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From the Dean 

Dr. Azzah Al-Maskari 

Dean, Ibra College of Technology 

It gives me great pleasure in presenting the second 

volume of Oman Journal of ELT (OJELT). Paradigm 

shifts in EFL context, in the recent years, envision a 

collaboration of pedagogical teaching methods with 

student-centered learning and teaching. The articles 

in this journal lend insights to the readers regarding 

language learning. The articles also strengthen the 

academic discourse and elicit critical thinking.  They 

are undoubtedly a rich source of academic 

development. We appreciate the efforts of the 

contributors to this volume and the support of the 

ICT family.  
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Mr. Salim Saeed Salim Bani Orabah  
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Mr. C. Kodhandaraman  
Editor 

We are pleased to launch the second volume of  Oman Journal of 

ELT. This journal is a compilation of articles focusing on various 

aspects of the teaching of English. It is only through investigation, 

action research and experimentation that we can improve our 

teaching methodologies. Hence, this volume attempts to 

establish a better understanding of learner’s plight in ‘acquiring’, 

‘performing’ and ‘evolving’ in the EFL context, which can support 

teachers with new methods and tools to facilitate teaching and 

foster a congenial environment for learning. The articles in this 

volume try to provide solutions to  issues such as students’ 

inadequacy in reading,  speech act of complaining, differing 

perceptions  of the concept of 'autonomy', theoretical and 

practical issues in lexical form, lack of motivation, and the 

absence of student support services. we thank all the 

contributors for making this volume possible and worth reading. 

As long as there is a gap between what teachers should know and 

what teachers already know, our attempts to bridge the gap will 

continue. We can't miss this opportunity to invite your article for 

the next issue. We're sure your contribution will make it 

invaluable.  
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Poor Reading in Second language: a reading 
problem or a language problem? 

                                             Salim Bani Orabah 
Ibra College of Technology 

Introduction 

Very frequently, learners reading in second language seem to read 
with less understanding than they reportedly read in their first 
language. According to my experience as a teacher I always notice 
that most of my students (Omani) read English slowly and with less 
understanding than when they read in Arabic. MacNamara (1979) in 
Alderson and Urquhart(1984) also found that the French students he 
studied were reading in English at slower rate and with lower 
comprehension than students reading in French. Thus this leads us to 
ask: is poor reading in L2, a reading problem or a language problem? 

Based on my experience, many teachers of English in my country 
(Oman) believe that the reason their students fail to read adequately 
in English is that because they fail to read adequately in Arabic. They 
think that poor English reading is due to lack of good reading abilities 
in Arabic. Thereby, the problems of reading in English would be 
solved if students learned to read properly in Arabic. But I think it is 
difficult to prove this belief unless other views and arguments are 
introduced. In fact a great deal of work has been done on this issue 
with a lot of arguments.  

Some writers claim that second language reading is a reading 
problem and not a language problem. Among those who take this 
position are Jolly (1978) and Cody (1979) in Alderson and Urquhart 
(1984). Those writers argue that reading in L2 depends on the ability 
to  read in L1 and not on the level of the language . They assert that 
the transfer of L1 abilities / skills can support L2 reading and 
therefore, students who cannot read fluently in the second is 
because they do not employ the L1 skills or they could not transfer 
them. In view of this assumption some writers claim that not all L2 
learners can posses L1 abilities. Ridgway (1997) study confirmed this 
view and show that L1 reading abilities are used more in 
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intermediate than in advanced or beginning levels. Despite this, some 
writers go further and claim that the transfer from L1 can support L2 
reading comprehension as well as impede it. That is when L2 readers 
read difficult texts they mostly rely on L1 reading abilities and 
knowledge of the world to help them make sense of these texts. 
Sometimes these resources are successful but at other times they can 
be misleading and slow L2 processing routines (Grabe and Stoller 
ibid : 54). Accordingly,  the implication for L2 reading is that, in order 
to lessen the L1 interference students need to be provided with texts 
that are easy to read and enjoyable. 

In contrast, other writers have different point of views. They claim 
that poor reading in L2 is a language problem rather than reading 
problem. Among those who take this position are Grabe and Stoller 
(2002),  Roberts Auerbach and Paxton(1997) , Alderson and Urquhart 
(1984) and Alderson (2000). These writers provide evidences which 
suggest that  students’ knowledge of the second language is more 
important to the comprehension of second language texts than is 
reading ability in the first language. And they argue that second 
language readers can transfer the abilities / skills of the first language 
to second language contexts if they cross the language threshold. 
Language threshold refers to the amount of second language 
knowledge (vocabulary and structure) that L2 reader need to know in 
order to use L1 skills and strategies that help to understand L2 texts. 

This threshold is usually crossed whenever second language readers 
encounter texts in which they know almost all of the words (Grabe 
and Stoller 2002:51). Liu and Nation (1985) cited in Grabe and Stoller 
(2002) found that readers need to know 95% of the words in a text to 
gain adequate comprehension and to be able to guess unknown 
words from  context. Language threshold is not fixed and varies 
according to the reader and type of text. As the reader moves 
beyond it as he becomes able to read more fluently, but new or 
difficult text may throw the reader back to a level of less fluent and 
inefficient reader(Grabe and Stoller 2002, Alderson 2000 and 
Aebersold and Field 1997). Thus the implication as Aebersold and 
Field (1997:27) state is that, “although it is important to challenge the 
learners and make sure that they continue to learn about the reading 



Oman Journal of ELT 

 

3  

 

process as well as about the content of the material they are reading, 
it is also important to avoid the frustration and despair that arise 
from constantly being required to tackle L2 reading  texts that are far 
beyond one’s language competence.” 

Despite this assumption of the importance of the language 
knowledge, Robersts Auerbach and Paxton (1997) found in their 
study that second language readers can compensate the lack of 
second language knowledge by the use of other strategies. Roberts 
Auerbach and Paxton (ibid : 238) state that “there is evidence that L2 
readers can compensate for a lack of English proficiency by invoking 
interactive strategies, utilizing prior knowledge, and becoming aware 
of  their choices” Roberts Auerbach and Paxton (ibid) provide quotes 
of their learners responses and reactions which indicate successful 
employment of these staregies by some of their learners. 

On the other hand, Schootlen, Hulstijn and Bossers (1998) have 
demonstrated that knowledge of reading strategies cannot 
compensate for a lack of language knowledge if the latter remains 
below a certain threshold level. This argument reminds me of a 
problem I encountered in 1999 when I was teaching grade 6 basic 
education using a coursebook called ‘English for Me’. Most of my 
pupils could not understand what they read, even though they were 
fluent readers in Arabic, because of the high linguistic level of the 
texts introduced in this coursebook compared with OWTE (Our World 
Through English) coursebook which pupils experienced more in their 
previous years. Therefore, I agree with Schootlennen, Hulstin and 
Bossers (ibid) view that reading strategies cannot compensate for a 
lack of language knowledge if the latter remains below a certain 
threshold level and Roberts Auerbach and Paxton (1997) view seem 
to be not always true. This is because if we take their view my pupils 
who are good Arabic readers would compensate their Arabic 
strategies and other strategies for the lack of their linguistic 
knowledge of those texts and would understand those texts but this 
is not what was happening.  

Alderson (1984, in Yamashita, 2002) concluded that L2 reading seems 
to be both a language problem and a reading problem, but with a 
stronger evidence that it is a language problem, for low levels of 
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second language proficiency. This conclusion is confirmed by 
Yamashita, (2002 : 89) “both L1 reading ability and L2 language 
proficiency contribute to L2 reading comprehension, but that the 
effect of L2 language proficiency is much stronger than that of L1 
reading ability”. Yamashita (ibid) has found that L1 reading ability and 
L2 language proficiency can compensate to each other but this 
compensation is too little from the side of the L1 ability compared 
with language proficiency.  

To sum up this section it is worth then to summarise its implications. 
These are; first, language proficiency is an essential foundation for L2 
reading comprehension but this should not lead to ignoring the little 
contribution of L1 reading ability. Second, poor second language 
reading performance is likely to be mostly due to insufficient 
language knowledge and not to the inadequately L1 reading nor the 
failure of transference of L1 strategies (Grabe and Stoller 2002 and 
Alderson 2000). Third, the transference of L1 resources cannot 
always support L2 reading comprehension particularly when dealing 
with difficult texts and therefore to avoid heavy reliance on such 
resources students need to be provided with texts that are easy and 
enjoyable to read. Fourth, L1 strategies/abilities cannot compensate 
totally the lack of language knowledge in L2 if the later remains 
below the language threshold level. Fifth, L2 readers need to achieve 
the language threshold for a text? In order to use L1 resources 
efficiently that help comprehending L2 texts. Sixth, when dealing 
with difficult texts L2 readers neither can apply L1 transferred 
resources nor can cross the language threshold and therefore in 
order to develop L2 reading teachers need to be sure that “students 
are not always reading texts that are too difficult for them and should 
be given sufficient opportunities to read texts that are easy to read 
and enjoyable” (Grabe and Stoller, ibid: 53). 
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A Study of Complaint Speech Acts in Turkish 
Learners of English 

Ahmet Bikmen 
Ibra College of Technology 

 

Abstract 
The current study investigates whether and how Turkish learners of 
English (TLEs) transfer pragmatic knowledge from their native 
language into English when performing the speech act of complaining. 
3000 written responses collected from TLEs and native speakers of 
both English (ENSs) and Turkish (TNSs) via a ten-item discourse 
completion task were analyzed. The study revealed that (1) requests, 
hints, and annoyance were the most commonly-used strategies by all 
three groups; (2) TLEs used the strategies hints, ill consequences, 
direct accusation, and threats/warnings at frequencies that were 
closer to the ENSs’ frequencies; (3) the TLEs, ENSs and TNSs were 
statistically indistinguishable in their use of annoyance, blame 
(behavior), and blame (person), and finally (4) the TLEs used modified 
blame at an intermediate level with respect to the ENSs and the TNSs, 
reflecting weak negative pragmatic transfer. 
 

Keywords:  pragmatic transfer, speech acts, complaints, Turkish, 
English, Turkish learners of English 

Introduction 

Speech acts, or communicative acts, are a popular area of study 
within sociolinguistics and pragmatics.  Speech acts operate via 
universal pragmatic principles (Austin, 1962; Searle, 1969, 1975; 
Leech 1983); however, they are conceptualized and verbalized 
differently across cultures and languages.  Many authors have 
written about the sociolinguistic rules of speech acts under different 
headings such as interlanguage pragmatics, pragmatic competence 
and cross-cultural speech act studies (Blum-Kulka, 1982; Canale & 
Swain, 1980; Trosborg, 1995).  Foreign language learners who lack 
target language mastery of speech acts such as complimenting, 
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refusing and complaining risk the danger of being misunderstood, or 
might even experience a complete communication breakdown 
(Cohen, 1996b, Thomas, 1995).  This study looks at the patterns and 
frequency of complaints of Turkish learners of English (TLEs), native 
speakers of English (ENSs) and Turkish native speakers (TNSs) in order 
to investigate whether Turkish learners of English (TLE) transfer 
complaint strategies from their first language (Turkish) when 
speaking English. 

Theoretical Background 

The current study examines complaining from a speech act theory 
perspective (Austin, 1962; Searle, 1969).   Within this framework, 
authors have defined complaints in the following way:  Speaker (S) 
voices an expression of annoyance or disappointment at a state of 
affairs or a wrongdoing towards a Hearer (H) who somehow bears 
responsibility for the state of affairs, or is at least perceived to do so 
by S (Dersley & Wooton, 2000; House & Kasper, 1981; Monzoni, 
2009; Murphy & Neu, 1996; Olshtain & Weinbach, 1987, 1993; 
Trosborg, 1995).  Searle (1975) distinguishes between expressive 
complaints and directive complaints by adding the essential 
conditions that in expressive complaints, S should seek sympathy or 
commiseration from H, and in directive complaints, S should issue a 
directive; that is, an attempt to persuade H to do something to repair 
the damage. Other authors have attempted to further divide 
complaints into direct complaints (where the speaker directly 
addresses a problem or unacceptable situation, as when complaining 
to a neighbor who has been playing loud music [Olshtain & Weinbach, 
1993]) and indirect complaints (where the S indirectly addresses a 
problem or situation by seeking sympathy from a H, as when 
complaining about living in a crowded city) (Boxer, 1993; Jacobs, 
1989; Vásquez, 2011).  Often, the distinction between a direct and an 
indirect complaint is likely to be blurred, especially if is not clear 
whether H is responsible for the wrongdoing suffered by S (Jacobs, 
1989).    

Studies have investigated complaining behavior of both native 
speakers (NS) and non-native speakers (NNS) of English. Mono-
cultural complaint studies have been carried out on speakers of 
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American English (Boxer, 1993; Schaefer, 1982), British English 
(Bonikowska, 1988), British and American English (Drew & Holt, 1988), 
and other languages such as Finnish (Ruusuvuori & Lindfors, 2009), 
French (LaForest, 2002, 2009), Italian (Monzoni, 2009), Korean (Oh, 
2003), Slovenian (Orthaber & Marquez-Reiter, 2011), and Turkish 
(Bayraktaroğlu, 1992).  Other studies have taken a cross-cultural 
(comparing two cultures/languages) or an interlanguage perspective 
where researchers have focused on NNSs of English from language 
backgrounds such as Bruneian English (Henry & Ho, 2010), Catalan 
(Trenchs, 1995), Chinese (Arent, 1996; Chen, 2009; Yian, 2008),  
Danish (Trosborg, 1995), German (House & Kasper, 1981), Japanese 
(e.g. Inoue, 1982; Rinnert, Nogami, & Iwai,, 2006; Shea 2003), Korean 
(Moon, 2001; Murphy & Neu, 1996; Ouellette, 2001), Malaysian 
(Farnia, Buchheit, & Bintisalim 2010),  Persian (e.g. Eslami-Rasekh, 
Eslami-Rasekh & Fatahi, 2004), Russian (Kozlova, 2004), Sudanese 
(Umar, 2006), Turkish (Deveci, 2003; Önalan, 2009) and Ukrainian 
(Prykarpatska, 2008).   

Complaint studies often focus on stylistic differences (Kozlova, 2004) 
between the complaint behavior of English speakers and speakers of 
other languages.  Among the findings, speakers of American English 
tend to use more requests as a part of their speech act sets when 
compared to Koreans (Murphy & Neu, 1996); rhetorical questions 
and humor are characteristic of the complaining behavior of Russian 
native speakers (Kozlova, 2004);  “conversationally elliptic clauses… 
subtle word games … [and] widely known jokes” (Prykarpatska, 2008, 
p. 90) occur in Ukrainian data; and idiomatic expressions are often 
found to occur in English native speaker complaints (Drew & Holt, 
1988).  Shea (2003) accounts for the relatively low level of complaints 
in her Japanese participants as stemming from the “low importance 
placed on verbal communication” (p. 13) by the Japanese.  As 
mentioned above, Murphy & Neu (1996) investigate Korean NNS 
complaints to an authority figure (a university professor). They report 
that denial of responsibility, the use of demands rather than requests 
and the use of the modal verb ‘should’ caused the complaints of 
Korean NNSs to be judged as inappropriate by American native 
speakers. A similar study reports that Korean NNSs convey a sense of 
urgency in their questions and requests, and tend to add emotional 
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pleas and personal details to their complaints, which might be 
considered irritating to Americans (Tanck, 2004).   

As can be seen from the examples above, many studies have focused 
on mapping cross-cultural differences. Studies on pragmatic transfer 
might shed light on potential problems in cross-cultural or 
interlanguage communication which can help improve teaching and 
teaching materials in foreign language learning.  Pragmatic transfer, 
briefly, is the influence that previous pragmatic knowledge has on the 
use and acquisition of L2 pragmatic knowledge (Kasper 1992).  More 
specifically, negative pragmatic transfer is the use of L1-based 
pragmatic knowledge when speaking in the target language where 
such a use results in perceptions and behaviors that are different 
from target language norms; positive transfer, on the other hand, is 
an effect of the L1 on the L2 such that results in perceptions and 
behaviors that are consistent with TL norms (Kasper, 1992). The 
majority of researchers are interested in negative transfer, since 
positive transfer is difficult to distinguish from universal pragmatic 
knowledge (Shea, 2003). 

This study makes, as a first step, a cross-cultural comparison of the 
speech act of complaining. The researchers first compare 
complaining trends that exist in English with the trends that exist in 
Turkish.  These two sets of data are referred to as the baseline data.  
A third set of data (interlanguage data) comes from a group of 
English language learners who speak Turkish as their L1.  Their 
language behavior, also referred to as their pragmatic behavior, or in 
this case, their complaining behavior, is compared to that of the 
other two sets of data in order to determine which group they 
resemble more closely. This is done by measuring the frequency with 
which they employ specific complaint strategies, and also by 
comparing TLEs to the TNSs or the ENSs in terms of what complaint 
strategies or complaining styles they use.  

The current study seeks answers to the following questions, based on 
a corpus of elicited written data: 

1.  What strategies do TLEs, ENSs and TNSs prefer to use when 
complaining? 
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2.  a) How do the ENSs and TNSs compare in their use of complaint 
strategies? 

  b) Do the TLEs exhibit L1 pragmatic transfer in their use of 
complaint strategies? 

Method 

Participants 

Data were collected from three different informant groups. 100 
Turkish learners of English (TLEs), 92 native speakers of English (ENSs) 
and 108 native speakers of Turkish; i.e., non-English speakers (TNSs) 
were recruited from various universities in London, England, and 
Istanbul, Turkey. All participants were between the ages of 17 and 30 
years, with the exception of the English native speakers, some of who 
were over thirty years old (17-45 years).   

A demographic questionnaire was administered in addition to the 
DCT to find out about the background of the participants. The ENSs 
were defined as having been raised by English native speaking 
parents or guardians as children, and having grown up in a country 
where English was the sole official language (e.g. the United States, 
the United Kingdom, Australia, New Zealand, South Africa, etc.). 
Because it was difficult to find ENSs in Turkey, it was necessary to 
employ alternative recruitment methods in order to obtain the 92 
participants.  Fifty-eight participants were recruited on the campus of 
a university in Istanbul.  Twenty-six of them were recruited on the 
campus of a university in London.  Eight ENSs were instructed to fill 
out and return the open-ended questionnaire via email.   

The Turkish native speakers were defined as having been raised by L1 
Turkish speaking parents or guardians.  They had 7-9 years of English 
in primary school.  None of them had studied English beyond high 
school. All of them were students at a Turkish speaking university.  
None of them had attended university level English preparatory 
programs, although all of them claimed to have some degree of 
English language instruction in high school.  
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The TLE group was defined as having spoken Turkish at home with L1 
speaking Turkish parents or guardians.  They had all graduated from 
the preparatory program in July 2010, and had thus been qualified 
for university-level coursework at an English language medium 
university in Istanbul Turkey. In order to graduate from the English 
preparatory program, all of the participants had been required to 
pass a proficiency examination which was based on the competency 
standards set by the Common European Framework.    

Instrument 

A written Discourse Completion Task (DCT) in Turkish and English 
comprising 10 everyday situations was used to collect complaints 
from participants.  DCTs have been used extensively in researching 
speech acts such as requests, apologies, compliments or complaints. 
A short description of situations is provided, which prompts 
informants to write what they would actually say in such a situation 
(see Appendix).  The largest project to have used this data collection 
instrument is the Cross-cultural Speech Act Realization Project 
(CCSARP), which investigated a range of languages in an effort to 
measure the directness levels of participants in their requests and 
apologies (Blum-Kulka & Olshtain, 1984).   Several researchers have 
used DCTs to study complaints (Arent, 1996,  etc.) but there have 
been relatively few studies which have focused on complaints in 
Turkish learners of English (Deveci, 2006; Önalan 2009).   

The situations on the DCT were based on similar situations that 
appeared in DCTs utilized by Arent (1995), Bonikowska (1988), Chen 
(2009), Deveci (2003), Murphy & Neu (1996), Olshtain & Weinbach 
(1987), Ouellette (2001), Piotrowska (1987), Prykarpatska (2008), 
Shea (2003), Tanck (2004), and Trenchs (1995). More specifically, 
Situations 3, 6, 7, 8, 9, and 10 were either taken or adapted/created 
from sources such as the ones mentioned above. Situations 1, 2, 4 
and 5 were not adapted from earlier studies, but created from 
scratch by the current researcher based on field notes and interviews 
with participants. Table 1 provides the characterization of the 
situations: 
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Table 1.  

A Characterization of the Situations in the DCT 

Strategy Roles of Speaker and Hearer 

1. Broken phone C*: customer; E: customer care representative 

2. Cinema C: undefined; E: undefined 

3. Sister C: sibling; E: sister 

4. TV C: undefined; E: host 

5. Angry Father C: son /daughter; E: father 

6. Splash C: pedestrian; E: driver 

7. Trash C: neighbor; E: neighbor 

8. Refused Entry C: student; E: invigilator 

9. Teacher Forgets C: Student; E: professor  

10. Noisy Neighbor C: undefined; E: neighbor 

    *C= Complainer, E = Complainee 

 
Two versions of the DCT task were created for the current study, one 
version in English and the other in Turkish. The original situations 
were all written in English first, and later translated from English into 
Turkish, modified (changing names, etc.) to suit the Turkish context, 
and finally translated back into Turkish and proofread by three 
different native speakers of Turkish in order to check for any 
inconsistencies and problems.  Both the English and Turkish versions 
were piloted before data collection. The English version was 
administered to both the ENS and TLE and the Turkish version was 
administered to TNS to be able to detect pragmatic transfer. 

Data Analysis 

Trosborg’s (1995) and Yian’s (2008) coding schemes were applied to 
the DCT data.  The following 8 strategies were adapted from Trosborg 
(1995), Strategy 1 being the most indirect and Strategy 8 being the 
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most direct: hints, annoyance, ill consequences, indirect accusation, 
direct accusation, modified blame, blame (behavior) and blame 
(personal).  Three new categories: directive acts, warnings and opting 
out were added to refine the coding scheme and cover all response 
types in the data, and the total number of strategies became eleven, 
as can be seen in Table 2. The first column describes the broad 
strategies, the second column details the specific complaints 
strategies, and the third column provides examples in English (most 
examples are taken and adapted from Trosborg, 1995, p. 316-319). 

Table 2.  

The Coding Scheme for the Current Study  

Category Strategy Example 

--- Str. 1 Opting out N/A I would say nothing 

Cat. I. 

No explicit 
reproach 

Str. 2 Hints  Don’t see much of you these days, do I? 

Cat II. 
Expression of 
disapproval 

Str. 3 Annoyance You know I don’t like dust, I’m allergic to 
dust, Didn’t you know it? 

 
Str. 4: Ill 
consequences 

Now I will probably lose my insurance 

Cat. III. 
Accusation 

Str. 5: Indirect  

 

Str.  6:  Direct  

Look at the mess, haven’t you done any 
cleaning up for the last week? 

You used to do the cleaning up all the 
time. What’s up with you now?  
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Cat. IV: Blame 

Str. 7: Modified 
blame  

 

 

 

Str. 8: Explicit 
blame (behavior)  

Str. 9: explicit 
blame (person)  

“You could have said so, I mean, if you 
had so much to do.” And “it’s boring to 
stay here and I hate living in a mess, 
anyway you ought to clean up after 
you.” 

 

“You never clean up after yourself, I’m 
sick and tired of it.”  

 

“Mete, (swear word) really, one can 
never trust you a damn. 

Cat. V: 
Directive acts 

Str.10: Request 
for repair 

 

Str. 11: Threat.  

 “Would you mind doing your share of 
the duties as soon as possible?” 

 “I shall be leaving soon (if you don’t do 
your share of the cleaning).”  

 

The above table was used when interpreting the responses from the 
various groups (TLE, ENS, TNS) in the various situations (1-10).  It was 
possible for several codes to occur in one response; however, in the 
current study no effort was made to record the exact order either 
which the strategies occurred. The following example illustrates how 
multiple strategies are combined to form a response: 

TLE 65; Situation (1):  

Broken Phone. This phone does not work (HINT) 
and your staff did not help me. (DIRECT 
ACCUSATION)  I am not happy about that 
(ANNOYANCE) and if you do not find a solution 
for my phone I will not use your product 
anymore.  (WARNING/THREAT) 

 

A one-way ANOVA was used to do statistical testing. To increase the 
reliability of the instrument, another rater who had not done 



Oman Journal of ELT 

 

15  

 

research on speech acts before, was asked to code 10% of the data.  
Her codes reproduced those of the current researchers at a rate of 
96%. 

Results 

Research question 1 was: What strategies do TLEs, ENSs and TNSs 
prefer to use when complaining? The complaint strategies are 
presented below (Table 3) in the order of overall frequency with 
which they were found among the three groups.  Table 3 also gives 
the percentage distribution of complaint strategy types for TLEs, ENSs 
and TNSs.  

Table 3.  

Frequency of Strategy Use among the Three Groups 

 TLE 

N=100 

 ENS 

N=92 

 TNS 

N=108 

  

 F % F % F % Total 

 Requests 499 29.81 583 36.14 557 30.06 1639 

 Hints 508 30.35 444 27.53 423 22.83 1375 

 Annoyance 153 9.14 175 10.85 189 10.20 517 

Threats/warnings 93 5.56 83 5.15 146 7.88 322 

 Direct accusations 89 5.32 82 5.08 142 7.66 313 

Modified blame 76 4.54 35 2.17 135 7.29 246 

Indirect accusations 76 4.54 48 2.98 89 4.80 213 

 Blame (personal) 35 2.09 47 2.91 49 2.64 131 

 Blame (behavior) 39 2.33 19 1.18 42 2.27 100 
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 TLE 

N=100 

 ENS 

N=92 

 TNS 

N=108 

  

 F % F % F % Total 

 Requests 499 29.81 583 36.14 557 30.06 1639 

 Hints 508 30.35 444 27.53 423 22.83 1375 

 Annoyance 153 9.14 175 10.85 189 10.20 517 

Ill Consequences 4 0.24 5 0.31 26 1.40 35 

All Strategies 
combined 

1674 100.00 1613 100.00 1853 100.00 5140 

 
All three groups show a similar tendency in their preference for 
complaint strategies. On average, requests, hints and annoyance 
occurred with the greatest frequency, and made up about seventy 
percent of complaining behavior for all three groups.  
Threats/warning was the fourth most popular strategy choice. The 
remainder of the strategies, ill consequences, indirect accusation, 
direct accusation, modified blame, blame (behavior), and blame 
(person), which Trosborg (1995) describes as being more direct and 
less polite than hints and annoyance, seemed to occur at a lower 
frequency.  Opting out was noted to occur at an approximate rate of 
5% on average. Opting out (not complaining or avoiding complaining) 
will not be further discussed in the current study, since it does not 
represent a verbal strategy.  

In the second part of the analysis, the research questions were:  ‘How 
do the TLEs, ENSs and TNSs compare in their use of complaint 
strategies?’ and more specifically ‘Do the TLEs exhibit pragmatic 
transfer in their use of complaint strategies?’  One-way ANOVA was 
used for statistical testing. Four patterns emerged in the comparison 
of TLEs’ use of individual complaint strategies to those of ENSs and 
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TNSs.  Table 4 illustrates five operational definitions (Strong; Weak; 
None; Positive; Not Applicable):  

Table 4.  

Theoretical Framework based on Statistical Findings 

Strategy 
number 

Strategy F 
p ≤ 
0.05? 

Pragmatic  
Transfer 

---- ---- ---- ---- Strong 

7 Mod. Blame F (2,296) = 18.78 

Yes 

Weak 

5 Indirect Accusation F (2,297) = 3.82  

4 Ill Consequences F (2,297) = 11.29 

Yes 

None 

(ENS-like) 

11 Threats/warnings F (2,297) = 6.18  

6 Direct Accusation F (2,297) = 5.99  

2 Hints F (2,296) = 5.99  

1 Opting out F (2,297) = 11.29  

3 Annoyance F (2,297) = 1.65 

No 

Positive 

8 Blame (B) F (2,297) = 2.67  

9 Blame (P) F (2,297) = 0.80  

10 Requests F (2,296) = 10.04 Yes Not applicable 

Table 4 compares the TLEs to the ENSs and TNSs with respect to 
strategy use.  Statistical findings demonstrated that four patterns 
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exist, depending on whether the TLEs resemble either the ENSs or 
the TNSs exclusively, resemble them both, or resemble neither. 

Discussion 

Strong Negative Pragmatic Transfer 

The findings were considered consistent with the effects of strong 
negative pragmatic transfer when the ENSs had a significantly greater 
or lower frequency of a strategy than the TNSs, and the TLEs were 
statistically indistinguishable from the TNSs, but were significantly 
different from the ENSs. (In notation form, this is equivalent to two 
alternative possibilities: TLE≈ TNS < ENS, or TLE≈ TNS> ENS).  No 
instances consistent with the concept of Strong Pragmatic Transfer 
were found among the data.  One possible explanation is that the 
TLEs had had twenty-five hours per week of classroom instruction for 
six months, which might have had beneficial effects on the TLEs’ L2 
pragmatic competence.  Another is that the TLEs had had extensive 
L2 input during the formative periods of their lives.  Yet another 
possible explanation is that the DCT task allowed the students more 
thinking time in which to access and activate their pragmatic 
competence. This allowed them the opportunity to supply responses 
that were more ENS-like. 

Weak Negative Pragmatic Transfer 

The findings for modified blame and indirect accusations were 
consistent with the concept of weak negative pragmatic transfer 
when the differences between either the ENSs and the TNSs alone, or 
all three groups, were significant, and when the TLEs’ frequency 
score fell between that of the ENSs and TNSs, a “distinctive 
intermediate position in which opposing forces of transfer from L1 
and convergence to TL were both manifested” (Shea, 2003, p. 43).  In 
notation form it looks like the following:  ENS < TLE < TNS, or ENS > 
TLE > TNS.  Modified Blame often occurred as rhetorical questions in 
a situation (‘Splash’) where a car passes by and splashes dirty water 
on the ‘participant’, in the TLE data:  ‘Are you blind??!’; ‘Hey! Why do 
you drive a car if you don’t know what to do?’; and in the TNS data: 
‘Olum sen nasıl araba kullanıyorsun ….  (Boy, how do you drive[?]!’); 
‘Ehliyetini bakkaldan mı aldın?’  (Did you get your license from the 
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grocer’s?)’ or ‘Kör müsün oğlum?’ (Are you blind, boy?’).  In contrast, 
modified blame in the form of rhetorical questions did not seem to 
occur very often in ENS responses but more often as imperatives; for 
example, ‘Watch where you’re driving!’  These findings support the 
statistical findings which are consistent with the concept of weak 
negative pragmatic transfer (Shea, 2003). 

In making indirect accusations, the TLEs not only conveyed the 
illocutionary force of an accusation, but also seemed to convey a 
sense of ‘urgency’ (Tanck, 2004) which might be irritating to a 
teacher in a real-life situation: ‘Did you finish working on our 
assignments?’  In the case of indirect accusations, one TLE 
responded: ‘When can we get our homework assignments back?’ The 
propositional content rules for indirect accusation, if satisfied, state 
that the student was indirectly accusing his teacher of being slow, 
thereby having performed a complaint (Searle, 1969; Trosborg, 1995).  
In addition to an accusation, the TLE also neglected to use milder 
complaint strategies (Trosborg, 1995) or openers (Piotrowska, 1987), 
thereby conveying a sense of urgency.  TNSs were quite similar in this 
regard: Hocam ödevleri okudunuz mu?  Pazartesi sınav olmadan önce 
onu inceleme fırsatı bulabilir miyim? (Teacher, have you [VOUS] 
marked the assignment? Will I have a chance to go over it before the 
exam on Monday?’).  In contrast, ENSs seemed to make careful use of 
mild complaints and openers to avoid conveying a sense of urgency: 
‘Hi, how are you? I was just wondering whether you'd had a chance 
to mark my assignment yet.’ 

No Transfer/ENS-like behavior    

The prerequisite for the case of No Transfer/ENS-like behavior was 
that, for a given strategy, the TLE group should present with 
frequencies that were (1) statistically indistinguishable from the ENSs 
(2) statistically distinct from the TNSs.  The interpretation of these 
findings was “the triumph of convergence to [the] TL in which the L1 
was overcome” (Shea, 2003, p. 43).  
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Threats/warnings, in which the complainer attacks the complainee’s 

face1 (Brown and Levinson, 1987) openly by issuing a threat, warning 
or ultimatum, was the fourth most-commonly used strategy across 
the three groups.   TLEs issued Threats/warnings at a frequency that 
was indistinguishable from that of ENSs, but in this regard, distinct 
from that of TNSs, F (2,297) = 6.18, p < 0.01.  However certain 
examples also point to non-ENS-like behavior; for example, TLEs 
issued cryptic threats, or puzzling, mysterious expressions with 
hidden or obscure meanings.  Prykarpatska (2008) describes this 
cryptic language as “subtle word games… allusions, [and] irony” (p. 
91-92).  In Situation (3) cinema, several cinema-goers distract the 
participant from the film as they noisily crunch their popcorn.  One 
TLE wrote the following dialogue: ‘Cinema Goer: Yes, What is it?  
Participant: Step outside and I will show you what “it” is.’ “It” is 
assumed to refer to the problem, as in “What is the problem?” But 
the threatening “Step outside” and “I will show you what “it” is” uses 
word games to reinterpret a helpful question (What is it) as an 
invitation to a fight or to a confrontation. All in all, word games and 
plays on words seem to accompany even threats which can lead to 
dangerous altercations. One TNS, Situation (4) TV, where the 
participant is forced to watch a tasteless TV program by his/her 
friends, says the following:  ‘Hadi abi değiştirin şunu! Ona karşı olan 
nefretim birazdan size kızgınlık olarak yansıyabilir (Change this, man! 
In a little while, my hatred for that celebrity will transform into anger 
towards you!) The idea of one’s hatred for a TV celebrity somehow 
transforming into anger towards a friend was not found in the ENS 
responses.  To a native speaker of English, the playful, quasi-poetic 
language used by this participant would probably be misinterpreted 
as a veiled threat rather than as a request for repair. 

The absence of pragmatic transfer accompanied by ENS-like 
complaining behavior might have been due to several reasons.  One 
possibility is that the TLE participants had either travelled abroad 

                                                 
1 According to Brown and Levinson (1987, p. 61) face is the ‘public self-image’ or 
‘reputation’ of a person. They state that “...face is something that is emotionally 
invested, and that can be lost, maintained, or enhanced, and must be constantly 
attended to in interaction.” 
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extensively or had some form of access to native speaker input, and 
failed to mention this in the demographic questionnaire.  Another 
possibility might have been the practice effect, or the positive effects 
on language skills that come from disciplined study of that language.  
A third possibility might have been the extra thinking time given to 
the participants.  Such thinking time would not have been possible in 
a spoken task.  Fourth, the complaint components in the questions 
(hints, ill consequences, direct accusations, threats/warnings, 
annoyance, blame (behavior, personal) might have involved 
universally available pragmatic strategies.  This means that the 
participants might have had the ability to successfully realize these 
strategies without needing any practice or didactic learning. 

Positive Transfer 

A lack of statistically significant findings in the frequencies of a 
particular feature of language in the L1, L2, or Interlanguage (IL) 
equates to positive transfer (Kasper, 1992).  Three strategies, 
annoyance, blame (person) and blame (behavior) were used in a way 
that was consistent with the current study’s definition of Positive 
Transfer.  Because blame (behavior, person) occur very infrequently 
in the data, they are excluded from the current discussion.  

A complainer can express annoyance by expressing disapproval about 
a state of affairs. The frequency of annoyance generated by ENSs, 
TLEs and TNSs (see Table 3) was 10.85%, 9.14%, and 10.20% 
respectively.  The analysis of variance revealed no significant 
differences for the means for annoyance (see Table 4) among the 
three groups, F (2,297) = 1.65, p > 0.05. 

For example, in Situation (4) TV, the ENSs tended to supply a short 
expression of annoyance followed by a request: ‘I really can’t stand 
this TV show.  Can we turn the channel over please?’ whereas the TLE 
responses spanned three of four sentences and left out the requests: 
‘OK! That’s it! I can’t handle this guy and its killing me. I Freaking Hate 
him. How can you be this silly and actually (sic) sit down and watch a 
show about him!’ 
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TNSs and TLEs also used rhetorical questions in the L1 and 
statements in the target language: ‘what is so important or attractive 
about her/him!’ and ‘Bu ne saygısızlık? (What sort of disrespect is 
this?)’  As we can see, in Turkish, annoyance often seems to occur as 
a rhetorical question, thus providing a basis for negative transfer, 
whereas in English it occurs as a statement, such as in Situation (4) 
TV: ‘Can you please turn over the channel? I’ve endured this torture 
long enough.’  

Pragmatic Transfer not Applicable 

In the case of requests, all three groups (ENSs, TLEs, and TNSs) were 
significantly different from each other, but the TLE group did not fall 
between the other two groups in terms of strategic frequency.  The 
concept of Weak Pragmatic Transfer was therefore not applicable to 
requests.  Requests were placed into a category of their own: 
Pragmatic Transfer not Applicable. The frequencies for requests for 
TLEs, TNSs, and ENSs were:  29.81%, and 30.06%, 36.14% (in notation 
form, TLE < TNS < ENS).  Requests occurred most frequently in 
conjunction with annoyance and hints.   Although TLEs seemed to use 
requests at a significantly lower frequency than TNSs in certain 
contexts, their complaint behavior seemed to have similar qualities.  
Requests are noticeably absent from the complaining behavior of 
TNSs.   

Conclusion  

The current study attempted to investigate the complaining behavior 
of Turkish learners of English by comparing them with two other 
baseline groups:  native speakers of Turkish and native speakers of 
English, using a corpus of 3000 written responses to a DCT. The 
results indicated that 69.3% of the TLE responses consisted of the 
strategies annoyance, hints, and requests.  Similar values were 
obtained for the other two groups.  The TLEs exhibited ENS-like 
frequency values for the majority of complaint strategies, positive 
pragmatic transfer in three instances, and weak negative pragmatic 
transfer in one case. One finding, that of requests, did not seem to fit 
into the predefined scenarios for pragmatic transfer.  Throughout the 
study, statistical findings were contrasted with individual examples of 
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language use that seemed to reflect a degree of L1 transfer.  Some of 
the results confirm the idea that universally available pragmatic 
strategies are responsible for similar strategy use, and others support 
the idea of culture-specific language use.  

Limitations and Suggestions for Further Research 

This study is only one of a handful that examine the complaint 
behavior of Turkish learners of English.  Based only on written elicited 
data, it only portrays what students would say in a particular 
situation. More studies in authentic contexts need to be done in 
order to make conclusions about complaint realizations of TLEs with 
some certainty.  Future studies need to investigate the effects of 
social variables (such as age, gender and socioeconomic backgrounds 
of interlocutors) as well context (such as social distance, power 
inequalities and severity of offense).   

Similarly, pragmatic transfer, as it applies to complaining in Turkish 
learners, needs to be investigated further.  It is difficult to make 
generalizations about pragmatic transfer based only on the frequency 
data obtained in the current study. Takahashi (1996, p. 189) observed 
that it is difficult to discern whether “observed performance is 
attributable to L1 transfer, IL overgeneralization, or instructional 
effects (transfer of training).“ Bou-Franch (1998) recommends 
supplementing performance data with other kinds of data.  One 
example is verbal reports to give us “insights regarding the choices 
individuals make about their speech behavior” (Cohen, 1996a, p. 26).   

 
Finally, because complaining has not been defined from a Turkish 
perspective, but rather from a Western one (Trosborg, 1995), the 
theoretical framework for complaining used by the current study is 
based on a Western understanding of the phenomenon.  Further 
research needs to be done in order to characterize the phenomenon 
of complaining from an Eastern standpoint (Bayraktaroğlu, 1992).  
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Appendix 

Discourse Completion Task 

1. You have just bought a brand-new cellular phone, but when you get home, 
you find that the phone does not work properly.  You go to the shop, but 
the salespeople do not want to help you.  Also, they will not give you back 
your money.  You are upset about this.  You call the company and tell your 
problem to Roberta, the customer representative.  What do you say to her? 

2. You are in the cinema, watching a film with great interest.  However, some 
people sitting right behind you are making too much noise while eating 
their popcorn.  The sound keeps getting louder and you can no longer 
concentrate on the film.  What do you say to them? 

3. Your sister is in the airport, waiting for her flight to Canada.  You are a bit 
concerned because she is going far away.  You make her promise to call you 
as soon as she arrives in Canada, but she forgets.  She calls one week later.  
You remind her of the promise she made, but she denies it.  What do you 
say to her? 

4. You and a group of your friends are over Ray’s house, eating snacks and 
watching a program on TV about a celebrity.  You hate this celebrity; 
however, you say nothing and watch for fifteen minutes.  Finally, you 
cannot wait anymore.  You need to say something.  What do you say to 
them? 

5. Your father keeps insisting that you go find a job and earn some money.  He 
does not understand that it is very hard to find a job these days.  You have 
been talking to him over breakfast. He is very angry because you have not 
found a job yet.  What do you say to him? 

6. You are walking down the street.  It is raining.  A car passes by and splashes 
dirty water all over your trousers.  The driver stops at a red traffic light.  He 
is a young male, maybe 17-18 years old.  What do you say to him? 

7. Your neighbor’s son Johnny has left his garbage near your front door.  The 
garbage smells and it is probably bad for your health.  You are not very 
pleased about this and have decided to talk to him about it.  You knock on 
the door and Johnny opens it.  What do you say to him? 

8. You have a final examination today, and you are late for your exam. You do 
not have a car. You get into a taxi and ask the driver to go fast, but find 
yourself in the middle of a traffic jam.  The exam begins soon, and you are 
very angry.  You arrive at the examination center ten minutes late.  Mr. 
Cohen tells you ‘Sorry, but you cannot take the exam.’  What do you say to 
him? 

9. Professor Slatsky-Edwards was supposed to mark and return your 
assignments by Monday morning.  It is now Friday and she has not marked 
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them yet.  You are concerned because she is also going to give you a test on 
the assigned topic on the following Monday.  You visit the professor in her 
office.  What do you say to her? 

10. It is 12 midnight on a Wednesday. You have been trying to fall asleep for 
two hours, but your next-door neighbor is having a party next door. You 
cannot sleep because of the loud noise and music. This is not the first time. 
Your neighbor has thrown several loud and noisy parties over the past 
month.  Since your neighbor has not taken you seriously, you decide to 
speak with her very firmly this time. What do you say to her? 
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A Mixed-method Study of Teachers' and 
Students' Perceptions towards Learner 

Autonomy in a College of Technology in Oman 

Badriya Ali Sultan Al Masroori 
Ibra College of Technology  

Abstract 
This paper summarizes the key points of a study for a Master’s 
degree submitted to the University of Birmingham in 2012. Its 
purpose is to examine teachers' and students' perceptions towards 
Learner Autonomy (LA) in one of the colleges of Technology in Oman. 
Investigating such perceptions and beliefs is crucial as autonomous 
learning is a relatively new process in Oman. In order to learn these 
perceptions and discover what skills students have which can be used 
to learn independently, qualitative and quantitative research 
methods were applied through using questionnaires, face-to-face 
interviews, and a focus group interview. It was found that there are 
differences in teachers' and students' perceptions towards certain 
aspects related to LA. Furthermore, students are likely to be 
autonomous in some aspects while they depend on the teacher in 
other aspects of learning.  

1. Introduction 

English has become an international language which performs as a 
bridge connecting countries together. Therefore, there has been a 
strong demand to teach and learn English, and teaching methods 
have been developed and practised. The most common and 
traditional method is the one in which the teacher is the controller 
and students are passive learners. Several studies have been 
conducted to find out the roles teachers and learners should have to 
make learning and then using English in real life situations more 
successful. 

One of the recent areas of research is autonomous learning, which 
has mandated a shift from teacher-centred and exam-oriented 
classes to learner-centred classes. According to a comparative study 
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conducted by Jeffries et al (2002), it has been found that students 
prefer learner-centred classes. This might be because in those classes, 
students are more active and responsible for their own learning. Even 
though a large amount of research has been conducted to study 
learners' and teachers' perceptions towards Learner Autonomy (LA), 
less attention has been directed to teachers' and learners' 
perceptions and reactions towards applying this new process in the 
Arab world. Therefore, this was the theoretical motivation to carry 
out the current study. The practical motivation was to use the results 
of this study to implement LA in the colleges of technology in Oman.  

Examining teachers' and students' beliefs towards LA is crucial in 
Oman to find out    to what extent students and teachers are willing 
to apply this new process, and what needs to be changed in their 
perceptions. Also, it would help to discover the skills both teachers 
and students already have and what skills they might need to develop 
and focus on to implement LA. The instruments and findings of this 
study can be used to investigate other contexts where students have 
views towards their roles and teachers' roles in class which can be 
influenced by their culture. The questions the research aims to 
answer are the following. 

1. What are students' perceptions towards teachers' roles in 
class and their abilities as language learners? 

2. What are teachers' perceptions towards their roles in class 
and the degree of autonomy their students have? 

2. Historical Background of LA 

Most of the literature acknowledges the early and major 
contributions of Henri Holec in the field of LA (see for example Little, 
1991; Benson, 2001; Chan, 2001; Al-Saadi, 2011). For instance, it is 
reported by Benson (2001) that based on the outcomes of the 
Council of Europe's Modern Languages Project in 1971, a centre for 
language research was established at the University of Nancy in 
France. After one year, Yves Chalon, the founder of this centre, 
established the field of LA and has been considered the father of it. 
After he died in 1972, Henri Holec significantly contributed to the 
development of LA research.  
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3. Definitions of LA 

Holec (1980: 3) defines LA as "the ability to take charge of one's own 
learning". He asserts that this ability is not innate and needs to be 
developed through setting goals, choosing the content and the 
resources needed, and evaluating the learning process. Although 
Holec gives explanations of how to develop this ability, his definition 
seems to be general and does not clarify the link and influence of 
aspects like the psychological ones that are needed for this kind of 
learning. A more specific definition is provided by Little (1991:4) as 
the "capacity- for detachment, critical reflection, decision-making, 
and independent action". He explains that the kind of capacity 
needed for LA is the one through which learners learn and transfer 
what they learn to other wider contexts. Moreover, another 
definition which seems to be in agreement with Little's definition is 
the one given by Bergen (1990: 102) who views it as "a readiness to 
take charge of one's own learning in the service of one's needs and 
purposes". Based on these definitions, autonomous learning requires 
being ready and willing to take the responsibility to learn, and it also 
involves taking major steps through setting goals, determining the 
content, choosing the materials and the kind of assessment, and 
reflecting on the whole process of learning. 

To clarify the notion of LA more, Little (1991) asserts that there are 
perceptions that cannot be ascribed to this kind of learning. First, 
autonomous learning does not mean full detachment from the social 
surroundings or self-instruction that is done without the help of the 
teacher. The teacher has several roles to practise in autonomous 
classes. Second, LA is not a new methodology that is learned and 
then directly transferred to the learners. It has to do with learners' 
beliefs and perceptions. Third, it is not something steady that never 
changes. Learners might be autonomous in this class or during this 
day and might not be so in other classes or other days. These points 
are crucial in understanding and developing autonomous learning.    

4. Significance of LA 

The development of LA and proficiency in language are interrelated 
(Little, 2007). Consequently, to be effective language users, 
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autonomous learning is required (Nunan, 1997). Furthermore, 
effective learning involves "learning about oneself as a language 
learner and learning to function as a language user independently of 
a teacher" (Sheerin, 1997: 63). This is because language learners will 
encounter situations where their teacher is not available to guide and 
correct their mistakes. Therefore, autonomous learning helps to cope 
with such situations (Cotterall, 1995). Another reason is that learners 
can be autonomous at any stage (Little, 1991). For example, children 
naturally tend to explore, react, and be involved with the surrounding 
environment (Little, 2007). LA also makes learners develop their 
abilities to reflect and evaluate the learning process (Cotterall, 1995; 
Dam, 1995).  

5. Characteristics of Good Language Learners 

There are several characteristics learners should develop to be able 
to learn independently. Figure 1 shows the main characteristics 
pointed out by Robin (1975). Since motivation is significant in LA, it is 
discussed in the following section in detail. 

 
Figure 1. Characteristics of good language learners 

6. Autonomy and Motivation 

It is argued that autonomous learners need to be motivated and 
enthusiastic (Baume, 1994). Motivation can be intrinsic (having the 
desire inside oneself to learn the language) or extrinsic (when a 
person wants to achieve something such as getting a better job). 
Dickinson (1995) emphasizes that intrinsic motivation helps learners 
to learn more effectively. This point is supported by one of the 
teachers who were interviewed (section 11.2). It can be developed 
through giving learners the opportunity to take responsibility in the 
learning process which results in effective learning (Dickinson, 1995; 
Chan, 2001). It is also asserted that teacher's style greatly influence 
students' motivation which, as a result, affects LA (Egel, 2009). Reeve 
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et al (1999) explain that when students' interests and values towards 
education are supported, students tend to become academically 
competent. This support can be provided through listening to 
students and letting them work on their own to find out the answers 
they seek (ibid). In addition, motivation is strongly linked with how 
learners view their abilities and behaviours in relation to other 
people (William and Burden, 1997). For instance, if they attribute 
their success/ failure to their efforts instead of attributing it to others, 
they are more likely to be more responsible for their learning 
(Dickinson, 1995).  

The Teacher and LA 

The role of being a facilitator is crucial in LA because through this role, 
the teacher encourages learners to overcome the difficulties they 
have and helps them acquire the skills needed for autonomous 
learning (Voller, 1997). The teachers who participated in the present 
study believed that this role was the most important and practised 
one (section 11.2).  Part of this role is that of being a counselor who 
gives suggestions to individual learners (Voller, 1997). Frequent 
consultations between the teacher and learners are so crucial that 
they help the teacher discover learners' abilities to learn 
autonomously and discuss any problems they might face (Chan, 
2001). These roles emphasize the notion of scaffolding through which, 
the teacher gives assistance to learners when doing tasks until they 
reach a stage of performing them individually (Bruner, 1986). 
Moreover, Voller (1997) argues that the teacher should be a resource 
who knows well about the target language and the resources 
available for learning it.   

However, teachers' beliefs can hinder promoting LA. Some teachers 
assume that LA has to do with self-instruction, and the teacher has 
no or little intervention in the learning process (Al-Saadi, 2011). In 
fact, Learners need teacher's guidance when experiencing a new way 
of learning. Little (1991: 44) emphasizes that "learner autonomy will 
depend crucially on the initiatives the teacher takes". To avoid such 
perceptions, it is suggested that aspects of LA are integrated into 
teacher training programs (Al-Saadi, 2011) so that teachers can have 
a better understanding of it. 
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8. The Institution and LA 

An obvious role institutions should have is through providing facilities 
and resources (e.g. textbooks, self-access centres (SACs), e-learning 
labs, multimedia halls) to support promoting LA. In several Omani 
colleges and universities, there are centres with graded stories with 
CDs or MP4 devices which give learners the chance to hear and read 
stories simultaneously. Some of those centres have computers, study 
and discussion areas, and video clips of various topics. It is asserted 
that if these centres are "tightly integrated into the curriculum, the 
opportunities for teacher and learner involvement are likely to be 
greater" (Benson, 2001: 123).  This integration can be done through 
giving students tasks which need to be done through using the 
available resources to develop learners' language proficiency. 
Furthermore, language software programs can be provided to give 
learners the chance to choose what suit their needs and interests 
(Little, 1991). Consequently, learners would be able to work at their 
own pace and develop their own learning strategies (Sheerin, 1997).  

9. The Learner and LA 

Learners greatly influence the success of LA. The main roles learners 
have are getting involved in setting goals, determining the content, 
and evaluating procedures (Chan, 2001). In addition, Ridley (1997) 
and Crome et al (2011) point out that in LA, learners need to have 
metacognitive knowledge through thinking critically, managing their 
learning, and reflecting on their strengths and weaknesses in learning. 
In the present study, students were viewed to lack those skills to a 
large extent (section 11.2). Also, learners are expected to participate 
in class activities and help their classmates to solve any difficulties in 
learning (Chan, 2001). Additionally, learners should start with 
activities requiring low cognitive skills (e.g. knowledge and 
comprehension) and move gradually to higher complex skills (e.g. 
reflection and evaluation). Bloom's taxonomy of cognitive skills 
illustrates the level of each skill where memorization is the lowest 
level and evaluation is the highest (Baume, 1994). 
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Methodology 

The current study was carried out in order to answer the research 
questions mentioned in the introduction. This section provides more 
details about the participants, instruments used, and how they were 
piloted. 

10.1 Participants 

The study involved two groups of participants: first-year students and 
teachers from the English Language Centre (ELC) in a college of 
technology in Oman. All of the students were Omanis and aged 18- 
19. They have studied English for 12 years in public schools. The total 
number of students was 59 (44 males and 15 females). 29 students 
were from the elementary level, and 30 students were from the 
advanced level.  The second group of participants was 8 teachers (3 
males and 5 females) with different nationalities (Omani, Jordanian, 
Canadian, Indian, Japanese, Cameroonian, and Australian). They 
taught different levels and had more than five years teaching 
experiences. Participants who met the criteria of the research and 
were easy to access were chosen (opportunity sampling, Dornyei, 
2007).  

 
Some of the students and teachers who participated in the 
questionnaires were randomly chosen for interviews to have the 
chance to compare the results of the questionnaires and interviews. 
Eight students volunteered to participate in follow- up interviews. 
Four of them were male students from elementary level, 2 were male 
students from advanced level, and 2 were female students from 
advanced level as well. Furthermore, three teachers were willing to 
be interviewed. The first teacher who is referred to as teacher A was 
a female Canadian teacher. The second teacher was male and Indian 
and is referred to as teacher B. The third teacher is referred to as 
teacher C, and was a female Japanese teacher.  
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a. Questionnaires 

Questionnaires were the main part of the study. They were used 
because they are easy to design and they gather a lot of information 
(Dornyei, 2007). Moreover, they are more controlled, can be 
generalized in other contexts (ibid), and can be answered objectively 
(Wagner, 2010).  

Two questionnaires were designed for both students and teachers. 
The students' questionnaire included various types of questions 
divided into two sections. The first section had factual questions 
about the sex and level of students. The second section had various 
types of questions such as Likert scale questions, frequency scale 
questions and ranking questions. The teachers' questionnaire had 
three sections. Like students' questionnaire, it consisted of different 
types of questions. 

The purpose of the students' questionnaire was to find out their 
views towards aspects related to the research questions such as 
teachers' roles, students' views towards themselves and their abilities 
as language learners, and what they prefer to do and want their 
teacher to do for them. The aim of the teachers' questionnaire was to 
discover their views towards their roles in class and to find out their 
views towards language learners and the textbooks they used and 
other resources available in the ELC  

b. Interviews 

Follow-up interviews were used to compliment the data taken from 
the questionnaires. They helped to find out more ideas that can 
result in a better understanding of what was investigated (Dornyei, 
2007; Wagner, 2010).  Two kinds of interviews were used: face-to-
face interviews with teachers and a focus group interview with 
students. The interviews with teachers were conducted in English 
and lasted for approximately 20 minutes each (appendices 10-12). 
They were face-to-face in order to allow for more privacy and 
establish confidentiality with the participants (Brown, 2001).  The 
focus group interview with students was conducted in Arabic to give 
them the freedom to express their ideas easily as they had different 
levels of English. The interview consisted of five situations related to 
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LA and students had to discuss them in pairs. So, there were two 
groups from elementary level referred to as E1 and E2 and two 
groups from advanced level referred to as A1 and A2. Written 
permission was taken from the teachers and students to record the 
interviews. 

11. Results and Discussion 

As an attempt to answer the research questions stated in the 
introduction, this section discusses the main results of students' and 
teachers' questionnaires and interviews. Some comparisons are 
made whenever similar questions appear in the questionnaires and 
interviews.  

11.1 Students' perceptions towards LA 

Students' perceptions towards the role of the teacher: 

One of the questions in the students' questionnaire focuses on 
students' views about teachers' roles in class. The total number of 
responses was 113 (see figure 2). Being a controller is a traditional 
role in teacher-centred classes. However, the figure shows that it is 
less practised than the role of being a facilitator which is so crucial for 
an autonomous learning environment. The high percentages of 
responses for the roles of being a source of knowledge 32%), an 
advisor (21%), and a facilitator (25%) assert that the classes are 
becoming more learner-centred. 

 
Figure 2. Students' perceptions about the roles of their teachers 
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In the focus group interview, the four groups agreed that students 
should accept the idea of the teacher making language mistakes for 
many reasons. First, this would help the teacher develop his teaching 
style. Second, this would make the class interesting and this would 
encourage students to discover the teacher's mistakes and pay more 
attention during the class. It appears that students welcome what 
makes them more involved and interested instead of sitting passively 
and taking notes in class. 

Students' perceptions of what should be focused on during the class and 
how they want to learn: 

In one question, students had to rank several items according to their 
importance. Table 1 presents the results. 

Table 1. The order of the items the teacher should focus on in class 

Item Total 
score 

Percentage 

Focuses on Grammar 316 19% 

Focuses on pronunciation 
skills 

282 17% 

Focuses on writing essays 241 15% 

Focuses on the points that will 
be tested in the exam 

237 14% 

Determines the whole content 
of the course 

235 14% 

Gives the students the chance 
to choose how to be 
evaluated 

177 11% 

Gives the students the chance 
to choose some topics in the 
course 

167 10% 

Focusing on grammar scored the highest among other items since 
many students believed that grammar is the basic skill to learn 
English. Focusing on pronunciation skills, writing essays, what the 
exam tests, and determining the content of the course came after 
grammar. All these items make the teacher the controller of the class 
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and students non-autonomous learners who do not take the initiative 
to learn more by themselves.  

Another question asks about what the students prefer to do during 
the class. Figure 3 shows almost equal percentages of students 
preferring to work in groups or individually and whether they are 
given the task or choose it by themselves. In fact, working in groups 
and choosing tasks to be done are characteristics of autonomous 
learners. 47% of the students prefer group work. However, less than 
half of them want to be given the task instead of choosing it. 47% of 
the students prefer to have this choice, which is considered a positive 
sign for being more autonomous.  

 
Figure 3. What students prefer to do in class 

In the focus group interview, groups A1 and A2 liked to choose topics 
for writing and reading classes. However, group A2 said they need 
teacher's assistance when they choose the topics as the teacher 
knows better what is suitable for their levels. They also indicated 
their preferences to be given tasks from outside the textbook to 
expand their knowledge. Group E2 asserted that having topics to 
choose from would make students compete with each other. On the 
other hand, group E1 preferred not to be given this choice since 
some students would choose topics they had done before. The 
teacher should strike a balance between giving students his own 
topics and giving the students this choice.  
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In another question, students were asked to choose what they prefer 
to do after they finish a task in class. Figure 4 shows that 49% of them 
preferred that the teacher immediately discusses the answers with 
them, and 27% chose that the teacher takes the papers and corrects 
them after the class. These results show that students prefer to 
depend on the teacher to give them the right answers. However, 
some students either preferred to take the tasks home to have the 
chance to think of the answers before they are discussed during the 
next class (9%) or to correct each other's papers and give feedback to 
each other (15%). Thinking and searching for the right answer and 
participating in peer correction make students more autonomous 
learners.  

 
Figure 4. What students prefer to do after finishing a task 

In the focus group interview, group E1 said they do not want to be 
involved in peer-correction because it is the teacher's job and 
students might not see any advantages of doing this task and would 
just do it carelessly. Group E2 indicated that the teacher usually 
discusses the answers with the whole class when they are done, and 
in writing assignments the teacher marks the mistakes so that 
students can identify them. Groups A1 and A2 preferred peer-
correction and getting feedback from each other. It would appear 
that using different ways of correcting mistakes would match 
students' different preferences.  

The next question asked students what they prefer to do when given 
a task to do at home. Figure 5 shows that more than half of them 
preferred to be given the answers key to do self-correction at home 
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through which they can discover their own mistakes. 34% of them 
preferred to edit their work before they submit it to the teacher. 
Such edition would make them more conscious and responsible for 
their work. 7% of the students preferred to give their work to their 
friends to check before they give it to the teacher. On the other hand, 
5% of the students preferred to give their work to the teacher 
without revision. This shows low interest and motivation in learning. 
Students appear to be more responsible for correcting their mistakes 
and developing their English when doing tasks at home.  

 
Figure 5. What students prefer doing when given a task to do at 

home 

The kind of lessons students have in class: 

The total number of responses was 81 shown in figure 6. The highest 
percentage (45%) goes to the lesson in which the teacher lectures 
and students take notes. This is a typical kind of lessons in teacher-
centred classes which is still practised although other types of lessons 
have started to be practised. The second most practised lesson was 
the one which focuses on group discussions (37%). The roles the 
teacher and students have in this kind of lessons are totally the 
opposite of the first kind of lessons as students are more active and 
have more responsibility towards learning. The lessons in which 
students teach or do presentations were the least practised ones, 
about 9% each. It seems that students are given the responsibility to 
lead the learning process, but it is still in its infancy.  
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Figure 6. Lessons students usually have in class 

The kind of tasks preferred by the students: 

Figure 7 shows that reading short stories given by the teacher (23%) 
and being involved in group projects and presentations (20%) were 
the most interesting tasks for the students. Students may like to be 
given passages to read because the teacher knows what is suitable 
for their levels and backgrounds. However, some students preferred 
to choose stories to read and reflect on, but they are few (11%). 
Another point that needs to be considered here is related to group 
presentations. Although they are one of the highly preferred tasks, 
teachers do not give the students so many chances to do them 
according to the results of the previous question. This might be due 
to students' low level of English. Less interest was given to tasks that 
require research (9%) and reports in which students reflect on what 
they are good/bad at each week (5%). These tasks require higher 
thinking skills (e.g. analysis, reflection, and evaluation) which are not 
widely practised during the courses students take in college. They 
also require a lot of time to be done, and students prefer what can be 
done quickly and easily.  
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Figure 7. Tasks students prefer to have 

 

11.2 Teachers' perceptions towards LA 

Teachers' roles in class: 

In this question, teachers had to rank a set of roles based on the 
frequency of practicing them. The results are shown in table 2. 

Table 2. Roles teachers usually have in class 

Role Total score Percentage 

Facilitator 42 25% 

Giver of information 33 19.6% 

Advisor 32 19% 

Organizer 23 13.6% 

Controller 21 12.5% 

Resource 17 10% 

 
The responses show that being a facilitator was the most practised 
role by the participants. This is a significant role for creating an 
environment for autonomous learning. The second most practised 
role was being a giver of information, the basic role the teacher has. 
When students were asked about the roles their teachers have, they 
ranked being a giver of information before being a facilitator (see 
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section 11.1). From a cultural perspective, such differences in 
perceptions may appear because students perceive their teachers as 
sources of knowledge and fountains of information. Another reason 
might be that teachers think that they are facilitators because in 
theory, it is one of the best roles teachers have. However, in reality, 
they might be following traditional ways of teaching. These roles are 
followed by being an organizer and advisor. The least frequently 
practised roles were those of being a controller and resource. It 
seems that the classes are becoming more learner-centred.  

How and what teachers do in their classes: 

One question is a yes/no question about seven general statements 
shown in table 3. 

Table 3. What teachers do in general with their students 

Do you… Yes No 

a. ask your students to bring something 
they like related to English in class and 
say why they like it? 

5 3 

b. help students to use learning materials 
outside the classroom? 

7 1 

c. ask students to choose topics for 
discussions during the class? 

4 4 

d. ask students to produce something in 
English (e.g. posters) and present them 
to the whole class? 

4 4 

e. use visual materials? 7 1 

f. use audio materials? 8 0 

g. use materials that requires students to 
move in class? 

7 1 

 
Five teachers encourage their students to bring things related to 
English which they like into the class and tell their classmates why 
they like them. Seven teachers help their students to use other 
learning materials outside the classroom. This can be through 
encouraging students to use materials provided in the SACs (Self-
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Access Centres). Four teachers ask students to choose topics for 
discussions and produce something in English such as posters. This 
increases students' responsibility towards learning. However, the 
teachers who were interviewed indicated that it is not always 
possible to give this choice because they have to follow a syllabus, 
and the time they have during the course might restrict this choice. 
Teacher B stated that when he has enough time, he encourages his 
students to do presentations on the topics they choose as well. Seven 
teachers use visual materials and materials which require students to 
move in class in order to be physically and mentally active. All of the 
teachers use audio materials for listening activities, which give the 
students the chance to be exposed to the authentic pronunciation of 
the target language.  

 
In another question, teachers ranked the way they make their 
students do the tasks. Their answers are presented in table 4.  

Table 4. The way tasks are done during the class 

Type of activity Total Score Percentage 

In pairs 18 37.5% 

In groups 18 37.5% 

Individually 12 25% 

Teachers preferred to have their students work in pairs or in groups 
most of the time. However, working individually was the least 
frequently used method during the class.  

Another question required teachers to rank the frequency of using 
various materials and the extent to which students are involved in 
the learning process. Table 5 shows that four teachers sometimes use 
games in their classes, and two often use them. However, video clips 
are not popular in class as three teachers occasionally use them and 
three never use them. During the interview, teacher A stated that she 
would use fun things such as video clips and songs to supplement 
when she finishes the chapters she has to cover quickly. These 
materials are useful for raising students' awareness of some of the 
available resources they can use to learn English independently. 
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Three teachers often involve their students in choosing topics for 
class discussions, and one sometimes does so.  Four teachers 
occasionally involve their students in this choice. Seven teachers 
often use their own tasks because they seem to feel that the tasks in 
the textbook are not sufficient for language learning. When 
interviewed, teacher A pointed out that she would follow the idea 
given in the textbook and bring her own activities because the tasks 
given in the textbook are boring. According to teachers' points of 
view, students are sometimes involved in peer-correction and are 
often given problem-solving tasks which require higher thinking skills 
(e.g. analysis and evaluation). The results show that students are 
involved in evaluating the tasks covered during the course and are 
asked to create questions that match their needs. Doing so helps 
teachers learn the kind of tasks they should give their students. Five 
teachers sometimes integrate the materials provided in the SACs and 
e-learning labs in their classes. During the interviews, teacher B said 
that he rarely uses those materials, and teacher A never uses them 
because the SACs are crowded. The extent to which teachers use 
different materials along with the textbooks varies, and the degree of 
involving students in evaluating and designing questions for the tasks 
they do is high.  

Table 5. Frequency of using different materials and involving 
students in course evaluation and design 
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1. Using games in 
class 

0 2 4 1 1 

2. Using video clips 1 1 1 3 2 

3. Asking students 
to choose topics 
for discussions in 
class 

0 3 1 4 0 
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4. Using your own 
tasks- other than 
those in the 
textbook 

5 2 0 1 0 

5. Asking students 
to be involved in 
peer correction 
and evaluation 

1 1 5 0 1 

6. Using problem 
solving tasks 

1 5 0 1 1 

7. Asking students 
to evaluate the 
tasks and 
activities they 
have done 

0 2 3 3 0 

8. Asking students 
to create 
questions to given 
texts to match 
their needs 

0 2 5 0 1 

9. Integrating the 
materials 
provided in  the 
SAC and e-
learning labs in 
your classes 

0 0 5 2 1 

 

12. Conclusion 

This section revisits the research questions in an attempt to answer 
them based on the results of the current study. 

Q1: What are students' perceptions towards teachers' roles in class and 
their abilities as language learners? 

Most of the students view the teacher as the fountain of knowledge 
from which they can learn English. The second role the teacher has, 
according to the participants, is that of being a facilitator. Their 
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expectations of the teacher to focus on grammar, writing, 
pronunciation skills, and determine the content of the course confirm 
such views. This would appear to reflect the influence of the values 
students have taken from their Asian culture, as Ming and Alias 
(2007) point out. Students expect the teacher to be knowledgeable 
and determine everything related to the teaching/learning process 
although there is evidence that they have characteristics needed for 
independent learning (e.g. choosing what to learn, working in groups, 
and evaluating the learning process). In addition, they preferred to 
have some independent learning outside the classroom and be 
involved in peer evaluation and self-correction. On the other hand, 
they would appear not to like being given the chance to choose the 
content or write reflective and evaluative reports about their 
strengths and weaknesses. This could be because they are not used 
to doing such tasks and do not realize their advantages. On the other 
hand, those students seem to have more positive attitudes towards 
their abilities and autonomous learning.  

Q2: What are teachers' perceptions towards their roles in class and the 
degree of autonomy their students have? 

Teachers' perceptions towards their roles in class are different from 
students' perceptions. Teachers believe that they are facilitators. 
Moreover, teachers' perceptions about their students show that 
students are likely to be autonomous in some aspects (e.g. working in 
groups) and are almost non-autonomous in other significant aspects 
(e.g. identifying their strengths and weaknesses, and having the 
willingness to use other resources besides the textbook).  

13. Implications of This Study 

Students have abilities which help them to take charge of their 
learning, and teachers have the responsibility to guide them. 
Therefore, I would recommend open discussions between teachers 
and students to find out their goals, needs, expectations, and 
preferences in order to learn how to run their classes more 
effectively. In addition, teachers' perceptions that students lack the 
ability to identify their strengths and weaknesses might not be true. 
The results show that they like to do autonomous tasks such as group 
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presentations and self-correction which might be because they have 
already experienced such tasks and could see their effects on their 
progress in language learning. So, if they are encouraged to think 
reflectively and evaluate the items they encounter in the process of 
their learning, they might change their views. This would even help 
change their views towards the roles teachers have as well. Teachers 
should observe each other's classes to see whether they are 
practicing the role of a facilitator correctly.  

14. Strengths and Weaknesses of the Research 

The current study investigated both teachers' and students' views 
towards LA. It also combined qualitative and quantitative methods of 
research to gain a better understanding of their views towards the 
area of research and find out more valid reasons behind the 
phenomenon being studied. 

Despite these strengths, there is a number of weaknesses in the 
current study. It investigated a low number of teachers because the 
time of conducting the research was not suitable for most of the 
teachers. It was towards the end of the year and teachers were busy 
doing examination and revision duties. Besides, some interview 
questions were deleted as teachers were so busy and I tried to finish 
the interviews as quickly as possible. Furthermore, due to the low 
number of participants, it was not possible to draw firm conclusions 
from the results of the study.   

15. Suggestions for Future Research 

If this research is to be extended, it is recommended that the number 
of participants is increased to have more valid results. Additionally, 
the time of collecting data should be considered as well in order to 
have a larger sample for the study. It is also suggested that more 
colleges are investigated to find out whether students' background, 
geographical location, and culture influence their views towards their 
skills and roles as language learners. Another suggestion is to include 
schools to discover teachers' roles in class and how students view 
learning English. This would help to see whether the time they spend 
for English classes influence their views towards the language. 
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Furthermore, this research can be expanded so that more countries 
are included in order to make comparisons between the systems 
followed in each country and teachers' and students perceptions 
towards LA.   
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Theoretical and Practical issues in presenting 
lexical form 

Darryl John Manus 
English School, Royal Guard of Oman 

Introduction: 

“Without grammar, very little can be conveyed; without 
vocabulary, nothing can be conveyed.”  (Wilkins 1972). 

It could be argued, but one of the most frequently asked questions at 
Ibra College of Technology is; “Teacher, what is the meaning of this 
word?” How you respond to this highly intellectual question as a 
teacher, could take the entire lesson off- course, consume lesson 
time not planned for, leave the student more confused and bring 
teachers to the realization that a common word could be difficult to 
explain. To avoid any of the possible scenarios mentioned, this article 
suggests that every skill should start by dealing with texts which 
contain difficult vocabulary, unknown vocabulary and confusing 
vocabulary. This article suggests that grammar taught out of context 
is less important than words learned in a particular context. The 
article will answer questions like: How should is a word taught? 
Which words should be taught? Why should it be taught in a 
particular way? 

The meaning of words 

Teaching the meaning of a word could prove to be a daunting task 
because a word may have more than one meaning if used in different 
contexts. To illustrate this point, the word “book” has about eight 
meanings as a noun, about two meanings as a verb and about three 
different meanings when used with prepositions as phrasal verbs 
(Harmer 1991).The word “book” for example is known to be a 
collection words. The same word can be used to “book” a table, 
which has no reference to the written word. The word “book” also 
appears in a sentence like; “The traffic cop wanted to book me for 
speeding.”  The same word, pronounced in the same way, has a 
totally different meaning every time the context changes.  
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Conveying meaning could be done in several ways. The use of visual 
stimuli is the first strategy suggested by Geyser (2008). Pictures, 
drawings and photos are visual stimuli that help to connect the word 
with what is seen and also assist in recall. Another strategy suggested 
is miming and gestures, this brings action into the lesson and allow 
learners to see the creative part of the teacher, which would 
normally amuse them (Geyser 2008).   

A third strategy conveying meaning is verbal explanation (Nation 
1990). Translation is a verbal means whereby meaning could be 
conveyed, however Geyser (2008) cautions against the pitfalls of 
using this method. He says that some words may have no direct 
translation or equivalent. Also, if the teacher does not speak the 
language of the learner, the educator may have no clue whether the 
word was translated correctly. Nation (1990) further suggests 
analytical definitions as a means of verbal explanation. Geyser (2008) 
agrees, yet cautions against extensive explanations which could 
confuse students. Dictionaries play an important part as a verbal 
means to communicate meaning. Geyser (2008) suggests that 
students should own a monolingual dictionary and be trained on how 
to use them effectively. He further states that a monolingual 
dictionary may not be appropriate for the beginner level, and that 
they should opt for bilingual or electronic translation dictionaries. 
These dictionaries should have example sentences demonstrating 
how the word should be used in context. Harmer (2007) agrees with 
Geyser, he says reference dictionaries are most frequently used as 
they give the meaning of a word, how it is used, how it is spelt and 
pronounced. To prevent the overuse of dictionaries, in terms of bad 
timing, students should be encouraged to guess the meaning of a 
word in a given context.  

“One of the most useful and powerful ways of conveying meaning is 
by considering meaning in context (Geyser 2008).”  He further states 
that finding meaning is not limited to written texts only, meaning 
could be found in audio, video and plays. According to 
http://www.massasoit.mass.edu) there are four types of context 
clues; definition or restatement, example or description, comparison 
or contrast and inference. Definition or restatement does not have a 

http://www.massasoit.mass.edu/
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dictionary definition, but it provides the meaning of the word. An 
example of this would be; “If your house depreciates, that means it 
loses some of its value.”  An example or description gives an 
unknown word with several examples to gain a sense of what the 
unknown word means. An example of this would be, “Sweat shops 
are where many poor immigrants work, they are characterized by 
poor heat and ventilation, overcrowding, no fire escapes and low 
wages.” An unknown word can also be revealed by comparing it with 
something else. To illustrate, “Her predicament presented her with 
the same difficult problem she had faced the year before when her 
family had moved here for the first time.” An author can also give 
clues to unknown words by contrasting it with something else. 
“Instead of being demoted as she had feared, she was offered a new 
and more challenging job that paid more.” This would be an example 
of how contrasting is employed to divulge meaning. The meaning of a 
word could also be inferred by looking at words and phrases around 
it. A look at his sentence demonstrates the point, “I like Mary 
because she is not exclusive. When she has a party, she invites the 
whole class, not just her friends.” Geyser (2008) says that if learners 
are encouraged to find the meaning of words and phrases through 
context clues, they are less dependent on their teachers. This shows 
that words do not stand alone but are related to each other when in 
a context. 

The relationship between words 

Harmer (2007) says that the meaning of a word can be defined by its 
relationship to other words. “The meaning of words is often clearest 
when they are seen in relation to other words.” (Geyser 2007). 
Harmer (2007) provides an example by saying, if we want to get the 
meaning of the word “full” in context, we could use the opposite 
“empty” to make it clear what we mean. If we were to use the word 
“full” in a sentence like, “She has a full figure.” We will not assume 
we are talking about content if we used the antonym “emaciated”. 
Synonyms on the other hand are words that have the same meaning, 
or nearly the same meaning. Harmer (2008) says it is more difficult to 
find synonyms that are exactly the same depending on how they are 
used in context. An example used by Geyser (2008) is the use of the 
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word “terrible,” When something is not described as good, it can be 
said it is “bad.” However, bad is not a word that would accurately 
describe “terrible,” because “very bad” would describe “terrible” 
better. 

Another relationship to consider is Hyponymy. It connects the 
relationship between words such as apples, pears, bananas to the 
hyponymy of fruit. Fruit is also a hyponymy of food. The relationship 
between words in terms of clustering makes the meaning clearer. A 
word could conjure up a negative or positive emotion, this 
relationship has to do with the context of how it is used. If one says 
that a baby is “chubby” it is received as a positive comment. The 
same word used in relation to a self-conscious woman would elicit 
negative emotions. Thus the connotation related to that word is 
essential for the desired effect. 

Words can sometimes be drawn to each other to form word 
combinations, better known as collocations.  “Collocations are words 
which co – occur with each other and which language users, through 
custom and practice, have come to see as normal and acceptable” 
(Harmer 2007). To demonstrate what a collocation is Harmer (2007) 
uses the word “clenched” which would have a relationship with “fist” 
and “teeth.” However, this word will not be used connected to “lips” 
or eyes. The relationship between words can also be extended to 
phrases. Harmer uses the word “ironic” to illustrate his point. We use 
this word in a phrase, “It is ironic that…” or we use it in a question 
“Isn’t it ironic that…” Harmer refers to the words surrounding “ironic” 
as a lexical phrase or language chunk. He sees them as “pre-
fabricated building units.” Some relationships between words form 
one vocabulary item; that is two words joined together form a single 
item. Words like “traffic lights,” “walking stick,” and “work shop” 
clearly illustrates how two words function in combination. We know 
this as compound words. 

Vocabulary selection 

“It is estimated that that the average native speaker uses 
approximately five thousand words in everyday speech” Geyser 
(2008). This statement in itself is evidence of the daunting task facing 
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a teacher trying to teach vocabulary. We have already established 
that teaching vocabulary is important, so the question to answer is 
where do we start? Nation (1990) says the first place to start is to 
decide whether a word is worth spending time on or not. As 
simplistic as this may sound, it does not say much about where to 
start. However, he explains that teachers should spend their time on 
high frequency words. Harmer (2007) also suggests that teachers 
choose words based on how frequently they will be used and that the 
most commonly words should be taught first, moving from what is 
concrete to what is abstract.” Geyser (2008) is of the opinion that not 
every word a student will hear or learn will have to be produced. 
Therefore, he distinguishes between “productive vocabulary” and 
“receptive vocabulary.” Productive vocabulary he elaborates is what 
we use every day; this would be the equivalence of high frequency 
words. Receptive vocabulary, are words that we understand and 
know, but may not be commonly used. Harmer (2007) sheds some 
light on where to start when embarking on the path of teaching lexis 
when he states, “From a corpus of millions of words quick accurate 
information can be accessed about how often words are used and in 
what linguistic contexts. He says that this is all possible due to the 
fact that lexicographers and researchers are able to analyze banks of 
data stored on computers. 

Grammatical considerations 

We have looked at how we choose the vocabulary we should teach, 
in addition to this we looked at the theoretical and practical issues of 
presenting meaning of words as well as the relationship between 
words. We will now have to look at what we need to teach about a 
word. Nation (1990) calls this “the learning burden of a word.” This 
means that the word is subject to grammatical considerations; how it 
is spelled and pronounced. Geyser (2008) states that if we know what 
part of speech the word is, we can determine how this word fits into 
a system. He adds that knowing the part of speech helps to eliminate 
confusion with students, as the classification will identify it as a noun 
or adjective for example. Included in this grammatical consideration 
would be the tense of the verb, he says another word may be formed 
from the word we are teaching like; the verb “walk” could have an 
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“ing” added to make it “walking.” Geyser (2008) adds that one could 
also look at whether the word is countable or uncountable, if it can 
take a suffix or prefix. Another part of the burden of learning is the 
pronunciation of words. 

The spelling and pronunciation of words 

Geyser (2008) qualifies why it is important to teach the spelling and 
pronunciation of a word. He says it eradicates confusion and 
ambiguity. He adds if students learn a new word and they are unable 
to pronounce the word, learning that word was a waste of time. One 
could argue that it will not be a total waste of time if it is used during 
writing. In the instance where it is used in writing, the spelling should 
be accurate. He stresses that the importance of pronunciation lies in 
the fact that a student may not have a specific sound of a word in 
their language. In the process of pronunciation, care should also be 
taken that students know where the word stress should be. The 
example he used with reference to spelling and pronunciation and 
word stress is the use of the words “decade and decayed.” One can 
imagine that if the student wants to say the word, “decay” and the 
word stress falls on “decade” it could confuse the hearer. 

At Ibra College of Technology, most of our students do not use the 
target language outside the classroom; therefore it could prove to be 
beneficial to start each skill with a vocabulary exercise, or a 
combination of vocabulary exercises. If recycling of vocabulary 
learned takes place at every level, consolidation of most frequently 
used vocabulary will take place. It is obvious that teachers will not be 
able to teach students everything they need to know about English, 
however if students increase their vocabulary they are on their way 
to become independent learners.  
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Student support service in ELC 

Latha Anandan 
Ibra College of Technology 

Introduction 

Education in the global market has become a medium of negotiation 
for the consumers who are constantly forced to come to terms with 
the changing world. Low achievers face a challenge in coping with the 
demands of the global market. They find themselves out of place. 
Institutions locally and internationally are trying to bridge the gap 
between the demands of the job market and students level of 
achieving the same. One such attempt is establishing a writing centre 
with an aim to prepare students academically and socially.  

1. Current writing programs and Impediments 

In the regular curriculum of language learning, the focus of writing 
has been limited to achieve the set targets of the learning program. 
The only learning source has been the text and the teacher. So a 
student’s knowledge is already pre-determined even before any 
possible ventures to explore. Student is doubly impaired, the text and 
the teacher. The text is formulated on the basis of the learning 
outcomes and the teacher is a tool to ensure that students achieve 
the learning outcomes. Such preparedness or rather unpreparedness 
creates tension within the language learning process.  In addition, 
students are constantly monitored through various tools like quiz, 
projects, assignments etc. to check their progress in fulfilling the 
learning outcomes.  This process of assessment produces a hierarchy 
and keeps it stable through discursive practices. The concept of 
writing centre is to challenge the established academic discourse 
which maintains the hierarchy and to produce a counter discourse 
which can possibly nullify the dichotomy “Teacher and Student”. As 
Pam Nichols succinctly says “The idea of the Writing Centre has to be 
its practice, has to be this maintained shift of authority to the client, 
or it becomes a continuation of passive reception to lecture. 
Regression into the latter mode in the consultation is obviously very 
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easy in a country where the majority of people have been taught 
through lecture transmission”. 

2. Why a Writing Centre? 

The establishment of a writing centre in the English language centre 
is in itself a breakthrough as it sets students free from their regular 
traditional classroom learning.  It provides them with an interactive 
forum where the focus is not on knowledge transmission but on 
knowledge transaction. As Paulo Friere notes in his pedagogy of the 
oppressed that most of the colonial educational system follows 
banking concept of education in which a teacher deposits knowledge 
on the students. Contrary to this continued practice of colonial type 
of education, writing centre opens up new avenue for students to 
have meaningful dialogue with teachers as facilitators. With this 
notion, the English language centre at Ibra College of technology, 
Oman established a writing centre in 2008 as part of student support 
services to provide students with support in their academic writing 
with the aim to strengthen their writing skill and also to give them a 
scope to enhance their critical thinking skill by providing them an 
opportunity to exchange and analyze ideas with others. 

3. Planning for a writing centre 

The Writing Centre focuses on providing support to foundation level 
students in academic writing with the aim to strengthen the writing 
skill of the students and motivate them to achieve the set targets.   

The Centre aims at approaching writing as a process and to clarify 
and promote techniques of good writing. Language Centre students 
are welcome to bring their academic writings at any stage of 
development to the Writing Centre for consultation. During the 
consultation hours students may seek guidance on brainstorming 
techniques, organizing ideas, finding ideas for assignments, 
researching and documenting, self-editing, formulating a thesis 
statement, using transitional words and paragraph division. 

The Writing Centre favors one-to-one learning. The Centre will 
function as a writing laboratory where students are encouraged to 
self-analyze their writing tasks with the guidance of a writing 
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counselor.  Writing counselors will neither edit nor proof-read any 
papers for students. Instead through questions and discussions, 
students will be encouraged to identify ways in which their writing 
could be improved. “Power is given to the clients even when it is a 
case of learning a new skill. A one-to-one consultation allows a 
consultant to model or write with the student, constantly asking the 
student to explain her own understanding. The student in a 
consultation is forced to be active, to venture ideas, to use the act of 
writing as a form of learning”. (See Emig1977.) The Centre’s mission 

is to enhance students’ academic writing by providing them a space 
for dialogue in a congenial environment.  

4. Objectives 

It aims to provide students with individual consultations; to support 
students of all levels of proficiency in their writing tasks, to listen to 
students’ concerns on writing, to identify problems in their writing 
and to offer suggestions to improve their writing, to cultivate 
academic inquiry and critical thinking.   

5. Who will do what? 

There are two types of responsibilities for those who establish and 
work with writing centre; coordinator and writing counselor. The one 
that establishes is the coordinator and the one that works with is the 
writing counselor. They both have different types of responsibilities.  
The following are the responsibilities of a coordinator and a writing 
counselor.  

a. Coordinator 

Coordinator of the committee will monitor the work of writing 
counselors provide them with a paper with details of their 
appointments with individual students collect the paper from the 
counselors at the end of each consultation hour prepare and circulate 
feedback forms to writing counselors and students at the end of the 
semester collect and submit the forms to the other member. Head of 
the committee will maintain a record of all the reports submitted by 
the counselors provide an annual report at the end of the semester. 
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do an analysis on the feedback collected prepare an evaluation 
report propose programs for the following semester. 

b. Writing Counselor 

The writing counselor will be available in the consultation room 5 
minutes before the scheduled time. He/she will collect the necessary 
papers from the committee member an hour before the scheduled 
time. The counselors will sign the paper at the end of the 
consultation hour and also get the student’s signature. All the writing 
counselors will hand over papers providing details of their 
appointments with individual students to the member of the 
committee concerned after each session. The counselor will record 
all appointments and if any appointment is cancelled, he/ she will 
record on a paper the reason for cancellation provided with the 
student’s signature. 

6. How to stream line the process? 

It is mandatory to make clear at the initial stage about the process 
and the progress of the centre.  Time, venue, and who can register at 
centre for help should be advertised in advance which can prepare 
students to approach the centre. The following points should be 
advertised. 

1. Consultation services are available to all foundation level 
students who need help to improve their academic writing. 

3. The Writing Centre is open Saturday to Wednesday from 
9am to 1pm. 

4. Students have to sign up for an Appointment with the 
Writing Centre one day in advance in a notebook kept in the 
SAC or by sending an email to a writing counselor (this can 
be done after the first meeting).   

5. The Centre is located in the old building, on the ground floor 
near the boys’ stair case. 

6. Students can have one-to-one 15- minute meetings with a 
writing counselor. 

http://www.sdc.uwo.ca/writing/index.html?appointments
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7. Students must bring their assignments or simply discuss 
general concerns. 

8. Drop-in appointments are also possible on a first-come, first-
serve basis should the counselor be free. We offer each 
student a maximum of two consultations per week.  

9. We believe that signing up with the same counselor builds a 
productive relationship. If the usual counselor is unavailable, 
students can meet another counselor.  

10. If a student wants to cancel an appointment, he/she should 
inform the Centre at least one hour before the scheduled 
time. 

11. If a student is more than ten minutes late for an 
appointment, he/ she will be considered “absent” and the 
time will be given to any other student waiting. 

12. If two appointments are missed without proper cancellation, 
the student will lose the privilege of booking an 
appointment for one month. 

13. The writing counselor will meet only four students an hour 
or two every week.(subject to change-depends on resources 
available) 

14. The writing counselors will be selected by the administration 
and their workload will be scheduled by the administration. 

15. Text books and supplementary materials used by students of 
all levels.   

7. Establishing a protocol 

Awareness should be created among students about how they can 
register their names.  In addition students should be notified of how 
the writing centre counselors will function during their meeting with 
students, after the meeting what the students are expected to do.  
The following points can be advertised through notice board or 
college website: 
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a. How to maintain records of appointment with writing center? 

1. A book will be kept at the SAC for students to sign in for 
appointments. 

16. Writing counselors will be provided with a paper to fill in the 
personal and academic details of each student. After the 
session, both the counselor and the student sign the paper.     

17. All the writing counselors will hand over papers providing 
details of their appointments with individual students to the 
Coordinator after each session. 

18. The Coordinator will collect all the papers and maintain a 
detailed file recording the details of each appointment that 
has taken place at the Writing Centre. 

1. Feedback and progress 

Counselors are given training on the basics of a writing centre. 
Counselors who have addressed the needs of the students are not 
just teachers. They are teachers who have interests in writing. They 
have reported positively in their feedback.  

Any course or language program follows the ADRI model (Approach, 
Deployment, Result and Improvement). The earlier part of the paper 
discussed the first two points. The result or the outcome of the 
program is best recorded in the students’ performance, their 
feedback and also the counselors’ performance and their feedback.  

Counselors are given self-appraisal forms which functions as a two 
way process - a method of assessment and as a means of suggesting 
improvement for making the writing centre a better functioning tool 
to enhance students’ writing skills.    

2. Student consultants 

The centre motivates the students not only to write and engage in 
discussions with the counselors but also to develop leadership 
qualities. Students who took the advantage of learning the process of 
developing any type of writing, in their process of self-development 
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ended up motivating and counseling fellow students. They played the 
role of writing counselors and fulfilled the students’ needs through 
dialogue writing and workshops. 

3. Workshops by student counselors 

Student counselors first conduct a needs analysis and the focus of 
their analysis is to find areas where students are deficient and need 
improvement. The other focus is to find students demand on 
different aspects of writing that they want to perfect. The convergent 
point is the basic requirement of any student when engaged in the 
process of learning any language. 

Student counselors who conducted workshops at ICT received an 
overwhelming response from fellow students. The workshop motive 
was to help students shed their inhibitions preventing them from 
using the language effectively and to encourage them to produce the 
language more affluently.  

Improving the Quality of English Department 

The one-on-one consultation has enabled the students in the English 
Language Centre at Ibra College of Technology, Oman to be more 
focused in their writing and to identify an alternate learning aid that 
has developed their ability to identify problems with their learning 
methods and solve them. 

It has also changed the student’s approach to studying at an 
institution which is basically centered on the desire to obtain marks 
and in acquiring a certificate of passing the course. Students’ writings 
are published in a newsletter by the English language Centre. The 
centre serves as a foster parent in preparing the students to be 
autonomously engaging as well as contributing to the job market 
which marks the strength of any country’s economy. 

In India, students do share a similar attitude towards their approach 
to learning English language like the Omani students with respect to 
gaining marks and not having a serious opinion about acquiring the 
skills or mastering it. Indian students are good at their 
communication skills but poor in their writing skill. Thus their 
performance at competitive exams is affected. Students of 
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professional institutions and colleges give exams like GRE, TOEFL, 
IELTS, TESL, and TEFL either for higher studies or for job opportunities. 
For such students, writing centre is an alter ego that helps them to 
disconnect from traditional approach to writing and explore the new 
modes of writing. It helps students to bridge the gap between the 
thought and the enunciation of the thought.  

Conclusion 

All over the world universities and colleges have begun a writing 
centre realizing its importance in providing students assistance in 
creative and critical writings. The reception they have got from the 
students and teachers shows how important they are in language 
learning and teaching. Since the current waves in teaching and 
learning insist on autonomous, post-method and pressure free 
learning environment, writing centre with all those qualities 
establishes itself as an inevitable learning place in any academic 
institution. It also nullifies the traditionally established dichotomy –
teacher and student- by enhancing a new approach, student and 
student facilitator. Since it is voluntary, students and student 
facilitators create a congenial and pressure free environment. Hence, 
it is essential to have a writing centre in English Department for a 
congenial learning environment which aims at students learning and 
progress. 
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Appendix 

Students' Weekly Appointment Sheet 

 

 Writing 
Centre 

Week 11  Starting: 
Saturday, 17th 

March 2012 

 Student's 
Name 

Day Time Counsell
or 

If 
Cancell

ed - 
Reason 

Sign 

1  Monday 1:00 to 1:15 Teacher   

2  Monday 1:16 to 1:30 Teacher   

3  Monday 1:31 to 1:45 Teacher   

4  Monday 2:00 to 2:15 Student   

5  Monday 2:16 to 2:30 Student   

6  Monday 2:31 to 2:45 Student   

7  Wednesday 8:00 to 8:15 Teacher   

8  Wednesday 8:16 to 8:30 Teacher   

9  Wednesday 8:31 to 8:45 Teacher   

10  Wednesday 9:00 to 9:15 Teacher   

11  Wednesday 9:16 to 9:30 Teacher   

12  Wednesday 9:31 to 9:45 Teacher   

 
In Charge: Latha Anandan     

Signature: __________________ 
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Date: 

Students' Weekly Attendance Sheet   

 

 Writing 
Centre 

 

Week 11  Starting: 
Saturday, 

17th March 
2012 

 Student's 
Name 

Day Time Counsellor Sign 

1  Monday 1:00 to 1:15 Teacher  

2  Monday 1:16 to 1:30 Teacher  

3  Monday 1:31 to 1:45 Teacher  

4  Monday 2:00 to 2:15 Student  

5  Monday 2:16 to 2:30 Student  

6  Monday 2:31 to 2:45 Student  

7  Wednesday 8:00 to 8:15 Teacher  

8  Wednesday 8:16 to 8:30 Teacher  

9  Wednesday 8:31 to 8:45 Teacher  

10  Wednesday 9:00 to 9:15 Teacher  

11  Wednesday 9:16 to 9:30 Teacher  

12  Wednesday 9:31 to 9:45 Teacher  

 
Writing Counselor:  
1)    Signature:  1) _______________ 
2)         2) _______________ 
3)                3) _______________ 
 
Date: 
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Writing Counsellor's Report 

 
Writing centre WEEK  

 

Name  

Level  Group  

 
 
 
 
 

SlNo Details Group  

 1 Type of Writing   

2 Student's Proficiency in the language   

3 Critical ideas   

4 Ability to follow instruction   

5 Student's interest in participation   

6 Regular Visitor   

7 Nature of Query:   
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Note 1: 1 Sentence (Grammar)

2 Paragraph

3 Essay

4 Assignment

Note 2: 1 Pre-elementary

2 Elementary

3 Intermediate

4 Advanced

Note 3: 1 Excellent

2 Very Good

3 Good

4 Average

5 Poor

Note 4: 1 Very Good

2 Good

3 Average

4 Poor

Note 5: 1 Very Good

2 Good

3 Average

4 Poor

Note 6: 1 Very Good

2 Good

3 Average

4 Poor

Note 7: 1 Yes

2 No  
 
Note: see appendix 
Date: _____/___/________   Writing Counsellor's  

Signature : ____________ 
 
Student's 
Signature: ________________ 
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Investigating Teachers’ Views on the Use of 
Games to Increase Students’ Motivation in 

English language Class in a University in Oman 

Yusra Al Maskari 
Ibra College of Technology 

Abstract 

Motivation seems to be one of the most important elements of any 
successful learning experience. When students are motivated they 
tend to perform better by taking part in the learning efforts. However, 
most of the Omani English language learners approach English 
learning with low motivation which has impacted negatively on their 
academic achievement. In order to investigate a solution to the 
motivation issue, this study seeks the beliefs of teachers about games 
as motivators. A questionnaire distributed to sample of 25 English 
language teachers at the Foundation institute, English section at the 
University of Nizwa in Sultanate of Oman. The results suggested that 
games have been perceived as helpful in increasing learners' 
motivation and engagement in learning. 

Literature Review 

It is widely agreed nowadays that motivation is an important aspect 
or feature of successful second language learning. The role of 
motivation to foster learning has been long emphasized by educators 
and scholars, and a variety of definitions, factors, sources and 
strategies have been explored too. In order to understand the role of 
motivation in acquiring a second language, it is necessary to start 
with what we mean by motivation in general.  

Various definitions from the literature can be obtained here. In its 
broader scope, motivation could be best defined as '' eagerness and 
willingness to do something without needing to be told or forced to 
do it'' (Longman Online Dictionary), while the Online Business 
Dictionary defines motivation as the reasons behind our certain 
behaviours. This implies that motivation is about passion and effort in 
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doing something. To give the term extra dimensions, motivation is a 
driving force that leads us to do something and insist on doing it. 
Pintrich & Schunk (1996:4) explain that motivation is ‘the process 
whereby goal-directed activity is instigated and sustained''. Based on 
this definition, motivation is also about how to sustain the desire to 
attain a goal and keep alive interest.  

Because of the fact that motivation is related to human behaviour, 
Dornyei (2001: 7) informs that motivation comprises:  

1. The choice of a particular action 

2. The efforts paid to it and preference with it 

Consequently, motivation can be viewed an answer to reasons 
behind people' decision on doing something, the efforts they are 
going to make to pursue it and the means by which they are going to 
sustain the desire. The issue with motivation is that it is a 
multifaceted concept. As explained by Chambers (2001: 2), a 
particular meaning of motivation might not match different contexts. 
For this reason he says it is reasonably hard to come up with a clear 
definition that covers a wide range of motivators. However, it is 
about the motive that prompts someone to act in a certain way or 
behaviour, for instance hunger is the motive for eating food. 

Motivation in Language Learning 

In the field of teaching a second language, motivation plays a 
significant role in the process of learning. Gardner (1985) offers that 
motivation is a combination of effort, desire towards achieving the 
goal of learning as well as the attitudes towards learning the 
language. Nowadays in the field of language learning, the question of 
how to motivate learners has taken its place next to how to deliver 
effective teaching. Motivated learners are described as those who 
show engagement in whatever the teacher asks them to do (Williams, 
1999). 

Although there is no single agreed definition of engagement, Quinn 
(2005: 3) describes engagement as the situation where students are 
fully focused and attentive on a particular task. Later in his book, 
Quinn (2005: 12) continues that engagement is about being 
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cognitively connected in the learning experience. He means simply 
both mind and heart have to be engaged in the experience. Whitton 
(2011) adds that engagement is about the degree of interactivity 
shown by students in an activity. In other words, engagement is 
expressed through students' interest, enthusiasm, efforts and focus 
while on a task as well as their emotions and intellectuality. The more 
of these features are pulled in by students, the more they are 
engaged. Thus, the possibility for effective learning is greater when 
students are engaged and focused fully (Harmer, 2006). 

Looking back at Gardner (1985) definition, he views motivation as not 
mainly about desire, effort and eagerness shown by language 
learners, but also their attitudes towards the second language is 
another factor in shaping students' motivation. According to Smith 
(1971) cited in Oroujlou and Vahedi (2011)''An attitude is a relatively 
enduring organization of beliefs around an objector a situation, 
predisposing one to respond in some preferential manner''.Like 
motivation, it works as driving force in sustaining and enduring the 
long learning process. Language teachers face the challenge of 
teaching learners with negative attitudes toward the language and 
the learning experience itself. Those have been described by 
Chambers (1998) as being unmotivated, dissatisfied and switch off, 
which means they show no interest and desire to learn English. Sakui 
and Cowie (2012) further note that negative attitudes are results of 
lack of confidence and self-esteem. When students have the image 
that they are not capable and will not succeed in their learning, their 
motivation would be seriously affected.  

Motivation can decide the success or failure of the whole learning 
process because of its key connection to the human mind (Dornyei, 
2001: 2). This influence in second language is equivalently important, 
where motivation supplies the learners with persistence and desire 
for learning a new language. In order to cope with the demand of 
learning another language, the learner is ought to be committed, 
persistent and interested. Dornyei (1998) insists that even those 
learners with equally high abilities would not succeed in meeting 
their long-term goals if they are not enough motivated. On the other 
hand, Dornyei also affirms that motivation can make up for 
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considerable deficiencies they have in both; their language aptitudes 
and the learning environment surrounding them. Aptitude refers to 
''the natural ability'' (Longman Dictionary). Based on these remarks, it 
can be understood that motivation power is more influential than the 
natural aptitudes. A point has been indeed clarified by scholars, for 
instance Gardner and Lambert (1972). According to their point of 
view, language aptitudes are responsible for fairly large proportion of 
individual variability in successful language learning; yet motivational 
factors impact would outweigh the aptitude effect.  

Issues related to Motivation in Oman  

Motivation to learn English is arguably needed in order to master a 
new language with new structure, morphology, syntax, etc. (Dornyei, 
1998). Thus, it could possibly be said that this is true when it comes 
to learning English in non-speaking setting as in Oman. According to 
Al-Issa and Al-Bulushi (2012), English language is taught as the only 
official foreign language in Sultanate of Oman and it is seen as a 
means of developing the nation. They continue that English is well 
acknowledged in Oman for serving multiple services, yet Omani 
students leave their higher academic program with low level of 
competence. In his study paper, Al-Issa (2009) suggests that low 
motivation is one reason for this inadequate competence. He then 
goes and lists several reasons behind demotivated Omani students. 
First, since Arabic is the official language, students do not see the 
rationale behind learning English. Secondly, big-scale classes in 
general which hinder students from using all their abilities and skills 
as much as possible, resulting in limiting students' participation time 
and their use of English. It also denies the chances for organizing pair 
and group work which considered being factors for creating 
successful collaborative learning. Lastly, the problem of approved 
text-book and product-based instruction applied in the curriculum 
which hinders both teachers and students from using their creativity 
and skills in classroom. Students have to study English through text-
book which minimizes their output and exposure to the language. 
The same largely applies to the teachers who are requested to follow 
the text-book preventing them from providing students with 
opportunities for improving proficiency, creativity and critical 
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thinking. In general all these have taken its part in having students 
who show low level of motivation to continue their English learning 
which in turn have negative impacts on students' academic 
achievement.  

Looking back at factors mentioned above it can be understood that 
they are mainly related to learning environment and condition. As 
stated by Al-Issa (2009) learning English is about creativity, 
authenticity, providing meaningful context to use the language and 
improving critical thinking. Therefore, there is a need to implement 
methods and techniques that would facilitate these features and one 
of these techniques is integrating pedagogical games in English 
teaching.  

Having been traditionally seen as time fillers and a choice of activity 
in late afternoon Fridays' sessions, the image of games has changed 
gradually over times. This could be seen in Hubbard (1991) 
suggestion that games have taken its place in education as a 
necessity in language learning. In fact, Dorn (1989) describes them as 
''one more tool on the pedagogical shelf''. In other words, games are 
hugely important in education. They are in nature amusing, a 
challenging, creative and they encourage cooperation among 
learners. Perhaps these factors made games to be an interesting 
topic for extensive research and study to find out whether they are 
helpful in motivating learners. 

For some scholars in teaching field, game is still ‘’an intuitive’’ 
concept, that is, it has not been defined precisely in this context 
(Hubbard, 1991). However, on the other hand, game in this rich field 
has been given a specific definition and features, for instance Dalton 
(2005). She distinguishes that in learning-activities language is used 
for communicative purposes, whereas game is a type of activity that 
has a competitive element and scoring system. Moreover, game can 
be played individually or in groups. Deesri (2002) adds that there are 
usually rules govern the game and that game should have fun and 
enjoyment. Similarly, Hadfield (1990) defines games as "an activity 
with rules, a goal and an element of fun’’. Surprisingly, it has been 
noted that young learners are happy to play games, whereas older 
ones are satisfied with other language activities (Dalton, 2005). Both 
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Dalton (2005) and Dessri (2002) agree that typical activities, such as: 
fill-in the gaps, completion and multiple choices are more about 
cooperation, while game activities are about competition.  

To accommodate all these features of game and game-like activities, 
Rixon (1986) offers the following definition:  

‘’It is a 'closed activity', that is, one which ends naturally when some 
goal or outcome has been achieved. There are players who compete 
or co-operate to achieve that outcome, and there are rules which 
restrict or determine how the players can work towards their ends’’ 

The study of integrating games in second language learning has 
resulted in bringing a new approach into the educational field known 
as game-based learning (GBL). According to Yu Liu and Chu (2010), 
this approach combines both learning and game playing, providing 
the learners with opportunities to attain education subjects in real-
life experiences. 

The aim of the lesson will usually guide the choice of a game as an 
activity and can be used accordingly and that different games have 
different characteristics that fit the purpose of the lesson. As stated 
by Rixon (1986) games can be integrated at all stages of lesson, for 
instance, in the traditional teaching method: presentation, practice 
and production. This can be adapted in different ways by teachers; 
the following example is suggested by (Uberman, 1998): 

1. Presentation: modelling the language item or target  clearly 
to students (focus on accuracy) 

2. Controlled practice: imitating responses of the target item 
(focus on accuracy) 

3. Production: providing chances for students to practice the 
language (focus on fluency) 

For example, to focus on accuracy in grammar lessons, Rixon (1986) 
exemplifies that expansion, changing, shortening, or reordering of 
passages activities can be conducted like games. That is, 
cooperatively, students are requested to shorten or expand a 
sentence or a passage that has been written on the board, 
maintaining the grammatical accuracy all the time. This could be 
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done in ‘’silent sentence’’, which means the teacher keeps silent over 
any errors made by students, allowing them to figure it out by 
themselves. Similarly, games can be adapted to focus on fluency by 
having all students talk and communicate. Harmer (2007: 349-357) 
points out that information-gap games can be very useful for 
achieving such focus. For instance, one student describes an object, 
while another student draws according to these descriptions. A 
common game can be added here is finding differences and 
similarities between two pictures. The class can be arranged in pairs 
to complete the task in a strict given time. Students are ought to 
speak to each other in English in order to locate the differences. Each 
pair who finds more differences will receive more points from the 
teacher.  

Moreover, games can be adapted to emphasize accuracy as in 
memory-based competitions, as suggested by Dalton (2005).  This 
could be done after vocabulary lesson, where the teacher wants to 
revise or check students’ progress in acquiring the target item. 
Scrivener (2011: 358-364) suggests many games that can be 
integrated as lexical activities, including ‘’Chain Dictation’’. He 
explains that in this game, the teacher reads a list of letters that 
compose a number of words of one specific topic. Letters must read 
without stopping at the same time students write down the letters. 
Later, in pairs or groups, they try to come up with the individual 
words. 

Research Questions 

In order to find out teachers' views on the role of games as 
motivators, this research is set to answer the two following research 
questions: 

1. What are teachers' beliefs about the role of games in 
increasing students' motivation? 

2. What do teachers think about the effectiveness of games in 
changing students' attitudes? 
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Sampling 

There are around 17 English teachers at the University of Nizwa who 
have participated in this research project and they are from different 
nationalities and backgrounds. 

Results  

For easier representation, the discussion of the results will be divided 
into four groups: contextualized practice, participation and 
engagement, attitudes and students’ collaboration. There is one 
statement which is about the role of games in providing concrete 
practice for language items which is the 1st one ''games helped my 
students practice (Grammar, vocabulary, spelling, pronunciation, and 
the four skills'. The result can be seen in the following table: 

Table 3: teachers’ belief about the role of games in providing 
concrete practice 

Number of Statement  SA A N D SD 

1 Games helped my students practice 
(grammar, vocabulary, spelling, pronunciation, 
and the four skills) 

9 6 2   

According to the table, there is kind of agreement that playing games 
create a concrete practice for language items and skills (grammar, 
vocabulary, pronunciation, etc.) evident in teacher's rating of the 
statement. With 9 scores of strongly agree and closely 6 agree, 
teachers view that games help students in providing realistic 
opportunities to use their language meaningfully. This perception is 
similar to a study done by Yolageldili and Arikan, (2011) who 
investigated teachers' views of using games in teaching grammar. 
They concluded that teachers believed grammar games were helpful 
in applying what was being learned and that students were delighted 
in changing the role-based approach which is about explaining 
grammar rules explicitly. Similarly for this research study, students 
are learning communicatively and meaningfully through fun and 
enjoyment accompanied by games leading them to acquire the 
language item unconsciously (Fotovatnia and Namjoo, 2013).  
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The meaningful context, where students are enabled to use their 
language communicatively, has a positive implication on motivation. 
Thus, this will take us to the second grouping of result discussion 
which is about students’ engagement and participation. There are 3 
statements which representing the role of games in growing 
participation and engagement, 4th statement “''games motivated my 
students to get more involved in learning activities'', 10th statement 
''games increased participation and engagement of my students'' and 
12th statement ''games were not successful in making all my students 
participative''. The results are shown in the following table: 

 

Table 4: teachers' beliefs about the value of games in increasing 
students' participation and engagement 

Number of Statement SA A  N D SD 

4 Games motivated my students to get more 
involved in learning activities 

7 6 3 1  

10 Games increased participation and engagement 
of my students 

11 5 1   

12Games were not successful in making all my 
students participative 

3 1 4 4 5 

According to the table, a big portion of teachers show agreement 
with the fourth statement about engagement ''games motivated my 
students to get more involved in learning activities'' with 7 teachers 
strongly agree and 6 agree, whereas 11 teachers vote strongly agree 
with the 10th statement about participation ''games increased 
participation and engagement of my students''. This can be seen in 
the following table:  

Teachers' views show positive results about the role of games in 
increasing students' participation. Like drama, music, and other tools, 
games are used to ensure all learners are included and involved in 
the learning efforts and that each one participates (Dalton, 2005), 
(Yolageldili and Arikan, 2011). Games seem to be an answer in Nizwa 
University, where students show hesitation to participate because of 
the perception that they are not competent enough for such a task as 



Oman Journal of ELT 

 

81  

 

well as those who show low interest. This view is consistent with 
views collected in Al-Issa (2009) who also reported teachers of his 
study agreed that games helped in developing language proficiency 
and added variety of teaching besides applying the main text-book. 
Perhaps this Cheng (1994) meant by his statement that when they 
play games, student take the role of producers of the language rather 
than the receivers. This takes us back to motivation, engagement, 
achievement cycle explained in chapter 1, which states that the more 
students practice the more they grow motivated and confident to 
complete complex tasks.  

Regarding engagement, the results, particularly for the fourth 
statement, reveal that most of the participants strongly agree with 
the idea that games create an engaged learner. According to Peacock 
(1997) definition, engagement is ''on-task behavior'', which could be 
understood by any kind of concentration, involvement, focus and 
persistence shown by learners in the target activity. Given that there 
are elements of: time, completion, score, etc.; games naturally 
stimulate learners to produce their best efforts and attempts to take 
the lead in completing a given activity and win the game. This will 
result in having better focused and attentive learners. 

On the other hand, table 4 displays kind of undecided result about 
teachers' opinions on statement number 12, which says ''games were 
not successful in making all my students participative''. The 
researcher here wants to investigate the other side of integrating 
games in English classes. For this reason this statement comes as a 
negation. There are 5 who show strong disagreement and behind 
them closely there are 3 teachers who agree, indicating that games 
are not effective when it comes to students' participation as they 
expect. The reason for this is that despite games being attractive 
options; competition generated by games might influence learners 
negatively. Dalton (2005) describes that learners' self-esteem and 
confidence might hinder their participation in competitive games. In 
other words, students might perceive themselves as not being 
incompetent to play the game and compete with their peers. Dorn 
(1989) further add students would feel bored and uninterested in 
playing if many of games introduced at a time. A possible justification 
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could be that games along with its rules have not been explained 
clearly by the teacher to students, resulting in students not knowing 
their exact part and how to play (Dalton, 2005), (Huyen and Nga, 
2003), (Dorn, 1989).  

The second grouping of result discussion will be on the role of games 
in changing students' attitudes toward English learning. There are 
four statements represent this role which are, 6th statement ''games 
made English learning more interesting to my students'', 7th 
statement ''games decreased the amount of stress and anxiety 
students experience'', 8th statement ''games made my students love 
learning'' and 9th one ''games made my students feel uncomfortable''. 
The result can be seen in the following table: 

Table 5: Teachers' beliefs about the role of games in changing 
students' attitudes 

Number of Statement SA A N D SD 

6 Games made English learning more 
interesting to my students 

8 6 3   

7Games decreased the amount of stress and 
anxiety students experience 

6 9 2   

8Games made my students love learning 2 4 10 1  

9Games made my students feel 
uncomfortable 

1 1 6 2 7 

According to the table, there is a positive perception that games have 
succeed in raising students' interest in English with the majority of 
English teachers show agreement with the 6th statement, there are 8 
who strongly agree and 6 agree. Having an interest in English 
language has an undeniable influence on students' motivation, since 
it is related to their attitudes to the language. As Chambers (2001: 
15) stresses, attitudes reflect values brought to the classroom by 
learners which are directly determined by many variables, for 
example: experience of learning the target language, the influence of 
parents and friends and their attitudes as well, etc. Cajkler and 
Addelman (2000: 3) complement this argument by saying that the 
extrinsic motivation could be enhanced through providing a pleasant 
learning experience. In this research study the experience of learning 
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seems to be more relevant to influencing students' interest positively. 
The fun, excitement and enjoyment created by playing language 
games in English class has stimulated students' interest as it release 
them from learning the language in such a typical and traditional way, 
in which they have to receive demands from teachers (Chambers, 
2001: 9). In his similar study Al-Issa (2009) also reported that 
teachers thought games were amusing and creative resulting in 
increasing students' curiosity in tasks. Those assumptions agree with 
(Uberman, 1998) claim that when there is an interest there is a 
motivation to learn. 

On anxiety and stress, the result of the 7th statement show that a 
great majority of teachers support the idea that games are helpful in 
decreasing learners' anxiety and stress. The table shows 6 teachers 
strongly agree with 9 agree. As mentioned in chapters 1 and 2, 
English learners experience a big amount of stress and tension in 
their learning because they have to learn a new language, acquire 
new vocabulary and comprehend unfamiliar grammatical structure. 
Learners are found to be scared in articulating answers in front of 
their mates because they are afraid of making mistakes (Huyen and 
Nga, 2003), (Fotovatnia and Namjoo, 2013). In accordance with the 
results, games are viewed to be of a great help in overcoming some 
of the pressure and anxiety faced by Omani students and making 
them feel relaxed in their learning. In fact, students forget about the 
structure of the language as they learn them unconsciously in a 
friendly competitive learning environment (Fotovatnia and Namjoo, 
2013). This result confirms the positive results of previous studies, 
such as (Fotovatnia and Namjoo, 2013), (Al-Issa, 2009) and 
(Yolageldili and Arikan, 2011).  

On the other hand, table 5 unpredictably indicates that more than 
half of the teachers are not sure of the effectiveness of games in 
making students love learning English. This is clear on scores for the 
8th statement with 10 teachers voting neutral. A possible explanation 
is that most English classes in Nizwa University contain students from 
all degrees and majors. English courses specifically in the first year 
are compulsory ones in which every single student has to enroll. 
Therefore, students who will continue their Diploma and Bachelor 
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degree in Arabic might not see the rationale behind learning English 
since they will continue their studies in Arabic. They view learning 
English as a task to be fulfilled in order to complete their degree like 
any other subject. Consequently, it is hard for teachers to have a 
clear image regarding this aspect. Another possible explanation is 
that teachers who reported undecided results are those who might 
not play games in their classes frequently as the data shows; hence 
they are not sure about the effect of games in making learners love 
learning English.  

In spite of 7 teachers expressing their strong disagreement with the 
9th statement that games made students feel uncomfortable, there 
are two who express agreement. It is true that games have been seen 
as successful devices in lowering students' stress and tension, yet 
they can create a problem for students too. This disagreement could 
be better explained that frustration and anger can be caused by 
games among learners (Dorn, 1989). Competition in nature leads 
participants to make their best effort to win, which may result in 
students becoming obsessed with winning. Furthermore, it would be 
possible to say that a student who has not won the previous games in 
class might be unsure about participating in the new one.  

As predicted, table 6 confirms the perception that games promote 
collaboration among learners. With one teacher vote neutral, all 
teachers express their support for 11th statement ''games promoted 
student collaboration''.  

Table 6: Teachers' beliefs about the role of games in promoting 
students collaboration 

Number of Statement SA A N D SD 

11Games promoted student collaboration 11 5 1   

In total, 16 teachers vote agree and strongly agree which indicates a 
positive result. The results are in accordance with several previous 
studies, such as: Fotovatnia and Namjoo (2013) and Al-Issa, (2009). 
The former researchers conducted a study to find the difference 
between competitive and cooperative games in influencing students' 
motivation to learn vocabulary in Iranian context. The findings of 
their study showed that cooperative games brought collaborative 
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interaction among learners in the experimental group and that their 
motivation was enhanced to learn vocabulary. In the latter study, Al-
Issa concluded that teachers believed learners were helping each 
other cooperatively in a way that learners were learning from their 
mistakes and others. A further confirmation comes from Ghorbani 
and Nezamoshari’e (2012) study in which they stated that in 
collaboration learning, poorer students appear to be developing their 
language skills through communicating with their gifted mates. A 
possible explanation is that when learners work together 
collaboratively, they depend on each other knowledge and abilities. 
Since they know there are excellent students in their group, the 
weaker ones would not feel demotivated to participate knowing the 
good students will be out there for help if they struggle in a certain 
part (Ghorbani and Nezamoshari’e, 2012). This could be true when 
constructing games cooperatively as students cooperate and 
communicate to make a decision, make a choice and solve a problem.   

Conclusion 

The prime aim of this research study was to find out what teachers of 
English think of games and games-like activities' role in increasing 
students' motivation in English class in Oman. The findings in this 
paper complement findings from other papers (Al-Issa, 2009) and 
(Deesri, 2002). It is argued that teachers and curriculum designers 
consider the value and effectiveness of games and their contribution 
to motivate second language learners. However, teachers should 
note that any game is effective in teaching. Furthermore, it must be 
noted that the success of games depends on several factors, most 
importantly it has to match learning objectives of the class and timing 
of the play. Lastly, the level of students should be taken into account 
by the teacher when deciding on a game. 
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Appendix 1: The Number of Participants Falling within 
each Question in the Questionnaire 

Question 3: How often do you use games in class?  

Time adverbial  Teachers' responses 

Rarely 1 

Occasionally 8 

Frequently 8 

Almost always 0 

All the time 0 

 
Question 4: Why do you use games in class?  

Give each of the reasons a score (rank) from 1 to 5, where 1 is not 
important and 5 is most important 

Reasons 5 most 
important  

4 very 
important 

3 
important 

2 least 
important  

1 Not 
important 

To make 
students 
work hard in 
the class 

        1        1            7         3          5 

To fill the 
time 

        1        1                     2         3               10 

To engage 
all students 
to 
participate 
in activities  

        14        3    

To create an 
enjoyable 
learning 
environment  

        14        2          1   

To maintain 
good control 
in the 

        2        3           8        1          3 
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classroom 

To increase 
students’ 
interest and 
love for 
learning 

       12        2          2           1 

To create a 
useful and 
meaningful 
context for 
learning 

       9        3          3        1             1 

 
What are the outcomes of using games in your class? 

Using the scale provided, please rate the extent to which you agree 
ordisagree with the following statements regarding the outcomes of 
using games in your classroom: 

Strongly agree         Agree                Neutral                 Disagree                Strongly disagree  

   5                             4                         3                              2                                1 

Statement SA A N D SD 

1 - Games helped my students 
practice (grammar, vocabulary, 
spelling, pronunciation, and the 
four skills) 

9 6 2   

2 - Games did not help my 
students to learn profoundly 

2 3 4 4 4 

3 - Games were motivating, 
challenging, and competitive 

8 7 2   

4 - Games motivated my students 
to get more involved in learning 
activities 

7 6 3 1  

5 - Games made my class noisier 6 6 2  3 

6 - Games made English learning 
more interesting to my students 

 

8 6 3   
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7 - Games decreased the amount 
of stress and anxiety students 
experience 

6 9 2   

8 - Games made my students love 
learning 

2 4 10 1  

9 - Games made my students feel 
uncomfortable 

1 1 6 2 7 

10 - Games increased 
participation and engagement of 
my students 

11 5 1   

11 - Games promoted student 
collaboration. 

11 5 1   

12 - Games were not successful in 
making all my students 
participative 

3 1 4 4 5 

 



Oman Journal of ELT 

 
GUIDELINES FOR CONTRIBUTORS 

Oman Journal of ELT welcomes articles that  

1.  Reflect the contexts of English Language Centers in the Colleges of Technology, 

2.  Find solution(s) to the problems of teaching and learning EFL in Oman,  

3.  Introduce innovative teaching techniques,  

4.  Deal with reflective teaching which draw on both teachers' experience and theory 

of ELT,  

5.  Discuss materials designing, and technology-aided teaching.  

PARTICIPANTS SHOULD CONSIDER CAREFULLY THE FOLLOWING 

CRITERIA 

  Dealing with the main concepts and theories clearly. 

  Using a wide range of appropriate sources and integrating the key ideas from the 

sources into a coherent and analytical framework.  

  Examining the issues from more than one perspective. 

  Outlining and specifying the limitations of the main implications of theory for 

policy and/or practice. 

  Having clear research questions.  

  Justifying the data collection method. 

  Having clear research findings, conclusion and evaluation. 

  Having a consistent quality of the writing, expression of ideas and references 

required for publication. 

GUIDELINES TO SUBMIT ARTICLES 

Articles should  

  not have been published previously, 

  be between 1000 and 3000 words, 

  be typed using Times New Roman, font size 11, with single line spacing, 

  have all hyperlinks in the article and in the References deleted, 

  conform to the latest edition of the MLA style manual, 

  use sub-headings. 

 



Vol. 2, May 2015 

 

The Title of the submission should contain  

  The title of the paper, 

  The first name and surname of the author, 

  Position and affiliation, 

  Current mailing address, 

  Abstract of the paper in not more than 200 words, font size 12. 

DEADLINE  

Final date for submission of articles is December 15th, 2015.  

Please Email your articles to C. Kodhandaraman at: raman@ict.edu.om 

00968-99848627. 

 






	01_Front Page_7-5-2015_3-00 PM-01
	02_Blank Page
	03_Foreward, Publication Committee & Contents pages_24-5-2015
	04_ELT Journal_24-5-2015
	05_Guidelines_7-5-2015
	06_Blank Page - Copy
	Back Page_7-5-2015

