cultural issues, and less valid (though
interesting). Furthermore, the experts believed that the SUSTI was appropriate to
measure CS use of the third year undergraduate students majoring in English. They also
strongly agreed that specific language used in the SUSTI could be found in real
conversation when speakers encounter language difficulty. The format of the SUSTI
was accepted by the experts that it was appropriate, straightforward, not too laborious,
and not over-complex. Finally, there were some experts” comments e.g., the researcher
should clarify the criteria of the scale one (usually) to five (never). For example,
»usually™ could be defined as the context exactly true for me (100%). The SUSTI
seemed to measure what it claimed to measute; and thus it might be concluded that the

content validity of the SUSTT was satisfadory.

With regard to the gonstruict validation, the result of IOC analysis indicated that
the average I0C index of the SUSTI'was 0.56. Additionally, 68.57% of the test items
had an IOC index equal‘to of more than 0.7., thich means that this 68.57% of the test
items were accepted and werg retained. Tha“L_was because they were congruent with the
test objectives and could measure what the ‘té'wétl".\vas intended to measure. On the other
hand, the rest of test items with the TOC 1n(ie;c !Jqf less than 0.7, should be revised or
rejected as they had unsatisfactory ability to h_,T‘_eé%ure what the test intended to measure
(see the IOC tally shectiand calculation in Appenalx D). Tof/sum up, the construct of the
SUSTI seemed, in general, to be accepted by the expeits. Most of the items were
retained and used in the main study, while two items (No.13 and 14) were rejected, and

another item (No.6) was revised.

From the "previous information, it could be concluded that both construct and
content validity of the, SUSTI were satisfactory, meaning thatit cOuld measure what it

claimed tormeasure.

After the pilot study of the SUSTI had been done, the revised version of the
SUSTI was developed. In the first part, question number one was rejected; and in the
second part two items (No.13 and 14) were rejected, and another item (No.6) was

revised. Thus, there are seven questions in Part 1, and 25 questions in Part 2.
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With regard to the second part of the SUSTI, Table 3.3 presents a taxonomy of

the CS types represented in each item.

Table 3.3: A Taxonomy of the Strategies Used in Speaking Task Inventory
(SUSTI) (25 items)

1. Risk-Taking strategies (RT) Items used

- Social affective strategies 5 items 2,13,17,19, 22
- Fluency-oriented strategies 2 items 1,9

- Accuracy-oriented strategies 4 iteras 3,6, 14,20

- Non-verbal strategies 3 items 4,18, 25

- Help-seeking strategies 3 items 7,11,21

- Circumlocution strategies Vitem 15

2. Risk-Avoidance strategies (RA)

- Message abandonment stiategies |2 iteh?'"s 8, 10

- Message reduction & Aldteration. | 3 iterAr}s 5,16,23
strategies 7 ‘ v

- Time-gaining strategies 2 itemg;:s_ ) | 12,24

Total: 25 items

Summary of the SUSTI guality

Test validity of the SUSTI

According to the defiiition of the testwalidity, a test is valid when the test can
measure what it/claims to be sheasuring. There ar¢ three aspects of validity that should
be considered, including content, construct, and concurrent validity (Brown, 1996: 231-
249). After the pilot stady of the SUSTI was done, the revised version of the SUSTI
was developed and validated again using the index of Item-Objective Congruence
(IOC) for the aspects of content and construct validity. The results of the validation

were illustrated as follows.

1). Content validation: In order to validate the content of the test, the researcher

should establish a consensus of informed opinions about the degrees of congruence

between the test items and specific behaviour domain to be tested by those items.
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Typically, convening of a panel of expert judges who rate the item-to-content

congruence according to some established criteria is required (Osterlind, 1998: 258).

The content validity of the SUSTI was estimated by means of needs analysis,
based on the literature reviews, and content analysis. Additionally, three experts in the
field of language teaching were asked to review the SUSTI by using the Item-Objective
Congruent Test Validating Form. After that, the index of the Item-Objective
Congruence (I0C) was analysed.

With regard to the results of content validity of the SUSTI, there were consensus
agreements among the three experts as the following aspects. Firstly, the content of the
SUSTI could reflect the speeificedescriptions of the domain that was intended to be
tested. Secondly, both content and format were appropriate to measure communicate
strategies used for the thisd year Thai undergraduate students majoring in English.
Moreover, the specific languageused in the SUSTI could be found in real conversation.

This aspect can be connegted to the high deér_ee of'authenticity.

According to the previous informatiéfl; it could be concluded that the content
validity of the SUSTI was satisfactory which means that the test could measure what it

claimed to measure.

2) Construct validity: According to Mousavi (1999), the word ,,construct” refers

to any underlying ability which is hypothesised in a language theory. Thus, a test will
have construct validity if it can be demonstrated that it measures the ability it is
supposed to measure. This type of validity assumes the existence of particular language
learningstheofies or constriicts=which aré¢ maderlyingithetacquisition? of abilities and
skills. A good example given from Mousavi (1999) is that if a course has adopted a
communicative approach to language teaching and learning, a test comprising multiple-
choice items will lack construct validity. In conclusion, the construct validation may

answer the question, ,,What does this test really measure?.

With regard to the SUSTI, the construct validity was estimated by consulting the
experts in the field of language teaching applying the Item-Objective Congruence (I0C)
index. Regarding the interpretation of the IOC index, if the IOC index of a test item 1is
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equal or more than 0.7, it was accepted regarding at least two experts agree with the
congruence. It means that the test item has acceptable degree of congruence with the
objective as it can measure what it is expected to be measuring. On the other hand, if
the IOC index of a test item is less than 0.7, it should be revised or rejected. The results
shows that the average IOC index of the SUSTI was 0.92. All of the test items had the
index equal to or more than 0.7, which means that these items were accepted and to be
kept. To sum up, the construct of the SUSTI seemed to be satisfied by the experts.

Thus, there was a degree of construct validity.

Reliability

Mousavi (1999) defined that reliability 1s one of qualities of test scores referring
to the consistency of meastires” across_different times, raters, test forms, and other
characteristics of the meagurement/ context. For example, the test scores cannot be
considered reliable indi€atows of ones indfilidual if a student receives a high score on
the test one day and a low /score on theull,-_same test two days later. The degree of
reliability of the test scores gan be est‘imated"tiy several methods.

Regarding the SUSTI, the researcher dec1ded to use Cronbach®s alpla method to
estimate the internal consistency of the fest. ThlS method is appropriate to be applied
when the test items arc mot scored as right or wrong, such as multiple choice tests. It,

moreover, is good for the item score taken on the range of values such as a Likert-scale,

and also for the test given only once.

The received reliability value of the SUSTI was at 0.80, meaning that there was
a high degree ©frelighility inythe SUSTL Theltest resultsiwould be tofisistent no matter

how many:times it was repeated.

Summary of stages in the research procedures

The following table was the summary of stages in the research procedures.
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Table 3.4: Stages in the Research Procedures

Strategies Used in Speaking Task Inventory Oral Communication Test (OCT)
(SUSTI)

A PRIORI VALIDATION

Stage 1:  Test specifications of the constructs

- Literature review - Literature review

- Needs analysis (based on the review) - Needs analysis (based on the review)

Stage 2: First Draft

- Item setting - Fask selection

- Small piloting - Seale development

- IOC index (experts” judgement for content and | =Small piloting

construct validity) - 10C index (experts™ judgement for content

and construct validity)

A POSTERIORT VALIDATION

Stage 3: | Pilot study

- Piloting the questionnaire (n541) ~| - Pilofting the OCT (n=20)

- Estimating reliability ( Cronbaeh®'s alphé) V; ,— JEstimating reliability (inter-rater reliability)
- Obtaining experts™ judgment J: Obtaining experts™ judgment

- Revising the instrument _?_Ige;yising the OCT

Stage 4: Main study

- Main study (n=100)

- Test administration

- Test results for investigating €Ssy(using SUSTI)and oral communication ability (OCT)

- Quantitative data analysis'(2x2 ANQVA), used to examine theleffects of the independent
variables

-Qualitative data'analysis«{Content analysis), used to investigate students with different language

abilities and communication strategies

3.3.3 Content analysis: a qualitative approach

Twelve speech samples of students performed in the OCT were analysed using
content analysis. Three speech samples were randomly selected from each cell. Then, in
order to conduct the content analysis, the test-takers™ speech records were transcribed,

and the observation of their non-verbal language used was considered. This was done
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to triangulate the results from the SUSTI, and presented types of CSs used by students
with different language ability levels.

3.4 Data collection

There were 100 students randomly selected from 300 third year English major
students in the Faculty of Humanities at the University of the Thai Chamber of
Commerce (UTCC), participating in_the main study. The process of the test
administration was done approximately within two months, between November and

December 2008.

In the main study, samples were assigned into four groups according to their
language ability and types of CSs,/and 25 students in each cell were randomly selected
in order to examine the effects’of each variable (language ability levels and types of
CSs) and the interaction effects between At’hem on their oral communication ability.

Table 3.5 presents the four groups of the sarhple.

Table 3.5: Four Groups of the Sample_l-:As_ﬁigned and Randomly Selected to

Participate in the Main Study s
Languagé Jbility groups

High ability level Low ability level
X1 (H-RT) X2 (L-RT)
Risk-Taking (RT) (n=25) (n=25)
Strategies X3 (H-RA) X4, (L-RA)
Risk-Avoidance (RA) (@25 (n=25)

Next, the qualitative data was collected from 12 subjects by using content
analysis, three samples were randomly selected from each cell. The test-takers™ speech
records from the OCT and the observation focusing on non-verbal language used were
considered. The findings were considered with the results of the SUSTI. Table 3.6

shows the four groups of subjects used in the content analysis.



122

Table 3.6: Four Groups of the Sample Randomly Selected to Participate in the

Content Analysis
Language ability groups
High ability level Low ability level
H- RT L-RT
Risk-Taking (RT) (ni25) (n=f§)
Strategies (n=3) (n=3)
H- RA L -RA
Risk-Avoidance (RA) (ni25 ) (n:fS )

(n=3) (n=3)

3.5 Data analysis
3.5.1 Data analyses for research questions 1, 2, and 3

According to the first three researchullquestions: (1) Do different language ability
levels have a significant effect on students bf%lll'éommunication ability? And if they do,
how much is the effect size?;(2) Do fypes of'C‘SJs have a significant effect on students™
oral communication ability? And. if they do,’HQV\&-{. much is the effect size?; (3) Is there
any significant interaction effect between dlffereht rlanguage ability levels and types of
CSs on students* oral communication ability? And if there is, how much is each effect
size? The data analysis for these three questions was the two-way analysis of variance
(2x2 ANOVA) which wassused to examine the following main effects and interaction

effect:

1, Ther effecty of) languageability fgrotips:high and~lowability groups, on
students® oral communication ability;

2. The effect of CSs: risk-taking (RT) and risk-avoidance strategies (RA), on
students™ oral communication ability;

3. The interaction effect between students™ language ability and types of CSs

on their oral communication ability.

To answer the hypotheses, the F-ratio of the estimates of the between group and

within-group variances was first calculated. Then, the value of the F-ratio in a table of
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F-values was considered in order to determine whether it was statistically significant or
not. If it is statistically significant, it means that the overall differences among the
groups are not due to chance. Therefore, the null-hypotheses are rejected and the effect

size was estimated (Bachman, 2004).

In conclusion, to answer the first, second, and third research questions regarding
the main effects of students™ language ability levels and types of CSs, and the
interaction effect between them on their oral communication ability, the 2x2 ANOVA

was used to compare the means of the students™ OCT scores.

3.5.2 Data analysisfor research question 4

To answer the fourth sesearch quéstion, the independent t-test and descriptive
statistics were computed t@ examine wheth@fnthere was a significant difference between
the students with high andflow abilitics in terms of using types of CSs towards the
SUSTI report. Content analysis using the data obtained from the audio-recorded OCT
was conducted to confirm amd crgss validate the findings from the questionnaire
analysis. #2744

According to the coding system used in this study, the transcriptions of students*
speech samples were analysed for the obvious features elicited from each type of CS in
order to differentiate between high- and low ability students in terms of the types of CS
used. For example, social-afféetive strategies‘have clear features of controlling anxiety
and avoiding silence«to/communicate smoothly. 'S¢, number of words produced was
compared with periods of silence. Moreover, as speakers use fluency-oriented strategies
to increase the clarity, of their speech, there was a comparison between the number of
words produced and the number of unclearly pronounced words. Another example
involves message-abandonment strategies tin which speakers give up on their attempts
to communicate by leaving messages unfinished. The use of such strategies was
detected through a comparison between the number of words produced and the number
of unfinished sentences in the response. The following table shows the coding system of

content analysis in this study.
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Table 3.7: Content Analysis for the Obvious Features Elicited from Each Type of

Communication Strategies

Types of CSs The use of such strategies detected through the

comparison between the number of words produced
and

Risk-taking strategies
1. Social-affective strategies Periods of silence.

2. Fluency-oriented The number ofunclearly pronounced words resulting
strategies from slips of the students™ tongues.

|
3. Accuracy-oriented s The number of fatlures or grammatical mistakes, and
strategies s 3 tieripts at self-correction.

4. Non-verbal strategies/ Conductiﬂg the observation instead.

5. Help-seeking strategie Fréquency-of pauses.
6. Circumlocution
strategies

NX

The numben of indirect and unclear sentences.

dd

Risk-avoidance strategie A v dia

-

s 'I.,,J

1. Message-abandonment The number of unfinished sentences.

o

strategies b S
:i
2. Message-reduction and—

alteration strategics - words.
|

3. Time-gaining strategies  The number of fillers or hesitations.

rds used to replace the target




CHAPTER 1V
RESULTS AND DISCUSSIONS

This chapter presented the results and discussions of the research entitled “The
Effects of English Language Ability and Types of Communication Strategies on Oral
Communication Ability of Thai University Students”. The purposes of this study were:

- to examine the effect of language ability levels on their oral communication
ability, and to investigate the effect size;

- to examine the effect of types of commuaication strategies (CSs) on students”
oral communication ability, and to investigate the effect size;

- to investigate the.interaction efféct between students with different language
ability levels and*"types .of communication strategies (CSs) on their oral
communication ability,and to inveétigate the effect size; and

- to investigate types of communicaﬁbn strategies which are used by students
with different language ability levels,

with the following research hypotheses: ] b 4

- HO:: There is no significant effect of students with different language ability

levels on their oral communication ahiﬁﬁes.

- HO:: Types of CSs have no signiﬁca;l_-t,éffect on students™ oral communication

abilities.

- Hos: There 18 no significant interaction effect between language ability levels

and types of CSs on students™ oral communication abilities.

Regarding thetproposed hypotheses, it was found that there were two rejected

hypotheses and one accepted hypothesis. The detailsswere provideddnrthis chapter.

The data were presented in tables and figures and the interpretations of them
were done in prose. The data were presented and discussed in four sections as follows:
Section one: Discussion about students® English language ability
Section two: Results of students™ oral communication ability towards the OCT
Section three: Results and discussions of the main effects of, and interaction
effects between language ability levels and types of CSs on

students” oral communication ability; including their effect sizes
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Section four: Results of students™ communication strategies used in speaking
tasks towards the SUSTI and reports of content analysis of using

CSs towards the speech samples of the OCT

Section one: Discussion about students’ English language ability

As students” English language ability was one of the examined variables, 300
students were categorized into two groups, high and low abilities, based on their average
grades of their English speaking course, the highestand the lowest grades that they received in
their previous English courses:=So, the two groups®of language ability levels referred to the
overall language ability, rather than the spéaking ability. Standard deviations were used to
divide the students into two_groups: the high and low ability groups. The high ability group
consisted of the students whe obtained average grades above the +1 S.D. in their English
courses and the low ability group ¢ontained the students whose grades were lower than -1 S.D.

from the courses.

The mean of the 300 students™ averag'e' grades and the S.D. were calculated and
oy,

presented in Table 4.1. =

Table 4.1: Descriptive Statistics of the Students’ Average Grades

Summary of Students' Average Grades

Mean 3.13
Standard Error 0.02
Median 3.13
Mode 3.10
Standard-Deviation 0.36
Sample Variance 0.13
Range 2.17
Minimum 1.83
Maximum 4.00
Count (n) 300

After computing, the mean of the students™ average grades was equal to 3.13,
while the S.D. was 0.36. Therefore, +1 S.D. is 3.49 and -1 S.D. was 2.77. It might be
concluded that the high-English language ability group could be defined as the students
who obtained the average grade more than 3.49, while the low ability group was the

students whose average grade was lower than 2.77.
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Section two: Results of students’ oral communication ability towards the OCT

In order to investigate the students* oral communication ability, the students had
to be assessed through the Oral Communication Test (OCT). The OCT comprised four
sub-tasks: a warm-up task, an interview task, a description task, and a problem-solving
task. As it was a semi-direct speaking test, the test-takers were required to communicate
information in response to the tape-recorder. After that, their speech records were rated

by three trained raters and the average scores were obtained as the overall score.

According to the OCT seales (modified from O*Loughlin, 2007; and Schaefer,
2008; see Appendix F), it seemed.to be effective becatise the scales were related to one
another and also distincted enough so that each seale provided information about a
unique aspect of a teststakers’ Oral communication ability. Because of these
qualifications of the scalesy” Sawaki (2007) pointed out that convergent validity and
discriminant validity of the seales are provia‘iedﬁ.

J

After rating, the results show that there wereno students who reach level 6. The
majority of the students™ oral cornmumcatloniaf)lhty scores were in the range from level
3 to 5, whereas the minority of the group is clasmﬁed in level 2 and level 1. As it can be

seen from Table 4.2, there are 8 80% (22 from 250 students) who are in level 2, and
5.20% (13 students) who are classified as level 1.
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Table 4.2: Results of Students’ Oral Communication Ability

Level No. of students Percentages
Level 6 0 0

Level 5 44 17.60

Level 4 98 39.20

Level 3 73 29.20

Level 2 22 8.80

Level 1 13 5.20

n= 250

It seemed that the test-takets mi|ght be able to fairly communicate general
information with spokensEnglishy especial‘ly# in familiar situations. Some limitations of
their spoken English usegoccurred due to iﬁe fact that there was a limited control of
basic grammatical structurgs, and a lack ofvocabulary in their word-banks. In spite of
some limitations, it appeargd that .almost j’a_ll of the students were able to express

common concepts or ideas that the task requii:és.

Py _J._v

Section three: Results and discussions of the main effects, interaction effects and
their effect sizes between language ability levels and types of CSs on students’ oral

communication ability

After 250.students,were.identified, by.their language. ability level (high or low
ability level), by types of CSs (risk=taking or risk-avoidance strategies) reported from
the SUSTI, and by their oral communication abilitys(scores from the OCT), they were
assigned‘into four groups. The four groups consisted of the groups.of students with: (1)
high language ability level & risk-taking strategies, (2) high language ability level &
risk-avoidance strategies, (3) low language ability level & risk-taking strategies, and (4)
low language ability level & risk-avoidance strategies. When these 250 students were
assigned into four groups, 100 samples (25 in each group) were randomly selected to

participate in the main study.



Risk-taking (RT)
Strategies

Risk-Avoidance (RA)

Language ability groups

High ability level (H)  Low ability level (L)
X1=4.40 (H-RT) | X2=2.52 (L-RT)
(n=25) (n=25)
X3=4.16 (H-RA) | X4=2.00 (L-RA)
(n=25) (n=25)
Xu =428 XL=12.26

X rRT= 3.46

Xra = 3.08

Figure 4.1: ANOVA Sample Means

According to Figure 4.1, the data shows that the mean scores of the Oral
Communication Test (OCT) forboth groups of high language ability students were
higher than those for low language ability students and the average performance for
students using risk-taking steategies was ‘hifgher than that of the students using risk-

avoidance strategies. -

In order to answer the first, the seclmd; and the third research questions, the
analysis of ANOVA was conducted:'As rega'ﬂﬁs the effects of language ability and types
of communication strategies on. the OCT; éébres (based on the students™ oral
communication ability) of Thai-university 'étiicfe‘nts, the effects of language ability
(refers to high and low ability-gioups)-and-types-of comimunication strategies (refers to

risk-taking and risk-avotdance strategies) are presented in-“table 4.3 below.

Table 4.3: ANOVA for Gains in Oral Conimunication Ability Related to Types of
Communication:Strategies (CSs) and Language Ability Levels

Source SS df Mean F Sig. Partial Eta
Square Squared

LANGUAGE 102.010 1 ©4102.010 ©235.408%*! 2,000 710

ABILITY

TYPES OF CSs 3.610 1 3.610 8.331** .005 .080

ABILITY* 490 1 490 1.131 290 012

TYPES OF CSs

Error 41.600 96 433

Total 1217.000 100

Corrected Total 147.710 99

e p<.01
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Regarding the ANOVA, the first consideration was the ratio between SS (error)
and SS (total) which was regarded as the needed assumption. This must be considered
before moving to the conclusion of the hypothesis testing. If this condition was
neglected and the researcher rushed to the conclusion of the hypothesis testing results, it

might lead to erroneous conclusions.

According to Table 4.3, the SS (error) in this study was equal to 41.6 while the
SS (total) was 147.71. It could be seen that SS (error) value was very little compared
with SS (total) value. It means that this researchiwas well controlled from the effect of
other external variables. It could be implied that.most of the variations were caused by

the change of the factors within the research study 1tself.

When examining the F-value of the SS of the language ability level factor, it
could be seen that its valueswag mueh more than the value of the types of strategies. It
means that when changing the value of thef\far;}guage ability level while focusing on the
same group of the types of strategies, it affei;ted the output (oral communication ability)

more than the change of the types of s‘trategi:e-s; of the same language ability group.

"
'_J._v

Regarding the hypothesis testing of?_th-_is research study, there were three
hypotheses which wer¢ tested usiﬁg ANOVA. Tﬁ_é:y were:

Ho:: There is no significant effect of students with different language ability
levels on their oral communication abilities.

HoO:: The types|of €Ss have no significant effect on students* oral communication
abilities:.

HosThereis noysignificatit ifiteraction effectbetiveen lafigudge @bility levels and

types of CSs on students™ oral communication abilities.

To answer the hypotheses, if the F-ratio of the estimates between groups and
within-group variances is larger than the F-critical, it means that the overall difference
among the groups is not due to chance. Therefore, the null-hypotheses are rejected
(Bachman, 2004). According to the results from the ANOVA report (Table 4.3), the

observed values of F would be compared with their critical values. The critical value of
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F is 3.94 for the .05 level, so the first and second null-hypotheses of this study were

rejected, while the third one was accepted.

Focusing on the first hypothesis: the main effect of the factor of language ability
levels on students™ oral communication ability (Table 4.3), the F-calculated was 235.41
which was larger than the F-critical (3.94) for the .05 level. Therefore, it could be
concluded that the difference in language ability levels (High and Low language ability
levels) had a significant effect on the students™ oral communication ability, F(1, 96) =
235.41, p < .05, np2= 0.71. The high language ability group outperformed the low
language ability group. Figure 4.2 illustrates that.the students with high language ability
were likely to have high ability in oral communication, while students with low
language ability might haye-low ability“ in oral communication. The high language
ability students performed significautly bétter than those from the low language ability
group. The mean of the firstgroup was 4.28, but the mean of the second one was 2.26.

— il

With regard to the effect size, the partial Eta squared [np2 = SSeffect / (SSeffect +
SSerror)], Was employed. Accordlng to Hopklns (2002), the effect size was very large
(n = 0.71) which means hlgh language ab1ht~y students and low language ability

students were very different in thelr oral comrmlmcatlon abilities.

,‘_,_.
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Figure 4.2: The Effects of Language Ability Levels on Oral Communication Ability
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From the analysis, it could be concluded that language ability had an effect on
the oral communication ability observed from the OCT scores. The findings revealed
that the OCT could significantly distinguish the students with high language ability
from those with low language ability. In other words, the two high language ability
groups (high/RT and high/RA) performed better than the two low language ability
groups (low/RT and low/RA), no matter what types of CSs they employed. This might
indicate that the factor of English language ability levels had a stronger effect on the
success in the OCT performance than the factor of types of CSs. This finding did not go
beyond the expectation that students with higher language ability could have higher
ability in oral communication. It was in agrécment with the study of Chen (1990)
stating that the high ability students obtained a-inean score significantly higher than the
score achieved by the low ability.ones in terms oral eommunication ability. This might
also reinforce the idea of Brown (2001) that successful oral communication required
enough degree of knowledge of dinguistic abilities.

Focusing on the' second main é:fféct, types of CSs on students™ oral
communication ability, the/result from Tal‘jl-{;' 43 shows that the F-calculated of this
variable was 8.33 which was larger than ?;§4Jat the .05 level. Thus, it might be
concluded that the different types of commli_ﬁiéz;tion strategies the students use (risk-
taking strategies and risk-avoidanée—strategiésl)- -é}féct their ©0ral communication ability,
F(1, 96) = 8.33, p < .03, np2= 0.08. In other words, there was a significant effect of
types of CSs on students’f oral communication ability. It could be seen from Figure 4.3
that the students who used- risk-taking strategies performed significantly better in oral
communication 'than the students applying risk-avoidance ;strategies. The mean of the

former was 3.46, while the mean of the latter was 3.08. (see Figure 4.3).

However, the partial Eta squared value (11132 = 0.08) indicated that this was a
relatively small effect size (Hopkins, 2002), which means the students using risk-taking
strategies and those using risk-avoidance strategies were a little different in performing

the OCT.
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Figure 4.3: The Effects of cation Ability

The findings sho 0 inguish between the students

using risk-taking strategics an ¢ usingirisk-z ’ ance strategies, even though there
was not much difference between the means \ \ groups. The reasons underlying
this finding might be attributed oéilﬁ S \ he test. The Oral Communication

Test (OCT) was intentionally deyeloped wit format of a semi-direct speaking test

to avoid bias from interlocutor e

e -#

e that the human interlocutors might
introduce a threat to_reli sfie 9915 Stansfield & Kenyon, 1992a,
1992b, 1992¢; cited in Fu w‘f’ ed the test-takers to speak
into a microphone afterEeing given a prompt to speak, @ the tasks seemed to be less
interactive as a monologic.speech. Therefore, some CSs used e.g., help-seeking

strategies and nﬂ %Ht@ %E}% § w Hq ﬂar from the semi-direct

test. Thus, the 1nM‘act10n appeared to be the heart of testing speakin J (Fulcher, 2003).

This ra ﬁ 1ﬁ ng ﬂr{gm E;I;ﬁgﬁ ntamed more
s1tuat10ns admg to elicit more functions (Luoma, 1 it interactive tasks,

the test-takers seemed to be unenthusiastic to rely heavily on the use of CSs. The high
and low-proficiency students thus made the maximum use of their available linguistic
skills. That was why the mean score of risk-taking strategies group was not greatly
different from that of risk-avoidance strategies group. This suggests that the degree of
interaction played an important role in the speaking test. O“Loughlin (2001: 169)
supported that despite the problem of interlocutor variability, the face-to-face speaking
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test was to be preferred in most situations where practical considerations allowed one to
be used. However, further research studies directed specifically to this issue were
needed. The computer-mediated tests might be applied to bridge the gap between the

direct- and semi-direct speaking tests.

With regard to the interactional effect between CSs and language ability levels,
the result shows that there was no significant interaction effect on the oral
communication ability, F(1, 96) = 1.13, j}f .05, np2 0.01. For better understanding, the
best way to interpret the interaction was [ t e means of the groups. The figure
could make it easier for the researchers afé_;;eaders to understand what had
happened between the le\W ‘facton (Hatch.gthady, 1982). Figure 4.4 yields

the result, illustrating th Ss ‘and language ab111ty levels affected the oral
communication ability in the samed iré ion.
/ PR »
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the Students’ Oral Communication Ability

To answer the third hypothesis, Figure 4.4 indicates that there was no significant
interaction effect between CSs and language ability levels on the students™ oral
communication abilities. Therefore, the null hypothesis stated that there was no
significant interaction effect between language ability levels and types of CSs on

students® oral communication abilities was accepted. However, from the graph it could
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be said that the students with the high language ability level who used risk-taking
strategies performed better than the students with the same level who used risk-
avoidance strategies. The mean of the former was 4.40 while that of the latter was 4.16.
Similarly, the students from the low ability group who used risk-taking strategies could
gain slightly higher scores in the oral communication test than those from the risk-
avoidance strategy group. The means were 2.52 and 2.00 respectively. It might be
concluded that both language ability groups were better in their communication abilities

when they used risk-taking strategies.

The finding indicates that there was no.significant interaction effect between
language ability and types of CSs on the OCT scores. The reasons which probably

explain this finding were as follows:

Language ability, as the cuitéria set in this study at or above +1 standard
deviation for high language @bility studentg and at or below -1 standard deviation for
low language ability students, possibly had"!a_ weak relationship with types of CSs. The
range between -1 S.D. and 1 S.D. mlght not constitute a large enough gap to
distinguish high and low language ability sf&ﬁéqgs. From this point, it was possible to
conclude that the students might. not have be_ffc'_ﬂ -_;as proficient as expected or had very
low language ability. As a result,‘no interacﬁéﬁéi effect between language ability and

types of CSs could be'found in this study.

In addition, no traiping of using CS for the students might lead to no significant
interaction. Thatawas why the scores-of OCT between the H/RT group and H/RA, and
between the L/RT and the L/RA were not much different. Especially, the poor students
who might Aot know what:CSs:1e0k /like! should be, at least] introducéd about the CSs
before thestest administration. Giving the students a picture of CSs and raising their
awareness of strategies that they might use to solve communication problems could
develop their oral communication ability (Nakatani, 2005). However, the degree of the
oral proficiency development was still mainly based on the students®™ potential language

ability.
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Section four: Results of students’ communication strategy used in speaking tasks
towards the SUSTI and reports of content analysis of using CSs towards the

speech samples of the OCT

In order to answer the fourth research question, there was no significant
difference in types of CS used by students with different language ability levels, a
hundred students (50 high language ability students, and 50 low ones) were randomly
selected from 250 third-year students studying at the University of the Thai Chamber of
Commerce between January and February 2009. These samples were required to

complete the questionnaire (SUSTI) right afteitheyfinished the speaking test (OCT).

Once collected, the data_from the SUSTI were transferred to databases (Excel
and SPSS) which enabled the data to be analysed. The following steps were employed.

1. The frequency of each'strategy statement and the overall frequency of the CSs
that the students used were calculated.

2. The data were gxamined for pattefns of strategy use across all students. Also,
the students were grouped aecording to their lénéuage proficiency levels.

3. And independent ¢-gest was used iﬁ*'{)fdﬁa_,r to investigate whether there was any
significant difference in the reported frequengy of communication strategies (CSs) used

by high and low- language ability students.

Focusing on the overall report frequency of strategy use across all students, the
results of the SUSTI were analysed. Table 4.4 presents the demographic information of
100 test-takers. It'was found that there were 18 males.and 82 females, who filled out the
questionnaire. Most test-takers were aged between 20-22 years old and were third-year
studentssat the-Umiiversityl of thezThai Chambeér of Conminiercel Additionally, their Grade
Point Average (GPA) ranged from 2.00 to 4.00. They had enrolled in the speaking
course, and their grades for this course ranged from D+ to A. Most of them (86%)
received Grade A and B+ as the highest grade from their previous English courses,
while the lowest grade they received seem to be various ranging from B+ to F.
Furthermore, there were eight test-takers who had taken the TOEFL test before; two
had taken the IELTS; 36 students had taken the TOEIC test; and other six had taken
more than one standardized test. However, the majority of the test-takers, 48 per cent,

have not taken any standardized tests before.



Table 4.4: The Test-takers’ Information towards the SUSTI

Strategies Used in Speaking Task Inventory (SUSTI) (English Version)

Part One: Demographic Information

Background Total/ Per cent
1. Gender:
Male 18
Female 82
2. Age:
Less than 17 0
17-19 1
20-22 94
More than 23 5
3. GPA:
Less than 2.00 0
2.00-2.50 19
2.51-3.00 33
3.01-3.50 29
3.51-4.00 19
4. The grade you received in the
A 29
B+ 22
B 22
C+ 14
C 10
D+ 3
D 0
F 0
5. The highest grade you rece
A 60
B+ 26
: ﬂumwsmwmm w
C+ 3
1
0
0
“Q waﬂn‘imuwrmmaao
6. The lowest grade you received in a previous English course:
A 0
B+ 11
B 14
C+ 25
C 26
D+ 10
D 10
F 4

137



7. Standardized tests taken

TOEFL

IELTS

TOEIC

Never taken any standardized tests
Others
CU-TEP+TOEIC
TOEFL+TOEIC

W
AT AR ™

n=100
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Table 4.5 illustrates the test-takers’’ communication strategy used in the SUSTL

The 25 items were in Part Two of the SUSTL The test-takers were required to rate their

use of communication strategy-when they communieate in English. The criteria were

ranged from Usually (5) to Nevew(1).. However, in order to be more precise and to

make it easier to interpret and.uinderstand, the items of Part Two were rearranged

according to the ranking of the mean.

. &

Table 4.5: The Percentage, Mean, Standard Deviation and the Interpretation of

the Frequency of Students’ Communication Strategies Used in the SUSTI

During a communication in English, .........c0n. ...

-------------

5

o 2 r Inter-
. Usually Mainly Some- Rarely Never X S.D. reta-
No. Questions (%) (%) Times [ (%) (%) p .e
g tion
(%0)
5 1 use words which are-familiar to me. 70 30 U540 ¢ 471 046 Usually
(Message-reduction strategies)
18 I use gestures if I cannot. express 32 54 122 419 071 Mainly
myself. (Non-venbal stratégies)
14 1 correct myself ‘when I notice that I 29 4 122 417 067  Mainly
have made a mistake.
(Accuracy-oriented strategies)
21 T ask for repetition; such as ,pardon?", 37 39 22 2 412 084  Mainly
or ,could you say it again?“, when a
message is not clear to me.
(Help-seeking strategies)
4  When I am talking, I try to make eye- 27 59 14 0 410  0.66  Mainly
contact. (Non-verbal strategies)
2 Itry to relax when I feel anxious. 20 61 le 3 3.97  0.69 Some
(Social-affective strategies) times
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13 Ttry to enjoy the conversation. 29 54 122 3.97 091 Some
(Social-affective strategies) times

16 T reduce the message and use simple 15 61 24 0 393 0.6l Some
expressions. times
(Message-reduction strategies)

23 1 replace the original message with 20 st 260 393 084  Some
another message because of feeling times
incapable of executing my original
intent. (Message-reduction strategies)

22 1 actively encourage myself to express 20 46 26 5 3.88  0.84 Some
what I want to say. times
(Social-affective strategies)

7  When the message is not clear; Task my 19 41 &2 385 094 Some
participants for clarificationdirectly. times
(Help-seeking strategies)

15 1 describe the characteristics Jof /the 12 64, 22, 2 3.83  0.63 Some
object instead of using the exact/wond times
when I am not sure. -

(Circumlocution strategies)

20 I pay attention to grammar and word- e 4 A8 3.63 077 Some
order. (Accuracy-oriented strategies) times

9 I pay attention to the intonation and 2005083778 3110 3.63 094 Some
pronunciation. times
(Fluency-oriented strategies)

12 1 use fillers; such as wels-you-know; 22 Ll =8 3.63 1.02 Some
okay, umm, or uh* whean'I do not know times
what to say. (Time-gaining strategies)

17 1 encourage myself to use English even 10 46 44 0 3.61  0.67 Some
though this may ¢ausé mistakes. times
(Social-affective strategies)

19 1 give a good impression to the listener. 10 445 46 0 3.61  0.63 Some
(Social-affective strategies) times

25 I use facral expressions if I cannot 27 27 34 12 3.54 095 Some
express what [ want to say. times
(Non-verbal strategies)

1 Ipay attention to the conversation flow, 10 36 47 7 349 078 Some
and avoid silence. times
(Fluency-oriented strategies)

6 I think of what I want to say in Thai, 10 4130 19 3.39 092 Some
then construct the English sentence. times

(Accuracy-oriented strategies)
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3

I notice myself using an expression
which fits a rule that I have learned.
(Accuracy-oriented strategies)

32

60

3.32

0.61

Some
times

11

I try to elicit help from my interlocutor
indirectly; such as using rising

22

61

10

3.02

0.79

Some
times

intonation. (Help-seeking strategies)

10

I give up expressing a message if I 5 1739 32 7 2.78 096  Rarely

cannot make myself understood.
(Message-abandonment strategies)

If T face some language difficulties, I 2 12 46 28 12 263 091  Rarely

will leave a message unfinished.
(Message-abandonment strategies)

24

I use some phrases; like ,jt is-a good 2 237 27 22 241 095  Rarely

question.” or ,jt is rather “difficult to
explain®, in order to gain .more time to
think what I should say.

(Time-gaining strategies)

n= 100

The average repeorted frequency d!f_ the CSs use was calculated across all
students for each strategy, as presented in Table 4.5. It seemed that the trend of using
communication strategies were likely to bé -Ifc_-lt- the high-end of the continuum. There
were five out of 25 items (20%) that were sel?ci_:fejd by the test-takers as these strategies
were used “mainly”; 17 items ‘(68%) weré"é_téfed as these strategies were used
“sometimes”; and thrce items (12%) were reported as these strategies were used

“rarely”.

The mostfrequent communication strategy that the test-takers used during their
communication in“English was ,,using familiar words®. The test-takers usually used this
strategy (Xs=4.71)~This item-was| under ‘nessageiréduction strategies, which was a
sub-strategy of risk-avoidance strategies. It might be interpreted that most students, no
matter what levels of their language ability were, tend not to select words or structures

they were unfamiliar with as to avoid making mistakes.

In addition, the second rank of students communication strategy use went to

non-verbal strategies. The students reported in Item 18 that they mainly used gestures to
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enhance their communication (Xis= 4.19). It seemed that they employed this kind of

strategies as behaviour aids to verbal output (Lazaraton, 2002).

The third rank came to Item 14, the students mainly corrected their utterances
when making mistakes in conversation (YMZ 4.17). As this item was under accuracy-
oriented strategies, it seemed that the students were willing to be conscious with the
correctness of their utterances. If they noticed the mistakes, they were not reluctant to
correct them with new utterance they thought it was more accurate or appropriate than
what they had just said. In fact, students withslow language ability level might not
notice the mistakes produced, thus they mightuse"accuracy-oriented strategies less than
the higher language proficiency.students. :fhis topic.was further discussed in the section
of content analysis (Page 148).

|‘

Moreover, the fousth rank 'goes fo Item 21 which was under help-seeking
strategies. It shows that the Students mainl-}:l asked for repetition when a message was
not clear for them (Xz1= 4. 12)F The restilt ir;dica_tes that the students tended to be active
and not to be afraid of losing face Whén tumi;r%g to others for help.

Corresponding with Item 18 which wé?gr_’lder non-verbal strategies, the students
also reported in Item 4 that they mainly made eye-contact' with their participants (Xa=
4.10). It can be seen that the students believed that non-verbal strategies were effective

in helping them enhance the communication breakdown.

Considering Items 2 and 13, the test-takers reported that they sometimes used
these social-affective strategies. The results show that when the students felt anxious,
they tended to, manage their anxiety with relaxation|(Xo=3.97), and fried to enjoy the

conversation (X13= 3.97).

Interestingly, the bottom three strategies that the students use least were under
risk-avoidance strategies, which were “giving up expressing a message” (710=2.78),
“leaving a message unfinished” (Xs=2.63) (Message-Abandonment strategies), and
“using some phrases, like ,,t"s a good question” to gain more time to think (X24=2.41)

(Time-Gaining strategies).
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Focusing on Item 24 which was under time-gaining strategies, the students
sometimes used this type of strategies (X24= 2.41). They tended not to use some
phrases, like ,,it is a good question®, to gain more time to think what to say. It might be
because this pattern of the strategies might relate more to the Western culture than
Eastern culture. Thus, students might be reluctant to use sentences like this to gain
thinking-time. Meanwhile, regarding Item 12 “using fillers” which was under the same
strategies, the test-takers tended to use this strategy much more frequently, as the mean
value was 3.97. It might be inferred from this information that although the two
patterns were under the same strategy, the test-takers might select some that they were

familiar with or they though it was the most cifCetive.

In order to investigate the differences in types of CSs used by students with
different language ability.devels (high and low levels), the reported frequency of
strategy use towards SUSTI by these' two groups of students were focused. This was
done in order to answerthe fousth research auqstion. Additionally, the results of content
analysis of 12 speech samples performedx‘:_in the OCT were aimed to conduct the
qualitative analysis in order to obtain the-“;i-:i';.lfgrmation in depth, and triangulate the

results of the SUSTI here.

vl
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After dividing the samplleri‘nto two groﬁbs_;q(liigh and/low ability), their reports on
the use of communicaiion strategies were analysed by comparing the mean of the
frequency they used in each sub-strategy. The results of t-test and descriptive statistics
of the low and high English.language ability ,groups using communication strategies

towards the SUSTI are illustrated in Fable 4.6!
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Table 4.6: The Nine Communication Strategies (CSs) Employed by the Low and
High English Proficiency Groups towards the SUSTI

High proficiency Low proficiency
Categories Mean SD Mean SD t-value Mean
(n=50) (n=50) Comparison
Risk-taking strategies
1. Social-affective strategies 3.84 0.38 3.33 0.52 5.07%** H>L
2. Fluency-oriented strategies 3.97 , 0.63 341 0.51 4,54%*%* H>L
3. Accuracy-oriented strategies ~ 3.64  0.47 3.52 0.37 1.44 NS
4. Non-verbal strategies 397 0.40 3.85 0.50 1.34 NS
5. Help-seeking strategies 3:85 0.49 3.41 053 5.40*** H>L
6. Circumlocution strategies 44007 /.0.78 3.67 0.74 2.23%* H>L
Total 3.88//0.14 353 0.19 4.43** H>L
Risk-avoidance strategies 7
1. Message-abandonment sfrategics'3.06 ~0.59"° 3.00 0.45 0.61 NS
2. Message-reduction and 407 0.53 3.86 0.93 1.37 NS
alteration strategies b 4
3. Time-gaining strategies 28250365 3.22 0.51 3.65%* L>H
Total 332 0.66 . 336 045 0.09 NS

H = high language ability students, L = low language abiiit‘y. students, NS = no significant difference
*p<.05, **p<.01, **Hp=-004

A t-test was performed on the comparison of the means of CSs used by the two
groups. The results,in ;Table 4.6 indicated. that, there- was a.significant difference
between the two groups-in the employment of risk=taking strategies. The high ability
group employed risk-taking strategies significantlysmore than thé.low ability group.
The t-value was 4.43. When examining. the sub-categories, the high ability students
used social-affective, fluency-oriented, help-seeking, and circumlocution strategies
significantly more frequently than the low ability students, the #-values being 5.17, 4.54,
5.40, and 2.23 respectively.

In the overall risk-avoidance strategies, there was no significant difference
between the two groups. The ¢-value was .09. However, it was interesting to find that

the low ability students used time-gaining strategies more frequently than their
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counterparts, the #-value being 3.65. This was probably because time-gaining strategies
were surface strategies which did not involve making connections between known and
unknown knowledge (Leaver et al., 2005). It was possible that the low ability students
who had more difficulties due to their limited L2 knowledge had to resort to using this
type of strategies more frequently to compensate for their limitations (Qingquan et al.,
2008). Also, the use of time-gaining strategies did not need much effort and time and it

contributed less to language learning (Leaver et al., 2005).

The explanations underlying the findings might be as follows. Although the
students exploited similar sources to compensatc.for their insufficient knowledge of the
target language, the proportion of the sources they drew upon might differ, based on
their language ability levels.dt cotlld be seen that the high ability students who had a
greater formal control overthe target language, and were therefore in a better position
to rely upon their knowledge of the target language, would certainly prefer to choose
risk-taking strategies which were more acti{(é, enthusiastic, and meaningful CSs.

As for the low ability students, their":liﬂr:nited language ability prevented them
from relying upon linguistic-based €Ss bec;il-sej_vthese CSs drew heavily on students™
formal knowledge of the target language. Tﬁus, they tried to compensate for this by
drawing upon their wonld knowledge instead.‘ A§ Aar result, they tended to employ risk-

avoidance strategies, especially time-gaining strategies.

The last reason might relate to the cultural characteristics. Unlike the Western,
the stereotypes ©f Thal students tended t0 be, more passive and silence-oriented
(Kirtikara, 2000)."Therefore, the low ability students were more comfortable to employ
risk-avoidancérstrategies; otitstandinglyiusing hesitations and-unfinished sentences, to

solve problems in communication.

Considering each sub-strategy, it might be pointed out that message-reduction

and alteration strategies were outstanding because this type of communication strategies

were used most in both groups of students (The means are 4.07 and 3.86). It could be
inferred that either the students were in the high or low-proficiency group, they
generally tended to use familiar expressions that they could use confidently in order to

avoid a communication breakdown. They might try to avoid taking risks by using new
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or unfamiliar words, even though they sometimes realized that their utterances were far

from their communication goal.

With regard to types of risk-taking strategies, there was a significant difference

in the use of social-affective strategies, and fluency-oriented strategies between the two

proficiency groups. The high language ability group reported that they were likely to
use these two strategies in order to enhance their communication. This finding
corresponded to the study of Nakatani (2006) showing that there were significant
differences between high and low language proficiency groups in reporting the use of
social-affective strategies and fluency-oriented strategies. The results might indicate
that students who recognized their use of these two types of strategies might be higher
level English speakers as they werec aware of using strategies for controlling some
affective factors, and they also’ realized the use of strategies for keeping the
conversation flow. The reasons for the high language ability students reported more use
of these strategies might besthat the highéf—qbility group tended to take more risk in
actively encouraging themselyes to expressfyvhat they wanted to say, even though this
could cause mistakes. When they felt anxibiiw's,l".they also tried to relax, therefore, the

stress cannot interfere with their communication.

Regarding the significant difference in'elinploying social-affective strategies, it

could be inferred that the students with high ability level often take a positive attitude
towards English while the low ability ones werc not likely to do so. It plausibly
indicates that the high ability students knew,better how to regulate their emotions by
coping more efficiently with occurred emotional problems and’tended to intentionally
seek out opportunities to interact with the target language communicatively in order to
enhancestheitfproficicney of the target langnage than theirlowyability students (Stern,

1983; Qingquan et al., 2008).

For using fluency-oriented strategies, a significant difference was found

between the two groups. This seemed to support the idea that the higher level group
might emphasize keeping the conversation flow, and also avoid silence which could
lead to a conversation ending. They attempted to speak clearly with correct

pronunciation and intonation as they were able to do so. This reflected an awareness of
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the communicative nature of the language. They might also have their confidence in

their ability to manage any communication breakdown.

With regard to using accuracy-oriented strategies, the use of this kind of CSs,

involving noticing and correcting English mistakes, required a positive attitude towards
mistakes and the ability to monitor the language production which leads to accuracy in
language use (Qingquan et al., 2008). In other words, the use of such strategy needed a
certain level of language ability. Therefore, the high ability students who reached that
level of language ability were able to be aware of their mistakes and correct them.
However, the SUSTI result shows that there was.no significant difference in employing

this kind of CSs between the two groups.

Although no signifieant difference between the two groups was found, non-

verbal strategies were reportediat a high level in the frequency of using this kind of

strategies by both groups of'the students (Th,e means are 3.97 and 3.85). This means
that Thai students wereslikely to use théir gestures and the facial-expressions in
coordination with their uttgfanées in order t(")i; ﬁélp them express what they wanted to
say. The finding corresponds with the study-lé)f,ghen (1990), showing that non-verbal
strategies produce no significant difference b_fitw-_éen the two groups. The high ability
students might employ this kind of CSs t‘o"&bress theéir emotions, providing an
effective backup to their communication. For example, eye-contacts might be used in
order to attract the attention of the participants. In Contrast, the more frequent use of the
strategy by the low ability.students indicates that they had fewer language resources at
their disposal that enabled them to communicate, 'so they had toiresort more frequently

to using gestures to help them express ideas.

Another point that should be focused on is the students™ use of circumlocution

strategies. It was reported that among risk-taking strategies, circumlocution strategies
were employed most by the high language ability students (the mean is 4.00). This
result corresponded with the study of Luangsaengthong (2002), stating that Thai
university students use approximation, paraphrasing or circumlocution strategy the
most. The reason might be that the high language ability students had a greater
repertoire of English resources for circumlocution and were more likely to be risk-

takers trying to use whatever resources of the target language available rather than
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leaving the message unfinished. For instance, as the high ability students had more
stock of vocabulary-items in their word-banks than the low ability students, when they
got stuck on a word in communication, they could change to use the others to express

what they wanted to say.

Regarding SUSTI results about help-seeking strategies, the high ability students*

more frequent use of this kind of CSs indicated that they were more active and tended
not to be afraid of losing face when turning to others for help. The low ability students,
on the other hand, might be unwilling to look foolish and afraid that others would

regard their questions as silly and laugh at them (Qingquan et al., 2008).

Focusing on risk-avoidange strategies, it was found that there was no difference

in the use of message-abandonment strategies between the two ability groups. Nakatani

(2006) explained that althoughsthis type of strategics was very common among low-
proficiency foreign language speakers, itf’mjght be sometimes used by all foreign
language proficiency lewvels fof' speakers "when they immediately lacked strategic

competence or had no choige.

‘_J".v

However, it was interesting to note that the low language ability group reported

more use of time-gaining strategiés than the higﬁ ability esoup. This might be because
the limitations in language proficiency of the low-proficiency group might cause them
to use some fillers such as ,,umm®, ,;uh®;and | okay”, in order to gain more time to think
what to say. This findingssupported the study of Yoshida-Morise (1998) in that the
lower-language 'proficiency students. significantly used fillers ‘more than the higher-

language proficiency ones.

Overall, it might be concluded that the language ability affected types of CSs
selected. This result agreed with a number of studies e.g., Poulisse (1990), Purpula
(1999), Yoshida-Morise (1998), and Wannaruk (2003), who found that the students
with high and low language ability utilize CSs differently. In the light of what
researchers such as Green and Oxford (1995) had already discovered regarding the use
of language learning strategies among high language ability students, it was not a
surprise to discover that the high ability group of students in this study reported higher

frequency of risk-taking strategy use than the low ability group did. The means were
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3.88 and 3.53 respectively. There was also a significant difference between the two
groups (t= 4.43, p<.05). This result appeared to support the belief of Nakatani (2006)
that, in general, students with more proficiency in language reported using risk-taking
strategies more frequently than less proficient students. Considering risk-avoidance
strategies, although there was no significant difference between students with high
language ability level and students with low ability level in the use of risk-avoidance
strategies, it can be seen that the low language ability students tended to utilise this type
of strategies a bit more frequently than the high ability students. The mean of the low
ability group was 3.36 and that of the high ability group was 3.32. The result
corresponds with the research done by Chen (1990), supporting that risk-avoidance

strategies produced no significant difference between the two groups.

In summary, the analysis of the results shows that the students with different
language ability levels drew mipon -different sources of knowledge to solve their
communication problems. The high abiIity_ students relied more upon linguistic
knowledge of the target language, as they i!Le_nded to use risk-taking strategies such as
social-affective strategies, ﬂuency-briented"? s"t:rategies, help-seeking strategies and
circumlocution strategies, whereas the low.-a!l:b-il_ijt_vy students seemed to highly depend
upon world knowledge, as they wused tinﬁé;éaining strategies in risk-avoidance
strategies. This phenomenon could probabiytl;er explained by the background of
language resources. The high ability students were equipped with more knowledge of
the target language and had relatively richer resources to draw upon in communication.
When some communication problems occurred, they were able to bring those resources
to enhance their® communication. However,) as 'the. CSs /were aimed to serve as a
compensation forthe inadequacies in the target language, the limited knowledge of low
ability students s€enied to be anr ebstruction ito their use of CSs.Although they really
needed toscompensate more, their language ability did not reach the level to do so.
Therefore, it can be seen that the low ability students preferred to employ time-gaining

strategies, since this type of strategies needed the least language knowledge to apply.

The following part deals with the content analysis of using CSs towards the
speech samples of the OCT. When looking at specific types of CSs used by students
with different language ability levels, the content analysis was considered along with

the results of the SUSTI. Three speech samples of students performed in the OCT were
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randomly selected from each cell, so there were totally 12 students participating in the
qualitative analysis. Figure 4.5 illustrates four groups of speech samples who

participated in the content analysis.

Language ability groups
High ability level (H) ~ Low ability level (L)

(H-RT) (L-RT)
Risk-Taking n=3 (selected. fram 25) | n=3 (selected from 25) (RT)
Strategies (H-RA) (L-RA)
Risk-Avoidance n=3 (selected from.25)«" n= 3 (selected from 25) | (RA)

Figure 4.5: Four Groups of Speech Samples Participating in the Content Analysis
‘IJ

Regarding communi€ation' stiategies (CSs) used in this study, nine CSs for
coping with speaking problems during ccfinmunication were outlined, based on the
categories of Corder (1983), risk-takiné;_ and risk-avoidance strategies, and the
categories modified from t@xodomies,of Né:lé;éltani (2005 & 2006), i.e. social-affective
strategies, fluency-oriented stratégies élé‘o_uracy-oriented strategies, non-verbal
strategies, help-seeking strategles 01rcu1nlocut10n strategies, message-abandonment
strategies, message-reduction and alteration strategles and time-gaining strategies. In
this section, these ninc strategies were used as guidelines fo analyse the test-takers™
speech production in taking the OCT. The analyses were performed on the
transcriptions of 12 recorded, Oral Communication Test (OCT), categorized into four
groups (see Table 4.7).-Using the conversation analysis itranScription system, basic
features and symbols were used in this study like in the classical system explicated by
several bookstsuch a5y Atkinson=&: Heritage: (1984),"Ochs &tal’y (1996)) and Lazaraton
(2002). A:list of symbols and full versions of the transcription can be found in
Appendix G.

Based on the results from the questionnaire and the content analysis, the results

and discussions were focus on the nine strategies.
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1._Social affective strategies: The students might try to control their own anxiety

and enjoy the process of oral communication in order to communicate smoothly. Thus,

they might be willing to encourage themselves to use English and to take risk in making

mistakes. They behave in such a way as to give a good impression and avoid silence

during the test. Therefore, the attempt to control their periods of pauses were used as a

feature to elicit the strategies used by comparing the number of words produced and

periods of silence in responding to the description task, “Please describe a person who

1s important to you” (see Table 4.7). In this study, the word referred to “Number of

words produced” refers to “a unit of language which means something” (Oxford

dictionary 2003). Thus, incomplete words wete net'counted.

Table 4.7: Number of Weords Produced and Periods of Silence When Using Social-

Affective Strategies

. &

Categories

Number of

words produced

Periods of silence

Average No. of
words produced/

average period of

Average percentage
between No. of

words produced and

| silence period of pausing
— time
High/RT (1) 104 words (1) I'fseconds _ 120 words/9 sec., 7.50%
(2) 144 words (2).6 seeotids : y (9x100/120)
(one pause)
(3) 112 words (3) 10 seconds
X =120 words X = 9 seconds
High/RA (1) 110 words (1) 18 seconds 106 words/8.67 sec. 8.18%
(2) 105 words (2) 4 seconds (8.67x100/106)
(one long pause)
(3) 103 words (3) 4 seconds
X+ 106 words X'= 8.67 seconds
Low/RT (1) 55 words (1) 19.5 seconds 65 words/21.50 sec. 33.07%
(2) 61 words (2) 16 seconds (21.50x100/65)
(3) 79 words (3) 29 seconds
X = 65 words X =21.50 seconds
Low/RA (1) 32 words (1) 17 seconds 37 words/19 sec. 51.35%
(2) 20 words (2) 5 seconds (19x100/37)

(3) 58 words

(3) 35.5 seconds

X =37 words

X =19 seconds
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Following are examples of four utterances, the first one is the student with high

level of English ability using risk-taking strategies (High/RT), the second one is the

student with high level of English ability using risk-avoidance strategies (High/RA, the

third one is the students with low level of English ability using risk-taking strategies

(Low/RT), and the last one is the student with low level of English ability using risk-

avoidance strategies (Low/RA).

High/RT(2):

High/RA(2):

Low/RT(1):

Low/RA(3):

the most important. person to me is mother (.)
because she work really hard in order to take
care of me and actwally I might say she work
really hard to take eare of the whole family and
she is the dideal.lof ~a . .tough women uh a strong
woman andest she taught me everything how to be
a good guyhoew: to |be ah how to live live in a in
a world happdly/ and yeah I might say she has a
great 4AT ldende © me (6.0)and I know that she
works veny hard! every day she will be tired she
will bg exhausted . .when she came home and even
though I knoy thisipeint I I I am not afraid to
be like my /mother I know that what I did is
worth 1sfw@rth to the loved one or the whole

family ; )

P e ae s M

first my mother is théﬂmost important she is the
most important person to me and he she 1is the
prettw all the time I'm I .say I say love her
everyday—and—i-—see—she—knows. everything that T
want "dnd always respond to me” all the time and
another, person she is my cliose friend that she
stays 1n the same room who 1s the roommate
nowadays Hhe is a give me give me all of give me
anfavor::: that umm jin’| the timejthat I need it
(0.5 I "I "and"my' friend~are"'mate ten years ago
since since since (long pause) oh I miss
(fndescribabley sounds)

for me there are many people very the person who
is important for me is my mother (1.0) because
she gives me everything she gives me love (2.0)
education and best care for me (3.0) she really
understands me (.5) everything (6.0) she gives
everything of my life (7.0) and in the future
when I have a job I will give everything like
she give to me

my: mom, father euh grandmum grandparent euh
she’s too. when I gave something her (1.0) she
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(.5) she gave everything that I met she..(4.0)
she take care me (.5) in everything (1.0) gave
money? (4.0) when I sick she(5.0) she (1.0) she
take care me (5.0) she gave (2.0) money (2.0)
love (1.0) she love me I love my parent (1.0)
very euh the most. (7.0) I am stay.. I am stay in
J (.5) now because she..(laugh)
Notes
() refers to a pausing time when a silence appears
(.) refers to a micropause when a silence of less than .2 seconds occurs
refers to a lengthened sound, and more a prolonged stretch is illustrated by one
more colon

(see Appendix G for the complete scripts of the four groups.)

Table 4.7 shows that-the group: of High/RT students used social-affective
strategies the most when eomparing between the number of words they produced and
the attempt to control theirperod of pausés. On average they produced 120 words and
the average pausing time was 9 seconds. lIr}"lorder to compare with the students in the
other groups, the average percentage Wz;Js used. It can be seen that the average
percentage between the period of pausing tif'ne and the number of produced words was
7.50% (9x100/120) which means that there W«e‘re 7.50 seconds of pausing time per 100
words the students produced. Similarly, in the group of High/RA students also
employed this type of CSs. On average they _goguced 106 words and the average time
of pausing was 8.67 seconds. When converting to pereentage (8.67x100/106), the
average pausing time-<was 8.18 seconds (8.18%). The two groups of high ability
students appeared to utilise social-affective strategies much more than the other two
groups of low ability students. The high ability students might cope more efficiently
with emotional problems and: intentionally seek out opportunities to interact with the
target language use communicativelysso they spent less time (Qingquan et al., 2008).
Since theylower ability groups were poor in knowledge of the language, they were able
to produce only less numbers of words and leave such a long period of pauses quite
often. On average the Low/RT group produced 65 words and the average pausing time
was 21.50 seconds. The average percentage was 33.07 (21.50x100/65) which means
that the students paused totally 33.07 seconds when they produced 100 words. While
the average number of words that the Low/RA group produced was 37 words and the
average pausing time was 19 seconds. The percentage was 51.35 (19x100/37), meaning

that the period of pausing time was 51.35 seconds per 100 words produced.
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The result is consistent with the report of the SUSTI in that the high ability
group reports more use of social-affective strategies. Moreover, the students using risk-
taking strategies employed this type of CSs more than those using risk-avoidance
strategies. It matches with the expectation that as this type of CSs was under risk-taking
strategies, the students who were risky, especially the high ability ones, were able to
utilize them effectively. It can be seen that the higher-ability group tended to take more
risk in actively encouraging themselves to express what they wanted to say, even
though this could cause mistakes. When they felt anxious, they also tried to relax,
therefore the stress could not interfere with/their communication. The finding also
corresponds with the studies of Nakatani (2006)#and Nakatani & Goh (2007) stating
that when the reception problems occurred, there was a greater use of social-affective
strategies by the high ability.students in order to react smoothly as in a conversational
shadowing for maintaining their /interaction. The above examples of students™
transcripts from High/RT geoup‘and Low/RA group presented clearly that there was an
obvious difference betweensthe two grouf)’s focusing on taking risks to use English

while trying to keep a smeoth conversation.",_

The reason behind these findings mlght be explained as follows. The studies of
Grainger (1997) and Wharton (2000) reveale&_thiét Asian background students such as
Chinese and Thai, were better at managir.lg' ttilAerir affective state, leading to their
preferences in the use of social-affective strategies. Especially the higher ability ones,
they could control their target language use, so they might share the attention to the
psychological aspect of thesstrategy use such as,making themselves feel at ease to speak
English. In contrast, because of the limitations of the lower ability students about the
knowledge of the'target language, they had to concentrate mostly on the content of their

utterance priotto focising on selecting some Strategies:

2. Fluency-oriented strategies: The students pay attention to their pronunciation

and emphasise clarity in their speech, they try to speak clearly and take their time in
order not to send inappropriate messages (Nakatani 2006). Table 4.8 shows a
comparison between the number of words produced and the number of unclearly
pronounced words resulting from slips of the students™ tongues in response to the test

question about their plans to use English in the future.
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Table 4.8: Number of Words Produced and Unclearly Pronounced Words When
Using Fluency-Oriented Strategies

Categories | Number of words | Number of Average No. of words | Average percentage
produced unclearly produced/average No. | between No. of
pronounced of unclearly words produced and
words pronounced words No. of unclearly

pronounced words

High/ RT (1) 76 words (1) None 68.67/1 1.45%
(2) 70 words 2)2 (1x100/68.67)
(3) 60 words 3)1
X = 68.67 words .

High/ RA (1) 49 words (L)=Nore 688,23 3.32%
(2) 72 words @) 3 (2.30x100/69.33)
(3) 87 words @é)4 '
X =69.33 words X #2430

Low/ RT (1) 32 words @ 1 A 35/1.67 4.77%
(2) 37 words (2)2 (1.67x100/35)
(3) 36 words @) 2 '

* (2)&(3) repeated F /R

the same words gosshd

many times :
X =35 words X=167 d
Low/ RA (1) 16 words (O3 19.6/2.33 11.85%
(2) 21 words 2)1 (2.33x100/19.67)
(3) 22 words 3)3

X = 19:6Z.words X =233

Following are examples of fout utterances. Fhe first one is the student with high
level of English ability‘using risk-taking strategies. (High/RT), the s€cond one is the
student with high level of English ability using risk-avoidance strategies (High/RA), the
third one is the student with low level of English ability using risk-taking strategies
(Low/RT), and the last one is the student with low level of English ability using risk-

avoidance strategies (Low/ RA).

High/RT(1): I think (2.0) I'm gonna move myself to (1.0)
foreign country like (2.0) Canada or America so
in those country I can use my English so good
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(1.0) and every time I want to (0.5) besides
using English in daily life I will use 1t in my
future career as I really want to work in a five
star hotel overseas (0.5) that is why I have to
practise and improve my English speaking skill
as much as possible before going there

High/RA(2): in a very short plan I will use it I will use it
urhh to find the information that I want to know
like searching them from the internet and in my
career I will I think I will I will (4.0) use it
in my career (0.5): I would like to work in urh
human resource department in a company (0.5) if
I have excellent Engdish. skills I might have a
high posi&ion there

Low/RT(2): My plan™to_wse English 1in "the future is uhm T
want towstudyv.uhr ‘oversea oxr maybe (2.0) I would
like to wWork /sin al in America maybe because I I
went til€refb€fiore and 1 have friend there

Low/RA(3): I thin¥ that.h mejors (1.0). major I study (1.0)
can help' me fgood «Job or\ high salary (1.0) and
maybe (.5) [unidentified phrase] umm I ca::n
study in jabgoad -

¥
o

Notes et #3244
refers to a lengthened sound;and a prelonged stretch is illustrated by one more
colon - Y-

hhh refers to an exhalation

(see Appendix G forall scripts of the four groups.)

Regarding the issu€ ef attention to pronunciation, the result indicates that the
High/RT group of students was markedly more likely to attend to pronunciation than
the others. It shows that the average number of unclearly pronounced words was only
one word, when the students produced 68.67 words. On ‘average thete were only 1.45%
of unclearly pronounced words, which means that if the students produce 100 words,
there would be 1.45 unclearly pronounced words. Focusing on High/RA group, the
students tended to be aware of their pronunciation. It can be seen that 3.32% of
unclearly pronounced words appeared (2.30x100/69.33). On the contrary, the Low/RA
group appeared to employ fluency-oriented strategies least. Comparing with the other
groups, the average percentage of unclearly pronounced words produced by the

Low/RA students was 11.85 (2.33x100/19.67), indicating that the Low/RT students
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were more likely to focus on the pronunciation than those of Low/RA group. The

Low/RT students produced 4.77% of unclearly pronounced words (1.67x100/35).

Table 4.8 presents that the higher-ability students in both groups employed
fluency-oriented strategies more than the lower-ability ones. This finding is in line with
Nakatani (2006), who revealed that the high ability group used this type of CSs more
than the low ability students. However, when considering the number of words
produced and unclearly pronounced words, it was found that the High/RT group and the
High/RA produced similar number of words dn.their utterances, but there were more
unclearly pronounced words produced by theHigh/RA. It might be concluded that at
the same level of language ability, the students who took a risk tend to pronounce less

unclear words than those wheavoided risk taking to keep conversation flow.

Focusing on the transcripts, the high ability students tended to avoid silence and
keep the conversation flowing by pronoun}:’ing wotds clearly. Apart from the issue of
language ability, extroverted personality t}?iqes and confidence in the use of language
were factors which might promote the. use of this strategy (Takeuchi et al., 2008). In
general, higher ability students tended to bé-lfriogg confident with their ability, so they
are able to speak more comfortably and prfjduice smoother conversation. However,
many slips of the tongue might arise due t.hle‘:"ﬁi;gh-pressure environment of the test,

leading to words being uttered improperly or pronounced incorrectly.

Another reason for their attempt to pronounce properly might be the higher
status of the intétlocutor.-They were conscious that the person they are talking to is not
their friend and they are being assessed, so they tried hard to speak as perfectly as
possibles Thisveffect is called=the™,, Hawthorne effect’ refetringto thé students who
perform differently if they realize they are being studied (Dornyei, 2007: 53). However,
it is possible that some high ability students might unclearly pronounce words because
they pay too much attention to their fluency (see Appendix G). It can be seen that when
they got struck on some words, vowels and consonants, they started worrying about
how to pronounce them. On average the low ability students from both groups produced
less number of words than the two groups of high ability students. This might be due to
their low level of language proficiency leading to discontinued utterances. Nevertheless,

another point that should be noted was that, although they were poor in their language



157

ability, they seemed to be confident enough to at least pronounce the utterance and

carried on the conversation rather than to abandon it.

3._Accuracy-oriented strategies: Students who desire to speak English accurately

paying attention to speech forms and seeking to improve grammatical accuracy by self-
correcting when they notice mistakes (Nakatani 2006). Table 4.9 presents a comparison
between the number of words the students produced, the number of failures or grammatical
mistakes, and the number of attempts at self-correction in students™ responses to the problem-
solving task, “Your close friend just invited' you to his or her birthday party tonight.
Unfortunately, you will have a final examination tomerrow morning, so you need time to
prepare for the exam. You don“t want to miss the paity and also don“t want to fail the
test. What should you do?”.
‘IJ

Table 4.9: Number of Words Produced,,l.Failures or Grammatical Mistakes, and
Attempts at Self-Correction by Students Whjen Using Accuracy-Oriented Strategies

)

Categories | Number of Number.of. ‘| Number of Average Comments

words produced | failures/ atté}ppts at self- | percentage

grammatica corfeéﬁ@n between No. of

1 mistakes = : words produced

ki a and No. of
failures
High/ RT (1) 107 words (1) None (1) None 0.39% The speech is

(2) 249 words @)1 )1 (0.67x100/173) gzlsre;r;l'ly
(3) 163 words 3)1 3t Students

noticed the
mistakes, and
corrected
them.

X = 173 words X=067 |'X=0.67

High/ RA (1) 192ywiords (19=1 (19 None 0.83% (1)&(3): There
(2)'124'words )2 (2)4 (1.33x100/161) are scl)me
simple
(3) 166 words 3)1 (3) None mistakes that
SS do not
notice them.
X =161 words | X=1.33 X=133 (2): The
student
attempted to
correct three
times per one
mistake.

Low/ RT (1) 74 words (4 (1) None 3.90% There are

many serious
(2) 77 words @)1 (2) None (3x100/77) mistakes. But
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(3) 80 words

(3) None

X = 77 words

X=0

the students
failed to
correct them.

Low/ RA

(1) 53 words
(2) 43 words
(3) 56 words

H2
(2) None
(3) None

X =51 words

X =0.67

5.24%
(2.67x100/51)

(2): There is a
big mistake
that the student
failed to
correct.

(3): Several
grammatical
and structural
mistakes
occurred in a
very short
response. The
student did not
-4 notice the
mistakes.

The examples of four utteranCesrepresenting the use of the strategies of the students in

-

each category are provided below./ ~0 = = =

High/RT(2):

— il
i

if my cglose frlené invite me to his birthday
party bBUt T fhave- a flnal examination tomorrow so
I need O prepare for the examination tomorrow
and what I need whaﬁ I will do is to inform my
friend that dhave ‘a test tomorrow so I need the
time to read a bGEE. so I will ask him to
postpone tirs+i- partyamaybe the next week we can
go tol the party again and;_because you know
studyrng TS ClCaRlcEls important thing for me
therefere I think the party is just a little
factor. that we should take it for granted if we
have something more important thing to do more
important.- task ; ;L0 ~.do,; sif~ especially in the
studying and if he if that person is really your
close friend he had to he has to understand you
because he should thinks that studying is the
mosts important thing for him ‘as well so maybe I
would ask'’ him "to postpone "the’ party=or in case
he cannot postpone the party what I will do 1is
to cancel the party immediately because I know
that I 1like mention so far the most important
thing for me is studying so there is no need to
to fooling around other than keep reading book
um because I want to get I'm going to get a high
score for the test tomorrow so therefore I will
ask him to postpone or even he cannot I will
cancel the party




High/RA(2):

Low/RT(3):

Low/RA(3):

Notes
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I don’t want I don’t to miss the party:: and I

don’t want to fail a test so the thing I I I
will do would be the I’11 (6.0) I I must (5.0) I
have to I have to prepare the test now (4.0) and
.hhh umm (6.0) and fook and read urh read the
book for the prepare the examination now and I
gotta cancer I I I will not cancer the party
because my friend is important to me I think I I
can to find the explanation well (1.0) now if if
if take urh occur if it will occur tomorrow now
I must I have to uhm study hard to prepare the
examination now (4.0) suddenly umm (3.0)
certainly

Okay:: ifemy friend “dnvate me to the party hhh
we’ll give he a::% thHe answer is accept because
I very™enjoy with the party hhh but hhh if I
have am# exeaminatiion in “the morning I will
preparingf mysélf about the exam hhh uh such as
reading agbeok a lot hhh and uh ask my friend
about th€:£:) exam and. (2.0) uhm preparing my
myselff fifst hhh'before go to the party .hhh
and .hhhf té1d - my fxlend (2.0) I will come back

home beTore Fthe pafty .hhh finish because I
have examgl (1:0) in the morning .hhh I think my
friend uhh/ donlit bexangry me because he: .hhh

should undeggtand aboup my exam in the morning
.hhh and I think I can both better because .hhh
I (3.0) knew myself (1.0) uhm I (3.0) I try
to::: J.hhh do both better .hhh, for exam and the

blrthc%a‘y—party—(ﬁ—ﬁj—l—dvrr’t wanna miss: a
thing” fhh!

I calI (1.0) I call girlfrzend is name Daring
(2:0) ,err-TI . will talk with her: err Daring (1.0)
IV (1.0) can/t "birthdayl party? with vyou: (1.0)

because (1.0) tomorrow I will (.5) test and I
don’t (2.0) I #don’t kmew this exam (3.0) 1is
difficul®? ~to! | (2.0) " examination®(¥.0) and I

don’it! read “(4.0)V'please “please please angry me
(1.0) next day I will I will do anything for you
that you that you want I can I promise. If I go
to birthday party err I I will fail exam
because: so (5.) umm I regret I sorry (3.0) to
tell you (1.0) but hope you understand me? (4.0)
um I think I love you (9.0) hhh! ok?

refers to a lengthened sound, and a prolonged stretch is illustrated by one more

colon
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.hhh refers to an inhalation
hhh refers to an exhalation
? indicates the rising intonation, and may or may not signal an actual question

(see Appendix G for the transcriptions of all students.)

Table 4.9 shows that the high ability students using risk-taking strategies
employed this type of strategies the most effectively. Comparing with the words they
produced, grammatical mistakes rarely occurred (less than 1 mistake occurred per 100
words produced). On average the High/RT students produced 173 words and the
average number of failures was 0.67, so0.the average percentage was 0.39%
(0.67x100/173). On average the High/R A studenits-produced 161 words and the average
number of failures was_1.33; or 0.83% (1.33x100/161). Moreover, all mistakes
occurring in high ability.stiideats “conversations werc eorrected as soon as they were
noticed. In contrast, thetlow" ability st{;dents, especially the students using risk-
avoidance strategies, tended net to use this;ﬂt"‘ype of CSs. The example provided above
illustrates some of the problemas of many major grammatical mistakes in a very short
response and the respondentsmof noticing their own mistakes. On average the Low/RA
students made mistakes 2.67 times per 51 Woﬂs produced, or 5.24% (2.67x100/51) and
the average number of failure the Low/RT istil_dents made was three per 77 words
produced, or 3.90% (3x100/77). ey

The finding is“in line with Yoshida-Morise (1998) and Lee (2004), who
discovered that the high-ability students self-correct mote than those in a low ability
level. It seemed that the “gréater English [2-knowledge speakers possess, the more
chance they have ofsnoticing and [correcting the mistakes ‘while trying to get their
message across. This could be interpreted that the higher group had more ability to
control and monitor théir target langnage utterances than the lower ones. Lee (2004)
explained that the high ability students were able to estimate their linguistic knowledge
they had at their disposal. They were more aware of the limitations of their target
language resources and are more accurate in the prediction of the problems they might
face during the conversation. Thus, in most cases, they tended to solve the
communication problems in the planning process by repairing and correcting their
grammatical mistakes, and choose more appropriate utterances. However, as the

language ability levels influence the use of accuracy-oriented strategies, the low ability
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students tended not to employ this type of strategies because of their limitations in the
target language. It can be seen that they did not even notice the mistakes they made. In
conclusion, although accuracy-oriented strategies could not provide new information,
they allowed the students to concentrate on the form by checking the grammatical
structures of the utterances. Thus, it might be inferred that the students employing this

type of CSs were effective and enthusiastic language learners.

4. Non-verbal strategies: When students face communicative problems, they

might use nonverbal language to express themselves, using gestures, facial expressions,

and eye contact to give hints (Nakatani 2006).

As this type of strategies was about non-verbal language, content analysis could
not be used to illustrate the strategies the students used. Therefore, observation was
conducted instead. It was found/that the students tended not to use non-verbal strategies
during taking the OCT although'this type 6f strategics was reported from the SUSTI at
high level in the frequency ofusing by botl‘ill,-groups of students. There were 22% of the
students using gestures in the description tés-l'f', and it corresponded with the results of
the SUSTI in that the high ability group emﬂjéy_gd these strategies only 2% more than
the lower ones. The former used 2% thle :.the latter used 10%. However, the
observation shows that,when making gestur.e.s" _éz);lie studefts might not mean to give
hints, but to express their emotions. For example, they moved their hands speedily to

indicate their rush or nervousness to respond to the test task.

Althoughimon-verbal strategies are behaviour aids to verbal output (Lazaraton
2002), no significant difference was found between the two groups thus supporting the
findings/of Chen(1990)awith thedesult thatitheterwas a similar dogreel of use of non-
verbal strategies although most studies asserted that less competent groups relied more
heavily on paralinguistic knowledge (Paribakht 1985; Fulcher 2003; Nakatani 2006). In

the present study, both groups used non-verbal strategies sparingly.

However, in this study, it was observed that the high ability students were a bit
more prone to using non-verbal strategies than the low ability ones. It might be because
the higher group seemed to be more confident, thus they appeared more casual in

communication, so it was easier for them to elicit non-verbal communication.
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The reason explaining this finding might be as follows. It might be because the
format of the OCT is a semi-direct speaking test, thus the students consciously realized
that they were interacting with the tape-recorder, rather than with human beings.
Therefore, they might be reluctant to present their facial expressions and gestures, or

have eye contact with the tape-recorder.

Additionally, the observation of the students™ use of non-verbal strategies
indicates that there is a very low degree of frequency in the use of this category of
strategies in both groups. Thai students infreguient use of nonverbal strategies may be
explicable in terms of Chamot*“s(2004) 1dea that.eultural values influence choice of CS
as Thai culture considers many gestures ‘fmpolite. In the Thai culture, younger people
are considered impolite if they'wave their hands as a gesture of denial or refusal. Such

things are supposed to be expressed Verbaily, €.g., by saying “no.

i

5. Help-seeking strategigs: ‘These a?fe seen in situations where speakers try to

solve communicative problems by asking for assistance either directly or indirectly. Not
only may they ask for repetition, -‘clériﬁcati};p, ‘and confirmation, they might also use

id 3
rising intonation or pauses to signal a need for help form their partners (Nakatani 2005).

As the semicafilENIC NCIDET RN #fidy did not indicate the
students™ direct help-séeking, the frequency of pauses may suggest indirect signs of
help-seeking. Table 4.10 presents the number of words produced and the frequency of
pauses in response to the: test instruction “What do yéu like most about studying

English?”
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Table 4.10: Number of Words Produced and Frequency of Pauses in Using Help-Seeking

Strategies
Categories | Number of Number of pauses Average No. of Average percentage
words words produced/ between no. of words
produced no. of pauses and no. of pauses
High/ RT (1) 40 words (1) 7 (Micropauses) 44 words/ 9.84%
(2) 42 words 2)2 4.33 pauses (4.33x100/44)
(3) 50 words 34
X = 44 words X= 433
High/ RA (1) 57 words (1).5 (Micropause) 47:33 words/ 4.23%
(2) 42 words 2)1 J 2 pauses (2x100/47.33)
(3) 43 words 3) Nent
X =47.33 words"| X2 ,
Low/ RT (1) 19 words (4 i 33 words/ 12.12%
(2) 34 words (2)3 (Long paustes})' 4 pauses (4x100/33)
(3) 45 words Y B “‘
X =33 words F o7 | ‘F‘
Low/RA | (1) 2 words (1) Noge™! T3 13 words/ 23.08%
(2) 16 words 24 (Micropause)j“.r'.; 3 pauses (3x100/13)
(3) 20 words 3) 5{(Micropause); 41
X = 13 words Y‘:, 3 7AW

The following are examples of four utterances, the first one is the student with

high level of English ability using risk-taking strategies (High/RT, the second one is the

student with high level of English ability usingrisk-avoidance strategies (High/RA), the

third one is the students with low level of English ability! using risk-taking strategies

(Low/RT), and the last one is the student with low level of English ability using risk-

avoidance strategies (Low/RA).

High/RT(1):

High/RA(3):

what I do like most about study English I think
(.) conversation or speaking is (1.0) what I do
(1.0) like most about studying English (.)
because I am allowed to speak everything (.) I
want to (1.0) and I can use my American accent
(1.0) fluently

I like to communicate with each ah with other
people I'm when I start ah when I worked three
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years ago I ever work with foreigners and I
think I love to communicate with people so I
choose to study in English major

Low/RT(1): umm I like speaking (1.0) reading (3.0) listening
(1.0) because most of (2.0) most of this skill
is really useful for study English

Low/RA(3): I(.5) 1like.. I 1like to most think(.) think (.)
think about speaking umm partish for (1.0)
foreign language (1.0) I like to learn

(unidentified phrase)

(see Appendix'G shows the rest of the transcriptions)

It can be seen from.Fable 4.10 -that there-was no obvious difference in the
frequency of help-seekingsstrategy use among the four groups of students. On average
the High/RT group produeed 44 words anld the average frequency of pauses was 4.33,
or 9.84% (4.33x100/44). ;The' average pezéléntage between the number of produced
words and the frequency of pauses of the Hig’h/ RA group was 4.23% (2x100/47.33).
On average the Low/RT students produce_‘(u’_i-_.“lS__fﬁ__‘ words and the average frequency of
pauses was four times, or 12.12% (4X100/33),!Whi1e on average the Low/RA students
paused three times per 13 words produced, (E ?;3.08% (3x100/13). It can be seen that
there was a similar degree in the use of this tyﬁ_e‘_(}f CSs. Although the low ability group
seemed to employ this kind of strategies more than the higher ones, most of all pauses
the lower group prodtced to seek help were micro-pauses:”However, the high ability
group reported in the SUSTI that they employed this type-of strategies quite often. The
reason behind their reports miight be that as the students perceived that their language
proficiency was high,ithey were confident toruse English by asking for clarification or

confirmation when they had enquiries;

The result did not correspond with the students®™ report from the SUSTI that the
students in the high ability group employed this type of CSs more than those with low
language ability. This might be because the tasks of the OCT did not require the
students to interact with the participants. Since it was unlikely to elicit the students™ use
of this type of CSs from the OCT performance, the possible way might be counting the
number of pauses the students produced which the researcher assumed that pauses may

represent of the sign of help-seeking.
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As Kirtikara (2000) suggested, Thai students with any level of proficiency
seemed not to have individual thoughts and questioning minds, even tertiary-level
students. Generally, they did not appear to be inquisitive, being rather passive and
lacking in enthusiasm instead, so they rarely asked for clarification or confirmation.
Another explanation might be that language teaching and learning encourages
individual competition, so students who were competitive and wanted to reach their
goals might prefer the types of CS that allowed them to think and work alone rather
than collaborate with others (Chamot 2004). That is the reason why the students might
not appeal for help, and might lead to the preference of the use of ,,non-interactive™ CSs

in this assessment.

This part of the prescatStudy strikes the rescarchers as inadequate because using
pauses to study help-secking sStrategies: seems both unusual and superficial and,
furthermore, no evidences Support the idea that pauses signify the use this type of
strategy. To check thiss"a follow-up inter\Ziew was conducted after the test had been
administered. The researcher gontacted 10 6If_the original 12 students to be interviewees
and asked them “When you paused atthat tin-'iw'e;:what were you thinking about?” Seven
students responded that they had paused becaiyl-._-s‘e they needed someone to assist them by
providing something like clarifying sentenceé‘?'fl-_ie rest of the students needed time to
think but were not sceking help.‘ Therefore,. 6_1;(; hlight conclude that pauses do not

constitute an appropriate measure of help-seeking strategies in this study.

6. Circumlocutions _ Students try to ,approach relevant linguistic items or
expressions using paraphrase and approximation (Nakatani, 2005). Paraphrasing takes
the form of exemplification in describing characteristic properties or functions of the
intended”terndy’ In Using dapproxifmation, Stodents™use) altérnative Expressions with
semantic features similar to those of the intended term. These two techniques may result
in indirect and unnecessary utterances. Table 4.11 compares the number of words
produced and the number of indirect and unclear sentences given in response to the test

prompt “Please describe a person who is important to you.”
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Table 4.11: Number of Words Produced and Unnecessary Sentences Used in

Circumlocution Strategies

Categories | Number of Number of Average No. of Average percentage
words unnecessary words produced/ between No. of words
produced sentences used or average No. of produced and No. of

repeated sentences unnecessary repeated sentences
sentences

High/ RT (1) 104 words (1) None 120 words/ 1.11%

(2) 144 words (2) 4 sentences 1.33 sentence (1.33x100/120)
(3) 112 words (3.None
X =120 words X —"1.33 senténce

High/ RA (1) 110 words=+|"(T) Nonc 106 words/ 1.58%

(2) 105 wordse#|" (2)2 seniences | 1.67 sentences (1.67x100/106)
(3) 103 words (3)13 sentences !
X =106 words X# 1467 sentcnces

Low/ RT (1) 55 words (1) A sgntences T 65 words/ 5.65%

(2) 61 words @2 Sentendes J} ' 3.67 sentences (3.67x100/65)
(3) 79 words (3) 5 sentences iy ¢
X =65 words X=3.61 '_scntencé.srf-'_‘

Low/ RA (1) 32 words (1) None* - |37 words/ 3.59%

(2) 20 words (2) Nonges ? 1.33 sentence (1.33x100/37)
(3) 58 words), 3) 4}s-enténces A
X =37 wordg. X =1.33 sentence 4 r

The examples of four utterances representing the use of the strategies of the

students in each/eatégory are given below.

High/RTQ):

the »mos e importanty pexrsony tey yme ~spymother (.)
because she work.reallyghard in order to take
care of me and actually I might say she work
really hard to take care of the whole family and
she is the ideal of a tough women uh a strong
woman and::: she taught me everything how to be
a good guy how to be ah how to live live in a in
a world happily and yeah I might say she has a
great influence on me(6.0)and I know that she
works very hard every day she will be tired she
will be exhausted when she came home and even
though I know this point I I I am not afraid to
be 1like my mother I know that what I did is




High/RA(1):

Low/RT(1):

Low/RA(3):

Notes
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worth 1s worth to the loved one or the whole
family

Well, umm (4.0) the most important person for my
life is have gotta be my mom. Because my dad and
my mother got divorced when I was young (1.0)
and vyou know nowadays she raises me all by
herself (long pause) yeah here I am today having
up to twenty two studying here in the university
(long pause) and yeah she raised me good and all
(1.0) not like (2.0) most of the parents who let
their kids do what, 6 they want but you know I
still in control /sos I know (1.0) what is ah
should do. when vyouw ssgtdy here (2.0) you play
hard (3.0) and you -study hard (long pause)
what else™can I %ay? (470) vyeah that’s pretty
much yeah?

for me th€rg are n{bny people very the person who
is impértanyl £6r me. is my mother (1.0) Dbecause
she give$ mef everything she.gives me love (2.0)
educatdons and béStTCare for me (3.0) she really
understands me (.5) everything (6.0) she gives
everythfingl 9f my life (7.0) and in the future
when I have'é’job:f‘Will give everything 1like
she give t@ meils Ydia

# § vind e .-‘_,l:a
my: mom, father eﬁE‘igrandmum grandparent euh
she’s too.-when L g‘é‘i‘/’ei'-something her (1.0) she
(.5)..8he gave everything thdt, I met she..(4.0)
she i;éy;ike care me (.5) in everything (1.0) gave
money?—(4.0) when I sick she(5.0) she (1.0) she
take care me (5.0) she gave (2.0) money (2.0)
love (1.0) she love me I love my parent (1.0)
very, euh the most.. (7.0) .I am_.stay.. I am stay in

err (.5)" now because she..(laugh)

refers €0 a'lengthened sound; and" a prolonged streteh is illustrated by one more

colon

(see Appendix G for the responses of the other students.)

It seemed that the students™ language ability influenced the wuse of

circumlocution strategies to clarify, paraphrase and exemplify for the sake of better

communication and expression. Table 4.11 presents that the low ability students,

especially the group of Low/RT students, utilised this type of CSs much more than the

others. The finding corresponds with several studies™ results (Fulcher, 2003; Yoshida-
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Morise, 1998; and Poulisse, 1990) which claimed that in order to compensate for the
lack of L2 knowledge, the low ability students use description or alternative words
instead of the specific ones more than the high ability students do. Poulisse (1990)
explained that because of their limited English L2 vocabulary, the low ability students
found it difficult to cope with the problems. In contrast, the high ability students could
select the appropriate words to express themselves, so it was not necessary for them to

add clarification.

Although the finding of the content analysis did not fully support the SUSTI
result, the reliability of the SUSTI was assurcd«*This was because according to the
SUSTI report, there was a high degree in the use of circumlocution strategies from both
high and low ability studénis (sce Table 4.6), and this corresponds with
Laungsaengthong (2002) stdy, siaiing that circumloeution strategies were employed
most by Thai university students with all levels of English learning achievement. To
sum, although circumle€ution strategies Wgre;__‘ utilised by every group of subjects, the
group of Low/RT students used this type oﬂ_strategies more than the others due to their

lack of the target language knowledgé.

vl

A4

7. Message—abandomhent strateg:Eé:: The students tend to give up their
attempt to communicate by lééi}ing the mess;lge unfinished when they encounter
difficulties in their speech production. They seem to lack strategic competence, and
have no choice but to end the interaction.  Table 4.12 shows the use of message-
abandonment strategies, comparing the number of words produced with the number of
unfinished sentences in response 'to the ‘task “Describe the person who, is the most important in

your life.”
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Table 4.12: Number of Words Produced and Unfinished Sentences in Message-

Abandonment Strategies

Categories | Number of Number of Average no. of Average percentage
words unfinished sentences | words produced/ between no. of words
produced no. of unfinished produced and no. of

sentences unfinished sentences

High/ RT (1) 104 words (1) None 120 words/ 0.28%

(2) 144 words (2) None 0.33 sentence (0.33x100/120)
(3) 112 words (3) 1 sentence
X =120 words X.= 0.33 sentence

High/ RA (1) 110 words (L) None J 106 words/ 0.31%

(2) 105 words=+|"(2) L senience 0.33 sentence (0.33x100/106)
(3) 103 words (3)aNoute
X =106 words X 0138 sentetlce

Low/ RT (1) 55 words (1)f1 senfence. — 7 65 words/ 1.03%

(2) 61 words (2) Noge . 4 [ 0.67 sentence (0.67x100/65)
(3) 79 words (3) 1 sentence *‘ A '
X = 65 words X = 0.67.sentcnce’ & 4

Low/ RA (1) 32 words ()2 sentences ';u.r'f;, 37 words/ 3.59%

(2) 20 words (2) None* * 111.33 sentence (1.33x100/37)
(3) 58 words (3)2§mnmmes _:iA_‘
X =37 words X =>l1.33 sentence il

The following are examples of four utterances, the first one is the student with

high level of English ability using risk-taking strategies (High/ RT), the second one is

the student with®high 'level of English ability using risk-avoidance strategies (High/

RA), the third one is the students with low level of English ability using risk-taking

strategies (Low//RT),jand the dast-one is the student withilow leval of|English ability

using risk-avoidance strategies (Low/ RA).

High/RT(3): well for me there are many people very important

to me

like a::

(1.0)

the

first

one 1s my

parents I think they always support me to study

English (1.0)
every situation (1.0)
think (3.0) she 1is

and from uhm every way and from

so I need a second one I

a singer

who 1s

like a

Britney Spears when I was young I was used to

(1.0)

her

song and I would 1like

to know the




High/RAQ3):

Low/RT(2):
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meaning and the third one is David Beckham who
is my favourite (1.0) football player I wait for
him I want to saw he football match (2.0) in
London so I must to speak English if I want to
go to London

umm a person who 1is important to me 1is my
mother (2.0) she did everything for me and she
last time she did everything for me and the
future and present she do everything for me too
she took care me she gave me money every day she
spend time with me ,when I have problem in my
life and I would /like: to be 1like her she’s a
very very good person’ she. can do everything that
umm a man..can do (2.0 L think she’s a perfect
person iIATmy 1ife and "T"Would to be like her
this iswmy amswer |thank. you

for me th€reg aré many people very the person who
is imp@Trtantg’ Fo6r me 1s my mother (1.0) because
she give$ mel éverything she.gives me love (2.0)
educatdons and bestfcgre for me (3.0) she really
understafds me (.5) everything (6.0) she gives
everythfing® of my Ilife (7.0) and in the future
when I hé@vé @®job I will ygive everything like
she give to meils vdia

A4

Low/RA(1): my (3.0) my pﬁh.. myﬁéortant (4.0) my important

person are-tiy . parents . (1.0) my father is a
soldiler (1.0) he’s:: (3.0) .take care of me all
the! time and my mom (3.0) Ste (1.0) she’s nice
kind «42.0) and best (1.0) o=f

(see Appendix G for the transcripts of all students.)

Table 4.12 shows that ther¢ was a dramatic use of.message-abandonment

strategies by the group of Low/RA students, unlike the result of SUSTI. On average,

when they produced 37words, there was about an unfinished sentence. Comparing with

the high ability groups, both groups of High/RT and High/RA rarely had unfinished

sentences (less than a sentence per 100 words produced). Three instances of

breakdowns were identified in the data. As shown in the transcripts, the student

High/RT(3) started the conversation “There are many people very important to me like

a” — and stopped there. It seemed that the student got stuck and decided to begin a new

sentence again. The other two examples were from the low ability students. The

Low/RT(2) started the utterance with “for me there are many people very” — and
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stopped. This student might think that what she was starting to say was inappropriate
and did not know how to convey the message with the correct structures. The
Low/RA(1)“s unfinished utterance “my....my puh...”, suggested that the student knew
the word ,,person®, but might not have been confident enough to use that word. In this
case, the student preferred to start a new sentence. As the examples of breakdown, the
low ability students seemed to lack strategic competence and had no other choice but to

end the interaction.

The results of content analysis supportithe study of Nakatani (2006) and Khanji
(1996) which claimed that this type of CSs“was common among students of low-
proficiency level or low enthusiastie. With regard to the results of the content analysis
and the SUSTI, they were sumilarin the way that the high ability students also appeared
to produce unfinished sentences although they seemed to control their target language

. &

knowledge.

However, in general, message-abalidonment strategies were less used by the
students with any language ability levels., Thls statement confirmed the results of
Wannaruk®s (2003) and Khaepet s {1990) s'tu‘dljes Compared with the results of the
other types of CSs, the frequency of messa@-ébandonment strategies used was low.
This might be because, the students might have— ‘breen morc conscious of their target
language use as they were in the assessment setting and might fear of losing face.
Hence, they attempted to avoid silence as much as they could although their language

ability might not support their thinking.

8. Message reduction and alteration strategies: It consists of speakers tending to use

familiar wordsand aveiding theriskiof Using fiew, ot unfamiliar werds@ven though they
may realize that the utterance 1s far from their communicative goal (Nakatani 2006).
Students try to enhance their communication by reducing the original message,
simplifying the utterances, and using similar expressions they can use confidently.
Table 4.13 illustrates the use of this type of CSs by comparing the number of words
produced with the number of familiar words used to replace the correct words in

response to the short question “When did you begin studying English?”
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Table 4.13: Number of Words Produced and Number of Familiar Words Used to

Replace Correct Words in Message-Reduction and -Alteration Strategies

Categories

Number of

words produced

Number of
familiar words

used to replace

Average no. of
words produced/

no. of substituted

Average percentage
between No. of words

produced and No. of

correct words words substituted words
High/ RT (1) 29 words (1) None 34 words/ 0%
(2) 53 words (2) None 0 substitutions (0x 100/ 34)
(3) 20 words (3) None
X = 34 words %0
High/ RA (1) 20 words (1)1 34.33 words/ 1.95%
(2) 51 words (2) Notie 0.67 substitutions (0.67x 100/ 34.33)
(3) 32 words (3pM ‘
X =34.33 words"| X*= 0.67 |
Low/ RT (1) 14 words (1)'None 23 words/ 0%
(2) 10 words (2) Nong | 0 substitutions (0x 100/ 23)
(3) 45 words (3) None ‘
X =23 words X & 04 ‘
Low/ RA (1) 6 words (1) None* 7/ +13.33 words/ 7.50%
(2) 23 words 2) 2. 1 substitutions (1x 100/ 13.33)
(3) 11 words (3) 1 7
X X=1

X =13.33 words

The examples of four utterances representing the use of the strategies of the

students in each category are.given below.

High/RT(2): well,
(1= 0)
didn’t
school
High/RA(3):

as far as. I know,

I began studying English
when I was sin ~secondary ~school, (.)

it is

quite |strange ,for' | students;"in Bangkok that I

start learning English
it is
studying in school far from civilization

(.) Dbut

like my southern province

years ago or more than when I study in
maybe kinder..

usual

since primary

students
(0.5)

for

I started to study English mmm maybe about ten

(3.0)

um primary school I think that
maybe grade grade two or three




173

Low/RT(2): I have studied English since I'm six vyear
years old.. (silence until the time is up)

Low/RA(2): I began studying English in (2.0)grade: er
year five (1.0) five primary school (2.0) um
eleven year old it’s very inter. umm 1it’s

very (1.0) exciting

(see Appendix G for the complete scripts of the 12 subjects.)

It can be seen from Table 4.13 and the transcripts that the group of Low/RA
students employed the message reduction and alteration strategies the most, and the
second rank went to the group of High/RA students: Interestingly, the students in both
groups of using risk-taking.stratcgies (no matter what language ability levels are) did
not use this type of CSs«ffequently. Therefore, only the limitations in L2 vocabulary
might not fully explain the finding. The ré_ason behind might be the main types of CSs
(risk-taking and risk-avoidange stratégies‘);}'As the message reduction and alteration
strategies were under the main strategics ofj,ri‘sk-avoidance, obviously the students who
reported themselves in ‘the SUSTI as be{ﬁg risk-aveiders employed more message
reduction and alteration strategies. These students tended to use familiar words, or even
change their expressions to the ofies they w@ ‘more confident with. For instance, the
High/RA(3) student tried to simplify the urijf;mjliar word of “kindergarten” with the
word “primary school”. The Low/RA decided to change from using “grade five” to

more simple words “year five”.

The reason why the students from both levels of language ability employed the
message reduction and alferation strategies might be dueito the format of the semi-
direct test of the OCT. If the studentsiwere not familiar with the tepic or do not know
the vocabulary in the target language, they were more likely to be. in an uncomfortable
position throughout the task leading to problems in communication (Stansfeild et al.,
1990; cited in Cohen, 1998). Therefore, they used simple expressions to convey their

intended meaning.

From time to time, some students could not use their own words so they used

the vocabulary and expressions of the prompt as an aid to production. It can be seen
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from most of the transcripts that these students used the phrase “begin studying

English” to start describing the situation.

9. Time-gaining strategies: The students use fillers, gambits, and other hesitation

devices to gain time to think. The strategies might be useful to keep the communication

channel open and maintain the discourse at times of difficulty. Table 4.14 presents a

comparison between the number of words produced and the number of fillers or

hesitations in response to the problem-solying task “Give some advice to your friend to

solve the problem.” (see Appendix C for the situation of the task).

Table 4.14: Number of Words and Fillers or Hesitations Produced in Time-Gaining

Strategies
Categories | Number of Number of _Average no. of words | Average percentage
words produced | fillers or - produced/ no. of fillers | between no. of words
hesitatiohs ‘:‘/ordl.lesitations produced and no. of
produced ‘ v hesitations
High/ RT (1) 107 words ('t ‘ Ijé‘v;ords/ 1.16%
(2) 249 words @) 1, 2 words (2x100/173)
(3) 163 words | (3)4 =
X =173 words e A
High/ RA (1) 192 wotdS——d=(1)-O— 16 1-words/ 3.93%
(2) 124 words 2)6 6.33 words (6.33x100/161)
(3) 166 words-* | (3) 4
X =61 words- | [ X =633
Low/ RT (1) 74'words (1) None 77 words/ 3.47%
(2).7 Zwords (2).2 2.67 wotds (2.67x100/77)
(3) 80 words ),
(plus a lot of
inhalations and
exhalations)
X =77 words X =2.67
Low/ RA (1) 53 words e 51 words/ 10.45%
(2) 43 words 2)4 5.3 words (5.33x100/51)
(3) 56 words 3)6
X =51 words X =533
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The examples of four utterances representing the use of the time-gaining strategies of

the students in each category are provided below.

High/RT(1):

High/RA(3):

Low/RT(3):

okay. (1.0) I don’'t give a damn about (1.0) the
examination I'm gonna go to the party hang out
with my friend and celebrate with them (2.0) of
course I was Joking (1.0) actually (1.0) I'm
gonna (2.0) step by (1.0) over there and say hi
and (1.0) say happy birthday (.5) and give them
some present and, then (2.0) and then leave the
place and go backs, to my house and (2.0)
continue (2.0) reads (1.0) the Dbook (1.0) or
(2.0) repeat my (1:0) sdesson (2.0) and then go
to the _Dbed (1.0) and hopefully tomorrow I’11
get a gooedrmark good point whatever thank you

I wilT telllsfher directly that I can’t (2.0) umm
go to gfhedparty ;% to her party (2.0) because I
have I ghave /the exam tomorrow morning and T
want #0 prepare.my exam and I want to do (1.0)
it (2.0) ay, 'best_":l(Q.O) and I I I think (1.0)
she she have to understand and (1.0) and don’t
blame mel that &/ canf{& go to her party (3.0) if
she is /my trpﬁ fr{%nd (.5) she (1.0) she want
me to (140).fo to (L1+0) to do to be that I want
to to to dot(3.0) I think she not she not blame
me exactly. and shé:;h@ye understand (1.0) umm
umm %(3.0) but (3.0) and Ipwidl give her a gift
(1.9)% before her party tonigh¥ (1.0) that night
and%give her some umm some good words that will
that will  make her feel good that I can’t go
to her party I will do like~this thank you very
much

okayu =i fi my ‘friend’ invite ‘me! to the party hhh
we’ll give he a::: the answer is accept because
T, very senidoys witths the spanty jhhh~butt hhh if T
have “an| examination | in | the morning I will
preparing myself about the exam hhh uh such as
reading a book a lot hhh and uh ask my friend
about the::: exam and (2.0) uhm preparing my
myself first .hhh before go to the party .hhh
and .hhh tell my friend (2.0) I will come back

home before the party::: .hhh finish because I
have exam (1.0) in the morning .hhh I think my
friend uhh don’t be angry me because he::: .hhh

should understand about my exam in the morning
.hhh and I think I can both better because .hhh
I (3.0) know myself (1.0) uhm I (3.0) I try
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to::: .hhh do both better .hhh for exam and the
birthday party (3.0) I don’t wanna miss::: a
thing hhh!

Low/RA(1): umm:I will buy the er present for her (1.0) and
give it (1.0) hhh to her before party and I
don’t er I don’t come to I don’t go to (1.0)
her birthday party hhh (4.0) I want to take the
time for reading for my examination tomorrow
(4.0) yeah I know she will understand me

Notes
refers to a lengthened sound, and a prolonged stretch is illustrated by one more
colon

Jhhh refers to an inhalation
hhh refers to an exhalation

(see Appendix G for the transcriptions of all students.)

It can be obviously$een from Tablelr 4 14 that the low ability students using risk-
avoidance strategies (Low/RA) employed ti';ne.%gaining strategies the most (10.45 fillers
per 100 words produced). The seécond rank_jycq_t to the high ability students with risk-
avoidance strategies (High/RA). The finding“;gr_ycﬂiicates that the groups of risk-avoiding
students used more fillers or hesitdtion device'sﬂ"t;(y;.gain time to think because they might
be less confident to utter what they wanted to;.';}i. and they might want to avoid failures
in their conversation. Therefore, the students in both language ability groups using risk-

avoidance strategies appeared to employ time-gaining strategies more than those in

risk-taking strategies groups.

Focusing on the factor of language ability solely, the result shows that there was
a high degree in the frequency of wsing this type of strategies.by the low ability
students.glt can be seen‘from Table 4:14 that the average percentage of the low ability
students was 6.96 (3.47%+10.45%/ 2), and the average percentage of the high ability
students was 2.55 (1.16%+ 3.93%/2). This corresponds with the SUSTI report in that it
was the only type of strategies that the low ability students employed more frequently
than the high ability students. Cohen (1998) supported that although some test-takers
might use a limited number of strategies like the low ability students in this study, they
were more likely to use this type of CSs and used them well for most part of the

conversation.
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The reason explaining this finding might be that Thai students, like other Asian
students, tend to engage in convergent thinking which leads them to focus on the
production of a single right answer (Chen, 1990). The limitations in language
proficiency of low ability groups may cause them to use fillers to gain more time to
think of what to say next. In addition, fillers provide students with a sense of security by
allowing them to manipulate in time of difficulties (Dornyei, 1995). Moreover, this
concept is reinforced by Western cultures where it is often regarded as better to utter
something to appear more polite and less embarrassed than to keep silent. This may be
the reason why the low ability Thai EFL students are likely to use time-gaining

strategies instead of trying alternative ways ot-gilving up.

Regarding the discussion” about| the findings concerning CSs used by the
students, it shows that mest of the CSs they used could be elicited from their
performance in the OCT. Mest of the results confirmed the SUSTI reports, which might
indicate that the SUSTIFhadconstruct validity and reliability. Table 4.15 presents the

summary of ranking of aliitypes of CSs used among the four groups of students.

Table 4.15: Ranking of all types of €Ss use}i éuﬂpong the four groups of students.

Types of CSs High/RT High)RA Low/RT Low/RA Summary

1 Social-affective strategies 1 2 3 4 High/RT
2 Fluency-oriented strategies. 1 2 3 4 High/RT
3 Accuracy-oriented strategies_ = 1 2 3 4 High/RT
4 Non-verbal strategies N/A N/A N/A: N/A N/A

5 Help-seeking strategies 3 4 2 1 Low/RA
6 Circumlocution straldgies 4 3 1 2 Low/RT
7 Messagesabandonment str. 4 3 2 1 Low/RA
8 Message-reduction strategies = 3 2 3 1 Low/RA
9 Time-gaining strategies 4 3 2 1 Low/RA

In order to answer the fourth research question “What are the CSs used by the
students with different language ability levels?”, the results of the SUSTI reports and

the content analysis were synthesized and discussed as follows.
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Table 4.15 illustrates the overall picture, revealing that the groups with high
language ability used more risk-taking strategies than those with low language ability,
while the low ability groups employed risk-avoidance strategies more than the high

ability ones.

The reason explaining this finding was that high language ability students
employed most of risk-taking strategies such as accuracy-oriented and fluency-oriented
strategies because of their proficiency in English. Additionally, with their high degree
of cognitive flexibility, the high ability students were likely to apply social-affective
strategies to manage their feelings during the-0ral"communication assessment. On the
contrary, the low proficiency in English of low language ability students led them to
utilize risk-avoidance strategies Le., time-gaining strategies, which relied more on their

world-knowledge.

Another point from the finding Wdé that the difference in frequencies of CSs
used depends upon the types of the stude;lfcs, whether they were risk-takers or risk-
avoiders. For example, if they fended. to be fi'slé;takers, there was a tendency that they
employed risk-taking strategies. This was bé-lc-._-a-ug@ the students who dare to take a risk
in their speaking have developed more risk—tal?i_ﬂgi strategies.

Summary

This chapter reported.the results of the findings. Descriptive statistics and the #-
test analysis of the data were presented. The frequency countsifrom the SUSTI were
analysed to reveal the types of the CSs that the students from the high and low- ability
groups useddTwosway ANOVA”afid partial Eta“squared) wete'employed to answer the
first, second, and third research questions. The result of content analysis concerning the
types of CSs used by the students with different language ability levels was presented.

Each part ended with discussions based on the findings and the review of literature.



CHAPTER V
CONCLUSION AND RECOMMENDATIONS

Chapter Five presented the research summary, followed by the summary of the
findings. It also showed the conclusions including implications for the areas of
language assessment and evaluation, and language instruction. Subsequently, the

recommendations for future research were provided in the last section.
5.1 Research Summary

This study focused on the examination of the two independent variables,
language ability and types of €ommaunication strategies (CSs) on oral communication
ability. Furthermore, the CSs used by the students with different language abilities were
explored and compared. :

In this study, the Oral Communicatipn Test (OCT), and the Strategies Used in
Speaking Task Inventory (SUSTI) tailored fd:!r' the third-year students at the University
of the Thai Chamber of Commerce (UTCC),.:IIfﬁajland were developed. As there had not
been a tailored test to meet the need for asses%iﬁé oral communication ability focusing
on general English at the UTCC, the OCT V\}éé‘&eA\}eloped to fulfill this demand. Also,
the test could be used as an instrument for self-assessment to practice and improve the
students™ oral communication ability. In addition to this, it provided guidelines for
educators to design an in-house instrument to assess students in different aspects.
Regarding the SUSTI, it was developed to investigate the students” CSs. The self-report
questionnaire illustrated whether the students tended to employ more risk-taking
strategies oririsk<avaidancesstrategies! Beforeithe OCT and the"'SUSTE were conducted

in the main study, the two instruments went through a validation process.

With regard to language ability and types of CSs, there were three reasons for
selecting these two independent variables. Firstly, it could be seen from previous
research in oral language tests that these variables could have a crucial influence on
both language use and oral communication performance. Secondly, there was a
potential to design a speaking test in which the two variables facilitated rather than

impeded the students™ performance. Thirdly, there were not many studies about the
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effects of language ability and types of CSs on the oral communication ability of Thai

students at the university level.

The investigation of the CSs use of the students with different levels of language
ability was another focus in this study. Types of CSs used by high ability students and
low ability students were also examined. In sum, this study attempted to answer the

following four research questions:

1 Do different language ability levels have a significant effect on students™ oral

communication? And if they do, how tatich*s the effect size?

2 Do types of CSs have asSignificant effect on students™ oral communication

ability? And if they,do, how much is the effect size?

3 Is there any significant interaction efféc‘g_between different language ability levels
and types of CSs on students™ oral éqmmunication ability? And if there is, how

much is each effect size?

L

4 What are the CSs used by students Withﬁifferent language ability levels?

The population swas 300 third-year English major students, enrolled in the
speaking course in the Faculty of Humanities in the second term of the academic year
2008 at the University of the Thai Chamber of Commerce (UTCC). The subjects
participating in the main-study were. 100 students. The 300 thitd year students™ name
list including their average grades of a speaking course, the highest and the lowest
grades that (they reCeivedsinstheir previous Bnglish fcoutfses front the Faculty of
Humanities, UTCC were obtained. Then, the students were categorized into two groups:
high and low ability groups, based on their average grades of their previous three
English courses. The high language ability group was made up of students who
obtained average grades above the +1 S.D. in these courses and the low ability group
contained the students whose grades were lower than the -1 S.D. As fifty students were
used in the pilot study, the rest of them (250 students) were asked to take the OCT to
examine their oral communication ability, and directly after finishing the test, they

completed the Strategies Used in Speaking Task Inventory (SUSTI) to investigate their
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CSs use. After interpreting the results of the OCT and the SUSTI, the students were
divided into four groups according to their language ability groups and types of CSs.
After assigning the students into four groups, 25 students in each group were randomly
selected in order to examine the effects of their language ability and types of CSs on

their oral communication ability. The four groups are given below:

- High ability & Risk-taking strategies (High/RT, n = 25);
- High ability & Risk-avoidance strategies (High/RA, n = 25);
- Low ability & Risk-taking strategies (Low/RT) (n = 25);
- Low ability & Risk-aveidance strategies(I-ow/RA) (n = 25).

Meanwhile, 50 high-ability students and 50 low-ability students were randomly
selected from the population in‘order to focus on the result of the SUSTI solely. The
findings were used to confirm whether there is any significant difference between the

CSs use of students with'difterent language-ﬂélbjlity levels.

Research instrument$ consisted of th‘é-"péT, and the SUSTI. The OCT was used
to assess students™ oral communication abfiify_l-_;lnd to elicit the use of CSs of the
students in the qualitative study. focusé_a_ én authentic oral communication in
students™ daily lives. The OCT was a semi-dir.éé;t!épeaking test consisting of four tasks:
a warm-up task, an intérview task, a description task, and a _problem-solving task. The
students™ oral performances werc elicited through the use of a tape recorder. The SUSTI
was a self-report Likert-scaled questionnaire to assess the frequency of CSs used by the
students in theit@oral communication. Thirty-two items wete drawn from systematic
lists of two major types of CSs, which are risk-taking strategies and risk-avoidance

strategies.

To answer the first three research questions, two-way ANOVA was carried out
to observe the effects of the two independent variables, in both main effects and the
interaction effect. Additionally, the effect size of the treatment was measured using

partial Eta squared.

The study used the SUSTI to classify the students into two groups of risk-taking

strategies and risk-avoidance strategies. Items included were drawn from two
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systematic lists of two major types of CSs. One list was made up of ,risk-taking
strategies” referring to strategies speakers used to expand their linguistic resources to

achieve communicative goals. These included:

1) social-affective strategies for dealing with emotions and attitudes

2) fluency-oriented strategies for emphasizing speech clarity and pronunciation
3) accuracy-oriented strategies for paying attention to forms of the speech

4) non-verbal strategies for giving hints by using gestures and facial expressions
5) help-seeking strategies for asking for sepetition, clarification and confirmation
6) circumlocution strategies for paraphrasingor describing the properties of the

target objects.

The other list was imade” up of ,risk-avoidance strategies™ consisting of the
strategies speakers used tosadjust the message to mateh with their original linguistic
resources. These included: {

1) message abandonment strategies foflleaving a message unfinished

2) message reduction and alteration straf;ég"i.es for using familiar words

3) time-gaining strategies for using gaﬁfbi_}_s or fillers to fill pauses to keep the
communication channel open and maintain disfd;il;rse in times of difficulty.

To answer the fourth research question, descriptive statistics and the t-test were
conducted to examine whether there was a significant difference between the students
with high and low ability in terms of using different types of CSs. The content analysis

using the data obtained from \the audio=récorded, OCT was petformed to confirm the

finding of the questionnaire SUSTI analysis.
5.2 Summary of the Findings

Regarding the first research question, the results obtained from two-way
ANOVA indicated that there was a significant main effect between students with high
language ability level and low language ability level on their oral communication
ability, F(1, 96) = 235.41, p< .01, np2= 0.71. The high language ability group performed
significantly better than those from the low ability group. The mean of the former was

4.28 and that of the latter was 2.26. According to Hopkins (2002), the effect size was
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large (0.71) which means high language ability students performed very differently and
significantly from low language ability students on the OCT test.

Focusing on the second research question, there was a significant main effect
between students using risk-taking strategies and those using risk-avoidance strategies
on their oral communication ability, F(1, 96) = 8.33, p< .01, np2= 0.08. The students
who employed risk-taking strategies performed significantly better in oral
communication than those applying risk-avoidance strategies. The mean of the former
was 3.46 while that of the latter was 3.08. Howeyver, the partial Eta squared value (0.08)
indicated a relatively small effeet size (Hopkins,.2002). The students using risk-taking
strategies and those using risk-avoidance strategies were a little different in performing

the OCT.

Concerning the third research’ question, two-way ANOVA revealed that there
was no significant interaction effect betweéh language ability and types of CSs on the
OCT scores, F(1,96) = 143, p >..05, np2= O{(_)l. Therefore, the hypothesis that there is a
significant interaction effeet bétween the two .I:variables on the OCT scores was not
supported by the findings. However, both -ll-,é;lggage ability and CSs affect the oral
communication ability in the same direction. 7 .

As for the fourth research question, the content analysis shows that most of the
CSs the students used which were elicited from their performance in the OCT
confirmed the SUSTI reports.. The findings obtained from the frequency counts and the
SUSTI reveal that the groups with high langnage ability significantly used more risk-
taking strategies” such as social-affective, fluency-oriented, help-seeking, and
circumlocutiop strat€gies than‘those with low languagé ability whereas the low ability
groups significantly employed more risk-avoidance strategies like time-gaining

strategies.
5.3 Conclusions

As both language ability and CSs play significant roles in assessing oral

communication performance, this study attempted to investigate the effects of these
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variables on students oral communication ability. In addition to study only the main
effect of each variable, the interaction effect was also considered. This study compared
the students™ language ability between high and low language ability groups, and
explored the effect of types of CSs used on their oral communication ability. Regarding
the qualitative study, the content analysis of the students”™ OCT speech recorded was
conducted. The findings agreed with the results of the SUSTI and could differentiate
types of CSs used by students with different levels of language ability.

It was also found that there was ne significant interaction effect between
language ability levels and types of CSs on thc.OCT scores. Each variable, however,

was found to be significantly different.
5.4 Implications of the study ‘

The implicationsfrom the findings 6f this study are presented as follows:

1. As for theoretieal contribution, tﬁe findings provide further insights into the
oral communication processes in relation to tl;ie"ﬁse of communication strategies by the
high and low language ability groups. In tfl:ié,_gase, although language ability has a
greater effect on oral communication perforﬁjérice than types of CSs, no significant
interactional effect between these fwo Variabléé vs;as found. However, the students in the
high and low language /ability groups differed in both risk-taking and risk-avoidance
strategies. The former used more risk-taking strategies than the latter. This suggests the
need to provide risk-taking strategies to the.low language ability group. The finding
reveals that the thigh ‘ability students preferred \risk-taking strategies while the low
ability ones tended to employ more risk-avoidance strategies. The types of CSs
employed’ by tthey high, ability=students hélpedthiemnto beé mmort sticcessful in oral
communication. Therefore, their use of risk-taking strategies was more effective in
conveying the meaning or the concept since all necessary and appropriate information
was provided in a clear and direct way. Therefore, emphasis should be given to how to
increase the use of risk-taking strategies among low ability students in order to improve

their performance in oral communication.

2. Regarding pedagogical contribution, the question of whether CSs should be
taught™is a contentious one. The results of this study suggest that it might be profitable
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to teach students not only linguistic knowledge but also communication strategies
which they can use to promote more effective language learning. As Rubin (1990) has

stated:

Often poor learners don“t have a clue as to how good learners arrive at
their answers and feel they can never perform as good learners do. By
revealing the process, this myth can be exposed. (p. 282)

In addition, there is a belief that,, if students do not select strategies related to
tasks, skills, and goals, they might not easily find the most appropriate strategies and be
successful language learners (Gu 2003; Oxford.et al. 2004; Rubin 2005, Rubinet al.
2007). Hence, more effectiveness.could be obtained if both process and product were
integrated in the teaching.methods (Rubin et al. 2007). Consequently, strategic
competence and language skillsidevelopment can be supported by a particular learning
system in which students can fester their ability to sclect appropriate strategies and be

more successful (Rubinet als2007).

Students should bedntroduced to CSs and the kinds of strategies that can be
used, as suggested by Cohen (1998), Chamo.-tl-:ét_gl. (1999), Macaro (2001), and Cohen
& Macaro (2007). In higher education, one f)bééible way to help low ability students
improve their oral communication may be t.o‘ "iﬂferrduce them to the use of risk-taking
strategies employed by high ability students. Cohen et al. (1998) and Dornyei (1995)
have claimed that communicative skills can be improved by developing specific CSs
and raising low ability sstudents™ awareness of strategies for solving potential
communication problems, leading to the development of their oral communication
ability. These suggestions are supported by Nakatani (2005), who has stated that trained
participafits Sighificantlytimproved theit oraliprofiCienicy test/Scorts and their success
partly duesto an increased awareness of CSs. More importantly, a focused and explicit
program of CSs teaching and/or training is needed (Dornyei 1995; Rubin et al. 2007)
and should be designed specifically for implementation in a Thai context. For example,
the teacher should be selective in giving appropriate strategies to different types of
students. As Thai students seem to be passive and shy, they may reluctant to present
themselves like showing off in order to ask for help, or use gestures. Therefore, it might

be better if the teacher suggests some types of CSs related to their thinking process such



186

as social-affective, fluency-oriented, and accuracy-oriented strategies, in their

communicative tasks.

Apart from that, especially for lower levels of education, language teachers can
also motivate students to apply CSs as greater motivation relates to higher frequencies
of strategy use. According to a statement of Graham (1997: 89), concepts for CSs
involve the aim of decreasing anxiety and increasing participation. There are several
effective ways to fulfill this goal such as the English corner, English speaking contest,
short play performance, and other sorts of agtivities. These should be popularized in
line with the specialties of different schools: Furthérmore, there should be an effort to
improve the situation that CSs still do not featuie in many L2 syllabuses in Thailand. It
might be better if (1) loeal educational organizations highlight their students™
communicative competence’in Fuglish rather than their testing scores; (2) authentic
materials in English teaching and learning such as textbooks, and audio/video tapes
should be developed; #(3) ;appropriate Eﬁglish teaching methodologies should be
applied, and communicative' language teéilz_hing should be emphasized rather than
grammatical translation methods; and (4) aﬁtﬁeﬁtic testing system should be created to
accord with the requirements of fluent oral Eﬁél@h Lastly, without the improvement of
all teachers* own practice in language teachin_é_? fliése aforementioned will be no use.

3. Concerning practical contribution, since the Oral Communication Test (OCT)
and the Strategies Used in Speaking Task Inventory (SUSTI) received a high rating
from the experts in the field in terms of congruence with the objectives and the
appropriateness of content, it suggested that the tesults of the OCT and the SUSTI were
valid and reliableiIn addition to that, in order to meet the high standard, the results of

the study"wetétriangtlatedusing the quantitative'and qualitative,approaches.

3.1 As for the quality assurance in high standard universities, to see
whether their graduating students have adequate English oral
communication ability to enter competitive job markets or not, the OCT
might be needed in order to assess their ability. The SUSTI can be employed
to investigate their communication strategies used in the strategic process

together with their linguistic knowledge.
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3.2 The OCT can tell the levels of oral communication ability of the
students and identify their gaps between their present levels and their target
levels of being successful English speakers. In addition, the SUSTI can be
used to elicit the students™ responses related to their communication

strategies used.

3.3 Related-research participants such as educators, graduating students,
employers, staff, and other interested people can benefit from the study™s

instruments and results since the findings can:

3.3.1 provide-the gﬁidelines for educators to design intensive, on-
going or post-sesstonal’ coutses after the students are diagnosed with points
to be improvedsin oral communication ability. The students should have
more chances topragtige the speaking skill in the university.

3.32 provide frameiyorks and procedures for educators and
language assessors t0 désign and-id;ex;:elop speaking tests. In the real learning
situation, it was found that readiﬁg_da;nd listening tests are more available and
emphasized, while speakmg and ertmg tests are less evaluated although
these two “skills also play 51gn1ﬁcant roles jin their future tasks. The
universities “and educators should consider dcveloping their own tests,

especially the tests focusing on oral communication or interaction.

3.3.3 be used by employers to assess thé candidates™ ability in

oral communication before the main procedures in the recruitment.

3.3.4 be used as self-assessment among university students in any
fields in order to practice and improve their oral communication ability at
their pace.

5.5 Recommendations for Future Research

Following are some recommendations for future research.
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1. As mentioned in the earlier chapter, there were limited budget and time
constrains in conducting this study. The researcher could not develop tests on the other
three language skills; reading, listening, and writing. In addition, in order to establish
standards for new tests, there may be a need for more test administrations and a larger
number of subjects. To achieve the standards, the new tests may need a number of

reviews and revisions. Regarding the replications of this study, the researchers should

1.1 use more subjects with a wider range of language ability levels such

as high, average, and low.

1.2 extend the range of the standard deviations from the range of -1S.D.
to +1S.D. to thatef -1:5.S.D.to +1.5 S.D. in order to obtain more obvious
different language ability levels.

1.3 incréases the number-f of speaking interactions in the oral
communication test tasks, so thaL_the students can respond more naturally in

communicative gvents. 4

1.4 change the format of the O_E‘_T:lfrom the semi-direct oral interview to
the direct oral intervieW; in this wéyﬂéz)“nrle CSs stich as non-verbal and help-
seeking strafegies can be directly examined. AlSo, being tested in a number
of oral interactions by different testers or interlocutors offers the students
more than one gpportunity to demonstrate their oral communication abilities.
For example, a student who may not be successful in'one assessment will be
given ‘another chance to be assessed by another evaluator. This will help

réducetheir afixicty:

1.5 observe strategies used in different tasks, and in different language
skills so that more types of strategies used by students to achieve their

communicative goals in all four language skills can be obtained.

2. The integrated OCT tasks should be developed to examine the types of
strategies used. The results can be compared with this study to find similarities and

differences in using communication strategies.
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3. The SUSTI may be used to compare types of CSs used by the students in this

study with those from other universities that have students with similar characteristics.

4. Apart from language ability levels and types of CSs, other variables related
to oral communication performance such as students™ characteristics, types of exposure

to communicative tasks, and types of training should be investigated.

5. Training and giving more exposure/tora wider range of oral communicative
tasks as well as communication strategies which#are more closely related to the oral

language used in real lives should be provided to students at different levels.

6. Since some types.of CSsused by the high and the low language ability groups
were not significantly different; more studies to investigate the use of these types of
CSs focusing on students™ individual differgnqgs such as the students™ anxiety, learning
styles, and gender should.be carried out. !

7. Other research designs integrating ..rrjll}%ltiple factors affecting students™ oral

communication ability and communication strategies used such as motivation, career,

orientation, and culturé'should be lexplored. 4

8. The explordtions of other communicative components such as strategic
competence, pragmatic competence and discourse competence should be studied so that
language teachers! and; materialgdesigners)can gaingbenefitsyfrom the results of these

studies.
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APPENDIX A: Strategies Used in Speaking Task Inventory (English Version)

Strategies Used in Speaking Task Inventory (SUSTI) (English Version)
Part One: Demographic Information

Please put a v’ in front of the item you choose and write required information.

1. Gender: Male Female
2. Age:
3. GPA:

4. The grade that you received in the speaking Course:

A B+ B Catf ¢ D+ D F

5. The highest grade that yeu have received'in previous English courses:

A B+ B o A D F

6. The lowest grade that you have received inprevious English courses:

A B+ B C+ — D F

7. Which of the followifig standardized tests have you taken?

TOEFL CU-TEP
TOEIC TU-GET
IELTS

Othersyplease specify.
I have never taken any standardized test before:




Part 2: Communication strategies used in speaking tasks

Please put a v’ in front of the item you choose.
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5 = Usually
4 = Mainly
3 = Sometimes
2 = Rarely
1 = Never
During a communication in English, ........ccccoieiiiiiiiiiiiii
5 4 3 2 1
No. Questions Usually | Mainly | Some- | Rare- | Never
times ly

1. I pay attention to the conversation ﬂOW
and avoid silence.

2. | I'try to relax when I feel"anxious.

3. | I notice myself using an"expression which
fits a rule that I have leamed. 1

4. | When I am talkinggy' 1 tuy te make eye-
contact. .

5. | I use words which age familiar to me.-+

6. | I think of what I want o say in Thai, thgn ¥
construct the Englishisentence. Z

7. | When the message is not clear, I ask my | -
participants for clarification directly. ol

8. | If I face some language dlfﬁcultles I will f-_
leave a message unfinished. - e

9. |1 pay attention to the 1ntonat10n and |
pronunciation. Uil

10. | I give up expressing a message 1fj cannot
make myself undefstand.

11. | I try to elicit help~from my interlocutor
indirectly; such as rising intonation.

12. | I use fillers; such as, ,well, you know,
okay, umm,_or. uh*. when*l_do not know
what to say.

13. | I try to speak clearly and loudly to make
myself heard.

14. | I abanden the execution, of-a«verbal plan
andjust 'say |some ‘words when J do.not
know what to say.

15. | I'try to enjoy the conversation.

16. | I correct myself when I notice that I have
made a mistake.

17. | I describe the characteristics of the object
instead of using the exact word that I am
not sure.

18. | I reduce the message and use simple
expressions.

19. | I encourage myself to use English even
though it may risk making mistakes.
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20. | I use gestures if I cannot express myself.

21. | I give a good impression to the listener.

22. |1 pay attention to grammar and word-
order.

23. | I ask for repetition; such as “pardon?”, or
“could you say it again?”, when a message
is not clear to me.

24. | I actively encourage myself to express
what | want to say.

25. | I replace the original message with
another message because of feeling
incapable of executing my original 1t

26. | I use some phrases; like ,it . ‘| d
question.” or ,it is rather di ’ 0
explain®, in order to gair \"‘ :“‘ "‘
think what I should spez

27. | I use facial expression

what I want to say.

ﬂ‘lJEJ’JVlEJVIﬁWEJ’Iﬂ’i
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APPENDIX B: Strategies Used in Speaking Task Inventory (Thai Version)
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APPENDIX C: Item-Objective Congruence (10C) Index

Name:

SECTION ONE: Construct Validation

Instructions: Read the item objectives in Part One below. Then, read each item in the
SUSTI, and consider carefully the degree to which the item is congruent, and related
with the objective. Rate the congruence according to the scheme.

H means there is high degree of congruence between the item and the objective.
M means there is medium degree of congruenee between the item and the objective.
L means there is low degree of eongruence beiween the item and the objective.

If you would like to comiment on the congruence of the test item, please write the
comments in the space provided.-After you have finished with this part, proceed to the
second part and rate each'in thé same manner.

Part One: Put a v in the rating box (H, M, L) according to your opinion, and
specify comments for each iter (Eight items).

),
Main Objective: The objective of this part is to obtain the test-takers’ background
in both personal information and academic information regarding their language
proficiency. , ¥/

Specialist Opinion =
Item No. =L ot Comments
H M L

ol B AN I LR ol Bl I A
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Part Two: Put a v in the rating box (H, M, L) according to your opinion, and

specify comments for each item (27 items).

Main objective: The objective in this part is to assess the degree and types
strategies which the test-takers use in their oral communication.

of

Taxonomy of Communication strategies use

1. Risk-taking Strategies: This refers to strategies that the speakers use for increasing
their linguistic resources, as ,resource expansion strategies®, in order to achieve their
communicative goals.

a.) Social-affective strategies: The speakerstise'these strategies to control their own

anxiety and enjoy the process of oral comumunication, to maintain conversation. Thus,

they are willing to encourage themsclves to speak English and to take risk in making
mistakes. They behave in such away as to give impression and try to avoid silence during
interaction.

b.) Fluency-oriented strategies: They involve strategies that the speakers use to pay

attention to pronunciation, and emphasize 0r71‘ clarity of their speech. They try to speak

loudly and clearly to impreve the listener's comprehension.

c.) Accuracy-oriented strategies: The spe_dk:e-r‘s are concerned with a desire to speak

English accurately. So, they pay attention mainf§ 61} forms of their speech, and when they

notice their mistake, they often seek grammatical'ac;éuracy by self-correcting. It seems to

be that they have a willing to speak appropriat‘e_lj?-like a native English speaker even
though this is not an easy-goat:

d.) Non-verbal strategies: Referring to describing wholé concepts non-verbal. For

example, the speakers use gestures or face-expression to give hints and help the listener

guess what they=want; Additionally,sthey smay. use; eye-centaet in.order to attract the
attention of their partners.

e.) Help-seeking strategies: The spéakers turn to the interlocutor fot assistance either

directlyfor indirectly.| They! may.ask an explicit question concerning.a gap in their L2

knowledge. It might be include asking for repetition, asking for clarification, and asking
for confirmation. In addition, they may try to elicit help from their interlocutor indirectly;
such as rising intonation, or pause.

f.) Circumlocution strategies (Paraphrase): They refer to strategies that the speaker

describes the characteristics or elements of the object or action instead of using the

appropriate target language items or structure. These also involve exemplifying,

illustrating or describing the properties of the target object or action.
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2. Risk-avoidance strategies: The speakers try to adjust the message to match with
the original linguistic resources.

a.) Message abandonment strategies: The speakers tent to give up their attempt to
communicate by leaving the message unfinished, when they encounter difficulties
producing their speech

b.) Message reduction and alteration strategies: These strategies are used when the
speakers try to avoid a communication breakdown by reducing an original message,
simplifying their utterance, or using similar expressions that they can use confidently. The
speakers tend to use familiar words and avoidstaking risks by using new or unfamiliar
words, even though they sometimes realize” that the utterance is far from their
communication goal.

¢.) Time-gaining strategies: These refer to using gambits or fillers to fill pauses, to
stall, and to gain time in oxder t0 Kcep the communication channel open and maintain
discourse at times of difficulty. Bxamples range from very short structures such as well,
you know, okay, umm, uhi, to dlonger phrases; such as it’s a good question, this is rather

difficult to explain, or actually.

Objective 1: To measure the degree of test-takers’ social affective strategies used
in controlling their own anxiety and enjoy th’e process of oral communication in
order to maintain conversation.

Item No. Specialist Opinion Comments
H M L

1. I try to relax when I feel anxious.

2. I try to enjoy the conversation.

3. I encourage myself to use English éven

though it may risk making mistakes.

4. I give a.good.impression.to the listener,

5. T actively encourage myself to' express

what [ want to say.

Objective 2: To measure the degree of test-takers’ fluency-oriented strategies used
in emphasizing on pronunciation, and the clarity of their speech.

Item No. Special Opinion Comments
H M L

1. I pay attention to the conversation flow,

and avoid silence.
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2. 1 pay attention to the intonation and

pronunciation.

3. I try to speak clearly and loudly to make
myself heard.

Objective 3: To measure the degree of test-takers’ accuracy-oriented strategies use
whether they are concerned with a desire to speak English accurately.

Item No. Specialist Opinion Comments
Hsa M L

1. I notice myself using an expression which

fits a rule that I have learned.

2. T correct myself when I'netice that i haye

made a mistake. :

3. I pay attention to grammar and’ word-

order. -4

Objective 4: To measure the degree of test-takers’ non-verbal strategies used; such
as using gestures or face-expression to give hints and help the listener guess what
they want. 22k

Item No. - Speeialist Opinion Comments
H M L

1. When I am talking, T'try to make eye-

contact.

2. T use gestures if I cannot express myself.

3. T use facial expressions if I cannot express

what I want to §ay.

Objective'S: To measure the degree of test-takers’ help-seeking strategies used
whether they turn to the interlocutor for assistance either directly or indirectly.

Item No. Specialist Opinion Comments
H M L

1. When the message is not clear, I ask my

participants for clarification directly.

2. 1 try to elicit help from my interlocutor

indirectly; such as rising intonation.
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3. I ask for repetition; such as “pardon?”, or
“could you say it again?”, when a

message is not clear to me.

Objective 6: To measure the degree of test-takers’ circumlocution strategies used
as they describe the characteristic or elements of the object instead of using the
appropriate target language items.

Item No. Specialist Opinion Comments
H M L

1. T describe the characteristics of the object
instead of using the exact word that [ am

not sure.

Objective 7: To measure the degree of tesi-takers’ message abandonment
strategies used as they tent to give up their attempt to communicate by leaving the
message unfinished when they encounter difficulties producing their speech.

Item No. Specialist Opinion Comments

1. If I face some language difficulties; T will =

leave a message unfinished:

2. 1 give up expressing a-message if I cannof

make myself understand:

3. I abandon the execution of a verbal plan
and just say some (words| whenI1do not

know what to say,

Objective. 8: To measure the "degree of test-takers’ message reduction and
alteration strategies used as they try to avoid a communication breakdown by
reducing an original message, simplifying their utterance, or using similar
expressions that they can use confidently.

Item No. Specialist Opinion Comments
H M L

1. I use words which are familiar to me.

2. I think of what I want to say in Thai, then

construct the English sentence.
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3. I reduce the message and use simple

expressions.

4. I replace the original message with another
message because of feeling incapable of

executing my original intent.

Objective 9: To measure the degree of test-takers’ time-gaining strategies used by
using gambits or fillers to fill pauses, to stall, and to gain time in order to keep the
communication channel open and maintain discourse at time of difficulty.

Item No. Specialist Opinion Comments
H M L

1. T use fillers; such as ,wellsoyou know,

okay, umm, or uh* whensl"domot know:

what to say.

2. T use some phrases; liked jtdis/fa’ good |-
question.” or ,jt is-rather difficult to {
explain, in order to gain more time.to

think what I should speak.

‘_J".v

SECTION. TWO: Coxﬁe}r_‘;t Validation

Instructions: Please consider the atiached questionnaire (SUSTI) and put a v’ in
front of the answer YES or NO and specify the comments according to your
opinion.

1. The content of the SUSTFreflects the main objective of the questionnaire.
YES NO

Comments:

2. The SUSTI is appropriate to measure communication strategies use of the 3"
year undergraduate students majoring in English.

YES NO

Comments:
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3. The specific language used in the SUSTI can be found in real conversation when
the speaker encounters with language difficulty.
YES NO

Comments:

YES

Comments:

5. Other comments:

PMINEINT

Thank you for your kind attention.

am AIN T UAN TN LT g
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APPENDIX D: IOC Tally Sheet and Calculation

Number of experts: 3

1 Yajai Chuwicha, Ph.D., Dean of the Faculty of Humanity, the University of the Thai
Chamber of Commerce

2 Pornpan Bunyapattanaporn, Senior lecturer, Faculty of Humanity, the University of
the Thai Chamber of Commerce

3 Gerard Sharpling, Ph.D., Senior Language Tutor in English for Academic Purposes,

University of Warwick

I0C = YR
n

>R = Total score from the three raters (experts)

n = Total number of the rates§ (experts) = 3 «

Congruence between the item and its objectfve:

H= +1
M= 0 -
L=-1 ,

Interpretation: If the:]lOC index of a test item is equal er more than 0.7, it will be
accepted regarding at least two experts agree with the congruence. It means that the test
item has acceptable degree of congruence with the objective as it can measure what it is
expected to be measuring. On the other hand, if the IOC index of a test item is less than

0.7, it should belrevised or réjected.

Results:
- The average 10C Index of the' SUSTI was'0.56
- There was 24 out of 35 test items ( 68.57%) that could be kept.



Section One: Construct Validation

Part One: Items no. 1-8

Item Expert Expert Expert
10C Results
No. No.1 No.2 No.3
1 -1 1 -1 -0.3 X
2 -1 1 1 0.3 X
3 -1 1 1 0.3 X
4 -1 1 0.3 X
5 0 1 0.7 v
6 0 1 0.7 v
7 0 - 1 . v
8 0 v
Note: Meaning of the r S, d; or rejected
Part Two: Items no. 1-27 “ (= A
Item Expert E s b X “‘~|
E ’; = \ Results
No. No.1 L g?:‘ : \
1 1 Pt X
2 1 LZEZM A 3;1 1 v
3 v
4 v
5 v
6 X
7 v
8 1 o/
_ Q_f\‘:'ﬂl}ﬂlﬂnf'\ﬂﬂrn na_t
A RN AT I TS
10 1 1 0 0.7 v
11 0 0 1 0.3 X
12 1 1 1 1 v
13 -1 1 1 0.3 X
14 0 -1 0 -0.3 X
15 1 1 1 1 v
16 1 1 1 1 v

223
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Note: Meaning of the res

17 1 1 1 1 v
18 0 1 1 0.7 v
19 1 1 1 1 v
20 0 1 1 0.7 v
21 0 1 1 0.7 v
22 1 1 1 1 v
23 1 1 1 1 v
24 1 l 0.7 v
25 1 _ fﬂ v
A -
26 1 ‘§ X
—
27 0 __.a-—‘, X

ised or rejected

& Expert No.3 &
Item
Comments
—_— CS. \ Yes.
would ‘alrgxé- “that  {] e questionnaire
1. The content of the SUSTI non-verba]_ Y e | ltems should be revised
reflects the main objective | comm 15}1: a‘spé *’?\‘-”-' in order to reflect the
of the questionnaire. ( :‘_] are somewhat skewed | as No.
‘ less valid  (tho J
ing). it
| 4
s Yes.
2. The SUSTI is app rlid SQ%EI%? EJ’.] ﬂi
to measure commumd ion questionnaire, though T o '
strategy use of the 3™ year don't know on Qs

undergradi
majoring m 0ml a

s R
Thalland are like to be
able to say for sure.

1INYIA

3. The specific language
used in the SUSTI can be
found in real conversation
when the speaker
encounters with language
difficulty.

Yes.

The language seems to
be mostly part of real
conversation so this
probably adds to the
reliability and
authenticity of the
responses. Some
metalanguage such as

Yes.

Yes.
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,interlocutor* and
,elicit™are part of
teacher talk and seem to
stray rather high in
terms of register???

4. The format of the SUSTI
is appropriate.

Yes.

(Insofar as it is
straightforward, not too
laborious, not over-
complex, etc).

Yes.

Yes.

5. Other comments

Its.

i ‘dt see

AU INENTNEINS

The researcher should
clarify the criteria of the
scale one (always) to
five (never). For
example, ,always® can
be defined in this
context as ,every time
that I speak English

ARIANTUNIINGIAE
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APPENDIX E: Strategies Used in Speaking Task Inventory (Revised Version)

Strategies Used in Speaking Task Inventory (SUSTI) (Revised Version)
Part One: Demographic Information

Please put a v’ in front of the item you choose and write required information.

1. Gender: Male Female
2. Age:
3. GPA:

4. The grade received in the speaking course:

A B+ B G d D+ D F

5. The highest grade recéived ina previous English course:

A B+ B g C=5, DA D F

6. The lowest grade received in prévious English course:

A B+ B C+ @ D+ D F

7. Which of the following standardized tests have you taken, please write your scores?

TOEFL CU-TEP
TOEIC TU-GET
IELTS

Others, please specify
Never taken any standardized test.

Part 2: Communication strategies used in speaking tasks

Please put a v’ in front of the item you choose.

5 = Usually

4 = Mainly

3 = Sometimes
2 = Rarely

1 =Never

During a communication in English, ........c.cooooiiiiiiiii



227

5 4 3 2 1
No. Questions Usually | Mainly | Some- | Rare- | Never
times ly
1. | I pay attention to the conversation flow,
and avoid silence.
2. | I'try to relax when I feel anxious.
3. | I notice myself using an expression which
fits a rule that I have learned.
4. | When I am talking, I try to make eye-
contact.
5. | I use words which are familiar to me.
6. | I think of what I want to say in Thai, then
construct the English sentence.
7. | When the message is not clear, I ask my
interlocutors for clarification directly.
8. | If I face some language difficulties, I will
leave a message unfinished: ol
9. |1 pay attention to_the=intonation and
pronunciation.
10. | I give up expressing a message if 1 cannot
make myself understgod. ]
11. | I try to elicit help from my jinterlocutor
indirectly; such as usifig riging intonation,
12. | I use fillers; such™as gwell, ‘you know, |
okay, umm, or uh® when'I do not kno'bv
what to say. ;
13. | I'try to enjoy the conversation.
14. | I correct myself when [ notice that | hav*e" -
made a mistake. et T )]
15. | I describe the characteristics of the object_:__' .
instead of using the exact word when | aff =
not sure.
16. | I reduce the message—and—use—snnpfe—_—w -
expressions. -
17. | I encourage myself to use English even
though this may cause mistakes. n
18. | I use gestures if I canfotiexpress myself.
19. | I give a good/impression to the listener.
20. | I pay attention to~grammar ‘and word-
order.
21. | I ask forsrepetition;ssuch as+ Pardon?; on
,Could you say it again?*, when a;message
is not clear to me.
22. | I actively encourage myself to express
what [ want to say.
23. | I replace the original message with
another message because of feeling
incapable of executing my original intent.
24. | I use some phrases; like It is a good
question. or It is rather difficult to
explain®, in order to gain more time to
think what I should say.
25. | I use facial expressions if I cannot express

what [ want to say.




APPENDIX F: Rating scales

Category

Level and Description

Given score
(Each category)

O Comprehension
- Is comprehension
consistently accurate in
nearly all contexts?

Level 6- Excellent

Level 5- Good

Level 4- Fair

Level 3- Barely adequate
Level 2- Poor

Level 1- Very poor

OFluency

- Is the speaker able to
speak at length with a
natural and effortless
flow?

- Is the speech
fragmented because of
hesitations, pauses or
false starts?

Level 6- Excellent

Level 5- Good

Level 4- Fair
Level 3- Barcly.adequate
Level2="Poos

Level l=Verypoor

©Grammar

- Is the grammar
correct and nature?
- Do grammatical
errors interfere with
meaning?

Level6- Excellent !

Level 5- Good =

Level 4= Fair

Level8- Barely adequate < / "

Level 2- Poor
Level 1- Verypoor

O®Vocabulary

- Are vocabulary range
and accuracy sufficient
to communicate
effectively on a variety
of familiar and
unfamiliar topics?

Level 6- Excellent
[eyel5=Good

Level 4- Fair

Level 3- Barely adequate
Lewvel 2- Poor

Level.l- Very poor

O Cohesion and

Coherence

- Are cohesive and
coherent devices used
and managed
effectively?

Level 6- Excellent

Level 5-Good

Level 4- Fair

Level 3- Barely adequate
Level 2- Poor

Level 1- Very poor
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After you (as a rater) finish rating in each category, please rate the overall score based
on the results above and the given descriptors. This is the final score informed to the
test-taker.

Level 6 (Effective English communicator): The test-taker can communicate
effectively in spoken English in a range of social and work situations. Communication
1s appropriate with a degree of fluency. Language is grammatically accurate most of the
time with a wide range of vocabulary which is used effectively in most situations.

Level 5 (Good English communicator): The test-taker can communicate
adequately in spoken English to handle everyday communication in social, educational
and work situations. Despite some grammaticals inaccuracies, the test-taker can
communicate with a fair degree-of fluency. Vocabulary is wide enough to express most
ideas, particular in familiar situations.

Level 4 (Competent £nglish comrpunicator): The test-taker can communicate
general information in*spokens Bnglish in most everyday social situations. Basic
grammatical structuresfares used although inaccuracies are frequent. Although
vocabulary is limited, most common éonceﬁ{s Jéan be expressed.

Level 3 (Limited English c‘ommuniéé‘t‘of& The test-taker can communicate only
general meaning in very familiar'situatidd;;;There i1s a limited control of basic
grammatical structures. Vocabulary is limitedrﬂt‘f)f éfé)mmon words and phrases.

Level 2 (Extremely limited Ehig'ﬁ;v”'ii - communicator): The test-taker
communicates with ditfieuitres:—there—are-some problerns in understanding and
expression. Frequent breakdowns in communication occur:

Level 1 (Non English communicator): The test-taker*s ability to communicate in
spoken Englishis very dow: ItisGems to1be no/ practical Speaking ability in English

beyond possibly a few isolated words.

Final score




APPENDIX G: Transcriptions

Transcription notation symbols (from Atkinson & Heritage, 1984)

1.

o

Unfilled pauses or gaps — periods of silence, timed in tenths of a second by

counting ,,beats™ of elapsed time. Micropauses, those of less than .2 seconds, are

symbolized (.); longer pauses appear as a time within parentheses: (.5) is five

tenths of seconds.

Colon (:) — a lengthened sound or syllable; more colons prolong the stretch.

.hhh — an inhalation

hhh — an exhalation

A question mark (2) —the rising intonation

IN — an interviewer

TT- a test-taker |

The high language ability student using risk-taking strategies No.1

O J oy U WDN

[CSRN\ SRR ORN\C RN O RN \C RN\ O NO RN\ ORI O RN N R e i el i e e = N
O WO JOH ULk WNEFE OWOOWJOoY U bW O

IN:
TT:

IN:
TT :

IN:

TT:

IN:
TT%

IN:
TT:

hello,#could you teﬁlrme your name in full,
please? E .

hi my namgt 8. Koonpheum Ledchana

when didyoll begin, studying English?

I couldn’t rememberJL,S) the exact time because
it seems toibe -long Eime ago I think (1.0) I
began (1.0)sttdying English when I was in first
grade (.).I-was pretty vyoung

ok (. ) =fjand  (0.5) what do you: like most about
studylag English?
what I /do like most about study English I think

(.) conversation or speaking is (1.0) what I do
(L=0Q) Like . .most, . about . studying English (.)
because I . am allowed to speak| everything (.) I

want to (1.0) and use my American accent (1.0)
pretty well

whats i your plan to use’ English in.ithe future?

I 'think ! (2¥09 "W I¥m "gonna move myself to (1.0)
foreign country like (2.0) Canada or America so
in those country I can use my English so good
(1.0) and every time I want to (0.5) Dbesides
using English in daily 1life I will use it in my
future career as I really want to work in a five
star hotel overseas (0.5) that is why I have to
practise and improve my English speaking skill
as much as possible before going there

please describe a person who is important to you
a person who 1s very important to me is in my
family (0.5) can you guess who (.) she’s gotta
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be tough and strong (1.0) and also she can lead
me (1.0) in every way (1.0) and (1.0) also can
teach me to do everything (1.0) correctly (2.0)
and help me to find my path (1.0) of course
(1.0) that person is (1.0) my mother the reasons
for selecting my mom is that she is the only one
person who always stands by me (0.5)in every
situation (0.5) when I am 1n trouble she s
likely to help me figure it out and also if I
achieve my goal she seems to be more happy than
me

Your closed fr just invited you to his or
her birthday . part ight. Unfortunately, you
will have a final ' tion tomorrow morning,
SO you . t Are for the exam. You
don’t wa . ik vy and also don’t want
to fai you do?

okey. o A - give a damn about (1.0) the
examinatig : Aﬂkﬁa\.o the party hang out
] rand ﬁk-o\i‘ with them (2.0) of

course . ok ir Bl b\\actually (1.0) I'm
) (o}

gonna f epr b | there and say hi
and (1. ey g .‘ (.5) and give them
some p s ~and then leave the

use and (2.0) continue
1.0) or (2.0) repeat
then go to the bed
omorrow I’11 get a good
thank you::::

my (1.0) e__-'_,; 3
(1.0) and hopefully
mark_good‘qqgif.;'

S a——

] 5
AUEINENINYINT
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IN:
TT:

IN:
TT :

IN:

TT:

IN:
TT:

IN:
TT:

IN:

hello, could you tell me your name in full,
please?

my name is Krisada Pongphiphat

when did you begin studying English?

well, as far as I know, I began studying English
(1.0) when I was in secondary school (.) it 1is
quite strange for students 1in Bangkok that I
didn’t start learning English since primary
school (.) but it is usual for students studying
in school far from ,civilization (0.5) like my
southern province

ok(.) and (0.5) what #odo vyou 1like most about
studying English?

um, whatesI1ike" mostwabout studying English
(1.0) dswtheschalllenging "when I use English in
my real J4fTef you know language is (2.0), is, is
SO chall@nging bec?use you you can find definite
answer diowsedah word is used in each context

what is youf plan £o'use English in the future?
beforegd talking =about  my . plan.. uh for wusing
English dn thé’futdﬁéQI have to mention my dream
career # first _(O.5% my dream career 1s the
teacher. Sof L4 T really want to be a teacher in
an internagional scﬁ@gl so the way I will use I
need to tal@rEnglishﬁéMery day (0.5) I'll teach
my student 1h<—Engl£§§f subject that 1is all my
plan to use. English @h&;he future

pleas® describe a person who, i important to you
the sz%~éﬂ¢m&%aﬂE—pefaﬁ%—Eﬂfme is mother (.)
becaugé‘she work really hard“in order to take
care of me and actually I might say she work
really hard to take care of the whole family and
she is the ideal ofiWa tough women uh a strong
woman: and:: : she taught me everything how to be
a' ,good"guy how"™to" be“ah 'how to "live live in a in
a world happilys and yeah I might say she has a
great, dnfiluence ongmey650pand] «L sknow that she
works very hard every day she willibel tired she
will be exhausted when she came home and even
though I know this point I I I am not afraid to
be like my mother I know that what I did is
worth 1is worth to the loved one or the whole
family

your closed friend just invited you to his or
her birthday party tonight. Unfortunately, you
will have a final examination tomorrow morning,
so you need time to prepare for the exam. You
don’t want to miss the party and also don’t want
to fail the test. What should you do?
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if my close friend invite me to his birthday
party but I have a final examination tomorrow so
I need to prepare for the examination tomorrow
and what I need what I will do is to inform my
friend that I have a test tomorrow so I need the
time to read a book so I will ask him to
postpone the:: party maybe the next week we can
go to the party again and because you know
studying 1is the most important thing for me
therefore I think the party is Jjust a little
factor that we should take it for granted if we
have something important thing to do more
important tas if especially 1in the
studying a \Rﬁ\\ person is really your
close friendhe had has to understand you
because wheshould that studying is the
most im h no for ham as well so maybe I
would a 1’ﬁ,’ os-xs\ . the party or in case
he canno ~?5 what I will do 1is
to ca tely because I know
that I the most important
thing £Or S , ! ere 1is no need to
to fooling i 3 e an keep reading book
um becafise want £6 get I/migoing to get a high
score foz fr ‘ wxy so therefore I will
ask him
postpone
party

0
ot I will cancel the

ﬂ‘lJEJ’JVIEW]ﬁWEJ’]ﬂ‘i

’QW’]Mﬂ‘iﬂJ UANAINYA Y
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IN:

TT:
IN:
TT :

IN:

TT:

IN:
TT :

IN:

TT:

TN

TT:

hello, could vyou tell me your name in full,
please?

yes, I'm Prisaree Raksakaew

when did you begin studying English?

well, I think (.5) I study English when I was

young it’s about (1.0) four (.5) or five years
old

ok(.) and (0.5) what do vyou 1like most about
studying English?

well the most I like (.) to study English is

about speaking and’ distening (1.0) Dbecause I
think the sound is/ wvery. sexy for me to speak
(2.0) and. I would Like to speak 1like a (1.0)
originalwseund  language

what issw6ur.plan to use English in the future?
for me _dml" m¥y plan (.5) to use English in the
future I Fhahk 1slabout work .hhh umm well I’d
like teo get a jgood salary (1.0) so anyway must
to have #(1£0) f“a- good | speak English literature
and anyway ¥ think English i1s very important for
the futuges’ (170) and I’'m using it in my work or
my job gSomething like this

please deScribe ‘a person whe is important to you
well for me there aiﬁ many people very important
to me 1like gav:. (8 G)r the first one 1is my
parents I think theijalways support me to study
English (1.0} and from. uhm every way and from
every'ysituation (1.0) so I nﬁed a second one I
think = —+%—G+——she——is——a——3iﬁgér who 1s 1like a
Brltney Spears when I was young I was used to
(1.0) her song and T would 1like to know the
meaning and the third one is David Beckham who
is_my faveurite (1.09 football player I wait for
him " I “want to. saw he'l football “match (2.0) in
London "so “I "must ' to" speak English if I want to
go to London

Your= closedr friendgguste™ imvitedy yow Jto his or
her hbivthday hparty  tonight. [ Unfortunately, vyou
will have a final examination tomorrow morning,
so you need time to prepare for the exam. You
don’t want to miss the party and also don’t want
to fail the test. What should you do?

well for this situation (1.0) if I were in here
I I think I want (1.0) I must to worry like to
give for my friend for my close friend I mean
uhh like a card I will do myself or::: I lost
some weight or anyway I must something worry her
life like a ring back something like this (1.0)
and I give to her so I need to and I I will call
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her that I can’t join with her party because I
have a midterm test .hhh (2.0) so anyway if she
if she’s my close friend I think she will she
will understand me what what I should do yes I
think she will support my idea that (1.0) that
everything that I do so anyway (2.0) .hhh I
would told her that I can’t join her party and I
will give her some (2.0) gift for vyes (3.0) so
anyway I think (1.0) she will understand me

AULINENINYINT
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IN:

TT:
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TT:

IN:

TT:

IN:
TT:

IN:
TT:

IN:

TT:

hello, <could you tell me your name in full,
please?

hhh My name is Poomchai Peungboonnaipayang

when did you begin studying English?

Oops (1.0) ..ah yeah.. I began studying in English

in..ah.. kindergarten school hhh (2.0) mmm
kindergarten (2.0) .. hhh right.
ok(.) and (0.5) what do you 1like most about

studying English?
Oh (1.0) yeah I think what I like about studying

is umm (.) you knews the language when you
communicate with ©peeple  is different their
accent so(Y) that’ s the™most interesting part
of Amern@@an .accent and British accent so (1.0)
you knowe™ () sthat’s whatwI. like you know hhh

that’s aﬁvéry weir@ question ok

what igfyour plan to use English in the future?
Well, ahg: (¥.0) -my ‘plans (1.0) in the future is
ah.. I gfthink’ nowadays my English is (1.0) O.K.
you know Buf “maybe I might go working as a
translafonf @mm “hhh% something like that or a
guide sqof Hike™ £o ¥ fhe| give tourists advice
something Wike, that hhh

please des€rjibe & pegé@g who is important to you
Well, umm (470} the most important person for my
life is have_gotta be my. mom. Because my dad and
my mother got divorced when (T was young (1.0)
and fﬁ@w—%a%%#—TKWﬁmEqﬁr—she—iﬁéises me all by
herséff‘(long pause) yeah here”I am today having
up to twenty two studying here in the university
(long pause) and yeah she raised me good and all
(1.0) notsdike (2.0)%most of the parents who let
their 'kids "do what™ they want] but vyou know I
still” "fn “control 'so 'I" ’know" (1%0) what 1is ah
should do wheng you study here (2.0) vyou play
hard™ (8 .09 and g you sstudy fjhardy (hong pause)
whaty elsel can «Iissay? (4.0) yeahiithat’s pretty
much yeah?

Your closed friend just invited you to his or
her birthday party tonight. Unfortunately, you
will have a final examination tomorrow morning,
so you need time to prepare for the exam. You
don’t want to miss the party and also don’t want
to fail the test. What should you do?

(clear throat) Well as for me I I I don’t think
there’ll be any problems to solve here (.5)
because for me uh:: (1.0) I'm kinda like a night
guys so I don’t get don’t get much sleep so you
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know even though I have exam in the morning I
could still party tonight with vyou know the
birthday party so after the party over and I'11
get back home and I'11 study (1.0) hard till the
morning (2.0) so yeah that’s the answer to it uh
mm (1.0) it’s 1like I don’t sleep much yeah I
don’t need a lot of a rest so you know (1.0)
another people might give you different answer
but for me this is like (2.0) yeah this is what
I am so it’s like giving you the fact here (1.0)
but I’'m doing like nowadays I look like a zombie
you know (2.0) st., of the Thai people prefer
panda you kno # eyes just turn black (2.0)
just a co 31 alking to the phone)
hope thi. . serious test you know
(2.0) ot I'm in trouble
for (1.

i
U
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IN:

TT:
IN:
TT:

IN:

TT:

IN:
TT :

IN:
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TT:

hello, <could you tell me your name in full,
please?

.hhh my name’s Titi Daoreung

when did you begin studying English?

I've always Dbeen interested in the other
language for some time .hhh I (3.0) practice
myself I begin when I begin to I study I study
begin study English when I was child I'm
interested 1in  English .hhh in magazine .hhh

or::: news I want to #(3.0) I want to use English
with (Time up)

ok(.) and. . (0.5) what do vyou 1like most about
studying=English? ¥

(.)hhh « 82T see ah::: I see English is uhh the

most 1mportant language communication nowadays I
I T llge £ llk? English Dbecause it has a
difficult #Suragture and I will practice it in
many times I ppractice it many times

what iglyoun planm t6 use English in the future?
in a very ghort plan T will use it I will use it
urhh toffind the information that I want to know
like searchlng them from the internet and in my
career I will T, thlhﬁ I will I will (4.0) use it
in my cargern-H{0.5) I= Wpuld like to work in urh
human resource depaﬁiment in a company (0.5) if
I have excelletit ‘English SklllS I might have a
high position there {
pleaSerdesefibe—a—pefseﬂ—whe—is important to you
first*¥my mother is the most important she is the
most important person to me and he she is the
pretty all the time I’'m I say I say love her
everyday dand I see ‘she knows everything that I
want and always rvespond to me |all the time and
another~ person™she iIs'  my~close friend that she
stays 1in the gsame room who 1is pthe roommate
nowadays<herisy, afgivesrme gisve me, allo of give me
a favor::: dhat pwmm' [in| the time | that!I need it
(0.5) I I I and my friend are mate ten years ago
since since since (long pause) oh I miss
(indescribable sounds)

Your closed friend Jjust invited you to his or
her birthday party tonight. Unfortunately, you
will have a final examination tomorrow morning,
so you need time to prepare for the exam. You
don’t want to miss the party and also don’t want
to fail the test. What should you do?

I don’t want I don’t to miss the party:: and I
don’'t want to fail a test so the thing I I I
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do would be the I’11 (6.0) I I must (5.0) I
to I have to prepare the test now (4.0) and
umm (6.0) and fook and read urh read the
for the prepare the examination now and I

gotta cancer I I I will not cancer the party
because my friend is important to me I think I I
can to find the explanation well (1.0) now if if
if take urh occur if it will occur tomorrow now
I must I have to uhm study hard to prepare the
examination now (4.0) suddenly umm (3.0)
certainly

AULINENINYINT
ARIAATAUNINGIA Y
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hello, <could you tell me your name in full,
please?

Yes, o.k. my name Patcharin Sophasing umm (2.0)
I'm Thai

when did you begin studying English?

I started to study English mmm maybe about ten
years ago or more than when I study in (3.0)
maybe kinder.. um primary school I think that
maybe grade grade two or three

ok(.) and (0.5) what .do vyou 1like most about
studying English?

I like to communicate” with each ah with other
people I*mwhen I" start~ah when I worked three
years ago L+ ever work with foreigners and I
think L ¥0w€ s to communicate with people so I
choose tog#Stddy inEEnglish major

what isf§our plan to use English in the future?
umm to Qe'honesfrl;f I would like to be a guide
or or @r gomething *that I can I can use English
in my j@b fip“the Jfuture (2.0) um um as I ve
mentionéd ffhat the ‘skill of English that I like
most is gommuhication ‘or speaking skill (0.5) to
be a guidef is, /the wdy that I can use my skills
and knowledgg in my gé@ﬁer (0.5) the um the real
guide that I “want toﬁééfis a guide uh guide yes
please describe’a person.who is important to you
umm ayjperson who 1s importantfto me is my mother
(2.0) =she—did—everything—for | me and she last
time "$he did everything for e and the future
and present she do everything for me too she
took care me she gave me money every day she
spend times with me “when I have problem in my
lidfe and I "would' 1ike'l to be [1ike her she’s a
very very good"person she“can'do“everything that
umm a man can do (2.0) I think she’s a perfect
person i myeylife pandy /I, wouldtoy be like her
thisyiis my answensthank| you

Your closed friend Jjust invited you to his or
her birthday party tonight. Unfortunately, you
will have a final examination tomorrow morning,
so you need time to prepare for the exam. You
don’t want to miss the party and also don’t want
to fail the test. What should you do?

I will tell her directly that I can’t (2.0) umm
go to the party go to her party (2.0) because I
have I have the exam tomorrow morning and I want
to prepare my exam and I want to do (1.0) it
(2.0) my best (2.0) and I I I think (1.0) she
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she have to understand and (1.0) and don’t blame
me that I can’t go to her party (3.0) if she 1is
my true friend (.5) she (1.0) she want me to
(1.0) to to (1.0) to do to be that I want to to
to do (3.0) I think she not she not blame me
exactly and she have understand (1.0) umm umm
(3.0) but (3.0) and I will give her a gift (1.0)
before her party tonight (1.0) that night and
give her some umm some good words that will that
will make her feel good that I can’t go to her
party I will do like this thank you very much

AULINENINYINT
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hello, <could you tell me your name in full,
please?

Hello my name’s Jurarat Sukgade now I study in
University of The Thai Chamber Commerce major
English for Business Communication in vyears
three

when did you begin studying English?

I Dbegin study English when I was eight vyear.
(1.0) er eight years old

ok(.) and (0.5) whatf do you like most about
studying English? >
umm I like speaking (1.0) reading (3.0)

listening™=(10) Pecamsemost of (2.0) most of
this skad™issheally useflidwfor study English
what is_goUnfplan to use English in the future?

I planPEQfﬁse Eng%ish for my work in the future
(2.0) Lgwanty tol work (1.5), about (1.0) about
(.5) forguse fin’English (1.0) anything because I
would kel 46 fimproyve my, English skill

please i?%oribé a person who is important to you
for me s hg%e are maﬁy people very the person who
is imporfggant “f6r me "is my mother (1.0) Dbecause
she gives me gyérythipg she gives me love (2.0)
education fand best ¢§ﬁg for me (3.0) she really
understands ﬁéf(.S);;%krything (6.0) she gives
everything .of my - 1ife (7.0) and in the future
when % /have a job I will gife everything like
she give—to-me =1

Your’é;osed friend just dinvited you to his or
her birthday party t€onight. Unfortunately, you
will have a final examination tomorrow morning,
so_, you meed time tosprepare for the exam. You
don”it| want| to misg| the '‘party andjalso don’t want
to, . fail*the test. "What should ‘you do?

I will go to the party_.but early,one hour and
aften that «I will come™ I willpcome~heme and read
the (book torpreparxe for the exam| (2.0) because I
think (3.0) birthday party (3.0) can it can meet
a lot of friend (5.0) and I need a time to relax
(7.0) after (2.0) after I went to the party I
will I will read the Dbook (5.0) because 1it’s
very important
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IN:
TT:
IN:
TT:
IN:

TT:

IN:
TT:

IN:
TT:

IN:

hello, could you tell me your name in full,
please?

My my name 1s Papawarin Veerasaranakit

when did you begin studying English?

I have studied English since I'm six year years
old

ok(.) and (0.5) what do vyou 1like most about
studying English?

I 1like the most ut study English 1is (2.0)
conversation ¢ a} use (2.0) I I want to
learn more: “‘ﬂﬂ lish and I I want I
want to out ﬁ[y to understand (2.0)
E--Eﬂgélsh in the future?

the future is uhm I
r maybe (2.0) I would
] maybe because I I

ortant for me is my
ve one mom uhm in
my my dad already
(4.0) and I want I
7. (5.0) and I 1love

her so much nb&i&3 want to be a good girl
Your closed{;ﬁg;e ju invited you to his or
her Dirthday party Lo;‘ Unfortunately, you
will have a final examinatic -ltomorrow morning,
: 4 or the exam. You

don’t %}nt m oarty nd also don’t want
to fai the test. What shoul you do?

to heér birthda arty 0) but
%ﬁﬁﬁ wﬂrtﬁp T g0 th ner
sent and then

c

ome back to rgad a bo my exam in

VTR R ’M% Bﬂﬁﬂhiiaibﬁii

birthday and and then I I think she
will understand me (3.0) that S 1t
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IN:
TT:
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TT:

IN:

TT:

IN:
TT :

IN:
TT:
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hello, <could you tell me your name in full,
please?

My name is Appirak Atkamat

when did you begin studying English?

I think (2.0) umm I start studying English (2.0)
from the high school (1.0) because I 1love
English wvery much I 1like to talk 1in English
(1.0) and then I am want to expert (1.0) more
than this and I’m going (1.0) I will to start
English from the highsschool.

ok(.) and (0.5) what #do you 1like most about
studying English?
The mostw about “Studying*English ahh:: (2.0)

listening™ (L+0) sSpeaking "because I very enjoy
with thes (2°.0) / internatienal song I love to
listen (3;0) umm ﬁnternational song and I love
to (240) #spdak ~ English. with my friend and
talking with tne foreigner

what iglyoun planm t6 use English in the future?

My plan#(2.0)¢ .ahi ™ because in the future I
(1.0) would flike to be a business man and work
for my Jparents’. business (1.0) the parent

business’ isg ahihoteiﬁgnd tourism (.5) and then I
would like' tp wuse Engldish for the (1.0) for my
job at the (10} at my hotel
please describe a person.who is important to you
EverVbedy (2.0) uh very dmportant for me Dbut
(1.0) = the—first—rA2=O)—admportant people is my
mothéff”and my father Dbecause they give me a
birth (1.0) and my aunt my jaunt also important
(1.0) Decause she always (1.0) concern about me
she alway,» always help me for .hhh study hhh
for 'the (3.0) "um she ‘always 'help me about the
dalily IMfe® hhh™tumm" (3.) "she (5.0) care:::: about
me very much hhh (4.0) _but everybody important
for /mel «hbh fand | youry sfriend| vfrdends 1is very
important  for; me(«too begause! we  havée. ' a lot hhh
(1.0) I have a lot of problem hhh (2.0) some
problem I <can’t to tell the parents Dbut hhh
(2.0) I can tell my friend and my friend can
help me hhh (1.0) for the some problem that I
can’t tell my parent hhh hhh!
Your closed friend Jjust invited you to his or
her birthday party tonight. Unfortunately, you
will have a final examination tomorrow morning,
so you need time to prepare for the exam. You
don’t want to miss the party and also don’t want
to fail the test. What should you do?
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Okay:: 1f my friend invite me to the party hhh
we’ll give he a::: the answer is accept because
I very enjoy with the party hhh but hhh if T
have an examination in the morning I will
preparing myself about the exam hhh uh such as
reading a book a lot hhh and uh ask my friend
about the::: exam and (2.0) uhm preparing my
myself first .hhh before go to the party .hhh
and .hhh tell my friend (2.0) I will come Dback
home before the party::: .hhh finish because I
have exam (1.0) in the morning .hhh I think my
friend uhh don’ ¢ angry me because he::: .hhh

t my exam 1in the morning
both better because .hhh
uhm I (3.0) I <try
better~hhh for exam and the

birthda ; “‘ < OV d t wanna miss::: a
thing hhi _ \ M\\;fﬁ“m\

i
U

AU INENTNEINS
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The low language ability student using risk-avoidance strategies No.1
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IN:

TT:
IN:
TT:
IN:

TT:
IN:
TT:

IN:
TT:

IN:

TT:

hello, could you tell me your name in full,
please?

hhh Tanchanok

when did you begin studying English?

when I was three years old

ok(.) and (0.5) what do you 1like most about
studying English?

foreign teacher

what is your plan use English in the future?
I would 1like W use my English skill

er 0) like a (3.0)

a: . :

please desecr rmls important to you
my (3.0 -, impo (4.0) my important
person ) ar %;?\;"“* my father is a
soldier : 3: \\f 0 ake care of me all

the timé an y (3.0) she (1.0) she’s nice

kind N0 \

Your end” just vited you to his or
her bir part -F\h It Unfortunately, you
will h - aJ\ i tomorrow morning,
SO you : gk epare for the exam. You
don’t w miss. £he pg.‘r and also don’t want
to fail t =5 hould you do?

umm: I w1ll bUy the er present for her (1.0) and
give it .ﬂ@;@@@_ o before party and I

don’ tVer ne on’t go to (1.0) her

birthday party hhh (4. o to take the time
for 3 omorrow (4.0)

yeah I k understand me

ﬂ‘IJEJ’JVlEW]ﬁ‘HEJ’m‘i

’QW’]aﬂﬂim UANAINYA Y



The low language ability student using risk-avoidance strategies No.2
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IN: hello, could you tell me your name in
please?

TT: hello my name is Acharaporn Phaphun

IN: when did you begin studying English?

247

full,

TT: I began studying English in (2.0) grade: er year
five (1.0) five primary school (2.0) um eleven

year old it’s very inter. umm it’s very
exciting
IN: ok(.) and (0.5) what do you 1like most

(1.0)
about

ngllsh but I do not well

studying Englisn.
TT: I'm like speak m»‘
(1.0) I'm try £ol] / (2.0) speaking skill

IN: what is

-llsh in the future?

TT: I would K O ; in my career I would
be a(. v o 5 3: de I'm start English

IN: pleaseu €T ibef a  person who important to you

TT: all per - famils portant with me and
(1.0) i ersity 1s important
with me

IN: Your c frien \ ited you to his or
her birt ﬁéEQQFL onight. Unfortunately, you
will ha j l-mlm tion tomorrow morning,
SO you n ime 10 epare for the exam. You

don’t want to
to fail the#hf,1¢~uf
TT: I thl
and

hould you do?

party and also don’t want

o my close friend
‘ have I have exam

I must: ) read a book and ahh

u u and I think

preparg
unders and me

ﬂﬂEJ’J‘VlEJWﬁWEJ’]ﬂ‘i
’QW’]@\"IﬂiﬂJ AN Y

she
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IN:
TT:
IN:
TT :
IN:

TT:

IN:
TT:

IN:
TT:

IN:

TT:

hello, could vyou tell me your name in full,
please?

hello, my name is Wararat Iamtrisri

when did you begin studying English?

I.I start (.5) studying English when I:: (1.0)
element: emm primary school
ok(.) and (0.5) what do vyou 1like most about

studying English?

I (.5) like.. I 1like to most think.. think..think
about speaking . umm , partish for (1.0) foreign
language (1.0) I 'Iike to learn (unidentified
phrase)

what is your plan to us€ English in the future?

I thinkwthat.. major (¥+0) major I study (1.0)
can help"me .good job or high salary (1.0) and
maybe  (.5) (nidentified™sphrase) umm I ca::n
study 1n abrdad

pleasegdeseribel a person who is important to you
my: momg Fagher- euh grandmum grandparent euh
she’s #oo4d when=T Ggave something her (1.0) she
(.5) shel gaver Qveﬁyﬁhing that I met she..(4.0)
she také gare me (Q5) in everything (1.0) gave
money? (4L0) “wHen I "sick she(5.0) she (1.0) she
take care /me hQS.O)fﬁghe gave (2.0) money (2.0)
love (1.0)" ghe love me T love my parent (1.0)
very euh the"mest. (7.0) I am stay. I am stay in
err(.5) now..because éhekilaugh)

Your, '‘elosed friend just inwifed you to his or
her ‘birthday—party—tonight=rUnfortunately, you
will "dave a final examination® tomorrow morning,
so you need time €o prepare for the exam. You
don’t want to miss the party and also don’t want
to_fail the test. What should you do?

ITocall. (1.0) L ealls ‘girlfriend™is name Daring
(2.) " "err T will talk with® her:" err Daring (1.0)
I (1.0) can’t Mpirthday .party? with, you: (1.0)

becatsey <10 )y tomopnrowy #I twilidl) #(.5) ptest and I
don’"t (2.0 4 den’t know this exam (3.0) 1is
difficult? to (2.0) examination (1.0) and I

don’'t read (4.0) please please please angry me
(1.0) next day I will I will do anything for you
that you that you want I can I promise. If I go
to birthday party err I I will fail exam
because: so (5.) umm I regret I sorry (3.0) to
tell you (1.0) but hope you understand me? (4.0)
um I think I love you (9.0) hhh! ok?



APPENDIX H: Oral Communication Test (OCT)

The Oral Communication Test
This test consists of four tasks, including warm-up, interview, description, and problem-
solving. The first task begins with a simple question. There is no score given in this
task. The second task is the interview about your personal background. You are
required to answer three questions. Next task is the description which you have to
describe in detail about a topic like family and friends. Last task is the problem-solving
which requires you to give advice to solve problems.

Task One: Warm-up task, Please respond to this question.

Hello, could you tell me your name in full, please?

Answer (15 seconds)

Now, let“s move to the seeond task: There are threc questions. You have 10 seconds to
prepare for each question and 30:Seconds to answer each question. When you hear this
sound (&), it means that youdhaye 10 start answering.

When did you begin studying English?

Think (10 seconds)
Now, your thinking time is up, please start answering after hearing this sound (£)
Answer (30 seconds)

OK. And, what do you like most about studyiﬁé English?

Think (10 seconds)
Now, your thinking time is up, please start answering after hearing this sound (£)
Answer (30 seconds)

\What is your plan to use English in the future?\

Think (10 seconds)
Now, your thinking time 1s up, please start answering after hearing this sound (£)
Answer (30 seconds)

Thank you. Next is the description’ task: You have 30 seconds for preparation and one
and a half minutes for the description after hearing this sound (£).

Please describe a person who is important to you.

Think (30 seconds)
Now, your thinking time is up, please start answering after hearing this sound (£)
Answer (1.5 min)
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Thank you. Let“s go on to the last task that you have to give some advice to solve the
following problem. You have 45 seconds for preparation and two minutes for
answering the question after hearing this sound (£).

Your closed friend just invited you to his or her birthday party tonight.
Unfortunately, you will have a final examination tomorrow morning, so you need
time to prepare for the exam. You don’t want to miss the party and also don’t
want to fail the test. What should you do?

(@ Think (45 seconds)
Now, your thinking time is up, plea ering after hearing this sound (&)
® Answer (2 min)

Thank you very much. This

ﬂumwamwmm
’QW’]ﬁNﬂ‘im AN Y
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APPENDIX I: A handbook: An introduction to the Oral Communication Test
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