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ABSTRACT

The teaching of formulaic sequences (FSs) to imgpepeech fluency is a time
honored tradition in the field of English as a Setbanguage (ESL). However, recent
research seems to indicate that certain discouaskers, specifically transition and
personal stance markers, are more useful than B&=rThis study is an attempt to
partially replicate (on a very small scale) on¢hafse studies to see if the findings are
similar when the standardized test materials am@ fihe Test Of English as a Foreign
Language (TOEFL) rather than the International Bhglanguage Testing System
(IELTS). The hope is that teacher researchers doaNe access to readily available,
standardized assessment materials with which tdetbeir own research studies
consisting of a standardized pretest and posg&esi. students of various levels in an
Intensive English Program (IEP) were given a pcadlistening and speaking exam
utilizing TOEFL preparation materials found onliddwe results were analyzed to see if
there was a noticeable correlation between theilge specified discourse markers on
the speech portion of the test and the performahtige students on the listening portion
of the test. The findings show some discrepancyden the two studies' results. It
appears possible to have a high perceived fluesieyand still have a lower overall
speaking fluency when taking into account listeragngiprehension and various other

measures.



DEDICATION

“In the beginning was the Word,
and the Word was with God,
and the Word was God.”

John 1:1 KJV

This thesis is dedicated to the Word.
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CHAPTER 1
INTRODUCTION

Within the field of second language acquisit{SLA), teacher action research is
maligned and neglected as a research methodology@turring basis. At the same
time, there is an oft cited need for further reskanto the efficacy of implicit versus
explicit teaching of formulaic sequences (FSs). Mesearch done in this area is
conducted by researchers with few subjects leamirmgpaucity of data for statistical
analysis purposes. Those stakeholders in suchrobseeat have the greatest access to
subjects are either teachers of a second langu2ye1 researchers working with a
standardized test company. When teachers do réséascusually identified agction
researchbecause theesearchis anactionin response to a problem within the classroom
that the teacher wishes to resolve and becauseskarchwill, hopefully, provide
direction as to whadctionto take to attain resolution of the issue. Wheseaechers
work in collaboration with teachers to do reseatbhtf can also be referred to as action
research. Crookes (1993) indicated that actiorarebds different from other research
done by teachers because it is not generalizalgtendethe teacher researcher’s
classroom or institution. However, there are broagdinitions (Elliott, 1991; Dornyei,
2010) that, under ideal conditions, would allow tiadéue of the results to go beyond the
classroom and/or specific institution of the teaalesearcher and allows for applicability
within the specific area of enquiry. When and hovtetach FSs is important in every
classroom and every institution in which such t@agloccurs, and many teachers would
welcome the opportunity to share in the discovepcess of how best to teach FSs if it
were not for two common problems: lack of time #aak of money for creating and
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implementing research projects in the classroons Jtudy was created in response to
the need for an inexpensive and less time consuappgoach to involving teacher
researchers in the process of action researclder ¢o facilitate the study of the efficacy
of implicit versus explicit teaching of FSs, spexafly within the topic area of English as
a second language (ESL).

A Tale of Two Studies

If a researcher has the opportunity to weitk a standardized test manufacturer,
as in the case of Ohlrogge (2009), it can be tisé dietimes for creating a study of some
significance. However, if you are a teacher whal$® a researcher in need of resources,
as in the case of Khodadady and Shamsaee (20ta) lhe, maybe not the worst of
times, but maybe, a good time to use some ingetmityeate a meaningful study. In
2009, Ohlrogge identified eight types of formuliEinguage used by a diverse group of
intermediate level learners of English when takimgwritten portion of the Examination
for the Certificate of Competency in English (ECC&high-stakes English as a Foreign
Language (EFL) examination. Ohlrogge was involvétth the development of the ECCE
composition assessment rubric and had access @iatsthat were used during the
development of the rubric.

In a follow-up study in 2012, Khodadady anth®saee attempted to identify
these same types of formulaic language as useuatéyriediate level Iranian students of
English when participating in a short practicetfog Listening/Speaking portion of the
International English Language Testing System (I§L.TThey found that two types of
the eight types of FSs identified by Ohlrogge hdwigh correlation with student success
on a speaking proficiency test. The study by Khadgdand Shamsaee is of interest
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because of their creative use of readily availatdeerials (free, online, standardized test
preparation materials) to make their study withiaimum of outside cost and a
maximum of standardization and replicability.
Background and Need

It is, almost by definition (Block, 2000; Grkes, 1993), difficult for teacher
researchers to create studies of any generalizahle (with results that are applicable
outside of their own classrooms) due to variouarftial and logistical constraints. Time
and money are always in short supply. If teachsgarchers had ready access to fairly
standardized materials when creating tests for gtedies, this would solve some of the
logistical problems by reducing (or even elimingjithe time required to design a study.
This standardization of approach would allow fagager ease (and therefore a lower
cost) in aggregating data from various sourcesderoto create a much larger study,
called a meta-analysis, out of many small studies.
Purpose of the Study

In order to do action research on the impéeixplicit versus implicit teaching of
FSs to students of English as a second languaget(ie?ideal study(ies) should use
recognized standards of research of a preteststéeg a number of subjects and a
control group (Mackey & Gass, 2005). To create sushudy is close to impossible for
any full time teacher due to the money and timesttamts involved in creating,
administering, and analyzing the results of tesienls Thanks to the study by
Khodadady and Shamsaee (2012), it is clear thatemtgefreely available online, could
be used for either a pretest or a posttest, amd thanother standardized test with
preparation materials freely available online. Tisdhe TOEFL. Because the IELTS is
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used with less frequency than the TOEFL at Ariz8tate University (the site of this
study), it seems probable that there would be h imtprest among potential subjects for
participation in a replication study of the Khoddgand Shamsaee (2012) study using
the TOEFL instead of the IELTS. Both tests elipgésch production from their
examinees, and the data elicited is then useceatecorrelations. Therefore, if the
correlations produced by the use of TOEFL mategasssimilar to those produced by
Khodadady and Shamsaee (2012) using IELTS, it ntdighgossible to create the ideal
situation of having a pretest that uses preparatiaterials from one study, and a posttest
that uses preparation materials from the other(IE&TS or TOEFL), creating virtually
free and almost universally accessible researatystols. The purpose of this study is to
determine if the TOEFL online preparatory materéaa be used in a similar way to
obtain similar results as the IELTS materials thate used in Khodadady and Shamsaee
(2012). A secondary purpose is to note the devetmprof the use of discourse markers

(defined on page 21) at intermediate and advareseald of language proficiency.



CHAPTER 2
LITERATURE REVIEW
Action Research
In the field of teacher action research, ther@fi®quently quoted definition
attributed to Elliott (1991). He says it is an dieat summation of his description of
action research on pages 49-56 of the referencekl Wwot he does not think it is a
direct quote. He says it “may well be a direct g@uodm another article of mine”
(personal correspondence). The definition is evis:
Action Research is the process through which teaawlaborate in
evaluating their practice jointly; raise awarenefstheir personal theory;
articulate a shared conception of values; try @ strategies to render the
values expressed in their practice more consisteghtthe educational values
they espouse; record their work in a form whickeedily available to and
understandable by other teachers; and thus deaedbpred theory of
teaching by researching practice.
In this paper, | would like to suggest that suatefinition allows for the collaborative
efforts of teachers around the world who sharentarest in determining the best
practices for teaching FSs to their students, ipalty in the area of EFL/ESL.
According to Dérnyei (2010), the most importanhpiple of action research
is that the teacher and the researcher are ettherand the same, or the two are
working together very closely. Dornyei goes onxplain that, although the idea

sounds great, there have been some very seriobepre with this concept.



Other researchers seem to agree with his anaBt&isk, 2000; Crookes & Chandler,
2001). These problems were caused primarily byatiethat teachers lack the time,
the incentives, and the expertise or professiamabart necessary to do meaningful
research. DOrnyei (2010) goes on to state thaighst a viable form of research at
this time (in his opinion) due to “the current uppartive teaching climate” (p. 193),
and he goes on to imply that administrative supfoorteachers to be able to do such
research would be of tremendous help toward matkiisggreat idea actually feasible.
Although Block (2000) seems to have come to theeseomclusion as Dornyei
(2010), he does it through a process of lookintyaiperceived gap between
researchers and teachers. Block (2000) statetethaters have a lower professional
status than researchers, and he opines that icuoant culture, teachers are viewed
no differently than sales clerks and bus drivetshim, this means that when teachers
and researchers work together, it is less of aboHative situation and more of a
situation where the researcher directs the teaah&y what needs to be done. He also
points out that researchers use a different voeap@ilom teachers. This is also
confirmed by Erlam (2008), who describes how tlseaech project she reports on
gave teachers a new vocabulary, thereby improviag &bility to collaborate with
others in meaningful research endeavors. Block@pa®&o notes that teachers and
researchers have different views of how “the groeftknowledge” (Block, 2000, p.
135) occurs. According to Block, researchers belitthat knowledge is grown in a
structured and predictable manner, while teacleksowledge growth as more like
a conversation with stops, starts, and relatiorssimpolved. And while Block (2000)
briefly considers whether action research couldibbg bridge the gap between
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researchers and teachers, he promptly dismisassait impossibility. Instead, he
holds out hope for the idea of teachers and stadmitaborating in the classroom to
solve “puzzles” about acquiring knowledge, whiclagsually a form of action
research, but it is only hopeful to help improvacteng and learning inside the four
walls of the classroom in which the “research” ascO’he way he describes it, it
does nothing to bridge the gap between researenerteachers.

While it is true that teachers have a very dificime doing research
activities, it is also true that researchers havers difficult time gaining access to
potential subjects for their studies. Erlam (208t8}es that the researchers in her
study were surprised that they “encountered registrom some teachers when it
came to negotiating access to their classroomhéopurpose of research” (p. 258).
One of the researchers (who had a current teaegestration) was asked, “And what
do you researchers know about language teachipg?250). Erlam’s study is
exceptional in that her researchers made an effogicognize the teachers as
professionals, and she did seem to obtain quitea booperation and collaboration
with teachers. However, her researchers were, atily able to obtain access to two
thirds of the classrooms she had targeted. Shenttes the gap between researchers
and teachers, but her study makes use of sevehalitpies to bridge that gap.
Providing accessibility to the language of researslvy glossing unfamiliar terms in
her materials, led to the teachers having a sHargplage to discuss the research
with each other and with the researchers. Thisdedperceived relevance to the
teachers, and, perhaps the most important aspacwoher study bridged the gap
was that it engaged the teachers instead of igheiposed on them.
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The study by Schmitt, Dérnyei, Adolphs, and Dur@@04) could also be
defined as action research in the broadest seénsasiconducted in classrooms, and
Schmitt, et al. (2004) note that “in order to sectlre cooperation” of the teachers,
the target FSs needed “to be seen as useful terggidnd worthwhile to teach” (p.
56). Therefore, after an initial review of variozmpora and classroom materials, the
researchers presented a relatively short list affi@n which the teachers were to
choose 20 as targeted items. The researchers at$® itra point to provide teachers a
great deal of autonomy in how they approacheddehing of the target FSs. (This
study is discussed in greater detail in the sedtimmmulaic Sequences.)

Both Erlam (2008) and Schmitt, et al. (2004) seetpelieve the way to
encourage higher rates of participation in stuthas require assessments would be
through authenticity of the assessment experiehgthenticity is defined as “the
degree of correspondence of the characteristiasgpfen language test task to the
features of a target language task” (Brown & Abegkrama, 2010, p. 346). In order
for testing materials to seem authentic to paréictp, the materials should relate
somehow to the goals of the participants. For mstaKhodadady and Shamsaee
utilized the free online preparatory materials paled by the IELTS organization for
their study. Authenticity is guaranteed in thisecagcause future English teachers
would most likely be very interested in prepariogthe IELTS.

Formulaic Sequences

One of the most iconic works on the subject o EXhat of Nattinger and
DeCarrico (1992), which was an attempt to summaheeéhistory and research of
lexical phrases and to apply what was known attthreg to the teaching of language.
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It is a magnificent work that explains the thinkioghind many of the terms used for
formulaic language, and it provides some possipfdieations from the research,
such as the need to teach commonly used macroinegaifwords or phrases that
mark the overall direction in discourse) to studesftAmerican English for academic
purposes. However, in their conclusion they sumreathe situation for the many
areas of study within formulaic language by stati®ggeneral observation to be
made about all of these areas is that they requlid&ional empirical fieldwork” (p.
174).

Another perhaps equally iconic work on formuliaicguage is the definition
put forward in Wray (2002). As defined by Wray, 8 i5:

a sequence, continuous or discontinuous, of wordgler elements, which

IS, or appears to be, prefabricated: that is, stbead retrieved whole from

memory at the time of use, rather than being sutligegeneration or analysis

by the language gramma(p. 9)
According to Wray (2013), in 1874, a doctor nameldnJHughlings Jackson, who was
working with patients who had incurred brain damd&temed the view that some
language was ‘automatic’ and ‘non-propositionatigdavas processed by the right
hemisphere rather than the linguistically domidafit (p. 320). By 1964, Firth had
made his famous comment, “You shall know a wordhgycompany it keeps” (Firth,
1964, as cited in Wray, 2013, p. 320), a staterttettreflects the idea that certain words
are frequently found together, as in FSs. And neith the advent of relatively cheap,
high speed computational processes, the creatmm@alysis of numerous corpora of
remarkable size—in the millions and even billiohsvords—have led to a marked
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increase in the study of such language and tortbldgration of terms applied to it.
Those terms often vary in their meaning dependmthe study they are found in. It is
because of this variability that authors and spesakeed to define what they mean when

using any of those terms. Table 1 contains sommpbes of the various labels applied to

FSs.

Table 1

Various Labels of FSs

Chunk Collocation Concgram Conventionalized

Form

Fixed Expression Formula Formulaic Formulaic Speech
Language

Formulaic Utterance Holophrase Idiom Lexical Bundle

Multiword Multiword Unit Prefabricated Ready-made

Expression Routine Utterance

Whether we are speaking our native language or, ave2all use FSs to help us
speak cogently and fluidly. FSs allow us to fornteilaur future expressions even while
we are speaking our previous thoughts, thus elitimganany long pauses while we
search our memories for just the right word. Indtdeecause of our knowledge of
formulaicity, we automatically know that certain mde belong together, and this
automaticity gives us the appearance (if not tldty@ of proficient speech (Erman &
Warren, 2000; Pawley & Syder, 1983). They enabl®uw®mmunicate complex
concepts with a minimum amount of effort (Sincld®91), and they comprise a rather

large portion of our speech. Studies using diffedsiinitions for the FSs observed (and
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using different methodologies, as well) have oladiastimates ranging from 32.3%
(Foster, 2001) to 58.3% (Erman & Warren, 20003ekms probable that using Wray’s
(2002) very broad definition of FSs could lead vere higher estimates than that of
Erman and Warren. In summation, FSs are esseotsgeech. In particular, they are
essential to speech fluency and therefore to speeditiency, as well.

Speech Proficiency vs. Speech Fluency vs. Sped\lady

In the field of SLA, it seems that speech prafindy is often conflated with
speech fluency. Speech fluency has been reseaggheaksively and is fairly closely
defined. “Across all of the studies of spoken flexeand its development, there has
been a remarkable degree of agreement on the ¢ypesiporal variables to be
tracked. These are rate of speech, measured ablsglluttered per minute, amount of
pauses and the length of runs, measured as nurhbggiables uttered between
pauses” (Wood, 2009, p. 40-41).

De Jong, Steinel, Florijn, Schoonen, and Hulg&®13) mention three types
of fluency: cognitive fluency, utterance fluencypdgperceived fluency. While
utterance fluency is an objective measurementefubrds produced per minute
(much like Wood's definition of spoken fluency),grotive fluency and perceived
speech fluency are actually subjective measurem€otnitive fluency describes the
speaker’s “ability to efficiently plan and exectiie speech” (De Jong et al., 2013, p.
894). This is something quite difficult to measuren objective way, as it requires
the ability to see what is happening in the spéakkerin. Perceived fluency is the
perception that listeners have of a speaker’s @iydrased on a sample of their
speech. It seems possible that an overreliancemeped fluency could lead to the

11



overuse and misuse of FSs through explicit teaciniragn attempt to create a shortcut
to proficiency, and thus only giving the impressairsomeone with a strong grasp of
the language, while there are still considerabégpratic, grammatical, and
syntactical issues that will need to be overcomeéah an academically
communicative level of speech. Therefore, althowghave an objective definition
of at least one type of fluency (utterance fluentygre are other forms of fluency
(cognitive and perceived) that are far more subjecdh their determination.

However, “there is nothing even approaching agaable and unified theory
of proficiency” according to Lantolf and Frawleyo@8, p. 186). In fact, in their same
work, they state, “Vollmer (1981) points out thé&teayears of investigation the only
thing we are able to say about proficiency is fivaficiency is what the proficiency
tests measure” (p. 185). The work of Vollmer (12&4d Lantolf and Frawley (1988)
is around three decades old now, but even todagnats to find any contemporary
research (or even discussion) about what constiggieech proficiency failed to
produce an objective definition.

All discussions of speech proficiency assumeeeithe use of a standardized
test (which is a type of circular logic, we areidefg tests by the thing the tests are
supposed to define) or a comparison against thedide concept of a “native
speaker” as the defining standard. But which natpeaker is the defining standard:
British, American, or one of the many regional sats of each? So Vollmer’s (1981)
comment still holds true. There is no truly objeetdefinition of speech proficiency,
and therefore the definition used for this papdllva the same as the definition
given for speaking ability in Khodadady and Sharag2€12). It is as follows: “the
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mean score obtained on speech fluency as welledsnibwledge of grammar,
knowledge of vocabulary, pronunciation, and sengardind pragmatics of any given
language” (Khodadady & Shamsaee, 2012, p. 45)oAlh this definition has an
objective approach to speech fluency, any teshofitedge is bound to be
subjective. It is also worth noting that regiongpectations in each of the subjective
areas can vary wildly.

One other term that is often used interchangeatttyspeech fluency and
speech proficiency is speech (or speaking) abilitys term is most often used as a
synonym for speech (or oral) proficiency, but gakeems to be synonymous with
speech fluency. In this paper, these terms willsed only as synonyms for speech
proficiency.
Explicit vs. Implicit Teaching

The perceived importance of FSs to the dgraémt of a native-like proficiency
in an L2 has led to numerous studies of the uskeasle items by both native speakers and
L2 learners. Schmitt, et al. (2004) examined treuesition of a target set of FSs and the
potential influence of various individual differeascon the process of acquiring FSs.
Their study utilized 62 students participating inraversity’s two month English for
Academic Purposes (EAP) program and an additiahakddents participating in the
same university’s three month EAP course. Thereayaietest within the first week of
the program, and the study required that duringthese of the program teachers would
present the target FSs at least once to their stsidEeachers were also required by the
study to draw attention to each of the targeteddS®me point during the course of the
session without indicating that those FSs weredg&rgeted. Other than those two
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requirements, teachers were free to introduce 8sifrany way or order they wished.
The results indicated that the students alreadgwtka considerable number of these FSs,
and that they enhanced this knowledge over theseanirthe 2-3 month” program (p.

69). Schmitt et al. (2004) also found that the vitiial differences that they looked at
(aptitude/attitude/motivation factors) did not ughce this enhancement. They suggested
investigating whether explicit teaching was supeteamplicit teaching.

In Wood’s (2009) oft cited study, he caméh® conclusion that there was a need
for further study as to how best to implement estpteaching of FSs, but his own study
suffered from a lack of a control subject. He haly @ne subject, and that subject
seemed to benefit from a workshop explicitly teaghtSs. However, the subject, Sachie,
was an English learner enrolled in an intensivedysaabroad program. Although Wood
states “it is unlikely that these changes can tvibated solely to other aspects of her
English language experience over six weeks” (p.i58),not clear that the intervention is
what made for the strong increase in fluency, either comparison purposes, it would
have been very helpful to have data on even justodimer student of similar level, sex,
age, etcetera, who chose not to do the workshop.

Webb, et al.’s study (2013) was conducted at threeersities in Taiwan. The
participants were 161 first and second year stgdanthe universities. They had all been
studying English as a foreign language for at I6agtars. The purpose of the study was
to examine the incidental learning of collocatiofisere were experimental groups and a
control group. There was a pretest and four imnteghasttests. Overall, this study seems
to demonstrate all of the requirements of carefefhmdological investigation.
Nevertheless, the results were deemed somewhattaincgue to the advanced
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knowledge of the participants coming into the stadyg because the test may have
provided an excessive amount of informational chasmay have inflated the results of
the interventions. This study is of interest beeatiss approaching the question of
implicit teaching from the view of how collocatioase learned. It demonstrates the fact
that, while researchers may in fact be lookindhatdame phenomenon, they may label
that phenomenon in different ways. It also demass the lack of standardization in
the testing procedures and data elicitation prasessgrrently in play in the study of FSs.

All three studies demonstrate the wide varietytofles that fall under the term
action research. This wild variability in numbefgarticipants, assessment tools and
procedures only adds to the difficulty of identifgistudies that are similar enough for
any meaningful meta-analyses. It seems logicakpeet that standardization of
assessment tools and procedures could both imphevaverall data collection practices
for all concerned, and it could encourage a higat of participation by teachers and
their classes if a focus was made on preparingestsdor the high stakes tests they face
while gathering useful data for understanding daehing of FSs.
Questions of Cognitive Development

It is a widely accepted fact that the appiatprand fluent use of FSs is very much
correlated with the more advanced levels of L2 tgraent (Nattinger & DeCatrrico,
1992; Pawley & Syder, 1983; Sinclair, 1991, to jpmine a few). However, it also
remains a matter for further research as to whetheot FSs should be taught explicitly,
implicitly, or some combination of the two (BoersL&ndstromberg, 2012; Meunier,
2012; Schmitt et al., 2004). Humans learn diffetbimgs at different times. Human
development studies have shown us that teaching foimgs explicitly can actually be a
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waste of time and energy for all parties involvaak it may even cause irreparable
damage to the subject’s development. A case intpoDr. Arnold Gessell’'s famous
twins study.
Arnold Gesell, M.D., conducted a famous experinfeith identical twin babies)
that seems apropos to consider here:
In 1927, in collaboration with Dr. Helen Thompsbie, undertook a comparative
study in which two highly identical twin girls weodbserved from early infancy to
determine, first, their developmental correspondeara, second, their
developmental divergences, as these might be affdut training confined to one
twin. These identical twins, T and C, showed a igdegree of similarity which
was established by elaborate and repeated exaonsdéter documented in
publications. At the age of 46 weeks twin T waged daily in climbing a stair
that had five treads and after seven weeks wagalplerform the coordination
complex in 26 seconds. Twin C, at the age of 53&w&esithout any previous
training or experience, climbed the stair unaided5 seconds. Then twin C was
trained for two weeks and at the age of 55 weedfsired only ten seconds to
accomplish this task. Twin C was at the age of 88ks far superior to twin T at
52 weeks, even though T had been trained for seeeks in the beginning.

(Miles, 1964, p. 70)

Thus was proved the age old grandmothers’ adagg’ttldo it when they’re ready.” The
unfortunate result of the researchers’ expliciéiméntions was that the baby, who was
trained to climb the stairs, missed out on the frlag time that her sibling enjoyed. It

seems possible, based on the information abovethisamay have actually delayed or
16



permanently damaged some form(s) of developmenh&baby receiving the
intervention.

Clearly the subjects of Dr. Gesell’'s experimenteniafants, and the area being
explicitly taught was a kinesthetic learning adtivivhereas the subjects in the study
conducted by Khodadady and Shamsaee (2012) wereraity students performing oral
and aural tasks: two very different groups develeptally and two very different skill
sets being developed. Nevertheless, it does sesetwiconsider that human learning
often, maybe even always, includes cognitive deyalkent issues.

As Khodadady and Shamsaee (2012) mention, theimggand use of FSs affects
how our brains function. There are also indicaionthe linguistic research literature
that teaching FSs too early in an L2 learner’s tgyraent could lead to serious misuse
of the formulas learned. It is important that reskars (whether they are teachers or not)
make every effort to produce not only sound datdatso sound analyses of that data.
Conclusions drawn based on faulty data or faulglys®es could have unintended
consequences as seen in Dr. Gessell's twins sArdyit is important to note the
warning in Crookes (1993), “the stronger the claforggeneral applicability that a study
makes and the more damage such claims, if wrongg o, the greater the demand that
should be made for reliability, validity, and trwstrthiness” (p. 136). Krashen’s (1985)
Input Hypothesis states that, to be of value teaarler of a new language, input must be
comprehensible to the learner. He argues thatéesmmho are forced to utilize
grammatical structures that they do not understahaften substitute a grammatical
rule from their L1 that they do understand. Thie may or may not be similar to the rule
being taught in the L2. Because of this, the leamk produce errors that are deemed to
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be interference from the L1 when, according to Keas the real problem is that the
learner did not receive comprehensible input ferltB. FSs can be viewed as
grammatical structures of a type. If they are ndlyyfcomprehensible to the learner, they
will tend to be misused or abused when explicalyght. For instance, the use of certain
grammatical forms have been shown to be acquiredpiredictable sequence as stated in
the Natural Order Hypothesis (Krashen, 1985; bad ake Luk & Shirai, 2009), if one
were to introduce a FS that uses a grammaticattstieithat the student is not ready to
use, one could cause the student to learn the segucorrectly. An example might be,
he also serves who only stands and waitsaning it is sometimes okay not to do
anything other than wait. Because the grammatgabf “serves”, “stands”, and “waits”
is one of the last structures for English languageners (ELLS) to acquire (Luk &
Shirai, 2009), the explicit teaching of this sayowyld come outhe also serve who only
stand and wait.

According to Ellis (2006), implicit knowledge oflguage grammar is the
knowledge that allows us to speak fluently, andniest common approach to acquiring
grammar seems to be the present-practice-produeseft the item to be learned,
practice the item, then produce the item in notegkesnents or situations) approach to
obtain implicit knowledge. This is an explicit tédng process. While there seems to be
some controversy (according to Ellis) regardingahitof various approaches to use, it is
clear that his work has led him to believe thatpca (repetition) is how implicit
knowledge is attained. Please note, the differ&eteeen implicit knowledge
(knowledge that allows fluency of speech becaudanoiliarity with the grammar) and
implicit teaching (teaching that is providing alricontext for students to develop their
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language skills without explicit instruction in tgeammatical forms). Implicit instruction
guarantees that the student is ready for the graitathaoncept learned because they
have discovered the rule on their own. Explicitinstion is given by the instructor when
the student may or may not be ready to learn.

Wray and Fitzpatrick (2010) conducted a study inclwhthey had ESL students
memorize FSs that the participants would then msmiauthentic situation within a
relatively short period of time. This exercise ditbw the participants in their study to
speak more fluently and feel greater confidencenndpeaking with native English
speakers in an authentic situation (i.e., visitimgdoctor, or paying a bill in person), but
Wray and Fitzpatrick note that many times the stigldid not use the forms as
rehearsed. Because explicit instruction requiresimmapetition to cause the phrase to
move from short term memory to long term memoryd(&ns in long term memory that
implicit knowledge resides), it is possible thedsnt will always have this saying in their
mind incorrectly if they cannot reproduce it acecahpwhen they do their repetitions.

There is also the view that, from an educatioretdpoint, it is necessary for
students to receive multiple exposures to new métion before they will actually be
able to acquire the information and make use dthere is an argument that a
combination of implicit exposure to FSs in the basid intermediate levels of study and
more explicit exposure in the advanced levels neathke best combination of explicit
and implicit teaching of FSs (Ellis, 2006; Meuni2@12; Schmitt et al., 2004). Boers and
Lindstromberg (2012) highlight the fact that ESudsnts are able to recognize FSs
before they are able to reproduce those FSs rglibtheir discussion of a study by
Webb, Newton, and Chang (2013), they state, “Rattsmoncertingly, however, as many
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as 15 encounters in such a short span of timedglilhot guarantee full scores on any of
the posttests” (p. 91). It is a well-known factarg educators that it is necessary to
create multiple exposures over long periods of ionghe human brain to reliably move
data from short-term memory to long-term memory. ®essell’'s over-trained and
eventually underperforming twin, the Input Hypotisedsom Krashen (1985), along with
the comments by Ellis (2006) regarding the imparéaof practice, and the difficulties in
retaining memorized FSs experienced in the studywhgy and Fitzpatrick (2010) are all
examples of difficulties that may arise from thadieing of FSs, and they help to
underscore the urgent need for more and betteiestod the teaching of these vitally
important parts of speech.
Two Studies in Detail

In 2009, Ohlrogge created a study in whiclsifaall corpus of 170 compositions”
(p. 378) were selected to answer two research ignsst

1. What types of formulaic language are used Brmediate-level learners in a

high-stakes writing examination?

2. Do high-scoring and low-scoring writers use igatar formulaic sequences

with the same frequency? (p. 371)

Ohlrogge’s goal was to see if “formulaic sequerza@sbe a useful criterion in
discriminating between different levels of proficty—the primary purpose of most
language tests” (p. 377).

The candidates who wrote the compositions usechino@ge’s study came from

nine different first language (L1) backgrounds: €kr€85), Spanish (37), Portuguese
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(25), Vietnamese (10), Arabic (5), Italian (3), Raman (2), Catalan (2), and
Macedonian (1).

During his analysis, Ohlrogge identified eight ¢atees of FSs: collocations,
idioms, phrasal verbs, personal stance markerssitrans, generic rhetoric, and
irrelevant biographical information. Ohlrogge waseful to define each of these FSs for
his study. However, for the purposes of this papely transitions and personal stance

markers will be discussed. His definitions for théso FSs are as follows:

Personal Stance Markers: Expressions that sigwalker’s personal view or
opinion. These can be regarded as an exampleatfdwley & Syder (1983)
call “sentence frames”. Such expressions geneoaltyr at sentence beginnings
and are common in argumentative and expositoryngtiExamples includm

my opinion, | strongly believendwithout a douht

Transitions: Sequences used to signify the relatigp between sections of a text.

Examples includen the one hand, first of aindin conclusion(p. 380)

Transitions and personal stance markers are egie af discourse marker. Muller
(2005) says, “discourse markers contribute to tagmatic meaning of utterances and
thus play an important role in the pragmatic corape¢ of the speaker” (p. 1). Schiffrin
(1987) defines discourse markers as “sequentiaibpeddent elements which bracket
units of talk” (p. 31). A very simple explanationght be to say that discourse markers
connect parts of discourse and indicate where ifeodrse is going. Ohlrogge’s results

showed that transitions occurred with the gredteguency overall, and that only idioms
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and personal stance markers were used with inagégquency as the composition
grade increased.

For their study, Khodadady and Shamsaee (2012)adik0, female, Iranian
university students who were majoring in Teachimglish as a Foreign Language and
Translation. The students’ ages ranged from 1&i@Bd they were enrolled in a
listening and speaking course. Students were eotifted by level. As future English
teachers, these students will, most probably, kiegahe official IELTS at some point in
the future. They will certainly have students, sdiay, who will wish to prepare for the
IELTS. It seems safe to assume a fairly high |@fehotivation for these students to
participate in a study that will allow them to piiee the necessary skills for taking the
IELTS successfully.

Khodadady and Shamsaee (2012) were not interasteglicating Ohlrogge’s
work exactly. In fact, they chose to focus on Lingtg and Speaking skills instead of
writing skills. Because they did not provide a cajfyhe IELTS speaking specimen
(2005) utilized by them, nor the IELTS Listeningespnen also utilized in their study, |
contacted Dr. Khodadady, and he confirmed that tirere the online preparatory
materials provided on the IELTS website, in 20@e(8ppendix D), to help future test
takers prepare for the IELTS examination (personalespondence). | have used those
materials for comparison with the TOEFL materials.

Using Ohlrogge’s definitions for categoriédd=&s, Khodadady and Shamsaee
(2012) evaluated the data they collected and feuoadrrelation between the use of
transitions and personal stance markers and sfleectty, which they seem to refer to
interchangeably with speaking ability. In their clusion, they define speaking ability as

22



“the mean score obtained on speech fluency asaselie knowledge of grammar,
knowledge of vocabulary, pronunciation” (p. 45).dfladady and Shamsaee also state,
“Personal Stance Markers and Transitions are thetgpes of FS that have a significant
relationship with learners’ speech fluency” andri‘q@aedict overall speaking ability
better than speech fluency” (p. 45). They then ctortbe conclusion that the data
resulting from their study can be used to determmerder of acquisition for FSs that
can be used for explicit instruction. They alsoresp the belief that the use of these FSs
helps to cause the cognitive development necessapyoficient language development.
In other words, they seem to be advocating a fooue teaching of transitions and
personal stance markers as a priority over othrengaf FSs because they believe it will
improve the overall speaking ability of L2 students

It appears that they may have fallen prey to thst poc fallacy or post hoc ergo
propter hoc (“after this; therefore, because c")Hiallacy. So the question is, does the
correlation discovered by Khodadady and Shamsaeebe the two FS types and
student scores actually indicate that studentsnebeive explicit teaching of these two
FSs will obtain higher scores than if they receaéy implicit instruction, or is it actually
an indicator that the developmental level of stusl@rho are able to successfully use
those types of FSs is such that they are alsorlsdite to handle all other aspects of the
L2 as well? In other words, which comes first, pmeincy or explicit teaching? This is a
guestion that still needs answering, even thougbdadady and Shamsaee seem to feel it

is already resolved.
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Replication Research

Replication research, as its name implies, isaieh that repeats a previous
study, but it is not necessary to repeat the prevgiudy exactly. In fact, an exact
repetition of a previous study is called a repraigunc “Other variants can address the
robustness or generalizability of a study by theontuction of further variables or
contexts alongside those used originally and whajht be thought to provide
further knowledge about, for example, whether déife approaches produce different
results” (Porte, 2013, p. 6). Action research temf cyclical process also (Crookes
& Chandler, 2001). This makes it easy to meld e tesearch methods.

This study is an attempt at a small scale refpdinaof the study by Khodadady
and Shamsaee (2012) that was inspired by Ohlrogiedy in 2009. There are
enough differences between the two previous studiesake it a borderline case as
to whether Khodadady and Shamsaee were actuaiypting a replication. It may
be more correct to say that they were inspired blyagge’s study to see if they
could find similar results in spoken data as thosed by Ohlrogge in the written
data used for his study. But where Ohlrogge hadsscto data that he had already
elicited while working on a rubric for a standastiztest maker, Khodadady and
Shamsaee needed to find a way to elicit their oata dnassisted. Ohlrogge’s data
was written and from the Examination for the Cexdife of Competency in English;
Khodadady and Shamsaee’s data was spoken andomashieir creative use of the
IELTS preparatory materials found online. And figaDhlrogge’s study was one of
discovery. He set out to determine what types oflis8ourse markers are most
commonly used by intermediate-level learners imgh Btakes writing exam and if
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those FSs are used with the same frequency byhigithand low scoring writers.
However, Khodadady and Shamsaee, following aftéra@Qbe, used his definitions
to see if they found the same usage for FSs inchpeethat found by Ohlrogge in
writing. They also sought to know which of the digifferent FSs defined by
Ohlrogge best predict overall speaking ability agnoriermediate level English
learners. Khodadady and Shamsaee seem to havesiutigecompleted what could
be termed an action research project with theaystbat made use of free authentic
assessment materials and their efforts to beresfit students by helping them
prepare for a high stakes exam. This raises thstigue could their method work in
other settings and with other standardized test$® dould be useful to know as it
could provide a way to standardize test methode®fpr many small, action

research projects with little to no funds availafolethem to purchase or create tests.
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CHAPTER 3

METHODS

Introduction

This quantitative, exploratory study was condudtedttempt to answer the
following questions:
1. Which transition markers and personal stanc&kenaiare used by intermediate and
advanced level nonnative speakers when practicng high stakes listening and
speaking test (TOEFL)?
2. What is the variation by level in frequency aadiety of use?
3. Do these variations have the same import o7 @EFL as other research (Khodadady
& Shamsaee, 2012; Ohlrogge, 2009) claims they dinehELTS?
4. Can a comparison of the data obtained abovegqeaseful insights for future
research and pedagogical activities?
Profile of Participants

A convenience sampling procedure was utilizBdrticipants were volunteers
from conversation groups which were part of anrfisitee English Program (IEP)
conducted by ASU on the Tempe campus. Four pgaaptecipated (three females, one
male) who were between the ages of 19 and 35 pé@irsAs can be seen in Table 2, they
represented a variety of L1s as well as educatioackgrounds. English was the only L2
of all participants except for Participant 2 wheaspoke five other languages (identified

in Table 2) in addition to her L1 and English.
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Table 2
Participant Characteristics

Parti- | Sex| Age| Level* | Educational | L1 L2(s) Previous
cipant Level TOEFL
Experience
1 M (35 | I1 Completed Arabic | English May have
Master’s taken a
Degree practice test 3
years ago
2 F 26 | 12 Completed | Pashtun| Dari, Arabic}, Took the
Bachelor’'s English, TOEFL once
degree Balochi, with no
Russian, practice
Urdu
3 F 21 | 12 3rd year Spanish| English Self-practice
Undergraduate on reading and
writing
portions only
4 F 19 | A2 Entering Swedish| English, None
Undergraduate French,
Mandarin

Note:* The various levels of the participants wereially determined by the IEP

through an in-house test given after arrival amisteation. After the entrance exam there
are no further placement tests, and level is deternstrictly on the basis of course
work. The levels provided correspond roughly teimediate and advanced levels of
proficiency.
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Materials

Instead of the preparatory materials for the IEWB8d by Khodadady and
Shamsaee (2012), | used the online preparatoryrialatéor the TOEFL exam. The
TOEFL exam is more commonly used at ASU, and tiealspg and listening portions of
the two tests are quite different from each otAsrcan be seen in Tables 3 and 4, the
TOEFL actually provides much less time than theTlElfor the examinee to speak, and
the process is completely computerized. And, wigetieare is no human interaction in
the TOEFL, the IELTS Speaking Test involves hunrdaraction throughout. This
difference inspired me to wonder if there wouldalng noticeable difference between the
levels of proficiency in participants’ usage ofrtsétions and personal stance markers
under these conditions.

For the purposes of this study, a brief intervieshveach participant was also
included to provide the necessary personal infaondbr my subjects with the spoken
data they produced. This interview contained temtguestions, and covered topics such
as age, sex, natal country, languages spokensperet in the United States, and
previous experiences with both English and the TOEFhe interview took between
five and ten minutes to complete. See AppendixAHe full instrument.

The IELTS is a four skills English proficiency exdhat assesses participants’
reading, writing, listening, and speaking skiltsisljointly owned by British Council,
IDP: IELTS Australia and Cambridge English Languagsessment. According to their
website, the IELTS is administered in over 130 ¢nes. See Tables 3 and 4 for a

comparative overview of the Listening and Spealiagions of the two tests.
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The TOEFL is also a four skills English proficiereyam. The TOEFL is owned
and administered by Educational Testing ServiceS)EThe private non-profit test and
assessment company also responsible for creatthga@ministering numerous other
standardized tests such as the SAT (once knowmeaSdholastic Aptitude Test and then,
later, as the Scholastic Assessment Test) and il@u@te Record Examinations (GRE).
According to the TOEFL website, the TOEFL, like tB£ TS, is also administered in
over 130 countries.

A description of the Listening and Speaking porsiofhthe TOEFL and IELTS
tests is provided in Tables 3 and 4 respectivetjdse to focus on the Listening and
Speaking portions of the TOEFL in order to allow &replication of Khodadady and

Shamsaee (2012).

Table 3

Listening

TOEFL IELTS

60-90 minutes long 30 minutes
34-51 questions 40 questions

Listen to lectures, classroom discussiong, Listen to four monologues by different

and conversations spoken in a fairly speakers whose English may be accented

standard American form of English. according to geographic origin of the
speaker.

Multiple choice answers Combination of multiple wand short

answers including fill in the blank,

matching and labeling.
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Table 3 shows that the TOEFL provides a greateetyaof settings of listening

experiences than the IELTS, and it is delivered fairly standard American accent,

while the IELTS speakers may have various nationatgional accents (e.g., Australian,

American, British). The TOEFL also requ

ires onlyedgpe of answer format, whereas

the IELTS has various answer formats. On averagj, tests have a similar number of

guestions. The IELTS always has 40 questions ferstction, but the TOEFL number

can vary from 34 to 51 questions. The TOEFL allowsh more time for this portion of

the exam than the IELTS does.

Table 4
Speaking

TOEFL

IELTS

20 minutes long computer delivery

14 minutes loaghAn interaction

6 questions

3 part interview format

The first two questions allow 15 seconds

prepare and 45 seconds to answer

tBart 1 is an interactive discussion about

examinee and his/her family

the

The second two questions provide 30
seconds to prepare and 60 seconds to

answer

Part 2 is prompted by a task card.
Examinee reads card, prepares and ther

speaks on topic

The third two questions allow 20 seconds

prep time and 60 seconds for the answer

5 Part 3 is a one to one conversation on th

topic provided in Part 2

Examinee spends approximately 5.5
minutes responding. The remaining time

spent listening and preparing.

The examinee talks most of the time whi
i9eing prompted by the interviewer as

necessary.

e
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As can be seen in Table 4, the speaking portidheoTOEFL is completely
computerized, while the IELTS is based entirelyhaman interaction. And although the
IELTS is of a shorter duration, it allows more tifoe the examinee to actually speak
because it does not allocate a set amount of imedch answer.

Measurement Instruments

The Listening and Speaking tests were the HIO&am preparation materials

obtained from the ETS website and can be found here

http://www.ets.orqg/toefl/ibt/prepare/sample quastio

Transcripts of the tests used are provided in AdpeB. For the preparation materials,
ETS only provides two listening situations and altof only 12 questions. For the
Speaking Section there are only 6 questions, waiielprogressively more difficult to
comprehend and to answer.
Procedures

Research was conducted on the ASU campusdiated research room
equipped with computers was used. Two participaet® tested individually, and, due
to schedule constraints, two participants wereetest a somewhat simultaneous fashion.
No more than four people were ever in the roonmatsame time. Timers were necessary
in order to replicate an actual TOEFL exam settamgl this did become an issue (see
Discussion section for details).

All activities were individual. Using practicgiestions provided by the TOEFL
(from the ETS TOEFL website) for test preparationgoses, participants were asked to
perform a listening exercise and a speaking ex&rbisth of which were provided by
computer and recorded on a separate digital saoutding device. (No recording was
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made on the computer. It was only a means of cangdiie questions.) Please see
Appendix B, “Modified TOEFL sample questions,” whitcludes the official TOEFL
Listening and Speaking exam scripts (including exaotedures). Please see Appendix
A for the Interview this researcher created andriesl between them.

The Listening portion was administered fiestd an answer sheet (please see
Appendix C, “Answer Sheet”) was provided to be ugdhe respondent to record their
answers. Approximately 15 minutes were allocatedirs portion of the project.
Respondents were required to listen to a conversaetween two people and then
answer five questions about that conversation. Thewy listened to a lecture and
answered another seven questions. This portiomedteist was used as the determinant of
speech proficiency. Thus | was able to comparentimber of discourse markers in
guestion and the total word count (which is beisgdias the measure of fluency) at
“predicting” (in hindsight) the listening score @rall speech proficiency). The Listening
portion was followed by the Interview and the Speglportion, both of which were
electronically recorded as audio only.

The Interview took approximately five minugasd served to insure that the
spoken data collected corresponded with the derpbgraf the speaker. Participants
then began the speaking portion of the test thetnspletely timed by computer on the
actual TOEFL with a total time of only 20 minutescomplete all tasks. Each participant
spent approximately one hour on the entire proffess$urther detail, please see the
Discussion section). All data were collected withitwo week time period.

At the end of the procedure, each participaotived a 3 x 5 card to write their
name on and to deposit in a container by the ddue.card was their entry into a raffle
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for a $5 Starbucks gift card. The raffle drawingsvireld after the completion of data

collection.
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CHAPTER 4
DATA ANALYSIS AND RESULTS
Data Analysis
In the listening portion of the TOEFL, paipiants received one point for each
correct answer for a maximum of 12 points. Questiomber 3 requires two correct
answers to be complete and is worth two points.ré€heaining questions are each worth
only one point. In the speaking portion of the TRDEthe total number of words
produced by each participant was tallied. Becasddcus is on transition and personal
stance markers, all instances of the use of etthééfrese FSs were also tallied for each
participant.
| used the same definition for personal stance erarés Ohlrogge (2009) and
Khodadady and Shamsaee (2012). However, it sedmaéthe definition for transitions
was not as well defined by them. Longman (1999Mtifies transitions as a type of
linking adverb that serves “to make semantic conoes between spans of discourse of
varying length, thus contributing to the cohesiénliscourse” (p. 558). Although
Longman does not provide an actual definition ahsitions, two examples of transitions
are provided as part of the section on linking alieds. The two examples provided by
Longman of linking adverbs used as transitionstlaeavords, “incidentally” and “now”.
These two transitions are both provided as singlelg/(not part of an FS) providing a
conjunction between rather long stretches of neediaand academic text. Because the
requirements of the exam used for this study warenore casual speech forms than the
written examples in Longman (1999), and becausertihest be multi-word, | have
chosen to further clarify the definition of tramsits as follows:
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Sequences used to signify the relationship betweetions of a spoken text
whether within a sentence or a paragraph.
Some examples of transitions identified in the gtaict: “and any other”, “for example”,
and “the first time is”.
Results

Table 5 and Table 6 show the results of the Lisigand Speaking tests, respectively.

Table 5
Listening Portion of TOEFL Preparatory Materials
Participant Level Raw Scores * Score as a pergenta
1 -1 6/12 50%
2 -2 8/12 67%
3 -2 6/12 50%
4 A-2 12/12 100%

Note:* Raw scores are composed of the number right thestotal number of questions.

As shown in Table 5, Participant 4 (who is at tighbst Advanced level in the IEP) had
the highest score, Participant 1 (who is in thedsiwntermediate level) had the lowest
score, and one of the I-2 level participants (gudint 2) had a score between the I-1 and
the A-2. Even though I-2 is the highest Intermegliatel, Participant 3 has the same
score as Participant 1, who is the lowest leveiigpant in the study. However,
Participant 3 has mentioned a tendency to becomyesteessed during tests—to the point
of it affecting her performance. So in spite of #pparent anomaly of Participants 1 and
3 having the same scores, these results do seefietct the level of the participants

quite well.

35



Table 6
Speaking Portion of Exam

Participant Level Number of Number of Total Word
Transitions Personal Stance Count
Markers
1 -1 16 5 512
2 -2 10 6 446
3 -2 9 3 330
4 A-2 29 11 762

During the Speaking portion of the test, the nundfdransitions used appears to
be directly related to the total word count, wille greatest frequency of use of
transitions, and the highest word count, belonginBarticipant 4, while the lowest
number of transitions used and the smallest wouhttbelong to Participant 3. Level is
clearly not as important as word count, as showthbyfact that the second highest word
count and the second highest usage of transitieleng to Participant 1 (level I-1—the
lowest level), while the two participants at th2 level (Participants 2 and 3) both had
lower word counts and fewer transitions used. Tgpgaeent anomaly of Participant 3
having lower scores than Participant 1 is probalolky to her tendency to experience
some panic when taking oral tests.

Some examples of the transition markers used Hicqeants in the study are:

can dothe same activities that you can do in a restaunaa café like eat

something or play.
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e Participant 4: ...felt stressed about it becaus@efihals coming up

e Participant 1: . he mentioned that if there are any other activitiesampus like

recreation activities and any othaativities that will find to improve student
skills.

e Participant 2; This was the firstason.

Some examples of the personal stance markers ysg#ddy participants are:

Participant 4: | remember the fiday when | started gymnasium.

Participant 2: | think it is mor&in to spend time with friends...

Participant 1: My advicemy recommendation in this caskere are two ways

Participant 3: ...or the best thing is thet should assist to some study groups

From an observational standpoint, these sequetice=eaned “to be
prefabricated” and not “subject to generation algsis by the language grammar”
(Wray, 2002, p. 9). They came easily to the speakips and helped to maintain the
flow of their speech. However, they do seem suligesbme misuse or abuse as in the
example of the transition marker, “Additionally,iyoan do”. Clearly the speaker did not
mean to make a modification to her statement, larertikely, she meant to provide a
compare and contrast statement like, “Instead,cgoudo”. It is important to note that the
error here may have nothing to do with how shelieh taught these clauses in the past.
There are many reasons such errors occur, anésioabke, nervousness may have been

the cause.
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CHAPTER 5
DISCUSSION AND CONCLUSIONS

The purpose of this study was to replicaséudy conducted by Khodadady and
Shamsaee (2012) and to ascertain if similar resudtdd be obtained when using
materials from the TOEFL online preparation sitgéad of those from the IELTS
preparation site. Four questions were asked:

1. Which transition markers and personal stanc&ensiare used by intermediate and
advanced level NNSs when practicing for a highesdlstening and speaking test
(TOEFL)?

2. What is the variation by level in frequency amadiety of use?

3. Do these variations have the same import oT@EFL as other research (Khodadady
& Shamsaee, 2012; Ohlrogge, 2009) claims they dih@hELTS?

4. Can a comparison of the data obtained abovageaseful insights for future

research and pedagogical activities?

For question #1, the results show a variésequences used by participants.
However, the strings of words show a fairly limiteatabulary for all participants
through repetitious use of various words and pleadevertheless, each participant used
their limited vocabulary in multiple formulaic waysee Appendix C for complete list of
FSs used by participants).

Certain sequences occurred with much gréaquency than others. An example
would be “for example”, which was used in thredeté#nt formulations by Participant 1:

The first one for examplevhich were used by chimpanzees, for exampheen

they use sticks to move and jump from place torgpkece and were too used by
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insects. | think that. The other example which tesbroad definition. Which

were, for examplethe same stick used by elephant to itching ht&ba

Another example would be “because it” whickswised three times by
Participant 1:

The opinion of the man was that it was a bad decibecause it willvaste

money. The man mentioned to the student associttaint was a bad decision

because jthe he—mean that it will waste money becauselthitding is 200

years old...., and the man was has difficulties \thiexam becausedbntains

many functions and equations.

For question #2, the data seem to show déval does correspond with increased
frequency and variety of FSs used in the casemsbpal stance markers. However, total
word count seems to be more closely related toveeall frequency and variety of FSs
than proficiency level alone.

For question #3, the results seem to indicaked outcomes with the TOEFL
preparation materials when compared with the IEpTeparation materials. The
similarity is that personal stance markers do seeralate closely to the proficiency
scores (Raw Scores in Table 5). The differenckeastransition markers and fluency
seem to be equally predictive of raw (proficiensgdres with the TOEFL materials, as
opposed to the results Khodadady and Shamsaeeleectar the IELTS materials.

For question #4, it appears that, because of tikedmesults, it may be possible to use
either IELTS or TOEFL for a pretest and the otlwerthe posttest in a study of ESL or
EFL use of FSs. Because both of these exams arg bsed as elicitation tools, and
because the results must be correlated, it coufztbbsible to use two such very different
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tests for a pretest and a posttest. However, ifdvoe much better if the measurements
were the same for both transitions and personatstmarkers. The differences in the
results may have been from the differences in dpjations used. However, the study
by Mackey and Gass (2005) states that, “Finding®oond language research are highly
dependent on the data collection (often knowdada elicitatior) measures used” (p. 55).
Because of the many technical difficulties involvecdapting the computerized TOEFL
materials to something usable in a study, it se@mescould create a higher level of
validity and reliability by using almost the sammaaunt of effort to modify the IELTS
materials to create a second test.

Limitations

This study had many limitations, not the lez#swhich was the small number of
participants. There is no statistical significapossible with such a small sample group.
Fortunately, the materials used (official prepamatmnaterials for a commonly taken high
stakes test) were of high interest to the partidipaOtherwise, there may have been no
participants. It is important to note that authetyiof the test materials played a part in
there being any participants at all. The peopléi@pating in the study did it for the
opportunity to practice for the TOEFL.

Another limitation was the inability of thesearcher to create a true to life testing
environment. One problem was the impersonal natitiee TOEFL does not work as
well as the interview format of the IELTS in thdatevely intimate environment created
by a very small, or one to one testing situatidmsTed to far more verbal interactions
between the test takers and the researcher thal Wweunormal in a typical TOEFL
testing situation. A second environmental probleas that the researcher had no one to
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use for a dry run of the test setup other thandiferhis led to a miscalculation on the
difficulty of timing the various parts of the te3tis difficulty with timers may or may

not have affected the overall results. Having niéaborator also led to the need to use
the Listening portion of the TOEFL as the measuireverall speech proficiency. This
provided a far more objective measure for speecfigeency than if the lone researcher
had graded the spoken portion of the assessmegtdormar and syntagmatic accuracy.
With no one to check the analysis of the participgmerformance, the results could have
been highly subjective.

A third limitation was the fact that with gnbne researcher, there is no inter-rater
reliability for this assessment. This becomes anasvhen deciding which groups of
words actually qualify as the target FSs. Themoistandard list of every FS of any type.
Although it was pretty simple to tell where a FQ e, it was often difficult to decide
where it should stop. Perhaps further researchemprosodic nature of FSs (Lin, 2012)
will lead to greater clarification on how to defitteem. For now, it is up to the researcher
to clearly state the definition used and then tescgentiously apply that definition to the
best of their ability.

Implications for future research

In 2002, Wood lamented the fact that thereew® commercially available
materials for teaching that recognized the sigaifee of formulaic language in
acquisition and production of an L2. In 2012, Meurrdecided to do a review of the
current state of the curricula available to sdbefsituation had changed any since
Wood’s complaint. In the conclusion of her revieshe stated that, “though L2 teaching
no longer ignores the formulaic nature of langualge exact paths to follow to better
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teach it are still insufficiently lit” (p. 123). Sthere is much work to be done in the study
of how best to teach FSs, but there seems totleeifitthe way of funds available for
such study. Researchers often create studiesdkiatdnly one or a few subjects. It is
difficult to make much headway in researching saithrge field with such small studies.
However, if one were able to obtain hundreds ohstadies, produced by teacher
researchers (for instance), in a variety of locaj@nd aggregate them into one large
study via meta-analysis, it should be possiblebt@aio meaningful and actionable
information for the field in a relatively short ped of time. One way to do this is to
create a ready-made study methodology involvingegept, posttest, and control group
format that is easily adapted to various situatitingne used authentic materials (e.g.,
standardized test preparation materials) to ctbatassessment tools, one may get a
higher level of volunteerism from potential subgeghder circumstances that might
preclude many volunteers otherwise.

Although this current study is also not a@bl@nswer the question asked in the
Literature Review—what came first, proficiency apécit teaching—it could pave the
way for additional Action Research using Replicatio answer that question. The cost of
testing materials is prohibitive for some studielspdadady and Shamsaee (2012) may
have found a useful approach to solving this pmobl®ne could design a study that uses
either the TOEFL preparatory materials or the IElpF&paratory materials as a pretest
and the other as a post treatment test, but iteayetter to simply adapt the IELTS
materials. If one includes a control group eacletthrat opts out of the explicit teaching
but receives the same lessons otherwise, one bawkla solid study for almost no cost.
If one could do this numerous times, one shouldlde to obtain statistically significant
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numbers. With crowd sourcing being used in many wews lately, it seems possible
one could even use an online journal to obtain frelp other teacher researchers
interested in the question. Under these circumstrtbis small study could be the

beginning of a trend.
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INTERVIEW INSTRUMENT
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Interview

This portion of our procedure is not a part of TT@EFL exam, but it will help you to
relax and prepare a little for the speaking portbthe exam that we will do. It will also
provide us with some necessary personal informaRtease speak as clearly as possible.
1. What is the identification number assignedda for this study?

2. Are you male or female?

3. What year were you born?

4. What is your first language?

5. Do you speak any other languages? (If yesiciManguages do you speak?

6. What country were you born in?

7. How old were you when you first began to leanglish?

8. What is your level at AECP?

9. How long have you been at AECP?

10. What will you do after you finish your coursenk at AECP?

11. Have you ever lived in an English speakingntguprior to this? (If yes) Which
one(s) and for how long?

12. Have you taken the TOEFL before? (If yesyvHhoany times?

13. Have you used the TOEFL online practice maliebefore? (If yes) How often, and

when was the last time you did?
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APPENDIX B

TOEFL LISTENING AND SPEAKING TEST TRANSCRIPTS



Listening Section

Directions: The Listening section measures your ability tdemstand conversations and
lectures in English. In this sample, you will re@te conversation and one lecture and answer
guestions after each conversation or lecture. Tiestepns typically ask about the main idea and
supporting details. Some questions ask about &kepsgurpose or attitude. Answer the
guestions based on what is stated or implied bgpeakers. Most questions are worth one point.
If a question is worth more than one point, it liglve special directions that indicate how many
points you can receive.

¢ In an actual test, you will be able to take notédewou listen and use your notes to help
you answer the questions. Your notes will notdmred.

CONVERSATION TRANSCRIPT

(Narrator) Listen to a conversation between a student antdsketball coach and then answer
the questions.

(Male coach) Hi, Elizabeth.

(Female student) Hey, Coach. I just thought I'd stop by to see wihaissed while | was gone.

(Male coach) Well, we've been working real hard on our plantfoe next game . . . I've asked
Susan to go over it with you before practice tliisraoon, so you'll know what we’re doing.

(Female student) Okay.
(Male coach) By the way, how did your brother’'s wedding go?

(Female student) Oh, it was beautiful. And the whole family wasrid saw aunts and uncles
and cousins | hadn’t seen in years.

(Male coach) So it was worth the trip.

(Female student) Oh definitely. I'm sorry | had to miss practichptigh. | feel bad about that.
(Male coach) Family’s very important.

(Female student) Yep. Okay, | guess I'll see you this afternoopratctice, then.

(Male coach) Just a minute. There are a couple of other thimged to tell you.



(Female student) Oh, okay.
(Malecoach) Uh . . . First, everybody’s getting a new teank@c
(Female student) Wow. How did that happen?

(Male coach) A woman who played here about 20, 25 years ag® ¢armough town a few weeks
ago and saw a game, and said she wanted to dolsog&dr the team, so . . .

(Female student) So she’s buying us new jackets?

(Male coach) Yep.

(Female student) Wow, that'’s really nice of her.

(Male coach) Yes, it is. It's great that former players stélre so much about our school and our
basketball program . . . Anyway you need to filt an order form. I'll give it to you now, and
you can bring it back this afternoon. I've got thems from the other players, so as soon as | get
yours we can order. Maybe we’ll have the jacketsheynext game.

(Female student) OK.

(Male coach) Great. And the next thing is, you know Mary’'s s#erring to another college next
week, so we’ll need someone to take over her mleagtain for the second half of the season.
And the other players unanimously picked you t@taker as captain when Mary leaves.
(Female student) Wow. | saw everybody this morning, and nobody sewlord.

(Male coach) They wanted me to tell you. So, do you accept?

(Female student) Of course! But Susan’s a much better player them.II'm really surprised
they didn’t pick her.

(Male coach) They think you're the right one. You'll have tokatiem their thoughts.

(Female student) Okay . . . | guess one of the first things I'lMeao do as captain is make sure
we get a thank-you card out to the lady who'’s bgyis the jackets.

(Male coach) Good idea. | have her address here somewhere.
(Female student) And I'll make sure the whole team signs it.

(Male coach) Good. That's all the news there is. | think that®r now. Oh, let me get you that
order form.



1. What are the speakers mainly discussing?
a. How the woman should prepare for the next game
b. The woman'’s responsibilities as team captain

. Things that happened while the woman was away

O

o

. The style of the new team uniforms

2. Who is buying new jackets for the team?
a. The coach
b. The captain of the team
c. A former player

d. A group of basketball fans

3. There are two answers for the next questionkM@o answers.

Why is the woman surprised to learn that she has bkosen as the new team
captain?

a. She is not the best player on the team.
b. Her teammates did not tell her about the datis
c. She does not have many friends on the team.

d. She has missed a lot of practices.



4. Read part of the conversation again. Then anive question.
(Female student) I'm sorry | had to miss practice, though. | feabbabout that.
(Male coach) Family’s very important.
What does the man mean when he says: “Family\gingportant.”
a. He hopes the woman’s family is doing well.
b. He would like to meet the woman'’s family.
c. The woman should spend more time with herlfami
d. The woman had a good reason for missing [@ecti
5. Why does the coach say: “Good. That’s all the néhwese is. | think that’s it for
now.”
a. He wants to know if the woman understood bistp
b. He wants the woman to act immediately.

c. He is preparing to change the topic.

o

. He is ready to end the conversation.



LECTURE TRANSCRIPT
(Narrator) Listen to part of a lecture in a literature class.

(Male professor) Today I'd like to introduce you to a novel thatremcritics consider the finest
detective novel ever written. It was also the fiv§e’re talking abouThe Moonstoney Wilkie
Collins. Now, there are other detective storie$ pinaceded he Moonstonéistorically—Um,
notably the work of Poe . . . Edgar Allen Poe’'sis® such as “The Murders in the Rue
Morgue” and . . . “The Purloined Letter.” Now thasere short stories that featured a detective .
.. uh, probably the first to do that. Blite Moonstonewhich follows them by about twenty
years—it was published in 1868—this is the firdk-Fength detective novel ever written.

Now, inThe Moonstone-if you read it as . . . uh, come to it as a coqterary reader—what’s
interesting is that most of the features you fm@lmost any detective novel are in fact already
present. Uh, its hard at this juncture to readnbigel and realize that no one had ever done that
before, because it all seems so strikingly familiés, it's really a wonderful novel and |
recommend it, even just as a fun book to readyufwe never read it. Um, so ithe Moonstone

as | said, Collins did much to establish the cotieas of the detective genre. I'm not gonna go
into the plot at length, but, you know, the basitp is . . . there’s this diamond of greatof. .
great value, a country house, the diamond mystelgjalisappears in the middle of the night, uh,
the local police are brought in, in an attemptdlve the crime, and they mess it up completely,
and then the true hero of the book arrives. THa¢'gyeant Cuff.

Now, Cuff, this extraordinarily important character. well, let me try to give you a sense of
who Sergeant Cuff is, by first describing the reguydolice. And this is the dynamic that you're
going to see throughout the history of the detectiovel, where you have the regular cops—
who are well-meaning, but officious and bumblingilgpt—and they are countered by a figure
who'’s eccentric, analytical, brilliant, and . .ndaable to solve the crime. So, first the regular
police get called in to solve the mystery—Um, irsttase, detective, uh, Superintendent
Seegrave. When Superintendent Seegrave comesoandées his minions around, they bumble,
and they actually make a mess of the investigatdrmch you’ll see repeated—um, you'll see
this pattern repeated, particularly in the Sherldokmes stories of a few years later where, uh,
Inspector Lestrade, this well-meaning idiot, is @y countered, uh, by Sherlock Holmes, who’s
a genius.

So, now Cuff arrives. Cuff is the man who’s comiangolve the mystery, and again he has a lot
of the characteristics that future detectives tghmut the history of this genre will have. He’s
eccentric. He has a hobby that he’s obsessive akauhis . . . in his case, it's the love of roses.
He’s a fanatic about the breeding of roses; and tienk of Nero Wolfe and his orchids,
Sherlock Holmes and his violin, a lot of those dafassic detective heroes have this kind of
outside interest that they . . . they go to asd kif antidote to the evil and misery they encounte
in their daily lives. At one point, Cuff says hkds his roses because they offer solace, uh, an
escape, from the world of crime he typically opesat.



Now, these detective heroes . . . they have thasadheristic of being smart, incredibly smart, but
of not appearing to be smart. And most importaritlyn a kind of existential point of view,
these detectives see things that other people deeeo And that's why the detective is such an
important figure, | think, in our modern imaginatidn the case ofhe Moonstone-I don’t
want to say too much here and spoil it for you—thetclue that's key to . . . the solving of the
crime is a smeared bit of paint in a doorway. Qfrse, the regular police have missed this paint
smear or made some sort of unwarranted assumgimurt & Cuff sees this smear of paint—this
paint, the place where the paint is smeared—anizesahat from this one smear of paint you
can actually deduce the whole situation . . . thelesworld. And that's what the hero in a
detective novel like this . . . brings to it thaetother characters don’t—it’s this ability to, slege
meaning where others see no meaning and to brdeg or . to where it seems there is no order.
6. What is the lecture mainly about?

a. A comparison of two types of detective novels

b. Ways in which detective novels have changeat tine

c. The Moonstonas a model for later detective novels

d. Flaws that can be found in the ploffble Moonstone

7. In what way isThe Moonstondifferent from earlier works featuring a detective?
a. Inits unusual ending
b. Inits unique characters
c. Inits focus on a serious crime

d. Inits greater length



8. According to the professor, what do rose$ e Moonstoneepresent?
a. A key clue that leads to the solving of thestagy
b. A relief and comfort to the detective
c. Romance between the main characters

Brilliant ideas that occur to the detective

o

9. Why does the professor mention a smeared bit oft raa doorway ifmhe
Moonstone

a. To describe a mistake that Sergeant Cuff retem
b. To show how realistically the author descrithescrime scene

. To exemplify a pattern repeated in many otletective stories

O

o

. To illustrate the superior techniques usethleypolice

10. What can be inferred about the professor when yethés: “Uh, it's hard at this
juncture to read this novel and realize ttabne had ever done that before,
because it all seems so strikingly familiar.

a. He is impressed by the novel’s originality.
b. He is concerned that students may find theehawficult to read.

c. He is bored by the novel's descriptions ofirady events.

d. He is eager to write a book about a less fansubject.



11. What does the professor imply when he says this: Well, let me try to give you
a sense of who Sergeant Cuff is, by firstcdeing the regular police.”

a. Sergeant Cuff is unlike other charactershe Moonstone
b. The author’s description of Sergeant Cuffasywealistic.
c. Sergeant Cuff learned to solve crimes by alasgithe regular police.

d. Differences between Sergeant Cuff and Shetmiknes are hard to describe.

Key to Listening section:

(e
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Speaking Section

Directions: The Speaking section in the test measures yolutyatolspeak about a variety of
topics.

e In questions 1 and 2, in an actual test, your nes@avill be scored on your ability to speak
clearly and coherently about familiar topics.

e In questions 3 and 4, in an actual test, you wgkfread a short text and then listen to a talk
on the same topic. You will have to combine appedprinformation from the text and the
talk to provide a complete answer. Your responsieb@iscored on your ability to accurately
convey information, and to speak clearly and catigreln this sampler, you willead both
the text and the talk.

e Inquestions 5 and 6, in an actual test, you vateh to part of a conversation or lecture.
Then, you will be asked a question about what ymretheard. Your response will be scored
on your ability to accurately convey informationdao speak clearly and coherently. In this
sampler, you wilfead the conversation.

e In an actual test, you will be able to take notédewou read and while you listen to the
conversations and talks. You may use your notéglip prepare your responses.

e Preparation and response times for an actualtestaded in this text. Candidates with
disabilities may request time extensions.

e Sample candidate responses and score explanasiorisedound in the online version of the
sampler. The scoring rubric used to score actsplaeses can be found on the TOEFL
website’s “Download Library” page.

1. Talk about a pleasant and memorable event thatemopwhile you were in
school. Explain why this event brings backdenemories.

Preparation Time: 15 seconds
Response Time: 45 seconds



2. Some people think it is more fun to spend time Wri#gnds in restaurants or cafés.
Others think it is more fun to spend time wiiends at home. Which do you think
is better? Explain why.

Preparation Time: 15 seconds
Response Time: 45 seconds

3. Read the following text and the conversatiat fbllows it. Then, answer the
question.

The Northfield College Student Association recenttgided to make a new purchase. Read the
following announcement in the college newspapeuatie decision. (Reading time in an actyal
test would be 45-50 seconds.)

Good Newsfor Movie Fans

The Student Association has just purchased a nandssystem for the Old Lincoln Hall
auditorium, the place where movies on campus arermtly shown. By installing the new sound
system, the Student Association hopes to attrace stoidents to the movies and increase ticket
sales. Before making the purchase of the new egnprthe Student Association conducted 3
survey on campus to see what kind of entertainmsiewlents liked best. Going to the movies

ranked number one. “Students at Northfield Colllege going to the movies” said the presidgnt
of the Student Association, “so we decided to makat they already love even better. We're
confident that the investment into the sound sysiditranslate into increased ticket sales.”

(Malestudent) | really think the Student Association made a dadision.
(Female student) Really? Why? Don't you like going to the movies?
(Malestudent) Sure | do. But this new purchase is just a wakteaney.
(Female student) What do you mean? It's supposed to sound realtylgo

(Malestudent) Yeah, well, I'm sure it does, but, in Old Lincdtall? | mean that building must
be 200 years old! It used to be the college gyne atoustics are terrible.

(Female student) So you're saying there’ll be no improvement?

(Male student) That’s right. And also, | seriously doubt thatmgpto the movies is the number
one social activity for most students.

(Female student) Yeah, but that's what students said.



(Male student) Well, of course that’'s what they said. What etsthere to do on campus?
(Female student) What do you mean?

(Male student) I mean, there isn’t much to do on campus besidés the movies. If there were
other forms of, uh recreation, or other sociahaiiéis, you know, | don’t think most students

would have said that going to the movies was thirsir choice.

Question: The man expresses his opinion of the Student Aatonis recent purchase.
State his opinion and explainr@sons he gives for holding that opinion.

Preparation Time: 30 seconds

Response Time: 60 seconds

4. Read a passage from a psychology textbookrenkctture that follows it. Then
answer the question. (Reading time in an atdsawould be 45-50 seconds.)

Flow

In psychology, the feeling of complete and enemjioeus in an activity is called flow. People
who enter a state of flow lose their sense of timeé have a feeling of great satisfaction. They
become completely involved in an activity for itsrosake rather than for what may result from
the activity, such as money or prestige. ContrargX¥pectation, flow usually happens not duripg
relaxing moments of leisure and entertainmentwhen we are actively involved in a difficult
enterprise, in a task that stretches our mentghgsical abilities.

(Male professor) | think this will help you get a picture of whatwotextbook is describing. |

had a friend who taught in the physics departnferdfessor Jones, he retired last year. . . .
Anyway, | remember . . . this was a few years agol remember passing by a classroom early
one morning just as he was leaving, and he lookeible: his clothes were all rumpled, and he
looked like he hadn't slept all night. And | askétle was OK. | was surprised when he said that
he never felt better, that he was totally happyhEe spent the entire night in the classroom
working on a mathematics puzzle. He didn’t stopdbdinner; he didn’t stop to sleep . . . or even
rest. He was that involved in solving the puzzladAt didn’'t even have anything to do with his
teaching or research; he had just come acrospulzide accidentally, | think in a mathematics
journal, and it just really interested him, so harked furiously all night and covered the
blackboards in the classroom with equations andogusnand never realized that time was
passing by.

Question: Explainflow and how the example used by the professor illlesrtite concept.



Preparation Time: 30 seconds
Response Time: 60 seconds

5. Read the following conversation between two stuglantl then answer the

question.
(Female student) How’s the calculus class going? You're doing bétte
(Malestudent) Not really. | just can’t get the hang of it. Theeeso many functions and
formulas to memorize, you know? And the final It's. only a few weeks away. I'm really
worried about doing well.
(Female student) Oh . . . You know, you should go to the tutorimggram and ask for help.
(Male student) You mean, in the Mathematics building?
(Female student) Ya. Get a tutor there. Most tutors are doctonadishts in the math program.
They know what they’re talking about, and for tivaf test, you know, they’'d tell you what to
study, how to prepare, all of that.

(Malestudent) | know about that program . . . but doesn’t ittaosney?

(Female student) Of course. You have to register and pay by the houBut they've got all the
answers.

(Malestudent) Hmm . . .

(Female student) Another option, | guess, is to form a study graugh other students. That
won’t cost you any money.

(Malestudent) That's a thought . . . although once | was inualgtgroup, and it was a big waste
of time. We usually ended up talking about otheffdtke what we did over the weekend.

(Female student) But that was for a different class, right? I'véusdly had some pretty good
experiences with study groups. Usually studenteérsame class have different strengths and
weaknesses with the material . . . if they’re agsiabout studying, they can really help each
other out. Think about it.

Question: Briefly summarize the problem the speakers areudsing. Then state which solution
you would recommend. Explain the reasons for ypagommendation.

Preparation Time: 20 seconds
Response Time: 60 seconds



6. Read part of a lecture in a biology course and H#rewer the question.

(Female professor) Human beings aren’t the only animals that use tdtésgenerally
recognized that other animals use tools as weluse them naturally, in the wild, without any
human instruction. But when can we say that anabligea tool? Well, it depends on your
definition of a tool. And in fact, there are twongpeting definitions—a narrow definition and a
broad one. The narrow definition says that a tealn object that's used to perform a specific
task . . . but not just amgbject. To be a tool, according to the narrow dedin, the object’s
gotta be purposefully changedshapedy the animal, or human, so that it can be usethg.
It's an object that's mad&Vild chimpanzees use sticks to dig insects odheif nests . . . but
most sticks lying around won’t do the job . . .ytmeight be too thick, for example. So the sticks
have to be sharpened so they'll fit into the halam ant hill or the insect nest. The chimp pulls
off the leaves and chews the stick and trims itmlthat way until it’s the right size. The chimp
doesn't just find the stick . . . it. . . you cdiday it maked in a way.

But the_broadlefinition says an object doesn’t have to be medifo be considered a tool. The
broad definition says a tool is anpject that’s used to perform a specific task. &@mple, an
elephant will sometimes use a stick to scratcbatsk . . . it just picks up a stick from the ground
and scratches its back with it . . . It doesn’t mothe stick, it uses it just as it’'s found. Arttsia
tool, under the broad definition, but under theroardefinition it's not because, well, the
elephant doesn’t change it in any way.

Question: Using points and examples from the talk, desctieettvo different
definitions of tools given by theofessor.

Preparation Time: 20 seconds
Response Time: 60 seconds



APPENDIX C

COMPLETE LIST OF FORMULAIC SEQUENCES TALLIED



Participant 1 1-1

# of personal stance markers: 5

| remember that

| think it’s better to

My advice

My recommendation in this case
| think that

# of transitions: 16

because there will be
because it will

because it

because that

and he mentioned that if there are any other
and any other

because it

the first way is

There is another

which will be

which were the first

and the second

the first one for example

for example

the other example which was

which were for example



Participant 2 1-2

# of personal stance markers: 6

| think it is more

| prefer to

That will give me

| will enjoy

| think the

| am sure, | cannot do this

# of transitions: 10

because that will

rather than

This was the first

The second

because the... may have
only because the...are not
The first was to

and the second was to

So the problem for

but the rest



Participant 3 1-2

# of personal stance markers: 3

| think it is better
you can do another thing...like
the best thing is that

# of transitions: 9

because you can

or you can

For example, if it is

additionally, you can do

And another thing is that maybe
because he can

and he can

the first time is

And another...is like



Participant 4 A-2

# of personal stance markers: 11

| remember the first

| prefer to

you don't really have to
But | still thinks

So he thinks it's a bad idea
The only reason why

It would be better to

You don't really care about
He didn’t really have to

| would recommend the second option
it could be good

# of transitions: 29

but it was

but as soon as

So it was really

‘cuz you can

But at the same time

you can do some

so he

And then he also says that
because there’s nothing else to do

And this man



and he was

And this

and this man

and he said

and he was

And he started

which he

and he

because of the...coming up
then another option is
because it's

instead of

‘cuz they have

first it's the

which means that

one example is

because otherwise it won'’t be
And then there is the

And one example is
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Listening Module
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SECTION | Questions 11— 10

;m‘“'nlm J’ ﬁ'ﬂﬂ‘:

[Lahel the meap below

2
Winte the correct letter A-H next 10 quesiony tand %

West
Streil
—e—— LS
Libe Liname
% B
High Sreel
H G
Husisess Libeary
LCentre T
Eaut
Sireel
F
Examprie Anzwier
L Mrs Reynolds B

Ellicti\-' woman

Thieves car
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(st 5 8
i T the correct fetier, A, B or ©
3 When Mrs Revnolds saw the thioves. she
A i after them.
] telephoned the pollce
C wenl 1o help the ehdorly woman.
4 The eldetly woman was
A Budly st
B unhurt
C Very upset
z Which woman had once had ber bag stolen in the past?

A the elderly woman

B Mrs Revnolds

C Mrs Reynolds' friend
Chesticn 6
huweve TWL Letiers, A-F.

s The bag contained

A 8 purse.
B £50
C a chegue book.
D a cheque card
E 2 brus pass
F o door key
(hwesiiany T - 1
Cenmplete the table helow,
Write NID MERE THAN TWE WORDS ANIVOR A NUMBER for cach aiwer,
age build hair colour
Younger man | about 17 T i L=
older i ;bm' mediin brown
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CTION 2 Questions 11-20
SE -
(oS fiens -3

hoose the correct letrer, A, B or €.

I'he Bridge Hotel is located in

11
A the city cenire
B the country
C the suburbs

12 The newest sports facility in the hotel is

A a swimming pool
B a fitness centre
C a tennis court

13 The hotel restaurant specialises in

A healthy food.
B local food
C international food.

Uuestions 14 amd [5
Choose TWO leiters A-E
Which TWO business facilities are mentioned?

Inlernet access
mobile phone hire
audio-visual facilities
arrport transpaort
translation services

Mo
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Uhrievrbimin 16 )

gt efile Bedeiw.

Wrasie N€»MERE THAN THREE WORDS ANDAOR 4 NUMBER fore cach amovir

SHORT BREAK PACKAGES

Lengih of Cost (per person Spectal festures
sty per might)

Full cooked breakiast

2 davs 6L
I Entertmmment in the 17
As above, plus
§ daws £60)
als8
As above, plus
3 dovs 19 £

— 2 udavs’ free beauty therapy

full-dny membetshipofa20
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(uestions 21-30

SECTION 3
Erarrones 24 and 22

i ‘gt 1 wepfonves o

 MORE THAN TWO WORDS AND/OR ANUMBER for —

Wirire Ni
Last year, China got i grade for the Theory and Pra

21
2 Dina his some free tme because her has been “m
(hwesmiont 23
 hocixe EINE letier A-E.
Which book does Dinn advise against?
A Brown Obyerving Theory i Practice
B Jespersen Theory s Crucrble
K Piresi Ot Crivnats " Shonefiders
b Willard Pracical Theortes i the Soctal Scrences
E Willrams Knonwledue Theor
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Chwexivoney 2430

Coumgpdere e nogex below.

Wit NO MORE THAN TWO WORDS AND/OR A NUMBER for dach

How to use the Recall System

Takea 24 . . e from librarian's desk.

Complete the details of the book. Write your 28 .
inEtthe 20 m b b

Check mail in your department twice 4 day to see if hook is ready
takes 3 days. ) i

Cost: 2T ..oiveicvunion e DL book:

Find two or three people on the course who live near you.

Divide up the reading load.

Takeitintamsto 28 ... ...... what you have road for the o
Explainyour29 ... ... ......... toeach other

Write first draft of essay,

Exchange drafts and 30 ...

Write final version of essay.
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SECTION 4

{mesitens 5132
ceifeneey Berdin.

{ it e )
w i
Write N MORE THAN FHREE WORI for
PEREG RINE |
faund TN o orpserae :

31 The Peregnine falcons

reement about {heir maximum

32 There is disag -
st, the male.

33 When the female is guarding the ne

(Jresimonty 4 =37
Cenmplete the fable below,

Wrtte NO) MORE THAN THREE WORDS ANDAOIR A

Age of faleons What securs

20 days old The faleons 34

;ays old The falcons are 35

2 months old The fu]mn; permanently
1-12 months old More than h;’;;;__

L) —id Lo — A
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estiony 38 - 40
(‘oumplete the notes helow.,

Wirite NO) MORE THAN THREE WORDS for cach answer.

Procedures used for field research on Peregrine

First catch chicks
Second 38 1o legs
Third 39 of chicks

Fourth take blood sample to assess level of pesticide

Fifth check the 40 of the birds
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Speaking Module

The structure of the module is sy, ised by

] 'ﬁr__':._ Nature of j

Part 1 Examiner introdyg
| troduction | candidate’s MM
gnd interview | Examiner i 'Mm
selected from fmmuwﬂ W

ey

Part 2 Examiner asks candidate to speak T
[ Individual particular topic based on wris
| fong turm candidate task card with content-fi
| Examiner asks one meWh 7

turn,
| Part 3 Examiner invites candidate to participaie in
| Twn-way a more abstract nature, based on questions
discussion linked to Part 2 topic. '

EXAMPLE PART ONE

Let's talk about your home town or village

: What kind of place is it?
» What's the most interesting part of your W"WM o
*  What kind of;nbsdummhinmww] oW

*  Would you say it's s good place to live?
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EXAMPLE PART TWOE andidate ik caril

— e ———

r——— L

You shoithd gy

e wll feave tes tallk shout the ropic for | lr:u}I mfibeL.
Yiota B one mamive b think sl what yii're go
¥ing e make soma moles 1o-hel p you I yon wesh.

ol
EXAMPLE FART TWOH Raumding-off qaestioms
[
| & it vakuble in h:nm.nfmmw:."
= Woald it be sany tiy pogilnce?

EXAMPLE PART THREE

| [ﬂ'»mhll#liuudd“owwqﬂ.'nmlu\tmm
* Wha Kinud of thimgs givy Fahs o . iy
o Pave things chamged since Wkal wﬂh.l:uﬁ'“

| Futally, lets =tk ahoa the rote u[u,ty"ﬂin“

®  Tha oo ik ey, mlmlm pql_,w




