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Shima Kord!, Seyed Jalal Abdolmanafi-Rokni?*
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& Department of English Language Teaching, Science and Research Branch, Islamic Azad University,
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Abstract

Affective factors such as anxiety play important roles in language learning. In order to optimize
learners’ performance and minimize the negative effect of anxiety, it seems indispensable for
teachers to take cognizance of language learning anxiety. Self-efficacy is another affective factor
which plays a significant role in learners” performance. It refers to learners’ judgments of their
own potentials to perform and carry out different courses of actions. In other words, self-efficacy
is people's perception of their potentiality and self-concept. This study was intended to
investigatewhether there would be a relationship between language anxiety and EFL learners’
speaking ability, and whether there would be a relationship between self-efficacy of learners and
their speaking skill. To this end, 60 Iranian intermediate EFL learners took part in this
correlational study. Instruments such as Interchange Objective Placement test (IOPT), Foreign
Language Anxiety Scale, and Language Self-Efficacy Scale, and speaking test were utilized. The
results of IOPT showed that the participants were homogeneous. The results of the two scales
showed that there was a negative correlation between language anxiety and speaking
performance while there was a positive correlation between language self-efficacy and speaking
performance. The study can help the language learners and teachers to take a new look toward
affective factors such as anxiety and self-efficacy in order to maximize the learning experience.

Keywords: affective factor, anxiety, self-efficacy, speaking
Introduction

The English language has succeeded to establish its status as a medium of communication as well
as in educational system around the globe and in Iran as well. As crystal (2000) asserts, English
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language has turned into an international language for business and trade, science and
technology, the Internet, tourism and even sports events. In Iran, English has been gaining
greater and greater importance in our educational system in a way that it is presented in all
educational levels except primary schools. Its importance becomes more evident when Iranian
students want to pursue their education at post graduate levels.

Despite prominent presence of English language teaching programs in our national curriculum,
there seems to be a great gap between learner and family expectations and the current English
education policy. Most Iranian learners are not able to communicate in English due to many
reasons one of which is the inefficiency of language teaching programs in Iran. In order to
alleviate the problems, it seems necessary to restructure the language teaching system in Iran and
shift the attention from focusing on reading and grammar approaches to more communicative
and oral based approaches so that the learners will be able to speak the language fluently.
According to Krashen (1985), the acquisition of a language becomes easier if learners have more
self-confidence and self-efficacy, high motivation and low anxiety in affective filter hypothesis. In
accordance with Yukina’s (2003) framework, the external factors lead to a change which
instructors are able to change in the object of foreign language acquisition research, the internal
factors of second/foreign language learners like age, sex, attribute, learning style, motivation,
learning strategy, and language anxiety.

According to Horwitz, Horwitz and Cope (1986), as speaking in the target language appears to be
the most threatening aspect on foreign language learning, the current focus on the development
of communicative competence imposes particularly great problems for anxious learners.
Consequently, foreign language anxiety is one of the deciding factors that would influence the
learning effects, especially speaking a foreign language in the language learning classes.

By studying previous experiences and the current situation, it is significant for us to study and
investigate if language anxiety plays a significant role for intermediate EFL learners' learning
speaking skill. Rogers (1983) believe learning truly takes place when the cognitive and affective
domains of the learner are actively involved in the process. It is argued that foreign language
anxiety has three components: communication apprehension, test anxiety, and fear of negative
evaluation. Communication apprehension is a kind of shyness associated with fear of or anxiety
about communicating with other people.

People who generally face difficulty in speaking in groups are most likely to have even greater
problem in speaking in the foreign language class where they have no control over the situation
and where their performance is constantly monitored. Test anxiety refers to a kind of
performance anxiety resulting from a fear of failure. Learners who have high test anxiety often
demand more of themselves than they can achieve and worry about their performance. Fear of
negative evaluation refers to apprehension about other people's evaluations, avoiding evaluative
situations, and expectation that other people would evaluate oneself negatively (Watson &
Friend, 1969 as cited in Horwitz et al., 1986). These learners tend to sit passively in the classroom,
to avoid active participation in classroom activities that increase their language abilities.

Affective factors play a significant role in the process of language acquisition in a way that they
overshadow cognitive factors. Learners of all levels of language achievement and intellectual
capabilities are, inevitably, affected by anxiety in language learning. Anxiety exists in different
individuals in varying degrees and it is described as emotional feelings of worry, fear, and
apprehension. Different individuals show it anxiety in different levels (McDonald, 2001). As
learners progress they may experience overwhelming pressure and anxiety level that influence
their performance negatively. In order to optimize learners’ performance and minimize the
negative effect of anxiety it seems to be indispensable for teachers to take cognizance of language
learning anxiety.
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Self-efficacy is another affective factor which plays a significant role in learners” performance. It
refers to learners’ judgments of their own potentials to perform and carry out different courses of
actions (Badura, 1997). Fundamentally, it concerns the answer to the question of if a person could
do a specific task in a specific situation. In other words, self-efficacy is people's perception of
their potentiality and self-concept (Pintrich&Schunk, 1996).

Of course, there is a distinction between self-efficacy and self-concept. According to Bang (2003),
self-efficacy is primarily a matter of cognitive judgments of one’s own capabilities on the basis of
mastery criteria, while the self-concept deals with both cognitive and affective responses toward
the self. These two terms can be compared from three different perspectives. First perspective is
construct composition and the second is nature of comparison and the last is generality of
structure.

As far as language anxiety is concerned, Horwitz, Horwitz and Cope (1986) came to the
conclusion that adult language learners by and large feel anxious during their learning
experience and it also hinders their learning. Most recent research studies indicate that anxiety
acts as a counterproductive and hindrance that decreases motivation, and interferes with learning
experience, and leads to poor performance (Sparks &Ganschow, 2007).Despite the decisive role of
affective factors such as anxiety and self-efficacy, little research has been carried out to better
understand their impact on Iranian EFL learners' performance. Investigating these factors can
help our teachers and learners to better cope with psychological factors so that they get more
desirable results from their studies.

The main significance of the study is to come up with some new methods of dealing with
learners” affective features that enable and students to better cope with their affective problems
and overcome these obstacles to increase their language development especially speaking ability.
The findings of the current research can also be of great significant to educational policy makers
to take the issues of affective factors more seriously and incorporate them into educations
programs. It can be of great importance for both researchers to investigate the issue from
different perspectives.

This study will also highlight the importance of recognizing learner’s anxiety and self-efficacy
and their significant role in educational and career success of our students. The results of the
current study can help teachers to move in the direction of lowering anxiety of our learners and
strengthening their self-efficacy so that they can handle the issue of language learning more
successfully.

The purpose of the current research is to find out whether there is a relationship between
language anxiety and speaking ability of EFL learners. The study will focus on the relationship
between language anxiety and English language speaking ability. Another aim of the study is to
find out if there is relationship between self-efficacy and speaking ability of EFL learners and to
show if learners with higher self-efficacy beliefs outperform the learners with lower self-efficacy
beliefs.

Research Hypotheses

1. There is no significant relationship between Iranian intermediate EFL learners’ language
anxiety and their speaking ability.

2. There is no significantrelationship between Iranian intermediate EFL learners’ self-efficacy
beliefs and their speaking ability.

3. There is no significantrelationship between gender and anxiety.

4. There is no significantrelationship between gender and self-efficacy

Methodology

Participants
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From among EFL learners (N=70) studying English at Azar language institute in GonbadKavoos,
60intermediate EFL learners were chosen based on their performance in an Interchange Objective
Placement test (IOPT). They were selected based on their availability. The participants aged
within the range of 18-22. Their general English proficiency level was intended to be intermediate
learners since according to the scoring guide of the IOPT those who scored between 37 and 49
were considered as intermediate learners. All of the participants spoke English as their foreign
language in their classroom. After the placement test had been conducted, ten students were
excluded from the study. Sixty of the subjects were considered homogenous since they
performed the same on both written and oral placement test.

Instrumentation

In order to come up with satisfactory answers to the research questions, the Interchange
Objective Placement Test (IOPT), the Foreign Language Anxiety Scale which was developed form
Horwitz, Horwitz and Cope’s (1986) Foreign Language Anxiety Scale, a speaking test and the
Foreign Language Self-Efficacy Scale were used. These instruments are explained in detail in the
following section.

Interchange Objective Placement Test (IOPT)

The purpose of using the IOPT was twofold: First, it was used to measure the participants’
language proficiency and to determine if they were all intermediate level EFL learners and
second, to establish the homogeneity of the participants. The score range for intermediate EFL
learners according to the scoring guideline is between 37 and 49.The IOPT was used to measure
the general language proficiency of the participants. This test consists of fifty items with different
question formats comprising grammar, vocabulary, and 5 paragraphs of reading texts. There are
multiple choice, item matching, and cloze test type items in the test. In each item there is a
missing word for which there are four options. Students should find the correct item among these
options. All of the 60 chosen participants for the present study were able to pass the test with a
score ranging from 37 to 49. Based on the test scoring level chart, those whose scores in the test
were between 37 and 49 were considered as the intermediate-level and categorized to be at the
same level according to the IOPT results. The reason why the researchers of the study decided to
utilize IOPT as the students” measure of proficiency was due to the fact that the test is a standard
test of proficiency, and its validity and reliability were assumed to be satisfactory.

Horwitz, Horwitz and Cope's (1986) Foreign Language Classroom Anxiety Scale (FLCAS)

The foreign language anxiety scale was developed from Horwitz, Horwitz and Cope's (1986). It
consists of 33 statements, each to be rated by the respondents on 1 (no anxiety) to 5 (high anxiety)
Likert scale. The statements describe language learning situations, which are rated as to the
degree of anxiety that respondents perceived they would experience in certain situations. In
order to prevent any misunderstanding on the part of learners, a Persian equivalent of this
questionnaire was provided for the participants. It was back translated into English.

Foreign Language Self-Efficacy Scale

The foreign language self-efficacy scale consisted of 14 items in a Likert format with 1 indicating
no confidence in the student's ability to complete a task, to 5 indicating that the learner was very
confident in completing a task. This questionnaire which was used in order to assess the
participants' self-efficacy in speaking was a new scale for assessing EFL learners speaking self-
efficacy based on these three related questionnaires: 1) The Persian Adaptation of General Self-
Efficacy Scale developed by Nezami, Schwarzer, and Jerusalem (1996); 2) Morgan-Links Student
Efficacy Scale (MLSES) constructed by Jinks and Morgan (1999); 3) Beliefs about Language
Learning (BALL) designed by Horwitz (1988). This scale includes fourteen 5-point Likert type
items ranging from "strongly disagree" to "strongly agree" based on the items of the previous
questionnaires. A value of 1 is assigned to strongly disagree, and 5 to strongly agree. Cronbach's
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alpha was used to determine the reliability of the scale, and a principle component analysis was
used to analyze its construct validity. The Cronbach alpha coefficient for the scale was 0.78. In
order to prevent any misunderstanding on the part of learners, this scale was also translated into
Persian and back translated into English, and the Cronbach Alpha Coefficient for it was 0.81.
Speaking Test

In order to make sure of the homogeneity of the groups they were given a speaking test. The
speaking test was adopted form an interview developed for the intermediate speaking test from
the website www.examsreform.hu. The test was in the form of an interview which was rated by
two raters based on a specific TOEFL iBT scoring rubric. As it is commonly accepted, TOEFL iBT
test is a reliable and valid test to measure the general proficiency level of foreign language
learners.

Procedure

The participants of the study were 60 intermediate Iranian EFL learners. At the outset of the
study, in order to choose and make sure of the homogeneity of these participants in terms of their
general language proficiency, the IOPT was run among all the students studying at Azar
language institute in GonbadKavoos. It should be said that before administering each
questionnaire or running each test, the participants were given enough information about the
topic of the questionnaires or tests and also enough procedures on how to complete them. In
addition, before administering the questionnaires, the participants were asked whether they were
willing to complete the questionnaires or not and they were assured that their information would
remain confidential. The students were also told that there was no right or wrong answer for the
items in questionnaire, and the items just asked about their personal views. Both questionnaires
were distributed among those who agreed to answer. They were instructed to answer the items
in the questionnaires at their own pace. This study was carried out during three successive
language classes. As the topic of this study suggests, this research was going to study any
possible relationship between the learning anxieties, self-efficacy and speaking ability of
language learners; therefore, in order to make sure of the homogeneity of the participants, a
speaking test was run among them. In the second session of the study, the foreign language
classroom anxiety scale was distributed among the participants. Then, the questionnaires were
collected for the quantitative analysis of the data. In the third session, the second questionnaire
which was a foreign language self-efficacy scale was administered among the participants. The
researchers were present while the participants were completing the questionnaires and provided
help in case of any questions or ambiguity.

Data Analysis

For the statistical analysis of the gathered data, the statistical package for social sciences (SPSS)
version 19 was used. Statistical analysis of this study included the descriptive statistics of the
result of the anxiety and self-efficacy scales. In this study, the reliability of the instruments was
measured by using Cronbach Alpha. The researchers also used Pearson-Product-Moment
Correlation for inferential statistics in order to test research hypotheses and describe the strength
and direction of the relationship between the variables. Pearson-Product-Moment Correlation
was used since it gives a good measure of correlation between the variables.

Results

Results of the Placement Test

The Interchange Objective Placement Test was given to the participants.Those who scored
between 37 and 49were considered as intermediate learners. The test consisted of 50 items. The
following table 1 shows the results of mean score of the participants.

Table 1 Mean score of male and female participants on placement test

| | IN [Mean Std. Deviation Std. Error Mean |
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Males 30 1.6000 2.62087 .47850
Females 30 1.5000 2.44597 44657

As displayed in Table 1, there is almost no difference between mean scores of the participants on
placement test. Males had a mean score of 41.60 while females had a mean score of 41.50. In order
to base our judgment on more reliable statistical test, an independent samples t-test was run to
make sure of the homogeneity of the participants. Table 2 illustrates the point.

Table 2 Independent Samples t-test on placement test

Levene's Test for Equality of Variances  t-test for Equality of Means

F Sig .t df Sig. (2-tailed) Mean Difference Std. Error
95% Confidence Interval of the
Difference
Lower  Upper

Equal variances

assumed .057 .811 153 58 879 10000  .65452 -1.21016 ~ 1.41016
Equal variances
not assumed 153 57.726 .879 .10000  .65452 -1.21029  1.41029

According to Table 2, the sig (2-tailed) is 0.879 which is much higher than the significance level
0.05. Therefore, all the participants were the same proficiency level and homogenous. The next
step was administering anxiety questionnaire that was adapted from Horwitz, Horwitz and
Cope's (1986) foreign language anxiety scale. The scale consisted of 33 statements, each to be
graded by the participants as to the degree of anxiety that respondents perceived they would
experience in specific situations.

Analysis of Research Question One

To detect the relationship between language anxiety and English speaking proficiency through
statistical analysis, correlation coefficient was processed based on the language anxiety scores
from the FLCAS and English speaking proficiency scores. The results (Table 3) showed a
significant negative correlation (r =-0.333, p<0.01).

Table 3 Correlation coefficient between language anxiety and English speaking proficiency

Language anxiety speaking skills
Language anxiety 1 -.333
Speaking proficiency -.333 1

According to Table 3, the correlation coefficient is -.333, significance level at 0.05. As Cohen and
Holiday (1982) believe, this is a weak correlation. Cohen and Holiday's definition of correlation
coefficient if it is below or equal to 0.19 indicates a very low correlation, in case it is between 0.20
and 0.39 signifies a low correlation and between 0.40 and 0.69 proves a moderate correlation and
finally if it is between 0.70 and 0.89 indicates a high correlation. On the other hand, a correlation
coefficient between -1 to -0.8 shows a negative strong correlation; while between -0.6 to -0.79
signifies a high negative correlation and between -0.4 to -0.59 is an indicator of a modest negative
correlation; and between -0.2 to -0.39 shows a very weak negative correlation.
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The negative correlation indicates that learners who have high language anxiety are more likely
to achieve low English speaking proficiency and those with low language anxiety are more likely
to develop a higher level of speaking proficiency.

In order to scrutinize the different aspect of anxiety and its relationship with language
proficiency, the results of descriptive statistics were analyzed. As it was mentioned earlier in the
anxiety scale, there were five factors which were included in the scale questionnaire.

Table 4 Descriptive statistics among six factors

Factorl factor2 factor3 factor4 factor5 factor6

Average 2.84 2.78 3.00 2.95 3.06 2.98
SD 1.04 1.07 1.01 1.23 0.90 1.10

According to the results of descriptive statistics, the current research showed that the participants
had six factors about language learning anxieties. The results were illustrated in Table 4.

From the six factors, the factor number 5, feeling unable to deal with the task of English learning
turned out to be the strongest form of anxiety with the mean score of 3.06 and SD=0.91. The next
highest form of anxiety was fear of negative evaluation with the mean of 3.00 and SD of 1.02,
followed by test anxiety with the mean score of 2.98 and SD of 1.10. Being afraid of making
mistakes had the next highest form of anxiety with the mean of 2.95 and SD of 1.23, and speech
anxiety with the mean of 2.84 and SD of 1.04 was the next highest form of anxiety and finally the
last one was communication apprehension with the mean of 2.78 and SD of 1.07. In other words,
the findings showed that the participants in the current study generally believed that feeling
unable to cope with the task of English learning was the strongest factor influencing their English
speaking proficiency.

According to Horwitz, Horwitz and Cope (1986), the highly anxious learners responded to the 33
items in the questionnaire revealing the point that they suffered from different forms of anxiety
such as communication apprehension, test anxiety, fear of negative evaluation during their
foreign language learning. The 33 items of the questionnaire were categorized into six groups.
According to the results, highly anxious learners responded to the 33 items in the FLCAS saying
their anxiety in communication apprehension, text anxiety, fear of negative evaluation during
their foreign language learning experiences.

Analyzing the Second Research Question

The second research question was formulated to check if there was a relationship between
learners' self-efficacy and speaking ability. In analyzing the data, some statistical procedures were
carried out in this study: (1) Descriptive statistics including Cronbach alphas, means and
standard deviations computed to summarize the students' responses to the self-efficacy
questionnaire and speaking ability. (2) Pearson correlation was conducted to examine the
relationship between the students’ self-efficacy and speaking proficiency.

Descriptive Statistics of Second Research Question

Table 5 shows the Cronbach Alphas, means and standard deviations of the questionnaire and the
test.

Table 5 Descriptive statistics of the self-efficacy questionnaire and speaking test

Number of items Cronbach's Alpha mean  SD

Self-efficacy questionnaire 14 0.73 31.45 5.812
Speaking test performance 50 0.69 27.63 518
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As illustrated in Table 5, the reliability of the questionnaire was 0.73 and that of speaking test was
0.69 that is satisfactory. Means of the self-efficacy questionnaire and the speaking test were 31.45
and 27.63, respectively.

Analysis of Correlation between Self-Efficacy and Speaking

Table 6 shows the correlation between total scores of the questionnaire and the speaking test.
Table 6 Pearson correlation between the questionnaire and the speaking

Self-efficacy speaking test scores
Pearson correlation 0.78
Significance 0.03

As illustrated in table 6, findings of data analysis using Pearson correlation proved that there was
a direct and significant correlation between the participants' self-efficacy beliefs about language
learning and their speaking performance. This finding is in agreement with other studies. It
specially supports Bandura's (1997) claim that an individual's level of self-efficacy is thought to
relate to the individual's choice of activities, effort in those activities, and perseverance in the
activities. A paired sample t-test was run to determine if the degree of self-efficacy had any effect
on speaking performance. For doing this the participants were divided into two groups. One
group consisted of participants with high self-efficacy beliefs and the other group included low-
efficacy participants. The total score of self-efficacy was 100. Those whose self-efficacy was above
40 were considered as high group and those with lower than 40 were regarded as low efficacy
group. Out of 60 participants, 35 belonged to high efficacy group and 25 belonged to low efficacy
group.

Table 7 Paired samples t-test for high and low self-efficacy

Mean SD t df sig (2tailed)
Pair 1 high group -2.47 6.89 1.45 60 0.041
Pair 2 low group 4.19 8.87 -3.78 60 0.015

As reported in table 7, it became evident that high self-efficacy affected speaking performance
significantly and positively, but low self-efficacy had a significant negative effect on their
speaking performance. This is in conformity with other studies carried out on the issue.

Analysis of Results of Research Question Three

In order to understand other factors which may influence the relationships between foreign
language anxiety and speaking proficiency, the researchers measured the gender difference and
the reliability of the FLCAS first in order to ensure the accuracy of the data and avoiding other
possible factors affecting the result of this research. The following section would present the
relationships between foreign language anxiety and the gender difference. Compared to studies
by Awan, Azher, Anwar, and Naz (2010) and Jingjing (2011), the present study indicates that
there was no significant gender difference between anxiety score and their gender: #(84)=.70, r=-
.048. The mean scores for males (1=30) and females (1=30) were 98.39 and 95.49, respectively. The
standard deviation for males was 27.40, and females was 31.10. The reason of the significant
gender difference may be because of Awan et al.'s study, the researchers used the abbreviated
version of FLCAS to conduct the study that leads to the gender difference result. And inJingjing’s
study, the researcher did not provide the Cronbach’s alpha value; therefore, we are not sure
whether the instruments were reliable or not. With regards to this point, the present study
provides a very reliable Cronbach’s value (.916). The results are shown in Table 8.

Table 8:Gender difference

| Male female
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Sample size 30 30
Student age 18 -22 18-22
Cronbach's Alpha 0.916

Correlation r =-0.084 P<0.01

According to Cohenand Holiday's definition, the correlation coefficient between English learning
anxiety and gender difference are moderate negative correlation and there is no significance
between gender and English oral proficiency. Therefore, the gender difference would not be
considered as an influential factor in anxiety study.

Analysis of Results of Research Question Four

With regard to research question four, the correlation was utilized. The table showed that girls
had higher degree of self-efficacy (t=-2.7; X=35.5; SD=4.5; p=0.006) in English language compared
to boys. This finding on the gender differences is similar to many previous studies done on the
relationship between gender and self-efficacy. Results have shown that girls are found to show
higher self-efficacy in areas related to language (Pajares, 1996). In the study by Pajares, it was
stated that students were asked to provide confidence judgments on their academic skills and the
girls reported they judged themselves to be better speakers than the boys. This boosted their self-
efficacy. Generally, language is associated with feminine orientation and most learners believe
that speaking is the domain in which girls outperform boys (Eccles, 1987). In this study, it was
found that girls had higher self-regulated learning, which is one of the self-efficacy dimensions
(t=-3.7; X=2.38; p=0.000) as compared to boys. According to Noran (1993) the psychological
factors in English language learning that girls have higher positive attitude towards the language
and a liking for it. However, Bandura's theory does not endow gender or gender beliefs with any
genetic properties (Bussey& Bandura, 1999).

Discussion

Discussion on Research Question One

The findings of this question are consistent and in line with the literature of foreign language
anxiety. A number of studies such as Gardner (1997), Horwitz (2001), Park and Lee (2005), Liu
(2006), and Atasheneh and Izadi (2012) have concluded that FLCA associates negatively to
English achievement. Gardner (1997) examined the relationship between foreign language
anxiety and different affective variables and achievement in French. He found that there was a
negative relationship in language anxiety and two measures of achievement as objective
measures (r=-.66, p=.001, n=102) and French grades (r=-33, p=.01, n=102). In the Korean
situation, Park and Lee (2005) investigated relationship between language anxiety and oral
performance. Results indicated an important negative correlation between them(r=-.321, p=.001,
n=132).

In a recent study, Al-Shboul, Sheikh Ahmad, SahariNordin and Abdul Rahman (2013)
investigated the relationship between foreign language anxiety and achievement. It is prominent
that foreign language anxiety affects the students” learning process and results. They concluded
that the important negative relationship between foreign language anxiety and achievement
mainly array from moderate to strong.

Discussion on Research Question Two

Many studies have been done on this issue of self-efficacy in the academic settings. Research
findings have indicated that mathematics self-efficacy is a good predictor of mathematics interest
and choice of mathematics-related courses (Lent, Lopez, &Bieschke, 1993; Pajares& Miller, 1994).
In other studies conducted on science and engineering college students (Lent, Brown, & Larkin,
1984), it was reported that high self-efficacy seemed to influence academic persistence necessary
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to maintain high academic achievement. Pintrich and Groot (1990) reported that academic self-
efficacy is correlated with academic performances in examinations and quizzes, and Schunk
(1984) found that mathematics self-efficacy influenced mathematics performance directly
(beta=0.46).

In a related research study, Schunk (1995) stated that when students are engaged in activities,
they are affected by personal (e.g., goal setting, information processing) and situational influences
(e.g., rewards, feedbacks). These provide students with idea of how well they have learned. Self-
efficacy was enhanced when students perceived they performed well. On the other hand,
Bandura, Barbaranelli, Caprara, and Pastorelli (1996) reported that parents' academic aspirations
for their children influenced the children's academic achievement directly or indirectly by
influencing their self-efficacy.

Discussion on Research Question Three

In general, most studies show that, on average, girls do better in school than boys do. This shows
that girls have less anxiety than boys. Girls get higher grades and complete high school at a
higher rate compared to boys (Jacobs, 2002). Standardized achievement tests also show that
females are better at spelling and perform better on tests of literacy, writing, and general
knowledge.

In addition, Aida (1994) reported that females received significantly higher grades than males in
Japanese in the final exam, females scoring an average of 89.7%, as against an average mark of
86.1% for males. There was a trend in highly anxious students of both sexes to obtain lower exam
scores than more relaxed students. Onwuegbuzie, Bailey and Daley (1999) encountered a
statistically significant correlation between gender and foreign language anxiety in Anglophone
students of four foreign languages (French, Spanish, German, and Japanese), as measured by
course grades: .16* (*p<.05), indicating that in their investigation “low foreign-language anxious
students tended to be men” (p. 9).

Discussion on Research Question Four

The results of the current study on the gender differences revealed that there is a similar trend
among many previous studies carried out on the relationship between gender and self-efficacy.
Results have produced evidence that girls are more likely to show higher self-efficacy in language
learning settings (Pajares, 1996). In an investigation by Pajares, it was revealed that learners who
were asked to make judgments on their academic skills, the female learners judged themselves to
be better speakers than the boys. This has led to their higher self-efficacy. Commonly, language is
believed to be associated with feminine orientation and most learners are of the opinion that
speaking is the domain in which girls perform better than boys (Eccles, 1987). In this study, the
same results as previous ones produced. It was found that girls had higher self-regulated
learning, which is one of the dimensions of self-efficacy (t=-3.7; X=2.38; p=0.000) as compared to
boys. According to Noran (1993), the psychological factors in English language learning that girls
have higher positive attitude towards the language and a liking for it. However, Bandura's theory
does not endow gender or gender beliefs with any genetic properties (Bussey& Bandura, 1999).

Conclusion

Much research in second/foreign language acquisition has been devoted to exploring the
relationship between motivation and language learning success. Certainly, most teachers, if asked
to identify dominant influences on language learning, would cite motivational factors somewhere
on their lists, and Naiman, Frohlich, Stern, and Todesco (1978), suggest that the most successful
language learners display a host of characteristics, most of them clearly linked to motivation. The
majority of this research, however, has been centered on integrative/instrumental motivations
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while neglecting to explore other motivational theories, such as Bandura’s (1986) theory of self-
efficacy. Despite the fact that innumerable studies across a host of fields have established a
positive correlation between high self-efficacy beliefs and performance, the self-efficacy construct
has received comparably little attention in the field of second language learning (Multon, Brown
& Lent, 1991; Nicholls, 1979; Pajares, 1997).

Accordingly, this study was conducted to ascertain the correlation between English speaking self-
efficacy beliefs and the English speaking performance of Iranian EFL learners. Itwas sought to
establish whether or not there was a correlation between high English speaking self-efficacy
beliefs and high English speaking performance on end-of-term language assessments.
Furthermore, language anxiety has been an important factor which acts as an impediment to
language performance. There has been little research that attempted to investigate the correlation
between self-efficacy and anxiety and speaking performance of EFL learners. The study was an
attempt to fill this gap in the field of language learning.

Conclusion for the First Research Question

To conclude, the present study is preliminary research on the effects between English learning
anxiety and the English speaking proficiency, but its relevance to the parents” involvement can
also be seen. In the quantitative research results sections of the students’” FLCAS questionnaire
and English speaking proficiency scores, the researchers used SPSS 12.0 Program and Excel 2003
version to analysis the data using descriptive statistics, Chi-Square, and Pearson Correlation as
presented in the previous chapter. A major finding is that among the six factors of FLACS, the
Feeling unable to deal with the task of English learning is the highest factor. In the qualitative
research results sections, the researchers collected the data from the questionnaire which were
sorted and analyzed as presented in the previous chapter. The conclusions from above research
results will be summarized in this section in response to the research questions proposed in
Chapter One. Correlations between foreign language and the English speaking proficiency
According to the result of Pearson Product-moment correlation, the result indicates that the
significant negative correlation between foreign language speaking proficiency and the foreign
language anxiety (r=-.333, p<.01).

According to the chi-square results of FLCAS, the student participants were feeling very anxious
and nervous when they were speaking English and fear of been called by the teacher in the
English class. Student participants expressed that they feel anxious when they didn’t understand
what the teacher said. But according to the FLCAS, students also showed their ambitions to be
better than others and they really care about the evaluation from other students. Moreover, the
student participants do not feel that their English is worse than other students; it may be because
the student’s self-esteem is higher than before and they have been given the high expectation
from their parents to contribute their fear of negative evaluation from their peers.

The result greatly resembles Jinging’s study. Jinging (2011) described this phenomenon in his
research: "It is the cultural tradition that Chinese people care much about saving their faces, so
they don’t like to receive low evaluations or criticism about themselves." The same notion is true
about Iranian people because both Chinese and Iranian belong to oriental societies. This is the
reason why they experienced more fear of negative evaluation than any other kind of anxiety.
The result of factor 4-being afraid of making mistakes in the English class,the result indicating the
student participants would worry about being corrected by the English teacher when they have
any grammatical or pronunciation error and it would affect their willingness to speak up in the
English class. This result may correlate with the factor 3- fear of negative evaluation. Because of
the fear of negative evaluation, when students are corrected by the English teacher when they
commit to any grammatical or pronunciation error, it would make the subject student feel that he
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or she has lost their face to contribute their unwillingness to speak up in the English class. The
factor 5- feeling uniquely unable to deal with the task of English learning, as the result of all
items having significant difference, according to the descriptive statistics, this is also the main
anxiety factor of elementary school students (M=3.06, SD=0.91). Although this factor is the main
anxiety source, the participants still tend to have positive feedback. It may be because the
participants still enjoy learning English and the instructors have enhanced the student’s learning
motivation.

English is an international language and it has played an increasingly important role in people’s
work and life. While the importance of the English language is greatly emphasized in Iranian
education policy, it is also important to understand what kind of problem students will encounter
during the process of language learning. This research study focuses on language anxiety,
particularly investigating the relationship between the foreign language anxiety and the interest
of Iranian intermediate students in their foreign language speaking proficiency. The result of
FLCAS shows that the main factor of students” anxiety is speech anxiety, which explains that no
matter whether students” English speaking proficiency is good or not, they still feel anxious when
they are speaking in English. However, the result of the FLCAS also shows that there are other
anxiety factors that can affect the student’s English speaking proficiency besides the six factors of
FLCAS when a low correlation coefficient between language anxiety and English speaking
proficiency occurs. Therefore, the 15 open-ended questions were generated to detect other
anxiety factors which may affect students’ English speaking proficiency. In order to increase
students’ language learning motivation and ability, there is a need to decrease students” language
anxiety. It is hoped that this results of this research study can shed some light on language
education and bring some insights to English teachers, educators and education policy makers.
With all the collaborative efforts contributed to this matter, students will be able to increase the
level of their proficiency and really enjoy learning a language.

Neither Bandura’s theory of self-efficacy nor this study purports that people can perform given
tasks simply because they believe they can, without prerequisite skills. This study suggests,
rather, that an individual’s perceived confidence positively corresponds to his subsequent
behavior. For EFL learners, these behaviors could include the confidence to seek out additional
language instruction, apply for a job in an English speaking environment, or participate in a
social group - all behaviors that would aid in a more successful language proficiency. Successful
integration into target language depends on an individual’s ability to realize his goals. On a
smaller scale, within our English language classrooms, language instructors have the ability to
promote positive self-efficacy beliefs. These, in turn, can ameliorate some of the barriers
encountered by EFL learners as they attempt to improve their target language proficiency.
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Abstract

This study aimed at investigating the effect of concept mapping strategy on Iranian foreign
language learners’ speaking proficiency. This work deals with the study of change in learners’
speaking ability using concept mapping in the context of foreign language learning and teaching.
The main research questions were: 1) Does concept mapping strategy in asking and answering
higher-order questions affect the speaking proficiency of Iranian learners? 2) Is there any
difference between male and female learners achieving English speaking proficiency using
concept mapping strategies in answering higher-order questions? The study utilized a true-
experimental method with pre and post-test control and experimental group design. In order to
answer the research questions eighty foreign language learners at high-intermediate level at
ShamimArghavan Language Academy (SALA) in Shiraz were selected via administering on OPT
to 300 language learners. Then they were divided into experimental and control groups through
simple random sampling. The experimental group was taught with concept mapping
instructional strategy, while the control group was taught with the ordinary method of teaching.
The high cognitive questions were used to evaluate meaningful learning. Descriptive and t-test
statistics were used for answering the research hypotheses. The results indicate that speaking
performance among experimental group learners after the treatment improved as compared to
the control group learners. Students’ speaking proficiency was also found to be not limited by
gender. Therefore, there is a need for teachers, curriculum developers, and teacher training
institutions to develop the process of concept map strategy integration in the EFL teaching and
learning contexts.

Keywords: Concept Mapping, Higher-Order Questions, Speaking Proficiency, Bloom’s
taxonomy.
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1. Introduction

Concept mapping can be used to transform theoretical knowledge and understanding into
concrete visual signs and descriptions that are suitable for comparison and measurement. The
concept-map strategy can show who is in most need of support and when this support should be
given by making the learning process visible. Through communication people discuss and share
ideas either orally or in writing. In this study, communication is considered as fluency and
accuracy. According to Alam (2013), Oral communication is a bidirectional process between the
speaker and the listener which involves the productive skills of speaking and the receptive skills
of comprehension (Byrne, 1986).

Stabb (1992) considers listening and speaking as oral communication skills. As he says, “spoken
communication abilities mean both speaking and listening to oral language, either process of
talking and listening are lifelong activities and probably our crucial communication device”.
Stabb emphasizes that, while good instructions and lots of practice can help improve listening
skills, this won't happen without meaningful talk in the classroom” (p.7). Fundamentally, oral
language is concerning communicating with other people. It involves a process of using thinking,
knowledge and skills in order to listen and speak effectively. Oral language presents in every part
of the school curriculum. The advancement of oral language has gained an importance as great as
that of reading and writing skills, at every level, in the lesson planning. Chaney argues that
“speaking is the process of making and exchanging meaning through the use of verbal and non-
verbal symbols, in different contexts” (1998, p. 13).

Today's world says that the goal of teaching speaking should be improvement of students'
communicative skills because, only in that way, students will be able to express themselves and
learn how to follow the social and cultural rules in each communicative situation, appropriately.
English speaking proficiency is considered one of these important skills; so the learners should be
provided with an overall understanding of speaking skills. In the Applied Linguistics literature,
although the word “proficient’ is often used interchangeably with words such as ‘good’, “fluent’,
‘knowledgeable’, ‘bilingual’, ‘competent’, and so on, it is not always easy to understand what
speaking proficiency involves; the term may be applied quite differently from researcher to
researcher (Galloway, 1987; McNamara, 1996).

One of the most important educational strategies introduced since the 1970s was concept-
mapping. They allow the existing experience and understanding to be taken into consideration
when building new concepts into the more noticeable framework. By using concept maps,
learners make use of their previous knowledge to understand the new concepts. It establishes a
link between unknown and known information that leads to a great knowledge and
understanding (Novak, 2010). Gunter and Mintz (2010) state that the teacher -according to
Socrates- should help the learners organize their thoughts in order to build new understanding
from prior knowledge. Socrates method is learning by process of asking questions and answering
perplexing questions.

Concept-mapping is a kind of learning strategy in which writing and drawing have a vital role.
Folse (2010) noticed that when you ask people to write about his thoughts relating to a particular
topic before speaking about it, either the quantity and/or the quality of discussion will be
improved. According to Mayer (2003), concept mapping is used to prepare knowledge to the
learners in order to form a mental framework and retain new information for recalling and
producing. Questioning techniques used as teaching strategies and their possible impact on
learners’ learning has led many researchers in this field to examine the relationship between their
integration into teaching speaking strategies. As Novak and Canas (2006) state concept maps
represent hierarchical tree structure in which the main concept is located at the top followed by
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subordinate words or concepts in less important positions. In other words, to draw a map there
needs to be a word or concept as the starting point which represents an answer to a focus
question.

According to Smith and Higgins (2006), questioning procedure is one of the most common
techniques used by teachers and it is helpful as the main method in which teachers control the
classroom interaction. It has been discovered that classroom questions can also be used to
motivate students, to review, control, assess, explore, explain, encourage students to give special
attention on a particular subject, elicit information, and assess understanding and to monitor
behavior (Richards and Lockhart, 1994). Therefore, teachers” most important role is to develop
and plan different types of questioning activities that make learning materials meaningful and
appealing to students.

Cazden (1988) states that the most common applied method for analyzing classroom interactions
was categorizing the teacher’s questions based on some cognitive scale. One of the most widely
used resources for cognitive questions is Bloom’s taxonomy which describes the goals relating to
knowledge and intellectual abilities. Bloom’s taxonomy was first suggested by Bloom and his
colleagues at the University of Chicago in 1956 (Forehand, 2005). Bloom created a taxonomy that
could be applied in classifying pedagogical objectives of thinking skills. Researchers have
designed experiments which investigate the effectiveness of questions framed at differing levels
of Bloom's Taxonomy of School Learning. These levels, arranged in ascending order of
complexity, are: (1) knowledge, (2) comprehension, (3) application, (4) analysis, (5) synthesis, and
(6) evaluation.

Higher level thinking skills involve application, analysis, synthesis, and evaluation; which are
important activities in the concept map strategy, because the main goal is to teach the correct
ways of thinking (Notar, Wilson, & Montgomery, 2005). This organized hierarchy involved lower
level thinking skills such as, memorization, knowledge, and comprehension which require the
least amount of skill and thought. According to Bernadowski (2006), questions which are part of
lower cognition level make learners just recall the information from memory, focusing on facts;
whereas, the skills belonging to higher level category deal with critical thinking skills such as
problem-solving, analyzing, creating, or assessing information. Novak and Canas (2006) give a
complete definition of concept maps, in which they explain that concept maps are graphical
instruments for arranging and representing knowledge. Derbentseva, Safayeni, and Canas (2004)
argue that concept maps help the learners to make connections between the previously learnt
knowledge to new information. In fact, it is a good way to reveal the students’ abilities in
remembering, organizing, interpreting, and understanding information about a subject area.
Teacher’s In-class Questions and Constructivism Theory

Teachers’ in-class questions are mainly used to evaluate the learners’ ability to remember facts,
but this strategy aims to change the view towards the traditional use of questions and develops
using higher-order questions as devices by which active processing and thinking about concepts
and using knowledge will be possible. Ellis (2008) proposes that teachers should ask questions
which require the learners to participate actively in interactions. According to Novak and Canas
(2008), the type of questions has a great influence on the type of responses and consequently on
the concept map structures. The instruction of language skills through implementing concept
map strategy, involves introducing the topic and asking higher-order questions as a prompt, and
then providing a list of general words and phrases related to the topic (Canas, Hill, Carff& Suri,
2003).

Asking higher cognitive questions before actual learning happens, is a helpful strategy that is
much better than simple remembering of information. Kauchak and Eggen (1998) believe that
teachers should start the lesson with asking lower-order questions and then gradually shift to
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higher-order questions. According to Tajrishi, Alipour, Chapari-Illkhchi (2013), the role of
instructors has shifted from knowledge transfer to the guide and facilitator of learning in the
students. The recent changes of teaching and training methods have resulted in making
knowledge learning meaningful in exchange for transferring of knowledge and information by
teachers and books.

As Novak (2000) states, the concept map strategy is one of the modern approaches used in
educational settings, which is directly related to constructivism theory. In constructivism,
learning is considered as an internal and active process in which the learning is dependent on the
learner in making knowledge visible by linking new information to the previous one. Hay,
Kinchin, and LygaBaker (2010) claim that concept mapping is a way of understanding what has
been learnt and what is not. Through this strategy, the learners are asked to make a map of their
previous knowledge and all of the concepts that are related to the topic. Concept maps used in
education can be drawn personally or by a computer software program (Kinchin, 2010).
According to Novak (2000), concept mapping strategy has been applied as a supporting tool in
meaningful learning and teaching of science, in order to help the learners visualize their inner
knowledge and mix it with new information to create new arrangements, and make both
previous and new knowledge as an integrated part of their cognitive structure. Noonan (2011)
claims that concept mapping is considered as learning and teaching strategy full of energy and
ideas that can be performed in combination with, or instead of traditional reading courses to
develop higher level of cognition.

Khatib, Sarem, and Hamidi (2013) observed that an educational setting should be planned in a
way that help the learners grow and develop their different aspects of intellectual, emotional, and
social communication potentials. As Morse and Jutras (2008) state, concept map strategy can be
done both at the beginning of the topic discussion courses to evaluate the amount of prior
knowledge, or at the end of the course, as an assessment tool in summarizing the learnt
information. Concept mapping was first proposed by Novak’s (2006) research in Cornell
University against rote learning. Novak based his work on Ausubel’s cognitive theory who
strongly emphasized on the role of prior knowledge in making the learners capable of learning
new concepts. In this strategy, the most important factor which has the most effective influence
on learning is what learners already know.

According to Ausubel (1978), the thinking structure includes a set of well-planned concepts and
information that a person has previously acquired, which creates a pyramid-shape structure with
the most general ideas at the top, and more particular and detailed ideas under them. According
to Ausubel (2000), two processes are involved in the meaningful learning, including ‘reception
and discovery” which deal with meaningful verbal learning and concept formation, respectively.
Based on his perspective, the new knowledge is constructed and stored in the cognitive structure
and will be reconstructed and developed every time the new related information is added

2. Speaking Proficiency and its Components

Teaching speaking is the most crucial part of language learning. The ability to exchange
information and converse with other people has a lot to do with the success of the learners in
using the language in later date in real situations. Instead of influencing the learners to just do the
pure memorization, trying to create an environment to implement meaningful learning strategies,
and to activate the cognitive structure of the brain is the most desirable pedagogical goal.
According to Jeremy Harmer (2008), to become a fluent speaker requires the learners to
pronounce phonemes correctly, speak in connected speech as well as using a range of
conversational strategies. As Bashir, Azeem, and Dogar (2015) state, students believe that the
competence in speaking a language is the end product of the language learning process, but
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speaking is considered the main part of the learning process, as well. So, the successful language
teachers develop learning strategies which help the learners use the language in talking about the
language.

Kayi (2006) has provided a list of main characteristics and features of successful speaking
strategies in pedagogical contexts, based on Nunan’'s (2003) framework. These features are
producing the English speech sounds, stress patterns, and rhythm; selecting the appropriate
words and phrases according to the social context, organizing their thought in logical manner,
using language as a means of expressing values and beliefs; using the language confidently with
few unusual pauses. Kumaravadivelu argues that the best strategy to help the learners in
learning a language is to direct their attention to comprehending, working with language, and
divert their attention from focusing explicitly on linguistic forms (2003; p.27).

Ellis (2003, 2008) confirms that the idea of second or foreign language performance and
competence has been composed of different constituents, and that three features of complexity,
accuracy, and fluency belong to the principal dimension of this field of study. Accordingly,
complexity, accuracy, and fluency have been the main variables of the research studies in the
field of applied linguistics. As Jong (2010) states the common measures of speaking performances
are related to the specific features of fluency, lexical repertoire and accuracy. It is believed that
accurate speech production includes no errors, or, it is error-free. Range or lexical diversity, refers
to the measurement of the percentage of content words used by learners in their speech
production. Accordingly, a significantly greater variety of vocabularies is produced by higher
proficiency level students.

3. Method

Participants

The subjects of the current study were 47 male and 33 female EFL learners attending a regular
course over a two month and a half period during summer in 2015. The participants were
selected from non-English majors considered to be prepared enough to handle more complex
learning tasks, with arguably lower motivation and higher anxiety towards English speaking.
Both groups were mixed in gender; they were classified in terms of their gender since this was
one of the aims of the present study. They ranged from 18 to 22 years (Mage=19.97), attending
ShamimArghavan Language Academy (SALA) in Shiraz. In order to check their proficiency level,
an Oxford Placement test (OPT) was run. According to the result of the test, 80 learners were
chosen from among 300 non-English speaking learners, and then assigned to two groups of
control and experimental. The students in each group were (n=40).

The participants were all studying English as a foreign language at the high intermediate level in
the mentioned English Institute in Shiraz Iran. The logic behind the decision to choose students
with upper intermediate level of speaking proficiency was that at levels below that level, students
are not still proficient enough to deal with aspects like using speaking proficiency factors,
organization and so on. These students can make clear understanding in language learning, and
are able to converse with ease and confidence when dealing with usual tasks and social situations
of their level.

4. Materials

Several instruments were used to collect the required raw data. The instruments used in this
study were of five sorts. English book Top Notch was used as teaching material in this study; the
placement test, the material for the pretest of the study, material for the treatment of the study,
and the material for the posttest of the study. The Oxford Placement Test (OPT) was
administered to the participants for the sake of homogeneity and eighty homogeneous and high
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intermediate students were selected. The material for the placement test comprised 100 questions
of the OPT including grammar, and vocabulary. Each section consisted of 50 items about 50
minutes were allocated to complete the test. The participants’ responses were scored on a scale of
50 points. Participants’ scores ranged between 25 and 45 and based on their performance on OPT,
eighty participants who had the score upper 31 were chosen randomly.

To find out if the participants were at the same level of proficiency in terms of oral performance,
the second instrument, the speaking section of the IELTS practice test was used for both the pre-
test and post-test phases of the study in which the subjects were asked to answer 10 questions
and their responses were tape recorded; 10 minutes was allocated for this purpose. To collect the
samples” responses, each participant came out of the class individually and went to a separate
room with the researcher. Necessary instruction to do the tasks was given to the participants in
Persian. They were told that they would be recorded while speaking in English. The researcher of
the present study and an experienced rater, who was also an EFL teacher, scored all the test
results according to analytic models of scoring. The participants” performance were scored on the
basis of three criteria: accuracy, fluency, and lexical diversity. Then they were assigned to control
and experimental groups through simple random sampling. The evaluation rubrics for the
speaking test were adopted from the IELTS exam.

Finally, the last instrument of the study was the material for the study’s treatment consisted of
teaching speaking with the participants” ordinary teaching materials in speaking with the higher-
level questions adopted from Bloom’s taxonomy of questions and concept map strategy for the
experimental group and without the mentioned tasks (using the existing methods of teaching
speaking) for the control group. The course book Top Notch, and the instructional materials were
identical for both groups. In this study, the researcher adopted Bloom’s taxonomy to scaffold
and enhance speaking and higher-order thinking. The teacher used these questions to help
students start a classroom discussion and take the conversation to a higher level of thinking. The
following model of concept mapping was used: making vocabulary schema by concept mapping
strategy in pre-speaking stage, and working collectively to answer higher order questions during
discussion stage.

5. Design and Procedure

This study was conducted twice a week over 18 sessions for both groups, between June and
August 2015. The present study utilized a pre-test post-test control and experimental group
design which involves comparative study that makes it possible for the researcher to evaluate the
difference between the control and experimental groups after the strategy instruction treatment
and its effectiveness. In order to test the research hypothesis of this study the following steps
were taken. To ensure the homogeneity of the participants in terms of language proficiency the
Oxford Placement test was run at the outset of the study to 300 Iranian EFL learners. From the
300 students, 80 high intermediate were assigned to two groups of control and experimental who
underwent control and experimental conditions. The number of subjects in each group was
(n=40) in which the number of male and female learners were not equal; and were different from
each other on their gender as well. However, the two groups did not differ with respect to their
level and knowledge of language learning.

Both control group and experimental group participated in pretest and posttest IELTS speaking
proficiency test. The pre-test and post-test were administered in the first week and during the last
week of the research, respectively; both experimental and control groups took the tests before
and after the treatment. It was speaking section of English language proficiency test of IELTS, to
measure the learners’ initial knowledge in two groups; each student in both groups was assessed
through this test, to do a thorough comparison of the relative effectiveness of concept map
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strategy training. There was one semester interval between students” pre-test and post-test. The
results of the post intervention test helped the researcher to test hypotheses on how experimental
students” performance after the treatment could be compared with the control group students
after all have been introduced to the concept maps. .

The learners in experimental group received the special treatment and the learners of control
group were not exposed to concept mapping but followed the traditional method of practice in
learning how to discuss about a topic in the foreign language. Treatment started the following
week after the administration of pre-test. The researcher employed concept mapping in the
experimental group for eighteen sessions. As the instruction to the first session, the learners were
informed that they were going to learn about the concept mapping strategy. During the
instructional period, the learners in both groups practiced four skills; however, control group
learners did not experience the treatment; in fact, the course was taught traditionally using
instructional techniques such as memorization, recall, and drills.

The concept map strategy was applied to the experimental group as integration of concept maps
and higher-order questions of Bloom’s taxonomy. The students were then taught using teacher-
constructed concept map. The students were expected to answer the questions and discuss the
topic(s) chosen. Therefore, the researcher decided to use a prompt that supports and encourages
the learners’ responses. During the instruction course, whenever there was a topic discussion,
answering higher-order questions was considered a necessary exercise before the main task
which made the learners answer the higher-level questions and write their own ideas and
knowledge on a piece of paper. In fact, they were given time to write what comes to their mind
before they had to answer the questions and discuss the topic.

The first step, is to define the topic or the focus question; next, is to identify and make a list of the
most general concepts related to the main topic; then, to arrange the list of words and order them
from top to bottom going from inclusive concepts to the most specific representation of
conceptual relationships; once the key words or phrases have been identified, the linking phrases
are added with crosslinks that make a connection between subordinate and secondary words or
concepts. In addition, discussion and answering to higher-cognitive questions or tasks simplifies
the process of comprehending concepts (Mccagg&Dansereau, 1991). Using the open-ended
questions like higher-order questions was done to leave room for interpretation and for the
learners to respond in different ways. Thus the students noticed and learned about the free form
character of concept mapping and different models of connections between ideas.

The rating scale to rate speaking test was the same as the one used to IELTS. The interviews were
recorded to be listened to and rated at a later time. The recordings were rated based on the IELTS
assessment criteria. They were included Accuracy (error-free units), Fluency (grammatically
correct units), and Range (number of related vocabulary to the topic). So, the researcher
conducted a careful analysis of test-takers” performances on the post-test in order to see in what
ways their performances differ by the intended features that seemed to have an impact on the
overall assigned scores. The following measures were used in this study to examine each of the
three factors. Fluency: following Mehnert (1998), the total numbers of pauses was calculated by
counting the number of pauses during one second or more. Accuracy: the number of error-free
clauses was calculated to detect the differences in students” speech and to find out how much the
rules of the target language are met. Range: the number of all the words related to the topic.

6. Results and Analyses

To understand whether answering higher order questions by concept maps had any significant
differences on the speaking proficiency of male and female learners or not, the data on pre-test
and post-test scores of 40 students in each group were gathered and analyzed with statistical
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package of SPSS (version 20). In order to gain precise measures the participants” overall speaking

proficiency was rated by an experienced language instructor who had done the work for more
than 10 years and was familiar with the IELTS speaking band descriptors. Those experts are
professors who teach in different universities in Iran, and each one of them has been teaching
English for more than 10 years. The learners’ scores ranged from 0-9. In order to ensure
comparability of the results of the present research study with previous research studies,
measures that were already used in similar studies were utilized. The evaluation rubrics for the
speaking test were adopted from The IELTS exam.
Findings from the comparison of data were compared to determine the efficiency of the results.
First of all, the normality of the data as the prerequisite for the application of parametric statistics
was examined through Kolmogorov-Smirnov test. It was shown that the sample meets the
normality requirement in both groups of experimental and control. The variance of the data was
also the same throughout the data set. Assuming the data normality (calculated by Histogram
chart and Kolmogorov-Smirnov test), as well as the homogeneity of variance in the sample (by
Levene’s test for t-test), the parametric test were used to investigate and describe the research
questions.

Table 4.1 Case Processing Summary

Cases

Valid Missing Total

N Percent |N Percent N Percent
group * gender |80 100.0% 0 0% 80 100.0%

The table 4.2 summarizes the group/gender relationship of the participants. The bar chart shows
the relationship between group and gender. As it can be seen, there is not much difference in
bars. frequency of each groups of experimental and control are as 48.82% and 51.18%,
respectively.

Table 4.2 The Distribution of the Sample According to the Group- Gender

gender
female male Total
group  case Count 15 25 40
% within group 37.5% 62.5% 100.0%
% within gender 45.5% 53.2% 50.0%
% of Total 18.8% 31.2% 50.0%
control Count 18 22 40
% within group 45.0% 55.0% 100.0%
% within gender 54.5% 46.8% 50.0%
% of Total 22.5% 27.5% 50.0%
Total Count 33 47 80
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% within group 41.2% 58.8% 100.0%
% within gender 100.0% 100.0% 100.0%
% of Total 41.2% 58.8% 100.0%

case coniral

group

Figure 1. The relationship between gender and group

The above cross-tabulation table records the number (frequency) of respondents and the
relationship between the variables. To assure the results and avoid any marginal inference, the
researcher tried to control the statistical significance of the variables of the cross tabulation table.
The relationship between two independent variable of gender and group was calculated and
investigated by Chi-Square test. According to the results (t= 0.464; sig(2-tailed)=0.496>0.05) P-
value was greater than the conventionally accepted significance level of 0.05, so it was concluded
that there was no signification difference in the proportion of the two variables of gender and
group and the distribution of both variables matched each other. The homogeneity of variance
across samples was also calculated and it was proved to be homogeneous. Therefore, it was safe
to apply the parametric statistical procedures for further data analyses.

able 4.3 Chi-Square Tests

Asymp. Sig.|Exact Sig. (2-
Value df (2-ided) sided) Exact Sig. (1-sided)

Pearson Chi-Square 4640 1 496

Continuity Correction®

.206 1 .650
Likelihood Ratio 465 1 495
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Association

Fisher's Exact Test

Linear-by-Linear

458

N of Valid CasesP 30

498

.650

325

a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 16.50.

b. Computed only for a 2x2 table

The researcher recorded the students' age from their school files at the beginning of the course. T-

test was used to measure any statistical differences.

Table 4.4 Mean Results of Controlling Age Variable

group N Mean Std. Deviation | Std. Error
Mean
age case 40 19.8250 2.78169 43982
control 40 20.1250 1.43558 22699

The table 4.4 describes the means and standard deviation of the average of the age for each
group. The means represented the average age scores for the groups. The average age for
experimental group was 19.82; whereas, for control group is 20.12. However, we cannot arrive at
any conclusions that one category is more significantly more different than another category
without examining the statistical significant of the age means.

Table 4.5 T- Test Result of Controlling Age Variable

Levene's t-test for Equality of Means
Test for
Equality of
Variances
F Sig. |t df | Sig. Mean Std.  Error | 95% Confidence
(2-tailed) | Difference Difference Interval of the
Difference
Lower Uppe
r
Equal 997 | 321 | -.606 |78 | .546 -.30000 49494 -1.28535 | .6853
variances 5
assumed
Equal -.606 |58 | .547 -.30000 49494 -1.29059 | .6905
variances 3 9
not 99
assumed
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Table 4.5 describes Independent t-test information to ascertain whether is significant differences
between the age groups. P-value (sig.) for the Levene’s test (0.321, p>0.05), hence we can assume
equal variances and report the first row entitled ‘Equal variances assumed’. Below the section of
T-test for Equality of means, we focused on the sig (2-tailed) column; the P-value (0.546, P>0.05).
This shows that there is not a significant difference at (0.05) level between the experimental and
control groups according to the age variable. Given the significant result found, we can now
argue that experimental group’s age is not statistically different from the control group’s age
(with t-value: 0.6, df: 78; P value (0.546). In our example, the significance of 0.469 accordingly,
means that our distribution is not significantly different from a normal distribution.

With response to Q (1) (i.e. Does concept mapping strategy in asking and answering higher-order
questions affect the speaking proficiency of Iranian learners?)

The following hypothesis emerged from this question:

Concept mapping strategy does not affect the speaking proficiency of Iranian learners. To answer
this question the researcher firstly calculated the means, and the standard deviation for the pre-
test and the post-test, then t-test was performed to determine the differences of these means.
Table 4.6 shows the descriptive statistics for participants’ scores on pre-test and post-test of
speaking proficiency in order to establish whether the means of performances for two
independent groups are significantly different from each other.

Table 4.6 Descriptive Statistics of Speaking Pre and Post-Test by Groups

group N Mean Std. Deviation  |Std. Error Mean
pre.test case 40 5.5250 55412 .08761

control |40 5.4250 50064 .07916
post.test  case 40 7.8250 1.73778 27477

control |40 5.4250 50064 .07916

case corntrol

group

Figure 2. The experimental and control groups’ mean scores on the pretest
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post.test

case

control

group

Figure 3. The experimental and control groups’ mean scores on the posttest
As the Table 6 shows, the participants” mean scores and standard deviation of each group in pre-
test and post-test are (Experimental: 5.52; Control: 5.42) (Experimental:7.82; Control: 5.42),
respectively. In the pre-test, it is found that there is no significant difference between the groups.
In other words, it is assumed that the two groups started out with equivalent means prior the run
of treatment. In contrast, the mean scores of each group in post-test indicate that there is a
statistically significant difference between the two means in favor of the post-test mean.

Table 4.7 shows the results of the Independent sample t-test to find out if the participants' scores
on pre and post-intervention are significantly different or not.

Table 4.7 Independent Samples t-test for the Pre and Post-Test of Control and Experimental

Groups

Levene's
Test for
Equality of

Variances |t-test for Equality of Means

df

Sig. (2-
tailed)

Mean
Difference

Std. Error
Difference

95%

Confidence

Interval of the
Difference

Lower |Upper
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- ______________________ |
pre.test Equal

variances  |1.752 |.189 |.847 |78 400  |.10000 11808 -13507 |.33507
assumed
Equal

variances 847 |77.210{.400  |.10000 11808 -13511 |.33511
not assumed

post.test Equal
variances 781 |.380 [8.393 |78 .000 |2.40000 |.28594 1.83073 [2.96927
assumed
Equal
variances 8.393 [45.429(.000 |2.40000 ].28594 1.82423 (2.97577
not assumed

The table shows that, P-value for the Levene’s test in pre and post-test, are both greater that 0.05;
so, the equal variances are assumed and the first row of the table is reported. It is also evident
that the difference between the participants’ performance on the pre-test is not significant at 95%
confidence interval with (t=0.847; sig(2-tailed): 0.40), indicating that there is no statistically
significant difference in the pre-test scores of both groups. In addition, the results of the t-test for
independent samples of the post-test scores shows that the scores of the experimental and control
groups differed significantly with (t=8.39; P-value< 0.001) indicating that there is significant
difference between the post-test scores of both groups, on which the experimental group scored
higher than the control group. According to the results in table 4.7, it can be concluded that the
computed P-value for the post-test scores was less than the set alpha value (0.05). Therefore, the
differences in post-test mean scores among two groups are statistically significant. Thus, it shows
that the two groups are not at roughly the same level of speaking ability after the treatment.

7. Speaking Proficiency of Two Groups through Paired t-test

This section addresses how the means of the two samples of related data are different before and
after the intervention through utilizing Paired Samples t-test. The results windows for the paired
samples t-test display the summary statistics of the two samples. In order to compare the
differences between two related variables like the speaking proficiency of each group in their pre
and-post test scores independently, paired sample t-test was used. The results of the mean
difference between the paired observations, the standard deviation of these differences, and the
standard error of the mean differences has been given in table 4.8.

Table 4.8 Descriptive Statistics of the Two Groups Considering Pre-Test and Post-Test

group Mean N Std. Deviation |Std. Error Mean
case Pair1  pre.test 5.5250 40 .55412 .08761

post.test  |7.8250 40 1.73778 27477
control Pair1  pre.test 5.4250 40 .50064 .07916

post.test  |5.6150 40 .52013 .08224

As it is evident from the table 4.8, there is a significant difference in the scores for experimental
group (M=5.52, 7.82; SD=0.554, 1.73); while this difference between the pre and post-test of the
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control group is not significant (M=5.42, 5.61; SD=0.50, 0.52). The table 4.8 reflects a higher result
in post-test, compares with the pre-test score of the experimental group. The standard deviation
of the experimental group on the pre-and-post tests are 0.554 and 1.737, respectively; this shows
that the difference among students’ pre-test score was smaller than that of the post-test score.
Thus, the experimental group” pre-and-post-test mean scores are somewhat different. So, null
hypothesis in rejected in this section. In other words, drawing concept mapping by the students
had positive effects on speaking proficiency of them.

Table 4.9, shows the results of the comparison of paired scores for pre-test and post-test of control
and experimental groups at the level of 0.05, to find out if the participants’ scores of each group
before and after the run of the treatment are significantly different or not.

Table 4.9 Results of the Paired Samples t-Test for Both Groups

Paired Differences

95%
Confidence
Interval of the
Std. Std. Error|Difference Sig. (2
Group Mean |Deviation|Mean Lower |Upper [t df [tailed)

Case  Pair pre.test

1 - -2.30000 [1.50555 |.23805 278150 |1.81850 -9.662 |39 .000
post.test|
Control Pair pre.test
1 - -.19000 |.07779 .01230 -.21488 |-.16512(-1.448 |39 0.487
post.test|

As evident in the above table, the difference between the experimental group participants’ scores
is significant with (t=-9.66; P < 0.001) at 95% confidence interval, indicating that the participants
in this group had a statistically significant difference between the mean proficiency of pre-test
and post-test. On the other hand, the difference between the control group participants” scores is
not significant with (t=-1.448; P value=0.487) at 95% confidence interval, indicating that there is
no statistically significant difference between the two conditions. Therefore, it can be concluded
that both experimental and control groups had an increase in their speaking proficiency, but the
mean scores for the experimental group was higher.

With response to Q(2) (i.e. Is there any difference between male and female learners achieving
English speaking proficiency using concept mapping strategies in answering higher-order
questions?)

The following hypothesis emerged from this question:

There is no difference in male and female Iranian language learners answering higher-order
questions.

In order to either confirm or reject the null hypothesis, the pre-test and post-test mean scores of
the male and female participants of the experimental and control groups are compared. The
descriptive statistic information of the comparisons is summarized in table 4.10. The mean score
of male participants on the pre-test is 5.46 and that of female participants is 5.48. This value for
the male and female participants on the post-test is 6.65 and 6.81 respectively. Accordingly,
female participants had a slightly higher score than the male participants.

Table 4.11 presents the results of independent-sample t-test for male and female participants’
mean score on two separate intervals of pre and post-test
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Table 4.11 Independent Samples t-Test for Male and Female Learners” Mean Scores

Levene's
Test for
Equality
of
Variances |t-test for Equality of Means
95% Confidence
Sig. Interval of the
(2-  [Mean Std.  Error|DPifference
F Sig. [t |df tailed)|Difference|Difference |Lower Upper
pre.test Equal
variances|1.370(.245 |.139|78 .890 1.01676 12046 -.22306 .25659
assumed
Equal
Ivlz?ances 136|63.848.892 |.01676  [.12293 -.22883 26236
assumed
Equal
post.test variances|1.166|.283 |.406(78 .686  1.15680 .38618 -.61203 92564
assumed
Equal
:f)?ances 365[43.230[.717 [15680 42989 -71003 1.02363
assumed
Figure 4 Male and female learners” mean scores on the post-test
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female male

sex

Figure 5 Male and female learners’ mean scores on the pre-test

The P-value on the Levene’s test is printed as 0.24 and 0.28 for pre and post-test, respectively;
which is greater than 0.05 for each interval run of tests. Therefore, we rely on the first row of
output, Equal Variances Assumed, when we look at the results for the actual Independent
samples t-test. The primary t-test reveals no significant difference between the mean pre-test
scores on achievement of experimental and control group. Overall result indicates that concept
mapping is significantly better than no treatment. According to the table 4.11, P- value for the
pre-test of male and female learners is higher than the level of significance 0.05 (t= 0.139; sig.2-
tailed= 0.89), which indicates that there is no significant difference between male and female's
scores of pre-test. On the other hand, P-value for the post-test of male and female participants is
(0.68) which is higher than the conventional value of 0.05, with (t= 0.40; sig.2tailed= 0.68)
indicating that the means of two variables are equal after the intervention, as well. Accordingly,
the corresponding null hypothesis to the second research question regarding no gender
differences between the male and female learners is verified. In this study, both boys and girls
seemed to equally benefit while learning English concepts cooperatively.

8.Discussion of Findings

In this study, the answers given to two important questions and attributed to the influence of
concept mapping strategy use on Iranian EFL learners’ speaking abilities and attitudes towards
using that strategy were examined. Regarding the first research question, this study began with
this assumption that concept mapping strategy does not affect the speaking proficiency of Iranian
learners. During this time the researcher employed the strategy and instructed the learners in the
experimental group how to apply them in their speaking and answering higher-order questions
related to the topic being discussed. The students on the control group, on the other hand, did not
receive any instruction in using this strategy in their speaking of foreign languages. After the
post-test, the results indicated that the teaching of this strategy did have an effect on the high-
intermediate level male and female Iranian language learners’ speaking proficiency. The results
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of the post-test confirmed that the concept mapping could be improved through systematic
instruction in language teaching contexts. The mean scores on the pre-test were almost the same
which suggested the homogeneity of the subjects in the study. But, the mean scores of two groups
were different on post-test; in other words, the mean score of the experimental group was higher
than that of the control group which indicates the better performance. Namely, the speaking
ability of the experimental group learners who had made use of concept map strategy surpassed
that of the control group. Therefore, the first hypothesis which states that concept map strategy
does not affect the learners’ speaking proficiency was rejected; it was revealed that the strategy
was pedagogically effective in enhancing speaking abilities. Yezki and Nasrabadi (2004) also
maintained that concept mapping strategy promotes meaningful learning and information
retention. The findings are also in agreement with findings of Akeju, Simpson, Rotimi, and Kenni
(2011) that found significant differences between two groups in favor of concept map group. The
findings of this study are in line with the study, worked by Ghonsooly (2009), who concluded
that concept maps can be effective for cognitive and instructional objectives. Overall, the results
obtained in this study are supported by the studies conducted by Gowin (1981), Ausubel (1968),
and Novak and Canas (2008) who stated that reason behind the power of concept map strategy is
that it causes better knowledge and vocabulary retention. Regarding the influence of concept
mapping strategy on speaking features, like accuracy, fluency, and range, the results obtained in
this study are in line with the works of Tavakoly, Dastjerdi, Esteki (2011). Rahmani (2011) came to
the result that those students who used note taking followed by graphical maps outperformed to
those who used note taking per se.

Finally, the present study seeks to find out whether concept mapping strategy affects male and
female learners’ speaking proficiency differently. In order to find the answer to this question, the
results for the performances of male mad female learners in both groups were compared with
each other using an independent t-test and it was revealed that gender plays no significant role in
oral use of concept map strategy which is consistent with a study by Sakiyo and Waziri (2015),
who found that gender did not affect students’ achievement in Biology through concept map
strategy. Maleki, and Dabbaghi (2013) in their study showed that there were not any important
differences between male and female high school students in using concept mapping

Conclusion

The main purpose of this research study had two important parts; firstly, it was an attempt to do
the comparison of the performance of the experimental group and control group; and between
male and female learners of the experimental group. Based on the students’ performance on an
IELTS practice as pre-test, the differences between the two groups were not significant and they
seemed to belong to a homogeneous group of English language proficiency level. However, the
control and experimental group scores at the post-test were compared to indicate the differences
between them. The experimental group behaved differently on the post-test. Therefore, it is
acceptable to hold the idea that the treatment has served the intended purpose. In order to ensure
that the results of the present study were similar in quality to previous research studies, measures
which were already applied in similar studies were utilized; fluency was calculated by counting
the total number of pauses; accuracy was measured with the amount of error-free clauses; range
or lexical diversity was examined with the number of related words to the topic. Overall,
grammatically correct responses, fluency, and lexical diversity measures provided evidence that
features of the participants’ speech production showed significant difference in favor of
experimental group participants. In other words, the control group learners were less filled with
many pauses, and less related words about the topic. The experimental group learners produced
more accurate and diverse vocabulary with faster speech rate.
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The findings of the study proved that the application concept mapping strategy by the learners
through the explicit instruction of the study can help them improve their speaking performance.
The students demonstrated gains in answering higher-order questions as a result of project. The
quality of student responses on in-class interview tasks about higher cognitive questions is higher
for the treatment group than for the non-treatment group. The researcher concluded that, the
increase in cognitive load with the integration of higher-order questions increased higher-order
thinking which led to improve the scores in the experimental group. The results showed that
students in the experimental group had a higher achievement score in speaking abilities
compared with their control group counterparts. This means that, the students who were taught
using the concept mapping strategy performed better than those who were taught using the
traditional method. The reason for this enhanced performance by the experimental group was
that the students were able to link the new concepts to the relevant concepts they were
previously acquired. Therefore, the results of the study revealed that the adoption of relevant
instructional strategies will enhance meaningful learning of speaking strategies.

The study found no gender difference in students” achievement in speaking test. The increase in
students’ scores does not depend on gender, and this means concept mapping is an effective tool
for both male and female students. The results of mean scores of pretest and posttest for
evaluating dependent variable of gender showed that the differences between the two groups of
male and female learners were not statistically significant. In other words, it was found that both
male and female participants clearly felt that they could talk more fluently, which meant that
they were getting better at using and processing lexical items, sentence structures and delivering
their thoughts in a more confident way.

The findings of this study will be highly beneficial to educators, teachers, learners, syllabus
designers, and material developers with a better understanding of how higher cognitive
questions and concept map strategy can support foreign language learning and cognitive
development. Further, the findings of the study will open new grounds for conducting more
research on the use of concept mapping in other subject areas, which will be aimed at improving
academic performance. Generally speaking, concept map strategy can be considered as both a
cognitive and constructivist learning and teaching strategy. Concept mapping needs to be well
understood and used by teachers before we can expect students to widely adopt its use. This
research is to take into consideration introducing concept map as one of the comprehension and
thinking strategies in teaching of speaking skill. For thinking tasks to be effective, teachers
must view teaching as a process of developing and enhancing students' ability to learn.
From the social constructivist view of learning, teachers are expected to provide scaffolds to
support learning, encourage learners to discuss ideas and share understanding (McGregor,
2007). The utilization of concept map will assist to change the complexity of organizing thoughts
and ideas and expressing them through words. When students become skillful in thinking and
organizing, they will then find it relatively easier to reply the high level questions and discuss
their ideas. Research has demonstrated that concept mapping is a skill that requires time for
mastery before one appreciates its usefulness (Beyerebach& Smith, 1990; Brandt et al., 2001).
Although the present study suggests that the concept mapping strategy has a good effect on high
intermediate language learners, there are other areas that need to be studied further. One area for
future research is including learning strategies in classroom teaching. Another area for doing
research studies is to conduct such studies with a variety of language students, such as school-
aged students, and students with different pedagogical backgrounds. There are many other
methodologies which need to be explored in order to improve the Iranian learners’ speaking
abilities; however, the main considerations in eliminating or reducing the speaking difficulties is
helping the EFL learners learn well the cognitive aspects of speaking. Since this study is restricted
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to speaking proficiency for the students, it examines other studies to other kinds of tests and
other grades or even other levels of study.
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APPENDIX 1
Speaking Section as Pre and Post-test

Think of at least three related situations; friend/ colleague/ parents

-What is your criterion when choosing a good friend?

-What kind of colleague do you think is easy to work with?

-Think about what criteria are the most important for you when choosing an ideal mate?
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-Why hobbies matters you when you choose your boyfriend?

-How does character affect you when you decide your ideal mate?

-Talk about the reasons why the other criteria are less important or not important?

-Talk about your daily routine

-What type of films do you like best (why)?

-What types of films don’t you like (why not)?

-Describe an important event in your life; you should say a)when it happened b)what happened
c)whether this event affected other people d) why you feel it was important
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Abstract

The present study aims at investigating the educational challenges that Iranian students with
visual impairment face in learning English as a foreign language. In this study, the participants
were 4 males and 6 females, at different levels of proficiency in English language. The
participants were 6 low vision and 4 totally blind, between the ages of 17 to 26 years old. The
study was conducted in Iran and the data were collected by questionnaire. For data analysis, at
first the answers of the participants were translated into English and were presented on the basis
of research questions. In reporting the information collected, some direct quotations were used.
Then, the participants' answers were computed using statistical package for social science (spss).
The findings revealed that visually impaired and blind people encounter two serious difficulties
for learning English. The findings have implications for teachers, visually impaired students, and
schools or language institutes which practice inclusive program.

Keywords: inclusive education, visual impairment, special needs

1. Introduction

Language is the most important means of human interaction for all individuals suffering from
visual disability. Learning a foreign language such as English enhances social integration, with a
positive impact on self-esteem and opens new job opportunities which requires equality of access
and inclusion for all in the learning process. Many international policy statements support
inclusive education of Visually Impaired People (VIP), such as the International Convention on
the Protection and Promotion of the Rights and Dignity of Persons with Disabilities, which
includes a section on " Flapship on the Right to Education for Persons with Disabilities: Towards
Inclusion" (UNESCO, 2005).

Since 1970, emphasis on language as a means of communication has given a new
dimension to the importance of receptive skills in communication. The speech perception system
combines visual and auditory information when perceiving speech, rather than relying on
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auditory information alone. The most famous demonstration of multi-modal speech perception is
the McGurk effect (Krezel&Bekkering, 2000, McGurk & MacDonald, 1976).The McGurk effect
happens when people watch a video of a person talking, but the audio portion of the tape is
altered.

Having to use only the auditory channel for communicating, blind and VIP, have
problems which are greater than and in some respects different from the problems of fully
sighted English learners. For example, infants with visual impairments cannot perceive items that
are beyond their grasp or are too large or small (ERIC EC, 1992). Thus, they require contexts in
which they can most easily and comfortably learn English in combination with adaptive skills
which relate to their needs as people with specific strengths and handicaps. They also need some
form of individualized instruction and problem solving specifically adapted to their particular
needs.

2. Review of The Literature

Inclusion is grounded in the principles of human rights. The Salamanca statement is said to be
the first international statement that considered human rights in the education arena. Although
inclusion has its roots in the Universal Declaration of Human Rights (UDHR) of 1945 and the
1990, and World Conference on Education for All, the Salamanca Statement (1994) puts inclusion
on top of the agenda (Eklindh& Van den Brule-Balescut, 2006). Inclusion is geared in the
provision of education that is anchored in improving the education system that will benefit all
children regardless of their differences or difficulties. Inclusion is concerned with provision of
appropriate responses to the broad spectrum of learners in the education settings (Ibid, 2006).
Inclusion seems to be important, because studies show improvement in academic performance
for students with disability in inclusive settings as compared to special education settings. Also,
all children need to build friendships and relationships, respect and understanding of each other,
so that they are prepared to be responsible members of the community, inclusion provides this
opportunity (Salisbury, 2008).

Most cognitive studies of language acquisition in both natural systems and artificial systems
have focused on the role of purely linguistic information as the central constraint. However, we
argue that non-linguistic information, such as vision and talker's attention, also plays a major role
in language acquisition.

A common conjecture about human lexical learning is that children map sounds to
meanings by seeing an object while hearing an auditory word-form. The most popular
mechanism of this word learning process is association. Most learning in this framework
concentrates on statistical learning of co-occurring data from the linguistic modality and non-
linguistic context (see a review by Plunkett, 1997). Smith (2000) argued that word learning traits
children's attention so that they attend to the just right properties for the linguistic and world
context. Nonetheless, a major advance in recent developmental research has been the
documentation of the powerful role of social-interactional cues in guiding the learning and in
linking the linguistic stream to objects and events in the world (Baldwin, 1993; Tomasello&
Akhtar, 1995). Many studies (e.g., Baldwin, 1993; Woodward & Guajardo, 2002) have shown that
there is much useful information in social interaction and that young learners are highly sensitive
to that information. Often in this literature, children's sensitivities to social cues are interpreted in
terms of (seen as diagnostic markers of) children's ability to infer the intentions of the speaker.
This kind of social cognition is called "mind reading" by Baron-Cohen (1995). Bloom (2000)
suggested that children's world learning in the second year of life actually draws extensively on
their understanding of the thoughts of speakers. However, there is an alternative explanation of
these findings to the proposals of "mind-reading." Smith (2000) has suggested that these results
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may be understood in terms of the child's learning of correlations among actions, gestures and
words of the mature speaker, and intended referents. Smith (2000) argued that construing the
problem in this way does not "explain away" notions of "mind-reading" but rather grounds those
notions in the perceptual cues available in the real-time task that young learners must solve.

Meanwhile, Bertenthal, Campos, and Kermoian (1994) have shown how movement-

crawling and walking over, under and around obstacles-creates dynamic visual information
crucial to children's developing knowledge about space. Researchers are studying the role of
social partners in development and problem solving also point to the body and active movement-
points, head turn, and eye gaze-in social dynamics and particularly in establishing joint attention.
Computational theorists and roboticists (e.g. Ballard, Hayhoe, Pook, & Rao, 1997; Steels & Vogt,
1997) have also demonstrated the computational advantages of what they call "active vision,"
how an observer-human or robot- is able to understand a visual environment more effectively
and efficiently by interacting with it. This is because perception and action from a closed loop;
attentional acts are preparatory to and made manifest in action while also constraining
perception in the next moment. Ballard and colleagues proposed a model of "embodied
cognition" that operates at time scales of approximately one-third of a second and uses subtle
orienting movements of the body during a variety of cognitive tasks as input to a computational
model. At this "embodiment" level, the constraints of the body determine the nature of cognitive
operations, and the body's pointing movements are used as deictic (pointing) references to bind
objects in the physical environment to variables in cognitive programs of the brain.
Before imposing any teaching to students with visual impairments, it is very important that a
teacher knows how the loss in vision influence the learning process (Sacks & Silberman, 1998).
Visual information is crucial in helping children observe and interpret what happens in the
environment. It is also an important prerequisite for conceptual development in a student’s
learning. Malformation and destruction of this part of the body, brings about a reduced amount
of sensory data to the learner, leading to deficit or delay in various skills learned through
watching and imitation from others. This impacts language development, reasoning skills,
problem solving abilities and abstract thinking. This finally causes great impact on the
individual’s learning and performance, because a student cannot observe and use visual
information to interpret various learning situations happening in the environment (Bishop, 1996;
Fraser &Maguvhe, 2008; Webster &Roe, 1998). If visual impairment occurs during early
childhood, cognitive and language development will be impaired (Bishop, 1996). But if the loss of
vision is after five years, below which visual memories cannot be retained, then there will be
some visual memories. This visual memory will be very helpful in the learning process through
construction and formation of images, and concepts later by relating the new concept and
experience acquired earlier in life (Webster &Roe, 1998).

There are basically three ways through which students with visual impairments can get
information from the environments. Verbal description is the most important source of
information to VISs. However, verbal description provided by others is always incomplete and
cannot satisfy the person’s needs. Another way is the use tactile stimuli. However, a tactile
method is also not effective, because a student needs to feel an object repeatedly in order to grasp
the image of the object. Finally, students with visual impairments rely on self-exploration about
the world. This way is limited in amount of information that can be accessible to students with
visual impairments. All in all, these modalities together cannot effectively compensate visual
stimuli; they are there just to reduce the impacts to learning caused by lack of vision (Spungin,
2002). Therefore, a teacher teaching students with visual impairments in inclusive classrooms
needs to plan teaching based on these assumptions.
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3. Methodology
3.1. Participants

This study was conducted in Iran. Purposeful sampling was used in this study.
Purposeful sampling attempts to select the participants based on the certain characteristics or
criteria (Johnson & Christensen, 2012). Participants were selected based on two criteria. One of
these criteria was participants with visual impairment learning English as a foreign language.
And the second one was participants who learn English in an inclusive classroom with the other
sighted students.

The participants who were selected to provide information for the current study were 4
malesand 6 females, and learned English at different levels of proficiency in English language.
The participants were between the ages of 17 to 26 years old. From 10 participants, 6 of them
were low vision and the rest of them were totally blind. All the participants were monolingual
and native speakers of Persian language.

3.2. Material and Instruments

The instrument that was used to collect the research data included two questionnaires.
3.2.1. Questionnaire

In this study, two questionnaires were used. The first questionnaire had been used by
Galetova (2012). It was to measure the sufficiency of the learning materials for the blind people,
and the second questionnaire had been used by Makarian (2014)to measure the problems of the
blind Iranian students for learning foreign languages. The researcher used these two
questionnaires without any change. Thus, the reliability and validity of the questionnaires were
ensured. The questionnaires contained 4 parts and 20 questions about the problems that visual
impaired or blind people have for learning English. Most of the questions were close ended, some
of them were open ended. The number of participants was small, because visually impaired and
blind students who learn English in inclusive setting are regarded as a minority.

After the introduction, there was part 1, which was introductory. It consisted of three
questions and its goal was to gather statistical data such as sex of the participants, their grade,
and type of the participants (low vision / totally blind).Part twowhichconsisted of 10 questions
and focused on the availability of teaching/learning materials and frequency of using certain
types of materials in teaching and learning English for blind or VISs. The third part consisted of
one question about blind people's motivation for learning English in terms of occupational goals,
and the last part consisted of five questions and was devoted to the schools, libraries and the
other public places thatare related to the blind students' education in order to investigate the
services that they offer to the blind people.

3.3. Procedure

The questionnaires were distributed among VISs via email, because nowadays it is a
common means of communication and it is quicker and more flexible than the distribution of a
printed version.The participants were visually handicapped and they could use voice synthesizer
to read the questionnaire.

The questionnaires were sent to Gooshkon.ir site. In this site all the blind and visually
impaired people in Iran had membership. Ten participants answered the questions from the
different cities in Iran.

Immediately followingthe questions, each participant was asked to write any comment
or suggestion related to his/her problems for learning English. Then, the
participants' answers were checked and were translated into English.

The researcher chose to carry out a qualitative research, because the number of
participants was small.
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4. Data Analysis

The data analysis which was carried out in the present small-scale research, involved the
analytical procedures that were described below.

The answers of each participant were checked and were presented in relation to the
research questions. After the information was collected, some direct quotations were used.
reporting the direct statement from the research participants is important, because it maintains
the flavor of the original data (Cohen, Manion& Morrison, 2007).

The answers of the participants were computed, by using of SPSS.

5. Results
5.1. The Results of Research Question One

The first research question concerned the sufficiency of learning materials for the blind
people in learning English. Questions 4-14 in the questionnaire were related to the availability of
learning materials for VISs in learning English. The descriptive statistics for these questions
including frequency and percentage was calculated and presented in Table 4.1.

Table 4.1
Sufficiency of Learning Materials for Blind People

Noyes

Percentage Frequency  percentage Frequency

Low vision Item 4 50.0 3 50.0 3
Item 5 83.3 5 16.7 1
Item 6 66.7 4 33.3 2
Item 8 66.7 4 33.3 2
Item 9 66.7 4 33.3 2
Item 10 0.0 0 100.0 6
Item 11 100.0 6 0.0 0
Item 12 83.34 5 16.67 1
Item 13 100.0 6 0.0 0

Totally blind  Item 4 75.0 3 25.0 1
Item 5 100.0 4 0.0 0
Item 6 25.0 1 75.0 3
Item 8 50.0 2 50.0 2
Item 9 25.0 1 75.5 3
Item 10 0.0 0 100.0 4
Item 11 100.0 4 0.0 0
Item 12 50.0 2 50.0 2
Item 13 100.0 4 0.0 0
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Total Item 4 60.0 6 40.0 4
Item 5 90.0 9 10.0 1
Item 6 50.0 5 50.0 5
Item 8 60.0 6 40.0 4
Item 9 50.0 5 50.0 5
Item 10 0.0 0 100.0 10
Item 11 100.0 10 0.0 0
Item 12 70.0 7 30.0 3
Item 13 100.0 10 0.0 0.0

By considering the Table 4.1, the following results can be deducted:
Six participants (60%) were satisfied, and four (40%) were dissatisfied with the amount of
materials (in shops, libraries, etc. for their English learning, see item 4 in Table 4.1).
Nine participants (90%) had problem to learn a certain topic because of the materials (i.e., they
had problem to find suitable material).
Five participants (50%) had a good choice of study materials and 50%of the participants did not
have a good choice of study materials (see item 6 in Table 4.1).
Six participants (60%) said that their teacher used other materials in teaching too; one of them
mentioned newspaper, and one listed original language films, CD, listening materials like song,
and training files.And four participants said that their teacher did not use any other type of
material in the class (see item 8 in Table 4.1).
Modern English language textbooks were often supplemented with a CD-ROM, which some
teachers like to use in the class.50% of participants said that their teacher used CD-ROM in their
lessons (see item 9 in Table 4.1).

Interactive board was not used by teachers in the class (see item 10 in Table 4.1).
Audio materials were available for blind people. In low vision group, 50% of participants and in
totally blind group, again 50% of participants said that listening facilities were suitable for them
(see item 11 in Table 4.1).
In low vision group, 83.33% of participants said that they could use every book that they need
and they usually use audio books. However, loss of vision affects each person in unique ways
and presents many challenges. For example, the use of written texts was very difficult for low
vision people.

In totally blind group, 50% of the participants said that they could not use every book
that they needed (see item 12 in Table 4.1).

The VISs are usually slower in reading, and the orientation in a text is more or less
difficult. Thus, VISs need to tape the voice of their teacher in the class. All participants said that
their teacher allowed them to tape his/her voice in the class (See item 13 in Table 4.1).

5.2. Results of the Second Research Question

In the second research question, the researcher intended to investigate the blind people's
motivation for learning English in terms of occupational goal. In order to find the answer of
second research question, question number 14 was used. The result of the participants' answers
to this question was presented in Table 4.2.

Table 4.2
Motivation toward Learning English for Occupational Goal
Low vision Totally blind Total
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Frequency Percent Frequency Percent Frequency Percent
Yes 5 83.3 2 50.0 7 70.0
NO 1 16.7 2 50.0 3 30.0
Total 6 100.0 4 100.0 10 100.0

In low vision group, 83.3% of participants said that they had enough motivation for learning
English in terms of occupational goal and one said that she/he had not any motivation for
learning English for occupational goal.

Because of the presence of a negative attitude among employers, blind people haveonly a
little chance for employment. In totally blind group, 50% of participants had enough motivation
and 50% of them did not have any motivation for learning English for occupational goal

5.3. Results of Third Research Question

The third research question was "Does the libraries or other public places related to the education
of blind people offer services to them?" Table 4.3 shows the result of the participants' answers to
this question.

Table 4.3
Result of Participants' Answers to the Third Research Question
. Fairly . Very
Inappropriate apprSpriate Appropriate appropriate Total
> > > > B
Q Q Q Q Q
5§ 8 § = § =z § = § =
g F g T 3 = 8 & ¢
£ 3l £ 3 £ 3 g o g 3
<3 ¥ < 2 SN oW 2!
Item15 3 50.00 3 50.00 0 0.00 0 0.00 6  100.00
Item16 0 0.00 3 50.00 3 50.00 0 0.00 6  100.00
.§ Item17 4 66.67 2 3333 0 0.00 0 0.00 6  100.00
S Item18 5 8333 1 16.67 0 0.00 0 0.00 6  100.00
2 Item19
S 2 3333 2 3333 2 3333 0 0.00 6  100.00
Item15
4 100 0 0 0 0 0 0 4 100.00
- Item16 2 50 1 25 1 25 0 0 4 100.00
5
S Iteml7 3 75 1 25 0 0 0 0 4 100.00
F  Iteml8 3 75 0 0 1 25 0 0 4 100.00
i~ Item19 2 50 2 50 0 0 0 0 4 100.00
Item15 7 70 3 30 0 0 0 0 10 100.00
TG
S
F
Vol. 6, Issue 9, December 2016 Page 52


http://dx.doi.org/10.26655/mjltm.2016.12.1
http://mjltm.org/article-1-65-en.html

[ Downloaded from mjltm.org on 2024-04-20 ]

[ DOI: 10.26655/m;jltm.2016.12.1 ]

Modern Journal of Language Teaching Methods (MJLTM)
ISSN: 2251-6204

Item16 2 20 4 40 4 40 0 0 10  100.00
Item17 7 70 3 30 0 0 0 0 10  100.00
Item18 8 80 1 10 1 10 0 0 10 100.00
Item19 4 40 4 40 2 20 0 0 10 100.00

Totally, 70% of participants said that libraries were not suitable for the blind people use, because
libraries did not offer them necessary services (see item 15 in Table 4.4).

For a blind person these services include environmental modification and technological
products.

As it is seen in item 16 in Table 4.4, it seems that low vision people did not have much problem
with the physical environment of their classes. But to a totally blind individual, the physical
world presented many challenges.

Visually impaired people need tactile boards or sensitive symbols to find their way through
complex environment in the schools or other educational places. As item 17 in Table 4.4 shows, in
low vision group, 66.67% of participants, and in totally blind group, 75% of participants said that
educational places did not have tactile boards or sensitive symbols for blind people.

About banking system, 83.33% of participants in low vision group and 75% of
participants in totally blind group said that city banks were not equipped with listening devices
for paying tuition (see item 18 in Table 4.4).

It seems that walking in public area is difficult because of some obstacles. Sometimes these
barriers cause the fear to travel independently and decrease the confidence in blind people (see
item 19 in Table 4.4).

6. Discussion

Concerning the descriptive statistics of research questions, the findings indicated thatalthough it
is a fact that there are a limited number of materials for visually impaired students, most of the
participants were happy or quite satisfied with the amount of materials available for them. Also,
they had enough motivation for learning English for occupational goal. But the libraries in
Isfahan don't offer enough services to blind students.

The results of this study were in line with a research project done by Galetova (2012), who
measured the sufficiency of learning materials for the blind or visually impaired students.
Besides, the study ofKhodadady and Gholamian (2014) in Ferdowsi university of Mashhad aimed
to explore whether the motivation of blind students for learning English differ from those of
normal students. Their results showed that compared to normal students whose domain of
motivation consisted of three genera, (i.e., intrinsic, extrinsic and communicative), blind students'
motivation comprises eight, (i.e., intrinsic, Self-Satisfying, Other-satisfying, communicative, Self-
Enhancing, extrinsic, socializing, and Self-Encouraging). And the results of investigation on
libraries in Isfahan were in line with the results of the research administered by the Center for
Investigation on Building and Residence (2014).In the mentioned study, some of the libraries in
Isfahan were selected randomly for analysis, considering their structures and services offered to
blind people. The findings of this center revealed that only one library in Isfahan offer services to
blind students.

7. Conclusion and Implications

To sum up, blind learners encountered two serious difficulties for learning English: The
first one concerned the adaptation of the instructional materials, which nowadays tend to be
highly visual and the other one derived from insufficient knowledge of Braille which would
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affect the learners reading and writing skills in the target language. As statistical results showed,
totally blind people had more difficulties concerning the choice of learning materials than low
vision group.

The findings of this study has two implications. At first, it helps to those who
teach VISs or who are interested in this issue. The work is supposed to provide guidance to the
teachers who are beginners in teaching the VISs and offers a list of some basic ideas which may
be useful.

Second, based on the challenges identified in the process of learning English in
addressing the needs of VIP, the following recommendations could be made:
1) Providing appropriate materials by transforming the text books and the other supplementary
materials into Braille, designing a project to get recording materials such as tapes, cassettes, CDs
and Braille.
2) Searching for budget allocations or funding to run inclusive program in a better way since
schools are deficient on this, this require joint effort from government bodies which support VIP
and schools which run inclusive program.
3) Creating better opportunities for VI students: VI students had a lot of problems which require
special concern and actions.
In the light of these, the following implications were reflected by participants as a priority:

e To make teachers and the other students aware of the needs of VISs.

e To present some lessons using alternative ways instead of pictures, diagrams and
symbols.

e To give attention to the group work in the class. VISs prefer to sit at least with one
student who could support them by reading the notes written by the teacher on the
board, the reading passage and exercises from the textbook.

e To assign responsibility to the person during tests and exams to read questions and write
answers effectively and give extra time while they are taking exams.

e To set exam questions in a form that will be unbiased to VISs.

e To say out every word the teacher puts on the board.

e To make textbooks, handouts, and other materials available in an appropriate form (e.g.,
regular print, large print, Braille, or cassette).

e To consider alternative activities/exercises that can be utilized with less difficulty by the
student, but has the same or similar learning objectives.
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Abstract

Speaking is one of the most significant skills to be developed as means of -effective
communication. The teaching and learning of speaking skill are a necessary component of any
language education classroom. Spoken language presents affordances for learning as the main
communicative means of the classroom and it is a significant part of syllabus content and
learning outcomes. In this review paper, the researchers define the term speaking, explain the
features of speaking, clarify the stages of teaching speaking skill, discuss the strategies for
improving speaking skill, and finally offered some useful suggestions for teaching and learning
speaking skill. The findings of this review paper indicated that through using appropriate
strategies, EFL teachers can provide a friendly environment for EFL learners to improve their
English speaking ability effectively and efficiently.

KEYWORDS:Speaking, Features, Stages, Strategies, Suggestions

1. Introduction

Bueno, Madrid, and Mclaren (2006) said that speaking is one of the most difficultskills that EFL
learners encounter. Despite this, it has been forced into the background while EFL teachers have
spent mostof their classroom time attempting to teach their learners how to write, read, and listen
in the second language. According to Efrizal (2012), speaking skill is more important for people
interaction where they speak everywhere and every day by English. A lot of people use English
as a means of communication and it makes persons who come from several countries to be easier
in making interaction and communication. Speaking is one way of communicatingopinions and
messages orally. If we are going to persuadelearners to communicate, we shoulduse the language
in real communication. Efrizal (2012) expressed thatspeaking involves speech or sentences with
the aim of having intention to be identified by speaker and the receiver processes them to
understand their purposes.
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According to Bailey and Savage (1994), the ability to speak English language is equivalent
with knowing that language. In spite of that, speaking in English language has been regarded as
the most challenging of the four language skills. Brown (1994) stated that speaking is one of the
most demandingskill for EFL learners because of contractions, vowel reductions and elision, the
utilization of slang and idioms, stress, rhythm, and intonation, and the necessityfor interacting
with another speaker. Bailey and Savage (1994) emphasized that the most difficult aspect of
spoken English is that it is always performed through interaction with another speaker and
because of this many learnersare disappointed when theyusetheir language for the first time in
real interaction. Learners are prepared for spontaneous communication and cannot cope with all
of its concurrentrequests.

According to Brown and Yule (1999), speaking hinges on the intricacy of the information to be
communicated; nevertheless, the speaker occasionally finds it hard to make clear what they are
going to say.Efrizal (2012) stated that speaking is the first way in which children acquire
language and it is part of the daily participation of many persons with language activities and it
is the maintool of language change. Efrizal (2012) continued that speaking prepares our major
data for comprehending language contact. Harmer (2007) expressed that human communication
is a very complicated process. People require communicationwhen they are going to tell
something, transmit information, or need to speak. Speakers usecommunication when they want
to inform someone about something. Speakers use language based on their aims; therefore, it is
necessary for them to be listeners and speakers simultaneously for effective communication.

L1 speakers use some tools to simplify their speech. These toolsare composed of simplifying the
language to make simple structures. Speakersdelete parts of a sentence and use idiomatic
expressions to simplify the oral fluency. In order to make up their problems, L1 speakers
shouldemend themselves andregulate or rephrase sentences. Spoken English cannot be organized
and it is full of repetitions, pauses, incomplete sentences, and hesitations. Speakingrequires the
answer of the otherspeaker or listener and it comes into the form of turns and when they are
talking they should pay attention to gestures, intonation, stress, or pauses that the other speakers
are doing because there are signs to understanding the meaning of what they are attempting to
say (Bueno, Madrid, & McLaren, 2006).

Chaney (1998) stated thatspeaking is the process of making meaning by using verbal and non-
verbal symbols in different contexts. Speaking skill is a key part of language learning and
teaching. Despite its importance in English language teaching and learning, teaching speaking
has been underemphasized and EFL teachers have taught speaking just as a repetition of drills or
memorization of dialogues. Nevertheless, the objective of teaching speaking is to improve
learners' communicative skills because they can express themselves and learn how to follow the
social and cultural rules that are suitable for communicative situations.

2. Definition of Speaking

Burns and Joyce (1997) defined speaking as an interactive process of making meaning that
includes producing, receiving, and processing information. Its form and meaning depend on the
context in which it happens, the contributors, and the goals of speaking.In this way, learners
express themselves orally, logically, fluently, and suitably in a meaningful context to perform
both transactional and interactional aims using correct pronunciation, grammar, and vocabulary
and adopting the pragmatic and discourse rules of the spoken language.

3. Features of Speaking
Features of speaking skill should be carefully examined and present some challenges and
determine some principles for comprehending this skill and design instructional activities to
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prepare learners to communicate effectively in real life situations. These features are speaking is
face to face, speaking is interactive, and speaking happens in real time (Abd El Fattah Torky,
2006). In the following section, the mentioned features are explained in detail.

3.1. Speaking Is Face to Face

Many conversations happen face to face which permits speakers to get immediate feedback, i.e.
“Do listeners understand? Are they in agreement? (Abd El Fattah Torky, 2006; Cornbleeté&
Carter, 2001). Therefore, communication through speaking has a lot of advantages like facial
expressions, gestures, and body movements. In addition, speaking takes place in situations where
participants are present. Thesecomponents make easier communication (Abd El Fattah Torky,
2006; Widdowson, 1998; Burns, 1998).

3.2. Speaking Is Interactive

Whether we talk face-to -face, or over the telephone to one person or a small group, the wheels of
conversation turn smoothly with participants presenting contributions at suitable moments with
no undue gaps or everyone talking over each other (Abd El Fattah Torky, 2006, Bygate, 1998;
Cornbleet& Carter, 2001). Turn taking as a majoraspect ofinteraction is a subconscious part of
normal conversation. Turn takings are used and signaled variously in different cultures
andcreatefeasible communication problems in conversation between people of different cultures
and languages (Abd El Fattah Torky, 2006; Mc Donoughé& Mackey, 2000).

3.3. Speaking Occurs in Real Time

During conversations, answers are un-predetermined and automatic (Abd El Fattah Torky, 2006;
Foster et al., 2000). The time limitationsimpact the speaker's ability to plan, to form the message,
and to control the language that is used. Speakers tell something and change their mind which is
called a false start. The speaker's statements cannot be as long or as intricate as in
writing.Likewise, speakers sometimes forget things they are going to utter or they forget what
they have already said and then they repeat themselves (Abd El Fattah Torky, 2006; Miller,
2001).This means that the production of speech in real time inflicts pressures and permits
freedoms in terms of making up for these problems. The usage of formulaic expressions,
hesitancetools, self-correction, paraphrasing, and repetition assist speakers become more fluent
and cope with actual time requests ((Abd El Fattah Torky, 2006; Bygate, 1987; Foster et al., 2000;
Hughes,2002).Abd El Fattah Torky (2006) continued that exposing learners to these spoken
features makes easier their oral production and aids them to make up for the difficulties they face
with. This can assists learnersin using language normally and accurately.

4. Stages of Teaching Speaking Skill
According toGoh and Burns (2012), there are seven stages for teaching speaking skill. They are 1)
focus learners’ attention on speaking; 2) provide input and/or guide planning; 3) perform
speaking activities; 4) focus on language/skills/strategies; 5) repeat speaking activities; and 6)
direct learners’ reflection on learning;

4.1. Focus Learners’ Attention on Speaking

This stage has two primary objectives. They are a) to motivate learners to plan for the
development of speaking skill.Learners are given prompts to think about the requests of
speaking and how they can make ready themselves for it and b) to get ready learners to carry out
a particular speaking activity. Learners try to familiarize themselves with the results of the
activity and consider strategies for doing it (Goh & Burns, 2012).
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4.2. Provide Input and Guide Planning

Through speaking skill, learners can have a lot ofapprehension and it is significant that EFL
teachers provide support for the speaking activity and give learners enough time for arranging
what to say and how to say it. The aims of this stage are to teach new language, enable learners to
rearrange their developing linguistic knowledge, activatetheir present linguistic knowledge,and
reuseparticular language items (Goh & Burns, 2012).

4.3. Perform Speaking Activities

The goal of this stage is to help learners practice speaking through communicative activities.
These activities should persuade learners to express meaning through using linguistic
knowledge, skills, and strategies. That is, this stage motivates learners to develop fluency of
expression without paying attention to accuracy of form (Goh & Burns, 2012).

4.4. Focus on Language, Skills, and Strategies

The goal of this stage is to create opportunities for learners to improve their language
accuracy and increasetheir effective usage of skills and strategies. Teachers draw learners’
attention to the chosen parts of fluency activity they have finished. These parts involve
pronunciation, grammar, text structures, and vocabulary (Goh & Burns, 2012).

4. 5. Repeat Speaking Activities

Learners do the speaking activitiesavailable in Stage 3. The difference between Stage 3 and Stage
5 is that learners have anopportunity to examine and practice the chosen language skills in Stage
4. Thus, they can use this knowledge to improve their performance. Repetitions can be done
through repeating parts of the original activity, repeating the whole activity, changing groups,
and introducing a new activity similar to the one learners have just done (Goh & Burns, 2012).

4.6.Direct Learners’ Thought on Learning

Stage 6 promotes learners to self-regulate their learning by monitoring and evaluating what they
have learned from the previous stages. Thought can be performedseparately, in pairs, or in small
groups. Individual and group thought has a relief effect on learners who are anxious and think
that they are the only ones feeling that way. Learners’ thoughtcan be directed by various kinds of
metacognitive knowledge and can focus on the demands of the speaking activities which they
have, become aware of the strategies that are beneficial to meet the demands of the activity, their
informal evaluation of their abilities, scopes of their performance that indicate improvement, and
plans for making better particularscopes (Goh & Burns, 2012).

5. Strategies for Improving Speaking Skill

According to Bashir, Azeem, and Dogar (2015), in communicative output, learners' primary
objective is to carry out an activity like obtaining information. To do an activity, learners use the
language that teachers haveofferedand they canalso draw on vocabulary, grammar, and
communication strategies that they know. In communicative tasks, the success depends on
learners’ability to achieve the message and accuracy is not very important unless its lack
intervenes with the message Bashir, Azeem, and Dogar (2015) continued thatdue to the
information gap between the participants, spoken exchanges happenin day-to-day
communication. Communicative output tasks include real information gap. In order to perform
the activity, learners shoulddecrease the information gap. In these tasks, teachers usedifferent
activities from different groups of input and output. Learners can benefit from these activities
because they are stimulating and they can lead tothe effective language
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learning.Competentteachers teach learners the strategies of speaking that are beneficial to
learners toincrease their knowledge of the language and their confidence in employing them.

According to Bashir, Azeem, and Dogar (2015), EFL learners who do not have confidence to

take part in oral interaction listen in silence while others try to participate in oral activities. One of
the good ways tomotivatethese learners is to help them make minimal responses that they can
use in various kinds of exchanges. Such responses arebeneficial to beginners.Minimal responses
can be predictedand conversation participants can use them to show comprehension, agreement,
and hesitation to what the other speakerssay without planning a responseat the same time.
Teachers can help learners develop speaking skill by being aware of the scripts for various
situations so that they predict what they will hear and what they will need to say in response. By
interactivetasks, teachers can give learners practice in managing the language that different
scripts involve.Bashir, Azeem, and Dogar (2015) emphasized that EFL learners are too timid to
tell anything when they do not comprehendthe other speakers. Teachers can help learners
remove this silence by convincing them that misunderstanding happens in every interaction.
Teachers can give learners strategies to use for checking clarity and understanding. Through this
process, teachers can create a real environment within the classroom and learners can gain
confidence in their skill to do the different communication situations that they face out of their
classes.
Khan (2005)expressed that every teacher has some strategiesfor improvinglearners' speaking
skill. Traditional and modern technologies can be separately used in English language teaching.
Learners learn faster and easier through the use of computer technologies in their classes.
Computer technologies provide new possibilities trends for teachers and learners. Web-based
learning is one of the fastest tools in teaching and learning. Advances in communication
technologies provide opportunities to create well-designed, learner-centered, interactive, effective
learning environments. Therefore, it is possible to develop speaking skillthrough the help of the
mentioned tools. To make effective communication skill,learners should learn to communicate
using computer technologies and environments to support personal and group learning, share
information effectively using suitablecomputer technologies and environments, and
communicate opinions clearly and effectively to various audiences using these technologies.

Due to the significant role of speaking skill, Bailey (2005) and Goh (2007) offered strategies to
improve the development of speaking skill through syllabus design, principles of teaching, kinds
of activities and materials, and speaking assessment. According to Bailey (2005), Nunan (2006),
Patil (2008), Trent (2009), and Zhang (2009), improving speaking confidence with suitable task
designis very useful for the development of EFL/ESL learners’ speaking skill. Noon-ura (2008)
said that repeated listening to English materialslike listening to music, watching movies, listening
to the radio, watching television programs, and using computer technologies are the other
elements that can actually help EFL learners develop their speaking skill.

Songsiri (2007) stated that speaking and listening skills areclosely related to the development of
language learning. Practice and exposure to both listening and speaking tasks arevery useful
means ofimproving speaking confidence.Classroom interaction is a significant strategy to
improve speaking skill. The role of interaction in improving speaking skill comes from teacher-
learner interaction and learner-learner interaction where negotiation of meaning and the
provision of feedback are emphasizing. Classroom interaction includes verbal exchanges between
learners and teachers. Teachers should know that EFL learners should do most of the talk to
activate their speaking since speaking skillneeds practice and exposure. Some individual
activities like speaking on a certain topic for a minute should be assigned to learners in the
beginning speaking stages. Students should be given motivation, encouragement, training,
reassurance, and counseling for removing their timidity and fear of being laughed at by their
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classmates and their teachers. Teachers should be trained not to demotivate theirlearners and to
control the other learners in order to provide a friendly environment in the classroom. EFL
learners should be familiar with grammatical structures, vocabulary, and phonetics that are
stressed by their teachers in the classes. Students should develop the habits of listening to BBC,
CNN and the other programs for improving their speaking skill.

6. Suggestions for Teaching and Learning Speaking Skill

There are some useful suggestions for EFL teachers to teach speaking skill effectively. EFL

teachers should:
1. provide enough opportunity to EFL learners to speak the language through providing a

rich environment that involves group work andreal materials,

help learners take part in speaking tasks,

increasetheir learners’ speaking time and observe them,

show positive reactions when explain their learners’answer,

ask eliciting questions to motivatelearners to speak more,

not correct their learners' pronunciation mistakes directly while they are speaking

because direct correction will distract learners from their speech,

include speaking tasks in and out of their class activities,

move around classes to convince that their learners are on the right track and see whether

they need their help while they are workingindividually or whole group,

9. give vocabulary in advance that their learners need in speaking tasks,

10. identifydifficulties encountered by learners who are not able to express in the target
language and provide more timesto practice the spoken language,

11. place more emphasis on the quality of learners’ books at the very beginning levels,

12. give sufficient time to speaking and phonetic drill of learners,

13. provide a friendly environment for EFL learners to easily participate in speaking
activities,

14. develop bravery and confidence in learners to ask more questions in their classes,

15. give motivation for learners to be able to talk, and

16. encourageEFL learners to listen to CNN and BBC.

kLN

® N

7. Conclusion

In this paper, the researchers discussed the issues of speaking, features, stages, strategies of
speaking skill, and finally offered some useful suggestions for improving this important skill of
English language teaching. Learning English language through using new strategies makes EFL
learners willing to learn the language and improve their capability to speak fluently.Teaching
speaking skill is a significant part of English language learning. The ability to communicate in a
language effectivelyleads to the learners’ success in their learning and their life. Thus, EFL
teachers should pay enough attention to the instruction of speaking skill. EFL teachers should
provide a friendly and rich environment for EFL learners to be able to communicate efficiently
and meaningfully. Different speaking tasks should be provided for EFL learnersthat help
themdeveloptheir interactive skills. These tasks helplearners be more active in their learning and
make it more meaningful and enjoyable for them.
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