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ABSTRACT

With growing emphases on communicative competence, the teaching of
pragmatics is essential for learners to use language appropriately in various contexts.
Unfortunately, though many studies believe that learning in native-speaking contexts and
having face-to-face conversations with native speakers will enhance learner’s pragmatic

knowledge, for most EFL learners these conditions are rarely met.

In recent years, one promising field in network-based language teaching,
henceforth NBLT, is the application of videoconference technology for assisting learners
to engage in meaningful speech interactions. Such technology facilitates the development
of real-life conversations, in which learners find themselves as if in a face-to-face
interaction with native speakers. This field is constantly growing; however, few studies
have been published to date in which online teaching is explored to assess the impact that
technology use may have on learners’ pragmatic development. Although developmental
issues are their primary research goal, most of these studies have contributed a great deal
to our understanding of EFL pragmatic use but less to our understanding of pragmatic

development. This dissertation strives to fill this gap.

The present study, following a sociocultural approach, will examine if online
interactions with native speakers help language learners to adjust their linguistic use with
their interlocutors and learn when and how it is proper to make certain linguistic
participations. Our case study is one example of these computer-mediated intercultural
communications through approaches termed ‘telecollaborative’. It is a world-cultures
course taught through virtual classroom. The participants are 14 Algerian students from

Tlemcen University and 16 American students from East Carolina University.
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In our situation, the interactions are all naturalistic and will not include any
elicited data. Video-taping the class, fortunately part of the class itself, was the best
means to provide a rich ethnographic observation of naturalistic data. The observation
was cross-sectional, i.e., at two single points in time: the beginning and the end of the
link. The videos were, then, translated into transcripts that we will pool from the
instances of help that knowing about the target culture might help in learning the

language of that culture.

The data are, then, analyzed qualitatively to discover how learners support each
other’s learning of the target language, as learners were recorded when they transacted
interactive tasks through their weekly videoconference links, i.e., the transcripts are
analyzed for the features relating to assistance and pragmatic development with the idea
that the assistance a learner receives through collaboration or interaction with an SL/FL

expert might also push pragmatic development forwards.
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GENERAL INTRODUCTION

Studies dealing with collaboration in traditional face-to-face settings emphasize
that collaboration is the most important and basic form of human interaction, and the
skills of collaborating successfully are very important skills that learners need to master.
Likewise, it has been argued that improving learners’ social skills through teaching them
and building their awareness of language functions, will promote their collaboration. The
main idea, here, is that we can focus on the development of language functions in order to
provide opportunities for learners to develop specific social skills for the enhancement of

their collaboration.

However, these conclusions are based on the works that have been done in
traditional language classrooms. Are these conclusions still true in the NBLT
environment, where we no longer speak of ‘collaboration’ but ‘telecollaboration’? This
remains to be answered, especially that, NBLT is not a mere replication of a conventional
classroom, but a new form of social interaction that makes different demands of both
teachers and students. Among the important claims that have been made in the field of
‘telecollaboration’ is to focus more on the processes involved in successful peer

interaction, rather than just on learning outcomes.

It appears, then, that NBLT, especially with the introduction of videoconferencing
in the classroom, can provide a rich and particularly suited environment for student
collaboration. Though videoconferencing continues to gain favor in the academic world,

strategies that contribute to effective collaboration are still unknown and the exploration
1



of learners' communication in their learning process, particularly the communication
related to their interaction with their partners, is limited. This study is, then, intended to
understand  collaborative learning in a context that enables interaction through
videoconferencing. Particularly, it seeks to examine the relationship between the
language functions development and the collaborative learning process, i.e., pragmatic

competence development through peer assistance.

The research questions at the core of this study are the result of two years of
previous work in the area of online intercultural exchanges. During that time I begun to
have an interest in the effects that videoconferencing with students from USA, and even
from other countries, using English language as the medium of communication, had on
my students’ use of their English. They had opportunities in their correspondence to
express their own feelings and views of the home culture, they required insightful
questions from their partners in order to reflect critically on their own culture, and finally,
they had to engage in dialogic interaction with their partners about issues about the home

and target cultures, and all that in English.

These observations have led me to think seriously about the linguistic outcomes of
engaging language students in such video links. Therefore, this thesis takes as subject for
study pragmatic development through online cross-cultural links with the idea that the
assistance a learner receives through collaboration or interaction with a language expert
might also push pragmatic development forwards. It does so by answering the following
question: Does online interaction with native speakers help language learners adjust
their linguistic use with their interlocutors and learn when and how it is proper to make

certain linguistic participations?



As a result of this process, the following sub-questions emerged as the centre of

this research:

I-Does online classroom conversation generate enough opportunities for
learners’ production of pragmatically appropriate language?
2-Does online classroom conversation affect pragmatic competence
development?
3-How does learners’ awareness of pragmatically appropriate language develop?
4- Does learners’ development of their pragmatic knowledge help them as well,

improve their grammar?

These questions seek, first, to look through the examples provided by the virtual
classroom video recordings to see if and how this type of classroom provides a native-
like speaking context. Second question will discuss if online conversation- by providing
the opportunity of using the target language productively- promotes the development of
functional language ability and allows learners develop sociocultural knowledge to be
able to use English to share their home culture information with their American partners.
Third question will, then, focus on the stages of pragmatic competence development.
Finally, the fourth question will deal with the structure and development of pragmatic

ability and their relationship to grammatical competence, to highlight their dissociation.



This dissertation consists of five chapters. In Chapter one, the central problem is
stated with the rationale for choosing the target pragmatic feature. The learning setting
and the corpus under study are described, the main research purpose is discussed, the
theoretical perspective is clarified, and the importance of the study is demonstrated. It,

then, defines the operational terms, and describes the setting and participants of the study.

Chapter two reviews the literature pertinent to second and foreign language
pragmatic development, outlines various theoretical frameworks underpinnings of
pragmatic competence and sociocultural rules, and addresses the concept of pragmatic
competence in relation to language learner strategies, as well as, the relation between
language proficiency and performance quality of language learner strategies. It reviews,
then, studies exploring pragmatic development in online learning environments and
summarizes what has been done and what has not yet been done about the topic so far,

indicating the gap that the present thesis tries to bridge.

Chapter three deals with the research method and research design. It presents the
research methodology in terms of sampling, instrumentation, data collection, and data
analysis. It begins with an overview of the methodologies used in previous ILP studies as
a background to the design of the present study. Then, it reports the method for carrying
out this study. It ends with a detailed description of data collection procedures, and data

analysis.

In Chapter four, the data analysis procedure is outlined and the results are
presented. It reports and discusses the main findings according to research questions. It,
first, deals with first research question, which is if online classroom conversation

generates enough opportunities for learners’ production of pragmatically appropriate
4



language. It, then, addresses second research question, which is about whether online
classroom conversation promotes the development of pragmatic competence or not,
leading the way to the third research question which is about how does learners’
awareness of pragmatically appropriate language develop. In the end, it reports on if
learners’ pragmatic competence development affects their grammatical competence by

the end of the session.

Finally, Chapter five summarizes the main findings and draws conclusions from
the analysis of the research questions. It, then, presents methodological and pedagogical
implications of video-based communication, namely videoconferencing. It concludes

with propositions for further research on what online intercultural encounters involve.
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CHAPTER ONE SITUATION ANALYSIS

1.1 Introduction

In this chapter, the central problem will be stated with the rationale for choosing
pragmatics as a specific area of study, especially that pragmatics focus is on interactional
and contextual factors of the target language. The main research purpose is, then,
discussed so that peer assistance in online interactions pushes pragmatic development
forward will make more sense. Therefore the theoretical perspective will be clarified, and
the importance of the study demonstrated. Key concepts to be used are, then, defined and

the setting and participants of the study are described.

1.2 Context of Problem

English has been recognized as the world language for information exchange and
communication (Cenoz and Jessner, 2000). It has grown in international importance
achieving a status of universal language. According to House, this international spread

has been promoted by:

...the worldwide extension of the British Empire; the political and
economic rise of the United States to world power status after the Second
World War; the unprecedented developments in information and
communication technologies;, and the recent economic developments

towards globalization and internationalization.

(2002b:246)
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Therefore and given this widespread use throughout the world (House and Kasper,
2000), learning English language has become necessary in any school curriculum.
Language teaching has, always, been affected by researches in linguistics. Following the
last four decades development where language is treated as a communicative activity
rather than an isolated set of grammatical rules, the field of language teaching has
welcomed the advent of CLT (Communicative Language Teaching) approach. With a
view to developing learners’ communicative competence, CLT specifies that teaching
and learning a language should be about how to use language appropriately for
communicative purposes in real-life interactional contexts. This change was possible by
the introduction of pragmatics as a specific area of study within linguistics that favored a

focus on interactional and contextual factors of the target language.

Pragmatic competence was, then, one of the major components in a number of
models of communicative competence (Canale and Swain, 1980; Canale, 1983;
Bachman, 1990; Celce-Murcia, Dérnyei and Thurrell, 1995; and Bachman and Palmer,
1996). By pragmatic competence it is meant the learners’ ability to employ their
linguistic resources and sociocultural knowledge in an appropriate way in a given
context. The increasing attention paid to the acquisition of pragmatic competence has,
then, given rise to Interlanguage Pragmatics (ILP) in the early 1980s. ILP is the study of
the use and acquisition of various speech acts in the target language (TL) by second and
foreign language learners. It investigates the learners’ comprehension and production of
different pragmatic features as well as the processes and factors that affect learners’
pragmatic development in both second and foreign language settings (Kasper and Blum-
Kulka, 1993a; Cohen, 1996; Kasper and Schmidt, 1996; Rose, 1997; and Bardovi-Harlig,
2002). Much of these researches have been criticized as being restricted to a rather small
and “relatively well-defined” set of speech acts (e.g. requesting, complimenting,

thanking, and inviting) (Ellis, 1994), i.e., they have predominantly concentrated on the
8



CHAPTER ONE SITUATION ANALYSIS

investigation of L2 pragmatic performance rather than development. As a consequence,
little is known about developmental issues, and thus about the questions of acquisition

which are also a principal research goal of ILP.

1.3 Statement of the Problem to be Investigated

Some scholars like Kramsh (1993) and Byram (1997) have emphasized the need to
expand models of communicative competence to explicitly address intercultural concerns
through incorporation of intercultural communication as a goal and as a practice of
language teaching. Such contact has, then, been greatly facilitated through the
introduction of new technological tools affording teachers and learners the opportunity to
engage in online intercultural communication through approaches termed
‘telecollaborative’. These online classes, soon, turned to be the ideal spaces where peers,
working together, not only build upon each others’ grammatical and lexical knowledge,

but also are able to perform beyond the level that each was able to attain individually.

Our present class, being observed, is one of today’s English language classes that
adopt ‘telecollaboration’ as a teaching approach. These telecollaborative approaches are
thought to provide the right atmosphere for learners to develop awareness for the need of
cultural knowledge of English to speak about their culture, and therefore, will develop
their pragmatic competence as one step towards communicative competence
development, i.e., it makes sense that the assistance a learner receives through
collaboration or interaction with an L2 expert might also push pragmatic development

forward.

In this context, Shea notes that
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...the quality of conversational participation can be seen as a critical locus
for the development of second language proficiency (even for advanced
speakers) because the native speaker’s response is a critical means of

constructing the nonnative speaker’s discourse.

(1994:378)

Shea’s observation that native speaker interlocutors can open up zones of proximal
development for learners is in the same line with Vygotsky’s definition of ZPD (see
2.3.1), according to which assisted performance requires a more competent interactional
partner. Therefore, following a sociocultural approach, we will examine the data
qualitatively to discover how learners support each other’s learning of the target language
(Ohta, 1995, 2000a, 2001).

There are a variety of sociocultural approaches to SLA (cf. Lantolf, 2000; Ohta,
2001a; and Van Lier, 2000) that include the ZPD as an integral part of human
developmental processes. These studies all show the veracity of the ZPD for language
acquisition contexts. Findings show that learners boost their performance through

collaboration, whether working with peers with stronger or weaker skills.

Considering how pragmatics is learned in the ZPD will help to move towards a
more process-oriented view of what it means to acquire a language. In this way,
expanding interlanguage pragmatics research to include the ZPD may also result in a
richer understanding of the depth and variety of developmental processes that learners

experience.

10



CHAPTER ONE SITUATION ANALYSIS

This study goes beyond student perceptions of online learning experiences,
satisfaction, and attitudes, to examine the generated interactions that occur in online
discussions and their relationship to student learning outcomes. Believing in that online
interactions with native speakers help language learners to adjust their linguistic use with
their interlocutors and learn when and how it is proper to make certain linguistic
participations, the present study aims to answer some critical questions with respect to the
participants’ pragmatic knowledge development processes in the online learning
environment. It does so by revisiting some recent studies on interaction in language

classroom.

It has been suggested in previous studies (cf. Henri, 1992; Hiltz, 1990; and Mason,
1992) that the analysis of transcripts from online communications could give insights to
the actual learning that takes place in this environment. Therefore, video-taping the class,
fortunately part of the class itself, was the best means to provide a rich ethnographic
observation of naturalistic data. The videos were, then, translated into transcripts that we
will pool from the instances of help provided through interacting online with native

speakers and how could this assistance affect our students’ pragmatic knowledge.

1.4 Key Concepts

A generally accepted and uniformly used definition of terms is essential for any
scientific work. In this paper, the terms to be used are defined. The central term
"pragmatics" is examined for significance and use to establish a common ground for the
topic under investigation. Definitions are obtained primarily from standard references,
and may be taken verbatim from references or modified for clarity or to reflect common

usage.
11
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1.4.1 Pragmatics

Over the last four decades, pragmatics has become a very important branch of
linguistics and has aroused the interest of a number of scholars. The term pragmatics was
coined by the philosopher Charles Morris (1938), who was concerned to outline the
general shape of a science of signs, or semiotics, which was then divided into three
distinct branches of inquiry: syntax (the study of the formal relation of signs to one
another), semantics (the study of the relations of signs to the objects to which the signs
are applicable: their designate), and pragmatics (the study of the relation of signs to their
interpreters (Levinson 1983). Morris (1938: 6-7) said in this context:

In terms of the three correlates (sign vehicle, designatum,
interpreter) of the triadic relation of semiosis, a number of other
dyadic relations may be abstracted for study. One may study the
relations of signs to the objects to which the signs are applicable.
This relation will be called the semantical dimension of semiosis,
[...]; the study of this dimension will be called semantics. Or the
subject of study may be the relation of signs to interpreters. This
relation will be called the pragmatical dimension of semiosis, [...],

and the study of this dimension will be named pragmatics.

(Quoted in Horn and Ward, 2006: 443-444)

This can be illustrated in the following figure:

12
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Sign

(SYNTAX)

Designation User(s)

(SEMANTICS) (PRAGMATICS)

Figurel 1. Morris’ Syntax-Semantics-Pragmatics Triadic Relations (Source: adapted from the above quotation)

Then, it was Austin (1962), Searle (1969), and Grice (1975) who through their
works, pragmatics came to be regarded as a discipline in its own right. It is argued that it
appeared as a reaction to Chomsky’s theory of mental faculty based on the independence

of grammar from its user (Levinson 1983). Pragmatics was, then, defined as a discipline:

concerned with the study of meaning as communicated by a speaker (or
writer) and interpreted by a listener (or reader). It has, consequently, more
to do with the analysis of what people mean by their utterances than what

the words or phrases in those utterances might mean by themselves.

(Yule, 1996:3)

Yule (1996), then proceeds to cite the four areas that pragmatics is concerned
with, namely the study of: speaker meaning, contextual meaning, how more gets
communicated than is said, and the expression of relative distance. In the same vein,

Cenoz and Valencia (1994) introduce the main characteristics that define pragmatics as:
13
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the use of language as a means of communication; the importance of language use
focusing on functions rather than on forms; the study of the processes which occur in
communication; the importance of context and authentic language use; the
interdisciplinary nature of pragmatics; and the application of linguistic theories based on

the concept of communicative competence.

Kasper and Rose (2002) have, also, considered pragmatics as characterized by:
meaning is created in interaction with speakers and hearers, context includes both
linguistic (co-text) and non-linguistic aspects, choices made by the users of language are
an important concern, constraints in using language in social action are significant, and
the effects of choices on co-participants are analyzed. This was inspired from Crystal’s

definition of pragmatics as:

the study of language from the point of view of users, especially of the
choices they make, the constraints they encounter in using language in
social interaction and the effects their use of language has on other

participants in the act of communication.

(1985:240)

Pragmatics, then, depends on the interaction among the users of the language.
Thomas (1995) says that it is meaning in interaction. She, also, states that pragmatics
cannot be limited to only a speaker-oriented or hearer-oriented approach rather, both of
them should be considered, i.e., adopt an approach to pragmatics which pays attention to
cognitive factors as well as social factors. Wilson’s (1986) relevance theory and
Blakmore (1992) may be the best examples on the cognitive approach. Studies that
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included the social approach may include Grice’s (1975) model of logic and
conversation, Brown and Levinson’s (1978, 1987) models of politeness theory, and

Barron’s (2003) speech act theory.

Leech (1983) and Thomas (1983) were among the first to introduce the two
components of pragmatics: a) the study of language from the viewpoint of a language's
structural resources; b) the study which examines the conditions of language use which
derive from the social situation (adapted from Crystal 1997:301). Pragmalinguistics
refers, then, to the linguistic side of pragmatics that is the range of structural linguistic
resources from which speakers can choose when using language in a specific
communicative situation, i.e., linguistic means to perform a speech act (speech act verbs,
imperatives, politeness markers, other pragmatic markers). On the other hand,
sociopragmatics relates to the social setting of language use, including variables such as
the cultural context, the social status or social distance of interlocutors, i.e., when and

how to perform a certain speech act, as illustrated in the following diagram.

General Pragmatics

[Grammar] Pragmalinguistics Sociopragmatics [Sociology]

related to ‘ related to

Figure 1.2 Pragmalinguistics and Sociopragmatics (Leech, 1983:11)
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Some of the aspects of language studied in pragmatics include: a) deixis, meaning
‘pointing to something’, refers to the contextual meaning of pronouns that the speaker
uses in a particular utterance in a given context; b) presupposition referring to the logical
meaning of a sentence or meanings logically associated with or entailed by a sentence; c)
performative implying that each utterance a speaker not only says something but also
does certain things like giving information or stating a fact; and d) implicature which

refers to an indirect implicit meaning of an utterance derived from context.

1.4.2. Pragmatic Competence

In the 1970s and early 1980s, there was a shift of emphasis from an almost
exclusive concern with formal aspects of language (structural linguistics and
transformational generative grammar) to a growing interest in language use. Language
was no longer viewed as an isolated system, but as a means of communication that relates
to so many extra-linguistic factors. Perceiving language as a communicative artifact, led
to the rise of communicative approach to language teaching with competence as a key

concept.

‘Communicative competence' was, then, coined by the anthropological linguist
Dell Hymes (1972) who argued that in addition to linguistic competence (the rules for
describing sound systems and for combining sounds into morphemes and morphemes
into sentences), one also needed notions of sociolinguistic competence (the rules for
using language appropriately in context) to account for language acquisition and
language use). He said: “there are rules of use without which the rules of grammar would
be useless” (1972:277). He, also, proposed a theory of communicative competence
consisting of four different aspects of knowledge: a) whether something is formally

possible; b) whether something is feasible in virtue of the means of implementation
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available; ¢) whether something is appropriate in relation to a context in which it is used
and evaluated; and d) whether something is in fact done, actually performed, and what its

doing entails.

Many applied linguists, later, adopted Hymes' terminology and perspective, in
developing the communicative approach to language teaching in reaction to the grammar
translation and audiolingual approaches to language pedagogy. Hymes’ (1972) notion of
communicative competence, thus, became part of the theoretical justification for a new
language teaching approach and new teaching materials that were compatible with

communication as the goal of second or foreign language teaching (Celce-Murcia, 2007).

Canale and Swain (1980) were among the first applied linguists to develop and
elaborate a model of communicative competence that course designers and language
teachers could apply to teaching and assessment. They added strategic competence (i.e.
the ability to compensate for problems or deficits in communication and do various types
of planning) to the linguistic competence (which they referred to as ‘grammatical
competence’) and sociolinguistic competence that Hymes (1972) had proposed. Three
years later, Canale (1983) added discourse competence (the ability to produce and

interpret language beyond the sentence level) to the model. This is illustrated in the

Communicative
competence
I |

1 1
Grammatical Sociolinguistic Strategic Discourse
competence competence competence competence

Figure 1.3 Canale and Swain’s (1980) and Canale’s (1983) Model of Communicative Competence (Source: Cenoz,
1996:104)

following example:
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In this figure, grammatical competence refers to the knowledge of the rules
of morphology, semantics, phonology, syntax, and sentence grammar.
Sociolinguistic competence refers to the knowledge of rules of use and rules of
discourse (only in Canal and Swain’s model), which are crucial in interpreting
utterances for social meaning. Strategic competence is used to refer to the
knowledge to the verbal and non-verbal communication strategies which may be
used to compensate for breakdowns in communication. Finally, discourse
competence was added by Canal (1983), separating it from sociolinguistic
competence, first introduced by Canale and Swain (1980). According to Canale,
discourse competence is about mastery of how to combine grammatical forms and

meanings to achieve cohesion and coherence of a unified spoken or written text.

Another model was presented by Celce-Murcia et al (1995) who proposed
that actional competence (the ability to comprehend and produce all significant
speech acts and speech act sets same as pragmatic competence) should also be part
of communicative competence. In this model two changes in terminology were
made regarding Canale-Swain’s (1980) model: a) that sociocultural competence
(the cultural background knowledge needed to interpret and use a language
effectively) replaces sociolinguistic competence; and b) re-use linguistic
competence (which includes the sound system and the lexicon as well as the
grammar instead of grammatical competence. This is represented in the following

figure:

18



CHAPTER ONE SITUATION ANALYSIS

Communicative
competence

1 I |
Linguistic Strategic Sociolinguistic Actional Discourse
competence competence competence competence| |competence

Figure 1.4 Celce-Murcia et Al (1995) Model of Communicative Competence (source: Celce-Murcia 200 7)

The communicative competence models, presented so far, have been criticized on
the basis that they did not take into consideration the importance of pragmatic
component. Though canale (1983) considered pragmatics as an area within
sociolinguistic competence, Schachter (1990:42) asks: “where does pragmatics fit into
the canale and swain framework? Is it assumed not to exist?” This pushed Bachman
(1990) to explicitly divide communicative competence (Language competence in the

model) into organisational and pragmatic competence, as shown in figure 1.5.

Language
competence
il N
Organisational Pragmatic
competence competence

i
Grammatical

competence

Textual
competence

Illocutionary Sociolinguistic

competence competence

Figure 1.5 Bachman’s (1990) Model of Communicative Competence (Adapted from Bachman 1 990)
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According to Bachman, organisational competence comprises grammatical
competence (same as Canale and Swain’s model) and textual competence which includes
knowledge required to join utterances together to form a text. His main contribution was
in his introduction of the second divide of communicative competence, i.e., pragmatic
competence. He subdivided it, again, into two components. By illocutionary competence
he means knowledge of the pragmatic conventions for performing acceptable language
functions, i.e., pragmalinguistics (see 1.4.3). By sociolinguistic competence, on the other
hand, he means the knowledge of the sociolinguistic conventions for performing

language functions in their appropriate context, i.e., sociopragmatics.

Finally, the last model would be that of Alcon (2000) (in Safont, 2005). She
believes that discourse competence is the core of communicative competence, though all

the competencies are interrelated. Her model can be summarized in the following table:

Discourse competence Linguistic competence
Textual competence

Pragmatic competence

Psychomotor skills and competencies Listening
Speaking
Reading
Writing
Strategic competence Communication strategies

Learning strategies

Table 1.1 Alcon’s (2000) Model of Communicative Competence (adopted from Safont, 2005: 56)
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Pragmatic competence can be, then, summarized as:
Knowledge of the linguistic resources available in a given language for
realizing particular illocutions, knowledge of the sequential aspects of
speech acts and, finally knowledge of the appropriate contextual use of the

particular languages

(Barron, 2003: 10)

1.4.3. Interlanguage Pragmatics

Researchers have always been interested in finding out why do learners of a
second or foreign language with linguistic competence often respond in a way
unacceptable to their native interlocutors. This has given birth to a new field of research
called ILP (interlanguage pragmatics). ILP belongs to two different disciplines, both of
which are interdisciplinary: second language acquisition and pragmatics (Kasper and

Blum-Kulka, 1993).

According to Kasper (1995:1), ILP is "the study of nonnative speakers'
comprehension, production, and acquisition of linguistic action in L2". Elsewhere, she
defines it as "the study of nomnative speakers' use and acquisition of L2 pragmatic
knowledge" (Kasper and Rose, 1999:81). This language system developed by learners on
their way to acquiring the TL (target language), entails knowledge of language which is
different from both the learners’ mother tongue and the TL system they are trying to
acquire (Ellis, 1985).
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The term interlanguage was first introduced by Selinker (1972) and is best defined
by Koike (1996:257) as “a system that represents dynamic stages in the learning process
and that are subjects to continual change and modification”. The origin of the term ILP,
on the other hand, is claimed by Kasper (1989a, 1998) who was interested in describing
and explaining learners® development and use of pragmatic knowledge. ILP is considered
as modeled on cross-cultural pragmatics, adopting its research topics, theories and
research methodology. This comes from the focus of ILP on comparing native speakers’

(NS) with non-native speakers’ (NNS) performance in certain pragmatic aspects.

Though, the field of ILP is a relatively young subdiscipline within the area of
SLA, the scope of inquiry has quickly become very large. It includes: a) non-native
speaker comprehension and production of a small number of speech acts, such as
requests, apologies, refusals, complaints, compliments and compliment responses; b) use
of internal and external modification to speech acts and learners' use of semantic
formulas or lexical downgraders; and c) only recently, discourse/pragmatic markers in

NNSs (Fuller, 2003).

The following table summarizes some of the emergent findings of ILP with the

name of the authors who undertook the study:

Study Author(s)

indirectness in requests and refusals

increases with proficiency

Takahashi & Beebe, 1987; Beebe &
Takahashi, 1989; Rose, 1998; Churchill,
1999

supportive moves in requests increase with

proficiency

Trosborg, 1995; Rose, 1998; Blum-Kulka
& Olshtain, 1986
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learners start out using unanalyzed routines | Schmidt, 1983; Ellis, 1992; Kanagy &
but analyze them increasingly for Igarashi, 1997

productive use

at intermediate stages, learners may be Blum-Kulka & Olshtain, 1986; House,

more verbose than NS 1989; Bergman & Kasper, 1993

even advanced learners have problems with | Kasper, 1981; Wildner-Bassett, 1984;

L2 routine formulas House, 1993, 1996.

Table 1.2 ILP Emergent Findings.

Two aspects of pragmatic competence that different scholars emphasize are
pragmalinguistics and sociopragmatics, initially introduced by Leech (1983) and Thomas

(1983), who explain these concepts as follows:

a) Pragmalinguistics

According to Leech (1983) and his colleague Thomas (1983), pragmalinguistics refers
to the linguistic side, or, in other words, what pragmatic strategies, pragmatic routines,
and modification devices are available in the language being spoken. For Rose and
Kasper (2001: 2) “pragmalinguistics refers to the resources for conveying
communicative acts and relational or interpersonal meanings.” By linguistic side of
pragmatics we mean the range of structural linguistic resources from which speakers can
choose when using language in a specific communicative situation like when to perform
a speech act (speech act verbs, imperatives, politeness markers, other pragmatic markers).
One illustrative example is when refusing an invitation one can simply combine the
words “no,” “thank,” and “you” in that sequence, in order to convey the refusal speech

act.
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b) Sociopragmatics

Sociopragmatics is the “sociological interface of pragmatics” (Leech, 1983: 10). It
“refers to the social perceptions underlying participants’ interpretation and performance
of communicative action” (Rose and Kasper, 2001: 2). It relates to the social setting of
language use, including variables such as the cultural context, the social status or social
distance of interlocutors, i.e., when and how to perform a certain speech act. This social
status, social distance and degree of imposition put some kind of restraints on the speaker
like for example, when one is speaking with a friend, he can say “Thanks, but no thanks”
in refusal to something, but if speaking to someone such as a boss, one would be more

formal and say “No thank you.”

Bardovi-Harlig (1999:686) extends this distinction to the notion of pragmatic
competence, explaining that pragmalinguistic competence is “the linguistic competence
that allows speakers to carry out the speech acts” that their sociopragmatic competence
“tells them are desirable”. Rose and Kasper (2001), on the other hand, point out the
dialectic unity of both components and state that pragmatics is concerned with social

behavior where specific linguistic choices have consequences in real life.

1.4.4. Intercultural Pragmatics

Teaching English as an international language is to have a goal of not only
producing appropriate utterances but also of expressing learners’ own cultures in English
for speakers of other languages (McKay, 2000), i.e., learners in the future may need to
speak English with people from different parts of the world. Since one of the purposes for
learners to learn English is to be able to communicate with people from different cultural

backgrounds, intercultural communication is seen as an essential part of communicative
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competence, i.e., the dimensions of communicative competence should take the cultural

background of the speakers into consideration.

According to the different models of communicative competence presented earlier,
cultural knowledge falls under sociocultural competence. It has, then, a close relationship
with pragmatic knowledge. This is because misunderstanding of cultural knowledge
between the speaker and his or her interlocutor(s) may easily cause communication
breakdown during the intercultural conversation. Different cultures might have different
conventions as to what appropriate behavior is in certain contexts (Spencer-Oatey, 2000).

Rintell-Mitchell (1989) points out that:

Perhaps the fascination that the study of cross-cultural pragmatics
holds for language teachers, researchers, and students of linguistics
stems from the serious trouble to which pragmatic failure can lead.
No "error" of grammar can make a speaker seem so incompetent, so
inappropriate, so foreign, as the kind of trouble a learner gets into
when he or she doesn't understand or otherwise disregards a

language's rules of use.

(cited in Trosborg,1994:3)

Effective intercultural communication, a domain of intercultural pragmatics,
therefore requires both linguistic knowledge and cultural knowledge of the two languages
for learners, i.e., pragmalinguistics and sociopragmatics. Intercultural pragmatics, or as

often referred to as cross-cultural pragmatics, is defined as:
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...a field of inquiry which compares the ways in which two or more
languages are used in communication. Cross-cultural pragmatics is an
important new branch of contrastive linguistic studies because in any two
languages different features of the social context may be found to be
relevant in deciding what can be expressed and how it is conventionally
expressed.

(House-Edmondson, 1986:282)

However, for learners of English, especially those in the EFL context, the learning
of the cultural aspect of communicative competence is often difficult. Learners tend to
transfer their mental sets of the first language (L1) pragmatic rules, often culturally
related, directly into the target language, and the result is often misunderstanding between
the learners and their interlocutors. For example, what sounds like an invitation often
may not be one, as when Americans tell their new acquaintances ‘‘Let’s get together
some day’’, which expresses a standard good-bye formula rather than a serious intention
to socialize, may keep their acquaintances wait long for an invitation to come, if it ever

does.

Areas of cross-cultural variation, then, include the different weighting of specific
contextual factors across cultures and a focus on the range and contextual distribution of
strategies and linguistic forms used to convey illocutionary meaning and politeness. It has
been shown, for example, in Kasper and Schmidt’s (1986) study that declarations are
culture-bound speech acts due to cross-cultural differences in institutional structures.
Another example is Takahashi and Beebe’s (1993) study, in which the Japanese
compared to the west or to the Americans, see status as more important than face in

politeness strategies.
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1.4.5 Cross-Cultural and Intercultural Interactions

Culture is the shared values, norms, traditions, customs, arts, and history of a
group of people in constant transmission to succeeding generations. Historically, the
word derives from the Latin word 'colere' which means to cultivate, from which is
derived 'cultus', that which is cultivated or fashioned. Thus ‘culture’, usually, refers to
something that is derived from, or created by the intervention of humans, i.e., ‘culture’ is
cultivated. For Dahl (1998) the word ‘culture’ is often used to describe something
refined, especially ‘high culture’, or describing the concept of selected, valuable and

cultivated artefacts of a society.

On a more basic level, ‘culture’ has been used to describe the way a group of
people works. This implies not only the shared method but also the shared values that
underpin the method. For example, Kroeber & Kluckhohn’s (1952: 181) definition of

culture reads:

Culture consists of patterns, explicit and implicit, of and for behaviour
acquired and transmitted by symbols, constituting the distinctive
achievements of human groups, including their embodiment in artefacts;
the essential core of culture consists of traditional (i.e. historically derived
and selected) ideas and especially their attached values; culture systems
may, on the one hand, be considered as products of action, on the other, as

conditional elements of future action.

(cited in Adler, 1997: 14)
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Hall (1983) tried to refine the meaning of the concept ‘culture’, and put forward:

Culture has always dictated where to draw the line separating one thing
Jrom another. These lines are arbitrary, but once learned and internalized
they are treated as real. In the West a line is drawn between normal sex
and rape, whereas in the Arab world is much more difficult, for a variety of

reasons, to separate these two events.

(1983: 230)

In what he said, Hall believed that members of a given society, internalize the
cultural components of that society, and act within the limits as set out by what is
culturally acceptable. He viewed culture as often subconscious and compared it to an
invisible control mechanism operating in our thoughts. In his view, we become only
aware of this control mechanism when it is severely challenged, for example by exposure

to a different culture.

Hofstede (1994:5), too, defined culture as “the collective programming of the
mind which distinguishes the member of one group or category of people from another”.
Hofstede expands the concept of ‘collective programming’ by suggesting that culture
could therefore be situated between human nature, which is not programmed, nor
programmable on the one side — and the individual’s personality on the other side. This
idea of the culture in the individual is particularly useful for explaining the concept of
culture on the one side — as well as allowing for the diversity of individual personalities

within any one culture.
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So far, we have considered the definition of culture as a concept that is
subconscious and represents a set of shared values. We move, now, to its meaning as a
concept that manifests itself in the behavior of a given group when it comes across
another culturally different group. This takes us to the realm of cross-cultural
communication. In the English literature, both terms ‘cross-cultural’ and ‘intercultural’
exist. Some English researchers favor ‘cross-cultural’ and, almost, avoid ‘intercultural’ as
if it was a case of vocabulary interference with French adjective ‘interculturel’. Others,

like House-Edmondson (1986), use the terms interchangeably.

For those who use both terms interchangeably, cross-cultural communication or
intercultural communication is a field of study that looks at how people from different
cultural backgrounds communicate, in similar and different ways among themselves, and
how they endeavor to communicate across cultures (House-Edmondson, 1986), i.e., how
people from different countries and cultures act, communicate and perceive the world
around them. By studying situations where people from different cultural backgrounds
interact, cross- or intercultural communication plays an important role in anthropology,

cultural studies, linguistics, psychology, and communication studies.

On the other hand, Gudykunst (2003) in his book “Cross-Cultural and Intercultural
Communication” maintained that ‘cross-cultural’ and ‘intercultural’ are not identical. For
him cross-cultural communication emphasizes the comparison of communication across
cultures whereas in intercultural communication the emphasis is on the communication
between people from different cultures. In other words ‘cross-cultural’ applies to
something which covers a separate comparison of chosen aspects of different cultures
with no interactive analysis between them but ‘intercultural’ implies interaction. This is

why we find, above all in Anglo-Saxon psychology and social psychology, the expression
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cross-cultural communication, when giving preference to the comparative perspective

and the neglect of any linguistic interaction.

In this study, first, we will use the term ‘interaction’ instead of ‘communication’ to
highlight the fact that data are from spoken face-to-face interaction, especially that, this
latter is a rich source of informative and interesting data for research in sociology,
culture, linguistics, pragmatics, discourse, etc. Second, both terms will be used, not
interchangeably though; because of the difficulty we faced in drawing the boundaries
between ‘cross-cultural’ and ‘intercultural’ interactions. We will try to use ‘cross-
cultural” when there is more comparison across the two cultures: American and Algerian.
When the emphasis is on the interaction between both cultures, we will use
‘intercultural’. We believe that the task is very difficult, which is one of the main
limitations of this study. We believe, also, that ‘intercultural’ will be overused; therefore,

few words about intercultural interaction are in order.

It would seem appropriate here, first, to explain the concept ‘intercultural
communication’ which forms the basis of any intercultural encounter. Intercultural
communication can be defined as the interpersonal interaction between members of
different groups, which differ from each other in respect of the knowledge shared by their
members and in respect of their linguistic forms of symbolic behavior. It was, first, used
in Edward T. Hall’s (1959) influential book, The Silent Language, and Hall is generally
acknowledged to be the founder of the field. The following table will trace the history of

intercultural communication study:
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Date Events
1950-55 Development of the original paradigm of intercultural communication by

Edward T. Hall and others at the Foreign Service Institute in Washington, D.C.

1955

First publication on intercultural communication by Hall ("The Anthropology of
Manners" in Scientific American)

1959

Publication of The Silent Language in English (a Japanese edition appeared in
1966).

Late 1960s

Development of the first intercultural courses at universities (e.g., University of
Pittsburgh); and publication of Alfred Smith's (1966) Communication and
Culture.

1970

International Communication Association established a Division of Intercultural
Communication

1972

First publication of an edited book on Interculiural Communication: A Reader,
by Larry A. Samovar and Richard E. Porter

1973

Intercultural Communication by L.S. Harms at the University of Hawaii is
published (the first textbook on intercultural communication).

1974

First publication of International and Intercultural Communication Annuals;
The Society of Intercultural Education, Training and Research (SIETAR) is
founded

1975

An Introduction to Intercultural Communication by John C. Condon and Fathi
Yousef'is published (the second textbook in intercultural communication); the
Speech Communication Association established a Division of Intercultural
Communication.

1977

International Journal of Intercultural Relations begins publication.

1983-Present

Theory development in intercultural communication is emphasized (e.g., three
International and Intercultural Communication Annual volumes on
intercultural communication theory are published)

1998

Founding of the International Academy of Intercultural Relations

Table 1.3 Major Events in the Development of the Field of Intercultural Communication,
(Source: Hart (1996) and E.T. Hall Papers, Special Collections, University of Arizona Library).
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After that, universities across the world were obliged to adopt intercultural
international understanding and knowledge as one of their goals for the education of their
students. International and intercultural understanding has become critical to a country’s
cultural, technological, economic, and political wellbeing. It has become essential for
universities to educate their students to possess a certain level of global competence to
understand the world they live in and how they fit into this world which is characterized

by close and multi-faceted relationships.

As already mentioned, the word ‘interaction’ is used instead of ‘communication’
to characterize the spoken form of language use and emphasize that language exchange is
face-to-face. Today is more affordable than any time before to arrange for an intercultural
interaction. This is because Internet with its potential to bring learners into direct contact
with the target culture, allow learners not only gain access to authentic publications from
the target culture but they can also take part in online chat rooms, discussion boards and
videoconferences, i.e., learners will develop intercultural competence. Becoming
interculturally competent will allow the learner capture and understand, in interaction
with people from foreign cultures, their specific concepts in perception, thinking, feeling
and acting. Freed from prejudices, he/she will be interested and motivated to continue the

interaction.

Intercultural interaction is, then, to boost sensitivity and self-consciousness
through knowledge about other cultures, people, and nations. Through understanding
others’ behaviors and ways of thinking, learners will understand feelings and needs of
their interactants, i.e., develop empathy. Finally, they will develop self-confidence by
knowing what they want, their strengths and weaknesses, emotional stability, and will be

able to express their own point of view in a transparent way with the aim to be
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understood and respected by staying flexible where this is possible, and be clear where

this is necessary.

Intercultural exchanges via e-mail and other electronic media like ‘teleconference’
have been found to support learner autonomy (Schwienhorst, 2000: Tella; 1991), foster
language awareness (Appel, 1999), improve grammatical correctness (Brammerts, 1996)
and develop higher order thinking skills (Lee, 1998). In many reports, the mere fact that
students refer in their exchanges to such topics as food, restaurants and holidays is
considered to be ‘cultural learning’ and many researchers assume that learners will
develop intercultural competence simply by being exposed to information from the target

culture (Gray and Stockwell, 1998).

It is important that intercultural competence training and skills not break down
into application of stereotypes of a group of individuals. Although the goal is to promote
understanding between groups of individuals that, as a whole, think somewhat
differently, it may fail to recognize the specific differences between individuals of any
given group. These differences can often be larger than the differences between groups,

especially with heterogeneous populations and value systems.

Other researchers think that mere exposure to target culture is not enough. Kern
(2000: 256), for example, suggests that in the context of online learning “exposure and
awareness of difference seem to reinforce, rather than bridge, feelings of difference”. He,
then, pointed out to what extent intercultural online contact serves to develop the

components of intercultural communicative competence. Another example is that of
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Kramsch and Thorne (2002) who found that the reasons for online communication
breakdown between their French and American students was due to both groups trying to
use culturally different discourse genres, while both of them appeared to be unaware of

the existence of these genres..

Therefore, as claims of contact with target culture automatically develops
tolerance in learners cannot be taken for granted, the question arises as to what learners
actually learn from online intercultural contact and, taking this into account, how such
learning scenarios can best be structured and implemented. Belz (2002) suggests
sensitizing students to such institutional and cultural differences before engaging them in

exchanges.

1.4.6 Videoconference

Videoconferencing technology is a set of interactive telecommunication
technologies which allow two or more locations to see and hear each other at the same
time via two-way video and audio transmissions simultaneously. This rich
communications technology, called also visual collaboration, offers new possibilities for
schools and colleges to connect with guest speakers and experts, multi-school project
collaboration, professional activities such as meetings and interviews, and community

events.

A video call is like a telephone call, except when you connect, you see the other

person in color video and may be able to transfer files. The call can be between two
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people in private offices (point-to-point) or involve several sites (multi-point) with more

than one person in large rooms at different sites.

A videoconference system must have audio-visual equipment. This includes: video
input (video camera or webcam), video output (computer monitor, television or
projector), audio input (microphones), and audio output (usually loudspeakers associated
with the display device or telephone). It needs, also, a means of transmitting information

between sites (analog or digital telephone network, LAN or Internet).

Among the benefits of a visual connection, is that it is an interactive
communication medium. It is almost like being there. The visual connection and
interaction among participants enhances understanding and helps participants feel
connected to each other. It supports collaboration among traditionally isolated institutions
and builds relationships in a way that e-mail, telephone, or online chat systems cannot.
The excitement of using new technology and interacting with other students or adults
increases motivation, as students perceive video guests as important and are more

conscious of their appearance and oral communication.

Videoconferencing makes, then, a face-to-face visit possible, when a live visit is
not. By removing the need for students to travel, yet still providing a two-way audio and
video link, videoconference is providing educational opportunities for interactions that
would not otherwise exist, saving then time and resources. This allows students to have a
greater opportunity to form meaningful relationships with others who may be very

different from them. They learn, as well, important communication and management
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skills, e.g., when they see themselves on screen and realize that is how others see them;

this may lead to dress change, posture change, and poise change, all for the positive.

1.5 Setting and Participants

In today's world of globalization, the world is certainly becoming smaller. People
of various cultures and who have a set of beliefs that defines the code of conduct and
values for their respective cultures are, nowadays, able to communicate freely. Though
cultural differences distinguish societies from one another, they find different ways to
express thoughts, ideas which can cross cultures through different forms of media like the
television, the newspapers and the Internet. Many people believe that due to the
advancement in science and technology, cultural differences tend to disappear through

time.

However, in spite of all the good will in the world, miscommunication is likely to
happen, especially when there are significant cultural differences between
communicators. One important contributor, among many, to the cultural difference is the
history of a particular region or country. The events of the past shape the moods and
opinions of people living in that specific country and which are certainly different from
another country, i.e., we make different meanings of the world, our places in it, and our
relationships with others. This cultural difference may lead, in most cases, to
miscommunication that may lead, on its turn, to conflict, or aggravate a conflict that

already exists.
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Unfortunately, most of the variables of cultural differences are much more
complex than what we might think of them. Each of them influences the course of
communications, and can be responsible for conflict or the escalation of conflict when it
leads to miscommunication or misinterpretation. For this reason, several different
theories and models of cultural differences have been designed. These models are

included in the following table:

Model Year Dimensions
Hall 1990 Space, Material Goods, Friendship, Time, Agreement
Hofstede 1991 Power Distance, Individualism, Masculinity,

Uncertainty Avoidance, Long-Term Orientation

Lessem and | 1994 Pragmatism, Rationalism, Idealism, Humanism
Neubauer

Lewis 1992 Time

Trompenaars | 1993 Universalism, Collectivism, Emotional, Specific,

Status, Sequential, Inner-Directed

Table 1.4: Models for Cultural Differences

The first model is Hall’s (1990). He introduced five dimensions or variables:
1)space towards which different cultures have different attitudes, 2)material goods that
are used for power and status, 3)friendship which is one form of interpersonal
relationships and which varies considerably across cultures, 4)time which is structured,
sequential and linear (linear time cultures take time and deadlines very seriously, in a
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very rationalist sense), and 5)agreement which is expressed, along with disagreement,

differently by different cultures.

Hofstede (1991), too, identified five national culture dimensions as follows:
)power distance that is the extent to which the less powerful members of institutions and
organizations within a country expect and accept that power is distributed unequally,
2)individualism vs. collectivism that indicates the relative closeness of the relationship
between team members, 3)masculinity that identifies the sexuality of roles in society and
the degree to which a society allows overlap between the roles of men and women,
4)uncertainty avoidance that is the extent to which the members of a culture feel
threatened by uncertain or unknown situations, and 5)long-term orientation that is based
on values of Confucianism showing to what degree do people value the future versus the

past or present.

The third model is that of Lessem and Neubauer (1994). They analyzed European
management systems and categorized the impact of national culture under the following
four inter-related criteria: I)pragmatism that is a dominant influence in the
conceptualizing of management principles and practice, 2)rationalism that is identified as
a theory which regards reason, not sense, as the foundation of certainty in knowledge,
3)idealism/wholism that is a complex unity or system made up of parts in combination,

and 4)humanism that pertains to the social life or collective relations of mankind.

Lewis (1992), on the other hand, differentiates monochromic cultures from
polychromic ones. By a monochronic time system, he means that things are done one at a
time and time is segmented into precise, small units. Under this system time is scheduled,

arranged and managed. By a polychronic time system, he means a system where several
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things can be done at once, and a more fluid approach is taken to scheduling time, i.e., a

system that is flexible and unconstrained by concerns with time.

The last model is that of Trompenaars (1993). He developed seven parameters that
are as follows: 1)universalism vs. particularism where the universalist approach is to say
that what is good and right applies everywhere, while the particularist emphasizes the
obligations of relationships, 2)collectivism vs. individualism which are similar to
Hofstede’s model, 3)neutral vs. emotional where some cultures are affective in that they
show emotions while others are neutral, 4)specific vs. diffuse where in specific oriented
cultures the manager separates the work relationships with subordinates from other
dealings with them, S)status which is while some cultures give status on the basis of
achievement, others ascribe it on the basis of age, class, gender, education, etc.,
6)sequential vs. synchronic where in sequential cultures time is treated as a sequence of
events while in synchronic cultures a number of events are run at the same time, and
7)inner-directed vs. outer-directed where in the inner-directed cultures believe that they

can and should control nature while outer-directed cultures go along with nature.

To summarize the main cultural differences that are already mentioned in the
models discussed above, or that have been discussed in other numerous theories, surveys,
and investigations that focus on specific countries, regions, and organizations, we may

group them in 5 variables:

1) high context vs. low context where in a low context culture things are
fully spelled out and are made explicit, and there is considerable dependence on
what is actually said or written, whereas in a high context culture communicators

assume a great deal of commonality of knowledge and views, so that less is
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spelled out explicitly and much more is implicit or communicated in indirect

ways.

2) monochronic vs. polychromic where monochronic cultures like to do
just one thing at a time and value a certain orderliness and sense of there being an
appropriate time and place for everything, whereas polychronic cultures like to do

multiple things at the same time.

3) Juture vs. present vs. past orientation where future-oriented
societies have a great deal of optimism about the future and think they understand
it and can shape it through their actions, whereas past-oriented societies are
concerned with traditional values and ways of doing things and tend to be
conservative in management and slow to change those things that are tied to the
past. Present-oriented societies, on the other hand, see the past as passed and the

future as uncertain and prefer short-term benefits.

4) power distance where the extent to which people accept differences
in power and allow this to shape many aspects of life like: is the boss always right

because he is the boss, or only when he is right?

5) individualism vs. collectivism where in individualist cultures, a
person is all the more admirable if he/she is a "self-made man/woman" or "makes
up his/her own mind" or shows initiative or works well independently. In
Collectivist cultures, on the other hand, people are expected to identify with and

work well in groups which protect them in exchange for loyalty and compliance.
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We will turn, now, to identify the participants’ profile taking in consideration each
of the variables discussed above to show how much more complex is their interplay,
especially, when each of them may influence the course of communication, and can be
responsible for conflict or the escalation of a conflict that leads to miscommunication or
misinterpretation, i.e., miscommunication is likely to happen, especially when there are
significant cultural differences between communicators leading to conflict, or magnifying

a conflict that already exists.

1.5.1 American Students’ Profile

There were 16 American students form ECU. From the aforementioned models of
cultures, being Americans makes them culturally low context. This means that they may
be vulnerable to communication breakdowns when they assume more shared
understanding than there really is, i.e., low context cultures are not known for their ability
to tolerate or understand diversity, and tend to be more inward-looking. Their interactions
with high context culture people can be problematic to the level to see them as too

secretive, devious and strangely uncommunicative.

They are, also, culturally monochronic. In their society time is limited and
punctuality is a virtue. It is insulting to waste someone's time, and the ability to do that
and get away with it is an indication of superiority/status, i.e., time is seen as being a
limited resource which is constantly being used up. Therefore, they don't have time to
develop trust and had to replace it with rule-by-law as another mechanism instead. This
makes them tend to be individualist, too. An American is more admired and estimated if

he/she shows initiative or works well independently.
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The United States is a good example of future-oriented societies. ECU students
are, therefore, very optimistic about the future. They think they understand it and can
shape it through their actions. They view management as a matter of planning, doing and
controlling and never go with the flow, and let things happen. They are a low power
distance country, too. This means that superiors and subordinates often interact socially
as equals to the extent that an outsider watching a party of professors and graduate

students typically cannot distinguish them.

The following table will summarize the number, age, major, year of study at

university, and sex of ECU students:

Student # | Group | Name Sex Age Major Which year
1 1 Leo Female | 22 Biology 1*
2 1 Ryan Female | 23 | Communication 3"
3 1 Kayla Female | 19 Geology 1*
4 1 Misean Male 20 Biology 2"
5 1 Brielle Female | 21 | Communication 2
6 1 Chris Male 22 | Communication gne
7 1 Monika Female | 19 Business 1*
8 2 Wes Male 20 Geology 1*
9 2 Lauren Female | 19 Politics 1*
10 2 Natasha Female | 20 Biology 2~
11 2 Diana Female | 21 Biology o
12 2 | Mollisa Female | 22 Geology e
13 2 Mary Female | 20 | Communication i
14 2 Stacy Female | 22 Biology g
15 1 Ben Male 21 | Communication g
16 2 Jonathan Male 22 Geology ™

Table 1.5: American Students’ Profile
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1.5.2 Algerian Students’ Profile

Algerian students were 14 in number. Being Algerian makes them culturally high
context so that their interactions with Americans (low context) can be problematic. As
example they might find them to be offensively frank, or can feel that they insult their
intelligence by explaining the obvious. Coming from a high context culture, TUA
students assume a great deal of commonality of knowledge and views, so that less is

spelled out explicitly and much more is implicit or communicated in indirect ways

Algerian culture is polychromic. This means that time is plentiful and there is no
problem with making people wait all day, and then tell them to come back the next day,
ie., time is more plentiful, if not infinite. This makes them tend to rely on trust to do
business, contrary to the Americans who rely on rule-by-law and value a certain
orderliness and sense of there being an appropriate time and place for everything.
Building relationship on trust makes them collectivists who expect others to identify with

and work well in groups which protect them in exchange for loyalty and compliance.

TUA students are, also, culturally a past-oriented society. This means that they are
concerned with traditional values and ways of doing things. They tend to be conservative
in management and slow to change those things that are tied to the past. Opposite to the
Americans, they are from a high power distance country where bypassing a superior is a

disobedience.

The following table will illustrate some information about TUA students:
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Student # | Group | Name Sex Age Major Which Year
1 1 Wafaa Female 21 English 3
2 1 Amina Female 23 English 4"
3 1 Souad Female 20 English 3
4 1 Meryem Female 19 English 3"
5 1 Hilel Male 24 English 4
6 1 Razzia Female 30 English
7 1 Sana Female 19 English o
8 2 | Amel Female 20 English g
9 2 Soufiane Male 23 English 4"
10 2 | Amira Female 19 English 2~
11 2 Nassima Female 19 English z
12 2 kamila Female 19 English ol
13 2 Soumia Female 20 English 2™
14 2 Souhila Female 21 English 2™

Table 1.6: Algerian Students’ Profile

1.5.3 Global Virtual Classroom

Language contact has been greatly facilitated through the introduction of new

technological tools affording EFL learners the opportunity to engage in computer-

mediated intercultural communication through approaches termed ‘‘telecollaborative’.

Our case study is one example of these telecollaborations. It is a world-cultures course

taught through virtual classroom. A virtual classroom is a “virtual place to meet”. It

connects teachers and students. It provides students with a place for discussion, and a

place where they can test their knowledge, access the required texts and other readings,

hand in their assignment, ask questions and get answers from their teachers. In this

project, the virtual classroom is just a space where internet is used to allow partner

countries from Africa, Asia, Europe and the Americas to have a direct personal
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experience through real-time videoconferencing, chat, and emails, i.e., synchronous and

asynchronous communication.

The link is guaranteed by at least 256K IP regular Internet connectivity, a
videoconferencing camera, one internet connected computer with projector, one
computer for backchannel communications and coordination, and 7 student computers

co-located to classroom for in-class, real-time partner chat.

One of the main objectives of this project is that multiple cultures provide
culturally diverse, direct international experience, where in each session students develop
partners and friends in 3 diverse cultures. They meet 14 to 16 weeks per semester, more
than 4 weeks per culture, and twice a week for 70 minutes each time. The students,
usually 14 in number from each side, are divided into two groups of 7. They will be
referred to, in our scripts, as TUA# and ECU#. One of the most important characteristics
of the generated interactions is that they are done in English since it is today’s lingua

franca.

We have been taking part in the GVC for 5 years up till now. Each year, the
experience is as exciting as, if not more than, the preceding year. Working with different
partners each new session, makes the experience more fun and full of new expectations.
Our class, being observed, is from the spring 2007-2008 session. We used to link on
Mondays and Wednesdays. During the first session fall 2007, we linked with ECU
ANTH 299 from USA, then with USIL AM from Peru, and finally AJKU from Pakistan.
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The link was, all in all, good. We had most of the time to link through Skype,
since it is more suitable in times of slow connections. The students were so excited each
time to talk to their new partners and they were reporting, to the teacher, any problem that
delayed their emails be it technical or attitudinal. They were eager to read their partners
emails, and sometimes share some of them, when not so private, with their friends in the
group. Each one was helping the other to keep the flow of discussion going smoothly.

The main objective was to make new friends, and keep that friendship.

During the second session Spring 2008, we linked with UMT from Malaysia, then
ECU HNRS from USA, and finally TSPU from Russia. The links were acceptable except
with Russia, which was because of a series of technical problems we had on our side. The
students could, though be introduced to each other via Skype, and encouraged to send
emails, something which they did, and each time receiving an email they saw interesting,
they shared it with the teacher and even asked for reviewing their emails before sending
them. One time with ECU, they had invited two foreign students from Namibia, studying
in TUA, to join the link and talk about their experience in Algeria. The purpose was to
show their partners how open they are to talk to different nationalities with a different

culture and different beliefs.

The emphasis of the course is students’ interactions. Each faculty is asked to give
a 20-25 minute lecture on its own culture and the rest of the time is spent with students
interacting with each other. All students are numbered from 1-14 (but this time 16 from
ECU). At the very first class students are given an online pre-course survey and a post-

survey at the end of the session.
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For each linked class students on each side are divided into two halves. Half of
students (1-7) from each country will engage in groups discussion, and the other half (8-
14) will be in individual chats with their partners. Half way through the course, the group
discussion and the individual discussion students change places. The topics for each
discussion day are: family, college and education, cultural traditions, meaning of life,
stereotypes and prejudices. If there are more than 5 links, the two teachers can decide

what topic to add.

For each discussion day we start with a discussion of the newspaper headlines of
the other country, 5-7 minutes to acquaint out students with what is going on in the other
country. The newspaper headlines, as well as all other readings are posted on the web
under our Resource section. At the first link, the teacher will prepare big name tags for
all students with each student’s number and the name they want to go by. At the first link
the teacher, the tech helper and each student will come in front of the camera, hold the
name tag under his/her chin and give a brief introduction of him/herself where he/she has
to give her name, age, major and hobbies. At the end of the section there will be a local
day where the teacher helps the students to synthesize what has been learned about that
country. The two partner students have to write a joint paper, due the week after the link

is over.

1.6 Conclusion

Chapter one, was devoted to situation analysis so that the problem to be
investigated was stated. The central problem is how does the assistance a learner receives
through collaboration or interaction with an L2 expert push pragmatic development

forward. After the main research purpose has been discussed, the theoretical perspective
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was clarified, and the importance of the study was demonstrated, especially that most of
the studies, that have dealt with pragmatics as a specific area of study that favors a focus
on interactional and contextual factors of the target language, have predominantly
concentrated on the investigation of L2 pragmatic performance rather than development.
The operational terms were, then, defined and the setting and participants of the study

were described.
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CHAPTER TWO LITERATURE REVIEW

2.1 Introduction

This chapter presents a review of the literature on the development of pragmatic
competence, relevant to the topic under investigation in the present study. It, first,
addresses the relationship between pragmatic competence and grammar. Next, the
theoretical underpinnings of pragmatic competence and sociocultural rules are briefly
discussed. The concept of pragmatic competence is, then, addressed with relation to
language learner strategies. The fourth sub-section explores the relation between
language proficiency and performance quality of language learner strategies. The
remainder of the chapter reviews studies exploring pragmatic development in online

learning environments.

2.2 Pragmatic and Grammatical Development

Bardovi-Harlig and Dérmnyei, following Levinson (1983), studied the

interconnection between pragmatic and grammatical competence and state that:

Grammar relates to the accuracy of structure, including morphology and
syntax, whereas pragmatics addresses language use and is concerned with
the appropriateness of utterances given specific situations, speakers, and

content.
(1998: 233)

Kasper (2001), on the other hand, points out that pragmatic competence is neither
isolated from nor subordinated to grammar and distinguishes between two scenarios of
the correlation between grammatical and pragmatic competence. In the first one

‘grammar precedes pragmatics’, learners acquire grammatical features before they acquire
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the pragmalinguistic functions (cf. Robinson, 1992; Salsbury and Bardovi-Harlig, 2000;
Takahashi and Beebe, 1987). In the second scenario ‘pragmatics precedes grammar’,
learners use pragmatic functions before they acquire the L2 grammatical forms that are
acceptable realizations of those functions (cf. Schmidt, 1983; Cameron and Williams,
1997).

The “grammar precedes pragmatics' scenario comes in different varieties. In one
variety learners demonstrate knowledge of a particular grammatical structure or element
while not adopting it to express or modify illocutionary force (Bardovi-Harlig's, 1999a;
Salsbury and Bardovi-Harlig, 2000; Karkkainen, 1992). It can be best illustrated with
Takahashi's studies on transferability (1996) and input enhancement (2001) of request
strategies. Studying the relationship between syntactic structures and their illocutionary
and politeness functions, Takahashi found out that advanced Japanese EFL students reject
the biclausal "I was wondering if you could VP' and *Would it be possible for you to VP",
opting for monoclausal structures such as ‘would/could you (please) VP' instead. He
concluded that ‘the Japanese EFL learners lack the L2 pragmalinguistic knowledge that
an English request can be mitigated to a greater extent by making it syntactically more

complex' (2001: 173).

In another variety of ‘grammar precedes pragmatics' scenario, learners know a
grammatical structure and use it to express pragmalinguistic functions that are not
conventionalized target usage. Takahashi and Beebe (1987), for example, propose that
advanced grammatical knowledge may correlate positively with negative pragmatic
transfer. In the same line of thought, Bodman and Eisenstein (1988) cite learners'
transliterated thanking routines in their expressions of gratitude in English, such as ‘May

God increase your bounty’, and ‘May God grant you a long life’.
51



CHAPTER TWO LITERATURE REVIEW

In a third variety, learners know the grammatical structure and its pragmalinguistic
functions yet use the structure in non-target like fashion, and demonstrate their lack of
familiarity with the contextual and socio-pragmatic conditions that constrain target-like
use. Several studies report on learners' use of information questions as indirect strategies
in requests for action, warning, disagreeing, refusing, rejecting, or criticizing, in contexts
where more transparent strategies would be more effective (e.g. Beebe and Takahashi

1989a, 1989b; Bardovi-Harlig and Hartford, 1991).

The use of the question strategy, for example, demonstrates that learners have the
grammar to form interrogatives, and they have the pragmalinguistic knowledge to use
questions in order to convey pragmatic intent indirectly, but do not have the
sociopragmatic knowledge to assess when the use of a question strategy is appropriate and
effective. Another example is Robinson’s (1992) study on refusal. Prompted to refuse to
help a friend with her house moving, one learner showed not only that she knows the form
"I would like' but also that she knows that ‘I would like' is more polite than ‘I want' and
that her grammatical and pragmalinguistic knowledge are intact. Her problem was her
sociopragmatic hypothesis that “would like' is “too polite' when talking to American

friends.

In the reverse scenario, ‘pragmatics precedes grammar' the learner's pragmatics is
ahead of his/her grammar. It is well illustrated by Schmidt’s (1983) study of a Japanese
immigrant to Hawaii. His subject, Wes, whom he observed during a three-year period,
made hardly any progress grammatically, but showed significant pragmatic development,
using pragmatic routines for everyday tasks like requesting (for example, ordering
something in a restaurant). Over the three-year observation period, Wes's grammatical

knowledge developed only minimally, whereas his pragmatic and discourse competence
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greatly improved and, to a limited extent, was also able to adapt his behavior to different

speech situations. In this context, Kasper and Rose proclaim:

Wes's case impressively illustrates the dissociation of grammatical from
pragmatic/discourse  ability. He demonstrates that a restricted
interlanguage grammar does not necessarily impose constraints on
pragmatic and interactional competence, and that high acculturation is not
necessarily related to target-like grammar, whereas it appears to be
strongly related to pragmatic and interactional competence.

(2002:168)

In his early study Walters (1980), while explicitly addressing the structure and
development of pragmatic competence and its relationship to grammatical competence,
found that ESL-speaking children and adolescents successfully encoded the action and
appropriately marked their requests for politeness with more complex yet partially non-

target-like grammar, as in the examples below:

We borrow your basketball please? (rising intonation)
We can go in front of you? (rising intonation)

You give me the paper? (rising intonation)

Can you tell me where is the can openers, please

Do you know where is the can opener?

Do you give me 35 cents for the lunch?

May you give us the towels to clean up our milk?

Can you know where is the can opener?

Are you have some rice?

(Walters 1980: 341)

In Eisenstein and Bodman's (1986, 1993) study of expressions of gratitude,
advanced ESL learners provided pragmalinguistically appropriate thanking strategies with
ungrammatical forms. The authors concluded that the grammatical errors may make these

thanking expressions less effective, but they are not pragmalinguistic errors. These data
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are consistent with Koike's (1989) comment on the dissociation of pragmatics and
grammar, and that these ungrammatical features do not convey illocutionary force or
politeness, i.e., it is not always the case that learners' imperfect grammar constrains their
expression of pragmatic intent, as seen with Wes, Walters' (1980) young learners, and

Eisenstein and Bodman's (1993) participants.

2.3 Pragmatic Competence and Intercultural Interaction

It is generally recognized that the focus of pragmatics is on interaction in various
real communicative contexts, something that is precisely lacking in a traditional
classroom where learners are exposed to “/c]lassroom discourse [that] is institutionally
asymmetric, non-negotiable, norm-referenced, and teacher-controlled” (Kramsch,
1986:369). Similarly, Kasper and Rose think that even the richest and most complex
classroom tasks such as role plays cannot “provide valid representations of pragmatic
practices in authentic contexts” because of “the absence of social consequences”
(2002:88). They mean that learners cannot engage in a joint meaningful and successful
interaction and as a result their target language pragmatic competence remains

underdeveloped or perhaps even unrealized.

This is, mainly, due to the fact that cross-cultural conversation is often difficult for
the participants who are not only unfamiliar with the interlocutor’s language, but also
culturally different. Cultural differences have very specific influences on our styles for
participating, especially, the way to express and interpret meanings in conversation, i.e., a
person's social and ethnic background determines his or her pragmatic style (Gumperz,

1982).
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These pragmatic styles, often decide about communicative choices (selection of
vocabulary, discourse patterns, and so forth) and their interpretations along different
lines. Unfortunately, when a native speaker (NS) and a non-native speaker (NNS) of a
language experience a difficulty in understanding each other, we often attribute the
problem to the non-native speaker, whereas actually the problem is a mutual one that

must be resolved through adjustments by both parties.

Cross-cultural encounters often require us to adjust the ways we approach
fundamental aspects of communication, aspects which we may consider normal. This
means that instead of only activating our own expectations to evaluate the interlocutor in
terms of our expectations, we should also listen for the purpose of the conversation from
the interlocutor’s perspective, i.e., culture helps us define our expectations in
conversation so that we organize our knowledge of conversation in a certain way and use

it to predict how other people will talk.

In spite of all these difficulties, intercultural conversation presents enormous
benefits to be gained from learning to participate in an unrestricted classless egalitarian
way. By recognizing cultural preferences for conversation styles, we can compensate for
differences and understand a range of new people, ideas, and experiences. Many
contemporary students are already doing that through their access to a broad spectrum of
real language use by means of telecommunication technologies, above all the Internet
(Kinginger , 1998). For the rest, the best way would be to think of engaging them in a
learning arrangement known as “telecollaboration” which has recently been on the rise,
and where they can expand the range of discourse options (Belz, 2002, 2003a, 2003b;
Belz and Kinginger, 2003). According to Belz, the core of telecollaborative foreign

language instruction is:
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“Institutionalized, electronically mediated intercultural communication
under the guidance of a languacultural expert (i.e., a teacher) for the
purposes of foreign language learning and the development of intercultural

competence”

(20032:02)

Elsewhere, Belz argues that a “telecollaborative” learning configuration affords “the
alternation of Internet-mediated intercultural sessions with face-to-face intracultural

sessions” (2006:214)

‘Telecollaboation’ is one of the key terms for this study, and the learning that goes
through is the learning that takes place as an outcome of people working together towards
the acquisition of knowledge, skills, or attitudes occurring as the result of group
interaction (Kaye. 1992). This type of collaboration results in a level of knowledge within
the group that is greater than the sum of the knowledge of the individual participants, for
knowledge is an interactive process that allows learners to develop their abilities to learn

from themselves (Whipple, 1987).

Numerous studies (Johnson & Johnson, 1989; Coelho, 1992) emphasize that
collaboration is the most important and basic form of human interaction, and the skills of
collaborating successfully are the most important skills anyone needs to master. They
emphasize the need to teach social skills (Coelho (1992), since good social skills can
promote collaboration and some negative behaviors can turn off a future
collaboration. Therefore, “telecollaborations” may provide one of the best environments

for learners to develop the kind of assistance they need in acquiring those social skills. In
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the present study, “telecollaboration” is explored in terms of student’s interactions which
are major learning factors in collaborative learning. These interactions are intercultural
since intercultural implies engagement with or back-and-forth movement across two

different cultures: American and Algerian.

Henri (1995), in defining interaction, provides an analytic model to distinguish between

two types of messages:

1). Interactive messages: these answer or interpret a previous statement.
They refer to the theme of the teleconference and are also connected,
explicitly or implicitly, to one or more other messages.

2). Non-interactive or independent messages: their content relates to the
theme of the teleconference, but is not connected to other messages of the

teleconferences.

(Henri, 1995:152)

The following table will summarize the categories and sub-categories of the model:

CATEGORY DEFINITION

EXPLICIT INTERACTION | Any statement containing a specific reference to another
message, to another person or to a group of persons

1 Direct Answer | Any statement answering a question in an explicit or
obvious manner by referring to it directly.

2 Direct Comment | Any statement referring to and furthering an idea which

has been raised, by direct reference to it.
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IMPLICIT INTERACTION | Any statement containing an implicit reference to
another message or to another person or group of
persons.

1 Indirect Answer | Any statement which obviously answers a question, but
without referring to it by name.

2 Indirect Comment | Any statement referring to and furthering an idea which
has been raised without referring to the original

message.

INDEPENDENT Any statement dealing with the subject under

discussion, but message not answering or commenting.

Table 2.1: Analytic Model of Interactive Behavior (Henri, 1995:153)

Although language learners may known the difference between their mother
tongue and the target language grammatical paradigms, it is often for the first time that
they discover the uniqueness of their mother tongue, and that what they have known for
ages as a firm grammar fact does not always work in cross-cultural interaction. This latter
helps promote the development of functional language ability through learners’
participation in communicative events. In what follows, we will see that not only cross-
cultural interaction helps students respond to genuine communicative needs in realistic
target language situations, but also provide them with the sociocultural knowledge they

need to infer the social meanings or values of utterances.
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2.3.1 Language Functions

Intercultural conversation is the perfect locus where we can see the problem of
EFL learners’ use of pragmatic transfer. Their lack of awareness of the sociocultural
aspects of the target language makes EFL learners tend to transfer the use of speech act in
their native languages directly into the target language (Zegarac and Pennington, 2000).
Knowledge of speech act is often culturally related, and it is commonly believed that the
use of speech acts is better acquired by learning in native-speaking countries or by having
face-to-face interaction with native speakers. Since for most EFL learners, these
possibilities are still commonly unavailable, telecollaborative learning technology, thus,
has an important role to play to bridge the gap in the EFL context where native speakers’

input is rare.

An outstanding advantage for using “telecollaboration” technology is to engage
language learners in cross-cultural interactions so that they can see how useful the
sociocultural context is in improving their use of their language functions through a

sound use of their speech acts in oral production after a period of online practice.

Recently one major emphasis in foreign language teaching is on developing
learners” communicative competence (Hymes, 1972) by expanding the narrow notion of
competence presented by Chomsky (1965) and adding sociocultural factors into the
definition of communicative competence. It claims that the appropriateness of a sentence
is not judged by the grammar or the form only but by the acceptability of its function in
the social context. Due to this shift of emphasis, researchers later started to look at the

relationship between sociocultural factors and language use (Canale & Swain, 1980;
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Leech, 1983). One example is Searle’s (1969) speech act theory who took extralinguistic
factors into consideration. He classified the use of language into several speech acts, or
illocutionary acts, such as request, complaint, and apology that one performs when
speaking, and that the performance of the same speech act may differ in several ways
according to various situations. Therefore, language functions depend largely on
successful performance of speech acts which depend on whether they are performed in a

contextually appropriate way.

Language functions refer to what the learner can do with language, such as giving
and receiving information, asking for clarification, and expressing agreement or
disagreement (Mcdonell, 1992). Saville-Troike (1996) indicates that without
understanding why a language is being used as it is, one cannot understand the meaning
of its use in the context of social interaction, i.e., the functions of Language generally
provide the primary dimension for characterizing and organizing communicative
processes. ‘Telecollaboration’, particularly videoconferencing, is thought to afford great
possibilities of negotiation of meaning in which various language functions appear like
asking information, giving information and explaining, giving and requesting information
which are basic functions used at group collaboration. Learners are often able to make
suggestions, express opinions, agree and disagree about ideas. Through their culturally-
different interaction, negotiate meanings and try to arrive at a common understanding by

discussing and debating.

The classification of language functions used in the present study is an adaptation
of Finocchiaro’s functional categories that meet our purposes (Finocchiaro and Brumfit,
1983). These fall under five major categories: personal, interpersonal, directive,

referential, and imaginative. The following table will summarize, an array of functions
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under each category, though not all possibilities are included but only the most important

ones.

Category Examples

Personal » clarifying or arranging one’s ideas

* expressing one’s thoughts or feelings (love, joy, pleasure, happiness,
surprise, likes and dislikes, satisfaction, disappointment, distress, pain, anger,
anguish, fear, anxiety, sorrow, frustration, annoyance at missed
opportunities, etc.)

* expressing moral, intellectual, and social concerns

* expressing the everyday feelings of hunger, thirst, fatigue, sleepiness, cold,
and warmth

Interpersonal | * greetings and leave-takings
* introducing people to others

« identifying oneself to others

* expressing joy at another’s success (or disappointment at another’s
misfortune)

» expressing concern for other people’s welfare

« extending and accepting invitations

» refusing invitations politely or making alternative arrangements

+ making appointments for meetings

* breaking appointments politely and arranging another mutually convenient
time

* apologizing

» excusing oneself and accepting excuses for not meeting commitments

* indicating agreement or disagreement

* interrupting another speaker politely

+ changing an embarrassing subject

* receiving visitors and paying visits to others

« arguing or debating

» offering food or drinks and accepting or declining such offers politely

» sharing wishes, hopes, desires, problems, beliefs, thoughts, opinions, etc.

« asking about others’ wishes, hopes, desires, problems, beliefs, thoughts,
opinions, etc.

» making promises and committing oneself to some action

 complimenting someone

* making excuses
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Directive

» accepting or refusing direction

* making suggestions in which the speaker is included

» persuading someone to change his/her point of view

* requesting and granting permission

* requesting information

» asking for help and responding to a plea for help

» forbidding someone to do something; issuing a command
» giving and responding to instructions or directions

* warning someone

» discouraging someone from pursuing a course of action

» establishing guidelines and deadlines for the completion of actions
« asking for directions or instructions

Referential

» talking or reporting about things, actions, events, or people in the
environment

» identifying items or people in the classroom, the school, the home, the
community

» asking for a description of someone or something

* describing someone or something

» understanding messages or descriptions

* creating questions

* scanning or skimming for information

* paraphrasing, summarizing, or translating (L1 to L2 or vice versa)

* interpreting information

» explaining or asking for explanations of how something works

* comparing or contrasting things

« discussing possibilities, probabilities, or capabilities of doing something

* requesting or reporting facts about events or actions or about a text

* hypothesizing

+ formulating and supporting opinions

» evaluating the results of an action or an event

Imaginative

* discussing a poem, a story, a text, an advertisement, a piece of music, a play,
a painting, a film, a TV program, etc.

* story-telling, narrating events

« experiencing and/or discussing a simulation (e.g., of an historical event)

» expanding ideas suggested by others or by a piece of reading

» creating rhymes, poetry, stories, plays, or scripts

* recombining familiar dialogues or passages creatively

» suggesting original beginnings or endings to dialogues or stories

* solving problems or mysteries

Table 2.2: Language Functions (Finocchiaro and Brumfit, 1983: 65-66)
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The reasons to choose these particular language functions are twofold. On the one
hand, though under different headings and elaborated in diverse ways, their purposes are
similar with the other categories of language functions (Finocchiaro and Brumfit, 1983).
On the other hand, they are viewed as the basic functions of group work and are present
in cross-cultural interactions and support the social skills needed for collaborative
learning, i.e., language functions can be addressed as part of a social skills strand (Olsen

and Kagan, 1992).

These social skills can be improved by teaching people and building their
awareness of language functions which can, also, promote their collaborative learning,
especially that that collaboration is the most important and basic form of human
interaction, and the skills of collaborating successfully are the most important skills
anyone needs to master (Coelho, 1992). In other words, teaching corresponding language
functions can provide opportunities for learners to develop specific social skills for the

enhancement of their collaborative learning (Olsen, 1992).

Coelho (1992), on another hand, believes that language functional categories
described by applied linguists look remarkably parallel to the social/collaborative skills
described by collaborative learning experts. The examples of functional categories given
by Finocchiaro and Brumfit (1983) resemble the social skills for students to practice

recommended by Olsen and Kagan (1992) in the following table:
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Social Skills in Interaction Social Skills/Collaborative Learning
asking for clarification acknowledging others' contributions
asking for explanations appreciating others' contributions
checking understanding of others asking others to contribute
elaborating ideas of others praising others
explaining ideas or concepts recognizing others
giving information or explanations verifying consensus
paraphrasing and summarizing keeping the group on task
receiving explanations keeping conversation quiet and calm
requesting clarification mediating disagreements or discrepancies

Table 2.3: Social Skills (adapted from Olsen and Kagan (1992)

If we compare the functional categories of language (see table 2.2) and the list of
social skills (see table 2.3) needed for collaborative learning, we can notice some striking
similarities between them. This implies that being aware of the different ways we can use
language to achieve a communicative purpose is very important for collaborative

learning.

According to the extent of collaboration in a classroom that uses
videoconferencing, and as online dialogue continues, effective questioning, response
modeling, and student-centered discussion are emerged. It appears, then, that cross-

cultural interaction, generated through “telecollaboration”, can provide a rich and
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particularly suited environment for student collaboration to improve their language
functions’ use and social skills. These social skills will be considered in more details in

what follows.

2.3.2 Socio-Cultural competence

The growing pace of globalization is creating new contact zones with significant
cultural factors which open, for university and college education, a cultural dimension
that should engage both learners and educators in relatively new teaching practices, i.e.
pedagogical norms should account for diversity and variation in the English classroom
especially that the study of whether and how language might influence culture, and to
what extent language can be a cultural referent, has become an academic pursuit of a

paramount importance

From this perspective, the present subsection deals with research on English
acquisition and use with specific focus on the development of sociocultural competence
by the English language learner. There is an urgent need to understand intercultural
communication which is the main characteristic of today’s English language classrooms
that adopt ‘Telecollaboration’ as a teaching approach. These telecollaborative approaches
provide the right atmosphere for learners to develop awareness for the need of cultural
knowledge of English to speak about their culture, and therefore, will develop their socio-
cultural competence as one step towards communicative competence development. This

may be illustrated in the following diagram:
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Figure 2.1: Culture and Language T eaching

This diagram illustrates that the societal and technological changes seen in the
world at large and the need for an ever-greater understanding of intercultural
communication are reflected in today education, generally, and language teaching,
particularly. It tries to show that intercultural interaction is an important locus for the
development of language awareness and language use. We can see, also, that
telecollaborative approaches to language teaching allow both teachers and learners to
engage in intercultural communication and, specifically, learners to develop awareness
for the need to have enough knowledge and competence to be able to use English to share
their home culture information with speakers from other cultures, i.e., intercultural
interaction helps language learners develop their sociocultural competence. What is, then,

sociocultural competence?
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Everything starts with Hymes (1972)’s introduction of the concept of
communicative competence, which stands for understanding first language acquisition, by
not only taking into account the grammatical competence (Chomsky 1957) but also the
ability to use language appropriately. Canale and Swain (1980), then, applied it to foreign
language learning and turned it into a model for communicative language teaching
development. The model was based on the acquisition of the necessary skills to
communicate in socially and culturally appropriate ways. The model comprised
grammatical, sociolinguistic, and strategic competences, with sociolinguistic competence

being made up of socio-cultural competence and discourse competence.

Socio-cultural competence is concerned with the extent to which certain
propositions and communicative functions are appropriate within a given socio-cultural
context (Canale 1983). It requires the cultural background knowledge as a need to
interpret and use language effectively, i.e. knowledge of language variation with
reference to socio-cultural norms of the target language (Celce-Murcia 1995). Celce-
Murcia, even sees that “... a social or cultural blunder can be far more serious than a
linguistic error when one is engaged in oral communication” (Celce Murcia In Alcon
Solar and Safont Jordia (Eds.) 2007:46). She notes that the common picture is that most
of the time SL and FL teachers are more aware about the linguistic rules than they are
about the socio-cultural behaviors and expectations that go with the use of the target

language.

Therefore, it is recommended that SL and FL learners should be introduced to the
life and traditions as well as knowledge of the history and literature of the target
community. And since it’s difficult to afford an extended living experience among the

target language group, a well-thought design should consider the principles of language
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courses implementation that will allow a linguistic and cultural competence awareness
and development by providing the skills and knowledge that SL and FL learners need.
Brinton et al (2003), too, say that teaching language through content is one of the most
effective means for communicative competence development in a second or a foreign
language. By content, they mean the target community politics, education, main religions,

holidays, and main customs and celebrations.

Savignon and Sysoyev (2002) proposed the principles of sociocultural strategy
training to develop EFL learners’ sociocultural competence so that learners can establish
and maintain international contact in a spirit of peace and a dialogue of cultures. This
will make learners act as representatives of their own culture for engaging in
intercultural communication, though it is very difficult for them to know for sure the
exact nature of what is culturally acceptable in the target language. Savignon and
Sysoyev (2002), therefore, think that these learners need sociocultural strategies that may
help them to cope with various situations they may face during the conversation with

people from different cultures.

These strategies are divided into two categories: (1) strategies for establishing and
maintaining intercultural contact, and (2) strategies for creating sociocultural portraits of
the TL context and the participants in intercultural communication (Savignon and
Sysoyev, 2002). The major goal of these strategies is to help language learners create an
equal and valuable dialogue between two different cultures. Though, sociocultural
knowledge is difficult to teach and assess in classroom settings, today, Internet can bridge
the gap between the classroom and the real world. Through videoconferencing students
are exposed to spontaneous language used by native speakers and, therefore, have more

opportunities to learn about the culture in which the TL is spoken. They will learn both
68



CHAPTER TWO LITERATURE REVIEW

the function of linguistic forms provided in the given language and the appropriate
time for using these devices based on various contextual factors during the online
communication process. A lack of knowledge at this level is often the reason why
language learners fail to achieve successful communication with native speakers or

speakers with different cultural backgrounds.

2.4 Socio-Cultural Perspectives on Pragmatic Development

Societal and technological changes seen in the world at large, are affecting
language education suggesting that the profession shall require an ever-greater
understanding of intercultural communication. Specialists are more concerned with issues
of how to integrate intercultural encounters into curricula in rational and productive
ways. Norton (2000), Lantolf and Pavlenko (2001), and Belz (2002) emphasize the shift
away from exclusive concern with the monolingual ideal speaker’s grammar and
language towards consideration of the interactant whose language development is shaped
not only by individual characteristics but also by the access that this interactant is willing

and able to negotiate within a range of socio-cultural environments.

Therefore, there exists a highly relevant complementarity between the intercultural
focus on interaction and the socio-cultural perspective on language development, i.e.,
socio-cultural theory suggests a principled way towards documentation and explanation
of the specific manner in which intercultural interaction fosters language development in
particular contexts. For sociocultural approaches, language development is essentially a
social process. These approaches view learning as something inter-mental, embedded in
social interaction. This means that individuals and environments mutually constitute one
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another and we are linked to the environments and interactions through which language

development occurs.

Sociocultural theory, then, rejects both a behaviorist view of learning and
information-processing view, and believes that knowledge-including knowledge of
language-arises from activities in particular contexts of use, and that learning is
essentially a social, rather than an individual, process. This means that the learner
achieves the capacity to function autonomously in a skill by first sharing responsibility
for the achievement of tasks with a more capable peer in a process of other-regulation,
and gradually appropriates the regulatory means to perform the task him- or herself and is
able to function independently and without mediation, achieving what is called self-

regulation (Kinginger and Belz, 2005).

The foundational role of interaction in cognitive and language development is,
therefore, at the center of sociocultural theory. Garrison, Anderson, and Archer (2001)
encourage instructors to generate a social presence in the virtual classroom, and avoid
becoming the center of all discussions by emphasizing student-student interactions, and
attend to issues of social equity arising from use of different communication patterns by

culturally diverse students.

Social constructivists, such as Vygotsky (1978), assert that students do not learn in
isolation but collaboratively, a view that focuses primarily on the social and cultural
processes that contribute to the development of higher order cognitive functions, which

suggests that interactions with, a ‘more capable other’ are essential for the continuing
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development of communicative-including pragmatic-competence. In this vein, Laurillard
(2000:137) argues that higher education should include “engagement with others in
gradual development of their personal understanding”. This engagement is developed
through students interacting with each other creating, therefore, important learning

communities where they feel connected to and assist each other in their efforts to learn.

Sociocultural theory, by viewing interaction as a tool for L2 learning and as a
competency in its own right, is therefore particularly suited to the study of pragmatic
development. By introducing the notion of ZPD (zone of proximal development) and its
related notions of scaffolding or assisted performance, it can prove to be quite useful to

research in interlanguage pragmatics.

2.4.1 Zone of Proximal Development (ZPD)

There are many sociocultural approaches to SLA that include the ZPD as an
integral part of human developmental processes (cf. Lantolf, 2000; Ohta, 2001a; and Van
Lier, 2000). These studies all show that learners boost their performance through
collaboration, whether working with peers with stronger or weaker skills. From a
sociocultural perspective, the ZPD is used to understand how assistance is related to

language development. According to Vygotsky, ZPD is:

the distance between the actual developmental level as determined by
independent problem solving and the level of potential development as
determined through problem solving under adult guidance or in

collaboration with more capable peers

(1978:86)
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A 7ZPD is evident wherever one learner is enabled to do something by the
assistance of another that he or she would not have been able to do alone. Researchers
and scholars of interlanguage pragmatics understand the impact of instruction and the
need for pragmatics to be taught in language courses, and instead of adding the ZPD to
one’s existing conceptual framework, some prefer to move toward a more process-
oriented view of what it means to acquire a language. In this way, expanding
interlanguage pragmatics research to include the ZPD may also result in a richer
understanding of the depth and variety of developmental processes that learners

experience.

The implication of the ZPD for SLA is that what the learner can be assisted in
doing is soon to be something that the learner will be able to do without help. Therefore,
the ZPD became a key developmental space, i.e., when learners bump up against their
own limitations and are assisted to move beyond them with the help of their peers,
development follows. This goes with Ohta’s (2001:9) reformulated definition of the ZPD
for L2 learning as the ‘distance between the actual developmental level as determined by
individual linguistic production, and the level of potential development as determined

through language produced collaboratively with a teacher or peer’.

The following table will summarize some of the studies that used data sets which
show how what is accomplished in collaborative contexts builds into later individual TL
production. These studies were researches on interlanguage pragmatics in connection

with the ZPD:
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Author(s)

Study

Brooks (1992a, 1992b)

how pairs assisted one another in classroom language
learning tasks (college students studying Spanish)

Donato (1994) how college-level learners of French pool their
knowledge in group work

Swain and Lapkin (1998), how the grammatical knowledge peers constructed in

Swain (2000) collaborative pairs was retained on a subsequent quiz
(the talk of French immersion middle-schoolers
working on a dictogloss)

Ohta (2000) how peer interaction resulted in higher levels of

grammatical accuracy and complexity for both
learners; most interesting was that gains were made
by students who provided most of the assistance as
well as the one who struggled (a pair of college
students as they worked on a Japanese language
grammar task)

Guerrero and Villamil (2000)

how students used a variety of scaffolding strategies
during the revision process (peer revision)

Ohta (2001a)

how peers, working together, not only built upon each
others’ grammatical and lexical knowledge, but also
were able to perform beyond the level that each was
able to attain individually (a longitudinal study of
learners of Japanese)

Table 2.4 Research on Interlanguage Pragmatics in Connections with the ZPD.

Some of these studies touch on pragmatics in some way, but the main findings

relate to language acquisition processes in the ZPD. Whether looking at how learners

build upon each others’ knowledge (Donato, 1994), or how learners develop the ability to

act as good listeners (Ohta, 2001a) pragmatics has been less a focus of the research than a

finding along the way how interlanguage pragmatics develop in connection with the
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ZPD. Since the fundamental components of the ZPD do not change, and that an assisted
learner is able to out-perform what he/she could do without assistance, we will turn now
to explore this notion of assistance in more details and see how it emerges in talk-in-

interaction between people.

2.4.2 Scaffolding

In order to better understand the role of interaction in SL/FL development,
researchers have begun to study how native speakers as more proficient ‘experts’ support
and collaborate with SL/FL learners as they work on assigned language learning tasks in
their virtual classrooms. The idea behind such an investigation is that language
acquisition is realized through a collaborative process whereby learners appropriate the
language of the interaction for their purposes, building grammatical, expressive, and
cultural competence through this process (Lantolf, 2000), i.e., developmentally

appropriate assistance in the Zone of Proximal Development.

Assistance in the ZPD is called scaffolding (Wood et al., 1976). Works such as
Bruner (1975) and Cazden (1988) have demonstrated the gains produced through a
collaborative process called scaffolding, through which assistance is provided from
person to person such that an interlocutor is enabled to do something she or he might not
have been able to do alone. Research on scaffolding in language learning has shown how
learners working together reach a higher level of performance by providing assistance to
one another (cf. Brooks, 1992; Donato, 1994; Ohta, 1995/1997/1999; and Anton and
Dicamilla, 1998). The idea of scaffolding has, also, been described through another
metaphor, that of ‘assisted performance’ (Tharp and Gallimore, 1991) which captures
both the scaffolding provided and the results of that assistance in facilitating performance

(Lantolf, 2000).
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Scaffolding in SLA is, also, referred to as child-directed talk. It “provides a
supportive ‘climbing frame’, or verbal scaffold, within which the child can achieve a
degree of communicative success, and success moreover that he or she would not have
been able to achieve unaided” (Thornbury and Slade, 2006:196). Assistance, then,
functions most effectively when it is tailored to the learner, adapted and eventually
withdrawn in response to learner development, i.e., as the child’s ability to handle the
skills of conversation increases, the adult’s support and control is gradually withdrawn.
On the other hand, the construct of the ZPD (Lantolf, 2000) specifies that development
cannot occur if too much assistance is provided or if a task is too easy, for development is
impeded both by helping the learner with what he or she is already able to do, and by not

withdrawing assistance, such that, the learner develops the ability to work independently.

A part from providing immediate conversational support, scaffolding may play an
important role in the development of language itself, especially of its syntax (Thornbury
and Slade, 2006), i.e., it does not only maximizes opportunities for reciprocal interaction,
but supports the emerging conversational and linguistic competence through the use of
questions, continuing moves, repetitions, and comments and elaborations. Language
development can manifest at two levels: the co-construction of a proposition over a
number of turns (called a vertical construction) (Scollon, 1976) which may prepare the
child for subsequent production of horizontal constructions that is syntactic sequences of
prepositions embedded in a single turn. This increase in complexity may represent a

developmental stage in the emergence of grammar.

Scaffolding, also, contributes to the development of conversational competence
through the use of adjustments as slowing of pace, higher pitch, repetition, and restricted

vocabulary and simple syntax use. Since the interactants are motivated by the need to
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communicate with their interlocutors, they tend to ignore the grammatical inaccuracy and

concentrate instead on the content.

While in the ZPD assistance is managed by the adult or more expert peer, it
involves, also, beyond the materials and the teacher, interactional configurations that
include grouping students with one another or with expert speakers and exploiting
resources both inside and outside of the classroom. In this context, Ohta (2006), while
investigating how the ZPD functions in the learning of Asian languages by analyzing in-
depth interviews with learners of Japanese, Chinese, Sanskrit, and Korean found that
adult learners were able to operate in a self-managed fashion, seeking and obtaining

assistance from a variety of sources, as in the following table:

Other-management Self-management

Assess Helper assesses learner needs | Learner assesses own needs

Tailor Helper provides Learner chooses an appropriate modality and

. level of help (peer, teacher, other L2 expert,
developmentally appropriate . Lo
A bound or online dictionary, Google, reference
assistance
book, textbook, etc.

Adjust Helper adjusts assistance in | Learner adjusts source of help as needed to
response to learner needs solve problem.

Withdraw | Helper provides less Learner seeks less assistance as skill level
assistance as learner skill grows, or avoids previously created helps
grows

Table 2.5. Assistance in the ZPD: Other-Management and Self-Management (adopted from Ohta
2006:159)
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2.5 Language Learner Strategies and Pragmatics

Recent work has concentrated on underscoring the need for more support of
learners in their efforts to acquire pragmatic ability by providing them with strategies for
enhancing their pragmatic performance. Some of these works have prompted learner
strategy experts to consider interventions for enhancing strategy use by L2 learners.
There have, for example, been studies involving explicit strategy instruction for learners
in listening (Rubin, 1990), speaking (Dornyei, 1995; Nakatani 2005), and reading and
writing (Macaro, 2001), and they have demonstrated that learners who consciously make
use of language strategies produce better results in their language performance than

students who are less strategic (Cohen, 2005).

Though there is still no generally accepted definition of the concept of language
learner strategies (LLS), as shown in the following table which contains a sample of
definitions that show a discrepancy in a number of features, there is some consensus
among experts that LLS are conscious or semi-conscious thoughts and behaviors
deployed by learners, often with the intention of enhancing their knowledge and
understanding of the TL (Cohen, 2005).

Source Definition

Tarone (1981) An attempt to develop linguistic and sociolinguistic

competence in the target language.

Rubin (1987) What learners do to learn and do to regulate their learning.

Chamot (1987) Techniques, approaches or deliberate actions that students
take in order to facilitate learning, recall of both linguistic

and content information.
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Wenden (1987)

The term refers to language behaviors learners engage in to
learn and regulate the learning of L2 to what learners know
about the strategies they use (i.e., strategic knowledge) and

to what extent learners know about aspects of L2 learning.

Weinstein and

Mayer(1986)

Behaviors and thoughts that a learner engages in during
learning that are intended to influence the learner’s encoding

process

Oxford (1990)

Behaviors or actions which learners use to make language

learning more successful, self-directed and enjoyable.

Ellis (1995)

Generally, a strategy is a mental or behavioral activity
related to some specific stage in the process of language

acquisition or language use.

Ridley (1997)

Broadly speaking, the term strategy denotes procedures-
which are sometimes conscious and sometimes unconscious-

used by a person as a way of reaching a goal.

Cohen (1998)

Processes which are consciously selected by learners and
which may result in action taken to enhance the learning or
use of L2, through the storage, recall and application of

information about that language.

Purpura (1999)

Conscious or unconscious techniques or activities that an

individual invokes in language learning, use and testing.

Table 2.6 Definitions of Language Learning Strategies (source Takaé, 2008: 51)
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Oxford (1990), says that the word strategy comes from the ancient Greek term
strategia, which means steps or actions taken for the purpose of winning a war, and
though, through time, dropping the warlike aim, but control and goal-directedness remain
in the modern version of the word strategy. But since there is a large taxonomy of
language learner strategies involved in L2 learning, it would be better to start by
distinguishing language learning strategies from language use strategies as two
components of language learner strategies. Though it is almost impossible to recognize
the distinction in practice (Ellis, 1995), it would be helpful to know the theoretical
distinction between language use strategies on the one hand and language learning
strategies on the other, and this distinction that can be useful for later analysis in this
study. This distinction is advocated by Ellis (1995) and Cohen (1996a, 1998) who define
both sets of strategies as actions that learners “consciously select either to improve the

learning of L2, the use of it, or both” (Cohen 1998:5).

2.5.1 Language Learning Strategies

Language learning strategies include strategies in four common categories:
cognitive, metacognitive, social, and affective strategies, though social and affective
strategies are often classified in the same set of strategies and forming the socio-affective
group of strategies (Cohen, 1998; O’Malley and Chamot, 1996; Williams and Burden,
2001). These strategies “have an explicit goal of assisting learners in improving their
knowledge in a target language” (Cohen 1998:1-2). They are “behaviors or thoughts
that a learner engages in during learning that are intended to influence the learner’s
encoding process” (Weinstein and Mayer, 1986:315) and the learner’s toolkit for active,

purposeful, and attentive self-regulation of mental process during learning,
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2.5.1.1 Cognitive Strategies

These strategies are concerned with the mental actions that are employed in
learning or problem solving, and that require distinguishing, grouping, practicing, and
committing material to memory, through direct analysis, transformation or synthesis of
learning material (Rubin, 1987), i.e., strengthening and elaborating mental associations

between the new and the known .

According to Williams and Burden (2001), these strategies include processing
language in the human mind and constitute mental processes directly concerned with
receiving, storage, retrieval and use of information in order to learn, for instance, in the
case of a new speech act, learners need to identify those language structures that make
this speech act and perhaps group them accordingly so that storage is easy and retrieval is
easier. Other examples may include using text features to understand the meaning, taking
systematic notes using a T-line format, and breaking a word down into its root, prefix and

suffix.

2.5.1.2 Metacognitive Strategies

These strategies operate at a different level to cognitive strategies. They involve
planning of learning, setting of goals, thinking about the learning process, monitoring or
performance and comprehension, as well as evaluation of results and the learning
process, i.e., planning what to do, checking how it is going, and then evaluating how it

went. The learners are more aware of their own strategy use and have a conscious control
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and regulation of adequate strategy use in various learning situations, and are able to
analyze their own learning. For Williams and Burden (2001), learners look at their
learning from the ‘outside’, i.e., knowledge about language learning. Examples of these
strategics may be: knowing one’s favored learning style, identifying necessary materials

for a given language task, and monitoring mistakes during the task.

According to Wenden (1991), there are three kinds of metacognitive knowledge:
person knowledge, task knowledge and strategic knowledge. By person knowledge he
means the general knowledge that learners have about learning or about themselves as
learners, including cognitive and affective factors that facilitate or prevent learning. Task
knowledge, on the other hand, refers to the preconditioned knowledge about procedures
involved in the task for a successful completion. This knowledge may include knowledge
of the purpose of the task, knowledge of the nature of the task, knowledge of when
deliberate learning is required and knowledge of task demands. Finally, strategic
knowledge refers to the knowledge that learners have about strategies like knowledge
about which strategies work best, and knowledge about general approaches to language

learning that can guide learners.

2.5.1.3 Social/Affective Strategies

Social and affective strategies refer to the way in which learners mediate their
language learning experience with others. Social strategies entail corporation with other
learners, the teacher, or other speakers of the TL. They "facilitate interaction with others,
often in a discourse situation” (Oxford, 1990b:71), and put learners in an environment

where practicing is possible and they do not affect learning directly (Rubin, 1987).
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Affective strategies, on the other hand, are learners’ attempts to understand and gain
control over their feelings by using various relaxation techniques, self-encouragement,
etc. Although affective strategies do not directly affect learning, their role in language

learning is still seen as very important.

These two sets of strategies are often taken together and form a category of socio-
affective strategies, and are defined as interpersonal strategies that include cooperation,
collaboration, peer checking and asking questions for clarification (O’Malley and
Chamot, 1990). Their use is affected by the learners’ willingness to participate in pair
and group work in class or other activities which require interpersonal contact (O’Malley

and Chamot, 1990; Nunan, 1992).

O’Malley et al. (1985) divide social/affective strategies into two substrategies: the
cooperative strategy where cooperation is “working with one or more peers to obtain
feedback, pool information, or model a language activity,” and the questioning for
clarification strategy as “asking a teacher or other native speaker for repetition,

paraphrasing, explanation and/or examples” (Brown, 2000: 126)

2.5.2 Language Use Strategies

Language use strategies, also called communicative strategies, are the techniques
that learners employ when attempting to use the target language for the purpose of
communication. They “focus primarily on employing the language that the learners have

in their current interlanguage” (Cohen, 1998:2). The primary goal for employing these
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strategies is not usually learning, and that such strategies do not always result in learning,
although they frequently do have learning as a byproduct (Cohen, 1998). They include
retrieval strategies, rehearsal strategies, cover strategies, and so-called communication
strategies. Another way to describe these four strategies is mnemonic (intended to assist
the memory) strategies for retrieval, practice strategies, image-protection or masking
strategies, and restricted knowledge strategies, each of which is defined and illustrated

below:

2.5.2.1 Retrieval Strategies

Retrieval strategies are “frequently the mirror image of the language learning
strategies initially used to encode the language material into long-term mental storage”
(Byram, 2000:131). When the technique is used for initial learning, it is clearly a learning
strategy. However, when the same technique is used for retrieving language material for
communicative use, this technique becomes a communicative or language use strategy,
i.e., the learner might have used a mnemonic learning strategy for initial encoding of the
material in long-term memory storage and employing the same strategy helps the learner

to retrieve the material when needed for live communication (Byram, 2000).

For Cohen (1998: 6), too, retrieval strategies are those behaviors or techniques
“used to call up language material from [long term mental] storage, through whatever
memory searching techniques the learner can muster”. They are strategies for calling up
information about the language already stored in memory like retrieving the correct verb
in its appropriate conditional tense for making a polite request or retrieving the meaning

of a particular adjective when it is heard or read.
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This means difficulties with word retrieval can be aided with effective word
finding strategies like using cues to help word retrieving. These cues are simply using a
hint or clue as to what the missing word might be. Examples may, also, include using
techniques or strategies that enable learners to retrieve information by using sounds,
images, a combination of sounds and images, body movement, mechanical means, etc.
(Oxford, 1990). These can be divided into phonemic and semantic cues. By phonemic
cues we mean using sounds like the first vowel or consonant sound of the missing word
which may trigger an individual's memory of the full word. Another strategy linked to
phonemic cues is thyming where by using a word that rhymes with the missing one can
help retrieve the first. Semantic cues, on the other hand, are category or background
clues. A category clue would provide the group the missing word belongs to and a

background clue would state a function of the word.

2.5.2.2 Rehearsal Strategies:

These strategies, called also practice strategies, are employed for rehearsing
structures in the target language. Although language learning might indeed be involved in
this process to one degree or another, the rehearsal aspect for real communication makes
these strategies communicative or language use strategies. For Weinstein and Mayer
(1986), learners use these strategies for practicing L2 structures that have already been
learned to some extent. A good example would be “rehearsing the subjunctive Sform in
preparation for using it communicatively in a request in Spanish to a boss for a day off”

(Cohen, 1998:6).

A rehearsal strategy, then, uses repeated practice of information to learn it. The
learner, for example, to learn a list of items, often will attempt to memorize the

information by repeating it over and over. He may say the words out loud, or he may sub-
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vocalize the information (say it to himself). The repeated practice increases the student's
familiarity with the information. For certain information, (for example the telephone
number we need to memorize until we can write it down or make the call), verbal
rehearsal of the numbers is a fine strategy as opposed to memorizing long lists of

information which requires a more complex approach to yield better results.

Learners have different approaches and preferences in using rehearsal strategies.
Some learners do better with rehearsal strategies when they can attach sound or
movement to the items to be learned, while some others may prefer to practice in quiet.
When learning information that contributes to a larger concept or skill, lots of practice

may be required for the learners to learn the information to a level of automaticity.

2.5.2.3 Cover Strategies

Cover strategies are defined by Cohen as:

those strategies that learners use to create the impression that they have
control over material when they do not. T hey are a special type of
compensatory or coping strategy which involves creating the appearance of

language ability so as not to look unprepared, Joolish, or even stupid

(1998:6)

85



CHAPTER TWO LITERATURE REVIEW

A learner’s primary intention in using them is not to learn any language material,
but rather use them as strategies for covering oneself in the language classroom (such as
participating in classroom tasks to look good in front of other students or the teacher,
without intending to learn or communicate any particular aspect of the target language).
Some examples given by Cohen (1996, 1998) are : using a memorized and partly
understood phrase to keep the conversation going, producing simplified utterances, or

producing overly complex utterances.

Using a memorized and not fully-understood phrase in an utterance in a classroom
drill in order to keep the action going, would be the best example of a cover strategy. The
learner can utter an elaborate a complex circumlocution because the finely-tuned
vocabulary is lacking and he has to use only that part of a phrase that he can deal with.
The aim behind such strategies is an attempt to compensate for gaps in target language

knowledge (Cohen, 1996).

In addition to these linguistically-based cover strategies are some others like:
laughing, joking, diverting the conversation partner, smiling, nodding, and appearing to
be interested or fascinated by the conversation while not understanding what is being
said (Oxford, 1995). Such social-psychological cover strategies are often known as
masking or image-protection strategies in an anxiety-ridden communication situation.

These terms can be employed to encompass linguistically-based cover strategies as well.
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2.5.2.4 Communication Strategies
S—f.” OMMunication Strategies

The general term for the fourth group of language use strategies, is
‘communication’ strategies and is deeply entrenched in the research literature (cf,
Bialystok, 1990; Cohen, 1998; Dornyei, 1995; Dornyei and Scott, 1997; Faerch and
Kasper, 1983; Poulisse, 1990; and Tarone, 1981). By focusing on how to convey
meaningful information that is new to the recipient, such strategies may or may not have
any impact on learning. For example, learners may use a vocabulary item encountered for
the first time in a given lesson to communicate a thought, without any intention of trying

to learn the word.

Communication strategies include overgeneralizing a grammar rule or vocabulary
meaning from one context to another where it does not apply, avoiding or abandoning a
topic that is too difficult, reducing a message, switching to the native language
temporarily (code switching), paraphrasing, or using circumlocution (Chen, 1998;

Oxford, 1990). In all these instances, the most important issue is

lo capitalize on the restricted amount that one knows, with the ultimate
goal of conveying a meaningful message. T, herefore, the term restricted.-
knowledge strategies might be a useful synonym  for communication
Strategies.

(Byram, 2000:13 1)

This means that by steering the conversation away from problematic areas,
expressing meaning in creative ways (e.g., by paraphrasing a word or concept, coining

words, using facial expressions or gestures), creating more time for themselves to think,
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and negotiating the difficult parts of the communication, learners use strategies to deal
with their restricted knowledge. In addition to that, learners may use strategies that
include compensating for gaps by literal translation from the first language (L1) or
switching to another language. For Dornyei and Scott (1997) and Dérnyei and Kormos
(1998), communication strategies, also include conversational interaction strategies like
asking for help, clarification, or confirmation and strategies for maintaining the floor by,

for example, using fillers and other hesitation devices.

2.6 Language Proficiency and Language Learner strategies

The research conducted to date has been consistent in linking levels of language
proficiency to strategy use, i.e., strategies are the causes and the outcomes of improved
language proficiency. Many studies show the relationship between proficiency and
language learning strategies, and MaclIntyre (1994) further emphasized that strategy use

results from and leads to increased proficiency.

In other studies (Anderson, 1991; Dreyer and Oxford, 1996; Ehrman and Oxford,
1990, 1995; and Green and Oxford, 1995), proficient L2 learners have been found to
have a wider repertoire of strategies and draw on them to accomplish L2 tasks, while less
proficient L2 learners draw on a smaller number of strategies and do so in a less effective
manner. This is in support of the idea that there is a strong relationship between strategy
use and TL proficiency. The following table summarizes some of the main studies about

the relation between TL proficiency and strategy use:
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Author Study

McGroarty studied university students learning Spanish and Japanese. She found
(1987) that language achievement was related with classroom strategies

demonstrating cognitive rehearsal.

Rossi-Le (1989)

studied 147 adult ESL students in the United States and found that

language proficiency level could predict strategy use.

Rost and Ross
(1991)

concluded that students with different levels of language proficiency
make different use of certain strategies. The more proficient students

differed from the less proficient students in their cognitive level.

Oxford, Park-Oh,

Ito and Sumrall

studied 107 high school students of Japanese, and reported a

significant relationship between strategy use and language

(1993a, b) achievement scores.

Park (1994) investigated the relationship between strategy use and proficiency in
Korea. In this study, standardized test scores-TOEFL scores-were
used to measure proficiency. Park indicated a linear relationship
between strategy use and language proficiency.

Oxford and studied 520 adult learners in the US. The learners in this study were

Ehrman (1995) highly educated and motivated. Oxford and Ehrman tried to explore
"the use of learning strategies as an important factor in the success
of adult learners of foreign languages" (1995: 359). As a result, they
reported a low but significant correlation between cognitive strategy
use and speaking proficiency.

Green and found that the more successful learners reported using more language

Oxford's (1995) | learning strategies frequently than less successful learners, and

suggested a causal ascending spiral relationship between level of
proficiency and language learning strategies: "active use strategies
help students attain higher proficiency, which in turn makes it more

likely that students will select these active use strategies" (1995: 288)
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Bremner (1999)

argued the relationship between proficiency and strategy use might
be that strategies are "simply features" of proficiency, which means
that "only by reaching a certain level will g student be likely to use a

given strategy" (1999:495).

Chamot and El-
Dinary (1999)

investigated the learning strategy applications in elementary students
learning French, Japanese, and Spanish in immersion classrooms and
reported no differences in total strategy use between effective and
less effective students, but noted that there were some differences in
the types of strategy students used when reading in the target
language. Effective students used more background-knowledge
strategies, and less effective students used more phonetic decoding
strategies. They also discussed the possibility that less effective
learners focus too much on details instead of on seeing the task as a

whole.

Sheorey (1999)

studied Indian college students' language learning strategy use, and
found that students with higher proficiency used language learning
strategies more frequently than those with lower proficiency,

especially in the use of functional practice strategies.

Bremner (1999)

studied language learning strategies and proficiency involving 149
students who were primary teachers. He conducted two analyses,
taking proficiency as the independent variable and strategy use as the
dependent variable in the first, and taking proficiency as the
dependent variable and strategy use as the independent variable in the
second. He reported significant relationships between proficiency
level and strategy use, especially compensation strategies, social
strategies and mostly, cognitive strategies. He also reported, "no
clear indication of causality in one particular direction” between

proficiency level and strategy use” (1999:504).
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Osanai's (2000) | studied 147 foreign students in universities in the United States, and
found self-rating proficiency was significantly correlated to the use of

language learning strategies.

Wharton's (2000) | studied university students' language learning strategies, and reported
that students who rated their proficiency as "good" and "fair" used
more strategies significantly more often than those who rated their
proficiency as "poor". He further concluded "... a linear relationship
between proficiency level and the reported frequency of use of many
strategies", and the “relationship is two way, however, with

proficiency affecting strategy use and vice versa" (2000:232).

Table 2.7 Language Proficiency and Strategy Use

According to Table 2.4, it appears learners with higher proficiency use language
learning strategies more often than those with lower proficiency. Another thing that
researchers (Abraham and Vann, 1987; Vann and Abraham, 1990) insist on is that there
are no good or bad strategies, there is good or bad application of strategies. They reported
that less proficient learners were using useful strategies, often the same strategies used by
learners who were more proficient. They claimed that the difference between successful
and less successful learners was the degree of flexibility the learners showed when
choosing strategies, and the learners' ability to appropriately apply strategies in their own

learning situation (Hinkel, 2005).

Anderson (1991), too, in his research shows that effective and less effective
learners reported using the same kinds of strategies. The difference is how the strategies
are executed and orchestrated. This suggests that the ways that effective learners use

strategies and combine them makes the distinction between them and less effective
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learners, and not that successful L2 learners use good strategies and less effective learners
use poor or bad strategies. Cohen (1998:8) supports this concept. He states that “with
Some exceptions, strategies themselves are not inherently good or bad, but have the

potential to be used effectively”.

2.7 Language Learner Strategies in Online Learning Environment

Apprenticeship techniques have been effectively applied to SL and FL classes
(Klingner and Vaughn, 2000) and computer-supported collaboration (Angeli, Valanides,
and Bonk, 2003) to engage students in social interaction and active learning. By social
interaction, we mean SL/FL learners’ interaction with others in social learning
environments, is inspired by Vygotsky’s (1978) concept of ZPD (see 2.3.1). In fact,
opportunities for social interaction have exploded with the emergence of Web-based
learning technologies and activities. It is one of the areas which have paid most attention
to the influence of the sociocultural context , called also NBLT (network-based language
teaching), which refers to language teaching involving the use of computers in either
local or global networks (Warschauer and Kern, 2000). The following table summarizes

some of the CMC activities for L2 development:

Activity Type Example Reference (s)
In-class Practice NNS use oral and written chat to Sykes (2005)
Activities create practice di<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>