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Introduction

Many students in today's English Language Teach{&gT)
classrooms are often inaccurately evaluated bectnese do not have
enough previous knowledge of some of the topicsegned in certain
international textbooks. This implies that studetdan follow the stream
of activities found in a textbook series in ternistudying grammar and
vocabulary, but in some cases, the speaking/wrdttiyities designed to
let students use their new grammar and vocabuldahg ®ften contain
topic material that is not commonly known in certaultural arenas.

The profound accusation in this segment suggeatsthdents may
or may not have grasped the vocabulary depth amtimgar usage skills
that the ELT teacher was aiming for. Tragicallyistcan lead to the
misevaluation of certain students who cannot waitel or speak about
certain topic material not because of their Engsg&His but rather their
knowledge of the topics on which the teacher exptetm to elaborate.
In addition, one common tendency for teachers dayts classroom is to
avoid the use of Spanish in the English as a Forémnguage (EFL)
classroom as well as in the English as a Seconduaage classroom
(ESL). The term ESL generally refers to foreigmdgnts studying
English as a second language in a country wherdidbng the first
language such as The United States or EnglandseThBSL classes tends
to have a variety of students from many differemiirdries; therefore, it
is not the intention of this research to focus wehsclasses but rather on
the EFL classrooms that tend to have studentsstite the same first
language. The EFL classroom refers to studentssilny English as a
foreign language in their home country where Emhgis not the first
language or the official second language.



Teachers in ELT specialty institutes often feelspteged to avoid
the use of the students’ native language (L1) whsclspanish in this
case. This has been the unwritten rule for mamadies now and seems
like it is stronger than ever. This research recgs that Spanish use
does exist and that it is not necessarily somettongeny or run away
from while teaching a group of EFL students. Mosademic directors
feel that if they expect that the use of Spanismas allowed in the
classroom, reality shows that they will achieve wtb®0% compliance
because students automatically default to using it this precise reason
why Spanish use in English as a Second Languagsrotams (ESL) and
English as a Foreign Language classrooms (EFLpbes either ignored
or prohibited in most institutions. As a matterfaét, some teachers feel
so proud of the fact that they do not allow studdntuse their L1 in the
classroom that they tend to punish those who do.

From this point forward, we will look at only EFLlassrooms
because, as mentioned, they have a much higheertepdo have one
common L1 in the classroom than do ESL classroolmshwmost likely
have students from many different countries.

The stereotypical definition of Spanish use in &l Elassroom is
translation. It is not the intention of this hypesis to generate a debate
about the use of translation in the classroom, rattier to talk about
another unusual use of Spanish in the classroorohwlas you will see,
can be better defined as a learning strategy ®EfRL student. This use
of Spanish will have a direct correlation with tteaching of culture in
the classroom by giving the students a base ordation to build their
oral speaking abilities. Before labeling this &gy with a name, it is
important to look at the burdens that EFL studeatsy with them in the
classroom. Furthermore, if you really want to lovike “Affective
Filter” in the classroom as prescribed by Krash&f888), you must
provide the students with enough information to di#e to use the
structures that you expect them to learn.

Further exampling of students’ (especially begisheburdens
shows that they generally do not understand theh&gathey generally
do not know each other, they are generally nervthesy are generally
lacking expectations as to what to expect in thasstboms, they
generally do not understand - in English - infotiora about the course
regarding evaluation procedures and syllabus corded finally and
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most importantly, they do not know about some efttipics presented in
some international textbooks. With all of thesetdes added together
plus the notion that they simply do not know Englig is no wonder
why some, if not many, of the students have nothingay about many
topics or, rather they simply lack the schemataessary to adequately
participate in the classroom.

Now that the foundation has been laid, it is pdssib name this
strategy simply “Building students’ worldly knowlge allows them to
adapt to different textbook activities for a momarate evaluation of
their English level.” which also carries the implions of the use of L1
in the classroom; however, this use of L1 is by means a simple
translation. As a matter of fact, many ELT profesals may argue that
this is not teaching English at all, and that isgmely why this strategy
can be used before official ELT begins or simultarsty with the
teaching process. This can be better definedeaprérteaching of much
of the subject matter in the students’ L1 so thaytcan develop opinions
about the different topics that appear in the dgffe textbooks found
around the world and, therefore strategies to Ipetmuce the English
language as intended. In addition, this strategy loe tailored by an
institution to pre-teach only the content that shedents will find in their
actual textbook. Furthermore, the students cartalight autonomy
which implies that they learn how to research imfation on the web
about new topics that they encounter in their teaks. This would
spark an automatic increase in written/oral pertoroe and an increase
in student autonomy.

The Implications of this research are profound enms of the
evaluation process. It must be noted that mangestis are unfairly
evaluated low as far as their speaking and coriias¢d written grades
are concerned. It hardly seems fair that a studenhcorrectly labeled
as one type of learner, when in fact, he or slamather type all together.
This stems from the fact that students oral/wriggerformance is graded
by their production in the classroom based on tbetent of many
different textbooks. It is the intention of thissearch project to show
that the students’ grades may also increase bylgiallowing them to
have more preparatory information to the subjecttengresented in
their textbook. It is worth mentioning that thssriot a criticism towards
the textbook itself, but rather a way to make c¢ertaxtbooks more
relevant to the different students of differenttorés.

3



The four principle sections of this research projeil detail the
provoking factors that initiated the project itsete principle characters
that have seemingly focused their life’'s reseaarbking in to the way
people learn, the investigation procedures andstaslwell as the final
outcomes along with their implications.

Section one will delve into the statement of pugpasd the goals
associated with the outcomes of the project whiakiehbeen clearly
identified in the introduction. Some preliminamnitations of the project
have been detailed as well to have a better urahelisty of the intention
of the research conducted with the mentioned grofistudents in
addition to what this research project does notymp

In terms of the second section of the project, theoretical
background covers the traditional tendencies chytsdteachers in terms
of interacting and intervening with students. Rarinore, the main
similarities and differences between the studie®iafjet and Vygotsky
are covered to show how they inspired this progect how they support
the initial interactions and suspected behaviorstudents. This leads us
to the heart of the research project which is settamBoth authors talk
about the importance of building student schemath feow to identify
whether or not students have actually obtained fihal goal of
internalizing the new language that they are |ewni

As far as the third section is concerned, the rebemethodology
is outlined with a specific mention of action resfaand its relevance to
the project at hand. After covering the researebigh and hypotheses
and important variables to consider, the use aaeh instrumentation is
detailed. The quantitative data is explained fribwa different points of
view that reduce the possible criticism of the agske angle and purpose
within the English Language Teaching realm outlimethe project.

The last section of the project offers a detailgplanation of the
research findings. In addition, the relevancehaf tindings is detailed
along with the impact they can have on English &pbeign Language
classes in Latin America.



Chapter |
Statement of Purpose

The introduction shows the foundation which sparitesl interest
and follow-through of the research project whichclisarly outlined in
this section in terms of outlining the goals ane details associated with
the students and the background of the reseasdh its

1.1. Problem Statement

During my career as an English teacher, | have garmeigh many
phases of professional development. As my conéeegrew, | began
taking a closer look at my students in terms oftvigaes of learners they
are and what motivates them not only in acadentiasons but also in
daily life as well.

| then began noticing that the average classroonomsinated by a
handful of students. This group generally includes self-confident
students that are not afraid to take risks in tl@sstoom, and it also
seems as though that this self-confidence goes imainand with type of
education that they received which often refletts economic status
which will later prove to be a valuable aspect owhculture influences
these students.

Afterward, | shifted my focus to the role of dibuiing
participation throughout the classroom (the teacasking different
students), and after feeling rather confident theds able to achieve this,
| wanted to look at why there seemed to be a seggrgfoup of ¢ S



who do not contribute productively in the classroenvironment. This
second group of students does not seem to patgcipach, and as often
is the case, they will go an entire class periotheut volunteering and
speaking only minimally as directed by the teachkater, | narrowed
this type of behavior down to two areas that | khamne at the core of this
issue; first, | think there are common links betwéeeir culture and their
classroom behavior that might help teachers idetg#rner types easier.
Secondly and most importantly related to this higpsets, | feel that
students do not talk much in the classroom becadisieir lack of
previous knowledge or “schema” and are inadequatefjyuated for this
reason.

In continuation, | think that this hypothesis desarresearch. In
order to accomplish this, it is necessary to fidgntify the weaker
students in terms of oral productivity and try tetefmine if there is a
common link between their backgrounds. Studiesehaliown that
children who do not receive much oral input froraittparents other than
basic instructions “what to do” and “what not to’ @dften start speaking
at a much later age. This is a common charadteiistsome cultures
throughout the world and Peru. This tendency oo throughout
adulthood and is often responsible for the in-clz@m® behavior
indicated.

The rationale behind this accusation is simple.e,Ghe parents
(especially the father) do not talk to their chéidrmuch which gives
them little life experience (schemata) to explask questions and create
their own hypothesis. Secondly, this behavior,iagted by behaviorists,
becomes second nature and prompts the studentsnpdyshave no
opinion and not get involved with much outsidetw# tamily circle. This
behavior has been documented in some areas ofnPene manual labor
dominates the work environment and people literglyhours without
speaking to another person.

Furthermore, the accusation of the “lack of schemdjased on the
fact that if a person who lives in a remote area, aeads or writes very
little about current events could not possibly elalte a conversation
about certain topics which he or she has never,sead or been told
about.



Other cultural implications are evident through dlogmatic beliefs
of English textbook authors; for example, Susamm@pteski, author of
the World Link series, asks students to talk abiémimal Heroes” after
learning about some specific grammar and vocabulgmics related to
acts of heroism by animals. The question therearf8Vhat happens in
cultures that do not value animals enough to baidened heroes?” As
can be seen quite a bit in Latin America; wheregathe United States —
where many textbook series are from - animals a&amsgmified much
more often and; therefore, they can have heroueval

As far as the previous knowledge is concerned,ctire of this
theory includes enhancing written/oral productidnsome students by
pre-teaching schema or learning content in thefivedanguage or in
English depending on their level. | feel that siyngetting the students
to understand more worldly topics in their L1 witihahe added burden
of English grammar structures or vocabulary willoa them to
immediately produce more in the target second lagguvhen the time
comes. Case in point, in one class, some basel Eudents seemed
rather quiet when talking about international iconéfter reviewing
icons such as the Eiffel Tower, The Statue of Lijpamong others, when
it came time for the final oral exam, it turned ¢liat 11 students out of
25 did not know what the Eiffel Tower was in Englier translated to
their native language of Spanish, so how could theyexpected to
ask/answer a question about it? The worst imptinatbere is that they
were graded in way which did not reflect their tideglish speaking
ability.

In conclusion, the need to better identify our stidbase is
apparent. There are many cultural backgroundsrfiaence the student
base at our institute. Afterwards, academic psifemls can better
understand these students to benefit their learningddition, it may be
helpful to know which students can benefit from thre-teaching of
schemata so that the students actually have samgetthicontribute about
the different topics that arise in the book thabesng used in the class in
order to be fairly evaluated by the teacher whaoimes to speaking and
writing.



1.2. Statement of Objectives

The objectives of this study were created becafigbeoconstant
struggle by the teachers in many institutions tonpste or motivate
students to speak more in a communicative settiagrthermore, many
students’ grades are affected by their lack ofitgbiio elaborate on
certain topics found in the different textbooks dise the institution
which may not be an accurate evaluation of thdlitigs.

1.2.1. General Objective

The general objective as stated by the title ardhijpothesis
statement is to generate more oral/written perfocaaon the part
of the students in the classroom by giving therormfation in their
native language about certain topics that allovesntho elaborate
more confidently in the target second language.

1.2.2. Specific Objective

To determine if language institutes can first idgnivho the
weaker students are by analyzing educational backgy, and then
to offer them the pre-teaching of course subjecttendhat will
make them more effective in the classroom and raatenomous
outside of the classroom.

1.3. Rationale

This research project has direct positive imploadi on students
who study at the various language institutionsimd, Peru. Moreover,
this research project will likely have a high valydrate in other areas of
Peru. In addition, it shows a high potential oingeuseful in other parts
of Latin America as well due to the similarities mot only the native
language but also the different cultural baseseRist.

The main area of concern for this project is theagicement of
students’ oral and written production in the classn. The rationale
goes on to include the implications of this aspegich include building
learner autonomy and confidence outside of thesodasn because
students will learn how to research different tepio their native
language to have more information that can redusklyeproduced in the
second language.



It is also designed to give teachers and instihstian easy way of
identifying their learners and their needs alonthwin easy way to tailor
a schemata teaching program that is directly basethe textbook used
by the specific institutions.

In brief, the rationale of this research projedhieefold: First, itis
designed to get students talking and writing motectv has a direct
impact on their autonomy and their grades. Segondstitutions can
better place their students in the classroom amtktermine what kind of
pre-teaching might be helpful. Lastly, Educatiopabfessionals can
make their textbooks more effective by looking elgsat its content in
order to decide which items might be introduced eneifectively with
some pre-teaching in the students’ native language.

1.4. Limitations of the research project

This study was not able to track the progress gfgaven group of
students over a long period of time. In the fpisice, the institution only
offers classes in one month periods that includecld8s days. It is
virtually impossible for any given teacher to cooeé with the same
group of students because the administrative palictates that teachers
are rotated throughout their course assignmenis.other words, if a
teacher has a basic 1 class in January from 7:8@B@am, he or she will
have a different group of students ranging fronasid3 — 12 at the same
time slot in February; however, the only thing tietertain is that the
teacher will not have the same group of studenthienbasic 2 class in
February (and probably not another basic 1).

1.5. Background of the research

This action research project, like many otherdocsised primarily
on helping students achieve better oral/writtenfquerance in the
classroom so that they can be more autonomougdeut$ithe classroom.
As many research projects stem from professionakéldpment areas,
this project will consider the success of the stisldo be an indirect
professional development aspect. However, it fe $a say that this
project primarily focuses on a teaching/learningatsgy. Teaching
precedes learning because it is initially implerednby the teacher, and
learning is second because, if used autonomousWillibe a learning
strategy for as long as the student studies a gdemothird language.
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It is necessary to put together a brief outlinetlé research
framework that will help conclude this researchjgct The various
categories and techniques will be described irfidhewing outline.

1.5.1. The Subjects

Some students are from Lima, Peru and attend atflue
schools while others are adults who have jobs tleatocation of
the institute. The majority, however, are yountparners (High
School students) who come from less than privildggokgrounds.
Many of these students come from the differentaegiof Peru
called the provinces. This is relevant becauseynhawe different
cultures and are having trouble adapting to theupelin Lima and,
obviously the American culture promoted at theiiost. Many of
the students are very reserved which stems fronfaittethat they
hardly talk during the day in their native languaaed, it goes
without saying, they almost never read or writetlirir daily
routines. It is safe to say that the majority ledde students do not
know the analytical ins and outs of the grammatstalctures of
their native language — in this case Spanish, akdascase with
students from many other countries. These studeatseluctant to
use the newly acquired language in class and aresalguaranteed
not to use it outside of class. In terms of tratigh, unfortunately,
there seems to be a dependency on it becauseddfainal public
school teaching methods which become habit formang are
difficult to break, although some argue that braglsuch a habit is
not necessary. Needless to say, the areas thataatedifficult to
motivate autonomously outside of the classroom \aréing,
reading and listening in that order, but inside thessroom, the
obvious lack of motivation for oral/written perfoamce is a
concern which becomes more notable when the topmice
presented by the book is almost certainly new, iargbme cases,
culturally irrelevant for many students.

In short, the lack of autonomy outside of the dlass and
the lack of oral performance inside the classroom & grave
concern these days as students are faced with ammtemore
communicative approaches sponsored by the manipadeks on
the market these days. This thesis will directtpek the problem
of oral/written performance in the classroom by viong
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additional schemata to the students with the hdpet this
autonomous learning strategy will promote the udeother
language skills outside of the classroom.

1.5.2. The Learning Scenario

Classes run for 18 days with one day dedicated to
autonomous learning projects and the last 2 daydotmal
assessment in the form of a written exam on tH& d& and an
oral exam on the fBday. The age of the students ranges from 14
to 65 with an average age of 18 to 20 years olddehts can enter
the institution by starting in the first month of3® - 36 month
program called basic 1, or they can take whatlie¢ta@a placement
exam if they have previous experience with the l@gg and feel
that they should begin at a higher level. Theoadly, mixed
ability should be at minimal levels because thelatis are not in
their respective classes based on age. In thes tas classifying
factor is ability; therefore, as mentioned, you ¢teve a 14 year
old student sitting next to a 55 year old businessm

1.5.3. The Institution

The institute at which this research project isebas a bi-
national center which bases its duality on the cmsgture teaching
between Peru and The United States. It is locatddma, Peru
and has a peak summer monthly attendance of 45j0d@nts. It
is considered one of the largest bi-national center South
America with a teaching staff of almost 500. Addlasses run
Monday to Friday and last one and a half hours eaclother
words two academic hours. Classes are held alfrday 7am until
10pm. This is important to note because of thiedihice between
the students in one schedule versus another. dimeclasses tend
to have more adults, while the 3pm and 5pm classes to have
more high school students. Perhaps the most aphaedfected
schedules are the 10am and 12pm schedules whiah yawng
adults who tend not to study or work.
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1.6. Antecedents

Using Spanish (L1) in English (L2) language teaghifasses has
been the center of discussion for many years. raegecades ago, there
was a push to use only English in the classroomanysupporters of
using L1 in the classroom blame textbook publishein® could more
easily market a new textbook internationally iditl not contain many
different L1ls. Others claim that it was the trelikk many other
approaches such as the direct method, the silgmbagh and then later
on with the incorporation of the task based apgraaund, of course, the
increasingly popular lexical approach. These astktaim that the trend
has faded somewhat and that the use of L1 in #es@om has more and
more acceptance in the ELT world.

The research process presented in this projecasedbsomewhat
on the use of L1. As the objectives state, itas the intention of this
research project to replace the need for ELT pragrand teachers by
simply introducing L1 content to students. As atteraof fact, the
opposite holds true. Because of the internatiaaibn of ELT textbook
series around the world, the use of L1 is of utmogiortance to help
students grasp the meaning of the different cultiens used to teach
English in a variety of different applications.

The use of L1 for this project has a special twistomparison to
some other uses that are worth analyzing. Inrgsearch project, the L1
can be introduced in the classroom and then itbeataken home by the
students for its use outside of the ELT classrodmother words, while
trying to teach students about the upcoming contetite book, they can
take the information in their L1 home and reachibrder to learn more
about the culture used in their books to teach iBhgl As stated in the
objectives, the students will have more informatitherefore, they will
have more to say about the different content areti®e book at the time
of oral and written evaluations.

There are many other authors who believe in thecttred use of

L1 in the ELT classroom. These antecedents helphseprecedent for
this research project which, in turn, helps suppsrtalidity.

12



1.6.1. Atkinson’s “The mother tongue in the classrom: A
neglected resource?”

Atkinson offers what is called a “careful, limitege of L1”
(Atkinson 1987) in the classroom. This limited wéd_1 can also
be referred to as an administrative use of L1. &ag®neral or
procedural uses for L1 under this pretext may lngeup pair and
group work and checking comprehension. On a monéraversial
note, Atkinson offers a use for specific translhatio the classroom
that presents itself as a teaching technique ahgusiba procedural
use to make sure that all of the students undetgteminstructions.
There were some flaws in Atkinson’s theory becauaay English
as a Second Language (ESL) classrooms have manyli tises,
however, seem more feasible in English as a Foreamguage
(EFL) classrooms where one common L1 seems to édrémd.
Here, you can see that teachers, who have the sethner tongue
as the students, can offer security to beginneellstudents by
using the L1 for instructions as mentioned. Italso valuable,
according to Atkinson, to spot check the compreien®sf the
students. If you teach present perfect versuslsipgst, it may be
a good idea to ask the students to tell you what s&d in their
mother tongue. The following list shows some okiAson’s
suggested uses of L1 | n the ELT classroom.

1. Eliciting Language
"How do you say X' in English?"
2. Checking comprehension
"How do you say 'I've been waiting for ten minuites
Spanish?" (Also used for comprehension of a reading
listening text.)
3.  Giving complex instructions to basic levels
4.  Co-operating in groups
Learners compare and correct answers to exeraigasks in
the L1. Students at times can explain new pointiebthan
the teacher.
Explaining classroom methodology at basic levels
Using translation to highlight a recently taught language
item
7. Checking for sense
If students write or say something in the L2 thagsinot
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make sense, have them try to translate it intd_thto realize
their error.

8. Testing
Translation items can be useful in testing mastéfprms
and meanings.

9. Developing circumlocution strategies
When students do not know how to say somethingerL®,
have them think if different ways to say the sahieg in the
L1, which may be easier to translate.

Perhaps the most valid aspect of Atkinson’s workaaisas
this research project is concerned, is the research presented in
L2. This is a very close interpretation of the o$&.1 in the ELT
classroom as stated by the main objective of trogept. Atkinson
suggests that students should research people tinem home
country, which obviously implies using L1, and thtik/write
about them in the target language (L2). My thesuwggests that
students along with teachers should present somectssof the
content of the textbook in L1 so that the studerats understand
them and have more to say about them at upcomiatyaons.
This means that students should use L1 to talk tapeaple and
other cultural icons that are not from their coigstr This does not
mean that | suggest for them to do the researdl? ibecause the
subjects are foreigners, but rather investigateidgoers in their L1
to gain profound knowledge of the subject matter tsat at
evaluation time, the language samples are deepyaremd lengthy
enough to show the students’ true ability in Erglisr the lack of).

1.6.2. C. William Schweers’s “Using L1 in the L2 Classroom”

C. William Schweers, Jr. is an English teacher ueri
Rico. He has published his insights on the use.bfin the
classroom stating the following:

Among a number of professionals in the field of oset
language acquisition, there appears to be an isiaga
conviction that the first language (L1) has a nsagsand
facilitating role in the second and foreign langeiad.2)
classroom. In my case, this conviction comes frarspnal
experience, recent literature | have read, andeptatons |
have attended. This position may seem hereticigim of
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what most of us were taught when trained as ESL/EFL
professionals, but | believe it is worthy of sesgou
consideration. (Schweers 1999)

One of the articles that Schweers used for his papme
from author Elsa Auerbach where she states a omrsial
sociopolitical position on the use of L1 in thesdeoom. In her
article, she states that "everyday classroom pestifar from
being neutral and natural, have ideological origirsd
consequences for relations of power both inside @mdgide the
classroom." (1993: 19) Auerbach goes on to conclude
following: "Starting with the L1 provides a senskesecurity and
validates the learners’ lived experiences, allowtimgm to express
themselves. The learner is then willing to experitrand take risks
with English."

Schweers also cited Piasecka (1988) in her pulditatrho
seconds Auerbach’s position by saying, "One’s sehsgentity as
an individual is inextricably bound up within one’sative
language.... If the learner of a second languagenc®waged to
ignore his/her native language, he/she might weél fhis/her
identity threatened" (in Hopkins 1988: 18).

Schweers shows Auerbach’s list of suggested used oh
the classroom. Some of them include the followimgcord
keeping, classroom management, scene setting, dgeganalysis,
presentation of rules governing
grammar/phonology/morphology/spelling, discussiof @ross-
cultural issues, instructions or prompts, explamabf errors, and
assessment of comprehension. According to thisAiserbach’s
theory coincides with mine mainly in two areas. rski she
mentions scene setting. Many cases, while studatésnpt to
investigate some book content, they lack the sehfee scene. In
other words, they lack the true cultural valuels tontent, which
explains how a native speaker thinks and feels wdr@ountered
with these cultural icons or famous people as sstgge by
Auerbach (1993).
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Schweers includes statistics in his publication sheygest the
Spanish speaking students in Puerto Rico reallyalat limited use
of Spanish in their classrooms.

A high percentage (88.7%) of the student partidipamthis
study felt that Spanish should be used in their liEng
classes. All of the teachers reported using Spaoisome
degree. Approximately 99 percent of the studergparded
that they like their teachers to use only Englishthe
classroom. Very noticeable is the 86 percent afestts who
would like Spanish used to explain difficult contseOnly
22 percent of teachers saw this as an approprisge u
Students also responded notably higher than teacimethe
following uses for Spanish: to help students fearen
comfortable and confident, to check comprehensaoi, to
define new vocabulary items. Neither students eachers
saw a use for the L1 in testing. (Schweers 1999)

To sum up, Schweers’s report shows that a sigmifica
number of students would like Spanish to be usedass at 10 to
39 percent of the time. A large group of studeiktssl the use of
Spanish because it helps them when they feel Insaddition,
around 87 percent of students feel Spanish helps tnglish
learning between "a little" and "a lot," and 57 qaart think it helps
from "fairly much” to "a lot.”

1.6.3. Jinlan Tang’s “Using L1 in the English Clas®om”

Another case study that is worth looking at is tb&atinlan
Tang. She states that her personal experience learer and
teacher of English as a foreign language has shbem that
moderate use of the L1 can help the learning aachteg of the
target language. However, the value of using Lthenclassroom is
a neglected topic in ELT methodology literatureisTalong with
the popular principle that says that the nativeylege should not
be used in the classroom makes most teachers rfiealsy about
using L1 or permitting its use in the classroomreifethere is a
recognized need to do so. Her thoughts are brawglght in her
publication Using L1 in the English Language Classn:
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During the past 15 years, however, monolingualalthy

has lost its appeal. Medgyes considers this ortkypdo
“untenable on any grounds, be they psychologioajuistic

or pedagogical’ (1994: 66). It has been argued that
exclusion of the mother tongue is a criticism of thother
tongue and renders it a second-class language. This
degradation of the mother tongue has harmful pdggital
effects on learners. (Nation 1990)

Tang’s study aimed to answer the following questiols
Chinese as the L1 used in English classrooms in&zhif yes, how
often is it used and why? What are the students taadhers’
attitudes toward using Chinese in the EFL classfbo8he found
the following:

1. Should Chinese be used in the classroom?
Students: yes 70% no 30%
Teachers: yes 72% no 28%

2. Do you like your teacher to use Chinese in théass?
(Students only)

Not at all 3% a little 45%

Sometimes 50% a lot 2%

3. When do you think it is necessary to use Chinegethe
English Classroom?

Students Teachers

A. to explain complex grammar points 72% 39%

B. to help define some new vocabulary items 69% 39%

C. to explain difficult concepts or ideas 48% 44%

D. to practice the use of some phrases and expres$b% 56%
E. to give instructions 6% 6%

F. to give suggestions on how to learn more efietti4% 11%

4. If you think the use of Chinese is necessary the classroom,
why?

Students

A. It helps me to understand the difficult concdmtter. 69%

B. It helps me to understand the new vocabulargstbetter. 42%
C. It makes me feel at ease, comfortable and tesssed. 8%

D. I feel less lost. 6%
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Teachers

A. It aids comprehension greatly. 39%
B. It is more effective. 44%

C. Itis less time-consuming. 28%

5. Do you think the use of Chinese in the classroohelps you
learn this language? (Students only)

No 3% a little 69%

Fairly much 22% a lot 6%

6. How often do you think Chinese should be used the
classroom?

(Students only)

Never 0% very rarely 38%

Sometimes 60% fairly frequently 2%

7. What percentage of time do you think Chinese shid be
used in the class? (Students only)

Time Response

5% 38%

10% 25%

20% 20%

30% 10% (No students answered higher than 30%)

In Conclusion, Tang shows that a cautious use @fié3e in
the English classroom does not reduce studentsbsexp to
English, but rather assists in the teaching anchieg processes.
This is not intended to overvalue the role of tise of L1 in the
EFL classroom. It is, however, designed to clarifpme
misconceptions that have existed for years. Famgte, should
teachers use the mother tongue in the classroom ttege is an
obvious need for it? In addition, is the blankeler“no native
language” in the classroom justifiable? Ms. Taniyslings help
people acknowledge the role of the L1 in the Emglsnguage
classroom and stimulate further study in this area.
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1.6.4.Meghan Morahan’s “The Use of Students' First
Language (L1) in the Second Language (L2) Classrodm

Meghan Morahan has shared her ideas towards thefusl
in the classroom with her publication “The Use ofidents' First
Language (L1) in the Second Language (L2) ClasstdMorahan
2011). She offers similar insight to that of Tamgth the
following:

The issue of the use of students' first languadg (h the
second language (L2) classroom has been debatedbiny
years. Steven Krashen, with his Natural Approach to
language acquisition, proposed that students leheir
second language much in the same way that they thair
first, and that L2 is best learned through masaimeunts of
exposure to the language with limited time spemgié 1
(Tang, 2002). However, in recent yeafecus has been
shifting towards inclusion of L1 in the languagasdroom.
Research has shown that the occasional use of Ldothy
students and teachers increases both compreheasn
learning of L2.(Cook 2001; Tang 2002; Wells 1999)

Morahan claims that many teachers find that iitm#dd use
of L1 allows for more time to practice L2. Shetssathat students
understand much more quickly. Furthermore, teactser of L1
should have limited use like clarification purposedy after an
attempt has been made to communicate ideas in d2saments
still appear to be confused. She says that L1 "supportive and
facilitating role in the classroom™ (Tang 2002)dashould not be
the primary language used during class time. Thera distinct
similarity between Morahan’s work and the reseaptbject at
hand when she says “L1 use also allows studerit@¢ome more
aware of the similarities and differences betweelttuoes and
linguistic structures, and thus may improve the ueacy of
translations. Finding cognates and similaritiesMeen languages
builds up "interlinked L1 and L2 knowledge in titadents' minds"
(Cook 2001)". It is precisely the similarities artifferences
between cultures that should be mentioned in greletail. In this
research project, L1 is used outside of class ab gtudents can
show their true level of English without the simplack of
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knowledge about international textbook topics beogma
hindrance and ultimately affecting students evabmstnegatively.

In terms of writing task are concerned, Morahartestahat
L1 use in written tasks is especially valuable lbseait helps to
clarify and build meaning. It allows learners tpeatedly evaluate
and clarify communication with regard to choice aointent and
register appropriate to the task (Wells 1999). Thievaluation is
often done orally, in conversation with a peer eacher or in
private talk. Collaborative dialogue allows leaseto build
linguistic understanding concerning a number ofleage tasks. As
Cook stated in her article called “Using the Firanhguage in the
Classroom” (2001), “L1 provides scaffolding for tk&udents to
help each other.”

1.6.5. Relevance of Antecedents

As you can see, some published cases show thefusk o
proves that it is helpful for students and it eabesdifficulty for
many who struggle in the early levels of ELT. Wabntrol and
moderation, using the students’ L1 in the classrdmas many
benefits. Teaching them the value of internatiooahs can allow
the students to truly understand them and, thexefocus on their
English as opposed to worrying about the meaningcertain
textbook content.

The abovementioned examples of L1 use in the dassr
help pave the way for future examples of L1 udéas been a long
standing unwritten rule, in many cases, that Llukhde avoided
at all times. This research projects focuses erutie of L1 outside
of the classroom to help teachers execute diffimpics given in
the various textbooks used around the world tohtéamglish as a
second or foreign language.

It is important to note, as previously mentionelattthe
intention of this particular use of L1 outside b&tclassroom is in
no way intended to replace traditional teachinghoés, and of
course, the teachers themselves.
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In conclusion, this section has laid the foundatfon the
theoretical background found in section two. Thieident
background, the institution and the general anaipebjectives
given allow us to proceed in detailing the ratienal the project.
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Chapter Il
Theoretical Background

The second chapter of this research project tiegpéniceived
need outlined in the introduction with the problestatement,
general and specific objectives to the theoretieakground which
is what makes this entire project possible. It #thdoe mentioned
that my studying the works of Piaget and Vygotskaswhe driving
factor to test a solution to the stated problem.

2.1. Theoretical Background and Rationale

The first motivating factor behind this researclojgct was my
curiosity as a teacher why some students had tdtkay in the classroom
and often received very low grades after extensfi@ts by the teacher
to help students in their quest for learning. [Dtespeing told that
participation is a key factor in the evaluationteys, some students still
seemed less than motivated when it came to writingpeaking in the
classroom. This led me to investigate how teacharsld handle the
situation which made me begin criticizing the ttaxhial teaching and
evaluation methods that | observed. During myisgith the university,
| became really intrigued with the way people learich led to the
second motivating factor for this project - edusaél psychology. The
exposure and interest came during the General Beghcourse where
constructivism and schemata building were presenkéelieve that both
the individual and social aspects of constructivisffer similar desired
outcomes in the learning process. In addition,hbtiteories offer
arguable uses for the ESL/EFL classrooms. The svoflpsyche!~~ic*3
Jean Piaget and Lev Vygotsky are of utmost impgddor this |



| believe that there is a tremendous possibilityt tifis research project
could be extended into other areas of learningfiegcwhere students
tend to struggle with new concepts that may indeedextensions or
combinations of things that they have already ledrnin continuation,

we will look at a brief snapshot of the backgrowfdraditional teaching

and of both authors mentioned and how that hasategdahere different
viewpoints on schemata building leading to a pdssibse in the

classroom that may directly affect the way we tearid evaluate
students.

2.2. Traditional Teaching

The traditional teaching as found in the profiladtitution suggests
that teachers use objectives based teaching wathietktbook as a great
tool to accomplish this task. The question areesut the effectiveness
of the pattern when teachers seem to identify élbgx which are based
on the intentions of the textbook author and thestged to teach all of
the activities in order to make a final evaluatioh the level of
obtainment of the proposed objective. In the aafs¢he textbook in
guestion, some or many of the proposed tasks usedviluation are
beyond the level of the students’ previous knowéedg the subject.

2.2.1. A Historical Framework - Teaching

Traditional teaching to date - at least in the doented cases
at the mentioned institution - shows that morerottean not these
textbook activities, which are tried true and tdster measuring
the specific learning objective at hand, are skibped/or modified
by the teacher in the context of the students sadnfbr this
project. The implication is that the students dmt have the
necessary knowledge of the activity to be able lédbarate their
English language skills. Piaget, Vygotsky, amornbers, have
suggested that constructivism allows the individtallearn the
necessary information base in order to activelyres® their ideas
in the new language that they are studying.

2.3. Traditional Evaluation

The traditional evaluation suggests that teach#mxugh great
preparation and effort, guide students through shggested textbook
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activities in order to acquire the intended leagnabjective. After such
teaching activities are complete, the teacher need®e communicative
activity that can allow the students to show thewly acquired skills.
In the textbook being analyzed, the accusationh& the prescribed
activities designed for testing the students regpirevious knowledge
that many cultures take for granted, but not theke live and study in
some of the remote regions of Peru.

2.3.1. A Historical Framework - Evaluation

The historical framework for activity evaluationrether accusative
in nature. The fact that students cannot handée dbmmunicative
activities in the textbook that are designed speadlfy for evaluation
leads many teachers to assign rather low gradesmass that the
students have not learned the objective of theifspaextbook unit in
qguestion. Whether or not the student has learhedbjective has not
been determined. The true fact is that the stsdeick not show a high
level of output because the content of the actisitivas too difficult for
them based on their foundation of previous knowdeslguctures (or lack
thereof).

2.4. Parallel Paths to constructivism Piaget and yjotsky

The following documentation is a report on somehef similarities
and differences that helped shape Jean Piaget emd/Yygotsky along
with their theories about individual and social stvactivism.

2.4.1. Similarities and Differences

Both Piaget and Vygotsky were the oldest sons wirth
families which helps show where their leadershipepbal stems
from. Both were born in 1896 and were exposednttuential
authors at an early age. Ironically, both men witbeir first works
at the age of 10. Furthermore, both Piaget andotky started
schooling and went through their respective religiarites of
passage around the same time. Coincidentally, lznitihors
demonstrated similar behaviors throughout theirostlyears in
terms of the extra-academic activities that woudderd on be
considered the foundation of their theories. Botan endured
personal crisis in 1911. Vygotsky suffered sevamhe invasions
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during different attempts to purge the Jewish comitgufrom
Russia. Piaget, on the other hand, went throughkraonal crisis
guestioning his faith around the same time as \&jgotvas facing
a Czarist pogrom in his community. You can seaftbis base the
social influence that affected Vygotsky and thespeal, internal
struggle that faced Piaget. Of course, we canteelhis
immediately to the internal view of constructivishat is the focus
point of Piaget's work along with socialistic viewaipt that defines
Vygotsky’s writings.

Vygotsky and Piaget were well known for their desio
learn. Piaget was deeply interested in naturahsei@nd Vygotsky
was more into literary analysis. At the age of dthout disclosing
his age, Piaget was the assistant to the curatarlotal museum.
Similarly, at the age of 10, Vygotsky had helpes father defend
his family and neighbors from a pogrom which leoh o write two
essays and one other article that would becomédotiredation of
his doctoral dissertation “The Psychology of Ar&t 16, Piaget

Knew enough about this field to begin publishinghwut
help (specialists in this field are rare) a seaearticles on
the Mollusks of Switzerland we afforded me some sing
experiences. The director of the Musee d’histaméurelle
of Geneva, Mr. Bedot, who was publishing severahuyf
articles in the ‘Revue Suisse de Zoologie’, offerad a
position as curator of mollusk collection. (Piad€63: 108
— from Parallel Paths to Constructivism by SusassRP&04)

Vygotsky, on the other hand, demonstrated hislledtual
prowess by organizing plays, lectures and debdtesighout his
hometown. By the time he was 17, he was knownhaslittle
professor.

Both Piaget and Vygotsky were born in small towrheir
families were very perseverant and faced diffeotatlenges based
on their social environment. Both authors had \ieeg-thinking
fathers who supported their sons in their educati@ndeavors.
Each youth was introduced to the ideas of Hegel kaact. The
latter's idea that one can perceive truth througk of the will
influenced both authors’ works which would playiamportant role
in the development of their respective theoriesthBmen, as
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mentioned, suffered early on in their childhood® da different

physical and mental capacities. Piaget, on oned,hamas

considered a weak youth who was susceptible to onerv
conditions. At two different points in his earlgreer he suffered
mental breakdowns that would end up inspiring hiskwin a very

ironic way. Vygotsky, in turn, suffered more frophysical

ailments and eventually would suffer dramaticallyonf

tuberculosis.

As far as some notable differences are concernggdotgky
and Piaget had quite different mothers. Vygotskyather was a
quiet loving woman who left her teaching field tcamy Lev’'s
father. Jean Piaget, though, had a mother who dvbal kindly
considered energetic whose slight lack of compassiould cause
a troubled environment in the Piaget householdmé&asay that
Piaget had a “silent hostility” towards his mothem his 1953
book, Piaget would go on to say that family comais and his
intellectual curiosity would lead to a mental crasgls in his life
that eventually led to his instability. In termseamlucation, we can
see that formal education failed Piaget, allowiing to question its
very essence while Vygotsky enjoyed many benefitsnf his
formal education. Both men benefitted tremendouliym
informal education. As a matter of fact, this mmh@l education
was a much higher and more challenging level tharfdeced in
school. This eventually would be the basis of HBptimal
Mismatch” theory.

Vygotsky never seemed to face the deficit of insstaom
instruction that plagued Piaget. It seemed thatgo¥sky’'s
classroom experience was sufficiently challengiog His young
mind. In his latter days of formal education, Vigly experienced
the effects of what he would call his “social osiesind; therefore,
a remote connection to what would end up beingbgsal learning
theory. Piaget also had a close circle of “friegntsat would
influence his thinking. The difference, however that they were
always older than he was which meant that they qked his
internal motivation to “need” to learn as descrilbgtthe perpetual
intellectual unbalance that motivates learning. isTiwas the
beginning of the distinction between the two mentwks. Both
Piaget and Vygotsky studied at the best Gymnasigoitege level
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studies) of their times. The problem for both tedcrisis within
each of their respective institutions. The outcdorePiaget was
how to personally overcome such challenges. A¥f{gotsky, the
challenges led him to find a better way to creas®@al network
that would prevent him from succumbing to the erisi The
university years were crucial for Jean Piaget ap#l Vygotsky.
With the influence of Arnold Reymond, Piaget wasealo weed
out what he called the irrational from traditionahilosophical
thinking which allowed him to make a better coniettbetween
Biology and Philosophy. His notes on the subjectid lead him
to write what he called a “philosophical novel” 1917 that was
never officially published. The tremendous outcoofhghis work
was the creation of his theory of equilibration amd spiritual
claim that the only God in the world was the ore #xisted inside
of each and every person.

Finally, after what some would call a spiritualsisi Piaget
would reject the teachings of the youth group “Miasof the Idea”
in favor of a more scientific approach to humamkimg and
learning. This led Piaget to write and publish hierk titled
Recherches (sur la Contradictioir) 1918. In his search for the
truth, Piaget compensated his life’'s strugglesughowork. The
hero in the story rejects God for science which wasfar from
Piaget’s true spiritual feelings of the times.

Vygotsky started studying medicine, but he madelaupt
change in his studies to a Law degree. In thogs, d&ws were not
allowed to live in unrestricted areas unless theyenlawyers. In
addition, Vygotsky claimed that law was “more sditeo his
interests in the humanities”. His true interestshe time were
philosophy and history, but he, as a Jew, was hoved to be a
public employee (teacher) which was about the amion after
studying such a career. Vygotsky started studgingultaneously
at two different universities. At Shanyavsky Unsigy, he found a
relatively new degree program which allowed him itaulge
himself in history and philosophy courses. Thib te his studying
about psychological and pedagogical problems. oAigh the
degree from this university was “unofficial”, Vygily continued
to study and eventually he would be influenced bgféssor Dr.
Gustav Shpet. The course named “internal fornhefword” gave
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Vygotsky insight into the internal psychological pasts of
language.

After a notable liking of the works of James anceusl,
Vygotsky started investigating the extreme layefstte mind
which led him to consider language as a tool offieg. As arts,
science, philosophy and history started to emerg¢he scene in
Moscow, Vygotsky began to study literature whicimaened his
true passion.

2.4.2. Postgraduate Work

The postgraduate phase is considered the most tampan
relation to both Piaget and Vygotsky’s work. Afféiaget finished
his doctoral work at the University of Neuchatelli&l8, he wound
up at the University of Zurich where he started eavrpath in
studying psychology. It was here that he rejegsgchoanalysis.
After a brief lapse, Piaget traveled to Paris whegewould meet
his true mentor Pierre Janet. Under Janet, Piagetied the
genetic approach to the psychology of behavioris #hthe precise
moment when Piaget conceived the idea of studyuegstages of
cognitive development. Dr. Janet started an idaaRiaget would
adapt and later call equilibration. The whole @ddget's research
was based on Janet's genetic approach to the pdsgshmf
behavior which ironically would inspire Vygotsky tetermine that
intrapersonal processes could indeed transform imterpersonal
ones.

Another important influence was that of Dr. Simorow
invited Piaget to work in Dr. Binet's laboratorytexf his death.
This allowed Piaget to follow up on Binet's workingth mental
age versus chronological age. Piaget became muiensore
interested in the children who demonstrated probtenmesults and
less and less interested in the predictable outcom&ormal
children. Again, we can the direct influence toatvimotivated
Piaget and his interest in mapping out the learpirugess. At the
end of his work with Simon, Piaget decided to emltheoretical
period and enter into the experimental era that waiguing and
swaying Piaget to publish his own results on hogidovas not
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inborn, but develops consistently with his idea egjuilibration.
Piaget would go on to say:

| analyzed the data, psychologically as well adclaty,
applying the principle of logical-psychological phelism
to my method of analysis: Psychology explainsféus in
terms of causality, while logic when concerned withe
reasoning described the corresponding forms indexfran
ideal equilibrium. (Evans 1981: 120 in Pass 20@3: 4

Piaget consolidated his ideas at the Rousseauuliesthich
allowed him to develop different learning situas@mvironments
freely. It was at the Rousseau Institute wherectwfirmed his
earlier theories. He then set out to find/prove gsychological
mechanism of logical operations and causal reagonirAfter
graduating from both Moscow and Shanyavsky Univessiin
1917, Vygotsky returned to Gomel where he staréagttiing and
created a psychological laboratory. His technigquese criticized
which would later motivate him even more to go oithwthe
development of his theory. It was a feverish pace/ygotsky at
this point. His brother had just died and Vygotskinself
discovered that he had Tuberculosis. It was tataliEm and a
disturbing revolution that would motivate Vygotsioybury himself
in his work.

He developed his famous address in front of theoissc
Psycho-neurological Congress and wrote his firsjom&ook,
Pedagogical Psychology. In his book, Vygotsky sidé&h Marx’s
dialectical with language as a tool of learning gnd both in a
cultural-historical context. It was after thesevese years that
Vygotsky became a Soviet and was committed evepeiedan
ever to his socialistic theory. After many conaibns to local
Gomel society, Vygotsky finally published his thgoiThe
Psychology of Art His tuberculosis made it impossible for him to
defend his thesis publically, so the dissertati@s waived and his
title was awarded. It was at a conference whergotsky
presented his papédviethods of Reflexology and Psychological
Investigations This was the turning point for him because the
Experimental Psychological Institute (Kornilov Iliste) was
looking for a way to prove Marxism correct. It welggotsky’s
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idea that met the need. During the Gomel peridkdi®fife is when
the minister and deputy minister of education ediVygotsky to
Moscow to which he immediately agreed. This was dfficial
turn to psychology. Most prominent authors of tinge agree that
it was precisely Vygotsky's lack of formal trainings a
psychologist that made him great.

2.4.3. Origin of Ideas

Both Piaget and Vygotsky were susceptible to ikensin
factors that influence all human decision makingsing Harold
Quigley’s curve, we can see that both authors wdteenced by
the following factors:

Political/Military
Religion

Science

Social/ Economic
Philosophy
Art/Education

ok wNE

With Quigley’'s curve, we can also see what is callee
“germinal image” which predicts the origin of creatideas. As
we know their theories arose based on the “OptMiainatch” that
both men faced in their lives. For Piaget, it va&s dysfunctional
family that caused this indirect motivation. Ingbtsky’s case, it
was his dysfunctional country that motivated hifiVe can see
evidence that Piaget’'s genetic epistemology wastrdahrough the
inclusion of the following:

Equilibration

Chronological Stages of Development
Role of Language

Teacher as Diagnostician

Error

Independence of the Learner

Optimal Mismatch

Play

ONoaR~WNE

Vygotsky's cultural-historical theory was traced iclude the
following:
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The Zone of Proximal Development
Internalization

Stages of Development

The Social Other

Role of Communication

Error

Socio-historical Context
Scaffolding

Play

©CoNorwNE

For the sake of this research project, the emphaflibe
placed on the following areas of both men’s redearc
A. Piaget
Equilibration
Language (Communication)
Teacher as Diagnostician
Error
Independence of Learner
Optimal Mismatch

~poooTw

B. Vygotsky

. Zone of Proximal Development
Internalization

The Social Other

Role of Communication

Error

Scaffolding

~pooow

2.4.3.1. Origin of Ideas — The Parallel Paths of Rget and
Vygotsky

Although many argue that Piaget focuses on the
individual in his genetic epistemology, and Vygot$ecuses
on the role of social order in his cultural-histaidi theory, the
similarities of the two authors’ ideas of constivsin are
overwhelming. The following terms will be analyzed
together based on their proven similarities.

1. Equilibration/Internalization

2. Role of Communication/Language

3.  Optimal Mismatch/Scaffolding.
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As far as Piaget's Equilibration and Vygotsky’s
Internalization concepts are concerned, the simylais
striking. Piaget claims that Equilibration is @ sEprocesses
that coordinate cognitive development in the indinal’s
innate search for true equilibrium. Vygotsky alsentions
that Internalization is the cognitive process g@heone goes
through in order to understand something.

In terms of the Role of Communication (Language),
both authors believed that language played an itapobrole
in cognitive development, although Piaget did niatce as
much emphasis on it as the Marx Dialect. Piaget
acknowledged the role of social interaction, busalibes
“inner speech” as much more important. Piagestaghat a
child is hindered by too much “forced” languagenfran
influencing adult. This idea most likely stems kdo his
strong connection to the Rousseau Institute whbsolate
freedom was the key to learning. For this readtiaget
would likely have, to some degree, rejected Vyggtsklaim
that language was somewhat responsible for buildivg
learner’'s schemata. He wrote that egocentric $peeuery
content orientated, and it is crucial to the depeient of the
child’s constructs which as accepted in1962 by &iagho
initially feared that babbling would lead to merdaorder.

Afterwards, it is important to mention the similiees
between Vygotsky’s scaffolding concept and Piagielés of
the “Optimal Mismatch”. Piaget suggests that tharhing
environment has to be set at the highest possiel |
according to the child’s chronological stage of @lepment.
In this way the child, who is innately inclined taxds the
challenge of learning, can maximize his or her kieo\we
and move on to the next stage of learning. Inrotheeds, if
the child successfully internalizes the problem otigh
equilibration, the child will build his or her sahata and
dominate that knowledge which includes being tolarpit
in words (depending on which chronological/mengé ave
are investigating). Vygotsky's concept of scaffoly] a term
he did not use, describes the cognitive transiabma child
from the entry level to the top of his or her clolmgical
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stage of development. This transition is only pues
through a “caring social other” through the use of
communication.

Vygotsky’'s social-historical context of learningirss
endlessly upward as one generation constructs new
information on the old. The important factor foygotsky is
that the society is also spiraling upward. Asdarerror is
concerned, Piaget, through a scientific approaciievwed
that error was a necessary part of the learninggs® that
allows subjects to determine if their interpretatiof the
concept in question is acceptable.

Error, according to Piaget, is responsible for nragd
the schemata based on tried results. Vygotskytherother
hand, sees error as something to be avoided. @hrthe
analysis of Vygotsky’'s social order, it can be daded that
the caring social other is there to help guidesthigiect down
the right path so that error can be avoided. MEO
Vygotsky says that error could be a direct reftacton the
performance of the social other.

2.5. Teaching Schemata
2.5.1. Piaget
2.5.1.1. Learning - Piaget

Learning is motivated internally by the desirefited
“equilibrium”.  The notion that the human living society
will constantly struggle with disequilibrium causdbe
constant need for knowledge which brings the pebswk to
balance or “equilibrium” temporarily. This infortan is
stored and organized through a hierarchical sydtean is
constantly revised through the outcomes of new respees
that change the previous value of said knowledge.

34



2.5.1.2. Knowledge — Piaget

Knowledge is described by Piaget as the resuthef
operations of the intelligence in learning. Piagentions the
characteristics of the intelligence as functioret thperate on
reality and the eventual domination of that reality is also
vital to mention that Piaget’s theory is relatigethe level of
maturity and the type of operations performed by th
intelligence in the learning process. This resiltearning
forms what Piaget calls structures of knowledget the
accessed by the intelligence throughout the legfinmg
process to form the answers or reactions to thedsmee
presented by the persons inner disequilibrium.

2.5.1.3. Structures - Piaget

A cognitive structure, according to Piaget, is an
organized system of mental actions that are rabtiv
consistent based on the fact that triggered ihénfirst place.
The basic element of a cognitive structure is ttleemata.
The variety of “stored” or learned answers to tlegious
stimuli presented in day to day life are calledesohta that
make up mental structures.

Piaget mentions 3 main types of schemata:

1. Conduct
2. Cognitive
3. Verbal

The first type of schemata known as conduct retiers
mechanical (physical) movements that have beeméear
over time. For example, walking, climbing, eatietg. The
next type of schemata, cognitive, refers to imadglesught
and reason. This allows you to make a judgment ginel
definitions for different things. There is a nex@Y
correlation to the Gestalt school and its theorms
perception. This network of cognitive schematavedl you
to understand your environment without having team
what a door is, for example, every time you sedffardnt
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color door or one that is open at different anglésother
example of this factor is that if you see a pietpaper with
the corner torn off, you still know that the origlrshape was
a complete rectangle. The last type mentioned ibge® is
the verbal ability to denote words and, along with
communication technique, explain them to otherke direct
attempt of this thesis is to affect the cognitiehemata in a
way that allows a person to receive, understand tard
explain — in words — a concept that he or she iti#es o no
experience with. As Piaget mentions, the schenaaic
structures are constantly evolving as the matuewel and
direct experience through contact grow.

2.5.1.4. Functions - Piaget

Functions describe the way a person interacts thigh
environment.  Through the maturity mentioned in the
previous section, we can see that the functionsleveloped
by the intelligence and they are permanent andrimivie,
although they are susceptible to perfection asl¢hening
process never ends. The functions are based ocotitent
stored in the structures of the person’s schemakaés means
that the functions dictate the action based onrtfegmation
given by the structures. Piaget says that orgdaizaand
adaptation are the two principle operations ofitibelligence.

1. Organization refers to establishing order and relation
between the different structures. This allowsdbleemata to

be useful as one structure is placed in hierartluoder to
another. In language learning it is obvious whemeone
memorizes language chunks because, without fully
understanding the information, the information hae
relation to other language samples that cannotelaged to
form coherent language samples. It is importanhémtion
that this process is constantly reorganizing andrigizing
new information based on the new perception of the
intelligence.

2. Adaptation is the function that allows the structures to
confront day to day life. Adaptation refers to thality of
the person to reach equilibrium that is the bakallanternal
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motivation. This characteristic is strictly humamd it
explains how humans strive for new information freit
structures based on the need to navigate throutjte af
unknown. It has been said that the day a humapssto
learning is when he or she is deceased. To fulljetstand
Adaptation as prescribed by Piaget, it is necestaefine
the following terms: Assimilation, Accommodation,
Maturation, Stimulation, Preparation and Inclinatio

a. Assimilation is when the intelligence proposes a
schema to reality. This means that assimilatiocucse
when the schemata is confronting a similar or known
experience. That is why language comparison is
important so that known comparisons can be made bot
in a positive and a negative way. In other wovdsen
language is the same and when it is not the same.

b. Accommodation refers to when the situation or
experience is completely new and the schemata toave
be modified to fit the new reality that faces thigjsct.

c. Maturation indicates the biological level that the
subject possesses that indicates the level ofcdiffi
that the person is able to confront in his or her
environment. Under the maturity level we can see t
term preparation which indicates, based on
chronological age, the ability of the subject toqass
new information. It may be helpful in this areadst
Piaget’s theory of development and the differenele
that he describes. The word inclination is used to
describe the interest within the subject towardsttipic

at hand.

d. Stimulation indicates the social or external influence
that the person receives which directly affectsoniber
quest for equilibrium. Piaget still insists thiaetsearch
for equilibrium starts from within the person arsl i
enhanced through perception and stimulation.
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This research project intends to show that yougiea
some information to students in their L1 or L2 kattcan
better understand the material in the textbook<kviirectly
affect the evaluation of their English language elev
Through the work of Piaget, we can see that itossfble to
create new structures within students’ knowledgeabteast,
reorganize their existing structures to the poitiere they
can speak more coherently about the topics issuetigir
textbook.

2.5.2. Vygotsky
2.5.2.1. Learning — Vygotsky

Vygotsky’s learning theory essentially is basedtloa
fact that learning occurs from the outside in.other words,
motivation comes from society and true learning uosc
because the learner is surrounded by people ahtkmntes
that have more knowledge of the issues that facedniher.
It is this socialistic base that makes this thaefgvant as the
classroom teacher, through the additional inforamagiven
to students, acts as an external social influeheg allows
students to understand the content of the actvitrmich
better. The behaviorists claim that humans react
mechanically to certain stimuli from the environmen
Vygotsky agrees that we face the stimuli, but helldeather
think that the human being can react on those tintdere
lies the principle difference between the behastotheory
and the theory of social constructivism.

The passive role of the subject, according to
behaviorism, does not explain Man’s ability to ¢eea
structures or concepts as Vygotsky calls them telp
people cognitively create automatic reactions based
previous successful learning and the storage oft tha
information. The cognitive role is very much a tpaf
Vygotsky's theory as he mentions the use of the sigthe
creation of concepts. The sign is the result offrcoming a
stimulus and, through the social expectation, orgai&a
personal importance for that sign.
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2.5.2.2. Knowledge — Vygotsky

Knowledge, defined by Vygotsky, is all that surrdan
you. Knowledge is everything that a person coultepibally
act upon and therefore learn from. This learn;agdmplete
when there is some kind of guide available to help
consolidate the new information. Typically we loak the
mediation factor that allows humans to use whatesamght
call as higher order thinking in order to organiz®rmation
as knowledge. This process starts and consolidatasthe
social influence that has marked the work of Vygptdt is
necessary to look at what Vygotsky calls tools sigths and
how they help transform learning into development.

2.5.2.3. Concepts (Structures) — Vygotsky

The social interaction theory is the basis of forgni
concepts according to Vygotsky. Having said thatis
important to note that no concepts can be formedowt the
acquisition of the sign because it is not enougsirtgply have
contact with the external stimuli, but you must oals
internalize the information as a concept. The aoci
requirement is prevalent because it is what finallgws the
subject to internalize information and thereforandwate it
by use of the word. This includes language le@numere
memorizing phrases is simply not enough to actually
dominate (use) the language appropriately. Theesiuin a
SL classroom should be expected to learn and ddeniaa
certain learning objective, but also to be ablesxplain its
use in other words. The following terms can be wisehen
looking at Vygotsky's theory: Assimilation, Thewaof
double formation, Effective development, Potential
development, The Proximal Zone of Development,
Spontaneous Concepts and Scientific Concepts.

1. Assimilation is the process of internalizatithrat

includes two phases better known as the Law of [Boub
Formation.
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2. The Law of Double Formation indicates the two
phases that are involved in the learning proceBse
first phase is where society acts as a mediatar tha
thrusts information towards the subject’s innerf.sel
The second phase is the internalization and dormimat
of the new information that requires an inter-
psychological and intra-psychological point.  The
“inter” phase suggests the necessity of the social
influence and the “intra” phase suggests the rdle o
cognitive development.

3. Effective Development refers to the mattet thas
simply exposed to the subject and internalizeduino
contact with the external environment and a social
mediator who helped the subject create his r her ow
version of the importance of the material. It is
effectively the second part of the Law of Double
Formation.

4. Potential Development indicates the new mailiatr
has been exposed to the person in question. Ihbias
been formally internalized yet, but the subject can
manipulate the matter to some extent with the loélp
other people.

5. The Proximal Zone of Development is defined as
the matter that has contact and is ready for tlogako
intervention to be internalized. It is preciselyet
difference between the Potential Development aed th
Effective Development.

6. Spontaneous Concepts are the different levels of
internalization as probably defined by chronolobica
age. The three types are: Unorganized Accumuisitio
of raw information, Complex Information and
Concepts. Accumulated information that is
unorganized generally is visible in children. Tlss
information that is unclassifiable and not ableb®
used to construct any kind of organized reactiomrto
external stimulus. It is simply randomly stored
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information that requires child maturity to be
internalized. The complex accumulations of
information are a transitional phase from the
unorganized to the concept stage. The child’s nregu
intellect allows him or her to classify items thaere
previously unclassifiable: however, the child stiths

not completely internalized the information as a
concept which means that he or she may not offer
reasonable response to certain stimuli. Lastlg th
concept occurs mainly in adults who have been eegos
and mediated to form their own concept which allows
them to make a reasonable response to an external
stimulus.

The final implications, according to Vygotsky’'s wor
is that a teacher in a second language classroonofiter
certain information to students to help them haaebetter
idea about the content that they are expectedlitoatzout.
This has direct implications on the evaluationled students
because with the social influence of the classrdeather
which leads to better understanding of content arafre
ability to elaborate in the second language, theéesits can
show their true level of English language acquisitand earn
the grade that they deserve.

2.6. Construct Definitions

1. Schema (pl. Schemata): The underlying structuretwéiccounts
for the organization of a text or discourse. Differ kinds of texts
and discourse (e.g. stories, descriptions, lettepmrts, poems etc.)
are distinguished by the ways in which the topimppsitions and
other information are linked together to form atu(iRichards, Platt
and Platt 1994: 323)

This definition of Schema is used in this thesisterms of the
language samples produced by students. This tefindiffers slightly
from that of Piaget who mentions that Schemata thee sections of
knowledge that students have internalized and.efber, dominate in
their daily lives. The relevance here refers te tAnguage which
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students “automatically use” without thinking aboatcomplishing
certain tasks using the English language.

2. Evaluation: ...the systemic gathering of informatfon purposes
of decision making...In language planning, evaluatfcequently

involves gathering information on patterns of laage use,
language ability, and attitude towards langugBéchards, Platt and
Platt 1994: 323)

For all intents and purposes, the term evaluanahis thesis refers
to the process of gathering language samples #rstie purpose of
giving a progress grade. In this way, the refeeetoacdecision making
outlines the process that determines whether ostooients will advance
to the next course in the English program.

3. Democratic Validity: This criterion relates to tleetent which
the researcher is truly collaborative and allowsthe inclusion of
multiple voices. Key questions include: Are alfes who have a
stake in the research (teachers, administratardests, parents) able
to offer perspectives? Do solutions benefit alkeholders? Are
solutions locally valid, in that they have relevarar applicability to
the context? (Anne Burns 1999: 161)

The democratic validity refers to the input offerédm three
different evaluators. Furthermore, the outcomesehproven to be
locally valid with a high probability of validityni other contexts.

4. Outcome Validity: This criterion relates to thetina of

actions leading to outcomes that are “successfiitiiwthe research
context. Anderson et al. argue that the most #¥ecutcomes
would involve not only a resolution of the probldmt also the
reframing of the problem in such a way that it vbldad to new
guestions. Outcome validity also depends on tHilitsa of the

process of conducting the research, which is the weédterion

considered(Anne Burns 1999: 162)

The outcome validity shows that the results weEassful within
the context of the research framework providedaddition, we can see
that other questions do arise which will allow thigion research to be
used throughout the ongoing revolution of the usielan and out of the
classroom.
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5. Process Validity: This criterion raises questioamsout the
“dependability” and “competency” of the researckey questions
here are: Is it possible to determine how adeqtlseprocess of
conducting the research is? For example, are #search
participants able to go on learning from the pre@eg\re events or
behaviors viewed from different perspectives armduph different
data sources in order to guard against simplistic based
interpretations? (Anne Burns 1999: 162)

As far as process validity is concerned, the gaigeof the
research data has to be considered adequate basthe dact that the
exact same procedures were used to gather theativallata that is
used by the same English teachers in the samuuirnmti on a daily basis.
As far as the ability for the participants to go le@arning from this
process, it can be clearly determined that thersbry participants, the
teachers in this case, can directly benefit fromnghocess and results of
the project. The primary candidates, the studdr@sefit indirectly from
the results as their teachers modify the way thegch in the L2
classroom.

6. Catalytic Validity: This criterion relates to thlextent to which
the research allows participants to deepen thalerstanding of the
social realities of the context and how they cakenzhanges within
it. This may be addressed by recounting changéseineacher and
learners’ understanding of their role and the astitaken as a result
of these changes, or by monitoring other partidigmerceptions of
problems in the research setting. (Anne Burns 12692)

The catalytic validity is an extremely importanttaame from this
research project. In this particular case, we cae the direct
modification of behaviors by both teachers and etitsl as a result of
what has been determined by the study. Teachelsnger simply skip
activities in their syllabus and students can ewdrthe use of their
native language to enhance the learning processther words, this is a
win-win situation for all involved.

7. Dialogic Validity: This criterion parallels the gqmesses of peer
review which are commonly used in academic reseaifglpically,
the value or “goodness” of the research is monitdne peer review
for publication in academic journals. Similarlyegy review in
action research would mean dialogue with practiigmeers, either
through collaborative enquiry or reflective dialegwith “critical
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friends” or other practitioner researchers, who eah as “devil’s
advocates”. (Anne Burns 1999: 162)

Dialogic validity exists from the initial perspeati of the research
project where three English teachers help gatHerrration for the sake
of the project. There is limited dialogic validitg terms of published
data is concerned. The results and outcomes weceissed, but peer
involvement in the design and execution of thegqubjs nonexistent.

8. Incidental learning: Any improvement in knowledgjeat is
based on pure repetition or the chance that thenseevaluation is
higher than the first based on the difference engtrange variables
and not on the hypothesis’s intended output. (ABoens 1999:
162)

Incidental learning was kept to a minimum as défércontrol and
experimental groups were intentionally used. Idiah, the students
were not given the same L2 articles, so the pdigitf incidental
learning from the research project point of viewelisninated.

9. Null Hypothesis: A type of hypothesis used in istats that
proposes that no statistical significance existsairset of given
observations. The null hypothesis attempts to stiatno variation
exists between variables, or that a single variabie different than
zero. It is presumed to be true until statisticatience nullifies it for
the alternate hypothesis. (Anne Burns 1999: 162)

The use of the null hypothesis is this researcleptas of utmost
importance. The research project intentionallydusegroup of beginner
students to show that people cannot learn Englistsiimply reading
about topics in their native language and thenirtgllabout them in
English. The null hypothesis was intentionally dige show that this
research project does not intend to prove thathexacare no longer
necessary for English Language Teaching.

10. Alternative Hypothesis: The hypothesis which tepted
when the null hypothesis has been rejected iscdfie alternative
hypothesis. It is denoted by:dr H.. Whatever we are expecting
from the sample data is taken as the alternate thgpis. (Anne
Burns 1999: 162)
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The alternative hypothesis was proven in both thjeative based
grading system and the holistic based grading systdoth systems
were tested independently from one another. THehypothesis was
rejected when the students achieved notable impremés in their grades
using both systems mentioned.

11. Egocentric Speech. This is babbling. Piaget thoitgwould
lead to mental illness and should be avoided as sopossible.
Vygotsky thought that it was part of the learningpgess. (Susan
Pass 2004: xvi)

Egocentric speech in this research project caneberred to the
language that the students have not internalizetd dennot dominate.
The students tend to make many mistakes and this ¢f speech can
lead to fossilized errors if the student lacks fakminstruction as
prescribed by both Piaget and Vygotsky.

12. Equilibration and Internalization: Piaget believethat
equilibration is a set of processes that coordinatgnitive
development in the individual's search for “truetudibrium.
“Equilibration is similar to Vygotsky’'s idea of iatnalization”.
Vygotsky termed internalization to describe the cpsses of
cognitive development that a person goes throughinmerstand
something. (Susan Pass 2004: xvi)

For the sake of the project at hand, the term maleration is used
to refer to the language that students dominatecanduse throughout
their daily lives. Equilibration refers more toetlprocess that one goes
through on order to internalize information. Imet words, we can say
that internalization, to some degree, is the resfudquilibration.

13. External Speech: This is talking and both Piagek dygotsky
endorsed it; although, Vygotsky said it was a toblearning and
Piaget would not agree to endorse that perspeciiv after
Vygotsky died. (Susan Pass 2004: xvi)

External speech is the language samples collecyethd three
researchers in this project, although it is wortlentroning that it
includes, in this case, the writing samples andyr@msider writing to
be an extension of speaking.
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14. Internal Speech: This is talking to oneself. Oradiy, Piaget
was against it. Later, he read Vygotsky and agweigd him that it
was part of the reasoning process and should baved. (Susan
Pass 2004: xvi)

Internal speech was not tested in this theoreficedentation. It is,
however, considered a valid part of the processeaiilibration as
students were instructed to research differentctopn their native
language. The assumption is that there is a cedegree of internal
speech as students transpose what they know inrthgve language to
the second language, in this case English.

15. Optimal Mismatch and Scaffolding: Scaffolding isweimilar
to Piaget's idea of the optimal mismatch. In Piagelea of the
optimal mismatch, a classroom environment is sethat highest
challenging point for a student’s chronologicabstaf development
so that, with effort, a child can move, if the dhisuccessfully
internalizes the problem through equilibration te ttop of that
child’s stage of development. Scaffolding is andhat was not
used by Vygotsky, even though Vygotsky conceptadlithe idea.
It was first used by Jerome Bruner (1967) to descai student being
brought from the bottom of his stage of developnterthe top by a
caring “social other” through the use of commurnamat (Susan
Pass 2004: xvi)

Scaffolding seems to be the basis of this entiept. Here the
reference is made to building process that studgotthrough as new
information transforms to internalized informatiomhat is precisely why
the L1 is introduced so that the learning of th@das not impeded by the
handicaps that exist based on L2 difficulties.

16. Zone of Proximal Development: The difference bemvéehe
knowledge a child can obtain on her/his own andkti®vledge that
a child can obtain with help of a “social otheSusan Pass 2004:
XVi)

The zone of proximal development determines what wdl be
able to learn based on input from your surrounding@is implication
says that students in Peru do not have accessteatine surroundings
that other adolescents have in other regions oivthréd. For this reason,
students need to influence of the teacher to affest personal zones of
proximal development. In this research project timain teacher
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influence comes into play through the use of Lllearn about other
sources of input. For example, the child who livesa mountainous
region or Peru might need some other form of inputinderstand and
internalize information about the ocean.

In Conclusion, the schemata building describedrgssly by both
Piaget and Vygotsky not only allowed me to seamrhaf solution to the
immediate issues faced in the classrooms outlinegkection, but it also
allowed me to put together some basic researchumsnts in order to
collect data that is quantifiable as is descrilvedhapter three.
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Chapter IlI
Research Methodology

In pursuit of quantifying the results of the stutnschemata
building process, it is necessary to outline theocedures,
instrumentation and certain important variableg #ftect the results of
the research methods outlined in chapter three.

3.1. Type of Research
3.1.1. Action Research

It is necessary to establish the basic foundatfomhat action
research is, and what it is designed to do. Thaee many
definitions of action research which are cited byn& Burns in her
book Collaborative Action Research for English Laage
Teachers (1999).

Action research ... is a direct and logical outconehe
progressive position. After showing children hawwork
together to solve their problems, the next step Weas
teachers to adopt the methods they had been tgattieir
children, and learn to solve their own problems co-
operatively.(Hodgkinson 1957 — cited in Burns 1999: 29)

Action research aims to contribute both to the ticat
concerns of people in an immediate problematicasin
and to the goals of social science by joint colfabon
within mutually acceptable ethical framework. (Rppu
1970 — cited in Burns 1999: 29)



Action research is a small-scale intervention ire th
functioning of the real world and a close exammatf the
effects of such intervention. (Halsey 1972 — CiredBurns
1999: 30)

Action research is the systematic collection obinfation
that is designed to bring about social change. &ongand
Biklen 1982 - Cited in Burns 1999: 30)

Action research is the application of fact findilgpractical
problem solving in a social situation with a view t
improving the quality of action within it, involvin the
collaboration and co-operation or researchers,tificaers
and laymen. (R.B. Burns 1994 - Cited in Burns 131:

Action research is simply a form of self-reflectigaquiry
undertaken by participants in social situationsorder to
improve the rationality and justice of their ownagtices,
their understanding of these practices and thet#tus in
which the practices are carried out. (Carr and KeariA86
— Cited in Burns 1999: 30)

It is done by systematically collecting data onryeveryday
practice and analyzing it in order to come to sal®eisions
about what your future practice should be. Thiscess is
essentially what | mean by the teraction research.
(Wallace 1998 - Cited in Burns 1999: 30)

If we look at, in detail, the definitions providday Anne
Burns, we can see a common thread between themhwhkic
precisely the social factor. | tend to agree witlost of the
researchers cited by Burns in terms of the proldetwing aspect
and offering a systematic solution to some of timalsday to day
problems that English teachers face in their ctasss, such as the
lack of oral/written production. Of course, ase@shers such as
David Nunan would state, the last step of acti@eaech should be
to share your information with your colleaguesrpdnd help the
social matter on a larger scale.
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3.1.1.1. Action Research Framework

The framework involved and subsequently descriged i
designed to give a structured layout to the proesiof the
research project. Generally speaking, most reBgan@ects
are concerned with two guiding principles that,cadg to
Michael Wallace (2000), are reliability and validit

In the first place, we can consider research riitialas
we do with testing reliability. That is, “If theesearch
procedures used by researcher A are exactly fotlotwe
researcher B, will the findings be the same eaae?’
Wallace (ibid: 36) uses a term called “replicakilitor
repeatability. This research project and its meshauf
investigation will aim for a high level of relialiif because,
according to David Nunan, one of the last stepadturate
research is to be able to share your findings withrest of
your colleagues in the same given field of insiarct
Although this research project will be carried owith
Spanish speaking students in Lima, Peru, it isliiighpected
that the results will be very repeatable throughbetrest of
the world including (if not especially for) student remote
areas of both Africa and Asia because of the common
tendency for students to possess little to no sekenrvhen it
comes to common international textbook subject enatt

The second guiding principal for this research gobjs
validity. This has a special concern for this hy@sis
because, as you can see in Appendix 1 questiondaire
teachers at the institute in question often graddemnts’ oral
performance with a low level of validity. This nmsathat
they are looking for some language structure (ahjerto be
used in the classroom and then subsequently outdidiee
classroom, but instead they end up testing theestsd
schemata (previous knowledge). In other words, student
is asked to talk about a cultural icon such asTéjeMahal in
India using prepositions of place, is the teacheally
evaluating the use of the preposition or is heherevaluating
the student’'s knowledge of India? This questioty menain
unanswered in some cases where the teacher simjigsw
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off the student as unable to achieve the learnibgctive

because he or she does not know about the Taj Muairal
does the student possess the ability to tell tlaehier (in

English) that he or she does not understand “TahaVla

This is where many educational professionals, inopipion,

follow the wrong path by prohibiting the use of id the

classroom; therefore, they raise the affectiveerfiltas

prescribed by Krashen, to a very high level whidtero

creates silence in the classroom; hence, a lowegsadiven

to the student.

The term validity will also apply to this researmioject
because it will focus on one aspect which is theletts’
ability to orally respond to some questions regagdivell
known (or considered to be well known by many tertb
authors) cultural icons. As you will see, the detdlected
will be as authentic as possible inside of the sttamm.
These questions will be display questions on the @lathe
teacher because he or she considers this informatidoe
popular and widespread and is not asking sometiengy she
does not know; however, on the part of the stugent will
see that these questions are true questions thaireethe
negotiation of information which they may or mayt rime
able to manage. The data collection section sfilgpothesis
will include a detailed explanation of the methoded, but it
is important to mention, under the heading “vajititthat
there will be an attempt to limit the interventiohthe other
language skills. In other words, the students il asked
guestions either orally or in written form and theisponses
will be given the same way as well and then latendcribed
without the intervention or responsibility of thiident.

The last aspect of the research framework can be
described by Seliger and Shohamy (1989). Accordng
these specialists in the area of second languageaneh
(SLR), we look at four avenues or approaches togmwgn
research project which focus on the problem oresthat
sparked the research project. Then the objectifdse study
are clearly stated which are then followed by teeel of
control used during the research project which tasct
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implications on validity and other issues as wéllnally, we
are concerned with the data collection and analysdtheir
level of explicitness.

Parameter 1: Approach Synthetic or analytic
Parameter 2: Purpose Heuristic or deductive

Parameter 3: Control Degree of control/manipurat

Parameter 4: Data Data collection/analysis

Figure 1. Implicational relationships between tbdferent
parameters. (Seliger and Shohamy 1989)

Parameter 1. As described by Seliger and Shohamy, t

aspect questions whether the research project takes

analytical approach or a synthetic approach toottgin of
the research topic. In this case you will seerg a@alytical
approach because the ability of the student tooesdb about
international cultural icons is very easily observe They
either can elaborate an answer that then desewadgation
or they struggle with the mere premise of the qaesthich
means they have no answer and, generally speattingpot
know how to express the fact — in English — thatythack
previous experience with the topic; therefore, rtt@nguage
samples do not deserve to be criticized or evalugtetheir
lack of schemata.

Parameter 2: References the purpose of this pro@o/en
the fact that this project carries a secondary aive of
professional development, we can consider thats itthie
deductive approach because it intends to provasprale a
hypothesis.

Parameter 3: Talks about the level of manipulatior this
particular hypothesis we can see a very high le¥eontrol
for two reasons. The first has to do with the neas’ part
and the second has to do with the hypothesis .its& you
can very well see, the learners are subjects in
investigation. They are knowingly participatingdéor being

an

recorded in a normal classroom setting, and frora th
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teachers’ point of view, you can see that a typdasductive
based testing method is being used.

Parameter 4: This area focuses on the data doleand its
level of explicitness. As you can see, accordimdgeliger
and Shohamy, the data stream is very narrow. wsitter of
fact, there is little physical data involved. Thisductive
testing procedure looks at the students’ abilityptoduce
logical answers or the lack of ability what so et@rdo so.
This means that we can make a determination basdateo
intention of the students’ answers and not theahatantent
of them. In this thesis, we will not go as fareasluating the
responses as indicated by some sort of methodaogly as
task based learning. We will simply state whetheranswer
deserves to be evaluated or not based on the stiéval of
the student. Whether he or she uses the corraguéage
objective in his or her answer is irrelevant irstproject. We
just want to know if providing pre-information ihdir L1 can
alleviate the burden that schemata implies.

3.1.2. Research design

Michael Wallace, in his book Action Research fanguage
Teachers (2000), provides us with a detailed chagarding
research design. Wallace best describes this m@lpiresearch
project by contrasting it to the case study apgro@bid: 160).
Wallace argues that a typical case study focusesndividual
students, groups, classes etc. In this case we kimat the results
are not expected to reproducible; therefore, theyret used in
cases like this hypothesis which expects to lesdlfitto ELT
throughout the world. This means that this hypsitheneets the
standard criteria to be considered an empiricatGgh.
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Next, we can appreciate the different categorieslath and the
respective techniques related to them. The follgwchart by
Wallace (2000: 37) is particularly useful in undamsling the
relationship between them:

Categories | Quantitative/ Introspective/ Individual/ Intrusive/Co- llluminative +
Qualitative Empirical Collaboration mplementary Heuristic/
Conclusive
Verbal Reports qualitative Introspective Individual Complementary Both
Observation Either Either Collaborative Intrusive Both
interviews qualitative Introspective Either Either Both
Questionnaire Either Introspective Either Either Both
Casestudies qualitative Either Individual Either Both
Evaluation quantitative Empirical Either Either Either
Trialling quantitative Empirical Either Either Either

Figure 2 Some common research techniques related to categori
(Wallace 2000)

Quantitative or Qualitative

The terms quantitative and qualitative are useteqften in
research studies. Objective research which idyeasasured or
counted is referred to as quantitative, while datilie refers to
research that is subjective because it is notyeasdlasurable. For
the sake of this research project, we will be agnfor more
guantitative research because we are going to coraddifferent
kind of evaluation that allows us to measure sttglgmeparedness
or readiness to answer typical questions used Xipdeks and/or
teachers during a typical lesson. As mentioneldemata alleviate
the added pressure of knowing the content of tbsole or not. It
will be used to help students formulate answers ireasonable
amount of time, yet it will not focus on the actletiguage content
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of the students’ answers; for example, if the stisleuse the
preposition correctly or not as illustrated earlier

To sum up, this research project is aimed at figaiat if the
students know about the subject matter used in nuhfigrent
textbooks. | consider this very easily measurethaut getting
concerned about other subjective matter during #valuation.
Then the teacher can focus on the teaching of pegific language
objective such as a grammatical structure relyingaanuch more
focused audience that is not concerned with knowirtgt the
Eiffel Tower is but rather how to describe it. $will then lend
itself to the hypothesizing of language structufeseing the
students’ minds to then think about describing oikenic items
that they have been pre-taught.

| ntrospective or Empirical

Introspective data is generated from within thejesttbbeing
evaluated. This type of data is very difficultgmve or disprove
because we cannot tell what someone is thinkingotrtherefore,
the entire outcome of such data refers to the p&sword. On the
other hand, empirical data is very measurable lsscdadocuses on
what surrounds the subject and the evaluators donsidered very
measurable. This particular thesis is taking #eddht approach
which will be considered empirical because insteftbcusing on
the feelings of the students we will look at thednility to respond.
As mentioned before, it will focus less on the emttof the
answers and more on the empirical idea that treestucan answer
or not. As will be shown in greater detail at tetgpoint in time,
this thesis will primarily focus on observation, tarviews,
guestionnaires and evaluation. According to Wallaoterviews
are usually considered introspective as are quesdices, but again
| think it is important that to mention that thisesis will focus on
the empirical factors of both of those becauseiit laok at the
outward reaction of the students in both caseseterthine if the
ability to answer exists or not based on the sttgleschemata.
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Individual or Collaborative

Wallace sustains that individual research is basedthe
researcher alone. As this thesis contains mangr abntributors
ranging from other teachers to many students, litbei considered
collaborative in all aspects of the word.

Intrusive or Complementary

Following the guidelines put forth by Wallace, ttesearch
collected for this report would be considered cam@ntary.
Under normal classroom conditions, students havestiady
activities (Grammar, Vocabulary, Reading and Wg}inand
different language objectives using a textbook. rywWeften,
classroom or objectives evaluation is based orvites from the
book such as role play conversations, teacheruest questions,
student to student questions and so forth. As&istudent to write
a short composition before and after reading sonfiermation
about the topic is right in line with normal classm activities. As
a matter of fact, the teacher could choose natftwm the students
of the research data being collected in order motptovoke
different student behavior. In other words, theeexch is so
similar to day to day classroom activities thatwbuld not be
considered intrusive. This complementary type diivay/data
collecting system, where students are asked t@w&riesponse, can
often go undetected by students. Another exampieao
complementary research activity would be usingraor €orrection
technique, almost always used in a classroom from extent to
another, and recording these errors for researgbopas. In other
words, the error correction is not intrusive basedits use in the
classroom, and the collection of such data doesiane to interrupt
daily classroom operations. On the other handjoatetording
may be considered intrusive if it is done one omr evhere the
student is asked to respond to certain questionfront of a
microphone. In terms of classroom recording gies,safe to say
that it would also be considered intrusive if thesea video
recorded set up near the students when normalhe tiseno such
device present in the classroom.
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3.2.

[lluminative/Heuristic or Conclusive

The research presented in the project is highiyninative,
somewhat heuristic and very generally conclusivie. the first
place, the intention of this project is to offerwnensight for
teachers and students in terms of making the eagryasks and
activities more appropriate for students of a paléir context.
What this implies in great detalil, is the fact tsaidents struggle
with some textbook activities in some cultural @xts; therefore,
this research type will shed light on this problend make students
as well as teachers aware of it while offering sonsgght on how
to improve it. The secondary implication is thaading will be
promoted and students will become more autonomobgnw
confronting content areas of textbooks that aramifar to them.
This follows the insight of Wallace (2000: 43) thabvokes the
following reflection for this type of research:

Do we want to conclusively prove that somethingthie
case, or do we want to simply throw some new lghta
topic/problem (illuminative research) or discovengthing
about that topic/problem that we were not awardefbre
(heuristic research)? Most scientific researchtesl to the
first (conclusive) approach... (Michael Wallace 1998)

As mentioned we can claim some conclusiveness thith
project because the research results seem vesbleelacross a
wide spectrum of student background/diversity a#i a® student
English language level. The claim as generallyckive stems
from the fact that this research project will nahe into the
background or ethnic diversity that causes differstudent
reactions or lack of schemata in general for thaerg student
population. We will show, however, in a systematiay, that
providing students with some type of pre-activitjormation will
allow them to respond with more depth and richnesgheir
answer; therefore, they will get better evaluationgheir language
samples used to measure their English languagainggprogress.

Assumptions

The research methodology used for this projecaset on a series

of studies which stem from the original researclesgjon and goal of
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giving students the adequate knowledge about oestahject material so
that they can be accurately evaluated in term&i@f £nglish language
level and not in terms of what they know about thentioned subject
material. The goal of this research project isstoow a relevant
connection between the theoretical information @mésd in chapter, the
hypothesis which founded this research and the needEnglish
language teachers to more accurately evaluate #tedents. On a
personal note, the foundation which led me to paithis research project
is based solely on the desire to see studentetreabre consistently as
far as evaluation is concerned. In addition, & héways been a goal of
mine to reduce barriers that often prevent studenwsn feeling
comfortable with speaking in the classroom in frohtheir peers.

The following assumptions are based on my persbabéfs that
have been outlined in this research project. Tlasisb of these
assumptions and accusations come from my teachipgrience in the
classroom based on the cultural and teaching cbntentioned in
chapter 1.

a) Students are often judged, categorized and ultinate
evaluated on the basis of the knowledge they h#eaitacertain
textbook questions and not necessarily their Ehdlenguage level
obtained during the teaching process.

b) The implications that stem from this factor haveawgr
consequences on students’ behavior and languagdegiion in the
classroom. In some cases, it may be a determifaicigr in the
completion of such course work and/or programs.

c) The value of the textbook series may be reducedome
teaching/learning contexts where there is not mkibwledge of
the subject material presented traditionally inosds and homes.

d) The so called bi-national centers do not reallycheeulture

outside of the simple fact that they are teachingligh. In other
words, do students really grasp how an Americals faed behaves
after using famous American cultural icons to tekdglish? For
example, presenting pictures of the Statue of Lkyoer New York

and teaching students how to use passive voicetstas by saying
“the Statue of Liberty was given to the US by Fedndoes not
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really teach culture. The implication is that soshgdents may not
be able to use their English that they have leamedass simply
because they do not know about the Statue of lyberhis means
that they are often labeled as quiet students &bk participation
in the classroom.

3.3. Research Questions

Do learners who attempt to understand the badiseofaterial and
content presented in any given English Languagechieg textbook
series receive a more accurate evaluation of thegr English Language
level? In other words, can learners who know atbeatcultural icons
presented in a textbook write more about them tither students who
do not know anything about the related icons?

Can these same learners extend the range and afefbtir work
based on the extended knowledge provided to thethdiyteacher?

3.3.1. Other related questions

Can teachers identify these students who needindoree
their knowledge of certain subject areas in orddydtter help them
through the evaluation period?

Is there a related connection to the speaking tabdf a
student who has benefited from this help in terrhdiie or her
writing skills?

Can teachers accurately determine what materialines)
reinforcing through the introduction of materialthee students’ L1
and/or in English?

How many activities in any given ELT textbook seriéo
teachers either skip or alter because their stgdamtnot handle the
cultural content included in each?

3.4. Hypothesis

Learners who build their previous knowledge of a@rtsubject
material can demonstrate their true level of Emgles opposed to

60



students who have not received any additional médion about
textbook content that they do not understand.s lthe intention of the
hypothesis to eliminate this eminent factor thahynstudents face during
evaluations as presented by textbook authors wieo vaiting well
outside of their cultural context.

3.4.1. Formulation of Hypothesis

The hypothesis was designed to compensate forffetseof
cultural background and the lack of a schemata, vatsieh in turn,
affects students’ ability to elaborate certain sabmatter not only
in the second language but also in their nativguage.

3.4.2. General Hypothesis

| want to increase the results of my EFL students’
speaking/writing efforts. In addition, |1 want toeiatify which
students need additional support and a conveniapttavgive them
such support.

3.4.3. Specific Hypothesis

Learners who are identified as lacking in oral perfance
can greatly enhance their oral output by the paekimg of
schemata that covers issues likely to be seen intExtbooks.

3.4.4. Secondary Hypothesis

Educational institutions will be able to identifylgect matter
in their textbooks of choice that students will hikely be able to
elaborate on and, in turn, create their own prekieg of schemata
plan that is tailored made for their programs.

3.4.5. Interpretation of the Hypothesis

The hypothesis in question, dictates that studeiltde able
to more accurately show their English Languagelsskibtained
during their English Language studies. The re$eailt also show
— explained in greater detail under variables t this hypothesis is
in no way intended to replace the need for ELTstla@ms and, of
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course, English Language teachers. The data \uiwsthat

students who have no English Language trainingmnatibe able to
improve their English level by simply reading adg in their L1.

In addition, students who have had extensive tgican utilize the
claims in the hypothesis using supplemental madsemal2. This

means that learners with a very basic or elemem¢agl of English

will not benefit greatly at the moment; howeveg #tudents in this
category will use their newly found knowledge tdphédemonstrate
their level of English in the future. As the resdawill show, the
students who fall into this elementary categoryinodal that the
knowledge was not the problem, but simply they nlid possess
enough vocabulary to benefit from this style ofcteng. It is,

however, important to note that if the studentiigher levels who
showed an increase in their English output anduaigins due to
the introduction of schemata may not have neededatiditional

information if they had been exposed at a muchezddvel. This

claim, however, would need to be followed up byoag term

studied.

3.5. Alternate Hypothesis

The alternate hypothesis in this research projecjgasts that
teachers encounter many activities in a textbooksevhere the students
simply cannot elaborate about the subject maff&e implication here is
that the teacher either skips the activity, or hehe simply alters it to fit
the schemata level of his or her students. For pl@nmany teachers
surveyed mentioned that their students did not heweh previous
knowledge about manmade wonders. In that particcdse, students
studied vocabulary related to manmade structures) as architectural,
feats, engineering, skyscrapers etc. The partigremmar structure to
be studied in this unit is the passive voice widllious tenses. After a
logical flow of vocabulary, pronunciation, grammaspeaking and
writing activities, students are asked to writdk{t@bout manmade feats
either in Peru or around the world. The studersegally speaking,
based on the profile of the average student inrtbitute, have little to
say about engineering feats around the world thathat mentioned in
the book. The problem arises when this commumea#tctivity is
designed to be used for evaluative purposes andttltents receive a
falsely low grade. The teacher being aware of fmsblem simply
ignores or changes the activity to better suiteohiser students.
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3.6.

3.5.1. Interpretation of the Alternate Hypothesis

The implied solution simply states that if studeinése read
information about manmade feats around the worldnticipation
to the upcoming evaluation, the teacher will besabl accurately
evaluate his or her students without having to aevirom the
activity planned in the book. Another situatiomttioften occurs is
that the activities that the teachers use to awubid lack of
schemata problem mentioned are often “off topic”iockhmeans
that the final evaluations of the unit in questames not include
either the target grammar structure and/or theetawgpcabulary
structure. This means that the evaluation is abtlyand the cause
of the validity issue could have been avoided lpvigling students
with enough information, either in L1 or L2, to hehem cope with
the activity which in the end provokes the corrasage of the
target structures mentioned.

Variables

The following variables were considered during phgect:

3.6.1.Independent Variable

The following independent variable indicates the
manipulation factor to achieve or disprove the ioaf hypothesis.
In this case the primary independent variable & [thtroduction
of] information given to the students to give théime necessary
knowledge to answer the textbook questions morepbetely and
proudly than before in order to be more accuraggluated on
their level of English.

3.6.2. Dependent Variable
The dependent variable in this case is the impreverof the
profoundness and completeness of the students esmiaEch

directly allow them to be evaluated on their Erglisvel and not
on their level of worldly or the lack of knowledge.
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3.6.3. Intervening Variable

The intervening variable in this research studynstérom the
fact that some people would argue that studentsrative
completeness and profoundness of their answers iro@nove
simply based on the fact that they are repeatingxancise for the
second time; therefore, they can improve with athaut reading
any information about the specific topic. Thiseash case will
include a control group that proves or disprovet this is indeed
the case.

3.6.4. Unique Variables
The strange variables that must be considered are:

1. The background learning style of the studenThis
indicates whether or not the student is likely ® dn avid
reader. History shows that the Peruvian cultureais
oral/aural culture where information is passedromfone to
another through verbal communication. This hasofopnd
effect on the desire to read to get informatiomoosimply let
someone else tell you about it.

2. The economic status of the learner — This fac$o
important to consider because a lot of studentsvipus
knowledge comes from hands on experience. Mardests
from the higher social/economic classes have takps to
countries like France, Italy, Germany and the UhiBates,
for example. In these cases, it is much more \ikieat the
student in question may already have (and be able t
elaborate) some information about the topics maetioin
different textbook series.

3. The age of the learner — Obviously the agehefléarner
reflects on his or her ability to have traveledread about
different places around the world. This is reldvam this
research study because, as mentioned Iin the
student/institution profile, it is possible to haa&5 year-old
student sitting next to a 14 year-old adolescenthis
implication is profound not only in terms of agdfelience
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(and the possibilities mentioned), but also thded#nce in
the desire to read.

4. How many and how long are the intervals or ksed#
any, during students’ study period. This implieattstudents
may study for months and then take a break for Bthsoand
return again to the next class in their course works
classification examiners will attest, students vdtody and
then take breaks between their classes will oftee some of
their English level which legitimately affects thei
performance in combination with the lack of scheaniat
we are trying to prove.

3.7. Sample

The following sample shows a great many of the aldes
mentioned in the previous section taken from thénnsantrol group as
opposed to the secondary control group:

Sample:

Type of students: Students who have studied HEndtis 16
months or a total of 608 academic hours. Studenthe
same ranking have time and time again placed inBthe
Common European Framework.

Age: The average age of the test control grodBis
Nationality: Peruvian

Background: 72% of the group studied in public héghools
in Peru.

Number of students in control group: 14 student@pated
in both phases of the control group.

Native language: Spanish
Sex: The control group used for this sample coedistf 8

girls and 6 boys.
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. Frequency of instruction: As mentioned in the
student/institution profile, the students in thi®wgp studied
English 2 academic hours per day with a total ohadrs per
week. It is important to note that all of the daduhal
schemata building information were given to thedstus as
homework and is not included in their total Englistudy
time.

. Socio-economic status not known for this group. An
independent study can be performed to determinavbsge
income of the public school family, which 72% ofeth
students are from.

. Criteria for selecting group: The teachers’ answmer the
survey questions indicated that this level in thextbook
offered particularly challenging questions for &nots. There
is one writing/speaking evaluation that asks them t
write7talk about man-made engineering feats.

3.8. Instruments

The following describes briefly the instruments disir this
research project. The use of such instrumentshailtlescribed in more
detail in the procedure section of chapter 3.

3.8.1. Questionnaires

Questionnaires were used for 2 purposes in thisareh
project. The first purpose was to get informatioom teachers to
establish the grounds for the activities to be usedng the
research period. The second was to obtain infoomafrom
students to confirm or disprove the hypothesis andgested
solution for the problem statement.

3.8.2. Writing Templates
The worksheets presented in this research projeot wsed

to standardize the writing template for each studefhey were
labeled writing task 1 and 2 for the control grauql writing task 1
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and 2 for the experimental group. A third set wasd as a second
control group as well.

3.8.3. Teacher Rubrics

The set of teachers rubrics were used to stancarthe
traditional objective based grading system normalged by
teachers. This is the current system used inntgution profiled.
This area is directly affected by the studentsklad previous
knowledge. The accusation stated in the hypothesiss that
students are unfairly graded low in terms of tiglish level, but
in fact, the real problem is that they have lititesay about the
topics presented in the textbook series.

3.8.4. Researcher Rubrics

A second set of researcher rubrics were develspdtat the
activities presented by the students could be atedluholistically.
This holistic approach to the task evaluation afidive researcher
to judge students’ improvement based on topic agveéent and
vocabulary depth as stated in the hypothesis.

3.8.5. Teacher Log

The teacher log allows the teacher in each classitoolook
at the students’ reactions, expressions, motivatiefays and other
gualitative type data that students often expreberwthey are
either sure or not sure of an activity.

3.8.6. Question Log

A second teacher log allows for the recording ef tumber
and type of questions that students pose duringcéimity. This
qguestion log was maintained separately from thesggrteacher
log because of its quantitative data nature. Teacban easily use
the questions to determine whether or not the stsdere affected
by the apparent lack of previous knowledge.
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3.8.7. Information Sheets

The information sheets or knowledge builders weseduto
supplement the students’ lack of previous knowlealgeut certain
topics. Generally speaking, these information sheere given in
Spanish at early levels, but they were also intcedun English is
the students’ level warranted it.

3.9. Reliability

Reliability is a very important part of the resdarand data
collection aspects of the research project. THeviing are examples of
some of the attempts made at maintaining the iyegf the project’s
reliability:

. Student groups were selected at 2 different lonatithat
represent the extremes in terms of student diyersgroups
were selected equally in Downtown Lima (Lima Ceptod
Miraflores.

. Student groups were selected at different schedalbgtter
represent all types of students that study at tisditute.
Sample groups were used at 7:00am and at 6:45pmhwh
represent the working aged student, as well aslapg& and
at 5:00pm, which tend to consist of mainly highasahaged
students.

. 2 different types of control groups were used:

o] Group type A: 2 control groups were used from imith
the same sample group in order to directly prove or
disprove the intention of the thesis. This medreat t
within the same location, time slot and English
language level some students received an external
influence to check the impact it had on their Esigli
level and other students in the same group did not
receive any external influence, while both of theups
were given the same assignments. This type ofaont
gave a before and after snapshot of the students’
performance.
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3.10. Validity

Group type B: This control group was given 2
assignments without any external influence in oider
disprove the critics who might think that the figgbup

of students showed an improvement simply because
they were writing an article for the second timén
other words, in this group, both the first and skeeond
writing samples were expected to be similar in teoh
both the holistic based grading system and the
objectives based grading system. It was necedsary
disprove any coincidental learning on the part lod t
students.

The last control group consisted of mainly veryibas
first or second month students who were given the
external influence but not expected to show any
difference. This control was designed to provet tha
despite the original hypothesis, it is still neeegsto
have traditional English classes. In other worte,
hypothesis does not claim that simply by reading in
your native language, it is possible to learn aosdc
language.

Validity was another factor considered in orderatdhenticate the
research process. Validity is the most essensipéet to any research
project where quantitative data is being collectadd it is also very
important for action research projects as well. high validity level
establishes the credibility of the outcome and rémults that are to be
shared within the action research community. Twpeats of validity
were considered for this project: Internal andelxal.

3.10.1. Internal Validity

Internal Validity asks the question: “How trustwor are the
claims that the outcomes are related to the expertiah treatment?
In other words, do the interventions that the resesrs make in the
research context result in the outcomes that camfeered from
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the data?’(Burns: 160). In this case, the resegndsents a
reasonably high level of internal validity becatise interventions
made by the researcher directly affected the resiflthe students’
output (or not). These results were measured boliatic scale
which interprets the depth of student vocabularyd aopic
development. Furthermore, the results were medswased on the
current objectives based grading system used anbstieute. These
measures help prove one of the secondary clairttsedfiypothesis
that students are unfairly graded low because eir tlack of
knowledge of certain subjects and not necessanilyHeir level of
English.

The results were proven with different classes iifeint
locations trying to include a wide variety of statléase that offers
different age groups and educational background$ie results
differed based on those variables, but they did veorty from
location to location or from group to group. Irhet words, an
older student who has traveled and studied coredtiemore than
others may already possess the background knowleelgged for
certain activities and it is possible to have tiyise of student at
any location. The other valid result that can bectuded from this
research document is that the teacher could berbatepared by
knowing when he or she is more likely to encoustedents that
could benefit from the pre-teaching of certain a&rait materials.

3.10.2. External Validity

External validity refers to the possibility of emrting the
solution to other contexts. This probability woule limited to
language teaching in general where the textboolesersed for
instruction tends to use international/cultural ngoin order to
present students with the opportunity to practiee new language
by talking about them in the new L2. This, of g®jrwould need
to be put to the test using the theory in teacldagtexts which
present the same type of issue(s) stated in thethgpis.

70



3.10.3. Other Validity

Other claims of validity can be considered for thesearch
project based on Burns’'s Validity and Action Resbha(Burns
1999: 161/162).

. Democratic Validity: This research project is geily
considered to be democratically valid becauseaine
most of the participants to offer a point of viein. fact,
the students and the teachers are asked for thmit in
order to establish the basis of the hypothesis.
Additionally, this project is democratically valid
because both parties, the teachers and the studants
benefit from the results. Teachers can better gseep
their lessons by giving students some cultural inpu
before they are expected to talk about culturahgtdor
evaluative purposes. On the other hand, studéots s
their true level of English without their worryirapout
not having much knowledge the items presenteden th
book.

. Outcome Validity: The research outcomes in this
research project are considered valid because ef th
ratio of positive outcomes versus no change and/or
negative outcomes which were almost nonexistent.

. Process Validity: The process validity in thistmgadar
case registers very high because it follows a iterta
pattern that does not change during the process. F
example, the students are evaluated both quabtgtiv
and quantitatively speaking. For more informatsee
the following section 3.11 — Procedure.

. Catalytic Validity: This project presents one leoé
catalytic validity simply because the hope is tha
students will become more autonomous after engaging
in such type of knowledge building which allowsrihe
to speak more freely about certain topics that are
presented to them. This can be considered a social
change if we consider that the students in questian
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reconsider their role in the learner process and go
against what seems to be a deep rooted social thatm
suggests that people do not read much for pleasure.

. Dialogic Validity: The dialogic value of the resehr
project is a very important element. The entirejqut
is based on the fact that teachers, through dialag,
predict students’ needs and, therefore, help thetim w
known troublesome activities and teach them to imeco
autonomous learners. Sharing the results of toegt
is imperative, at least in theory, for all secoadduage
teachers and even more so for those who use the
textbook in question.

3.11. Procedure

In order to better understand the relevance ofrthterials and their
impact on the project, it is necessary to explam procedure used for
each one.

3.11.1. Student Questionnaire

Student Questionnaires were used to ask studerdst ab
particular difficulties they might have had and wthey think they
occurred. The exact point to introduce this sefuéstionnaires is
after they have attempted the first writing actiwtithout knowing
that they would later receive some information &phthem with
their basic knowledge of the topic. The questiorenaffers many
possible choices as to why the activity was difficurhe students
can choose one of the alternatives or they canewheir own
answer in the “other” column.

3.11.2. Teacher Questionnaire

Teacher questionnaires were used to kick off theolevh
project. Teachers were asked to write down sonigitées that
they have traditionally skipped or modified becastglents do not
have enough previous knowledge to talk about theFhe most
common answers were logged and, in some cases, fosehis
research project. Through this effort, it seem&lav that the
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textbook series being used for these studentsiie qut of context
in relation to the traditional information taughtschools.

3.11.3. Writing Templates

Writing templates were created to offer consistemcyhe
format that the students were expected to usethétop of each
writing template you can see the group number asl humber.
Group 1 task 1 was used for the control as welirasip 1 task 2.
There was no additional help provided to this gredpch means
that in this group, task 1 and 2 rely solely onkhewledge that the
student had previous to the task. This control wsed to prove
that there was no significant increase in studestfopmance
simply because they were doing a task for the sktiare. This is
referred to as incidental learning. The secondE&mplates was
labeled “group 2 task 1" and “group 2 task 2” acdoogly. The
first task was given to the students with no addai help as in
group 1. The second activity, however, varied fitbiat of group 1
because it was here that the students receivedfamiation sheet
that helped improve their knowledge of the subjactjuestion.
The last set of templates was given to studentswsdre entry level
learners. The intention here was to prove thahwit without
information sheets, students would not improve taglish level
simply by reading. This, of course, reinforces iieed for teachers
and textbooks. As mentioned in the hypothesis,thi@®ry here
suggests that once students have reached a catedlid2 level,
they possess the language skills to elaborate tteas, but, as
suggested here, some of them simply lack enougirnration to
talk about the subjects at hand.

3.11.4. Grading System (Teacher Rubrics)

The grading system used by teachers in the institut
profiled was necessary to understand how studeet®\aluated.
This then leads us to the secondary intention ef liipothesis
which says that students are unfairly graded lowsome cases.
Each writing activity profiled uses a 2 point graglisystem. The
first point represents the communication of thevagt and the
second point indicates the accuracy of the granmanage used in
the article. There is an additional consideratiorterms of the
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number of attempts at the target structure thapérson used in his
or her work. This system is referred to from here as the
objective based grading system. The writing sampbed for this
project were graded independently by teachers waebko that we
could see if they were grading the

3.11.5. Researcher Rubrics (Holistic Grading)

The holistic grading system directly deals with Hypothesis
and its implications. This grading system suggehbts it is
possible to measure the difference in the studewitings in terms
of topic development and vocabulary depth alondw# correct
usage. The writings were not graded by teachedsttasm students
did not see these results.

3.11.6. Teacher Log

The teachers involved in this project were tolddg when
they noticed that students seemed to struggle awitactivity. The
log was used to keep track of and confirm the dms/ that
teachers suspected caused problems for the students

3.11.7. Question Log

The question log, which is closely tied to the teadog, was
also used to keep track of student questions thghtmndicate
whether they understood or did not understand #witgc These
guestions were often related to instructions.eéinss plausible that
students who had a good grasp on the task and gseske¢he
knowledge to properly address the task seemed ve lfewer
guestions about how to execute the task.

3.11.8. Information Sheets

The information sheets were used to give the iredrgroup
extra information about certain topics to measuhetiver or not it
was the precise lack of information that preventedstudents from
carry out their activities accurately and with eageile having
fewer questions about instructions along with fevaelays in
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executing the activity. Specifically, these shegtse used for the
second activity in group two and group 3.

3.12. Data Analysis

The data analysis for this project was based ontype of data
collected. Another factor that influenced the datalysis procedure was
the differing characteristics of the data collected

3.12.1. Quantitative Data - Objectives Based
Data Type 1. Quantitative

The writing samples collected from the students ewer
considered, based on the final grade given, qusivtt because
they were collected and evaluated using the actijgictive based
system that measures students’ compliance withgthenmatical
and or vocabulary objective given to students. thes hypothesis
mentions, students were able to increase the nuaflyggammatical
structure intents presented in their writing samplecause the
additional content allowed them to write more usihg structures
mentioned. The quantitative data collected shothatithe average
grade increased in the experimental group. It &ss possible to
measure the increase in the number of sentencetuged on
average by the students in the experimental grdups important
to note that the objective grading system does nemessarily
consider the depth of knowledge of the topic. Tihiprovement
shown in the chart generally comes from the faat shudents who
received additional information prior to their sedo writing
attempt were graded higher because they simply ewrabre
sentences that contained either the target graroahatiructure or
the vocabulary structure.
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The following chart represents the data sampledegtdy evaluator
1. Objective Grading System.
Experimental Group wi w2 Control Group wi w2
S1 Naysha 1 2 S1 Giancarlo 2 2
S2 Melanie 2 2 S2 Valeria 1 1
S3 Dayana 1 2 S3 Jimena 1 1
S4 Jimena 1 2 S4 Brenda 1 1
S5 Ivanni 1 2 S5 Ximena 2 1
S6 Moises 2 2 S6 Luciano 1 2
S7 Alessandra 1 1 S7 Bruno 2 2
S8 Christian 1 2 S8 Maria Eugenia 2 2
S9 Cesar 1 2 S9 Tomas 1 1
S10 Viannet 1 1 S10 Stephanie 1 1
S11 Christian 2 1 S11 Jorge 1 1
S12 Marnny 1 2 S12 Brenda M. 1 1
S13 Camila 2 1 S13 Christian 2 2
S14 Neira 1 2 Si4 Rodrigo 2 2
S15 Stephanie 1 2 S15 Mario Andre 1 1
S16 Maria 1 2 S16 Nicolas 1 1
S17 Karim 1 1 S17 Mario A. 2 2
S18 Ximena 1 2 S18 Daniela 1 2
S19 Melissa 1 1 S19 Almendra 2 1
S20 Rony 2 2 S20 Carlos 1 2
S21 Patricia 1 2 s21 Andrea 1 1
S22 Carla 2 2 S22 Fabrizzio 1 1
S23 Nestor 1 1 S23 Alessandra 2 1
S24 Mayra 1 2 S24 Ricardo A. 1 2
S25 Sarai 1 2 S25 | Alana 1 1

Figure 3: Evaluator 1 data collected from experimental groaipd
control group 1- objective grading system.
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The following chart represents the data sampledegraby
evaluator 2. Objective Grading System.

Experimental Group W W Control Group W W
S1 Jose Julian 2 S1 Maria Fernand 2 2
S2 Dodin 1 2 S2 Celeste 2 2
S3 Pamela 1 2 S3 Marcela 1 1
S4 Ana Sofia 1 1 S4 Claudia

S5 Claudia 2 2 S5 Diego 1 1
S6 Gladys 1 2 S6 Martin 1 2
S7 Adriana 1 1 S7 Macarena 2 2
S8 Ursa 1 2 S8 Silvana 2 1
S9 Angie 1 2 S9 Alvaro 1 2
S10 Piero 2 2 S10 Daniela 1 1
S11 Sebastian 2 1 S11 Eduardo 2 2
S12 Alexandra 1 2 S12 Maria Lucia 1 1
S13 Victor 2 1 S13 Beatriz 1 2
S14 Adolfo 2 2 S14 Camila 2 1
S15 Rafael 1 2 S15 Alexandra 1 1
S16 Alonso 1 2 S16 Rosa 2 1
S17 Mathias 2 1 S17 Guillermo 1 2
S18 Benjamin 1 2 S18 Daniel 1 2
S19 Juan Diego 1 2 S19 Angela 2 1
S20 Maria Pia 2 2 S20 Gianmarco 1 2
S21 Franco 1 2 S21 Francesco 1 1
S22 Yuliana 2 2 S22 Carlos 2 1
S23 Luis 1 2 S23 Antonella 1 1
S24 Reiny 2 2 S24 Gabriela 1 1
S25 Fiorella 2 2 S25 Jonathan 2 1

Figure 4: Evaluator 2 data collected from

control group 2- objective grading system.
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3.12.1.1. Quantitative Data - Alternative Hypothes

These data represent the effect/relationship tkistse
between the control group and the experimental mrou
because of the independent variable. This prokast the
Null Hypothesis does not exist in this case. hégsessary to
reiterate that the group tested represents theetenes for
groups that rank from A2 to C2 on the Common Euaope
Framework.

The data represent the sample samples being adalyze
by two different teachers. The differences shoat teacher
2 tends to evaluate ever slightly higher than teadh The
following chart shows the comparison between two
evaluators who have been trained to use the saaiaation
system. The difference represented in the charstsex
because of the natural difference between two eapdl not
necessarily between the students. It is impot@mmote that
the trend between both teachers remains the saspael¢he
difference in the overall totals. In other words, all 4
situations, the grades maintained more or lessdhee ratio
as represented in the chart.

Evaluator 1 Evaluator 1
Experimental Experimental Control Group | Control Group
Group W: Group W« w1 w2
Sum 33 42 34 35
Mean 13 17 14 14
Median 1.32 1.68 1.36 1.40
Standard .04
Deviatior
Figure 5A: Alternative Hypothesis results Evaluaté -

experimental and control groups 1 and 2.
procedure.
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experimental and control groups 1 and 2.

Evaluator 2 Evaluator 2
Experimental Group Experimental Control Group W1 Control Group W2
wi Group Wi

Sum 36 45 36 38

Mean 14 1.8 1.4 15
Median 1.44 1.80 1.44 1.52
Standard 4 .08
Noviatinn

Figure 5B: Alternative Hypothesis results Evaluat@ -

Objecttveading

procedure.

3.12.1.2. Quantitative Data - Null Hypothesis

The following data represent what is called thdl Nu
Hypothesis where there is no effect/relationshiin other
words, the results showed no improvement, andnmescases
there was negative results reported. These studest
mentioned, were from a very basic level (37 — 7@ageqgical
hours). As the thesis statement mentions, theseests
received the same information as the other expetizhe
group to help them improve their work. As expectindre
was little to no improvement based on the fact tthe
students do not possess a high enough English tevmiild
new schemata. In other words, with the additional
information given, the students still cannot elabertheir
ideas in English. This is important to note beeatise
intention of this research project is not to eliaia the
necessity for English language classes. Furthexnbere is
absolutely no intention to diminish the role of tteacher in
the classroom. To summarize, the central ideaepted in
this thesis does not imply that anyone can leargli§m
simply by reading in their native language. It eéns
absolutely essential that there is a solid, strediuplan in
place to teach English to the students. The faligvehart is
the summary of the results from the group mentioned
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The following chart represents the data samplesskrondary

contro aroun- Basic students. Fvaluatc

Experimental wi w2
S1 Genesis 1 1
S2 Michael 1 2
S3 Bryan Daniel 1 1
S4 Dante 1 1
S5 Any 1 1
S6 Sandibel 2 2
s7 Jean Andre Renzo 1 1
S8 Maribel 1 1
S9 Jordy 2 2
S10 Kiara 1 1
S11 Geraldine 1 1
S12 Anthuanet 1 1

The following chart represents the data samplessémondary

control arour— Basic students. Evaluatc

Experimental w1 w2
S1 Anthony 1 1
S2 Bruno 1 2
S3 Alejandra 2 1
S4 Angelo 1 1
S5 Miriam 1 1
S6 Milagros 2 2
S7 Dary 1 1
S8 Barla 1 1
S9 Oscar 2 2
S10 Carolina 1 1
S11 Geraldine 1 1
S12 Angelina 2 2

Figure 6: Intended Null Hypothesis basic student®bjective
grading procedure
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Evaluator !
Experimental Group W1 Experimental Groufyv2
Sum 14 15
Mear 1.2 1.3
Mediar 1.1¢ 1.2t
Standard Deviatic .0¢
Evaluator 2
Experimental Group W1 Experimental Group W2
Sum 16 15
Mean 13 13
Median 1.33 1.25
Standard Deviation -.08

Figure 7. Intended Null Hypothesis basic student®©bjective
grading procedure results.

3.12.2. Quantitative Data Holistic Based

The holistic grading system was also analyzednbtiby the
teacher. This holistic evaluation system measuaed upper
intermediate level (B2 CEFR) to see if the hypoihés question
remains true for a wider range of evaluation tkatot necessarily
used in the classroom. The holistic system usdspaint scale
which is mentioned in the appendix. In the follogichart, it is
apparent that the hypothesis holds true on a maoofoynd
evaluation system than is currently being usedhayinstitute in
guestion. This helps extend a certain level oitial for the theory
as this can be used in a wider range of evaluaiymtems and,
perhaps, with other subject material.
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The following chart represents the data samples decondary
experinental grour— Upper Intermediate students. Reseal 1
Experimente w1l W2

S1 Erika 2 4
Sz Carle 2 3
St Laure 2 3
S4 Ana Loren:i 2 3
St Gustav( 3 4
S€ Eduard: 2 3
S7 Cristine 2 3
SE Renz( 2 3
S¢ Marianc 2 4
S1C Pablc 3 3
S11 Dany 2 4
S1z Ada 3 4
S1: Marisabe 2 3
S1¢ Miluska 3 3

Figure 8. Secondary experimental group — Uppeeimediate

students — Researcher 1

Researcher 1 - Holistic System

Experimental Group W1

Experimental Group W2

Sum 32 47
Mean 2.3 3.4
Median 2.29 3.36

Standard Deviation

1.07

Figure 9: Secondary experimental group — Uppeeitmediate
students — Researcher 1 results.
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3.12.3. Statistical Procedures
3.12.3.1. Statistical Procedures — Objective Gradn

The first, and perhaps the most relevant, form of
measure for the experimental groups was the repeate
measure design — sign test. This test looks abtaénumber
of participants and then takes into considerati@ riumber
of those who demonstrated positive changes, negativ
changes and participants who showed no changé aftese
data are then classified in order to eliminate tndl
hypothesis along with its probability factor.

N (Exp. Evaluator 1) + Change -Change No change Not considered* R
25 14 3 4 4 2

N (Exp. Evaluator 2) + Change -Change No change Not considered* R
25 12 3 2 7 2.2

Figure 10: Sign Test Analysis of Alternative Hysis
results Evaluators 1 and 2 — experimental and adrdroups
1 and 2. Objective grading procedure.

Interpretation: This test is the only valid way to analyze a
grading system that has a very limited range (Qpeiits). It
simply shows that the grading system used in thescbom
was positively affected by the introduction of theaterial
used to help students increase their knowledgd&eftdapics
given in the classroom. The impact on their graslegests
that simply by having more knowledge of the toplwst they
are expected to write about the students can eltbonore
and therefore use more target language structures a
vocabulary as prescribed by the activity and thi¢ efnstudy
from the textbook. The statistical interpretatisna simple
one that shows that the students who receiveddpthints in
their first and second attempts were discarded ftbenN
number used for overall calculations. Then the Imemof
positive changes — in this case the students whi fxem 1
to 2 on their first and second attempts respegctivewere
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compared with the number of no changes and negative
changes to establish the fact that the null hymihean be
discarded as the number indicates a high differencthe
positive results versus the others mentioned. ré&lagionship
ends up establishing the ratio between the 12ipesihanges
and the 5 negative/no changes.

3.12.3.2. Statistical Procedures — Holistic Grading

The Holistic grading has a slightly broader range
compared to the objective based system used bhdeaat
the institution profiled. It seems that the sigsttis still very
adequate for the holistic system which is stilheatrestricted
as it only offers a score range from 0 — 4.

N (Exp. Researcher + Change -Change No change Not considered* R
1)

14 13 0 1 0 .8

Figure 11: Sign Test Analysis of Alternative Hypsstis results
Researcher 1- experimental group 1. Holistic gngddrocedure.

Interpretation:  The holistic system implemented, which
strives to prove that B2 students on the CEFR caveh
significant improvement in terms of topic develomte
shows an even higher rate of success than thetogjdxased
system used for lower level students. This is irtgra to
increase the level of validity because it showsilaimresults
using a different evaluation system for the sameesit base
used in the objective based test. Furthermoregtige an
increased level of reliability because this testves that the
holistic system of grading can be applied acrosaraety of
English language teaching contexts and not onlythat
institution profiled in the preface.

3.12.3.3. Statistical Procedures — Ex-Post Facto

The results of this project present a very intemgst
point of reflection, which may lead teachers touealthe
design of this project for yet another purpose. tha first
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place, the teachers “guestion log” showed that esitsl
seemed to have fewer questions regarding the actual
instructions of the assignments. This led to fastaction
times, and may lead us to believe that by providinglents
with additional information about content, they Idutheir
confidence which makes them more apt to start their
assignments because they have a better idea of tivbat
want to write. In other words, some of the delayd a
confusion amongst the students who had not receilied
additional helped mentioned may stem from the tiaat they

do not know what to write. Of course, this acciasatvould
require further investigation, but the fact remathat the
students have fewer questions and react fastdretdasks at
hand after receiving the additional content buddin
information. The other inference that can be deiteed or
proven in this case is that students, in geneesdm&d more
content with activities where they had a highetbatality for

a successful outcome. This goes without sayingniost
academic activities where success is based orabgiade.

In terms of the impact of this project from a tearcs
point of view, there were many fewer activitiesttteachers
had to modify or skip because students were not &bl
elaborate on the topics at hand. This createdaadmin the
process which does require teachers to understarndhw
activities tend to be troublesome for students taed to find
the information necessary to help students overconee
obstacle. In other words, teachers have to spgtrd #éme
preparing students for certain activities, but tdeynot have
to spend extra time recreating certain activitiés.addition,
teachers can avoid that uncomfortable moment ehed in
the classroom because students are much more liadbe
semi-autonomous in their classroom behavior.

To conclude, the instrumentation and procedures
outlined were of utmost importance for collectirige tdata
needed. Chapter four shows how each group of stside
contributed to confirming the objectives set faatithe outset
of this project.
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Chapter IV
Research Findings

4.1. Quantitative Research Findings — Objectivesd@&ed Grading

Evaluator 1

The findings obtained through the statistical gsial show that the
students benefited greatly from the informationved to them in order
to allow them to write more about certain topics.

In terms of the objectives based grading syster ttie teachers
use to evaluate students at the institute profiteel Sign Test allowed for
the Null Hypothesis to be rejected because 56%eEtudents in the first
group showed a positive improvement. The finalitesn the first group
showed that the students earned an average of iMspmore after
receiving the information sheets specific to eactiviy tested. On the
other hand, to eliminate the idea of incidentalieay, the control was
tested the same way and the increase was notisaffiio eliminate the
Null Hypothesis. In other words, the results tog tontrol group show a
negative ratio between the students who got betsults and the
students who received worse results. The overatlegimprovement for
the control group was a mere .04 and with only .16%he students
showing improvement. The results fall well withthne Null Hypothesis
range for the control group.

In general terms, the students in experimental grbueceived an
average of .4 points more out of a 2 point gradgygtem. This
represents a 20% increase in the way they wereedray the teacher.



25
20
15
10

BFartve Ranote

BF: . 5 pazot:

= EEEEI'EY -FH

Experimental Group Control Group

Figure 12: Bar graph showing number of studentvitad positive,
equal or negative results from Evaluator 1 — Expemtal Group and
Control Group.

Figure 12 shows results for the first experimemggaup that was
given 2 similar tasks to perform. For the firsgkathe students relied on
their own previous knowledge in order to elaboratd=nglish about a
certain topic from their textbook. For the secomsk, information about
the content of the upcoming evaluation was giveti@ir native language
— Spanish. In addition, it shows the results fiibv® same evaluator for
the first control group. This control was givee tame tasks but without
any information in their native language for eitbee.

In the experimental group, 14 students improvedstizees of their
second tasks after learning about the content matteheir native
language - L1. Whereas 9 students obtained the saank and only 2
students received a lower score for the second Isanijhis data shows a
drastic improvement by more than 50% of the stugldatted after
receiving information about the topic in Spanish.

In the control group, the results were obvious thasimply asking
students to do a task and then repeat it withoytfarther help had little
impact on their results. For example, only 3 shislevere able to
improve their grades after the second sample wigected. The majority
of the students — 19 — obtained the same gradeeosecond sample as
they did the first while an additional 3 studentsrsened their grades.
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Figure 13: Bar graph showing the number of studewho obtained
grades of O points, 1 point or 2 points in Writihgand Writing 2 -
Experimental Group (Evaluator 1).

Figure 13 shows the points received by the stgdéort the first
experimental and control groups. No students veded points in either
group. However, in the first group, which is thestf task without L1
help, 19 students received only 1 out of 2 point8hen given help in
their first language about understanding the tgpior to the collection
of the language samples, using the same studbatsgdults show that 18
students got 2 out of 2 points on the sample. dlhesults show, without
a doubt, that giving the students information abgotoming textbook
content in their native language helps them undedsthe topics better
and, therefore, elaborate on the topics much mdosviag them to
receive better grades in the classroom.
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Figure 14: Bar graph showing the number of studemho obtained
grades of 0 points, 1 point or 2 points in Writihgand Writing 2 -
Control Group. (Evaluator 1)

89



Figure 14 shows information about points obtaingdHh® control
group for both tasks 1 and 2. The information reerggests that having
students simply perform a second task without gvithem any
additional help does not allow them to improve tth&gores. In this
group, 16 students received 1 out of 2 pointsdek tl while 15 students
received the same score for task 2. This means ttle overall
performance was essentially the same between tiek .

Evaluator 2

The second group in question also representedasimasults to
group 1, although there were slight differencethatendencies between
the evaluators, the overall grade improvement reét¢he same average
as group 1 at .4. This represents a total of 48%e students showing
an increase in their overall grade. The contraugr graded by the
second evaluator showed a .08 grade improvementoahd.16% of
students showing improvement. These figures ansidered null as in
the first control group mentioned.
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Figure 15: Bar graph showing number of studentvitad positive,
equal or negative results from Evaluator 2 — Expemtal Group and
Control Group.

Figure 15, which represents the second experimgntaip, shows
almost identical information obtained from evaluato In this group, 13
students increased their score on the second feskraceiving help in
their L1. This is just slightly off of the numbepsesented by Evaluator
1.

The second control group is also quite similarhe first where
only 6 students were able to increase their scoreshe second task
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without any additional intervention from the teach€uriously enough,
there was an equal number of students who decre¢lasgdyrades on the
second language sample also without any teachpr hel
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Figure 16: Bar graph showing the number of studemho obtained
grades of 0 points, 1 point or 2 points in Writihgand Writing 2 -
Experimental Group. (Evaluator 2)

Figure 16 shows the points obtained by the secoperenental
group. The results are strikingly similar to thestf group where it is
apparent that 14 students got 1 out of 2 pointhertask without L1 help
while 19 students got 2 out of 2 points on the sddask with L1 help.
These numbers prove that the hypothesis presentegel. Students who
read and understand certain topics in their natiwguages are much
more likely to be able to elaborate more aboutdhepics in a second
language.
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F
igure 17: Bar graph showing the number of studemts obtained
grades of O points, 1 point or 2 points in Writihgand Writing 2 -
Control Group. (Evaluator 2)

Figure 17 shows that the two control group taskslpced exactly
the same outcomes. In both cases, tasks 1 ansl @utlof 25 students
received 1 out of 2 points on the tasks. Thisraghbws that by simply
repeating a task without helping students undedstih@ content does not
allow them to fully express themselves in the n&wv L

4.2. Quantitative Research Findings - Objectivesdsed Grading
Intended Null Hypothesis

The next group related to the objective gradingesyswas based
on students who had very few pedagogical hoursystgdEnglish in the
institute profiled. This group was investigatecowing that the results
would fall in the Null Hypothesis category. Thigams that there was no
measurable improvement. The main purpose, that prasiously
mentioned, is to prove that English classes, teokbaand, of course,
English teachers are still necessary for studentsmprove their English
language skills. The foundation of this part o thesis proves that no
matter how much schemata building is attempted sthdents’ English
language performance is limited due to the numlbdroars studied. In
other words, it is still necessary to study in stegnatic English language
teaching program.
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Figure 18: Bar graph showing number of studentsovdbtained O
points, 1 point or 2 points from Evaluator 1 — Bakvel Experimental
Group — Intended Null Hypothesis.

Figure 18 proves that it is still completely neeggsto have
English classes. In other words, by reading inryawn L1, you will not
learn an L2. This concept seems quite obviousthwas included in this
project to prove that the experimental group sucaeas no fluke. In
addition, it coincides with the fact that the migsbf this research project
is not to eliminate the need for English clasdesthis figure, we can see
that 10 out of 12 students received 1 out of 2 gsowvithout reading any
previous material in their native language. Theosd set of figures
proves that the same students who did read up ercdhtent of the
upcoming evaluation in their L1 had virtually thearse result. 9 out of 12
students got 1 out of 2 points on the evaluatitmother words, giving
basic students information about the topics in &tadoes not offset the
fact that they simply have very limited vocabulamyd knowledge of
English grammar.
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F
igure 19: Bar graph showing number of students whtained 0 points,
1 point or 2 points from Evaluator 2 — Basic let@iperimental Group —
Intended Null Hypothesis.

Figure 19 is the final confirmation that testingstimypothesis on
very basic students does not increase their scavimgh means it does
increase their speaking and writing abilities. this chart, the data
gathered by evaluator 2 simply repeats that ofuatal 1.

4.3. Quantitative Research findings — Holistic BaskGrading

As far as the holistic based evaluation is conakritee overall
improvement of the students shows an even moreeadarkprovement
than does the objectives based data. Effectiv8Bb @f the students
showed an improvement in the depth and the randgbeaf work. This
means that only one student stayed the same whileeaothers showed
some degree of improvement. It is worth mentiontingt in this test,
none of the students showed a negative change.imipleation here is
that all of the data were considered because nbtieecstudents started
with a perfect score as was the case with the tbgscbased system. For
this section, the standard positive deviation far éxperimental group is
1.08 which represents an overall change of mone 2586 based on the 4
point score. This is important for the whole pobjdbecause the
hypothesis has potential uses with other evaluatigderia and areas of
study.

94



14
12
10 Oopts

E1Ft.

02 Pts.

03 Pts.

LT L T )

B4 Pts.

Upper Intermediate Experimedmber Intermediate Experimental
Group - Writing 1 Group - Writing 2

Figure 20: Bar graph showing number of student® whproved their
grade using the Holistic Grading System.

Figure 20 shows the data results of students whe wean upper
intermediate class where the grading procedure asenmolistic than
simply objectives based. In this case, the poystesn used is out of 4
points and not 2 like in the objective grading eyst This experimental
group shows that by asking students to write aloeutain topics with
reading about them beforehand in English incredlses grade point
average drastically. In this group, the first wgt without any L2 help,
there are 10 out 14 students with 2 out of 4 poirBy giving students
information to read in the L2 before writing abadlé topic, 9 out of 14
students got 3 out of 4 points. This proves, withe shadow of a doubt,
that the hypothesis holds true for both gradingesys — objectives based
and holistic based using the L2 when students havadvanced enough
level of English as a Foreign language..

4.4. Discussion — Research Questions

A.) Do learners who attempt to understand the badiseofaterial and
content presented in any given English Languagechieg textbook

series receive a more accurate evaluation of ther English Language
level?

The answer to this question is without a doubt y&ke results of
the objective based grading system show that mioae talf of the
students averaged between the 2 experimental groopsoved their
performance by at least 20% which, in terms ofrtve score, equals .4
out of a rather limited 2 point system. As presdme the thesis
statement and concluded with the data analysis,sthdents who are
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evaluated at the institution mentioned can simpiiered their work by

having more knowledge of the topics tested andupnebly many other
topics. The implication is that by extending thewrk, the students can
offer the teacher more target language structuteshnallow the teacher
to more accurately evaluate the students. It wagem that some of the
language samples in the control group and in thet 8ample of the
experimental group show that some students recébvedjrades simply

because of the lack of target language structuras the teacher was
expecting to see. The simple introduction of infation allowed for the

students to write more; therefore, receiving, ineggal, higher grades.

B.) Can these same learners extend the range and alefhtbir work
based on the extended knowledge provided to thethdiyteacher?

The second question is also answered positively.is Iworth
mentioning that the results to this answer showghdr level of increase,
which means that students can offer more profounswars to the
guestions posed in the textbook in question. Iditexh, the topic
development is richer simply based on the additidetails that students
received from the information sheets.

4.5. Implications

The implications are simple for this research gtud he teachers
using the textbook profiled in this project willl@h their students to
maximize the activities given to them in the bookhe depth of the
implications is noted in the fact that their motiga level seems higher
because they seem to know what they want to sdys doost in their
confidence level also seemed to reduce the numbguestions student
had before beginning the activity. Their confidemnd motivation seem
to go hand in hand.

The next implication is based on the fact thatheas will not have
to skip or alter as many activities, as the stuslenll be able to perform
the given tasks much more efficiently and effedtiveThe teachers will
have to investigate the information needed for eadhvidual activity
which means that the teachers will have a certarestment of time. It
is highly recommended that the teachers build dornmation bank
which, over time, will reduce the need for extnadito be invested in
class preparation. In short, the students willhanore confidence. They
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will be graded more fairly, and the teachers widtd less awkward
silence in the classroom during these types otities.

4.6. Limitations

Some limitations exist with the research projecgeneral. First of
all, officially, the results cannot be generalizsmtause all of the sample
groups contain less than 30 students. This meaats according to
internationally accepted research guidelines, tineag some contextual
tendencies that limit the results. Secondly, #search was limited to
one textbook series used by the students. Theitedi were tested
amongst different groups that represented a widege of the student
base as they were selected at different scheduoldsytto cover the
student diversity that is represented between fiffereht schedules
offered at the institution. However, the groupsstiidents were not
randomly chosen. They simply represent the stisdiatt registered for
the given courses on their own accord.

4.7. Recommendation for Further Study

The Following are suggested topics for researctedam this
study.

1.) To what extent does the students’ place of birith sotial customs
relate to the need to present schemata as preségtdtie original
hypothesis?

This would be very helpful for institutions to silgpsurvey the
incoming students in order to predict certain tewies that might be
inherent in different groups of students from d#éf® regions of a
country. This would be particularly helpful in naing the difficulties
presented by mixed ability groups of students.

2.) To what extent does the student’s educational lrackgl affect his
or her ability to manage textbook tasks? Can anitefdistinction be
drawn between the performance of public school esttel and private
school students?

Here again, the importance of surveying incomingdsits is
evident. In this case, rather than looking forthHplace, it would be
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helpful to look at previous education backgrourtinowing whether a
student comes from a public or private school etiolcamay also
determine certain language abilities and, againhelg with the issue of
mixed ability groups.

3.) Does sex establish a predictable pattern of resgltgsrescribed by
this project?

Perhaps the least obvious division based on thienpnary data
collected in this research project, would be tedaine language ability
predictability based on sex. This information, leeer, might be useful
in combination with the other areas of further gtydofiled in section
four.

In conclusion, can an institution create a blaretstionnaire that
can help place students together that have sigtilaracteristics? In other
words, is it possible to avoid mixed ability in tlobassroom? Is it
possible to create a group of students based omdmability? The
answers to these questions might be very helpfuintitutions as they
receive incoming students. Whether similar stusl@né placed together
in the same classroom, or if stronger studentspieed with weaker
ones in equal numbers is another area for furthazstigation.
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Conclusions

The results of this research project have proveathowt a doubt
that the students (A2 on up - CEFR) can better stweir true
English language level skills by first having marermation about
the topics that they are expected to use in ordeshiow their
language abilities.

This was accomplished by using two différevaluators that work
for the same institution but at different locations addition, the
student selection process consisted of lookinguatesits who study
at different schedules in order to see how thigaesh project
affected the different type of students that temgtudy at different
points during the day; for example, the adults vetedy in the

morning versus the teenagers that tend to studye niorthe

afternoon.

The results, as published in section fehigw that the students in
guestion on a whole improved their ability to eledie on the
different topics presented in the textbook basetherfact that they
have more base knowledge of the topics. This @dvat, in many
cases, students who do not respond to certainiteegigiven in the
textbook series used simply lack the confidencddaso based on
their lack of previous knowledge of the subject enat.
Furthermore, there is a serious concern about howurate the
evaluation process is for these students if thhae E£nglish ability
IS not shown.
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This research project is in no way intended toaeplthe necessary
English class and teacher. The students, who tested in their
second month (Al — CEFR) of studying English, shmmnincrease
after receiving the extra information because teegply do not
possess enough English vocabulary and other laeguégmation
like grammatical structures etc.

These students, called basic two stugéeats no way of improving
their English ability after reading about contenaterial in their
native language. This was to be expected as tiests profiled in
this case simply have very limited experience vtiglish. The
results in this case showed that the studentsnetllbenefit at this
level, but the supposition is that they will deyela strategy for
language learning and evaluation preparation thiabenefit them
as they reach the A2 CEFR level. They will therlfgery
comfortable researching topics on their own andretore, receive
more accurate evaluations based on their real §Eindinguage
ability.

Upper intermediate (B2 — CEFR) Showed an improvemenhe
depth and range of their work because they podsessledge of
the vocabulary and grammatical structures necedsaglaborate
their work even more when they have extended kndgdeof the
topics.

This improvement was measured on a holishsed grading
system that is employed for students at this upptrmediate
level. Again, the idea is simply to allow these rengroficient
students to elaborate even further on topics thay tmight not
otherwise have much information about. The endltés basically
the same as the more basic groups who were tesiid an
objective based grading system which is to prowtiglents with
the previous knowledge of topics presented in tteeitbooks that
allow them to show their English ability and not l&mpered by
the fact that they simply do not know about thedsp
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4. Teachers can avoid skipping these known troublesaxctieities by
simply preparing the students for the content thabd become part
of the evaluation process.

Many teachers surveyed for this researofept mention that they
simply skip these activities that present the dcitichallenge of
needing previous information in order to fully edaste their ideas
in English and receive a more accurate evaluatfiaher English

level. In fact, it seems easier to assign studeits the task of

researching basic information about these troubdesdopics in

their native language outside of class rather tlcampletely

reinventing the task. It is certainly better treamply skipping the

topic altogether.

5. The teachers at any given institution can sharemaipces regarding
the activities that they think fit these criteria.

Given the fact that the students profiladthis research project
represent the vast majority of the student badenra and, perhaps
all of Peru, it is safe to say that many otheriingons that use
similar textbook series would be able to benefitrfrthis process as
well. It is worth mentioning that the capital cioy Peru where the
research took place is a fair representation afesits from many of
the provinces in Peru as Lima is melting pot ofeddnt cultures
that are present throughout Peru. Although thisuldiaequire

further study, students in other areas of Peru aed)aps Latin

America, could also benefit from these results.
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Appendix A:
Teacher Survey

Dear Colleague,

| am working on a research Project for my profasaiaevelopment that
aims to help increase the depth of students’ vgiand speaking skills.

In order to accomplish this task, it is importaatknow some topics

(communication/writing activities) that your studemften struggle with.

Please write down some activities that you feetHi@se criteria. Please
remember that your answer can be based on anyirigamntext that you

have experienced. In addition, these responsebeaased on any book
as well. It is important to remember that thisessh is in no way

intended to criticize any textbook on the marketsent or past.

Your Name. Years teaching.
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Appendix B:
Teacher Responses

Basic level

Group 1:

Do you like your name?
Do you know a famous name changer?
Do you buy electronics on the internet?

Do people wear costumes for festivals or holidaygaur
country?
Is the internet a good way to meet people?

Where is a good area for window shopping in yoty2ci
What do you buy on the internet?

What are some unusual jobs for men? For Women?
Is it easy for college students to find a job?

Do you look like a famous person?

What gestures are rude in your country?
Talk about some reality TV shows.
Imagine you want to have a garage sale?

Which are the best neighborhoods in your city? Woast?
(they are where the is live)

What are good reasons to live in a suburb?

Do you have a passport? Why or Why not?

How often do you go on vacation (travel)?

When you travel do you ever leave things in youehmom
or the airport?

Imagine you found $850,000.

Dreamer, Artist, Thinker and partner: think ofaanous
person for each type.
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Do you make New Year's resolutions? What kind?
Name a holiday that celebrates a national heroat dh
people do on that day?

Who are your heroes? Name one from the past.
What stories do you know about animal heroes?

Do you know Kosovo, Afghanistan and Chechnya?
Talk about a time when a stranger helped you.

How do you remember new English vocabulary?

Do you daydream? What about?

Do you try to understand the meaning of your dréams

Do you think animals can communicate with humari3@
you know of any animals with special talents?

How often do you compliment others?

What kind of movies do you rent?

Do you read movie reviews?

What is the name of a movie remake?

Do you have a high school yearbook?

What are some people nosy about?

What class awards are given in your high school?
Talk about a famous detective you know from TV.
Do you know any other stories about strange lightee
sky?

Talk about Hoaxes.

What do you think about being a house husband?
Would you like to have a makeover?

What things are old fashioned?

Why do companies use trend spotters?

Do you think an errand service is a good idea?
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Group 10:

Group 11:

Would you like to work for a catering company?
Create a theme party.

What American festivals do you know?

Do you know the end of the movie Lion King?
Talk about dog-walkers.

Do you like to talk on the phone?

Talk about rescue robots.

Would you put your dog in a kennel?

What cities are good destinations if you are triage$olo?

Intermediate level

Group 1:

When you go on vacation, do you prefer a luxuriplase or
a simple place?

What features do you think are important in a newa?
Do you prefer to travel by bus or by car?

How do you get your news?

Why do people us e personal ads? Are they a gaydaov
meet people?

Have you ever been on a guided tour?

Have you made a culture capsule?

What do you know about Starbucks, Nike and Micrtisof

What famous businessmen/women do you know?

Do you like your doctor?
If you were asked to start a neighborhood associatinat
would you do to get members?

When choosing a hotel, what features do you looR fo
Name a manmade wonder or engineering feat.
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Appendix B1

The responses to the questionnaire are divided Basic and
Intermediate levels. The basic level consists ef20months of
instruction which is equivalent to 0-456 hours tssroom instruction.
The intermediate level is limited to 13-24 montHsimgstruction that
range from 457-912 hours of instruction. These lbers represent the
educational structure of the students being testadh, as mentioned in
the introduction, divides each level into sepamatnths. Each month
consists of 38 hours of instruction including fofreaaluation.
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Appendix C:
Questionnaire - Student

Name pQGreask 1

Dear Student,
Why do you think this activity is difficult for ydt (¢, Por qué crees tu que
la actividad en cuestion es muy dificil para ti?)
A. | do not understand the English words in the irtdioms.
(No entiendo las palabras en inglés)
B. | do not have previous knowledge of the subjectt@nat(No
tengo conocimiento previo del tema)
C. Ido not care about the topic. (No me importaeeid)
D. Ido not like to study English. (No me gusta esudhglés)
E. Other:

Obejective:

(To be completed by the teacher- Estar completad@lgrofessor)

Signature (firma)
Appendix C1

Some of the responses included in the survey ginerare based
on activities that asked students to talk aboutgerssues that they just
simply did not understand and, to which they mastainly lacked any
previous exposure. For example, one author askelksts to talk about
animal heroes. The book wanted to present adgsctiggarding heroic
behavior and such, but the problem here
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Appendix D

Appendix D — Student Response chart
Secondary Control Groi Basic Studen - Evaluator
The following chart represents the answers to threey for the secondary
control group — Basic students. Evaluator 1
Experimente Answel Othel

S1 Geneis A
Sz Michae A
Se Bryan Danie C
S4 Dante E Vocabulary
St Any A
SE Sandibe A
S7 Jean Andre Ren: E Vocabulan
SE Maribel E Englist
S¢ Jordy B
S1c Kiara A
S11 Geraldint C
S1Z Anthuane E Vocabulan

To sum up the information concluded from the expental group
2, it is safe to say that the students have ditficpreparing their writing
samples because they do not know enough Englisbhwhirepresented
with 5 students marking letter A that says theyndbunderstand English.
In addition, 4 students marked other. 3 of theentlthat they do not
have enough vocabulary in English while tHewdrote English as being
the cause of the difficulty. Altogether, 2 studentrote that they do not
care about the topic. This may be due to their age their interest in
English or in this research project. Only 1 studerote that he did not
have previous knowledge about the topic. This @sahe theory that it
is still necessary to have an English teacher alwitly textbooks and
classes. It is impossible to simply give entryelestudents information
in their native language and expect them to leargligh on their own.
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Appendix E

Appendix E — Student Response chart
The following chart represents the answers to theey for the secondary
control group — Basistudents. Evaluator 2
Experimental Answer Other

S1 Anthony B
S2 Bruno B
S3 Alejandra A
S4 Angelo A
S5 Miriam C
S6 Milagros A
S7 Dary E Words
S8 Barla E Vocabulary
S9 Oscar C
S10 Carolina E
S11 Geraldine A
S12 Angelina A

To conclude the information for thé%&econdary control group of
basic students (evaluator 2), you can see thaanleers to the survey
were very similar to those in thé' $econdary control group (evaluator
1). 2 students marked answer B and 5 marked anfSwé&hese are exact
matches to the®1group mentioned. 2 students marked letter C ®ith
more marking letter E. In terms of the reason®wgiwith the 3 answers
E marked, 1 was left blank with yet another writvacabulary and one
more writing “words”.
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Appendix F

Appendix F — Student Response chart
Secondary Control Group Intermediate Students
The following chart represents the answers to theey questions for the
secondary experimental group — Uppeermediate level. Researcher 1
Experimental Answer Other
S1 Erika A
S2 Carla B
S3 Laura B
S4 Ana Lorena B
S5 Gustavo B
S6 Eduardo B
S7 Cristina E Topic
S8 Renzo E Grammar
S9 Mariano A
S10 Pablo B
S11 Dany B
S12 Ada B
S13 Marisabel A
S14 Miluska C

The results for the experimental group are veryresgive and
point out that out of 14 upper intermediate stusie@tsay that they have
trouble developing their activities because thek lprevious knowledge
of the topic. This is the ultimate target group fobis research project
because as the research shows, this is the gratippe¢hefited the most
from the investigation of the theory stated. Imlitidn, we can see that
57% of these students recognize the fact that tlaee not heard much
about the topics that they are expected to writaiab
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Appendix G:
Writing Template

Writing Task 1 Group 1.
Name: Level:
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Appendix H:
Teacher Rubrics

Categories of Student Performance

Among the most difficult issues in language evabamatand
assessment is defining the varying degrees of destis performance
and associating them with specific scores or grddas reflect student
achievement in a course. This applies to measwistudents’ response
to a communicative activity or task, which in turepresents an
opportunity for them to demonstrate the abilityrieet a specific learning
objective, as well as the ability to respond sat#drily to other forms of
oral and written tests. In order to grade studeatsurately, most of the
responsibility lies with the teacher, especiallyantstudent responses to
in-class activities and tasks are being evaluatadl @ good sense of
judgment — based on clearly defined criteria —aquired. Language
samples from students must be classified into @sgoé performance and
graded accordingly, which makes the teacher’'s saisg@erception
indispensable for successful assessment and eloaluat

The fact that teachers can often apply evaluatidtera in
accordance with their own perceptions in detrimehtuniformity, or
inter-rater reliability, represents a challenget thaust be overcome. In
order to minimize the degree of variance amongheacwhen assigning
grades for similar levels of performance, the syst@articularly the
evaluation criteria, must be simple and easy toetstdnd, with clearly
defined parameters of performance in favor of ahéigdegree of
reliability. In order to create such an instrumeaesearch was done on
current approaches to evaluation and assessmehtawtudy of existing
frameworks and exemplars that could be considepeddir particular
setting.

In order to apply evaluation and assessment cdyrent the
classroom, it is important for teachers to firsderstand the difference
between these two terms whenever such a distinisiamade. Burke
(1999) highlights the difference by describing assgent as “an ongoing
process of gathering and analyzing evidence of vahstiudent can do”,
whereas “evaluation is the process of interpreting evidence and
making judgments and decisions based on the ewdgihatroduction,
xviii). In other words, the application of the terfavaluation” in our
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setting would result in a grade to support a judgna the student’s
performance, or what is commonly called a testtsnviarious forms,

whereas assessment implies that a teacher is alyafsring data as a
result of the endless number of interactions tlate tplace in the
classroom, using that data to make decisions tgtadestructional

practice accordingly. It is important, however, goint out that both

terms are often used interchangeably. Neverthelessyill adhere to the
definitions presented herein for purposes of glarit

In order to assess student performance in respunsetivities,
tasks, and projects, it is common practice to useics, which are often
in the form of grids or charts, since they contdia evaluation criteria
used to define the varying degrees of student sscce the
accomplishment of specific learning objectives andke it easier to
assign the respective scores. Analytic and holgtaring instruments are
commonly used, both of which will characterize oexw evaluation and
assessment system. The actual instruments andenafutheir use
depends on the type of student output to be ewuat well as the
course level.

The next section will present the actual scoringgthat teachers
must use to assess student performance and assigs sising the Class
list & Worksheet control. The rubrics that are gtialin nature, which
require the use of interdependent categories, foousvo key categories
of performance: accuracy and communication. Theyuaed for oral and
writing samples obtained from students in Basiadshts) through
Intermediate (students), with the exception of #densive writing
samples (ex. Essays, compositions, reports, &thigh are introduced in
Upper Intermediate Courses. These will be evaluditealigh a holistic
scoring grid, which is also explained later on.

Speaking:

The evaluation and assessment, particularly tisg ff a student’s
speaking skills can be a very demanding endeavareagher must at
least possess a solid understanding of the typ&sgtiage samples that
are to be sought, the activities through which #aamples can be
obtained, and the rubrics or evaluation criteridoéoused. However, as
we will soon also see in the section on writing,igtimportant to
differentiate between the different types of largridamples, which in
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turn can be associated with specific forms of primnactivities or tasks.
Brown (2003, pp.141-142) offers an excellent sunymaf the oral
language sample types that students commonly peoduc

* Imitative — The simplest form of utterance, stutdeare expected
to reproduce a language sample in the form of alwwoinrase, or
possibly even a sentence by repeating (imitatihg)target model.
The main focus is pronunciation.

* Intensive — Interaction is kept to a minimum &tadents are only
expected to produce short samples of language atfeatdirectly

associated with grammatical form(s) or the abitdydemonstrate
phrasal, lexical or phonological relationships. Thgpes of

activities used for elicitation are directed resporasks, reading
aloud, sentence and dialogue completion, pictussiciasks
designed for short responses, and translation uphéo single

sentence level.

* Responsive — The primary characteristic is the fiaat students
are allowed more freedom to respond within the exdnof short
conversations, standard greetings and small taikple requests,
brief summaries, opinions and comments, etc., lheittdtal length
of the student’s spoken utterances is still veryrsiThe stimulus is
basically a spoken prompt on the part of the teacmeanother
student (much scaffolding through previously pregamaterial)
with only one or two follow-up questions.

* Interactive — The length and complexity of thedsnt's oral
production are significantly greater as opposedvi@at could be
expected in a responsive scenario. Multiple exchangnd
participants are possible for the purpose of exgiman specific
information (transactional language) or maintainingpcial

relationships (interpersonal exchange). These sasmpghn be
obtained through role-plays, extended picture promgtivities,

pair work and group work activities in the formdigcussions and
conversations of the 12 type or those focusing parilp on

meaning, such as the I3’s and 14's.

» Extensive (monologue) - These oral production gaminclude
speeches, oral presentations, and story-telling witich planning
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on the part of the speaker. Interaction with otimerlocutors is
usually minimal or non-existent unless there isravigion for
guestions and answers during the episode.

In our own setting, we will be dealing primarily tviresponsive,
interactive, and extensive sample types where forevaluation is
concerned although the last is basically resenadtlie category of
“Autonomous Learning Project” when in-class perfanoe is required,
particularly at the upper-intermediate level. Hoem\all speaking types
are to be considered valuable for formative assesspurposes.

The following rubrics for Speaking, which have besswveloped
exclusively by (this institution) along Brown’'s (@B) framework,
provide the criteria to consider when scoring aehis’ performance in
class in response to a specific learning objective:

AREA SCORE

0 1

Accuracy

The student was mostly
unable to use the target
form(s) successfully or
only did so after receiving
assistance.

The student was able to
use the target form(s)
successfully most of the
time without assistance.

Communication

The student's language
was incomprehensible at
least 50% of the time, not

in accordance with a
successful completion of
the task, or ambiguous
because of misused
vocabulary.

The student's language
was comprehensible most
of the time, in accordance

with the successful
completion of the task, and
characterized by a correct
use of vocabulary.
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Appendix I
Researcher Rubrics (Holistic)

1. Topic is richly, fully and complexly developed. rganization is
appropriate and effective, and there is excellanmttrol of connection.
Flexible use of a wide range of syntactic (sentdegel) structures, and
accurate morphological (word form) control. Vockioy is broad and
appropriately used. Spelling and punctuation appear free.

2. Topic is generally clearly and completely develgpedh at least
some acknowledgement of its complexity. Organizais controlled and
generally appropriate to the material, and theee faw problems with
connection. Both simple and complex syntactic $tmas are used with
some flexibility; morphological control is genesaljood. Vocabulary
use shows some flexibility, and is appropriate.elBpy and punctuation
errors are sometimes distracting.

3. Topic is developed clearly but not completely andthout
acknowledging its complexity. Organization is getly controlled,
while connection is sometimes absent or unsucdes8oth simple and
complex syntactic structures are present, in s@eays at this level these
are used cautiously and accurately while in otlieese is more fluency
and less accuracy. Morphological control is incstesit. Vocabulary is
adequate, but may sometimes be inappropriately.us8gdelling and
punctuation errors are sometimes distracting.

4. Topic development is present, thought limited bgompleteness,
lack of clarity, or lack of focus. The topic mag treated as though it has
only one dimension, or only one point of view isgpible. Organization
is partially controlled, while connection is oftabsent or unsuccessful.
In some essays at this level both simple and coogyetactic structures
are present, but with many errors, others haveratesyntax but are
very restricted in the range of language attemptedorphological
control is inconsistent. Vocabulary is sometimesdequate, and
sometimes inappropriately used. Spelling and paicn errors are
sometimes distracting.
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Appendix J:
Information Sheets - Spanish

La Feria Gastrondmica Internacional de Limaes una feria anual que
se realiza en la ciudad de Lima. Esta feria esnizgda por la Sociedad
Peruana de Gastronomia (APEGA), asociacion fundamtael chef
Gastdén Acurio, y actualmente liderado por su pesdil Mariano
Valderama.

La primera edicion de la feria llevo el nombre &l Mucho Gusto" y
se realiz6 en las antiguas instalaciones del Qu8da Martin, en el
distrito limefio de Miraflores, en septiembre de 0fbngregando a mas
de 23 mil visitantes.

En su segunda edicion, la feria cambié su nomBMistura 2009" y se
traslado al Parque de la Exposicion, en el Cerciedbima. El éxito de
Mistura 2009 fue rotundo, con mas de 150 mil wdga en sus cuatro
dias, lo cual la convierte en una de las feriagrgg@a@micas mas grandes
de Latinoamérica.

La tercera Mistura se realizé en 2010, con cinas die duracion y
ampliando su éarea utilizado en el Parque de la &g@m en casi el
doble. El tercer evento, Mistura 2010 celebraba, wo enfoque especial
los productores agricolas, incluyendo presentasioneharlas, vy
participacion de varios productores de la papavaatAdemas, en
Mistura 2010 se presentd el tema de "GastronomfteBSible” con
charlas, lanzamiento de la pagina web de www.Gasiniasostenible.pe
y "el puente de sostenibilidad" con un enfoqueaeanchoveta Engraulis
ringens.

La cuarta MISTURA, patrocinado por APEGA, sucedeaéa el tercer
afio en Parque de la Exposicién con un duraciénlddids, abierto al
publico general entre 9 Setiembre hasta el 18 tlerflere. En 2011 Las
Frutas Amazodnicas sera protagonista, con el cevadmo plato de
estrella. En 2011, MISTURA seguira exponiendo emae de
sostenibilidad y su importancia en la difusion agastronomia Peruana.
Segln APEGA , ademas de docenas de chefs, cocineros y praesedo
peruanos, MISTURA 2011 contara con la participacia lideres
culinarias internacionales como Ferran Adria deaBap René Redzepi
de Dinamarca, Michel Bras de Francia, Yukio HattlariJapon, Massimo
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Bottura de ltalia, Dan Barber de EEUU, Alex Ataka Brasil, y Heston

Bluementhal de Reino Unido. La feria esta centextlda gastronomia e
inclusion social e incluye concursos, mesas redgrakarlas magistrales,
ciclos de cine y presentaciones de libros y masictie otras actividades.

La gastronomia del Perues de las mas diversas del mundo, como lo
demuestra el hecho que es el pais con mayor nishegpatos tipicos en

el mundo, y segun varios entendidos alcanza un equevalente al de la
comida francesa, china e hindu.

La cocina peruana resulta de la fusién inicialal&ddicion culinaria del
antiguo Perld —con sus propias técnicas y potajesr- la cocina
espafiola en su variante mas fuertemente influeaqiad la presencia
morisca en la Peninsula Ibérica y con importantertap de las
costumbres culinarias traidas de la costa atladét#frica subsahariana
por los esclavos. Posteriormente, este mestizajgosmfluenciado por
los usos y costumbres culinarios de los chefs ésex que huyeron de la
revolucidon en su pais para radicarse, en buen mjrearla capital del
virreinato del Perd. Igualmente trascendental faanfluencia de las
inmigraciones del siglo XIX, que incluyo chinos tameses, japoneses e
italianos, entre otros origenes principalmente geos.

Como particularidad exclusiva de la gastronomia Hetu, existen
comidas y sabores de cuatro continentes en unpoky, esto, desde la
segunda mitad del siglo XIX.

Las artes culinarias peruanas estan en constaoiigcgn y esto, sumado
a la variedad de platos tradicionales, hace impogbtablecer una lista
completa de sus platos representativos. Cabe nrarajpie a lo largo de
la costa peruana existen mas de dos mil quiniedifssentes tipos
registrados de sopas, asimismo existen mas dedbfep tradicionales.
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Appendix K:
Information Sheet — Spanish 2

Una tienda en linea (también conocida comtienda onling, tienda
virtual o tienda electrénicg se refiere a un comercio convencional que
usa como medio principal para realizar sus tramsaes un sitio web de
Internet.

Los vendedores de productos y servicios ponen posicgon de sus
clientes un sitio web en el cual pueden observatigenes de los
productos, leer sus especificaciones y finalmendguiairlos. Este

servicio le da al cliente rapidez en la comprapdaibilidad de hacerlo
desde cualquier lugar y a cualquier hora. Alguriaadas en linea
incluyen dentro de la propia pagina del producton@nuales de usuario
de manera que el cliente puede darse una ideaelmam de lo que esta
adquiriendo; igualmente incluyen la facilidad payae compradores
previos califiquen y evallen el producto.

Tipicamente estos productos se pagan mediant¢atagecrédito y se le
envian al cliente por correo, aunque segun el pdés tienda pueden
haber otras opciones, como Paypal.

La inmensa mayoria de tiendas en linea requierecrdacion de un
usuario en el sitio web a partir de datos como neirtireccion y correo
electrénico. Este ultimo a veces es utilizado comealio de validacion.

Debido a las amenazas a la privacidad de los datomternet y la
amenaza de robo de identidad es muy importante baocgpras en linea
solamente en sitios reconocidos y de buena regutagjualmente es
recomendable no proporcionar datos personales tairpda de crédito si
no se esta utilizando una conexion segura.

Para asegurarse que la tienda visita es legitimgyuede comprobar,
entre otros, los elementos siguientes:

. Presencia de Condiciones de Uso y Aviso legal

. Datos de contacto completos, incluyendo el nombrka y
direccion de la empresa (LOPD)

. Sello de confianza reconocido como el de ConfigDahne,
o recomendacion por la FECEMD
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. Presencia en directorios de tiendas online, quepcaipan
estos elementos

. Existencia de una tienda fisica, aunque no impmegaie

. Aviso de consumidores en sitios externos (compaeado
foros, directorios de tiendas...)

. Ganador de premios de comercio electrénico

Aunque varios vendedores en linea estan dispuestbacer envios
internacionales, por ejemplo desde Estados Unidadgan pais de
Ameérica Latina, no pueden garantizar el despacHoedeio por la

incertidumbre sobre el servicio de correo haciehalic paises. Estos
envios internacionales dificultan también las desidnes y los reclamos
por garantia. Finalmente los servicios de aduanalde en el pais de
destino pueden exigir el pago de impuestos adilgsna la hora de
introducir los productos al pais
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Appendix L:
Information Sheet 3 - English

Animals have a knack for saving other animals, thety've also been
known to put themselves in the line of danger famhns -- and we're not
just talking about pet dogs that protect their heifnem burglars.

From dolphins that rescued a surfer from sharksaantiale that helped a
drowning athlete to an elephant that protected angogirl from a
tsunami, these amazing, selfless animal heroesnces once again of
the unique species we co-habitat with that we negulotect.

Whale Saves Diver

Athlete Yang Yun was part of an underwater comjpetithat required
contestants to remain at to the bottom of a 20-éwotic pool in China's
Polar Land when the freezing temperatures causedefje to cramp,
leaving her unable to return to the surface.

That's when one of the tank's residents, a beluigalevnamed Mila
grabbed Yun's leg and guided her up toward the air.

Dolphins Save Surfer

Flipper spent several seasons helping humans qainsf, but his rescues
aren't entirely out of the ordinary for the dolppiopulation.

Stories of dolphins rescuing humans are everywheotyding the one

about Todd Endris, a surfer who survived an attgck great white shark
that he said "came out of nowhere" off the coagalffornia.

After he was bitten, a pod of bottlenose dolphimsled Endris, holding

off the shark until he could make it back to shergist as they would for
one of their own.

Gorilla Saves Boy

When a 3-year-old boy fell into the gorilla exhihit the Brookfield Zoo
in lllinois it wasn't just injuries from the 24-fodrop that put him in
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danger: The exhibit had several adult gorillas @mpldy that were also a
threat.

But 7-year-old female gorilla Binti took over, piog up the boy and
cradling him before leaving him gently by a door fmookeepers to
rescue him. The toddler was transferred to theitadssnd recovered.

Dog Saves Boy

Man's best friend isn't the kind to shy away framauing an owner, but
it's still heartwarming to hear about pups that {heimselves in harm's
way for their masters.

In this case, it was 18-week-old puppy Pinky whabiped the attention
of a swarm of bees that was headed for her humapaoion, 9-year-old
Richie Bragg: Pinky was stung more than 40 timesshwived and most
likely saved Richie -- who has a blood conditiomttiprevents proper
clotting -- from needing serious medical attention.

Seal Saves Man

When an injured elephant seal pup was rescued %4 39 the animal
center that would become the Aquarium of the PgcKeepers were
simply hoping she'd survive -- she did, and becanfevorite of visitors
and locals with a reputation for being "a gentlangi* as volunteer Hugh
Ryono writes on the Aquarium's blog.

But when Ryono fell while feeding seal pups a ykder and found
himself unable to get out of the way of the pupgjrassion, it was
Gimpy that stepped in, protecting Ryono from amcktt(and earning a
write-up inReader's Dige$t

Lions Save Girl
While some sites dispute the truth of this stdriie Guardianreports
that, in 2005, a girl in Ethiopia was kidnappeddeyen men and beaten

for a week -- until three lions chased the men aa&y stood guard over
the girl until police found her.
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Theories for the lions' behavior range from theaitieat they mistook her
cries for those of a baby lion to the possibilliat they were preparing to
eat the girl when the police arrived, bilihe Guardianquotes an
Ethiopian police sergeant as saying, "If the lidbvagl not come then it
could have been much worse."

Watusi Calf Saves Woman

Along with mentioning Gimpy the seal in its "True8es of Hero Pets"
collection, Reader's Digestalso brought our attention to Lurch, an
African Watusi calf that intercepted his owner, idanwolf, while she
was walking the paths of her Arkansas refuge.

Lurch refused to move out of the way and when VWadfbbed his horns
to guide him, he knocked her off balance -- therptgventing her from
stepping on a coiled copperhead snake she was abdisturb.

Dolphin Saves Drowning Swimmer

It's not just shark attacks that inspire dolphiasswvim into action and
save humans: One rescuer, Filippo, was a popudatenet of the Adriatic
Sea off Italy's Manfredonia who became a spur-efstfoment lifeguard
when a 14-year-old boy fell into the ocean -- with&nowing how to
swim.

Scotland's Daily Recordeports that the dolphin pushed the boy to keep
him above the water until his parents could puth o safety.

Elephant Saves Girl
Amber Mason, an eight-year-old girl from Bucks, Emgl, was in
Phuket, Thailand when the tsunami struck in 2008ding an elephant

named Ningnong.

As the water rose, the elephant ran up the shaking the brunt of the
impact and keeping Amber above the water.
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