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RESEARCH

POLITENESS STRATEGIES IN THE CONVERSATIONAL
ACTIVITIES IN THE COURSE BOOK “CAMPAIGN 2”
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Abstract: This study is to focus on positive and negative politeness strategies in conversations
of the course book “Campaign 2 by Simon Mellor-Clark and Yvonne Baker de Altamirano with an aim
to help students improve their awareness of politeness strategies in conversational activities in military
setting, thus to apply these strategies in their everyday conversations in English. Within this scope of
this study, typical conversation activities are classified into Bald-on record; Positive Strategies; Negative
Strategies and Off-record Strategies and then analyzed mainly in the light of the politeness theories of
Brown & Levinson (1987). The research shows that the frequency of positive and negative politeness
strategies depends not only on the purpose of the interactions but also on the relationship between
speakers and hearers in communication.

Keywords: politeness strategies, communication, conversation, relationship
I. Introduction

Nowadays English is considered as the second language and it is the most widely used
language all over the world. In Vietnam, English is one of the compulsory subjects and it is
getting more and more significant not only at universities in general, but also in military schools
in particular. Along with cooperation and integration in some fields such as businesses,
technology, tourism and education, Vietnam also has strengthened defense cooperation in the
United Nations peacekeeping operations and in exchange officers in an English-speaking
country’s army. To meet these significant missions, army officers need to enhance awareness
on inter-cultural communication as well as improve their language competence to avoid culture
shock due to differences between Vietnamese culture and Western culture. Although army
schools in Viet Nam affirm the significance of English teaching and learning as a foreign
language, both teachers and students do not pay much attention to culture knowledge in English
conversations in the course book “Campaign 2” which is used as the main book for military
students. That leads to the fact that students sometimes appear impolite, unfriendly or even
hostile. This study aims to investigate and draw out the important role of positive and negative
politeness strategies in conversational activities of the course book “Campaign 2” by Simon
Mellor-Clark and Yvonne Baker de Altamirano so as to improve the teaching and learning of
communication in English.

* Corresponding author.
Email address: hoalehuong@yahoo.com
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2. Literature Review

2.1. Politeness

Politeness is not a natural phenomenon but it is made, shaped and acquired through a
process of socio-cultural communication which is constituted by an interactional relationship
based upon a standard shared, developed and reproduced by individuals within a social group.
In Thomas’ opinion (1995), there has been a good deal of different ways to define the term of
politeness. Watts, Ide and Ehlich (19923, p.3) echoed the same idea in rather simple terms when
they wrote, “one of the oddest things about politeness research is that the term “politeness”
itself is either not explicitly defined at all or else taken to be a consequence of rational social
goals such as maximizing the benefit to self and other, minimizing the face-threatening nature
of a social act, displaying adequate proficiency in the accepted standards of social etiquette,
avoiding conflict, making sure that the social interaction runs smoothly...”

Leech (1983) said that politeness involves making the recipient’s messages feel good
(polite as friendly). Brown and Levinson (1987) claimed that politeness means making the
hearer not feel bad (polite as diplomatic); in Fraser’s opinion (1990), politeness is “the expected
state” (polite as socially correct). On the other hand, politeness is one of the fundamental socio-
psychological guidelines for human to behave each other. Richard (1992) defined politeness
into two notions including the first-order politeness or politeness and the second-order
politeness or politeness. In the former, politeness corresponds to the different ways in which
members of socio-cultural groups perceived and talked about in polite behavior, whereas in the
latter, politeness is a theoretical construct which have a value within a general theory of social
interaction. Furthermore, Watts also adds that the first-order politeness is action behavior and
the second-order politeness is linguistic behavior. Some examples for action behavior are taken
into consideration such as turning the head away when coughing; giving up one’s seat in a bus
to an older person; opening the door for others to enter. These are culturally specific as well as
a part of the first - order politeness. By contrast, using linguistic behavior, namely saying
“please”; “thank you”; “excuse me”; “I’m sorry”’; “pardon me” belongs to the second-order
politeness. Meanwhile, Kasper (1994, p.3206) pointed out another difficulty when mentioning
the different meanings of the term of politeness in ordinary parlance and in pragmatics.
Politeness in the former implies appropriate social conduct and skillful consideration for others,
whereas in the latter, politeness is considered as a technical term in linguistic pragmatics aimed
at a broader and more popular concept. What is being said is that in the ordinary parlance,
politeness is just like “etiquette” and “manners”. A person is polite when he or she has proper
manners and behaves in a way that is socially suitable and takes notice of other people’s
feelings, while in pragmatics, politeness has rules, principles and strategies that communicators
must follow if they want to make conversational activities smooth and successful.

2.2. Politeness Strategies

Linguists have stated different ways to express politeness strategies. Nevertheless, they,
basically, agree to some general principles for being polite in social interactions which are
Politeness Rules of Lakoff (1990), Politeness Principles-Maxims of Leech (1983) and
Politeness Strategies of Brown & Levinson (1987). Among them the most influential theory of
politeness is to put forward by Brown & Levinson. In Brown & Levinson’s Politeness
Strategies, the concept of “face” is the central of their theory. A set of five strategies to minimize
risk of losing face is suggested by these two authors. The choice of strategies will be made on
the basis of the speaker’s assessment of the size of the face threatening acts (FTAs), which are
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certain illocutionary acts liable to damage or threaten another person’s face.

Brown & Levinson (1987, p.65) considers face-threatening acts (FTAs) as acts opposite
the addressee’s and the speaker’s positive and negative ‘face’. Orders, requests, threats, advice
and suggestions are examples of acts which give a threat to ‘negative face’ because the speaker
will be putting imposition on the listeners to do or refrain from doing a specific act. Expressing
accepting offers and thanks could also be seen to threaten the speaker’s ‘negative face’, as in
the first case, the speaker will be compelled to accept a debt and to trespass on the addressee’s
negative face; in the second case, it could be understood as a way of admitting a debt and thus
the speaker will be disgracing her/his own ‘face’ (Brown and Levinson, 1987, p.67). Apologies
and accepting compliments are said as face threatening acts to the speaker’s ‘positive face’
because in the former, the speaker will be pointing out that she or he regrets doing a prior face
threatening acts and therefore she or he will be damaging her or his own face; in the latter, the
speaker feels that she or he has to requite the compliment in one way or another (Brown and
Levinson, 1987, p.68). Kasper (1990, p.195) said that Brown & Levinson consider
communication as ‘fundamentally dangerous antagonistic behavior’. Like Leech, Brown &
Levinson (1978, p.79) put forward a scale designed to assess the degree of politeness required
in a specific context including: the social distance between the speaker and addressee, where
the speaker and the hearer are on a scale of different horizon; the relative power between the
communicator and recipient, where the participants are sited on a scale of vertical difference;
and the absolute ranking of impositions in a particular culture, the level of intrinsic imposition
to a particular act.

It is assumed that politeness strategies are really important in communication. When
speaker employs politeness strategies, especially positive and negative politeness strategies
appropriately, he/she may get success in intra-cultural and cross-cultural communication.
Therefore, positive and negative politeness strategies are highlighted in this section, in
particular and in the whole study, in general.

3. Research Approach

3.1. Data Source

Campaign 2 is intended to suit both intensive and year-long courses, offering a skills-
based approach to learning grammar and lexis which is immediately transferable to military
exercises. Written according to NATO’s STANAG language profile, Campaign Book 2 takes
students from the elementary to exit intermediate level and equips them with sufficient
knowledge of English to understand a wide variety of subject matters on everyday social and
routine job-related topics. It meets the English language needs of military personnel on
international operations, peacekeeping, humanitarian assistance and training exercises and it
has been recognized by two English language-awarding bodies: The English-Speaking Union
and the British Council. It provides an accurate and up-to-date reflection of military life and
language. With the purpose of this research, Campaign 2 is chosen as a suitable material for
data collection during the course of defense studies.

3.2. Research Methods

Quantitative method is employed in this research. 402 utterances from 12 Units mainly
in the listening tasks in the course book “Campaign 2” were taken into consideration and
classified into types of politeness strategies between the speaker and the hearer. These
politeness strategies always appear in the military context including: the speaker with lower
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rank than the hearer or the hearer’s inferior; the speaker with higher rank than the hearer or the
hearer’s commander; the speaker and the hearer with the same rank such as friends, classmates,
roommates; lecturer and addressee.

All statistics needed for this study were calculated and grouped into 4 categories of
conversational relationships which were analyzed and presented in the following parts.

4. Findings and Discussion

4.1. Frequency of Occurrence of Politeness Strategies in Conversational Activities in the
Course Book Campaign 2

Pie Chart 1
The Frequency of Occurrence

Politeness Strategies

m bald-on-record
H posive strategy

negative
strategy

42

m off-record

The pie chart above illustrates the percentage namely bald-on record strategy; positive
politeness strategies; negative politeness strategies and off-record strategies examined in the
conversational activities from Unit 1 to Unit 12. It is clear that the number of occurrences of
negative politeness strategies (NPS) account for the most major percentage, whereas the off-
record strategies become the least — used strategy and positive politeness as well as bald-on
record strategies occupy nearly the same.

To begin with, making up 42%, negative politeness strategy employed most of the four
strategies. According to Brown & Levinson (1987:129), negative politeness refers to
“redressive action addressed to the addressee’s negative face: his want to have his freedom of
action unhindered and his attention unimpeded”. Agreeing with Brown & Levinson on
definition of negative politeness, Quang (2003) emphasizes that “negative politeness is any
communicative act which is appropriately intended to show that the speaker does not want to
impinge on the addressee’s privacy, thus enhancing the sense of distance between them”.
Taking place in the military environment, this view really draws our attention because in the
army settings, people do not usually mention about personal affairs as well as they often keep
a distance in communication

Accounting for the second largest percentage with 27%, positive politeness strategy
usually used in the social situation proves the fact that people know each other fairly well like
friends or family. Used in close relationship, this strategy tries to minimize the distance between
the speaker and the hearer and minimize the FTAs. In addition to hedging and attempting to
avoid conflict, some skills of positive politeness strategy including statements of friendship,
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solidarity, and compliments are also mentioned. Positive politeness strategies are used not only
for the FTAs’ redress, but also as a kind of social accelerator, where the speaker wants to “come
closer” to the hearer.

By contrast, with only 6% of the four categories, off-record strategy becomes the least
used-one in this course book. It is understandable that military setting is a special context where
everything is clearly and exactly required and conversational implication seems to be avoided.
Though bald-on record strategy occupied the third position of the four employed strategies
under Brown and Levinson’s model, it is still considered as one of the frequently used
strategies, making up 25%. This result shows that, in army circumstances, both the speaker and
the hearer agree that the relevance of face demands may be suspended in requests, offers or
urgency. It is obvious that, in comparison with positive politeness and negative politeness
strategies which attempt to minimize the FTAs, bald-on record strategy violates the hearer’s
face and it can make the hearer shocked or embarrassed. However, this strategy is most often
utilized in military situations where the speaker is superior in power than the hearer.

From the figures above, it can be seen that the course book “Campaign 2 designed for
the military environment shows a power distance between the superior and his or her inferior.
Negative politeness strategies are firstly ranked and positive politeness strategies as well as
bald-on record appear respectively. This seems to suggest that in military interactions, people
tend to express their attention or deference to others. Besides, power and social status are also
affirmed.

As presented in the previous part, the study focus on conversational activities of the four
most typical and popular conversational relationships between the speaker (S) and the hearer
(H) inthe course book with politeness strategies including: the inferior and his/ her superior (S
has lower rank than H or the hearer’s inferior); the superior and his/ her inferior (S has higher
rank than H or the hearer’s commander); friend and friend (S & H are the same rank, classmates,
roommates, friends); lecturer and addressee (...). Table 1 below presents the statistics of each
strategy expressed in each conversational relationship which is carefully discussed in the next
parts.

Table 1
The Frequency of Politeness Strategies in Terms of Social Relationships

. . Bald-on-record Pcc))lsilttéx(éss N(?ﬁ;tr']\gs Off-record
Relationship between strategy p ; P ; strategy
S&H (99/402) strategies strategies (261402)

(109/402) (168/402)

Sum % Sum % Sum % Sum %
The inferior and his/
her superior. 9 9% 9 8% 85 52% 3 11%
The superior and his/ | 5g 39% | 39 36% |31 18% |8 31%
her inferior.
Friend and friend 31 31% 58 53% 5 2% 15 58%
Lecturer and | oy 21% |3 3% 47 28% |0 0%
addressee
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4.2. Bald-on-record Strategy in Conversational Activities of “Campaign 2”

The result shows a light difference between bald-on record strategy used in “Campaign
2” and its usage in other conversational relationships, in which bald-on record makes up 25%
of the total. This indicates that this strategy is commonly employed among the four politeness
strategies though it highly contains a face-threatening act to the hearer’s face. It is
understandable that in the military settings, utterances are orders, offers, requests, suggestions
and they are short, clear, exact, and informative. In particular, in urgent situations or
emergencies, minimizing the threat to the hearer’s face does not occur. It can be seen from the
pie-chart 1 that this strategy gets a quarter and only a bit less than 2% compared to positive
politeness strategy (27%). Pie-chart 2 below shows how bald-on-record strategy is employed
in conversational relationships between the speaker and the hearer.

Pie Chart 2

The Frequency of Bald-on Politeness Strategy in Terms of Conversational Relationship
Between the Speaker and the Hearer

Bald-on Record

m the inferior and his/
her superior

m the superior and his/
her inferior

friend and friend

H lecturer & addressee

It is not surprising that bald-on record strategy is most frequently employed by the
speaker whose ranking is higher than the hearer or the hearer’s commander with 39% of the
total. In fact, in military interactions, the commander usually orders or requests to express his/
her power to the hearer.

The second largest percentage which accounts for 31% belongs to relationship between
friends; classmates; roommates or the people who have the same rank. Obviously, when the
speaker and the hearer have close relationship with each other, they do not often attempt to
minimize the threat to the hearer’s face. They feel free to express their interests, needs, wants
and feelings without saving the hearer’s face. This makes conversations closer and friendlier in
communication.

In contrast with the two relationships just mentioned above, bald-on record strategy is
least employed by S and H who show the relationship between the inferior and his/her
commander with 9%. This assumes that in military environment, the power distance between
the inferior and the superior are really remarkable. It does not let the inferior order or impose
something on his/ her superior. However, in some special cases such as great urgency, alerting
or necessity for great efficiency, this strategy can be used. The following examples prove this
fact.

B: Could | speak to Sergeant Cooper please?
A: Let me see if he's in, sir. (Unit2. Bravo. Task 9 — Campaign 2)
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A: Let me repeat that please, sir. (Unit2. Bravo. Task 9 — Campaign 2)
A: | need these copied by 1030. Can you make the copies for me?

B: Yes, sir. Could you complete this for me please, sir? Just put your name and the
number of copies and I'll make the copies. (Unit 2: Bravo: Tasks 2 and 3)

A: Good morning, welcome to Fort Carson. State your business, please.
B: Good morning, I'm Sergeant Jones. I'm here to process in. (Unit 5: Task 2: Campaign

2)

From these examples, although the speaker used bald-on record strategy to request or
suggest his/her superior, these utterances seem to be mitigated the threat on the hearer’s face
by using the words “please”, “sir”, “just”.

Accounting for 21%, bald-on-record strategy reveals the fact that the lecturer and the
addressee can make questions, requests, offers, or suggestions directly with each other in the
process of presentation or teaching. These following examples are typical:

Lecturer: Try to stay on your board as much as possible. (Unit 1: Charlie: tasks 3 and
4: campaign 2)

Lecturer: To load the weapon, first of all put the safety catch at the S position. Secondly,
set the change level to R for Repetition. Next insert a full magazine. Have you all got that? Are
there any questions? No questions? Ok! Let me ask you a few questions. Private Brice, to load
the weapon, what should you do first?

Private Brice: Uhm, insert the magazine. (Unit 1: Delta: task 6: Campaign 2)

The conversations above are between a lecturer and an addressee in the meeting or in
the lesson about military field. Obviously, bald-on-record strategy in this situation helps the
speaker show an important content of presentation in giving regulations, rules and
determination and it does not contain any threats towards the addressee. Furthermore, when
using this strategy, the lecturer wants to focus on efficiency, accuracy and catch the addressee’s
attention.

In conclusion, although bald-on-record strategy accounts for the least among the four
ones, it is most employed in conversational activities of the coursebook “Campaign 2. This
does not mean that the speakers want to create any strong threats to the hearers’ face but it can
be rules, regulations, orders in military activities which every army officer or soldier must obey,
or the speaker wants to express his/her power to the hearer in some cases.

4.3. Positive Politeness Strategies in Conversational Activities in the Course Book
“Campaign 2”

According to Brown and Levinson’s model (1987), there are 15 positive politeness
strategies listed out and based on this model, the researcher grouped the utterances in the
conversations into 15 categories. The result of positive politeness strategies found out in the
selected conversations is shown in the bar-chart below:



VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 4 (2023) 8

Bar-chart 1

The Frequency of Occurrence of Positive Politeness Strategies in Conversational Activities in
the Course Book “Campaign 2~

Positive Politeness Strategies BPPS1
mPPS2
OPPS3
30 el oPPS4
25 mPPS5
mPPS6
20 mPPS7
15.5 oPPS8
15 mPPS9
10 mPPS10
OPPS11
5 OPPS12
mPPS13
0 mPPS14
mPPS15

The bar-chart expresses the total percentages of positive politeness strategies used in
the course book “Campaign 2” which is spent for military students at Vietnamese army schools.
It is clearly seen that the most preferable strategies used in the course book are strategy 4, 10
and 1. Whereas, some strategies such as strategies 7, 9, 14 are not used and strategies like 8,
11, 13, 15 are employed with a quite small rate.

Accounting for 28.4%, strategy 4 (Use in — group identity markers) becomes the most
employed strategy in positive politeness strategies under Brown and Levinson’s model (1987).
It is understandable that in military conversational activities, people are often called with their
ranks such as Corporal; Sergeant; Major; Captain; and so on. Besides, some language or
dialect, jargon or slang, and ellipsis or contraction is also used to convey in-group membership.
Obviously, military context is a special environment where jargons or slangs can be used by
only these people in this field. This is quite different from daily conversational activities and
this is a new aspect that the researcher wants to investigate.

The strategy 10 (Offer, promise) is also considered as one of the most used strategies in
positive politeness strategies with 15.5% and occupies the second largest portion. In this
strategy, the speaker may choose to stress his cooperation with the hearer in another way and
he/she wants to develop the relationship with his/her hearer by extending invitation and promise
in order to satisfy the hearer’s needs. From the chart, it can be easy to see that the third
preference is strategy 1 (Notice, attend to H) with the rate of 14%. Using this strategy helps the
speaker express his/ her relationship with the hearer. He/ she wants to take notice of the hearer’s
condition with noticeable changes or remarkable possessions. The following examples are
typical.

A: Sounds like you're busy. (Campaign 2: Unit 3: Task 8)
B : | certainly am.
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A: Major Pérez: I've already heard a lot about you. You're doing a great job here.
(Campaign 2: Unit 3: Charlie: Tasks 2 and 3)

B: Well, let's see here, you're transferring in from the second armored cavalry at Fort
Polk. Good scores on all your last exams. You have no history of disciplinary problems; that’s
very good. (Campaign 2: Unit 5: Task 6)

A: You seem to be lost. Do you need any help, sir? (Campaign 2: Unit 8: Charlie: Tasks
2 and 3)

B: Yes, I'm looking for the Officers' Mess. Could you tell me where it is?

It can be seen that strategies 3, 5, 6 equally appear with the rate of 8%, 7%, and 8% for
each type, respectively. To be honest, in military settings, conversational activities often happen
at the Headquarter or in the field where conflict or disagreement are not frequent. The inferior
always obeys his commander as a rule and the inferior always says “yes” for most of the cases.
With 0.9% for strategy 8 (joke), 1.8% for strategy 11 (be optimistic), 3.5% for strategy 13 (give
or ask for reasons) and 2.8% for strategy 15 (give gifts), it indicates that these strategies are
seldom used in the course book. In addition, strategies namely 2, 7, 9 and 14 are not realized in
the course book which asserts that military environment is a special setting. Therefore,
utterances need clearness and reliance.

In brief, frequently employed in the course book, positive politeness strategies are used
to express the speaker’s concern to the hearer, to avoid the disagreement and to make closer
relationships between S and H.

Pie-chart 3

The Frequency of Positive Politeness Strategies in Conversational Relationships Between S and
H in the Course Book “Campaign 2"

Positive Politeness

m the inferior and
his/her superior

u the superior and
his/her inferior

= friend and friend

B lecturer & addressee

The pie chart 3 provides the fact that the majority of positive politeness strategies (53%)
are used between S and H who are power-equals such as friends, classmates, roommates with
the same rank. The positive politeness strategy is usually used by those who know each other
rather well such friends or family (Brown and Levinson, 1987). Due to close relationship, this
strategy tries to minimize the distance between S and H and minimize the FTAs. In addition to
hedging and attempting to avoid conflict, some aspects of positive politeness strategy including
statements of friendship, solidarity, and compliments are also mentioned. Positive politeness
strategies are used not only for the FT As’ redress, but in general as a kind of social accelerator,
where S wants to “come closer” to H.
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4.4. Negative Politeness Strategies in Conversational Activities “Campaign 2”
Bar-chart 2

The Frequency of Negative Politeness Strategies in Conversational Activities in the Course
Book “Campaign 2”

Negative Politeness Strategies

ONPS1 BNPS2

ONPS3 ONPS4

BNPS5 ONPS6

@NPS7 ONPS8

BNPS9 BNPS10

The bar-chart 2 shows the frequent occurrence of negative politeness strategies in the
course book “Campaign 2”. It can be seen that strategy 5 (Give deference) and strategy 2
(Question, hedge) are most used strategies. Whereas, strategy 10 (Go on record as incurring a
debt, or as not indebting H); 3 (Be pessimistic), 9 (Nominalize), are the strategies that S does
not often use in the military context. Strategy 5 (Give deference) and Strategy 2 (Question,
hedge) with 34% for the former and 25% for the latter are preferred to use. 31 times of
occurrence “sir”, 6 times of “Ma’am”; 5 times “ladies and gentlemen” and some high-level
words such as “escort” “excuse me”, “a vin d’honneur” are counted. This indicates that in
military communication, giving deference is appreciated between S and H. Therefore, it is not
surprising when strategy 5 takes up 34% of the total. In strategy 5 (Give deference), people tend
to abase themselves first and raise the others before asking them to do something.

E.g.: Excuse me, sir;, I'm sorry, sir; before asking something frequently.

Making up 25%, strategy 2 “Question, Hedge” is often employed to show little
imposition on H. Therefore, strategy 2 “question, hedge” is quite effective which helps people
feel more comfortable. With the rate of 15%, strategy 1 ranks the third among negative
politeness strategies. Using strategy 1 (Be conventionally indirect), S wants to soften his
request. S often seems to use “Could/ Can...., (please)?” in making request.

Besides, strategy 6 (Apologize) with 6.5% and strategy 4 (Minimize the imposition)
with 5.4% are limited in the course book. The reasons arise from the fact that these strategies
reduce FTA by apologizing, so the speaker can indicate his/her reluctance to impinge on the
hearer’s negative face and thereby partially redress that impingement. Strategy 4 minimizes the
imposition to the hearer. Both these strategies are not frequently employed in military
conversational activities where utterances are always orders, requests and contents are clear and
understandable. However, in some cases, these strategies are also found. The following
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sentences are typical examples.
A: Can you come to my office a moment?

B: I'm sorry sir. Captain Marks told me to stay here. Strategy 6: apologize (Campaign
2, Unit 2, Tasks 2 and 3)

A: I'm sorry. You say that UNMOs are unarmed. So, you don't have weapons?
B: That's right. Strategy 6: apologize (Campaign 2, unit 3, task 8)

Looking at the bar-chart 2, strategy 7 (Impersonalize S and H), strategy 8 (State the FTA
as a general rule) and strategy 9 (Nominalize) occur least and make up with 4.2%, 3.5% and
3.5% respectively. The following sentences are typical examples of these strategies.

A: It's important that the lads go over the obstacle course. Do you agree? Strategy 7:
Impersonalize S and H (Campaign 2, Unit 1: (echo): Task 2)

A: It's a good thing you made a reservation, | think the temporary quarters are full.
Strategy 7: impersonalize S and H (Campaign 2, UNIT 5: Task 3)

In short, the speaker often prefers to use negative politeness strategies to positive ones
in military conversational activities, in which, negative politeness strategies 5; 2; 1 are most
employed while strategies 10 and 3 are least used and strategies 6; 4; 7; 8; and 9 are limited to
use.

The pie chart 4 below provides a clearer view about how negative politeness strategies
are employed in relationships between the speaker and the hearer.

Pie-chart 4

The Frequency of Negative Politeness Strategies in Relationships Between S-H in
Conversational Activities in the Course Book “Campaign 2.

Negative Politeness

m the inferior and his/her
superior

u the superior and his/her
inferior

friend and friend

B lecturer & addressee

The pie-chart 4 shows the percentage of using negative politeness strategies in
conversational activities in the course book “Campaign 2” in terms of the relationships between
the speaker and the hearer. It can be clearly seen from the chart that negative politeness
strategies are most used between the inferior and the superior, whereas, the negative politeness
strategies used between friend and friend or between power-equals occupy the smallest portion
of the chart.

Accounting for 52%, negative politeness strategies are most used by those whose
relationship is between the inferior and the superior under Brown and Levinson’s model (1987).
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This can be inferred from the statistic that in military field, power distance between the inferior
and the superior is quite high. Thus, the inferior should express politeness and deference in
communication with his/her commander as much as possible. Relationship between the lecturer
and the addressee, similarly, also requires the addressee to show his politeness and keep
distance, therefore it accounts for 28% in using negative politeness strategies. Making up with
only 2% among the negative politeness strategies, the S and the H whose ranking is the same
prefers positive politeness to negative ones as they want to express intimacy and solidarity.

4.5. Off - record Strategies in Conversational Activities “Campaign 2”
Bar-chart 3

The Frequency of Off - record Politeness Strategies is Used in Conversational Activities in the
Course Book “Campaign 2"

Off-record Politeness Strategies B OPS1
@ OPS2
25 23 OOPS3
0OOPS4
20 2 mOPS5
O OPS6
15 155 @ OPSY7
115 OOPS8
B OPS9
10 4977 7 7.7 mOPS10
OO0PS11
5 . : @ OPS12
| OPS13
0 B OPS14
@ OPS15

%
The figure demonstrates the percentage of off-record politeness strategies employed in
conversational activities of “Campaign 2”. It can be seen that the most and the second preferable
off-record politeness strategies are strategy 8 (Be ironic) and strategy 9 (Use metaphor) while
strategies 6 (Use tautologies); 12 (Be vague); 13 (Over-generalize); 14 (Displace H) do not
occur in the course book. Accounting for 23% of the total 15 strategies, strategy 8 (Be ironic)
becomes the most frequently used strategy in off-record ones. Applying this strategy in
conversations, the speaker often says opposite to what he means, uses prosody such as nasality;
kinesis like smirk to aim at ironicalness and being satiric.

Chart 5 shows that strategies namely 6 (Use tautologies); 12 (Be vague); 13 (Over-
generalize) and14 (Displace H) are not employed. Besides, strategies 7 (Use contradictions)
and 11 (Be ambiguous) are rarely used with the same rate of 3.9% for each case.

In conclusion, off — record politeness strategy can be used where speaker asks someone
to do something, but does not want to bear responsibility for doing the hearer’s face threatening
acts.

Considering the relationship between the speaker and the hearer in Off-record politeness
strategy, it is clearly seen in the pie chart 5 below.



VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 4 (2023) 13

Pie-chart 5

The Frequency of Occurrence of off-Record Politeness Strategy in the S — H Relationship in
Conversational Activities in the Course Book “Campaign 2"

Off- record

m the inferior and
his/her superior

m the superior and
his/her inferior

58 friend and friend

m lecturer & addressee

The pie chart 5 demonstrates the percentage of off-record politeness strategy in the
relationship between S and H in conversational activities in the course book “Campaign 2”. It
can be obviously seen that off-record politeness strategy used in the relationship between
power-equals accounts for the highest rate. By contrast, off-record politeness strategy used in
the relationship between the lecturer and the addressee is not employed in this book.

As mentioned in Pie chart 1, off-record strategy is not commonly employed in this
course book. It only accounts for 6% among the four politeness strategies. This strategy is used
in conversational activities among friends and friends or people with the same rank making up
58%; the inferior and the superior accounting for11% and the commander and his/her inferior
with 31%.

Using off-record strategy, the speaker can leave it up to the hearer to decide how to
interpret it. The S’s utterance is too general for the H to get the meaning. Such off-record
utterances are indirect uses of language. Therefore, the H must make every effort to infer what
the S means.

In fact, this strategy is not suitable for military conversational activities where
communication requires clearness, accuracy and explicitness. Therefore, it mainly appears in
conversations between friends and friends or the people with the same rank.

From bar-chart 3 and pie-chart 5, it can be seen that the military environment is very
sensible in which people always have to care about maintaining distance in social interactions.
Hence, to fulfill this requirement, they are not only formal, polite, decisive but also careful
about their utterances otherwise communication breakdown can easily occur.

5. Conclusion

The study aims at investigating positive and negative politeness strategies and examines
their frequency of occurrence in some typical kinds of conversational activities in the course
book “Campaign 2" on the theoretical ground of politeness proposed by Brown & Levinson
(1987).

Through the data analysis of politeness strategies in the course book “Campaign 2", it
is found that the frequency of occurrence of politeness strategies in conversational activities of
this material is not always the same. Further analysis suggests that negative politeness strategies
were preferred to positive politeness. The highest percentage of negative politeness strategies
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is examined in the relationship between the inferior and his/ her commander. Other positive
politeness strategies are also employed but their rate is very small. This proves the fact that in
military conversational environment, people tend to keep their distance and show their
formality as well as politeness at the workplace.

Apparently, the data and classification of politeness strategies highlighted the
importance of applying positive and negative politeness in communication as well as in cross-
cultural communication for teachers and students of English. In order to teach and study English
efficiently, it is essential to employ politeness strategies appropriately in certain situations in
accordance with the purpose of communication. It would be hopeful that with the study result,
the students of army schools could learn English through the course book “Campaign 2”
efficiently and become good across-cultural communicators.
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NHUNG CHIEN LUQC HQI THOAI LICH SU
TRONG GIAO TRINH “CAMPAIGN 2”

Lé Huong Hoa
Truong Pai hoc Canh sat nhan dan, 36 Nguyén Hizu Tho, Qudn 7, Thanh phé Ho Chi Minh, Viét nam

Tom tit: Nghién ciru ndy tap trung vao cac chién lugc hoi thoai lich sy hoa dong va chién lugc
lich su lanh dia trong giéo trinh “Campalgn 2” cua tac gia Simon Mellor-Clark va Yvonne Baker de
Altamirano véi muc dich glup sinh vién nang cao nhan thuc vé cac chién luoc lich su trong giao tlep
trong moi truong quan doi va cé thé sir dung cac chién lugc nay trong dam thoai hang ngay biang tleng
Anh. Trong pham vi nghién ctru nay, cac hoat dong giao tiép dién hinh dugc phan loai thanh cac chién
luoc: thang thamng, lich sy hoa dong, lich sir lanh dia, lich sw gian tiép, va duoc phan tich chu yéu dua
theo ly thuyét Lich sy cia Brown va Levinson (1987). Nghién ciu chi ra rang tan suat cua cac chién
lugc lich sy hoa ddng va chién luoc lich su lanh dia phu thudc khdng chi vao muc dich twong tac ma
con vao mdi quan hé giira nguoi ndi va ngudi nghe.

Tur khoa: chién Iuoc lich su, giao tiép, hoi thoai, mdi quan hé
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Abstract: This study investigates students' perspectives on using Adaptive Learning
Technology (ALT) in writing classes in higher education. The ALTs used include Grammarly as an
Automated Writing Evaluation (AWE), Quizizz as an Adaptive Content Application (ACA), and Google
Docs and Miro as Digital Writing Platforms (DWP). Underpinning Bloom’s Taxonomy, this mixed-
methods research design combining a questionnaire adapted from Nguyen and Nguyen (2022), Gohar
and EI-Ghool (2016) as well as an observation checklist were employed to collect both quantitative and
qualitative data on students' overall attitudes toward ALT, perceptions of its utility, satisfaction with its
implementation, challenges, and recommendations. The findings indicate that students generally had a
positive attitude towards ALT, particularly its capacity to provide personalized feedback and support
for specific learning requirements. However, obstacles such as technical difficulties and the need for
both students and teachers to receive adequate training and support must be addressed. The study
additionally suggests several recommendations for the implementation of ALT in writing classes.

Keywords: Adaptive Learning Technology (ALT), students’ perspectives, Bloom’s Taxonomy,
writing classes, higher education

1. Introduction

Nowadays, writing skills have become more critical than ever before (Gohar & EI-
Ghool, 2016; Nguyen & Nguyen, 2022; Zhou et al., 2012). The ability to write effectively is
not only essential for academic success but also in professional and personal life. However,
teaching and learning writing skills can be a challenging task for both teachers and students and
Vietnam is not an exception. Writing classes are an essential component of language learning
in Vietnam, with an emphasis on improving writing skills to meet the demands of academic and
professional settings (Nguyen & Nguyen, 2022; Do et al., 2022). However, Vietnamese
students face several challenges in writing classes, which can hinder their progress and
motivation.

One major difficulty is the lack of opportunities for practicing writing skills (Pham,
2019, Nguyen & Nguyen, 2022; Nguyen, 2023). According to Hoang and Hoang (2022), Do et
al. (2022) and Pham (2019), many students are required to focus on memorization and rote
learning, with limited opportunities for creative expressions or critical thinking. As a result,
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they may struggle with generating ideas, organizing their thoughts, and crafting coherent
written texts. Another challenge is the lack of exposure to authentic materials and contexts
(Calma et al., 2022; Do et al., 2022). Many Vietnamese writing classes rely on textbook-based
activities, which can be disconnected from real-world contexts and fail to engage students'
interests (Nguyen, 2023). Additionally, Pham (2019) illustrates that the use of outdated
materials and teaching methods may not align with current writing practices and standards.
Furthermore, Nguyen and Nguyen (2022) advocate that the fear of making mistakes and the
pressure to conform to strict grammar rules can inhibit students' creativity and motivation.
Writing classes in Vietnam often prioritize grammar and sentence structure over content and
style, leading students to focus on avoiding mistakes rather than developing their writing skills
(Tran & Nguyen, 2021).

To address these challenges, the use of technology, such as Adaptive Learning
Technology (ALT), can be implemented to promote student motivation, engagement, and input
knowledge (Calma et al., 2022; Jing et al., 2023; Wen & Aziz, 2022; White, 2020). ALT
provides students with personalized feedback on their writing, helping them to identify areas
for improvement and develop their writing skills. Moreover, Oyanagi (2021) illustrates that the
use of authentic materials and contexts can be incorporated into writing classes, fostering
students' interest, and enabling them to connect with real-world writing practices. Overall, the
difficulties faced by Vietnamese students in writing classes highlight the need for innovative
and student-centered approaches to writing instruction. According to Pham (2019), the use of
technology, such as ALT, can provide a powerful tool for promoting student motivation,
engagement, and input knowledge, ultimately supporting students' development of writing
skills in the technology era.

The analysis of the difficulties in writing classes in Vietnam has shed light on the
challenges that students face in their pursuit of learning writing skills. Although ALT has been
implemented at the higher education level, there are still concerns about the lack of attention
given to students' perceptions and the need for teachers to adopt new teaching techniques. It is
crucial to conduct research to investigate these issues further. By doing so, educators can better
understand the challenges and opportunities of teaching and learning writing skills in the
technology era, and explore ways to promote student motivation, engagement, and input
knowledge in writing courses. Therefore, the researchers decided to conduct this research to
investigate students’ perceptions of the implementation of ALT in EFL writing courses, and a
research question was addressed “What are students’ perceptions of using ALT in EFL writing
classes?”

2. Literature Review

2.1. Adaptive Learning Technology (ALT)
2.1.1. The Concepts of Adaptive Learning Technology

Adaptive Learning Technology (ALT) is a type of educational technology that uses data
and algorithms to create personalized learning experiences for individual students (Munoz et
al., 2022). Jing et al. (2023) and El-Sabagh (2021) state that it is a technology-based approach
that seeks to tailor instruction to each student's unique needs, abilities, and learning preferences.
The underlying idea behind ALT is that every student learns differently, and by using
technology to gather data on each student's learning style and progress, the instruction can be
adapted to fit the individual student (Daugherty et al., 2022).
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According to Gohar & EI-Ghool (2016), ALT is designed to provide students with a
personalized learning experience that is tailored to their individual needs. It can adapt the
content, pace, and level of difficulty of the instruction based on the student's progress, ensuring
that they are challenged but not overwhelmed. This technology can also provide students with
immediate feedback on their work, helping them to identify areas where they need to improve
and providing them with specific suggestions for how to do so (Daugherty et al., 2022; El-
Sabagh, 2021; Jing et al., 2023).

Jing et al. (2023), Munoz et al. (2015), and White (2020) share similar ideas that the
main benefit of ALT is its ability to provide a personalized learning experience for each student,
which can lead to increased engagement, motivation, and achievement. By providing students
with content and instruction that is tailored to their needs and preferences, ALT can help them
to take ownership of their learning and become more self-directed. Additionally, ALT can help
to identify students who are struggling early on and provide them with the support they need to
succeed (Jing et al., 2023; Daugherty et al., 2022). However, there are also some concerns about
the use of ALT. Critics argue that ALT can be expensive to implement and that it may not be
effective for all students or in all contexts (Jing et al., 2023; Ovanagi, 2021; Wen & Aziz, 2022).
Additionally, there are concerns about the use of data and algorithms to make decisions about
student learning, and the potential for bias and discrimination in these processes.

In conclusion, ALT is a technology-based approach to education that seeks to tailor
instruction to each student’s unique needs, abilities, and learning preferences. It has the potential
to provide students with a personalized learning experience that can lead to increased
engagement, motivation, and achievement. Nevertheless, the effectiveness and ethical
implications of this technology are still being debated (Daugherty et al., 2022; EI-Sabagh, 2021,
Jing et al., 2023; Chan & Nguyen, 2021), and further research is needed to fully understand its
impact on teaching and learning.

2.1.2. Types of Adaptive Learning Technology

There are several different types of ALT, depending on the specific approach,
methodology, and technology used.

According to Hockly (2018), Automated writing evaluation (AWE) is regarded as
useful to develop writing skills. It uses artificial intelligence and machine learning techniques
to provide a personalized learning experience. AWE can provide immediate feedback, identify
areas of weakness, and provide targeted instruction to help students overcome specific
challenges (Dizon & Gayed, 2021; Bailey & Lee, 2020; Ebadi et al., 2022).

Hockly (2018), Bailey and Lee (2020) clarify that AWE refers to the use of computer
software to automatically evaluate and score written texts. AWE tools are designed to provide
feedback on various aspects of writing, such as grammar, spelling, vocabulary, and coherence.
The feedback can be used to help learners identify areas for improvement and to develop their
writing skills.

One of the popular AWE tools is Grammarly, which is an online writing tool that checks
grammar, spelling, punctuation, and style (Dizon & Gayed, 2021; Bailey & Lee, 2020; Ebadi
et al., 2022). Grammarly uses advanced algorithms and natural language processing to detect
errors and suggest corrections. It can be used by learners of all levels, from beginner to
advanced, and it is available as a browser extension, desktop app, or mobile app. The use of
Grammarly can provide several benefits for language learners. First, it can save time and effort
for teachers who would otherwise have to manually correct and provide feedback on student
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writing. Second, it can help learners identify and correct errors in their writing, which can
improve their overall writing skills. Third, it can provide personalized feedback to learners
based on their individual strengths and weaknesses, which can help them focus on specific areas
for improvement. Finally, it can provide learners with immediate feedback, which can increase
their motivation and engagement in the writing process.

Park and Lee (2004) demonstrate that Adaptive content application (ACA) is a term
used to describe content that is tailored to meet the specific needs of the user. This type of
content, according to Lim and Yunus (2021), is designed to adapt and change based on the
user's behavior, preferences, and interests. Adaptive content is often used in e-learning and
educational contexts, where it is used to deliver personalized learning experiences to students.
Inasimilar view to Lim and Yunus (2021), Wen and Aziz (2022), Quizizz is an adaptive content
application that allows teachers to create and deliver engaging and interactive quizzes to
students. This platform offers a wide range of features that enable teachers to customize their
quizzes and create adaptive content that meets the unique learning needs of each student
(Nguyen et al., 2021).

One of the key features of Quizizz as an adaptive content application is that it is dynamic
and responsive, changing in real-time based on the user's interactions (Nguyen et al., 2021; Wen
and Aziz, 2022). This means that as the user engages with the content, the system can adapt and
modify the content to meet their specific needs. According to Pertiwi (2020), Quizizz helps to
personalize learning paths for individual students. Teachers can assign specific quizzes based
on the student's performance on previous quizzes or based on their learning goals. In other
words, the teaching and learning content on Quizizz can be easily modified and updated,
allowing for continuous improvement and adaptation. This feature ensures that students are
receiving personalized instruction that meets their individual needs, rather than a one-size-fits-
all approach. Moreover, Lim and Yunus (2021) illustrate Quizizz also allows teachers to
monitor student progress and track their performance over time. This feature enables teachers
to identify areas where students are struggling and adjust their instruction to meet their needs.
Additionally, teachers can use the data from Quizizz to inform their instructional decisions and
make data-driven decisions that promote student learning.

Digital writing platforms (DWP) have become increasingly popular in recent years,
offering students and educators the ability to collaborate and create written content in a virtual
environment. Two popular examples of digital writing platforms are Google Docs and Miro
(Do et al., 2022; Hoang & Hoang, 2022, Nguyen, 2023; Pham, 2019; Zhou et al., 2012).

According to Zhou et al. (2012), Nguyen and Nguyen (2023), Google Docs is a cloud-
based word-processing application that allows users to create, edit, and share documents online.
The platform offers several features that support collaborative writing, such as real-time editing,
commenting, and chat functions (Pham, 2019; Hoang & Hoang, 2022). Nguyen (2023) supports
that these features enable students to work together on written assignments, provide feedback
to one another, and engage in discussions about the content.

Miro, on the other hand, is a digital whiteboard platform that allows users to collaborate
and brainstorm ideas in a visual format (Do et al., 2022). While not specifically designed for
writing, Miro can be a useful tool for students to map out their ideas and organize their thoughts
before starting to write. The platform also allows for real-time collaboration, enabling students
to work together to develop their ideas and refine their written content.

Both Google Docs and Miro offer benefits for digital writing and collaboration in
educational settings. The use of these platforms can foster greater student engagement and
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motivation, as well as provide opportunities for peer feedback and collaboration. Moreover, the
accessibility and convenience of these tools make them an excellent choice for remote or hybrid
learning environments.

In a nutshell, AWE tools like Grammarly have demonstrated the effectiveness in
providing immediate feedback, identifying areas for improvement and offering targeted
instruction for learners. Additionally, ACA apps like Quizizz enable personalized learning
experiences by adapting and changing content based on user interaction. Furthermore, DWP
such as Google Docs and Miro offer collaborative environments that enhance student
engagement, foster feedback and support idea generation and organization. Therefore,
considering the relationship between writing skills and technology, it is recommended to apply
ALT in the form of Grammarly, Quizizz, Google Docs, and Miro. By incorporating these
technological tools, writing classes can address the challenges faced by Vietnamese students
and promote the development of their writing skills in academic and professional contexts.

2.2. Theoretical Framework: Bloom Taxonomy

ALT has the potential to transform EFL writing classes by providing individualized
instruction, immediate feedback, and personalized learning paths (Daugherty et al., 2022; El-
Sabagh, 2021; Gohar & EI-Ghool, 2016). However, to effectively implement ALT in EFL
writing classes, a theoretical framework is necessary to guide instructional design and ensure
that learning outcomes align with students’ needs and goals. One possible framework is Bloom's
taxonomy (cited in Drew, 2023), which provides a hierarchy of cognitive processes that
students can develop through writing. Figure 1 demonstrates Bloom’s taxonomy.

Figure 1
Bloom’s Taxonomy (1956) (cited in Drew, 2023, extracted from helpfulprofessor.com)

BLOOM'S TAXONOMY

Use Existing Information to make something new
Invent, Develop, Design, Compose, Generate, Construct

Make judgments based on sound analysis
Assess, Judge, Defend, Prioritize, Critique, Recommend

Explore relationships, causes, and connections
Compare, Contrast, Categorize, Organize, Distinguish

Use existing knowledge in new contexts
Practice, Calculate, Implement, Operate, Use, Illustrate

Understand  6rP the meaning of something

Explain, Paraphrase, Report, Describe, Summarize

Retain and recall information
- Remember Reiterate, Memorize, Duplicate, Repeat, Identify

Ipfulprofessor.con

At the lowest level of Bloom's taxonomy are basic skills such as remembering and
understanding, which can be enhanced through ALT tools that provide immediate feedback on
grammar and vocabulary. According to White (2020), ALT can also support the development
of higher-order thinking skills such as analysis, evaluation, and synthesis, which are necessary
for effective writing. By providing personalized learning paths, ALT can help students progress
through Bloom's taxonomy at their own pace, building on their existing knowledge and skills
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to achieve higher levels of proficiency.

Moreover, ALT can support the development of metacognitive skills, which are critical
for successful writing. Metacognition involves the ability to reflect on one's own learning and
to monitor and regulate cognitive processes. By providing immediate feedback and
personalized learning paths, ALT can help students develop metacognitive skills, such as self-
assessment and goal setting, which can enhance their writing performance.

In summary, the use of ALT in EFL writing classes can be guided by Bloom's taxonomy
as a theoretical framework. By aligning instructional design with Bloom's taxonomy, ALT can
support the development of basic skills as well as higher-order thinking skills and metacognitive
skills. Ultimately, this can lead to improved writing performance and greater student
engagement and motivation.

2.3. The Use of Adaptive Learning Technology in EFL Writing Courses

2.3.1. Benefits of Adaptive Learning Technology Implementation in EFL Writing
Classes

The implementation of ALT in English as a Foreign Language (EFL) writing classes
can bring numerous benefits.

Firstly, ALT can enhance EFL writing instruction by providing students with
personalized feedback, fostering autonomous learning, and addressing individual learning
needs (Bailey & Lee, 2020; White, 2020). By analyzing students' writing patterns, ALT can
provide customized activities and feedback, allowing students to focus on their weak areas and
work at their own pace. This personalized approach can significantly improve students' writing
skills and overall achievement.

Secondly, the potential impacts of ALT on student motivation, engagement, and
achievement are significant (Zhou et al., 2012). Do et al. (2020) advocate that ALT can create
a more interactive and engaging learning environment, allowing students to receive immediate
feedback and encouraging them to take ownership of their learning process. This can lead to
increased motivation and a higher level of engagement in writing tasks, as students can see the
immediate results of their efforts. Furthermore, the use of ALT can provide students with a
sense of accomplishment, as they can track their progress and see their writing skills improving
over time (Oyanagi, 2021; Nguyen, 2023).

Thirdly, the formative assessment supports provided by ALT can lead to more
individualized instruction. ALT can analyze students' writing patterns and provide teachers with
real-time data on their strengths and weaknesses (Do et al., 2022). This data can be used to
tailor instruction to individual student needs, providing more targeted support and allowing
teachers to focus on areas where students need the most help. This personalized approach can
lead to more efficient use of instructional time and better outcomes for students.

In summary, the implementation of ALT in EFL writing classes can bring numerous
benefits, including enhancing EFL writing instruction, impacting student motivation,
engagement, and achievement, and providing formative assessment supports for more
individualized instruction. By using ALT to support EFL writing instruction, teachers can
create a more personalized and engaging learning environment that fosters students' writing
skills and overall achievement.
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2.3.2. Challenges of Adaptive Learning Technology Implementation in EFL
Writing Courses

The implementation of ALT in EFL writing courses brings various challenges that need
to be addressed for effective integration. One significant challenge is technical and logistical
issues, such as the need for reliable internet access and appropriate hardware and software.
These technical challenges can limit the accessibility and effectiveness of ALT, especially in
areas with limited technological infrastructure (Nguyen et al., 2021; Pertiwi, 2020; Lim &
Yunus, 2021).

Another challenge is the pedagogical aspect, which involves the need for appropriate
content and activities that align with the course objectives and learning outcomes. Additionally,
the use of ALT requires a balance between technology and traditional instruction, which can be
challenging for teachers who are not familiar with technology or traditional instruction.
Furthermore, ALT may not always align with the teaching styles or preferences of teachers,
which can result in resistance to adoption (Do et al., 2022).

Apart from technical and pedagogical challenges, several factors affect the successful
implementation of ALT. These factors include students' and teachers' attitudes towards
technology, institutional support for ALT integration, access to training and resources, and the
availability of ALT software that meets the needs of the course objectives and learning
outcomes (Bailey & Lee, 2020). Therefore, addressing these challenges requires collaborative
efforts from various stakeholders involved in EFL writing instruction.

2.4. Previous Studies

The rapid progression of technology has opened up new avenues in language education,
particularly in the realm of teaching writing (Bailey & Lee, 2020; Dizon & Gayed, 2021; Do et
al. 2022; Jing et al., 2023). Lim and Yunus (2021) support that a plethora of digital tools and
platforms have emerged as valuable resources for enhancing students’ writing abilities.
Notably, Grammarly, Quizizz, Google Docs, and Miro have garnered considerable attention as
efficacious tools for supporting language learners in their writing endeavors. The following part
aims to delve into potential benefits and applications of these tools in language classrooms,
shedding light on their role in providing automated writing evaluation, adaptive content
delivery, and digital collaboration. By scrutinizing previous studies and their findings, the
researchers can glean valuable insights into how these tools can contribute to the improvement
of writing skills in English language learning contexts.

Ebadi et al. (2022), Bailey and Lee (2020), and Dizon and Gayed (2021) investigate the
effects of utilizing Grammarly in a variety of language learning contexts. Ebadi et al. (2022)
discovere that using Grammarly improve the quality of EFL articles written by Iranian students,
specifically in terms of grammatical accuracy and fluency. Bailey and Lee (2020) discover that
while the use of Grammarly has some favorable effects on language accuracy and complexity
in writing based on tests and textbooks, there is no significant improvement in Facebook-based
writing. Dizon and Gayed (2021) discover that using Grammarly significantly improves the
quality of mobile second language writing, particularly in terms of grammatical and
orthographical accuracy. In general, the studies indicate that Grammarly can be a useful
instrument for enhancing language precision and quality in a variety of language learning
contexts.

Several studies investigate the effects of the online learning and assessment instrument
Quizizz on various aspects of language acquisition. Nguyen et al. (2021) examine the effects of
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Quizizz on the vocabulary achievement of EFL students and discover that the use of Quizizz
significantly increases students' vocabulary scores. In addition, learning quiz on this apps
enables students to think critically and make instant decision. Wen and Aziz (2022) conduct a
systematic review of the literature on the use of Quizizz as an online teaching and learning
assessment tool in an ESL classroom and conclude that Quizizz can increase student
engagement and motivation, promote self-directed learning, and facilitate formative
assessment. Lim and Yunus (2021) conduct a systematic review of teachers' perceptions
regarding the use of Quizizz in the teaching and learning of English and discover that teachers
have generally positive perceptions of Quizizz, particularly regarding its potential to increase
students' engagement and participation in the learning process. Pertiwi (2020) examines the
students' perspectives on the use of Quizizz as an English-learning assessment instrument.
Observations, interviews, and documentation are utilized to collect data for this qualitative
study. The results indicate that the students view Quizizz positively, viewing it as a medium for
learning and assessing English due to its appealing appearance. Overall, these studies suggest
that Quizizz can be an effective tool for teaching and assessing English language learning, as it
is perceived as an attractive and engaging medium for learning. However, more research is
needed to fully understand the potential of Quizizz and its impact on language learning
outcomes.

In terms of Google Docs and Miro, several educators have explored the use of those
digital applications in language classrooms, highlighting their potential to enhance student
engagement, facilitate feedback and streamline the writing process. Zhou et al. (2012) evaluate
Google Docs for collaborative writing outside the classroom. Undergraduates were arbitrarily
assigned to small groups to complete two out-of-class assignments using Google Docs and one
task without the application. Prior to the survey, the majority of students were unfamiliar with
Google Docs, yet 93% found it beneficial for collaborative work. Students' paper grades were
unaffected by Google Docs, and half of them said they would use it again. According to the
research, Google Docs facilitated student learning and collaboration. The research of Nguyen
(2023) examines the use of Google Docs in collaborative writing and students' perceptions of
it in writing courses. For the investigation, 21 freshman English majors completed surveys and
writing exercises. Google Docs had no effect on the collaborative writing grades of students,
but they enjoyed using it. Additionally, low-level students were taught technology and social
skills. Students also mentioned excessive costs, internet issues, and Google document
processing problems on mobile devices. Pham (2019) conduct an exploratory multiple-
qualitative case study with twelve students working on an argumentative essay and a medical
report in three groups of four. In each challenge, each group had its own interaction pattern,
with distinct language functions, contributions, and scaffolding strategies. Due to ambiguous
findings, it was impossible to determine the influence of assignment types on student
interaction, and student cooperation had no effect on writing quality. Interviews with students
revealed that Google Docs facilitated collaborative writing and learning. Hoang and Hoang
(2022) investigate the impact of frequent Google Docs collaboration on the English academic
writing skills of Vietnamese high school students enrolled in an online EFL academic writing
course. 24-person mixed-methods study. Between pre- and post-tests, students' academic
writing skills increased. However, neither cohesion and coherence nor grammatical breadth and
correctness improved significantly. Students enjoyed interacting on the website but also found
it useful for writing. The survey also revealed problems with student Google Docs
collaboration. The study suggests further investigation. Do et al. (2022) conduct an action
research study to determine the efficacy of using peer feedback activities on Miro applications
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to enhance the peer correction competency of higher education students. Thirty third-year
English majors participated in the ten-week intervention, and their essays were reviewed by
their peers on Miro. Peer reviewing had a positive effect on the frequency of errors found in
student papers, and students' writing skills also improved. Positive student attitudes toward peer
evaluation and the use of Miro for peer correction were also disclosed by qualitative results.
However, the study demonstrated students’ difficulties in controlling the movement of their
space on the platform or unintentionally duplicating their writing notes. As a consequence, both
teachers and students sometimes found it confusing to navigate and interpret the information
on the board. In a nutshell, these studies share commonalities, including investigating
technology use namely Google Docs and Miro for language learning, utilizing mixed-methods
research designs, involving English as a foreign language learner, assessing the effectiveness
of technology-mediated writing activities, observing improvements in writing skills, and
providing pedagogical implications for language educators and researchers. They have reported
similar results regarding the effectiveness of Google and Miro in enhancing students' writing
skills. The studies found that the use of technology had a positive impact on students' writing
abilities. They showed improvements in students’ writing skills after participating in
technology-mediated activities with Google Docs and Miro. Specifically, peer feedback and
collaboration using Google Docs and Miro were found to be beneficial for students' writing
development.

The literature review highlights the significance of writing skills in the current
technology era and the challenges faced by EFL learners in writing classes in Vietnam. The use
of ALT in EFL writing courses can be a potential solution to address these challenges and
promote student motivation, engagement, and input knowledge. Key features of ALT include
individualized instruction, immediate feedback, and personalized learning paths. However, the
implementation of ALT in EFL writing classes faces several challenges, including technical
and logistical issues, pedagogical challenges, and factors affecting successful implementation.
Despite these challenges, the benefits of ALT implementation include enhancing EFL writing
instruction, potential impacts on student motivation, engagement, and achievement, and support
for formative assessment and individualized instruction. While there has been considerable
research on the use of ALT in language learning, there is still a research gap regarding students’
perceptions of using ALT, specifically in writing classes. Previous studies have primarily
focused on the impact of ALT on language learning outcomes, such as improved grammar
accuracy, vocabulary acquisition or writing performance. Limited attention has been given to
understanding how students perceive and experience the use of these tools in the context of
writing instruction. Reasonably, understanding students’ perceptions of using ALT allows the
researchers to gain insights into students’ attitudes, motivations and engagement levels when
using ALT tools for writing tasks. Furthermore, exploring students’ perceptions helps identify
any challenges or barriers they may encounter when using ALT tools for writing. In the
following methodology section, a research design will be proposed to investigate the
perceptions of students on the implementation of ALT concerning the use of Grammarly,
Quizziz, Google Docs, and Miro in EFL writing classes.

3. Methodology

3.1. Setting and Participants

The authors conducted this current study at a public university in Hanoi, Vietnam among
116 English majors. The participants included 41 males and 75 females between the ages of 18
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and 20. The students were considered to be at the pre-intermediate level, and their coursebook
was Great Writing 2 by Keith Folse, published by National Geographic. The selected university
and participants represent a representative sample of English language learners in Vietnam's
higher education setting. The pre-intermediate level is a crucial stage in English language
acquisition, and the Great Writing 2 coursebook is globally used in English language programs.
These specifics facilitate a clear comprehension of the study's setting and the participants
involved.

The participants come from diverse backgrounds and have different learning styles.
They all had to pass an entrance exam to enter the university, revealing that they have a certain
level of academic ability. However, many of them faced difficulties in writing as they were
only taught grammar for testing and examination at high school. Additionally, they tended to
depend heavily on essay samples and often resorted to imitation or copying. This suggests that
the participants may have limited experience and confidence in writing, making it all the more
important to explore how they perceive ALT in improving their writing skills. Furthermore, the
participants and context information provide a specific context for the study and highlights the
potential for the use of ALT in similar settings.

3.2. Research Design

To address the research gap and gain a comprehensive understanding of students’
perceptions of using ALT in writing classes, a mixed-method research design would be suitable.
This design combines qualitative and quantitative approaches, allowing for a more holistic and
nuanced exploration of the research topic (Creswell, 2014). The quantitative component of the
research design would involve the administration of questionnaires or surveys to a large sample
of students. Besides, the research design would incorporate qualitative methods to capture in-
depth and contextual information. The combination of quantitative and qualitative data in a
mixed-method design would provide a complementary perspective and a more comprehensive
view of students’ perceptions of ALT in writing classes. By integrating these two approaches,
the researchers can triangulate the findings and provide a more robust and comprehensive
analysis of students’ perceptions (Creswell, 2014).

3.3. Data Collection Instruments

This study's methodology involved a two-step procedure. The initial phase consisted of
administering a questionnaire to explore students' perceptions of ALT. The second stage
involved observing students' use of ALT in writing classes.

3.3.1. Questionnaire

According to Creswell (2014), questionnaires are a popular tool used in scientific
research to gather data from a large group of people either online or in paper form. Merriam
and Tisdell (2015) clarify questionnaires are a cost-effective way to gather large amounts of
data when compared to other data collection methods. Reasonably, a questionnaire was
deployed the first research instrument to gather quantitative data about students' perceptions
and attitudes toward ALT. The questionnaire was adapted from Gohar and EI-Ghool (2016) and
Nguyen and Nguyen (2022), which includes 20 items of four main parts including overall
attitude towards ALT, perceptions of the ALT utility, satisfaction with the implementation of
ALT, and challenges of using ALT in EFL writing classes. The questionnaire used a 5-point
Likert scale (ranging from Strongly Disagree to Strongly Agree) with closed-ended questions
to provide a clear and structured format for students to express their opinions. By adapting the
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questionnaire from previous studies, the researchers ensured either the validity or reliability of
the instrument, while also tailoring it to the specific context.

Moreover, the use of a bilingual version of the questionnaire can help to avoid bias and
misunderstanding during the collecting data process. As the participants are English-major
students, they likely have a good command of English. However, there may be some technical
terms or phrasing in the questionnaire that could cause confusion or misinterpretation. By
providing a bilingual version, participants can read the questions and answer options in both
English and their native language, which can ensure that they fully understand the questions
and can provide accurate responses. Additionally, providing a bilingual version can also help
to address any potential language barriers or limitations in the participants' English proficiency.
This can increase the validity and reliability of the data collected and ensure that the findings
accurately reflect the participants' attitudes and perceptions toward the use of ALT in writing
skills. Concerning the reliability of the questionnaire, Cronbach's alpha is a measure of internal
consistency, indicating how closely related a set of items is as a group (Creswell, 2014). A value
of 0.73 indicates an acceptable level of internal consistency for the items on the questionnaire.

3.3.2. Observation Checklist

The observation checklist used in the current study aimed to complement the data
gathered from the questionnaire and supply a more in-depth understanding of the challenges
faced by students when using ALT in their writing classes. The checklist consisted of both
closed and open-ended questions and covered topics such as technical issues, user interface,
training and support, integration with the writing lessons, affordability, and overall challenges.
The close-ended questions allowed for easy quantification and data analysis, while the open-
ended questions provided rich and detailed information that might have been missed by the
guestionnaire.

By using both the questionnaire and the observation checklist, the study was able to
triangulate the data, which means that the researchers were able to compare and contrast the
findings from both sources to arrive at a more complete and accurate understanding of the
research question (Creswell, 2014). Triangulation of data, according to Merriam and Tisdell
(2015), is important in research as it increases the credibility and validity of the findings, as
well as enhances the reliability of the results. In this study, the use of both the questionnaire
and the observation checklist allowed for a comprehensive understanding of the challenges
faced by students when using ALT in their writing classes, which enables to improve the
implementation of ALT in similar contexts.

The fact that different versions of the observation checklist were discussed, evaluated,
and re-designed among five other colleagues is a fundamental aspect of the study's
methodology. This process ensures that the checklist is reliable, valid, and able to capture all
relevant aspects of the research question (Merriam & Tisdell, 2015). By involving multiple
colleagues, the researchers can obtain different perspectives and ideas on how to improve the
checklist, which can lead to a more comprehensive and effective tool. This also helps to avoid
any potential biases or limitations that might arise from a single researcher's perspective
(Creswell, 2014). Collaboration among colleagues is also in line with good research practice,
as it promotes transparency and helps to ensure the quality of the research findings.

To collect data from the observation checklist, the researchers conducted observations
in two writing classes over a period of eight weeks. The classes were held twice a week,
allowing for regular and consistent data collection. During each class period, the researchers
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actively observed the students’ interaction with ALT tools while they engaged in writing
activities. They carefully monitored the students’ use of the tools, paying attention to their
experience including ALT’s utility, challenges related to technical issues, user interface,
training and support, their satisfaction with the implementation of ALT; overall engagement
and any other relevant factors outlined in the checklist. The checklist served as a guide to ensure
that all pertinent aspects of the students’ experiences with ALT were captured during the
observation process. By observing multiple class periods each week, the researchers had the
opportunity to witness the students’ progression, observe any patterns or changes in their
experiences, and gather a substantial amount of data for analysis.

3.4. Data Analysis

The data collected from the questionnaire were interpreted using descriptive statistics.
The responses from the questionnaire were analyzed using frequency distribution tables and
percentages to determine the students’ attitudes, perceptions, and challenges towards adaptive
learning technology in writing skills. The Likert scale responses were analyzed via SPSS
version 25.0, using mean and standard deviation to determine the level of agreement or
disagreement of the students towards each item.

Thematic analysis is a qualitative data analysis technique that identifies, analyzes, and
reports data patterns or themes (Braun & Clarke, 2006). The procedure consists of identifying
themes or patterns across data, classifying the data into themes, revising, and refining the
themes, and then analyzing and interpreting the data in light of the classified themes. The
qualitative data from observation questionnaires were analyzed employing thematic analysis in
this study. To identify recurring patterns, themes, and categories, the data were transcribed and
read multiple times. The information was then coded into themes and categories, which were
reviewed and refined, and subsequently analyzed in accordance with the research questions and
objectives. The analysis was then presented and discussed in relation to the objectives and
queries of the study. The observation data were analyzed qualitatively by categorizing the
responses based on the identified themes and subthemes. The themes included technical issues,
user interface, training and support, integration with the writing lessons, affordability, and
overall challenges. The open-ended questions were synthesized using content analysis to
identify common themes and patterns.

3.5. The Reliability and Validity of the Study

The present study thoroughly assessed the reliability and validity of the research design
and data collecting techniques to uphold the integrity of the results.

Reliability pertains to the degree of consistency and stability shown by the study design
and methodologies used (Creswell, 2014). In order to bolster the dependability of the research,
a mixed-methods methodology was used, encompassing the utilization of both quantitative and
qualitative data gathering techniques. The use of this methodology facilitated the process of
triangulation, whereby data obtained from various sources were systematically compared and
contrasted in order to assure coherence and reliability in the research outcomes. Furthermore,
the observation checklist used in the study underwent a meticulous design process and
underwent rigorous assessment by many colleagues to ascertain its trustworthiness in collecting
pertinent facets of the research inquiry.

Validity, in addition, refers to the precision and credibility of the study's results in
accurately representing the desired research constructs (Creswell, 2014). The questionnaire
included in the research was modified from previously conducted studies, therefore enhancing
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content validity via the inclusion of pertinent factors related to students' perspectives of using
ALT in writing courses. The inclusion of the observation checklist in the study enhanced the
construct validity by facilitating the collection of real-time data on students' engagement with
ALT tools in the context of writing classes.

Moreover, the research used a purposive sampling technique to ensure the selection of
participants who accurately represented the intended community, so augmenting the study's
external validity. Comprehensive explanations of the study setting, individuals involved, and
methodologies used were included, enhancing transparency and facilitating readers in
evaluating the applicability of the results to comparable circumstances.

Overall, the study's emphasis on ensuring methodological rigor, using data
triangulation, and meticulously adapting measuring methods enhanced the reliability and
validity of the research, hence bolstering the credibility and trustworthiness of the study's
findings.

3.6. Ethical Issues

In any research study involving human participants, it is crucial to consider ethical
concerns. In this study, several ethical considerations were taken into account. First and
foremost, the researchers obtained informed consent from all participants. Participants were
informed about the objectives, the research procedure, and their rights as participants. They
were also assured of the confidentiality of their data and their right to withdraw from the study
at any time.

The researchers also ensured that the study did not cause any harm or discomfort to the
participants. They were careful not to ask sensitive or intrusive questions in the questionnaire
and to avoid any observation that could make students feel uncomfortable. The researchers also
made sure to protect the anonymity of the participants by not asking for any identifying
information and by keeping their data confidential.

Additionally, the researchers followed ethical guidelines for data analysis, ensuring that
they accurately represented the views and opinions of the participants without misrepresenting
or distorting their responses. They also gave credit to the sources used, ensuring that all ideas
and concepts were properly cited and acknowledged. Overall, the ethical considerations taken
in this study ensured the protection and respect of the participants' rights and well-being.

4. Findings and Discussions

The tables below present the results of a survey conducted to explore students'
perceptions of the use of ALT in EFL writing courses. The data was analyzed using mean scores
and standard deviation.

4.1. Students’ Overall Attitude Toward ALT

The integration of ALT in EFL writing courses has gained momentum for a few
decades, as it is considered a promising solution to improve students' writing skills. Table 1
displays students’ overall attitude toward the use of ALT to teach writing skills.
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Table 1
Students’ Overall Attitude Toward the Use of ALT in EFL Writing Course

Disagree Neutral Agree . Std.

%) (%) (%) Min  Max  Mean Deviation

| find ALT to be a useful tool for
improving my writing. 3.4 16.7 79.9 2 5 3.97 716
| find ALT easy to use. 7.2 78.2 14.5 2 4 3.08 460
ALT_ provides personallz_e_d feedback 117 78.9 94 5 4 208 457
that is helpful for my writing.
AI__T has increased my motivation to 39 277 68.4 5 5 3.76 680
write.
I would recommend the use of ALT 26 77 897 5 4 389 368

to other EFL writing students.

The findings reveal that the majority of students (79.9%) agreed that ALT is a useful
tool for improving their writing, with M=3.97 and SD= .716. This positive response indicates
that students acknowledged the potential benefits of incorporating technology into their writing
classes. However, only 14.5% of students found ALT easy to use, with a mean score of 3.08,
indicating the importance of considering user-friendly interfaces and providing adequate
training and support to ensure that students can effectively navigate and utilize ALT.
Additionally, only 9.4% of students agreed that ALT provides personalized feedback that is
helpful for their writing, with M=2.98. This suggests that there may be room for improvement
in the feedback mechanism employed by ALT tools. In terms of motivation, 68.4% of students
agreed that ALT has increased their stimulation to write, with M=3.76. Finally, the majority of
students (89.7%) agreed that they would recommend the use of ALT to other EFL writing
students, with M= 3.89 and SD=368. This high level of endorsement signifies a positive overall
perception of ALT among the participants. Their positive experiences and satisfaction with the
technology’s potential benefits suggest that ALT can be a valuable resource in EFL writing
instruction.

It is important to crosscheck students' overall attitude toward ALT implementation in
EFL writing classes through various methods such as a questionnaire and observation checklist.
While some students may show enthusiasm and actively participate in writing activities and
discussions, others may express negative comments about ALT, noting from the observation
sheet such as “slow connection disrupted the writing process, much time to navigate the tools,
someone tech-savvy, different interface and feature”. The reasons for such negative comments
could be due to technical difficulties, a lack of familiarity with the platform, or discomfort with
the use of technology for learning purposes. Teachers need to address these issues and provide
appropriate support and training to help students overcome these challenges. By gathering data
through multiple methods, teachers can gain a more comprehensive understanding of students'
attitudes and experiences with ALT in writing classes, which can inform future instruction and
implementation.

4.2. Students’ Perspectives of the ALT’s Utility

The following analysis examines students’ perceptions of the ALT’s utility. Table 2
demonstrates issues related to error identification, informative feedback, examples, and
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explanation, as well as interactive exercises.
Table 2
Students’ Perspectives of the ALT’s Utility

Disagree Neutral Agree . Std.
%) %) (%) Min  Max  Mean Deviation
ALT helps me identify areas where | 51 129 82 5 5 4.08 793

need to improve my writing.

ALT provides useful feedback on my
word choice, grammar, and sentence  12.7 74.4 12.9 1 5 2.99 597
structure.

ALT’s use of examples and
explanations helps me understand 14.8 53.3 31.9 2 5 3.22 744
writing concepts better.

ALT’s practice exercises or quizzes
help me reinforce my writing 13.7 62.4 23.9 2 5 3.13 .640
knowledge and skills.

The majority of the students (82%) agreed that ALT helps them identify areas for
improvement in their writing (M=4.08, SD=.793), which indicates that students perceived the
tools as effective in providing feedback and guidance for enhancing their writing skills. A
significant percentage (74.4%) expressed a neutral stance regarding the usefulness of ALT’s
feedback on their word choice, grammar, and sentence structure (M=2.99, SD=.597). This
suggests that while some students may find the feedback helpful, a considerate number of
students may not perceive it as valuable or informative. In addition, a substantial portion of
students (53.3%) remained neutral regarding ALT’s use of examples and explanations to
enhance their understanding of writing concepts (M=3.22, SD=.744). This indicates a lack of
consensus among students regarding the effectiveness of these features in facilitating
comprehension and learning. Regarding the effectiveness of ALT’s practice exercises or
quizzes in reinforcing their writing knowledge and skills, more than half of the students
expressed an undecided standpoint (M=3.13, SD=.640). The findings suggest a mixed
perception among students regarding the impacts of ALT in various aspects of writing
improvement. While there is a strong agreement that ALT helps identify areas for improvement,
the feedback, the use of examples and explanations, and practice exercises received more
neutral responses. These findings highlight the need for further exploration and improvement
in the design and implementation of ALT devices to better cater to students’ needs and enhance
their writing abilities.

Accordingly, observation analysis confirms that ALT provided rapid feedback on
writing is consistent with the fact that installing Grammarly on students’ computers
instantaneously corrected and highlighted their writing errors in red. Figure 2 illustrates
students’ writing errors recognized by Grammarly.

The fact that the app also provided corrections is further evidence that ALT could be
used to provide individualized lessons to students. In the literature review, the influence of ALT
on student motivation and engagement was acknowledged, and this is consistent with the fact
that writing-related questions in Quizizz motivate students to think critically and make
decisions (Nguyen et al., 2021).
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Figure 2
An Example of Students’ Writing on Grammarly
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4.3. Students’ Satisfaction with the Implementation of ALT
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The previous part has explored students’ overall attitude and satisfaction with ALT
implementation in EFL writing courses. The following analysis will highlight students’
opinions about the effectiveness of ALT’s integration into the course, the clarity of instructions,
the timeliness of feedback, the teacher’s support for using ALT and overall satisfaction.

Table 3
Students’ Satisfaction with the Implementation of ALT

Disagree Neutral Agree . Std.
(%) (%) (%) Min  Max  Mean Deviation

ALT is integrated effectively into the 215 64.6 13.9 9 4 292 592
writing course.
The instructions for using ALT are 8.5 977 63.8 9 5 361 739
clear and easy to follow.
ALT provides timely feedback on my 17 11.9 0.9 9 5 367 912
writing.
The teacher pr_owdes adequate 129 948 628 9 4 351 204
support for using ALT.
| am satisfied with the
implementation of ALT in the 6.8 23.4 69.8 2 5 3.75 756

writing course.

Table 3 demonstrates that students regarded the use of ALT positively in their writing
class. The majority of students (64.6%) had a neutral stance on the effectiveness of ALT
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integration into the writing course, but a notable proportion (21.5%) disagreed (M=2.92,
SD=.592). The mean score for the statement "I am satisfied with the implementation of ALT in
the writing course” was 3.75, indicating that students were satisfied with the implementation of
ALT in their writing course. However, qualitative analysis from observation seems to contrast
the quantitative data. Students appeared to view the integration of ALT into their writing class
as effective with some notes from observation such as “interesting than paper-based exercises,
be fast to give answers”. They were more confident when writing on Google Docs and Miro.
In addition, the students tended to be enthusiastic about the use of the Quizizz games,
suggesting that the gamification of learning activities might be an effective method for engaging
students with ALT. The qualitative analysis indicates that the students appeared to view the
integration of ALT as effective, particularly when using platforms such as Google Docs and
Miro. This increased confidence in using these platforms may indicate that students find them
more user-friendly and intuitive compared to other aspects of ALT. The quantitative data, on
the other hand, presents a different perspective, with a notable percentage of students expressing
disagreement or neutrality regarding the effectiveness of ALT integration. This disconnect
could be attributed to various factors, such as the limitations of the data instrument or the
possibility that students’ opinions vary based on specific aspects of ALT.

With a mean score of 3.61, "The instructions for using ALT are clear and easy to follow™
has the highest quality of life rating. This indicates that the ALT user manuals were beneficial
and easily understood by students. The average score for the statement "ALT provides timely
feedback on my writing™ was the lowest (3.67 out of 5). Some students appeared to believe that
they did not receive timely feedback on their written assignments. Observational data confirms
that students rarely requested re-instruction and that they received timely feedback on their
writing through the use of ALT, adding credibility to the questionnaire results. Figure 3
illustrates students’ active engagement in peer-checking their writing on Miro apps.

Figure 3
An Example of Students’ Leaderboard on Quizizz
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The students were able to navigate the ALT platform with ease and did not frequently
ask for clarification or additional instruction on how to use it, which indicates that they were
comfortable and familiar with the platform. Moreover, it could be confirmed through the
interactions between students and the ALT system, where they would submit their answers and
then receive feedback, correction, scores, and ranking promptly. However, it is essential to
remember that the observation may only capture a limited perspective and may not reflect the
experiences of all students. Therefore, it is essential to triangulate data from multiple sources
in order to increase the study's credibility and reliability.

4.4. Students’ Challenges with the Use of ALT

The following part will analyze students’ obstacles to implementing ALT in their EFL
writing classes. It seeks to identify the main difficulties that the participants faced when using
ALT tools and how these challenges may impact their learning outcomes. The items addressed
serval aspects including technical issues, training and guidance, user interface, limitations of
the free version, and the cost of the professional version.

Table 4
Students’ Challenges of Using ALT in EFL Writing Course

Disagree Neutral Agree . Std.
(%) (%) (%) Min  Max  Mean Deviation
I experienced technical difficulties 111 88.9 3 5 4.7 637

when using ALT during class.

I did not receive enough training or
guidance on how to use ALT for EFL 4.7 36.8 58.5 2 5 3.78 .863
writing activities effectively.

The layout of the user interface was

4 18.8 81.2 - 2 3 2.81 .394
confusing to me.
The free version of ALT is limited in
its capabilities, which makes it ) 34 9.6 3 5 454 550

difficult to use effectively for my
EFL writing assignments.

The professional of the ALT provides
more features that would help me to - 10.2 89.8 3 5 4.48 .666
improve my EFL writing skills.

I cannot afford the cost of the

professional version of ALT ) 6.8 93.2 3 5 4.80 531

The table above exhibits the results of a 5-point Likert scale survey regarding the
obstacles students face when using ALT in EFL writing courses. The majority of students
(88.9%) agreed that they did not experience technical difficulties when using ALT in class, and
the mean score for this statement was 4.27. However, responses to the statement regarding the
lack of training or guidance on how to effectively use ALT were more variable, with 58.5%
concurring, 36.8% being neutral, and 4.7% disagreeing; the mean score was 3.78.

The statement regarding the perplexing user interface received a greater proportion of
disagreeing responses (18.8%) and a lower mean score (2.81). The majority of students (96.6%)
agreed that it was difficult to use the free version of ALT effectively for their EFL writing



VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 4 (2023) 34

assignments, with a mean score of 4.54.

It is encouraging that the results of the surveys corroborate the observations. Students'
reports of encountering technical issues and the lack of training and guiding opportunities when
initially utilizing Miro point to a possible need for further training and education on the
technical elements of using ALT. This supports the findings in Do et al. (2022) that raise
instructional difficulties related to arranging writing space for each student, their doubling
writing space, or uncontrollable movement of writing notes.

Figure 4
An Example of Students’ Collaboration in a Writing Task on Miro Apps

Miro apps allow users to create and place sticky notes on the board. In some cases,
students may unintentionally or mistakenly duplicate their sticky notes, resulting in clutter and
confusion. This can make it challenging for both students and instructors to navigate and
interpret the information on the board effectively. This corresponds with the instructional
difficulties discussed in Do et al. (2022). However, the fact that students enjoyed using Miro
and Quizizz's interface shows that they could become invested in the technology with the right
amount of guidance and practice.

The statement concerning the affordability of the professional version of ALT received
a mean score of 4.80 and a high percentage of agreement (93.2%). This suggests that expense
may be a significant barrier for students to access the complete spectrum of features that would
assist them in enhancing their EFL writing abilities. While technical issues with ALT may not
be a significant concern for students, training, interface design, and cost may hinder their
effective use of the tool in their writing classes.

Crosschecked the observation, the data appears to support the findings of the survey
regarding the prevalence of Grammarly's free version. As previously mentioned, the free
version of Grammarly may not identify the structure of sentences and may suggest perplexing
terms. This result aligns with Calma et al. (2022), Ebadi et al. (2022), Nguyen et al. (2021).
This data corroborates the survey's findings regarding the number of users of the free version
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of Quizizz. According to reports, the free version of Quizizz has fewer available activities and
possibly less access to exercise and assignment sources.

5. Conclusion, Implications, Limitations, and Recommendations

5.1. Conclusion

In a nutshell, the majority of EFL writing students viewed ALT as an effective
instrument for enhancing their writing abilities, and they would recommend it to other EFL
writing students. However, the students encountered obstacles when using the technology, such
as a difficult interface, a lack of personalized feedback, and the inability to comprehend how to
use ALT effectively. These obstacles could affect the efficacy of ALT in enhancing writing
skills, underscoring the significance of confronting them in EFL writing classes. Particularly,
students believed ALT provided constructive feedback on their word choice, grammar, and
sentence structure, but they were less effusive about the platform's ability to provide examples
and explanations. This indicates that students may require additional guidance and support to
comprehend how to use ALT to enhance their writing abilities. Additionally, the study
discovered that gamification of learning activities, such as the use of Quizizz games, was an
effective method for engaging students with ALT. This is consistent with previous research on
the application of gamification in education (Lim & Yunus, 2021; Nguyen et al., 2021; Pertiwi,
2020; Wen & Aziz, 2022), which demonstrated that gamification could increase student
motivation and engagement. Furthermore, the majority of students did not encounter technical
difficulties when utilizing ALT in EFL writing classes, according to the findings of the study.
However, many students felt they lacked training or direction on how to use ALT effectively.
This emphasizes the significance of providing adequate support and training to pupils so that
they can effectively utilize the technology.

5.2. Implications

This study has important implications for both educators and students. As ALT becomes
more prevalent in education, it is crucial to comprehend how it can be utilized to enhance
student writing abilities. This study found that students viewed technology favorably and
believed it helped them enhance their writing. Educators can use these findings to inform their
use of adaptive learning technology in the classroom and to develop strategies for enhancing
students' writing skills. In addition, this study emphasizes the need for ongoing research into
the efficacy of adaptive learning technology in education. On the basis of these findings, future
research can provide a deeper comprehension of how adaptive learning technology can be used
to improve student learning outcomes.

5.3. Limitations and Recommendations

The study sheds light on several hindrances that impede the seamless utilization of ALT
for enhancing writing skills. Firstly, the study's sample size of 116 students could be considered
small for drawing generalizable conclusions about students' perceptions of ALT in writing
skills. A larger sample size would have increased the study's external validity, allowing for
more precise and representative findings. However, the researchers may have had practical
limitations such as time, resources, and access to participants, which influenced their sample
size selection. Secondly, it specifically highlights challenges like technical issues and the
necessity for comprehensive training and support. While the identification of these barriers is
valuable, the research falls short in presenting concrete strategies to overcome these challenges.
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A more comprehensive exploration of potential solutions could have provided educators and
institutions with actionable insights to effectively address these obstacles and ensure the
smoother integration of ALT into writing classes. Furthermore, a notable limitation of the study
is its reliance on self-reported data collected from students and observation. Self-reported data,
while offering valuable insights into participants' perspectives, can also be susceptible to biases,
inaccuracies, or subjective interpretations. This could potentially affect the credibility of the
findings and introduce an element of uncertainty into the study's conclusions, or limit the depth
and breadth of the data collected. Incorporating multiple data sources, such as focus groups,
interviews with teachers and administrators or even writing tasks, could have complemented
the self-reported and observed data and provided a more diverse and well-rounded
understanding of the issues at hand. In addition, the study lacks a comparative analysis of the
effectiveness of ALT in comparison to traditional teaching methods or alternative technology
solutions. Without such a comparison, it becomes challenging to discern whether the
improvements observed in students' writing skills are solely attributed to the use of ALT or
could be influenced by other factors. A comparative approach could have provided a clearer
picture of how ALT fares against existing pedagogical methods, contributing to a more nuanced
interpretation of the study's outcomes. Lastly, the study's short duration may have limited the
extent to which students’ perceptions of adaptive learning technology in writing skills were fully
understood. The researchers conducted the study over a period of eight weeks, which might not
be enough time for students to fully engage with the adaptive learning technology and develop
their perceptions. A more extended research period might have captured a wider range of
experiences, attitudes, and behaviors regarding the use of ALT in writing skills.

In summary, while the study offers valuable insights into the obstacles related to ALT's
implementation and its impact on students' perceptions, the humble size of the population, the
absence of specific solutions to challenges, potential biases in self-reported data, the lack of
comparative analysis warrant careful consideration, and the research’s short duration.
Addressing these limitations could enhance the study's overall robustness and the applicability
of its findings to both academic and practical contexts. These recommendations can help to
provide a more nuanced understanding of the role of adaptive learning technology in language
learning and inform the development of more effective pedagogical practices.

References

Bailey, D., & Lee, A. R. (2020). An exploratory study of Grammarly in the language learning context: An analysis
of test-based, textbook-based, and Facebook corpora. TESOL International Journal, 15(2), 4-27.

Bogdan, R. C., & Biklen, S. K. (2006). Qualitative research for education: An introduction to theories and
methods. Allyn & Bacon.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in Psychology, 3(2),
77-101. https://doi.org/10.1191/1478088706gp0630a

Calma, A., Cotronei-Baird, V., & Chia, A. (2022). Grammarly: An instructional intervention for writing
enhancement in management education. The International Journal of Management Education, 20(3), 36—
75. https://doi.org/10.1016/j.ijme.2022.100704

Creswell, J. W. (2014). Research design: Qualitative, quantitative, and mixed methods approaches. Sage
publications.

Daugherty, K., Morse, R., Schmauder, A. R., Hoshaw, J., & Taylor, J. (2022) Adjusting the future of adaptive
learning technologies via a SWOT analysis. Intersection: A journal at the intersection of assessment and
learning, 3(2), 54-79.

Dizon, G., & Gayed, J. M. (2021). Examining the impact of Grammarly on the quality of mobile L2 writing. The
JALT CALL Journal, 17(2), 74-92. https://doi.org/10.29140/jaltcall.v17n2.336



https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1016/j.ijme.2022.100704
https://doi.org/10.29140/jaltcall.v17n2.336

VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 4 (2023) 37

Do, T. G., Pham, T. D. L., & Nguyen, T. T. H. (2022). Implementing peer correction activities on Miro apps in
writing classes. In VNU University of Languages and International Studies (Ed.), Proceedings of 2022
international graduate research symposium (pp. 200-214). Vietham National University Press.

Drew, C. (April 24, 2023). 119 Bloom’s taxonomy examples. Helpful
Professor. https://helpfulprofessor.com/blooms-taxonomy-examples/

Ebadi, S., Gholami, M., & Vakili, S. (2022). Investigating the effects of using Grammarly in EFL writing of
articles. Interdisciplinary Journal of Practice, Theory and Applied Research, 40(1), 85-105.

El-Sabagh, H. A. (2021). Adaptive e-learning environment based on learning styles and its impact on development
students’ engagement. International Journal of Education Technology in Higher Education, 18, Article
53. https://doi.org/10.1186/s41239-021-00289-4

Gohar, R. H. A. A., & EI-Ghool, R. M. A. (2016). Designing an adaptive learning environment to improve writing
skills and usability for ESL students at the Faculty of Education. International Journal of Internet
Education, 5(3), 63-93.

Hoang, T. N. D., & Hoang, T. (2022). Enhancing EFL students’ academic writing skills in online learning via

Google Docs-based collaboration: A mixed-methods study. Computer Assisted Language Learning.
https://doi.org/10.1080/09588221.2022.2083176

Hockly, N. (2018). Automated writing evaluation. ELT Journal, 73(1), 82-88. https://doi.org/10.1093/elt/ccy044

Jing, Y., Zhao, L., Zhu, K., Wang, H., Wang, C., & Xia, Q. (2023). Research landscape of adaptive learning in
education: A bibliometric study on research publications from 2000 to 2022. Sustainability, 15(4), 3115.
https://doi.org/10.3390/su15043115

Lim, T. M., & Yunus, M. M. (2021). Teachers’ perception towards the use of Quizizz in the teaching and learning
of English: A systematic review. Sustainability, 13(11), 6436. https://doi.org/10.3390/su13116436

Merriam, S. B., & Tisdell, E. J. (2015). Qualitative research: A guide to design and implementation. John Wiley
& Sons.

Munoz, J. L. R., Ojeda, F. M., Jurado, D. L. A., Pena, P. F. P., Carranza, C. P. M., Berrios, H. Q., Molina, S. U.,
Farfan, A. R. M., Arias-Gonzales, J. L., & Vasquez-Pauca, M. J. (2022). Systematic review of adaptive
learning technology for learning in higher education. Eurasian Journal of Education Research, 98(3),
221-233.

Nguyen, T. H. N., & Nguyen, T. T. H. (2022). Use of Google Docs in teaching and learning English online to
improve students’ writing performance. International Journal of TESOL & Education, 2(2), 186-200.
https://doi.org/10.54855/ijte.222210

Nguyen, T.T.H., Do, T. T. Y., & Vu, V. P. (2021). The effects of web-based technology Quizizz on EFL students’
vocabulary achievement. Journal of Inquiry into Languages and Cultures, 5(3), 245-254.

Nguyen, T. H. (2023). Students’ perceptions and practice of the blended learning approach to writing skills: Using
Google Dacs. ICTE Conference Proceedings, 3, 52-67. ICTE Press. https://doi.org/10.54855/ictep.2335

Oyanagi, W. (2021). The influence of an adaptive learning support system on the lesson design and practice of
elementary school teachers. International Journal of Educational Media and Technology, 15(1), 34-45.

Park, O., & Lee, J. (2004). Adaptive instructional systems. In D. H. Jonassen (Ed.), Handbook of research on
educational communications and technology (2nd ed.) (pp. 651-684). Lawrence Erbaum Associates, Pub.

Pertiwi, A. P. (2020). Using the Quizizz as an assessment of students’ English learning. Journal of English
Teaching, Applied Linguistics and Literatures, 3(1), 37-43.

Pham, Q. N. (2019). EFL student collaborative writing in Google Docs: A multiple case study [Doctoral
dissertations, University of South Florida]. Digital Common @ University of South Florida.
https://digitalcommons.usf.edu/etd/8403

Stake, R. E. (2010). Qualitative research: Studying how things work. Guilford Press.

Tran, T. M. L., & Nguyen, T. T. H. (2021). The impacts of technology-based communication on EFL students’
writing. AsiaCALL Online Journal, 12(5), 54-76.

Wen, M. N. Y., & Aziz, A. A. (2022). The use of Quizizz as an online teaching and learning assessment tool in an
ESL classroom: A systematic literature review. International Journal of Academic Research in
Progressive Education and Development, 11(1), 1076-1094.



https://helpfulprofessor.com/blooms-taxonomy-examples/
https://doi.org/10.1080/09588221.2022.2083176
https://doi.org/10.3390/su15043115
https://doi.org/10.3390/su13116436
https://doi.org/10.54855/ijte.222210

VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 4 (2023) 38

White, G. (2020). Adaptive learning technology relationship with student learning outcomes. Journal of
Information Technology Education: Research, 19, 113-130.

Zhou, W., Simpson, E., & Domizi, D. P. (2012). Google Docs in an out-of-class collaborative writing activity.
International Journal of Teaching and Learning in Higher Education, 24(3), 359-375.

AP DUNG CONG NGHE HQOC TAP THICH UNG
TRONG CAC LOP HQC VIET BAC PAI HQC:
QUAN PIEM CUA SINH VIEN

Nguyén Thi Thanh Ha, Hoang Thi Thanh Huyén

Truong Pai hoc Kinh té - Kj thugt Cong nghiép,
456 Minh Khai, Hai Ba Trung, Ha N¢i, Viét Nam

Toém tit: Nghién ciru ndy tim hiéu quan diém caa sinh vién vé viéc 4p dung Cong nghé hoc tap
thich ing (ALT) trong cac I6p hoc viét bac dai hoc. ALT wng dung trong nghién ciru bao gom Panh
gi& viét tu dong (AWE) véi Grammarly, Ung dung néi dung thich ang (ACA) véi Quizizz, va Nén tang
viét ky thuat s6 (DWP) véi Google Docs va Miro. Dua trén khung Iy thuyét phan loai tu duy Bloom,
nghién ctru sir dung phwong phap hdn hop nay két hop sir dung bang cau héi dugc diéu chinh tir Nguyén
Thi Hong Nhung va Nguyén Thi Thay Hué (2022), Gohar va EI-Ghool (2016); va quan sat 16p hoc dé
thu thap dix liéu dinh lwong va dinh tinh, chd trong vao thai do chung cua sinh vién véi ALT, nhan thac
vé tién ich caa ALT, su hai 1ong véi viéc trién khai ALT, va nhirng khé khin sinh vién gap phai. Két
qué cho thiy sinh vién nhin chung c6 thai 4o tich cuc voi ALT, dac biét la kha nang cung cap phan hol
dugc ca nhan hod, va hd tro cho cac yéu cau hoc tap cu thé. Tuy nhién, nhitng tré ngai nhu kho khan vé
k¥ thuat, va nhu cau dao tao va hd tro cho ca sinh vién va giang vién can phai duoc giai quyét. Nghién
ctru cling d& xuat mot s khuyén nghi cho viéc trién khai ALT trong cac 16p hoc viét.

Tur khoa: Cong nghé hoc tap thich ung (ALT), quan diém cua sinh vién, phan loai tu duy Bloom,
16p hoc viét, gido duc dai hoc
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Abstract: The purpose of this study is to investigate syntactic and semantic features of English
idioms. The data of this study were 6,500 English idioms collected from Oxford Advanced Learner’s
Dictionary, the eighth edition (OALDS) and described quantitatively and qualitatively. The data were
analyzed and presented with statistics, percentages, and content analysis. The findings demonstrated
syntactic and semantic features of English idioms. Syntactically, English idioms were categorized into
nominal, verbal, adjectival, adverbial, prepositional, conjunctional and interjectional idioms.
Semantically, the findings showed the meanings of idiomatic variants, idioms used as slang, humorous
idioms, idioms with proper names, idioms used in various fields, idioms used formally and informally,
and so forth. The results of this study are beneficial to teachers of English, foreign language students as
well as translators who have difficulty in identifying English idioms and translating them into
Vietnamese. In addition, the study gives some implications for teaching and learning English idioms in
Vietnamese contexts.

Keywords: syntactic, semantic, features, English idioms, translation
1. Introduction

It is undeniable that English idioms are considered difficult for English as a foreign
language (EFL) learners to translate. Baker (2011) maintains that:

The main problems that idiomatic and fixed expressions pose in translation relate to two
main areas: the ability to recognize and interpret an idiom correctly; and the difficulties
involved in rendering the various aspects of meaning that an idiom or a fixed expression
conveys into the target language. These difficulties are much more pronounced in the
case of idioms than they are in the case of fixed expressions. (p. 68)

It is observed that EFL learners in Vietnam encountered numerous challenges with the
identification and interpretation of English idioms. Especially, in the second semester of 2021-
2022 school year, the researcher was assigned to teach six Translation 2 classes at the Faculty
of Foreign Languages at VVan Lang University, and the students from these classes had difficulty
in translating English idioms into Vietnamese because they could not identify syntactic and
semantic features of the English idioms. This encouraged the author to carry out this study with
the aim of investigating syntactic and semantic features of English idioms to help EFL learners
learn and use English idioms more effectively and communicatively.

* Corresponding author.
Email address: buithikimloanpt@gmail.com
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2. Literature Review
2.1. Definition of Idiom

There have been numerous definitions of idiom. OALDS8 defines an idiom as a group of
words whose meaning is different from the meanings of the individual words, and this
dictionary also presents another semantic sense of idiom as the kind of language and grammar
used by particular people at a particular time and place. Larson (1984, p. 20) defines that an
idiom is ‘a string of words whose meaning is different from the meaning conveyed by the
individual words’. It can be inferred that an idiom must contain at least two words. Several
idiom dictionaries classify idioms as phrases as well as clauses or sentences, therefore, idioms
also consist of proverbs, sayings and maxims.

Baker (2011, p. 67) distinguishes that ‘idioms and fixed expressions are at the extreme
end of the scale from collocations in one or both of these areas: flexibility of patterning and
transparency of meaning’. He explains that idioms allow ‘little or no variation in form’ and
‘often carry meanings which cannot be deduced from their individual components’. From the
above definitions of the idiom, it can be said that idioms are used with distinctive meanings
(e.g., literal and figurative), grammar and use.

2.2. Syntactic Features of English Idioms

Syntactically, Baker (2011) thinks that speakers and writers cannot (1) change the order
the words in an idiom, (2) delete a word from an idiom, (3) add a word to an idiom, (4) replace
a word with another, and (5) change idioms’ grammatical structure. It can be understood that
there are few variations of idioms in terms of the replacement of lexical items and grammatical
structures. Besides, Makkai (1972) maintains that an idiom is composed of at least two words
and conventional expressions. Baker (2011) adds that some idioms having ‘situation- or
register-specific formulae perform a stabilizing role in communication’ (p. 68). For example,
some of them are ‘Many happy returns’ (Chdc mang sinh nhdt), ‘Merry Christmas’ (Chic mang
Giang sinh), and “Yours sincerely’ (Tran trong). Flavel and Flavel (2000, p. 6) maintain that
idioms are ‘very fixed grammatically’. It can be said that constituents of idioms cannot be
separated in most cases.

Baker (2011, p. 68) highlights that ‘a person’s competence in actively using the idioms
and fixed expressions of a foreign language hardly ever matches that of a native speaker’, and
it is not easy to know ‘when and how an idiom can be manipulated’. As regards the importance
of'idioms, Larson (1984) states that the translators need to ‘use idioms fluently and competently
inthe TL’, i.e. target language (p. 116). Therefore, it is believed that if EFL learners are exposed
to English idioms in a variety of communicative situations, they will acquire a certain number
of English idioms and be able to use them in daily communication and for professional
puUrposes.

It can be said that recognizing English idioms syntactically or structurally is important.
Arnold (1986, p. 172) classifies idioms based on syntactic structure or parts of speech into seven
kinds. These comprise (1) nominal idioms, (2) verbal idioms, (3) adjectival idioms, (4)
adverbial idioms, (5) prepositional idioms, (6) conjunctional idioms, and (7) interjectional
idioms. Unlike Arnold, Koonin (1970, p. 140) divides English idioms into four types from a
functional perspective. These consist of (1) nominative idioms, (2) nominative-communicative
idioms, (3) interjectional idioms, and (4) communicative idioms. In this study, only Arnold’s
(1986) categorization of idioms was used to investigate syntactic features of English idioms
with the scope of 484 idioms with body parts extracted from OALDS. The classification of
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English idioms with body parts based on syntactic structure helps EFL learners identify English
idioms with body parts in specific communicative situations. EFL learners need to locate
English idioms in the text and infer their functional use so that they can translate them into
Vietnamese easily and lively.

2.3. Semantic Features of English Idioms

Semantically, Nguyen and Nguyen (2019) find that figurativeness is one of the typical
features of idioms. Figurative meanings can be expressed by using simile, metaphor,
metonymy, rhetoric and exaggeration. They add that English idioms can express meanings
positively, neutrally or negatively. They also maintain that meanings of appreciation and
attitude are integrated into idioms to express meanings of respect, approval, disagreement,
disregard and sympathy. Besides, Ambrose (2008) maintains that learning vocabulary of
English requires being aware of denotative and connotative meanings to infer figurative
meanings of idioms.

In the context of teaching and learning English, Chen and Lai (2013) argue that rote
learning and memorization of idioms are a waste of time and effort because learners learn
idioms without associating forms with meanings. They maintain that meanings of idiomatic
expressions are arbitrary and not predictable. From this view, it can be easily seen that it is
essential for teachers of English to design tasks that help their EFL learners recognize and use
English idioms in a variety of communicative contexts. Additionally, Baker (2011, p. 75) finds
that English idioms are used in a variety of text types; serious, international magazines;
advertisements; promotional materials and tabloid press. Teachers of English should introduce
English idioms in various contexts so that they can use them in real communication in future,
whereas EFL students need to actively learn English idioms through learning sources (e.g.,
books, movies, YouTube videos and so forth) that they can be exposed to.

More importantly, Thyab (2016) adds that all speakers of English language should know
and be proficient in employing idiomatic expressions in English. Some people argue that idioms
are only used in spoken language or informal conversations; however, Laflin (1996) insists that
idiomatic expressions are utilized in both formal and informal situations. Baker (2011, p. 75)
states that ‘using idioms in English is thus very much a matter of style’. He also distinguishes
‘written and spoken discourse’ and argues that ‘written mode is associated with a high level of
formality, tend, on the whole, to avoid using idioms in written texts’. In reality, idioms can be
used in both formal and informal situations according to communicative purposes. In general,
using idioms in real communicative situations is a signal of a proficient and fluent learner like
native speakers of language. EFL learners should take ‘questions of style, register and rhetorical
effect’ into consideration when using English idioms to serve communicative purposes (Baker,
2011, p. 76). Therefore, English idioms are of great importance in the process of learning EFL.

In addition, there have been a great number of studies on difficulties or challenges in
learning and using English idioms. Gibbs et al. (1997) emphasizes that even native speakers
find learning and understanding idioms hard. In other words, there are some cases in which
speakers would not like to express their ideas explicitly and literally, so they have to use idioms
to express their ideas implicitly. This can avoid hurting other people’s feelings and saving their
face. Kovecses and Szabo6 (1996) remark that idioms are a challenge for L2 learners. Later,
Chen and Lai (2013) observe that learners who are less exposed to target language have
difficulty in understanding conceptual metaphors because of not knowing cultural conventions.
This means that the lack of background knowledge such as cultural knowledge also brings some
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challenges for EFL learners to communicate successfully if they only base on literal meanings
of idioms without being aware of origins of these culture-specific idioms. Furthermore, Baker
(2011) shows difficulties in translating idioms because they are sometimes ‘transparent, opaque
or misleading’ (p. 71), and stresses a transparent idiom can be more difficult than an opaque
one. Newmark (1988) maintains that idioms had better ‘never be translated word-for-word’
(p.125), which means that the meaning of idioms cannot be inferred literally in most cases.
Baker (2011, pp. 71-75) summarizes some difficulties of rendering idioms as follows:

(1) An idiom or fixed expression may have no equivalent in the target language.

(2) Anidiom or fixed expression may have a similar counterpart in the target language,
but its context of use may be different; the two expressions may have different
connotations, for instance, or they may not be pragmatically transferable.

(3) An idiom may be used in the source in both its literal and idiomatic senses at the
same time. Unless the target-language idioms correspond to the source-language
idiom both in form and in meaning, the play on idiom cannot be successfully
reproduced in the target text.

(4) The very convention of using idioms in written discourse, the contexts in which they
can be used, and their frequency of use may be different in the source and target
languages.

Baker (2011, p. 69) places an emphasis that ‘the more difficult an expression is to
understand and the less sense it makes in a given context, the more likely that a translator will
recognize it as an idiom’. The easily recognized idioms are ‘it’s raining cats and dogs’ (troi
mua nhw trut nudc), ‘throw caution to the wind” (khéng con thgn trong), ‘storm in a tea cup’
(viéc bé xé ra to), ‘jump down someone’s throat’ (phdn ing rat gidn di), and food for thought’
(diéu dang suy nghi)’. Moreover, some ill-formed idioms include ‘put paid to’ (pha hong), ‘by
and large’ (dai logi), ‘the world and his wife/friends’ (mgi nguoi)’. Lastly, some literally
untranslated idioms with simile-like structure are ‘like a bat out hell’ (rat nhanh) and like water
off a duck’s back’ (nhw nuée dé dau vit)’. Moreover, Baker (2011, pp. 69-70) maintains that
idioms easily misinterpreted are caused by the fact that some idioms are ‘misleading’, and have
similar surface counterparts but convey ‘partially different meanings’. Also, Duff (1989) points
out that translating fixed expressions such as simile structure, metaphor, idioms, proverbs,
sayings, slangs, and verbal idioms are challenging for translators. It is thought that introducing
these idioms and fixed expressions along with their meanings in the target language is of
importance to help EFL learners acquire English idioms easily.

Moreover, Baker (2011) points out two main problems of translating idioms. These
comprise ‘the ability to recognize and interpret an idiom correctly’ and ‘rendering the various
aspects of meaning that an idiom or a fixed expression conveys into the target language’ (p.
68). This means that recognizing idioms in contexts is vital to interpret and choose the most
appropriate meanings of idioms. It is known that a great number of English idioms can convey
a variety of meanings; therefore, translators need to choose proper semantic senses. Knowing
how to use a dictionary to look up idioms is required for EFL learners to make sense of the
idioms. According to Komissarov (1985, as cited in Arono & Nadrah, 2019), translators need
to pay much attention to figurative, literal and affective meanings; register, and national color
in the process of translation. Additionally, Rizg (2015) comments that idioms are culture-based
because they convey numerous meanings related to culture, heritage, history and customs of
native speakers. It can be said that EFL learners should not translate idioms literally in most
cases and they have investigated hidden figurative meanings in most idioms. Besides, they
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should use English idioms to be appropriate for different communicative situations, which
means that they have to choose proper idioms to be used formally and informally in various
registers/fields and cultures.

To deal with numerous challenges related to identifying, understanding and utilizing
English idioms, multiple researchers suggest a variety of effective ways to translate English
idioms into another language. First, Baker (2011, p. 76) suggests six strategies to translate
idioms as follows:

(1) Using an idiom of similar meaning and form.

(2) Using an idiom of similar meaning but dissimilar form.
(3) Borrowing the source language idiom.

(4) Translation by paraphrasing.

(5) Translation by omission of a play on idiom.

(6) Translation by omission of entire idiom.

Additionally, Nida and Taber (1969) distinguish two sorts of equivalence including
formal equivalence and dynamic equivalence. They maintain that dynamic equivalence is more
effective than formal equivalence because the former focuses on the similar force of meaning
while the latter pays attention to the message. Indeed, it is difficult to find all totally equivalent
idioms, even no found equivalent idioms in several cases because some idioms originate from
history, geography and culture. Hence, translators sometimes translate these idioms by
paraphrasing or ignoring them.

In fact, Baker (2011, p. 69) advises that translators should approach ‘good reference
works and monolingual dictionary’. Or it is better to ‘consult native speakers of the language’
to make sense of the meanings of the idioms in a particular context. Nevertheless, it is argued
that using monolingual dictionary greatly helps EFL learners’ idiom comprehension. Besides,
in EFL contexts it is difficult for students to have many chances to communicate with native
speakers to comprehend English idioms.

Boers (2008) suggests that it is difficult for teachers to teach students how to memorize
idioms by heart and that teachers should teach them systematically, which makes
comprehension and memorization of idioms far easier. It is essential for teachers of English to
find innovative and motivating methods to design various tasks to help their EFL learners
realize, understand and use idioms in formal and informal communications properly.

2.4. Previous Studies

There have been numerous studies, theses and dissertations on English idioms from
different perspectives in the world and Vietnam. Gass and Selinker (2001) pointed out the
importance of idioms. They observed that non-native speakers found lexical errors more than
grammatical ones when they communicated with native speakers. They suggested that formal
instruction of idiom input was essential.

Similarly, Thyab (2016) carried out a study on the necessity of idiomatic expression to
EFL learners. He found that recognizing the image and origin of idioms could help figure out
figurative meanings of idioms in contexts. He also observed that non-native speakers of English
were not able to use idiomatic expressions because they could not understand and use idiomatic
meanings appropriately. He suggested that interpreting the original contexts in which the
original image was based on helped understand meanings of derived idioms.

Chen and Lai (2013) investigated the teaching of English idioms in an EFL class from
cognitive approach. They analyzed the students’ written essays before and after the instruction
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of English idioms. The findings revealed that the students used more idioms that were
conceptual metaphors. The results also showed the students employed English idiomatic
expressions that had conceptual metaphor equivalences in the source language. They
highlighted the significance of culture and teaching English idioms cognitively.

Alrishan and Smadi (2015) investigated the challenges that foreign language students
faced when they translated English idioms into Arabic. The findings revealed that the students
found it hard to translate these English idioms due to vague contexts. This could be explained
by the fact that the students lacked background knowledge to express English idioms with
cultural meanings into Arabian and they did not have an interest in English idioms.

Amos and Abas (2021) examined elementary school students’ comprehension of
English idioms in Nairobi. Their study was aimed to find out at which age the students began
to identify and interpret L2 idioms. Sixty students were grouped into three age ranges such as
5-8, 9-12 and 13-16. The findings revealed that the students could understand a few idioms at
the age of 5, and they could comprehend idioms literally. However, when they were from 12 to
16, they understood non-literal meanings of idioms properly. They found out that the factor of
age had an impact on the students’ idiom comprehension. They thought that it was essential for
the students to be exposed to language and acquire it at the early age. Their study also gave
some implications for language teachers, material designers and language learners.

In Vietnam, Nguyen (2009) examined grammatical and semantic features of English
idioms expressing happiness. She found that some English idioms including ‘in seventh
heaven’, ‘on cloud nine’, ‘on top of the world’, ‘over the moon’, ‘thrilled to bits’ and ‘walk on
air’ were used informally and expressed happiness. The study suggested that translators should
pay attention to the meanings of these idioms based on contexts.

Nguyen and Nguyen (2019) explored English idioms with human-body parts and their
Vietnamese equivalents. They used a case study to compare and contrast the translation of
versions of two English novels. The findings showed that there were some equivalent and non-
equivalent references found in Vietnamese translation of English idioms in these two novels.
The findings indicated that there were 106 English idioms with 31 human-body parts in which
six parts such as eye (14 idioms), hand (12), head (10), heart (8), foot (8) and face (7) were used
the most in the two English novels.

Nguyen and Phan (2000) studied the syntactic and semantic features of English and
Vietnamese idioms containing ‘Go”. It was a quantitative and qualitative research. They
analyzed the idioms collected through Google books and demonstrated the combination of
idioms containing ‘Go’ with its components. They found that both English and Vietnamese
idioms were expressed in the forms of nominal, adjectival and adverbial phrases. They explored
that English idioms in the forms of nominal, verbal, prepositional, and adverbial phrase had a
rapport with semantic features. Syntactically, the findings revealed that idioms containing ‘Go’
could combine with simple and complex nominal phrases; preposition; adjective, and adverb.
Semantically, the findings showed that English and Vietnamese idioms expressed hidden
meanings and were metaphorical expressions to avoid hurting other people’s feelings in some
cases. The study also gave some implications for translation, teaching and learning foreign
languages.

Nguyen (2021) investigated translation challenges with English phraseological units
into Vietnamese. The qualitative study analyzed 241 English phraseological units with proper
names. The findings revealed that these units were culture-specific and metaphorically used.
The study showed some difficulties in translating these idioms and suggested appropriate
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translation strategies for cross-linguistic phraseological units with proper names from English
into Vietnamese.

Based on some gaps from the previous studies related to the size of surveyed data and
research methods, this study was conducted to investigate the syntactic and semantic features
of English idioms. To fulfill the purposes of the study, the study was seeking to answer the
following research questions:

(1) What are the syntactic features of English idioms?
(2) What are the semantic features of English idioms?

3. Methods

This study was carried out to help EFL learners at the faculty of foreign languages at
Van Lang university be aware of syntactic and semantic features of English idioms in order that
they could translate English idioms into Vietnamese effectively in Translation 2 course. The
main study subjects of this study were 6,500 English idioms collected from OALD8 which was
updated and translated into Vietnamese.

At first, the researcher collected all English idioms from the dictionary called OALDS,
and then the data of these idioms were typed and synthesized into a compiled file with 6,500
English idioms. To answer the two research questions, the researcher only analyzed 484 with
body parts of these 6,500 idioms to investigate the syntactic features of English idioms due to
time constraints, whereas the data with 6,500 English idioms were sorted out to examine the
semantic features. All the idioms were collected, typed, and saved as a Microsoft Word file.

This study employed quantitative and qualitative methods to seek the answer for the
two research questions. The research used frequencies, percentages, tables and content analysis
to present the findings of the study.

4. Results and Discussion
4.1. Syntactic Features of English Idioms

This study employed Arnold (1986)’s classification of idioms to find out the answer for
the first research question. Table 1 presents the categorization of 484 English idioms with body
parts based on syntactic structure. The English idioms are grouped into seven types including
nominal, verbal, adjectival, adverbial, prepositional, conjunctional, and interjectional idioms.
The syntactic categorization of English idioms helps EFL learners recognize where the idioms
are in the clause, and then they can guess the meanings of idioms in some situations.

Table 1
Classification of English Idioms With Body Parts

Classification of English idioms with body parts
(The data collected from OALDS)

1. Nominal idioms - the long arm of sth quyén luc, thim quyén
- a firm hand ky luat sat
2. Verbal idioms - keep an eye on sb/sth cham soc; trong chirng

- turn a blind eye (to sth) v khong biét
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3. Adjectival idioms - weak at the knees bun ran

- easy on the ear/eye dé nghe/ua nhin, dé nhin
4. Adverbial idioms - at your mother’s knee khi con rat nho

- (straight) from the horse’s mouth  tir ngudn tin déng tin cay
5. Prepositional idioms - in the public eye ndi tiéng

- for sb’s eyes only chi cho ai xem

6. Conjunctional idioms - on the one hand / on the other hand  tri lai/ nguoc lai

7. Interjectional idioms - my foot! céi con khi!

The statistics in Table 2 indicate that there are 292 out of 484 English idioms with body
parts in the form of verbal phrase. The verbal idioms make up the highest percentage of 60.33%,
followed by prepositional phrase with 72 idioms (14.88%) and nominal phrase with 50 idioms
(10.33%). Noticeably, 25 idioms with body parts in the form of clause. The findings reveal that
most of the English idioms with body parts are verbal idioms, which can bring some translation
challenges to EFL learners. This finding is in line with Duff’s (1989) study that translating
verbal idioms is problematic.

Table 2
Statistics of English Idioms With Body Parts

English idioms with body parts

Kinds of phrase (Quantity) Percentages
Adjectival phrase 27 5.58%
Adverbial phrase 18 3.72%
Nominal phrase 50 10.33%
Verbal phrase 292 60.33%
Prepositional phrase 72 14.88%
Clause 25 5.17%
Total 484 100%

Moreover, the analysis of 484 English idioms with body parts demonstrates that 21 body
parts are found in the analyzed data in Table 3 below. It can be seen in Table 3 that some body
parts are used much more than others. Particularly, English idioms with ‘hand’ have the highest
percentage of 18.39%, followed by head (13.02%), eye (12.60%), face (8.81%), back (7.88%),
and foot (6.61%). It can be inferred that people often use these body parts in daily activities;
therefore, most English idioms with body parts use these six body parts.
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Table 3
Statistics of Body Parts in 484 English Idioms

Numbers of English

Number Body parts idioms with body parts Percentages
1 Arm 12 2.48%
2 Back 38 7.85%
3 Chin 3 0.62%
4 Ear 23 4.75%
5 Elbow 5 1.03%
6 Eye 61 12.60%
7 Face 43 8.88%
8 Foot 32 6.61%
9 Forearm 1 0.21%
10 Hair 4 0.83%
11 Hand 89 18.39%
12 Head 63 13.02%
13 Hip 2 0.41%
14 Knee 7 1.45%
15 Leg 11 2.27%
16 Mouth 26 5.37%
17 Neck 16 3.31%
18 Nose 21 4.34%
19 Shoulder 12 2.48%
20 Thumb 7 1.45%
21 Toe 8 1.65%

Total 484 100%

Additionally, 5 out of 6.500 English idioms are not used in passive voice. This indicates
that grammatical structures of these idioms are fixed, so the order of constituents in the idioms
cannot be changed. EFL learners should pay attention to the translation of these idioms by not
using ‘bi’ or ‘dugc’ in Vietnamese.

Table 4
English Idioms Not Used in Passive Voice

English idioms not used in passive voice Vietnamese meaning

snap out of it/sth ¢ géng thoat khoi buon kho; gidp ai thoat khoi
snap sb out of it/sth buon kho
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steal a march (on sb) lam trude/di trudc ai mot budc

steal the show thu hat sy chd y hodc tan thudng hon ngudi khac
wet the/your bed té dam

wet yourself/wet your pants/knickers dai son

Fifth, 56 out of 6,500 English idioms are used with exclamation marks. The findings
reveal that most of these English idioms with exclamation marks are used in informal situations.
EFL learners should update these idioms so that they can communicate well with native
speakers and interpret what the speakers mean in daily conversations.

Table 5
English Idioms With Exclamation Marks

English idioms with exclamation marks Vietnamese meaning
(just) you wait! hay doi day!

big deal! khdng cd gi ghé gom
button it! cam miéng, im mom!
shut your mouth/face! im mém!

so there! ctr thé thoi!

Finally, 70 out of 6,500 idioms have the form of questions with question marks. Using
English idioms with question marks help speakers express their ideas functionally. Normally,
questions are used to ask information from the listener; however, some English idioms are not
used for asking information but for expressing things and states functionally.

Table 6
English Idioms With Question Marks

English idioms with question marks Vietnamese meaning
Any luck? ¢é thanh cong khéng?
Heads or tails? sap hay ngira?

What’s his/her face? nguoi ma khéng nhé tén
What’s in aid of? dé lam gi?

What’s the deal? c6 chuyén gi thé

What’s up with that? that ngu ngdc/vd ly

In general, in the investigation of syntactic features with the data of 484 English idioms
with body parts demonstrates that most of the English idioms have the forms of verbal phrase
(60.33%), prepositional phrase (14.88%) and nominal phrase (10.33%). Some English idioms
containing exclamatory and question marks express functionally different meanings, whereas
others are not used in passive voice.

4.2. Semantic Features of English Idioms
Based on the above synthesized literature review related to the semantic features of
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idioms in general, particularly English ones, the second research question of this study is
addressed. Semantically, the findings reveal that in addition to idioms whose origin are British
English and American English, there are also some idioms from Australia, New Zealand, South
Africa and Wales. This suggests that EFL learners should use idioms properly in specific
communicative situations like the saying ‘when in Rome, do as Romans do’ (Nhdp gia tuy tuc).
For instance, to express someone having trouble, EFL learners can use the expression ‘have
trouble’ in British English and American English, but they have to use the idiom ‘come short’
in South African English. EFL learners are required to be aware of language variation so that
they can communicate well in international communications in which English is used.

Table 7
Idiomatic Variants in English

Idiomatic variants . . . New South

in English Vietnamese meaning Australia Zealand  Africa Wales
not much chop khong tt/hitu ich lam X X
within cooee (of) khong xa X X
not have a bar of sth khoéng lam gi; cho qua; b6 qua X
come short gap tai nan/ ric réi X
make a plan 1&n, lap ké hoach X
by there & do, dén do X

Second, some English idioms are used as slangs. Slangs are used by a group of people
for some purposes; for example, the idiom ‘be on the game’ (lam gai mgi dam) is mainly used
by people involved in prostitution. The findings reveal there are 54 slangs out of 6.500 English
idioms.

Table 8
English Idioms Used as Slangs

English idioms used as slangs Vietnamese meaning

a crock of shit dd gia

a piece of piss viéc ngon o/dé ot

be on the game lam gai mai dam

be/ go up the spout hong; bi hong, khdng hoat déng
beat it cut di

beat the rap tau thoat

blow chunks non

Third, the data analysis of OALD8 demonstrates that 93 among 6,500 English idioms
are used with humorous meanings. It can be said that communicative purposes determine the
choice of idioms that are used formally, informally humorously or ironically. Some humorous
idioms are ‘a blg cheese’ (nhén vdt quan trong), ‘a knight in a shining armour’ (anh hung doi
troi dap dat), or “‘an early bird” (ngueoi thirc ddy rat sém, nguweoi dén rat sém). The findings show
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that if EFL learners translate these idioms literally, they cannot comprehend what the idioms
are about. EFL learners are advised to read a variety of materials in which English idioms are
used humorously to create a comfortable atmosphere for communicative participants.

Table 9
English Idioms With Humorous Meanings

English idioms with humorous meanings Vietnamese meaning

a big cheese nhan vat quan trong, quyén luc

a gentleman/lady of leisure ngudi dan éng/phu nit rdi viéc/nhan ha
a knight in shining armour anh hung doi troi dap dat

a point of humour thé dién

a shrinking violet ngudi rat nhat nhat/rut ré, con cay sy
a/the pecking order hé théng thu bac

an early bird nguoi thic day, dén ...rat som

Fourth, 31 of 6,500 English idioms contain proper nouns which denote people, things,
places and countries. Normally, proper nouns are capitalized anywhere in a clause and
maintained in the translation; however, some proper nouns in the English idioms in Table 10
are not Kept in the target translation. The idioms such as ‘when in Rome (do as the Romans do)’
and ‘Rome wasn’t built in a day’ containing the proper noun ‘Rome’ are translated into
Vietnamese without mentioning the place ‘Rome’.

Table 10
English Idioms With Proper Nouns

English idioms with proper nouns Vietnamese meaning

(on) Shanks’s pony di bd

a/the sword of Damocles mdi nguy hiém chuc cho
any/every Tom, Dick or Harry nguoi binh thuong

as American as apple pie rat My, dic My

not for all the tea in China bat ké phan thuong 16n dén dau
when in Rome (do as the Romans do) nhap gia tuy tuc

work like a Trojan lam viéc cat luc

before you can say Jack Robinson rat nhanh; trong chéc lat

Rome wasn’t built in a day c6 cOng mai sit, co ngay nén kim

Fifth, 16 out of 6,500 English idioms are used as taboos. Online Oxford dictionary
defines taboo as ‘a cultural or religious custom that does not allow people to do, use or talk
about a particular thing as people find it offensive or embarrassing’. EFL learners need to be
careful to use English idioms with taboo meanings.
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Table 11
English Idioms Used as Taboos

English idioms used as taboos

Vietnamese meaning

can’t be arsed (to do sth)

cha thém lam

lick sb’s boots
lick sb’s arse

Xu ninh

my arse

¢ ngu mdi tin

not know your arse from your elbow

rat ngu ngoc

work you arse off

lam viéc cat luc

o1

Sixth, the analysis of 6,500 English idioms reveals that the idioms are employed in
various fields and registers in Table 12. There are 45 idioms used in the field of literature, two
for law, one for sports, two for business, four for computer, two for army, two for ship, eight
for clothes, four for automobile, two for drinks, four for machine, one for meat, three of food,
two for meals, and one for music. The findings also show that English idioms are used in formal
and informal fields/registers. The findings of this study are similar to Baker’s (2011) study on
English idioms having situation- or register-specific formulae. For instance, some examples of
register-specific formulae include ‘a/the still small voice’ (tiéng néi ciia liwong tam) used in the
register of literature, ‘aid and abet’ (tong pham) in the field of law, or ‘under separate cover’
(trong bao thu riéng) used in the register of business.

Table 12

English Idioms Used in Various Fields or Registers

Fields/Register
various fields

English idioms used in

Vietnamese meaning

Literature a/the still small voice tiéng nodi cia lwong tim
Law aid and abet tong pham
of unsound mind khobng chiu trach nhiém‘v‘l mat nang luc
hanh vi (bi bénh tdm than)
Sports out of bounds ra ngoai duong bién
Business under separate cover trong bao thu riéng
Computer be/come on line diing hogc dwoc két ndi véi may tinh /
Internet / lién lac bang may tinh
Army (stand) at ease nghi
Ship leave into sight/view hién ra, nhé ra
take the helm bat dau lai tau thuyén
Clothes off the peg (Br.) may san
off the rack (NA.)
Automobile nose to tail chay cham sat nhau va theo hang dai
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Drinks on the house mién phi

Machine on the blink khoéng con hoat dong dung cach
Meat on the hoof ban khi thd van con séng

Food melt in your mouth mém va ngot

Meal on the side mon phu

Music to the accompaniment of sth theo nhac dém

Seventh, there are 10 out of 6,500 English idioms which are used as old idioms. This
suggests that EFL learners should be aware of these old English idioms so that they use them
in appropriate situations. It can be easily seen that the old idiom ‘your obedient servant” (kinh
thur) is not much used in formal letters and emails nowadays. Other formulaic expressions such
as ‘yours sincerely’, ‘sincerely yours’, ‘yours faithfully’ and ‘yours truly’ can replace ‘your
obedient servant’, but they have the same meaning with this old idiom. In informal letters and
emails, this old idiom can be replaced with ‘yours ever’ or ‘ever yours’ (thdn mén, than ai) at
the end of the letter or email.

Table 13
Old English Idioms

Old English idioms Vietnamese meaning

a devil of a job/time cdng viéc/thoi gian rat kho khan/kho chiu
be up to your (old) tricks ngua quen dudng cii, van chirng nao tat ay
fall sick nga bénh

take sick

look here dung dé phan ddi diéu gi

make merry vui dua, an choi

not quite the thing khong khoe manh, bat thuong

on the shelf qua thi, qua hra

play fast and loose (with sh/sth) lap lo hai mat

Eight, 200 out of 6,500 English idioms are used formally. In some formal
communicative situations, using formal idioms is preferred. Recognizing and distinguishing
formal idioms and informal ones is a challenge for EFL students; therefore, they should
scrutinize formal and informal idioms in English and practice using these idioms in academic
and formal situations.
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Table 14
English Idioms Used Formally

English idioms used formally

Vietnamese meaning

a man of the match

thiy tu, ting lit

a point of departure

diém xuit phét, khoi diém

be no/a stranger to sth

quen thudc; khdng quen thuéc

be of service (to sh) cbich

by dint of sth/of doing sth boi, nho, bang
by water bang tau/thuyén
by/in virtue of sth nho, vi

call sth into play

su dung, tan dung

come to sb’s knowledge

duoc ai biét

Ninth, there are 1803 out of 6,500 English idioms used informally. Most English idioms
are used in informal situations, and EFL learners can find these informal idioms in daily
conversations. That is the reason why numerous researchers argue that EFL learners have to
master a great number of English idioms to be proficient and fluent like native speakers of
English.

Table 15
English Idioms Used Informally

English idioms used informally Vietnamese meaning

(a) fat chance (of sth/doing sth) mo di
(all) by/on your lonesome mot minh
(all) in good time dang lac

(as) clear as mud khong rd; kho hiéu

(as) sure as eggs is eggs hoan toan dung

(get/have) itchy feet mubn di t6i noi khac; mudn 1am khéc biét

(have) bough it bi giét

Furthermore, 28 out of 6,500 English idioms use simile structure with ‘as...as’. It can
be seen that there is no translation of simile with ‘as...as’ into ‘nhu’ in Vietnamese in most
cases. The translation of ‘as...as’ into ‘nhu’ into Vietnamese is found in the idiom ‘(as) clear
as a day’ (r6 nhu ban ngay), whereas other English idioms are translated into Vietnamese
without using the word ‘nhu’, for example, “as bald as a coot’ (troc l4c), as blind as a bat’ (mu,
khong thdy rd), ‘as bright as a button’ (théng minh, sang da), or ‘as clear as mud’ (khd hiéu).
The findings of this study are the same as Baker’s (2011) study that ill-formed idioms (e.g.,
simile-as/like structure) bring challenges for translators. Hence, translators cannot base on
literal meanings of the words in an idiom to infer the meaning of the whole idiom, but they have
to infer some hidden meanings of the idiom.
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Table 16

English Idioms With Simile-as Structure

English idioms with the simile-as structure Vietnamese meaning
(as) a matter of course viéc/chuyén duong nhién
(as) bald as a coot troc 1oc

(as) blind as a bat khéng thay rd; mu

(as) bright as a button théng minh, sang da

(as) clear as day rd nhu ban ngay

(as) clear as mud khong rd; kho hiéu

Eleventh, 21 out of 6,500 idioms are used with ironic meanings. Using English idioms
that express irony should be taken into consideration for reasons of politeness strategies.

Table 17

English Idioms With Ironic Meanings

English idioms with ironic meanings Vietnamese meaning

a bright spark nguoi sang da

a likely story chuyén ctr nhu that

a pearl of wisdom 161 nhan xét thdng thai

ten out ten (for sth) dung, rat gioi

there’s/ that’s ... for you d6 1a dién hinh cia ban

tough luck toi nghiép chua/dang thuong nhi

Also, the analysis of 484 English idioms with body parts reveal that some synonymous
English idioms with body parts are found. To express the meaning of ‘gdy ong dap lung ong’,
EFL learners can choose one of these English idiomatic variants with body parts such as ‘make
a rod for your back’, ‘cut off your nose to spite your face’, or ‘shoot yourself in the foot’.
Similarly, some idiomatic variants including ‘with a flea in your ear’, ‘tear your hair (out)’,
‘foam at the mouth’, and ‘wring sb’s back’ carry the same meaning of ‘tiC gign .

Table 18

Synonymous English Idioms With Body Parts

Number

Synonymous English idioms with body parts  Vietnamese meaning

1

Make a rod for your own back

Cut off your nose to spite your face

Shoot yourself in the foot Gay ong dap lng ong

Cut off your nose to spite your face

With a flea in your ear

2
3
4
5
6

Tear your hair (out) Tuc gian
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7 Foam at the mouth

8 Wring sb’s neck

Thirteenth, 175 out of 6,500 English idioms are proverbs and sayings. It is observed that
most proverbs and sayings are in the form of clause. These idioms often express figurative or
metaphorical meanings, so EFL learners need to take them into consideration.

Table 19
English Idioms Used as Proverbs and Sayings

English idioms used as proverbs and sayings Vietnamese meaning
Absence makes the heart grow fonder cang xa cang nho

Beauty is in the eye of the beholder dep xau la thy mat mdi nguoi
Seeing is believing thiy mai tin

Too many cooks spoil the broth Iim thay théi ma

Give a dog a bad name tiéng xdu don xa

An eye for an eye n miéng tra miéng
Familiarity breeds contempt than qué hoéa nhon

Generally, to some extent this section synthesizes a variety of semantic features of 6,500
English idioms. English idioms are used functionally to express different meanings in
communication. This section presents the typical statistics and translation of English idioms
used as idiomatic variants, slangs, taboos, and old English idioms; with humorous and ironic
meanings, and simile-as structure; in different fields/registers and formal/informal situations;
and as synonymous idioms and proverbs/sayings.

4.3. Discussion

The findings of this study disclose some certain syntactic and semantic features of
English idioms. Syntactically, based on Arnold’s (1986) classification of idioms, this study
found some analyzed idioms that belonged to this author’s categorization including nominal,
verbal, adjectival, adverbial, prepositional, conjunctional, and interjectional idioms.
Grammatically, some English idioms were not used in passive voice. It was also noticeable that
there were some variations of idioms. This means that some British English idioms had their
American English variants or others (i.e., Australian, South-African, and Welsh ones).

Furthermore, the analysis of 484 English idioms demonstrated that the idioms in the
form of verbal phrase had the highest percentage with 60.33%, followed by prepositional phrase
(14.88%), nominal phrase (10.33%), adjectival phrase (5.58%), clause (5.17%), and adverbial
phrase (3.72%). The results of this study on linguistic features had an impact on EFL learners’
idioms translation during Translation 2 course.

Semantically, the above findings of this study pointed out that English idioms were used
differently functionally, and they hence conveyed various meanings thanks to a diversity of
communicative situations. The findings demonstrated that English idioms could be used as
slangs, taboos, proverbs and sayings. There were also some English idioms with proper nouns
related to people, things, places and countries. English idioms were also used humorously and
ironically. Interestingly, English idioms were employed in various fields or registers which
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included literature, law, sports, business, computer, army, ship, clothes, automobile, drinks,
machine, meat, food, meals, and music. Some old English idioms and idioms with simile-as
structure were found in the findings, while a great number of idioms were utilized in formal
and informal situations. Additionally, English idioms with exclamatory and question marks
were observed in the findings.

Compared to previous studies, the findings shared some similarities in syntactic and
semantic features with other researchers’ findings. Nevertheless, the findings of this study were
different from other studies to various extents.

First, Thyab (2016) found idioms which were used in some domains such as
entertainment, sports and cooking, but the findings of this study indicated that English idioms
were used in numerous fields or register including (1) literature, (2) law, (3) sports, (4) business,
(5) computer, (6) army, (7) ship, (8) clothes, (9) automobile, (10) drinks, (11) machine,
(12) meat, (13) food, (14) meal and (15) music. It could be seen that the findings of this study
were in line with Thyab’s study in some domains such as sports and cooking (meat, food and
meal) as presented in Table 12.

Second, the findings of this study on idioms with proper nouns were a little different
from Nguyen’s (2021) findings. This meant that Nguyen (2001) mainly focused on translation
of investigating one aspect of proper nouns, i.e. proper names, but this study investigated all
aspects of proper nouns denoting things, people, places, countries and proper names that could
be seen in Table 10.

Third, the findings of this study were not totally similar to Nguyen and Nguyen’s (2019)
study on English idioms with human-body parts. Particularly, they examined 106 idioms with
human-body parts and explored that 31 human-body parts were used in these 106 English
idioms; however, the findings of this study investigated 484 English idioms with body parts
and found 21 body parts in the analyzed data. Also, there were some differences in frequency
and percentages of these idioms in two researches. The six body parts were most used in
Nguyen and Nguyen’s (2019) study including eye (14 idioms), hand (12), head (10), heart (8),
foot (8) and face (7), whereas the findings of this study indicated the most used six body parts
in English idioms were hand (89), head (63), eye (61), face (43), back (38), and foot (32). The
above differences suggest further studies on English idioms in English and Vietnamese.

Finally, the findings of this study were not totally similar to Nguyen and Phan’s (2020)
one on syntactic and semantic features of English and Vietnamese idioms. They investigated
syntactic features of English idioms in the forms of nominal, verbal, adjectival, adverbial and
prepositional phrases, whereas this study added two more ones including conjunctional and
interjectional phrases. The two authors’ findings on semantic features of English and
Vietnamese idioms mainly focused on metaphorical meanings without analyzing other types of
idiomatic meanings found in slangs, terms or variants similar to this study’s findings.

5. Conclusion

The main findings of this study indicate that syntactically English idioms are grouped
into seven types including nominal, verbal, adjectival, adverbial, prepositional, conjunctional
and interjectional idioms. The analysis of 484 English idioms with body parts present numerous
examples for these seven types of English idioms based on parts of speech or syntactic structure.
Interestingly, 24 idioms in the form of clauses were found in the analysis of 484 English idioms
containing body parts. Semantically, English idioms mainly convey figurative meanings that
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cannot be deduced from literal meanings or a combination of meanings from all constituents of
an idiom. To interpret the hidden figurative meanings of most English idioms in a variety of
communicative contexts, EFL learners need to use their background knowledge about literal
meanings of lexicon, culture, geography, history, customs and practices and so on. The analysis
of 6,500 English idioms in the OALD8 demonstrates that idioms can be used to express
meanings differently according to formal and informal situations. There are some variations of
English idioms in British English, American English, Australian English, South African
English, Welsh English, and Canadian English. The analysis of 6,500 idioms illustrates that
English idioms are used as slangs, taboos, proverbs and sayings. Furthermore, numerous idioms
contain exclamatory/question marks, simile-as expression, and proper nouns denoting people,
things, places and countries that are culture-specific. English idioms are also employed in a
variety of fields or registers to serve different communicative purposes. Lastly, some English
idioms are synonymous to convey the exactly/nearly same ideas.

From the main findings of syntactic and semantic features of English idioms with the
scope of 6,500 English idioms, particularly 484 idioms with body parts, the study suggests some
implications for teaching English idioms to EFL learners at Van Lang University. This study
bears some limitations. This study mainly focused on the categorization of 484 English idioms
containing body parts syntactically without classifying all 6,500 English idioms due to time
limitation. Further studies should investigate English idioms syntactically and semantically
with more data of 6,500 idioms and research tools such as interviews or written tests.
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TIM HIEU PAC PIEM CU PHAP VA NGU NGHIA
CUA THANH NGU TIENG ANH

Bui Thi Kim Loan

Truong Pai hoc Binh Duong,
S6 504 Pai |¢ Binh Dwrong, Thanh phé Thii Dau Mét, Binh Duong, Viét Nam

Tom tat: Nghién ciu nay nham tim hiéu cac dic diém cl phép va ngir nghia cta thanh ngir
tiéng Anh (TNTA). Ngit liéu khao sat gdm 6.500 TNTA duoc suu tam tir tir dién Oxford, tai ban lan tha
8 (sau day viét tat 1a OALDS), dugc miéu ta dinh lugng va dinh tinh. Ngir liéu khao sat duoc phan tich
va trinh bay dudi dang cac théng ke, ti Ié phan trim va phan tich ndi dung. Két qua khao sat cho thayvé
dac diém cl phap, TNTA c6 dang danh ngir, dong ngix, tinh ngir, trang ngit, gisi ngi, lién ngir va than
ngit. Vé dic diém ngir nghia, két qua ciing lam sang to ngir nghia ctia cac bién thé thanh ngir, thanh ngi
dugc dung nhu tiéng 16ng, thanh ngir chira tén riéng, thanh ngir duoc str dung trong cac ngit vuc khac
nhau, thanh ngit duoc sir dung trong tinh hudng trang trong va than mat, v.v. Diéu nay sé gitp ich cho
Ccac gido vién, sinh vién, bién phién dich vién trong viéc nhan dién TNTA ciing nhu dich ching sang
tiéng Viét. Bén canh d6, nghién ciru dwa ra mot sé dé xuat cho viéc day va hoc TNTA.

Tir khoa: ci phép, ngir nghia, dic diém, thanh ngir tiéng Anh, dich thuat
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Abstract: Over the past three decades, there has been a considerable increase in research of
assessment literacy in language education or language assessment literacy (henceforth LAL), as
evidenced by academic researchers’ growing interest and publications. Given the importance of LAL in
the language teachers’ professional development, this paper adopts a systematic review protocol to
present a comprehensive literature review on LAL. Based on the analysis of 211 relevant publications
identified through the Scopus search engine and using VOSviewer software for bibliometric analysis,
this review sheds light on perspectives that have not been thoroughly explored or evaluated by previous
studies on the subject. The findings have several implications for the current state of LAL literature,
indicating potential future research directions and highlighting existing research gaps. These results
provide a robust framework for a deeper understanding of the evolution of research topics, scientific
methodologies, and trends in this cutting-edge and captivating field of study.

Keywords: language education, assessment literacy, bibliometric analysis, systematic review
1. Introduction

In the classroom, teachers often spend between one-third and fifty percent of their time
on assessment (Cheng et al., 2004) such as planning, creating, carrying out, evaluating
assessment and “use assessment evidence to inform their teaching” (Black & Wiliam, 2018, p.
553). They are doing a most significant yet most challenging job, and to be qualified for this
job, they need to have sufficient assessment literacy, or language assessment literacy,
specifically for language education (Inbar-Lourie, 2013). Assessment literacy in language
education or Language Assessment Literacy (LAL) is the term used to describe the knowledge,
abilities, and values that stakeholders need to have in order to manage a variety of language
assessment tasks (Taylor, 2013). It can be a knowledge base (Malone, 2013), an ability
(Deygers & Malone, 2019), or a competence (Baker & Riches, 2018). Teachers who possess
such skills, prowess, or knowledge are typically seen as being literate in language assessment.
They are able to conduct valid and reliable assessments, maximize the use of evaluations to
guide teaching and learning, and make wise decisions on the language proficiency of their
students. In other words, LAL among teachers can act as a driving force for effective language
instruction. Although they are most in need of it, language teachers are not the only ones who
experience LAL (Harding & Kremmel, 2016). In recent years, language testing and evaluation
have gained a more prominent position in educational, political, business, and social agendas
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(Inbar-Lourie, 2017). The significance of teachers’ LAL has captured the interest of scholars in
recent years, as evidenced by works such as Taylor (2013) and Vogt & Tsagari (2014). Also,
research on teachers’ LAL has produced valuable insights with substantial implications for
language teacher education and professional development.

Despite the conceptual importance of LAL in language testing and assessment, there is
a lack of a comprehensive picture in the literature that outlines the extent of LAL research, the
aspects of LAL that have been or have not yet been covered, the methods used to investigate
these aspects, and the contributions LAL research has made to language teacher education and
professional development. Moreover, within the existing conceptual discussions surrounding
LAL, such as those put forth by scholars like Harding and Kremmel (2016) and Tsagari (2020),
some arguments related to LAL research, such as its geographical sources and methodological
designs, appear to lack empirical evidence.

2. Literature Review

First, the scholarly interest in “assessment literacy” can be traced back to the implementation
of test-driven accountability systems in various educational contexts during the 1980s. Within these
educational settings, educators were obligated to monitor and report the achievement of all students
in accordance with established criteria. Following a comprehensive examination of informal language
assessment methods, Brindley (2001) introduced the concept of LAL to specifically address the
distinct attributes and needs associated with language-related disciplines.

Subsequent LAL research has focused on conceptual frameworks and relationships
among examined elements. Davies (2008) and Inbar-Lourie (2008) established an early
framework with principles, knowledge, and skills. Taylor (2013) devised an LAL framework
for diverse stakeholders, including eight elements. Baker and Riches (2018) refined it to seven
elements with Haitian teachers. As empirical data continues to accumulate and undergo
validation in various assessment settings, new conceptual frameworks are constantly being
constructed (Yan & Fan, 2021).

Stakeholder groups in language testing and assessment have varying interests, needs,
and expectations, resulting in differences in their grasp of LAL frameworks and their
proficiency in specific components (Benjamin Kremmel & Luke Harding, 2020). These
differences have led to a tendency not to study LAL as a comprehensive concept but rather as
separate investigations within distinct stakeholder groups. Among these groups, classroom
teachers have been the most extensively examined in the academic literature. Stakeholders’
LAL is shaped by a combination of internal and external factors. Internal factors, such as
teachers’ self-confidence, willingness to participate in assessment training, and teaching
experience, directly influence LAL. External factors, encompassing educational environments,
administrative orders for teaching and assessment, educational policies, and socio-cultural
values in language teaching, also significantly impact LAL.

On Web of Science (WoS) and Scopus, three LAL review papers were discovered. Through
an analysis of 100 research from 1985 to 2015, Xu & Brown (2016) revised how teachers measure
literacy in general education. They put up a framework for how teachers might effectively use
assessment literacy, which they connected to teacher professional development. To examine a broad
trend in LAL research, Lee & Butler (2020) synthesized 52 empirical works on the topic. They
discovered that questionnaires and interviews were the most common techniques of data gathering,
and that the majority of LAL studies targeted in-service teachers. As a result, they recommended
taking into account the viewpoints of learners and incorporating various study techniques to better
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comprehend the nature of LAL. Similar to this, Coombe et al. (2020) concentrated on assessment
training and assessment literacy for teachers. They learned from the review that LAL had many
facets and that assessment training ought to be a crucial component of teachers’ professional
preparation. The three review studies do, however, have some flaws. For instance, Coombe et al.
(2020) did not specify the method used to choose the study subjects. Additionally, the study’s
concepts were applied somewhat inconsistently, with a concentration on evaluating literacy in
general education as opposed to LAL. On the other hand, Lee & Butler (2020) described their
review methods in depth. Other crucial components, such research designs or contexts, were left
out as they reviewed the LAL studies’ participants and research methodologies. The review study
by Xu & Brown (2016) is thorough for teacher assessment literacy in general education, but not for
teachers’ LAL. In conclusion, additional study is required because the previous review studies have
not offered a comprehensive picture of LAL.

The aim of this paper is to examine the research literature on assessment literacy in
language education through review and analysis. For this purpose, this bibliometric review
addressed the following research questions.

1. What are the volume, growth trajectory, and geographic distribution of scholarship
on LAL researches?

2. Which scholars have emerged as thought leaders in the LAL literature?
3. What topics in LAL research have received the greatest attention in the literature?
4. What are the research gaps and potential future research directions for LAL?

The existing LAL literature primarily focuses on empirical and theoretical aspects, with
limited systematic reviews. Such reviews are necessary due to the evolving and complex nature
of LAL research. LAL differs from general assessment literacy (AL) and requires separate
study. Using bibliometric can provide a more precise and efficient review of the expanding
LAL literature, which lacks a consensus on an optimal theoretical framework due to its
contextual and stakeholder-driven complexity. This study is new because, in our examination of
the available literature data, we were unable to locate any literature review papers that specifically
addressed AL in language instruction. As a result, this study offers perspectives that prior studies
on this subject have not yet completely analyzed or documented. We searched the Scopus database
for publications, which is one of the largest academic databases worldwide, that matched the
research goals in order to answer these questions. To further enhance the understanding of the
current research landscape, we conducted a systematic literature review and conducted a
comprehensive analysis of the most recent state-of-the-art literature AL within the field of language
education. This review encompassed publications from January 1994 to December 2021.

3. Methodology

3.1. Bibliometric Analysis

The proliferation of literature has made it challenging to organize and present studies in a
clear and orderly manner. As a result, quickly and accurately identifying the essential literature
related to a research topic has always been a perplexing task (Aria & Cuccurullo, 2017).
Bibliometric analysis, which involves quantitatively analyzing articles published within a specific
field (Baker et al., 2019), is one of the methods used for reviewing literature. It is a widely used
approach for accumulating knowledge and structuring previous research findings, especially
when examining various aspects of science and global rankings of institutions and universities
(Ellegaard & Wallin, 2015). In response to this issue, co-word analysis, a type of bibliometric
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technique, was developed to calculate the co-occurrence frequencies of chosen words in literature
(Callon et al., 1991). In this study, we adopted a series of co-word network analyses to visually
represent the network structure of pivotal keywords based on their co-occurrence relationships.

3.2. Data

This research was based on Scopus database, which is one of the most significant
scientific databases. To identify the articles that related to our topic, we focused on two keywords:
“assessment literacy” and “language education” based on the aforementioned database and
screening criteria. However, the specific keywords used in the search query can impact the
resulting sample and subsequent analysis, and to yield new insights, alternative keywords were
chosen for search queries. Specifically, apart from “assessment literacy”, the following relevant
keywords were selected: “assessment knowledge”, “assessment practice*”, “assessment
competence*”. Regarding language education, the alternatives “language teaching*”, “language
learning*”, “language assessment” were included in the search queries. With regard to timeline,
we terminated our search period at the end of 2021. We only selected publications written in
English. Thus, the following search query was used to derive a primary database from Scopus:

TITLE-ABS-KEY ((("assessment literacy”) OR (“assessment knowledge”) OR ( "assessment
practice*") OR (“assessment competence*™")) AND (("language teaching™) OR ("language
learning™) OR ("language education”) OR ("language assessment™))) AND (EXCLUDE
(PUBYEAR, 2023) OR EXCLUDE (PUBYEAR, 2022)) AND (LIMIT-TO (LANGUAGE,
"English™)) AND (LIMIT-TO (SUBJAREA, "SOCI"))

The Preferred Reporting Items for Systematic Reviews and Meta-Analyses (PRISMA)
(Figure 1) was applied to ensure the quality of the document search processing (Moher et al.,
2009). Our search yielded an initial 225 documents. We subsequently excluded 14 documents
due to the full-text unavailability after screening based on the documents’ content. All
duplicated records and conference papers were also removed. After this round of manual screen,
211 documents, including journal articles and books/book chapters, were obtained for final
analysis. The following fields relating to each document were recorded in the final data: article
identity number, article title, source journal, cited relationship, authors, institution, country, link
of the document, and publication year.

Figure 1
PRISMA Diagram ldentifying Procedure to Refine Documents for Bibliometric Analysis
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3.3. Data Analysis

The “data” analyzed for this review consisted of bibliographic information describing
features of the 211 Scopus-indexed documents. These “meta-data” included the author names,
titles, publication dates, and author affiliations of the documents, as well as copious citation
information. Descriptive statistics were used to conduct trend analyses related to the growth
and geography of the LAL literature. A co-occurrence analysis of scientific domains cited in
the literature was conducted to uncover the underlying structure of the research field’s scientific
domains in the context of LAL. This analysis was facilitated using VOS viewer software, with
a focus on making the scientific domain co-occurrence analysis more understandable.

4. Results and Discussion

4.1. Publications and Citations

Figure 2 indicates the number of publications and citations developing between 1994
and 2021 from 211 papers.

Figure 2
Annual Growth of Publications on AL in Language Education Between 1994 and 2021
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Based on the growth trends in publications on AL in language education between 1994
and 2021, we divided the publications into three periods:

+ 1994 — 2007: ignorant period, during which AL in language education seemed to be
overlooked by scholars and only 11 documents were published (0.4% of the total publications);

+ 2008 — 2014: emergent period, during which AL in language education started to
attract some attention from scholars and 50 documents were published (22.2% of the total
publications);

+ 2015-2021: growing period, during which AL in language education received
significant attention from scholars: 164 documents were published (72.9% of the total
publications).
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Figure 3

Annual Growth of Publications and Citations on AL in Language Education Between 1994 and
2021

Citations
800
(%]
S 600
]
S
‘C 400
O
(o]
o 200
=2
0
R R R R R P N N DN DN DN DN NN DNDNDNNDNDNDNDNDNNDNDNDNDNDNDNDNDN
O ©U ©U U U U O O O O O O O O OO OO0 oo oo oo oo o o
O O O O U U O O O O O O O O O O R F F F RFP R R PR RPRRPRNDDN
A U0 OO N 00O O O FRP N W D U OO O OO RPN WP U ON OO O R
YEAR

The first article in this field was published in 1994, increased horizontally to 2007 and
fluctuated between 2007 and 2012. By 2013, the maximum number of publications reached a
high of 692 citations. The number of citations decreased significantly after 2013 to 2016 with
the number of citations being 104. However, from 2016 to 2021, the number of publications
tended to fluctuate between 136 and 226.

Figure 4 shows the geographical contribution to AL in language education. Authors
from 49 countries have (co)authored at least one publication on this topic. Surprisingly, three
out-of-region countries, including the US (46 publications), Australia and China (17
publications each) were found to be the most productive countries beside three countries the
UK and Iran (15 publications each) and Turkey (13 publications). These countries contributed
nearly half of the total published documents. In addition, Canada, Norway and Singapore are
countries that have also made a significant contribution to this topic.

Figure 4
The Geographical Contribution to AL in Language Education
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4.2. The Most Prominent Authors, Publications and Outlets

Many AL-related documents in language education were co-authored by authors from
the US countries, the UK, and Australia in collaboration with colleagues in other countries.
Overall, there were 204 authors who participated in the production of papers on AL in language
education.

Table 1
Top 15 Most Cited Authors by Total Articles and Citations

Rank Authors Affiliations Cited by
1 Inbar-Lourie, School of Education, Tel-Aviv University, Tel-Aviv 69978, 132
0. Israel
2 Lee, I. Faculty of Education, The Chinese University of Hong Kong, 118
Hong Kong
Research Centre for Languages and Cultures, School of
3 Scarino. A Communication, International Studies and Languages, 105
T University of South Australia, Magill Campus, Adelaide,
Australia
4 Antén, M. Indiana University, Purdue University, Indianapolis, IN, United 84

States

Centre for Research in English Language Learning and
5 Taylor, L. Assessment (CRELLA), University of Bedfordshire, 47 82
Montague Road, Cambridge, CB4 1BU, United Kingdom

Center for Applied Linguistics, Associate Vice President World

6 Malone, M.E. Languages and International Programs, 4646 40th Street NW, 72
Washington, DC 20016-1859, United States

7 Lam, R. Hong Kong Baptist University, China 71
Leung, .C' & King's College, London, United Kingdom; American

8 Lewkowicz, . . - . 59
0. University of Armenia, Yerevan, Armenia
pill ] & Language Testing Research Centre, The University of

9 Har’din .L Melbourne, Babel Building, Parkville, VIC 3010, Australia; 57

9 L Lancaster University, United Kingdom
10 Hill,, K. & Medical Education Unit, School of Medicine, University of 54

McNamara T. Melbourne, Victoria 3010, Australia

University of California, Los Angeles, CA, United States;
National Center for Research on Evaluation, Standards, and 48
Student Testing (CRESST), Los Angeles, CA, United States

Bailey, AL.&

11 Heritage, M.

School of Languages and Linguistics, University of Melbourne,

12 McNamara, T.\/;~'3010. Australia

46

13 Gould, J. University of South Australia, Adelaide, SA, Australia 43

14 Giraldo, F. Universidad de Caldas, Manizales, Colombia 42
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Department of English, National University, Manila,

15 Barrot, J.S. Philippines

41

Table 1 lists the top 15 most cited authors by total articles and citations according to the
Scopus database. Most of the authors were from developed countries. Of the top 15 authors, only
one (Inbar-Lourie, O. from Tel-Aviv University, Israel) received the largest number of citations, at
132, and 5 authors received more than 40 citations. The second most cited author was Lee, I. from
Chinese University of Hong Kong, Hong Kong, with 118 citations.

Next, we tried to identify the most impactful articles published in this field. Table 2 presents
10 documents with the highest numbers of citations from 1994 to 2021. Notably, most of these
articles were published after 2013, coinciding with the period of heightened citation activity. This
suggests that these articles likely made significant contributions to the evolving landscape of this
field, as they garnered substantial attention and recognition during a time of notable transformation
and expansion. These ten articles discuss various topics such as Constructing a language assessment
knowledge base (Inbar-Lourie O., 2008), Classroom writing assessment and feedback (Lee, I.,
2017) and Language assessment literacy as self-awareness (Scarino, A., 2013). Most articles
present qualitative studies and some use quantitative methodologies. The 10 most common articles
which are commonly referred to by other researchers are listed in Table 2 following.

Table 2
Top Ten Most Cited Articles

Authors  Title Year  Source title g;/ted Design
Inbar- Constructing a language assessment Language
Lourie, O. knowledge base: A focus on 2008 Testing 132 Qualitative
language assessment courses
Classroom
. Writing -
Classroom writing assessment and Qualitative
Lee, I. . 2017  Assessment and 118
feedback in L2 school contexts Feedback in L2 (Book)

School Contexts

Language assessment literacy as self-

Scarino, awareness: Understanding the role of Language I
A interpretation in assessment and in 2013 Testing 105 Qualitative
teacher learning
. Foreign
Antén, M. Dynamic assessment of advanced 2009  Language 84 Qualitative
second language learners
Annals
Communicating the theory, practice Lanquage
Taylor, L. and principles of language testing to 2013 T guag 82 Qualitative
, - esting
test stakeholders: Some reflections
Malone, The essentials of assessment literacy: Language I
M.E. Contrasts between testers and users 2013 Testing 2 Qualitative
Lam, R Language assessment training in 2015 Language 71 Qualitative

Hong Kong: Implications for Testing
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language assessment literacy

Leung, C., Expanding horizons and unresolved TESOL

Lewkow,i conundrums: Language testing and 2006 Quarter| 59 Qualitative

cz, J.O. assessment y

Pill,  J., Defining the language assessment Lanauage

Harding, literacy gap: Evidence from a 2013 T guag 57 Qualitative
. A esting

L. parliamentary inquiry

. Developing a  comprehensive,

Hill K, empiricall based research Language

McNamar SmpITicaliy 2012 guag 54 Qualitative

aT framework for  classroom-based Testing

assessment

4.2. Documents Analysis Co-occurrence by Keywords

The objective of the first stage of the analysis was to explore topics related to AL in
language education in research. A co-occurrence analysis of keywords was conducted using
VOSviewer on a dataset of 211 documents, aiming to identify common themes and track the
evolution of research topics in the field of LAL. Keeping 3 as the minimum number of author
keywords occurrences within the identified articles, 24 out of 452 keywords met the threshold.
For each of the remaining 24 keywords, the total strength of the co-occurrence links with other
keywords was calculated by the VOSviewer software using normalization of associations and
full counting algorithm. VVOSviewer output is a network (Fig. 5) composed of 24 nodes
corresponding to 6 clusters.

Figure 5

Co-occurrence by Keywords of AL in Language Education
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The analysis revealed that LAL studies primarily revolve around key themes such as

“assessment literacy,” “language assessment literacy,” “language assessment,

2 13

teacher

education,” “teacher training,” and “EFL.” These themes indicate that LAL research is
concentrated around topics related to language assessment, particularly concerning teachers in
school and classroom settings. Furthermore, certain themes, such as “assessment literacy,”
“language assessment literacy,” “language assessment,” held central positions in the network,
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indicating their importance and prevalence in LAL research. “Teacher education,” “teacher
training,” and “assessment practices” also experienced similar growth during this period. This
suggests that LAL research has diversified its focus while maintaining core themes, with a
significant emphasis on the role of teachers as key stakeholders implementing LAL practices.

Based on the VOS viewer output, clusters were named based on the topics researched,
such as “language assessment literacy,” “language assessment,” “teacher education,” “teacher
training,” “EFL, > and “classroom assessment.” In the following sub-sections, the obtained
clusters are described through some relevant works on the subject to outline the research
interests related to AL in language education.

+ Cluster 1: Language assessment literacy
According to Figure 5, the highest number of occurrences based on keywords are:

“language assessment literacy”, “language testing” and “language policy” which show a very
strong relationship between these three keywords in the topic of research. This is further proven
by the total link strength of 8, and 13 link strength for “language assessment literacy” and
“language policy”. Also, this largest cluster appears bright yellow, indicating that the studies
in the cluster are newer. It indicates that LAL has been recently researched in accordance with

educational policies of language teaching.
+ Cluster 2: Language assessment

In the second cluster, “alternative assessment” and “formative assessment” had a higher
frequency. The timeline of keyword co-occurrence nodes reveals the evolution and refinement
of LAL topics over time. In terms of the number of occurrences, size of alternative assessment
is quite big (7) compared to other terms in this clusters (Figure 5). To be more detailed, specific
assessment methods like “formative assessment”, “e-portfolio” occurred around 3 in this
cluster, showcasing the development of detailed assessment approaches to enhance language

assessment knowledge and practices.
+ Cluster 3: Teacher education

In the third cluster, the term “EFL teachers” was the most frequently mentioned,
appearing 11 times. It occupies a central position and exhibits the highest strength with 11 links.
Within this cluster, the term “teacher education™ was found to have a close association with
“assessment knowledge,” with respective link strengths of 9 and 7. This suggests that there is
increased emphasis on the assessment literacy of EFL teachers in comparison to general
assessment practices, and there is a growing focus on whether teacher education programs are
effective in cultivating assessment knowledge.

+ Cluster 4: Teacher training

In the fourth cluster, two terms namely “teacher training” and “language assessment and
testing” were found to be closely related compared with other terms. These two terms also have
a big circle indicating that they are dominant terms in this cluster, with each represented by 6
and 4 total number of occurrences respectively. Some of the terms such as testing and
assessment are scattered and not closely linked. This observation implies that numerous
researchers have undertaken investigations concerning the state of LAL among educators and
have delved into their training needs. Consequently, it underscores the considerable scholarly
focus on LAL training for teachers within the academic community.

+ Cluster 5: EFL

In the fifth cluster, the terms “English as a foreign language” had the biggest circle with
a total of 8 occurrences and 7 total links of strength. The term “early language learning” is the

2 ¢e
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second highest in this cluster, demonstrating researchers’ significant interest in foreign
language teachers when exploring LAL. Also, there are some terms that “assessment practices”
have been done since the early stage in the language education.

+ Cluster 6: Classroom assessment

In the sixth cluster, 2 occurrences were seen in classroom assessment with assessment
literacy. The circle of the term classroom assessment is smaller than assessment literacy
represented by 19 and 17 total number of occurrences and total link of strength respectively.
These findings reflect that the issue of classroom assessment is of much concern by researchers
around the world.

5. Discussion on Research Gaps and Future Research Directions

The study’s conclusions showed that from 1994 till 2021, improvements in research and
publishing have been made in the area of assessment literacy in language education. This is in
line with the claim that LAL research has developed into a thriving research subfield in
language testing and assessment and is no longer “in its infancy” as Fulcher (2012, p. 117)
claimed more than a decade ago (Harding & Brunfaut, 2020). Numerous LAL studies have
been published in high-impact language testing and assessment publications, which serves as
one example of the emphasis on the field. Significant articles have also resulted from
conferences or symposiums hosted by organizations with LAL as the focus as well as LAL
special issues of these journals (such as Language Testing 2013). The results also demonstrated
how several research in the social sciences, notably in the teaching and learning of languages,
have examined literacy assessments. This can be as a result of the fact that this area of expertise
focuses on understanding educators, teachers, and students.

We also discovered that LAL studies were under-explored in the contexts of Africa and
Latin America. This data lends some credence to the claims made about the geographic origins
of LAL study participants by Harding and Kremmel (2016) and Tsagari (2020). This may
suggest that LAL hasn’t received as much attention as it should in these regions. Instead, LAL
research was most common in the Asia-Pacific region, Europe, and the Middle East. This
outcome is not unexpected given that evaluation activities are typically performed as a result of
the high value placed on EFL training in these situations.

The findings also demonstrated that in the domain of language teaching, qualitative
research designs dominated AL research. Instead of using quantitative designs, the majority of
studies used mixed-methods and qualitative ones. It can conclude that there is not enough
psychometric evidence to warrant the assessment of literacy. While the majority of studies
focused on language teachers, particularly EFL teachers, very few studies were conducted from
the perspectives of students, policymakers, language testers, teacher educators, and other
stakeholders.

This study revealed a proliferation of research that focuses on language instructors’
LAL, particularly EFL teachers, and a lack of concern for other stakeholders. These results
support the assertions made in various studies (e.g., Lee & Butler, 2020; Pill & Harding, 2013).
Language teachers acquire LAL most and need to advance their own LAL before imparting it
to learners because they are the main stakeholder who performs a variety of assessment
activities inside and outside of the classrooms (Vogt, Tsagari, & Csépes, 2020). Language
teachers have so continually received attention in LAL scholarship, which is not surprising.

Other stakeholders, such as policymakers, language testers, admissions officers, test
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developers, teacher educators, administrators, etc., are underrepresented in LAL studies in
addition to learners. Other stakeholders among them are deemed to be removed from the
primary assessment operations, with the exception of language testers and test developers
(Taylor, 2013). Their LAL is supposedly less noticeable than that of teachers, students,
language testers, or test creators who are directly subjected to testing and assessment. Actually,
these stakeholder groups must also obtain the proper LAL in accordance with the extent of their
participation in assessment activities occurring outside of classrooms (Yan & Fan, 2021). As a
result, greater scholarly focus should be given to what LAL is required and how LAL is
generated among stakeholders at the assessment core and peripheral.

6. Conclusion

The current study has identified four key findings from a review of LAL studies from
peer-reviewed journal articles, conference papers, and book chapters:

(1) LAL studies have been on the rise and become a thriving subfield in language testing
and assessment;

(2) most LAL studies were contextualised in the Asia-Pacific region, European
countries and the Middle East;

(3) existing studies preferred qualitative designs over quantitative and mixed-methods
research;

(4) an overwhelming majority of studies focused on language teachers, especially EFL
teachers, while few studies were conducted from perspectives of learners, policy makers,
language testers and other stakeholders;

The analysis revealed that LAL's theoretical framework is currently under construction,
with a notable emphasis on the perspectives of key stakeholders, particularly “teachers”
Research on other stakeholder groups, especially students, has also gained prominence. Future
research should explore diverse stakeholders in LAL.

Our review has offered suggestions for future LAL research based on the findings. To
acquire a more comprehensive understanding of LAL, it is first important to incorporate the
opinions of more professional stakeholders. Expanded research is warranted on LAL of
language teachers other than EFL teachers at various career stages. Second, the scope of LAL
research should be widened to include subtler methods. More longitudinal research is desired
to investigate the LAL developmental trajectories of stakeholders using information gathered
through think aloud, journal writing, and narrative framing. Third, LAL regionalization is a
developing area of study that requires adequate consideration. It is advised to list and examine
common characteristics of LAL development in various circumstances.

The aforementioned findings are anticipated to alert researchers to fresh directions in
LAL study and refocus their focus on unexplored areas in LAL literature. The difficulties that
academics in this field of knowledge frequently raise need to be given more attention by
stakeholders and employers. To meet the needs of more targeted training, a proposed systematic
assessment can be carried out to determine the level of language assessment literacy and the
elements that influence it. Finally, LAL has emerged as a promising study direction in language
testing and evaluation. When contemplating the aforementioned potential research directions,
academics are urged to look outside the box.

The research method employed in this study has certain limitations. Firstly, the data
collection was limited to Scopus while the other databases include influential journals, valuable
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publications from other databases may have been omitted. Furthermore, the study focused
exclusively on English language journal articles, excluding non-English articles, dissertations, and
conference papers. Additionally, to ensure the precision of search results, particularly in collecting
and analyzing articles highly centered on LAL, a more stringent search approach was adopted,
potentially resulting in a lower number of search results. Future research should consider expanding
the scope of the database search and incorporating multiple languages to provide a more
comprehensive understanding of developments in the field of LAL, thereby enhancing the richness
of the visualized data.
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NANG LUC KHAO THi TRONG GIANG DAY NGON NGU:
CAU CHUYEN PA KE CHO PEN NAY

Nguyén Thi Té Loan!, Duong Thu Mai?

1Khoa Ngogi ngi#, Truong Dai hoc Hing Virong, Nong Trang, Viét Tri, Phil Tho, Viét Nam
2Khoa S pham tiéng Anh, Trirong Pai hoc Ngoai ngi, Pai hoc Quac gia Ha Ngi,
Puwong Pham Vin Bong, Cau Gidy, Ha Ngi, Viéet Nam

Tom tat: Trong ba thap ky qua, di co sy gia ting dang ké trong nghién cau vé ning luc khao
thi trong giang day ngon ngir hay con goi la ning lyc khao thi ngon ngir (viét tat 1a LAL), thé hién bang
sy quan tdm ngay cang I6n caa cac nha nghién ctu han 1am va cac xuat ban pham mai. Do tim quan
trong cua LAL d6i v6i su phat trién chuyén mén caa gi4o vién ngdn ngit, bai viét nay 4p dung mot quy
trinh danh gia co hé théng dé trinh bay mot danh gia hién trang tong quan vé LAL. Trén dix liéu cia 211
Xuit ban pham c6 lién quan dugc xac dinh bang cdng cu tim kiém Scopus, dit liéu dugc phan tich bang
phan mém VOSviewer dé tao ra phan tich trac lugng thu muc. Nghién ctru nay di dua ra nhiing quan
diém chua duoc kham phé hodc danh gia dung dan bai cac nghién cau khac vé chu dé nay. Cac phat
hién nay c6 mot sé ¥ nghia lién quan dén téng quan vé LAL hién nay, chi ra cac huéng nghién ciru trong
tuong lai ciing nhu cac 16 hong nghién ciru. Két qua ciia nghién ciru cung cap mot khudn khé virng chac
dé hiéu thau dao hon vé sy phat trién ciia cac chii dé nghién ciru, phuong phép nghién ciru va xu huéng
trong linh vyc nghién ciru kha mgi mé va hap dan nay.

) Tur khoa: gido duc ngdn ngit, nang luc khao thi, phan tich tric lugng thu muc, nghién cau hé
thong
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Abstract: Education exchange has increasingly been identified as an integral overture in China
and U.S. foreign policy toward the Asia-Pacific. Legitimate but soft attributes rationalize its prominence
though its effects are long-term and seemingly intangible. To win the “hearts and minds” of regional
people, China and the U.S. have deployed this public diplomacy tool but differently. This article discusses
the criticality of government-initiated education exchange within China and U.S. national strategies and
their practice in the Asia-Pacific from a comparative perspective. It asserts that education exchange is
well-situated within the two giant powers’ foreign affairs management toolkit to rejuvenate and reinforce
their images in the region. Chinese initiatives prove adaptable to the region, whereas the U.S. disregards
regional variations. However, it does not imply that China would utilise the education exchange tool more
effectively than the U.S. Insights into their practice of education exchange diplomacy suggest some
implications for China.

Keywords: exchange diplomacy, Asia-Pacific, China and the U.S
1. Introduction

The Asia-Pacific has been crucial to the diplomatic strategies of its neighbour — China
and of another Pacific nation — the U.S. due to its strategic importance. Besides the Asia
Infrastructure Investment Bank (AIIB) and the Belt and Road Initiative (BRI), China has
employed a range of public diplomatic tools across the region through a diverse range of
informational, cultural, financial, elite-to-elite, and exchange diplomatic activities to tighten its
bilateral ties with regional countries (Custer et al, 2018, pp. 1,3). On the other end of the globe,
for its “inextricable link” with the region (U.S. Department of Defense, 2019, p. 2), the U.S. has
also implemented a multi-faceted approach to the recently re-defined Indo-Pacific. Its diplomatic
relations with the regional countries are regarded as critical as its security partnership with them
in the U.S. rebalance (Carter, 2018, pp. 16-17). Meanwhile, the “bedrock” of all relationships is
trust, asserted Brown (Mc CLory et al., 2019, p. 105). China and the U.S. have long initiated
government-funded exchange programs to build and sustain trust among grantees and their wider
networks and ultimately transform it into partnerships. Grantees are immersed in the authentic
cultural and social milieu in a host country, so the truthfulness of an intended message is softly
reinforced. Moreover, compared to other traditional and non-traditional diplomatic tools,
exchange programmes could wield more durable and transformational effects (Brown in Mc
CLoryet al., 2019, p. 106).

Unlike the U.S., the world’s first-ranking soft power in education (Mc CLory et al., 2019),
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China, as a player in the top 30, has adopted a more “breathable” approach that fits the country’s
abundant financial resources and adapts to the Asia-Pacific regional conditions. The discussion
of existing literature on China’s and U.S. translation of education “diplomacy inputs into its
desired ends” (Custer et al., 2018, p. 1) hereunder will suggest some implications to improve the
effectiveness of Chinese educational exchange diplomacy as a foreign affairs management tool.
As defined by Cull, exchange diplomacy is a state “actor's attempt to manage the international
environment by sending its citizens overseas and reciprocally accepting citizens from overseas
for a period of study and/or acculturalization” (2008, p. 33). However, this paper examines the
Chinese and U.S. governments’ sponsorship of inbound instead of outbound exchange. It
approaches educational exchange as a foreign affairs management tool rather than from the soft
power perspective though soft power is the resource and target of the tool.

2. Education Exchange as a Foreign Policy Tool

China’s recent maritime claims in the Asia-Pacific region have inevitably “casted a long
shadow in its backyard” (Custer et al., 2018, p. 1) while international publics’ opinions and
behaviours have increasingly mattered to its foreign policy (d’Hooghe, 2005, p. 88). This urges
Chinese leaders to seek a measure to soften their country’s image overseas and envisage it as “a
socialist cultural superpower” (Shambaugh, 2015, p. 99). In the 17" Central Committee of the
Chinese Communist Party, President Xi Jinping made the country’s soft power enhancement a
national goal. China has, in fact, made endeavours to “rejuvenate” its image as a friendly, reliable,
and cooperative neighbour of the Asia-Pacific countries (d’Hooghe, 2005, p. 88). Within its “One
Belt, One Road” Initiative, promotion of people-to-people ties is one of the five priorities besides
trade and investment facilitation measures, infrastructure development, industrial and sub-
regional economic cooperation, and financial cooperation (Li, 2015). China has employed
multiple public diplomacy outreaches to foreign publics, which embrace people-to-people
exchange, cultural symposia and information broadcasting (Custer et al., 2018, p. 1). Student
exchange was an instrument to restore China’s pre-eminence after a “century of humiliation”
since Hu Jintao presidency and is crucial to fulfilling President Xi Jinping’s “China Dream”
(Dervin et al., 2018; Xinhua, 2014, as cited in Custer et al., 2019, p. 4). Chinese government
scholarship programs form a part of China’s official development assistance (ODA) rather than
a relational foreign public engagement means (Dong & Chapman, 2008, p. 156). They assist
grantees in receiving higher education and training and conducting research opportunities whilst
gradually building up a reservoir of goodwill among this cohort.

Educational exchange together with cultural exchange are the positive forces in
transnational affairs, articulated Snow (2009, p. 235). It is much more crucial to a nation’s
security than hydrogen bombs or the Strategic Defense Initiative (Fulbright, 1987, p. 10). As a
public diplomacy program, it involves long-term relationship building to facilitate a country’s
foreign policy roll-out overseas (Nye, 2004, p. 107). Education exchange is government-
sponsored, thus serves a country’s foreign policy goals (Snow, 2009, p. 233). International
exchange enhances a freely reciprocal interchange of information and viewpoints between
foreigners who go on an exchange to another country and its local people (Nye 2008, 103; Scott-
Smith, 2009, pp. 51-52). Exchange participants’ independence from direct political interference
during their immersion in local cultural milieu makes them legitimate source of opinion and
judgement after their grant completion (Scott-Smith, 2009, p. 53). Hence, this is ideally exercised
under minimal sponsors’ control (Snow, 2009; Metzgar, 2017). Nonetheless, some scholars,
including Frankel, are not convinced by the optimistic outcomes of exchange diplomacy and
argue that they are “emotionally-driven myths” (Snow, 2009, p. 235).
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Educational exchange goals were first itemized in the U.S. Information and Education
Exchange Act of 1948 and later in the Mutual Education and Cultural Exchange Act of 1961.
They encompass: 1) deepening mutual understanding between the Americans and the people of
other countries; 2) strengthening the ties between the U.S. and other countries; and (3) promoting
international cooperation for peaceful relations between the U.S. and the other countries
worldwide” (Title 22, Chapter 33, Section 2451). Within U.S. and ASEAN Plans of Action for
2011-2020 period, exchange initiatives, particularly the Fulbright U.S.-ASEAN Programme and
the Young Southeast Asian Leaders Initiative (YSEALLI), are regarded as a means to strengthen
their partnership and promote understanding and studies of the U.S. and the regional countries
(ASEAN, 2011, p. 12; ASEAN, 2015, p. 12).

China Scholarship Council (CSC, n.d.), a non-profit institution affiliated with the
Ministry of Education (MoE) and responsible for administration of Chinese government
scholarship (CGS) programs since 1997, also pronounces a shared vision with the U.S. The
Chinese government envisions the influential sphere of education exchange going beyond
education, deepening mutual understanding and strengthening ties of friendship between the
Chinese and people worldwide. This forms a foundation for broader Sino-foreign collaborations
in multiple facets. International students from ASEAN countries connect their home and China
and are the future of that relationship, stated ASEAN-China Center secretary-general Yang
Xiuping (The Jakarta Post, 2016). China MoE with an aspiration to enhance the country’s
“international status, influence, and competitiveness” plans to increase its financial sponsorship
to assist more international students from other developing countries and diversify its
beneficiaries (2010, p. 35). Exchange milieu in China is said to familiarize exchangers from the
Asia-Pacific with its political and professional beliefs and ideals and daily communication with
local people creates a cadre of “willing interpreters and receivers” (Nye, 2004, p. 16; Custer et
al., 2019, p. 4). These today intercultural exchangers are potentially future leaders or opinion
influencers in their home countries (Dong & Chapman, 2008, p. 162; Scott-Smith, 2009, p. 53;
Custer et al., 2019, p. 27).

Zhang et al. (2003) disclosed that at least over 30 CGS exchange alumni have held
ministerial-levelled positions, more than 20 have acted as ambassadors, over 30 as counsellors
to China and over 200 have become (associate) professors at universities in their home countries
worldwide (as cited in Dong & Chapman, 2008, p. 162). In addition, many others have worked
for other foreign embassies in China and engaged in a myriad of cooperation activities (Dong &
Chapman, p. 162). However, these figures are not entirely as strong as the U.S. exchange alumni.
There have been over 1,800 alumni ministers, 26 current foreign ambassadors to the U.S., 24
working in their countries’ Supreme Court, 85 Nobel laureates, over 110 Pulitzer Prize winners
and 42 Forbes “30 Under 30” awardees (ACPD, 2009, p. 42). Funding exchangers from the Asia-
Pacific, the Chinese government is motivated by two desires: gathering greater favourability
among them in the short-term and forming a closer alignment with these potential “opinion
leaders” to create a receptive milieu for its foreign policies (Custer et al., 2019, p. 37). This non-
coercive means is expected to assuage the anxiety of a China threat (Myungsik & Elaine, 2018,
p. 52). Exchange effect might spill over into the alumni’s social and professional networks due
to their interpretation of knowledge, experience and expertise gained overseas to them (Scott-
Smith, 2009, p. 53; Metzgar, 2017). Hence, candidate selection and these intercultural
interpreters’ satisfaction with their exchange determine the success of exchange overtures.

3. Key Players in Educational Exchange

Both the Chinese and U.S. governments entrusted their embassies overseas and a
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specialized institution with participant selection and administration of exchange activities. As
mandated by the Mutual Educational and Cultural Exchange Act of 1961, U.S. Department of
State Bureau of Educational and Cultural Affairs’ (ECA, n.d.) mission is to cultivate “mutual
understanding between the people of the U.S. and the people of other countries by means of
educational and cultural exchange that assist in the development of peaceful relations” (ECA,
n.d.). The Bureau is identified with a diplomatic role and is a U.S. foreign policy tool rather than
a provider of U.S. government educational or development assistance. It aims at improving U.S.
foreign relations, strengthening its national security, and advancing U.S. international influence
through “flexible, responsive exchange programs” (ECA Bureau Functional Strategy 2018-
2020). The Bureau’s visions are in line with the values of “fairness, equity and inclusion” which
the U.S. promote worldwide. Aware of exchange alumni’s “opinion leader” effects on U.S.
global competitiveness, the ECA gives priority to the support for their professional development
and gaining leverage over alumni networks.

China’s similarly functioning body to the ECA is the Chinese Scholarships Council (CSC,
n.d.). It is a non-profit institution entrusted by the MoE and responsible for the recruitment of
and operational supports for CGS recipients since 1997 (Dong & Chapman, 2008, p. 160;
UNESCO and UNESCO Bangkok, 2013, p. 22). Similar to the ECA, the CSC builds partnerships
with local educational institutions and foreign counterparts for student and scholarly exchange
and publishes exchange program annual assessment reports (Custer et al., 2019, p. 27). However,
the CSC is not regarded as a diplomatic organ advancing its national foreign policy, but
seemingly a pure academic exchange administrative body. Instead, 480 Confucius Institutes (CIs)
in six global continents (UCLA Confucius Institute, n.d.) (known as Hanban) have promoted the
understanding of Chinese language and culture worldwide and facilitated trust in China (CRS,
2008, p. 27; Custer et al., 2018, p. 27). Whilst the ECA was founded in U.S. “hegemonic mindset”
to engage the global youth with exchange activities and spread its country’s values (Roach,
2018), CIs rely on China’s cultural richness to influence public opinion toward the country.
Though established under joint agreements between educational institutions in host countries and
in China, CIs are “dictated” by the MoE. This provokes a “backlash” against their pedagogic,
content, and operational dependence and China’s selling an ideology (CRS, 2008, p. 27; Nguyen,
2014; Custer et al., 2018, p. 27; Roach, 2018).

The ECA administers Fulbright Programs, English language, citizen exchange, and
student leader programs while U.S. embassies manage the U.S. Speakers Program (CRS, 2008,
p. 24). It remains independent from U.S. embassies and consulates which are closely linked with
the U.S. government (Roach, 2018). Chinese embassies take a similar role of promoting
government-sponsored exchange opportunities among students from the Asia-Pacific (Custer et
al., 2019, p. 27). However, China MoE takes much more control over national education system
than the U.S. Department of Education. It interferes into national curriculum, textbooks at all
levels, including tertiary education and manages state budget for inbound international student
exchange (Custer et al., 2019, p. 27). This might have had negative impact on the recruitment of
CGS program participants as its education suffers from education quality and pedagogic method
reputations such as memorization and content censorship (Albert, 2018).

4. China’s and U.S. Practice of Education Exchange in the Asia-Pacific

U.S. education exchange was initiated in 1940 with 130 Latin American journalists
invited to the U.S. (ECA, n.d.). A decade later, a batch of 33 students from East European
countries came to the Tsing-hua University (Dong & Chapman, 2008, p. 159). There were 88,000
recipients of CGSs during 1950-2000 period (Dong & Chapman, 2008, p. 160). The number of
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CGS grantees has sharply increased and the 2018 figure almost doubled the 2013 while that of
U.S. sponsored exchangers remained stable around 16,000 following the peak of over 21,000 in
2013 (Figure 1). With respect to financial budget, Chinese government funded 469 million
dollars in 2018, whereas the U.S. sponsored 230 million dollars in 2018 (Kennedy, 2018; ACPD,
2019, p. 44). CGS (2010) figures have reflected China MoE’s medium and long-term national
strategy goals to promote and upgrade its international exchange and cooperation. Asian CGS
awardees normally make up roughly 50% of the total number (3,076 over 6,153 in 2003 and
8,409 over 18,245 in 2009) (China MoE, 2006; UNESCO & UNESCO Bangkok, 2013, pp. 22-
23). Some Chinese provinces have recently initiated scholarship funds to attract ASEAN students
to their higher education institutions (ICEF Monitor, 2016).

CGSs for degree pursuers substantially outnumber U.S. scholarships (Figure 1). 40% of
degree pursuers in China received some level of financial support from the Chinese government
in 2015 (159,000 students, ICEF Monitor, 2016). This reflects the Chinese Education
Committee’s aspiration to raise the effectiveness of CGSs by recruiting more advanced degree
students (Dong & Chapman, 2008, p. 160) and complies with the MoE’s plan to attract and
collaborate with high-level professionals (2010, pp. 3-4). Meanwhile, the number of U.S.
sponsored degree pursuers remains stable around 3,000-4,000 and reached 6,400 once in 2012
(Institute of International Education). Le’s research outcomes (2019) highlighted that there
existed a positive link between degree pursuit and Vietnamese exchangers’ academic and social
experiences in the U.S. which were significantly and positively associated with their
understanding and favourability of the host country. This partly rationalizes Chinese
government’s exchange participant recruitment strategy.

Figure 1
Chinese and U.S. Government Scholarships Granted to International Students, 1999-2018*
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Of nine full and partial Chinese government scholarships to support degree pursuers
launched in 2014 are two schemes which target at those from ASEAN and Pacific countries
(China Scholarship Council, 2014). China/AUN Scholarship Program and China/Pacific Islands

! Data for U.S. Government Scholarships draw upon the Institute of International Education’s publish data on
“Primary Source of Funding of International Students” and the ACPD reports in 2014, 2017 and 2019.

Data for Chinese Government Scholarships are from China Scholarship Council Annual Report 2010 (in Myungsik
& Elaine, 2018, p. 57) and China MoE’s data in 2017, 2018 and 2019.
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Forum (PIF) Scholarship Program are initiated to attract the influx of students from the Asia-
Pacific and enhance mutual understanding and friendly relationships between the Chinese and
the regional publics. One of the achievements of President Barack Obama’s Rebalance strategy
to the Asia-Pacific was advancing people-to-people ties (The White House, 2015). The Fulbright
U.S.-ASEAN Visiting Scholars initiated in 2012 and the Young Southeast Asian Leaders
Initiative in 2013, which genuinely aimed to strengthen the U.S. ties with the ASEAN, reaffirmed
U.S. strategic priority of and long-term commitment with the region (U.S. Mission to ASEAN,
n.d.).

Besides the government scholarships dedicated to ASEAN students, they benefited from
a wide array of academic and cultural exchange schemes sponsored by the Chinese and U.S.
governments. Other non-degree and short-term exchange programs are Learners for the Chinese
Language (one or two school years), HSK Winner scholarships (one year maximum), one 6-week
grant for Chinese foreign teachers and up-to-5-month awards for researchers of Chinese culture
(CSC, n.d.). The diversity of CGSs is not comparable to that of U.S. government scholarships,
but their degree and non-degree program duration is generally much longer than U.S. grants.
Nearly 40 degree and non-degree exchange programs sponsored by the U.S. government vary in
duration and target at diversified age and professional expertise groups (ACPD, 2014).
International Ph.D. students are funded by the Chinese government for up to four years, master’s
students for three years and undergraduates for five years. Meanwhile, master’s degree pursuers
are sponsored for maximum two years under the Fulbright Foreign Student Program, the longest
U.S. sponsored scheme and non-degree exchange participants are financed 10 months maximum
and 1 day minimum (ACPD, 2014). With longer duration and bigger number of grant recipients
than the U.S. scholarships, CGSs undoubtedly bring Chinese country, culture, customs, and
values to a myriad of intercultural communicators. China MoE’s interest in granting long-term
scholarships to international students might be worthwhile. Myungsik and Elaine discovered that
25% more of those with 2-3 years of experience in China reported their favorability of the country
than those on shorter exchange schemes (2018, p. 63). In Le’s study (2019), duration effect was
mediated through degree pursuit. Degree pursuers whose stay in the U.S. was longer than non-
degree exchangers were more involved in academic and cultural activities, gained more
understanding of and developed a more positive attitude toward the host country than their
counterparts.

While the U.S. government relies on the ECA and embassies overseas to recruit
international students, the Chinese engages all forms of school. Roughly 100 Cls were founded
in Asia-Pacific countries during 2014-2018 and centred most in South Korea, Thailand, and
Japan (Custer et al., 2019, p. 35), which are in top 10 countries of origin of international students
in China (Statista Research Department, 2020). Domestically, exchange and collaboration
between Chinese and international primary, middle, and vocational schools through joint schools
or projects are encouraged (China MoE, 2010, pp. 34-35). China signed bilateral cooperative
agreements with the governments and partnerships with the institutions of 16 Asia-Pacific
countries by 2010 (Custer et al., 2019, p. 34). Its top three partners were Australia (63 agreements
and partnerships), Japan (46) and Singapore (49). However, strong institutional bonds with those
developed countries did not correlate with a massive influx of students to China from these
countries (China MoE, 2011). This might compel China MoE’s long-term recruitment strategy
shift to developing countries (MoE, 2010, p. 35).

In the form of an ODA, CGS is more adaptable to the Asia-Pacific economic and
educational conditions than U.S. exchange schemes (CRS, 2008, p. 2). It aims to financially
support recipients’ getting access to higher education, conducting research or receiving Chinese
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language training in China (Dong & Chapman, 2008, p. 156). This explains why CGSs do not
regard candidates’ academic merit and leadership attributes as important as U.S. scholarships do
despite their association with the future “opinion leader” effects of exchange programs. In a
larger scale, China’s public diplomacy message is also adjusted to global regions (d’Hooghe,
2005). While it brands a China with respect of human rights in Europe and in the U.S., the
“China’s Peaceful Rise” is communicated to Asia. Chinese foreign assistance is welcome in
developing countries as it prioritizes development and does not impose standards policy or
government performance for them (CRS, 2008, p. 2). Meanwhile, counter-terrorism and
advancing democracy are the objectives of U.S. foreign aid and certain criteria including free
market are required (CRS, 2008, p. 4). U.S. exchange schemes serve as a reinforcement of its
diplomatic relationship with foreign countries. The Fulbright Program does not reach the
countries with which the U.S. has not built official diplomatic relationships (ACPD, 2019, p. 45).
By contrast, China considers scholarships as a tool to “jump-start” interest in China as an
education destination among those from the Asia-Pacific (Custer et al., 2019, p. 29). Recent
survey and research outcomes have supported the Chinese government’s seeking to build
relationships with developing countries through exchange diplomacy. China is embraced more
by citizens of developing countries with lower-performing economies and less sense of
democratic values than China than by those in more advanced countries (Chu et al., 2015; BBC
World Service, 2017; Myungsik and Elaine, 2018; Pew Research Center, 2019; Tang et al.,
2020). Furthermore, China enhances CGS impacts by supporting its alumni with job seeking
upon grant completion and building strong alumni networks (Myungsik & Elaine, 2018, p. 66).
There, in fact, exists a positive connection between being employed and CGS recipients’
sympathetic attitude towards the host country (Chu et al., 2015, p. 413).

5. Asia-Pacific Public Opinion of China

Chinese exchange diplomacy has two-layered objectives: obtaining favourable public
opinion among the Asia-Pacific public and aligning potential leaders with China’s foreign policy
interests (Custer et al., 2019, p. 4). This paper first examines exchangers’ experience in China
since their sentiments on the country and their willingness to interpret their exchange experience
and knowledge of China to their nationals are largely contingent on their exchange satisfaction
(Scott-Smith, 2009, pp. 51-53; Myungsik & Elaine, 2018, p. 62). Then, it discusses the
achievements of CGS goals, which encompass gaining recipients’ support for China’s multiple
facets and regional people’s “hearts and minds”.

5.1. International Exchangers’ Sentiments on China

China’s exchange overture has made a good progress in improving exchangers’
experience (Dong & Chapman, 2008, p. 157). Up to 77% of international exchangers reported
their satisfactory experience (Dong & Chapman, 2008, p. 165). Nonetheless, more students from
developing countries than those from highly developed ones were content with their experience
in China (Myungsik & Elaine, 2018, p. 64). A majority of international students from the Asia-
Pacific uphold a view that CGSs with full tuition fees, stipends for travelling, accommodation
and living costs are more generous than other government-funded scholarships (Custer et al.,
2018). Chinese government’s Ph.D. full scholarship in 2014 was, on average, equivalent to four
rural Chinese households’ annual income (Myungsik & Elaine, 2018, p. 55). However, living
allowance seemed insufficient for those in big cities, which caused their negative living
experiences (Dong & Chapman, 2008, p. 166; Myungsik & Elaine, 2018, p. 62). Nearly 50% of
respondents to Latief and Lefen’s questionnaires agreed that CGSs could cover daily expenses,
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but not traveling home or to other Chinese provinces or cities (2018). Indeed, CGSs after
adjusting for purchasing power parity, were only equivalent to a half or two-thirds of other
scholarships offered by developed nations such as Australia Awards, UK Chevening, and U.S.
Fulbright Program (Custer et al., 2019, p. 32).

Goldman found that international students’ dissatisfaction with their exchange
experiences also resulted from daily communication with international student affairs staff at
university (1965, as cited in Dong & Chapman, 2008, p. 157). Failure in peer interactions and
the feelings of being unwelcome by Chinese students and faculty were also predictors of CGS
recipients’ satisfaction (Dong & Chapman, 2008, p. 165). Disclosed by Dong and Chapman,
worries about logistical issues and safety were linked with international exchangers’ experiences
(2008, p. 169). The displeasure suggests that China still has rooms for improvement with respect
to international student services at university. Furthermore, students were not satisfied with the
lack of freedom in exchanging ideas, particularly on democracy and human rights and over-
supervision (Chen, 1965, as cited in Dong & Chapman, 2008, p. 157). Despite improvement,
pedagogy and education curriculum were still sources of concern for CGS grantees (Dong &
Chapman, 2008, p. 167). In Latief and Lefen’s study (2018), roughly 70% of survey respondents
felt fulfilled with them.

In general, China is generous in sponsoring international students; however, it has
apparently not done well in providing inputs for exchange impacts. This can be improved by both
the Chinese government and host institutions and exchangers themselves. Personal efforts largely
shaped exchangers’ engagement in cultural and academic activities, embrace of the host country
and acting as a transmitter of knowledge and experience to their networks later (Dong &
Chapman, 2008, p. 170). This suggests academic merit and leadership be selection criteria.

30% more of CGSs (1,000 grants) were given to those from less politically free countries
in the Asia-Pacific than their regional counterparts during 2000-2018 (Custer et al., 2019, p. 37).
Top origins of Chinese government funded international students were Thailand, Cambodia and
Laos, which are either partly free or not free (Freedom House, n.d.). Moreover, the countries with
lower GDP per capita than China received roughly 5,600 scholarships more than their opposite
group (Custer et al., 2019, p. 37). These reflect the Chinese government’s nation branding
strategy targeting at developing economies with low freedom level and economic performance.
These countries normally find it difficult to satisfy the requirements of U.S. foreign assistance
apparently. China obviously fills in the gap left by the U.S. in the Asia-Pacific.

Myungsik and Elaine’s survey outcomes disclosed that 22% more of respondents
positively shifted their attitude about China after their exchange experiences (2018, pp. 64-65).
It is noted that 90% of their respondents were from Africa and Asia and 62% were from poorer
countries than China (Myungsik & Elaine, 2018, p. 55). Dong and Chapman found that almost
all CGS recipients believed that the Chinese government’s exchange scholarship would play a
role in promoting a long-term relationship between China and their home countries (2008, p.
167). These suggest that Chinese government’s provision of educational opportunities for the
elites from developing countries had diplomatic leverage. Myungsik and Elaine also emphasized
the division in post-grant sentiments on China among those with different political and economic
national backgrounds. The ratio of positive and negative view holders among those from
politically free countries was 2:1, whereas that among those from partly free and non-free
countries was 3.4:1 and 2.6:1, respectively (Myungsik & Elaine, 2018, pp. 61-62). The divide
was sharper among those from the more advanced economies than China and those from less
developed countries. The former group’s ratio of favourable over unfavourable attitude was 1.7:1
whilst the latter group’s ratio was 4.1:1 (Myungsik & Elaine, pp. 61-62). These findings justify
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the Chinese government’s oversize attention to those from disadvantaged backgrounds.
Majorities of Asia-Pacific countries are identified with low income and freedom levels, which
lends creditability to the assumption that the regional publics’ generalized orientation towards
China is much similar to that of CGS grantees.

5.2. Asia-Pacific Public Opinion of China

It is uncertain that China’s educational exchange diplomacy exerts some impacts on the
Asia-Pacific general public as there are no clues whether CGSs precede regional public opinion,
or they are built upon existing goodwill for China. Added to that are the interfering factors that
come from China itself (such as its economy and culture), exchangers’ personal efforts or U.S.
economic relations with and military presence in the region. Reliant on existing survey data, this
paper examines Asia-Pacific public’s favourability of China as a country, its general regional
influence, economic influence, and its leadership. There remains a gap between how China and
the regional people perceive it (McGiffert et al., 2009, p. 8). To some extent the U.S.’s attraction
still surpasses China’s.

Compared with the 1990s, China’s image among global publics has sharply declined
across regions (BBC World Service, 2017; Gallup, 2019). Although the Asia-Pacific public hold
more negative attitude toward China than elsewhere in the world, a decline has persisted since
2002 (Pew Research Center, 2019, p. 12). To illustrate, Japanese people’s positive views of China
dropped 41%, Indonesian people by 37% and South Korean public by 32% (Pew Research
Center, 2019, p. 12). Meanwhile, the Pakistani continued to rate China positively during 2014-
2017 period (BBC World Service, 2017, p. 36). That is the only shining point where the number
of CGSs and China’s favourable ratings both increased. The Chinese government granted more
scholarships to Pakistani students than any other Asians with 7,000 grants in 2017 (The Express
Tribune, 2018). With the view that student exchange is an ideal means to strengthen Pakistan-
China strategic partnership, the Chinese government decided to increase the number of
scholarships for Pakistani students annually to 20,000 (Daur, 2019). Generally, China’s
degrading image in the Asia-Pacific shows that the spill-over effects of exchange overture are
not up to the Chinese policymakers’ expectation or if exist, the impacts have not been profound
enough to counter the by-product of China’s aggressiveness in the region.

Chu et al. indicate that those that viewed their own country’s democracy level was more
advanced than China inclined to rate China negatively (2015, p. 413), which was supported by
Pew Global Survey (2019, p. 31). Japan and South Korea with 2018 Aggregate Freedom House
scores of 94 and 86, respectively tended to hold more unfavourable views of China (Freedom
House, n.d.; Pew Research Center 2018, p. 57). The scores of Indonesia and the Philippines (64
and 62, respectively) were lower than the above countries, but were much higher than China (14)
(Freedom House, n.d.). Their general publics’ ratings of China were less critical than the Japanese
and Filipinos. Pew survey also reveals that the stronger a country’s citizens viewed their economy
in comparison with China, the less passionate their embrace of China was (2019, p. 30). Japan
and South Korea whose GDP per capita was higher than that of China upheld a somewhat less
positive attitude towards China than the Philippines, India, and Indonesia (Pew Research Center,
2019, p. 30). Japanese public’s unfavourable ratings of China were exceptionally high (78%) due
to their long-standing sovereign dispute over Senkaku/Diaoyu islands. So far, the patterns of
CGS grantees’ perception of their host country are similar to their national publics. China
apparently still struggles for the Asia-Pacific public’s “hearts and minds” and lags behind the
U.S. Roughly two-thirds or more survey respondents from Japan, the Philippines and South
Korea named the U.S. as their most dependable ally (Pew Research Center, 2019, p. 12). While
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mistrust in China’s rose, willingness to align with the U.S. were reported by 86% of Vietnamese,
83% of Filipinos and 61% of Singaporean (Tang et al., 2020, p. 29). Given China’s aggression
in claiming its marine territory in the South China Sea, their suspicion of it was understandable
(Tang et al., 2020, p. 37).

Regarding Chinese vs U.S. general influence, 47% of Asia-Pacific citizens considered
China as the most influential power while 35% named the U.S. (ABS Wave I11 survey 2010-
2012, as cited in Chu et al., 2015, p. 402). Compared with 2019, 8% more of regional people
regarding China as the biggest political and strategic influencer (Tang et al., 2020, p. 17);
however, its influence was often expressed as a concern (Chu et al., 2015, pp. 403-404; Tang et
al., 2020, p. 17). By contrast, the U.S. lost prominence among 4% of the regional public (31% in
2019 and 27% in 2020) (Tang et al., 2020, p. 17). The decline was most visible among Thai and
Malaysian people (Tang et al., 2020, p. 37). U.S. military presence in the region is welcome by
the ASEAN countries but the superpower is said unwilling to understand their concerns and
engage with them via diplomatic channels (CRS, 2008, p. 77). China has filled in this void by
offering regional countries generous aids and investment and strengthening people-to-people ties
with the region (CRS, 2008, p. 77). Laos, Cambodia, and Brunei, three countries with the regional
top ratios of CGSs per 100,000 persons in 2018 (Custer et al., 2019, p. 31), are most optimistic
about their future bilateral relations with China (Tang et al., 2020, p. 37). However, fewer people
in the Asia-Pacific preferred strong economic ties with China than with the U.S. (26% vs. 64%)
(Pew Research Center, 2019, p. 12). While the Japanese and South Korean supported their current
economic relations with the U.S. much more than with China (Pew Research Center, 2019, p. 9),
the Australian and Indonesian shared an opposite viewpoint (Pew Research Center, 2019, pp. 21-
22). Pluralities of Asia-Pacific tended to view Chinese investment in a sceptical light as they
feared that their economies would be overdepdent on the investor (Pew Research Center, 2019,
pp. 5, 34).

Chinese leadership’s global approval slightly declined during 2012-2015 period, but
jumped back to 34% in 2018 (Gallup Poll 2006-2018, as cited in Custer et al., 2019, p. 43). When
global confidence in most global leaders’ performance has dropped, President Xi Jinping, in fact,
seems to gain more approval than President Donald Trump and President Vladimir Putin (Ray,
2019). Most Filipinos (58%) believed that President Xi would do the right thing in world affairs,
whereas majorities of South Korean and Japanese people expressed an opposite opinion (Pew
Research Center, 2019, p. 37). The Chinese leadership is said to have “matched their rhetoric
with action” and mobilized diversified supports from government bureaus, media networks, its
people and international students to rejuvenate their international image (Custer et al., 2019, p.
47). Although gaining back some confidence in leadership, the overall favorability picture of
China is still grey.

In general, a charming China is more welcome in the less developed countries associated
with lower records of governments’ respect for freedom than in their counterparts. Targeting at
these countries, China is realistic when building up a friendship on some existing goodwill other
than on hatred. The negative correlation between Asia-Pacific countries’ economic status and
civil liberties and their nationals’ ratings of China does exist among CGS exchangers. Yet to
what degree exchangers’ post-grant actions have influenced their national publics’ opinion of
China is not easy to quantify. Research results evidenced that most exchangers became more
favorable of China after their experience in China. Hence, China has achieved its aim of aligning
the future regional leaders with its foreign policy interests through education exchange overture.
CGS alumni’s greater reservoir of goodwill and high record of prominent individuals have
enabled their sponsor to believe that to some extent they have adopted favorable views of China
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in their decision making process. Notwithstanding, the degree to which these leaders have
brought their experience, understanding, and approval of China into their work requires further
research evidence.

6. Discussion

The employment of educational exchange is vital for China to “rejuvenate” its image in
the Asia-Pacific. In response to the question “What can China do to improve relations with your
country?”, 21% believed that China can enhance mutual understanding through people-to-people
exchange (ASEAN Studies Centre and ISEAS-Yusof Ishak Institute, 2021, p. 38). However,
there needs primary data that directly examines the correlation between exchange programmes
and positive attitudes towards China (if any) and the mechanism of influence to firmly conclude
the attitudinal effects of China’s exchange diplomacy. China’s image among the Asia-Pacific
public is affected by a series of factors and in various ways (Custer et al., 2019, p. 42). They
range from its emergence as a global economic superpower, the Belt and Road Initiative (BRI),
its aggressiveness in territory claims, democratic ideas, culture, history, and education to the
presence of other global powers in the region. Hence, the following suggestions do not attempt
to directly target each of them, but generally to improve the effectiveness of its exchange
diplomacy.

As CGSs form a part of China’s development aid to the developing countries and are
aimed at assisting foreign students pursuing their higher education in China, it has given less
emphasis on the scholarship recipients’ academic quality and leadership. Meanwhile, Scott-
Smith concedes, exchanges “cannot be easily fine-tuned into a political instrument” and then
selecting participants becomes critical as it helps reduce risks. In fact, these intercultural
communicators’ efforts proved the most significant predictor of their satisfaction with their
studying and living experience in China and their post-exchange positive perception towards
their host (Dong & Chapman, 2008, p. 170). The more energies they devoted to their studies, the
more engaged they were in cultural and academic pursuits, the more pleasant they found their
experience in China , not to mention the more potential they have to become future elites and
“opinion leaders”. Thus, at the core of China’s exchange diplomacy, there should be a clear
distinction between an assistance and a diplomatic tool. If education exchange is a channel for
China to support other less developing countries, quantity may be prioritized. However, if it is a
public diplomacy tool, participants’ qualities are important as they decide its spill-over and long-
term effects and China’s ability to set up alignment with future leaders.

The success of exchange diplomacy requires a comprehension among direct practitioners
about their roles. Apart from the Chinese government’s generous scholarships and endeavours to
internationalize its education system, universities, a broad context in which exchange participants
have daily communication and expose to Chinese diversified aspects, play a role. International
service staff seem to be at the forefront in gaining China’s attraction, hence they need to be
professionally well-trained to understand their role in the whole process of wielding their
country’s effects. In addition, it is not easy to search for a well-designed and published agenda
to attract international students from Chinese universities, whereas they need to promote
themselves in the international pool rather than giving a description. More than that, separating
domestic and international students’ living accommodations has limited their opportunities to
interact with each other, exchange ideas and mutual understanding deepening. Festivities during
international students’ experience in China enhance cultural exchange, but strong alumni
networks also reinforce exchangers’ spirit, support each other, and spread their knowledge and
experience to others after their grant completion. Either the China Scholarship Council or the



VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 4 (2023) 84

universities themselves should conduct students’ experience evaluation and exchange impacts’
assessment on a regular basis to understand their success and necessary adjustments.

7. Conclusion

China has proven its well-thought education exchange strategies and highly adaptable
implementation approach than the U.S. It targets the participants from the less developing
countries with lower record of freedom in the Asia-Pacific where there already exists a certain
reservoir of goodwill for it, which enables exchange activities to win the general publics’ hearts.
At the same time, instead of applying a set of criteria regarding human rights, individual freedom,
and free markets to all targeting countries like the U.S., China has given priority to assisting the
beneficiaries. Chinese education exchange has been effective in gaining more positive
perceptions among the CGS recipients. Nevertheless, their “spill-over” effects on their home
countries’ general publics have not been strong enough to balance against the negative influence
of China’s actions and authoritarian regime. More assessment efforts to justify the spill-over
effects resulting from CGSs are required. China’s strong economy and abundant financial
resources can bring global exchange participants to the country, but China has had less control
over their satisfaction with their experience and favourability of the country, let alone their
interpretation of their experience and knowledge about China to their networks of contacts.
Hence, China needs to envision exchange programmes as a diplomatic tool and prioritize merit
and leadership in grant recipient selection. Moreover, the country should upgrade its education
system and facilitate scholarship recipients’ exposure to their culture and values. That
necessitates the active engagement of the Chinese government’s bureaus and universities.
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 NGOAI GIAO TRAO POI GIAO DUC CUA TRUNG QUOC
VOI KHU VUC CHAU A - THAI BINH DUONG TRONG SO SANH
VOI HOA KY VA MQT SO HAM Y POI VOI TRUNG QUOC

Lé Thi Ly
Truong Pai hoc Ngoai ngir, Pai hoc Quéc gia Ha Nai,
Pham Van Pong, Cau Gidy, Ha Ngi, Viét Nam

Tom tit: Trao doi gido dyc ngay cang duoc xem Ia mét cong cu khong thé thiéu trong chinh sach
ngoai giao ciia Trung Quédc va Hoa Ky ddi voi khu vuc chau A - Thai Binh Duong. Tinh hop phép va
mém déo da Iy giai vi thé ctia cong cu ngoai giao nay, mac du cdng cu co tac dong trong dai han va kho
aé dinh ro. Dé gianh duoc ca “trai tim va khéi 6¢” ctia nguoi dan trong khu vie, Trung Quéc va Hoa Ky
d trién khai cong cu ngoai giao nhan dan nay nhung theo nhitng cach thuc khac nhau. Tur goc d6 so sanh,
bai bao s& thao luan vai trd cua trao ddi gio duc trong chién luoc qudc gia va thuc tién ap dung ngoai
giao trao di cua Trung Qudc va Hoa Ky tai khu vic chau A - Thai Binh Duong. Bai bao khiang dinh rang
trao ddi giao duc c6 vi tri quan trong trong chinh sach ddi ngoai cua hai cudng quc nhim muc dich cai
thién va cung ¢b hinh anh trong khu varc. Trong khi Hoa Ky bo qua nhirng khac biét gitra cac khu vuec,
Trung Quéc di c6 nhirng sang kién, thay ddi phu hop gidp ngoai giao trao ddi cua qudc gia nay c6 kha
ning thich ung véi khu vire. Tuy nhién, diéu d6 khong c6 nghia la Trung Quoc dat duoc hi¢u qud trong
ngoai giao trao d6i hon Hoa Ky. Tt viéc thao luan ve chinh sach va thuc tién cua ngoai giao trao ddi cua
hai quéc gia, tac gia s& dwa ra mot sé goi y nham cai thién hiéu qua cua ngoai giao trao d6i Trung Quédc.

Tir khod: ngoai giao trao d6i, Chau A - Thai Binh Duong, Trung Quéc va Hoa Ky
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Abstract: Voice onset time (VOT) - an aspect of stop production, is known to be constrained
by a number of word-level and speaker-level factors. While there has been extensive experimental
research on VOT production, few studies have situated this aspect in naturally-occurring spontaneous
speech. The goal of this study is twofold. First, we determine if the factors that affect VOT production
in experimental studies conducted in speech laboratories are also relevant for VOT production in
spontaneous speech. Second, we explore the possible interactions among those factors. In this study, a
spoken corpus consisting of clips from a reality TV show was analyzed using a semi-automatic VOT
measurement method that allows for the quick and reliable processing of large numbers of VOT
measures. The findings confirm the effects of word-level constraints in the expected directions;
however, we find negligible effects of speakers' individual differences, namely speech rate and speaker’s
gender, on VOTSs. The current study sheds new light on a range of factors that were previously identified
as significantly affecting the patterning of VOTSs found in experimentally-elicited data.

Keywords: VOT, stop production, spontaneous speech
1. Introduction

The variability of sound production is conditioned by various phonetic and phonological
factors (e.g., phonological context, the language-specific realization of the contrasts, and
coarticulatory constraints) and speakers' individual differences. One way to examine this
variability is by analyzing phonetic cues, such as voice onset time (VOT). VOT measures the
timing between the release of the stop closure and the onset of voicing in the following sonorous
segments (e.g., vowels, glides and liquids), and is commonly used to distinguish between voiced
stops on the one hand and aspirated and unaspirated stops on the other in many languages,
including English. In English, the phonetic realization of the /p/ sound is typically more
aspirated than that of the /b/ sound, which is usually phonetically devoiced, resulting in a longer
positive VOT value for [p] compared to [b]. These English voiceless stops generally exhibit
VOT durations ranging from 40 ms to 100 ms. Meanwhile, voiced stops in English are often
devoiced with the exception of those occurring in intervocalic positions, resulting in negative
VOTs since the vocal cords start vibrating before the release of the stops (Forrest et al., 1989;
Klatt, 1975; Lisker & Abramson, 1964).

A host of factors are known to influence VOT measures, including linguistic factors
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such as place of articulation of the stop sounds, the position of the stop sounds in a syllable,
stress placement (Cho & Ladefoged, 1999; Klatt, 1975; Whiteside et al., 2004), lexical
frequency and non-linguistic factors such as speaker gender, individual speaking rate, age and
emotional state (Koenig, 2000; Ryalls et al., 2004). The location in the vocal tract where the
stop consonant is produced has been shown to affect VOT, with longer VOTs measured for
velars than for coronals and labials (Lisker & Abramson, 1967; Volaitis & Miller, 1992). The
context in which the stop consonant appears also affects VOT, with voiceless stops in initial
position having longer VOT values than those in medial or final position. Speaker
characteristics such as age, gender, and dialect can also influence VOT, with males having
longer VOTSs than females and older speakers having shorter VOTSs than younger ones. The rate
of speech, voice quality, and emotional state of the speaker also affect VOT, with faster speech
and creaky voice resulting in shorter VOT values, while anxious or excited speakers tend to
have shorter VOTs than calm or relaxed ones.

Previous research has primarily examined the effects of these factors on VOT using
carefully controlled speech elicited in phonetic labs, such as read word lists, read sentences, or
read passages. However, how these factors influence VOT in naturally occurring spontaneous
speech remains unclear, largely due to the difficulty in deriving phonetically robust VOT
measures from conversational speech, which can be more time-consuming. Thus, the aim of
this study is to investigate if the aforementioned factors affect VOT in spontaneous speech
similarly to controlled experiments and to identify any potential interactions among these
factors. Studying the variability of VOT production in spontaneous speech is important as it
can shed light on how speakers produce speech in natural settings and help gain a better
understanding of the complex nature of speech production and its variability.

2. Constraints on the Variability in VOT Production

2.1. Linguistic Factors

Variation in VOT is constrained by a complicated set of linguistic factors (Auzou et al.,
2000, Docherty, 1992). Phonological voicing and aspirates are the most significant factors
affecting VOT, with VOT behaving differently for voiced and voiceless stops (voiced <
unaspirated voiceless < aspirated voiceless). Furthermore, place of articulation heavily
influences VOT durations, with VOT expected to increase progressively for bilabial, alveolar,
and velar stops (Docherty, 1992; Lisker & Abramson, 1967; Nearey & Rochet, 1994). The
phonological context also affects VOT, including following vowel height and following
segment identity. Several experimental studies conducted in laboratories have observed that
VOT durations are longer before high vowels than low vowels (Berry & Moyle, 2011; Klatt,
1975). Additionally, VOT durations are also found to be longer before consonants in complex
onsets than before vowels in CV syllables (Docherty, 1992; Nearey & Rochet, 1994). These
findings suggest that the phonetic context in which stop consonants are produced can impact
VOT durations.

Recently, there have been investigations into various aspects of words that could affect
VOT durations, but some findings remain inconclusive. In one study, Yao (2009) analyzed
unplanned American spontaneous speech and discovered that more frequently used words have
shorter VOT durations. However, in a replication study that employed read word lists, Yu et al.
(2013) found no significant impact of lexical frequency on VOT. Another factor that could be
relevant is syllable stress, which has been observed to lead to longer VOT durations, as noted
by Cole et al. (2007) and Stuart-Smith et al. (2015). However, this trend is more consistent for
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voiceless stops than for voiced counterparts. Similarly, speech rate has a voiced-voiceless
asymmetry, with VOT decreasing significantly as speech rate increases for voiceless stops, but
not for voiced stops, as observed in studies by Miller et al. (1986) and Stuart-Smith et al. (2015).

2.2. Speaker-related Factors

VOT can be influenced by various speaker-related factors such as age, ethnicity, and
gender, and their interactions can also play a role. For example, Ryalls et al. (1997) and Ryalls
et al. (2004) examined the effect of ethnicity and gender in younger and older African-American
and Caucasian-American male and female speakers and found significant differences in VOT
among younger speakers, with male and African-American speakers producing more voicing
for voiced stops. However, in older speakers, no significant effects of ethnicity or gender were
observed. Turning to the age factor, although several studies have investigated the relationship
between VOT and aging, the results have been inconclusive. While Ryalls et al. (2004) reported
that older speakers (over 70) have shorter VOT durations than younger speakers, other studies,
such as Petrosino et al. (1993) and Torre and Barlow (2009), have found no significant age-
related differences in VOT or complex interactions between age and gender. It follows that
VOT values may reflect age both as a socially-conditioned life stage and as a physiological
consequence of aging. Table 1 below shows a summary of factors constraining VOT durations.

Table 1
Factors Constraining VOT Durations

N

anterior posterior

low vowels high vowels
preceding vowel preceding consonant
unstressed syllables stressed syllables
high lexical frequency low lexical frequency
high speech rate low speech rate

male female

3. The Study

The above discussion on the different constraints on VOT measures in experimental and
carefully controlled studies leads us to the question whether these same constraints affect VOT
production in spontaneous speech and how they interact with each other. In this paper, we aim
to investigate the extent to which these constraints affect the duration of VOT in word-initial
voiceless stops only. The reason for including only word-initial voiceless stops is that initial
voiced stops are frequently devoiced in English but not always, and closure voicing is still
observed in their phonetic realization, which can cause complications for annotation and
analysis. By focusing on this specific aspect, we hope to gain a deeper understanding of the
influence of factors such as lexical frequency, syllable stress, and speaker-related factors like
ethnicity, age, and gender on VOT durations. Through this investigation, we hope to provide
new insights into the mechanisms that underlie VOT production in spontaneous speech and the
various factors that shape it.
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3.1. Sample Description

For the purposes of examining natural VOT production, speech data was collected from
seasons 30-35 (2020) of the reality TV show The Challenge. The contestants on this show play
in teams to compete against each other in a variety of missions to win prizes and advance in the
game. Around 25 minutes of audio was extracted from the show, featuring twenty different
contestants who speak different dialects of American English. Demographic information such
as age, gender, and dialect spoken is provided in Table 2, along with the amount of data
collected from each contestant. The exchanges between speakers are brief and consist mainly
of questions and answers, with the overall speech register being casual and conversational. This
type of spontaneous spoken data offers a valuable opportunity to investigate VOT production
in the most natural context possible.

Table 2
Demographic Information of Speakers and Amount of Data for Each Speaker

Speakers Gender Age Dialect spoken Total length  of
speaker’s initial
voiceless stops

1 P.P M 20 North Central English 0:59
2 G.H M 23 Inland Northern English 1:33
3 S.B M 23 Metropolitan New York 1:34
4 V.P M 20 Metropolitan New York 0:35
5 S.B M 23 Metropolitan New York 1:56
6 L.R M 21 Northeastern English 1:.07
7 JR M 27 Pennsylvania 1:05
8 L.J M 25 Philadelphia English 0:55
9 K.H M 25 Philadelphia English 0:48
10 GH M 22 Southern 1:27
11 LP M 39 New Orleans 0:52
12 CA M 25 Western American English 1:21
13 NA F 26 Metropolitan New York 1:42
14 MA F 24 Northeastern English 1:10
15 ND F 38 Northeastern English 1:17
16 D.N F 31 Northeastern English 1:12
17 DW F 32 Northeastern English 1:.01
18 AC F 25 North Central English 1:51
19 KJ F 26 Philadelphia English 0:57
20 CV F 35 Western American English 1:32

Total 24:54
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3.2. Data Preprocessing

Before force-aligning each audio clip from The Challenge seasons 30-35 (2020), two
research assistants cross-checked both the orthographic transcription and audio. Afterward, a
version of the HTK-based aligner from FAVE (Rosenfelder et al., 2011) was utilized for the
force-alignment process. VOT measurements (in ms) for all word-initial voiceless stops (n =
18,437) were semi-automatically conducted following a two-step procedure outlined in Stuart-
Smith et al. (2015). AutoVVOT software (Keshet et al., 2014) was used to measure VOTSs for
voiceless stops in the first step, and the results were manually inspected, corrected, and coded
by three other research assistants in the second step.

The coding scheme consisting of three labels was utilized by three annotators. The first
label indicated that the automatic prediction was correct, while the second label indicated that
the automatic prediction was incorrect but could be easily corrected, and therefore was
corrected. The third label was used when the data was unusable due to errors in alignment,
speaker overlap, background noise, or transcription errors. Inter-coder agreement was
determined by manually correcting 10% of the VOT data that was automatically predicted.
Predictions from AutoVOT were corrected for 2,121 voiceless stops, which accounts for
approximately 12.2% of the total predicted VOT measurements. Unusable VOT measurements
for all three voiceless sounds accounted for 29.6% of the total data. Ultimately, the final dataset
consisted of 12,272 tokens, including 2,786 [p] tokens, 5,379 [t] tokens, and 4,107 [k] tokens,
after excluding the unusable VOT measurements. Table 3 illustrates the breakdown of tokens
by the three labels.

Table 3
Number and Proportion of Voiceless Stops Automatically Measured

Voiceless n Correct Corrected Not usable Final

stops datasets (n)
[p] 2,994 2,063 (68.9%) 723 (24.1%) 208 (7.0%) 2,786

[t] 9,313 4,627 (49.7%) 752 (8.1%) 3,934 (42.2%) 5,379

[K] 5,130 3,461(67.5%) 646 (12.6%) 1,023 (19.9%) 4,107

Total 17,437 10,151 (58.2%) 2,121 (12.2%) 5,165 (29.6%) 12,272

The two variables in our study, speaking rate and lexical frequency, were
operationalized as follows. The rate at which a person speaks was determined by dividing the
number of syllables in a phrase, which was identified as a portion of speech separated by at
least 60 milliseconds of silence or non-speech, by the duration of that phrase in seconds.
Kendall's (2013) approach was adopted to exclude pauses from the speaking rate calculation,
with a cutoff of 60 ms. As for lexical frequency, it was determined by referring to Subtlex-UK,
a new and improved word frequency database for British English, and transforming the
frequency values into logarithmic scale after retrieving the orthographic form for each token.

3.3. Statistical Analysis

The aim of this study is to investigate the correlations between VOT duration and seven
variables outlined in Section 2. We utilized mixed-effects linear regression models with the
Ime4 package (Bates et al., 2014) in R (R Core Team, 2014) to achieve this, where VOT was
represented as a function of the variables that were discussed earlier. Because we were mainly
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interested in voiceless stops with positive VOT values, which could result in an imbalanced
distribution of VOT, we used the logarithm of VOT as the dependent variable in the models.
The fixed and random effects incorporated into the models are described in detail below.

3.3.1. Fixed Effects

The seven main effects, including five word-level variables and two speaker-level
variables were included in the models. Specifications are detailed in Table 4 below:

Table 4
Type and Levels of Variables Included in the Models

Variables Type (levels)
Word-level Place of articulation factor (bilabial, alveolar, velar)
Following vowel factor (non-high, high)

Following segment identity factor (vowel, consonant)

Syllable stress factor (unstressed, stressed)
Lexical frequency continuous

Speaker-level Speaking rate mean continuous
Gender factor (male, female)

Helmert contrasts were used to code categorical variables with the intention of reducing
collinearity and making it easier to understand the main effect terms in the models. Table 3
provides information about the levels of each variable used. In order to answer the research
questions, we included main effect terms for the seven variables in our models. The continuous
variables, Lexical frequency and Speaking rate mean, were centered by subtracting their mean.
We evaluated the possibility of interactions between the variables by (1) generating graphs to
identify potential interactions in cases where one variable appeared to adjust the other's effect
on VOT, and (2) conducting stepwise backward model selection using the step() function in the
ImerTest package in R to explore all potential two-way and three-way interactions between the
seven variables.

3.3.2. Random Effects

To account for the non-independence of tokens from individual words (12,272 tokens
vs. 950 types), random effects were incorporated in the models for words and speakers. Random
intercepts for both words and speakers were included, as recommended by Allen et al. (2003)
and Sonderegger (2012), to address variations among speakers and words, along with other
sources of variability. In each model, every possible by-word and by-speaker random slope was
included to accommodate the variation among speakers and words in the impacts on VOT that
fixed-effect terms captured. This method also prevents Type | error in the fixed-effect
coefficients. Furthermore, by including both speaker random intercepts and slopes, it provides
some control over factors that were not considered fixed factors in the models.
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4. Results

4.1. Exploratory data analysis

The relationship between VOT and the seven variables mentioned above is shown in
Figures 1-7. Figure 1 shows plots of the relationship between VOT and gender. From this figure
it can be seen that female speakers generally have longer VOT although it appears that male
speakers vary in terms of VOT duration. Figure 2 shows plots of the relationship between
speaking rate and VOT. There seems to be a small negative relationship between VOT and

speaking rate as indicated by the relatively flat trend line as well as big standard error of the
trend line.
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Figure 3 shows plots of the relationship between place of articulation and VOT
production. As can be seen from Figure 3, the place of articulation of a stop can have an effect
on its VOT production. Velar and alveolar stops appear to be produced with longer VOT

compared to bilabial stops. However, highest VOT durations are observed with alveolar stops,
which is unexpected given the earlier discussion. Figure 4 displays the relationship between

VOT and vowel height in which VOT is larger with high vowels and smaller with low vowels,
which is as expected.

Figure 5
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Another word-level factor, following segment identity, appears to modulate VOT as
well, as can be seen in Figure 5. A stop consonant is likely to be produced with a longer VOT
when it is followed by a consonant (in a consonant cluster) than by a vowel (in a CV syllable).
Syllable stress appears to modulate VOT duration as well, as can be seen in Figure 6. It can be
seen that when a stop consonant occurs in a stressed syllable it will be produced with a larger
VOT. Lastly, as can be seen from Figure 7, larger VOT is observed in words with lower
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frequency, indicating an inverse relationship between VOT and word frequency.

To explore possible interactions among the variables, we plot all two-way and three-
way interactions, showing the trend lines for mean VOTSs in each interaction. For reasons of
space, we only show figures which contain possible interactions, manifested by the divergent
trend lines for mean VOTSs. In Figure 8, the two trend lines are quite divergent, meaning the
effect of vowel height on VOT varies depending on whether that the stop occurs in a stressed
syllable or in an unstressed syllable. Such observation suggests a strong interaction between
vowel height and syllable stress.

Figure 8
Interaction Between Following Vowel Height and Syllable Stress
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Similar observations can be made from Figure 9 below, which indicates a possible
interaction between vowel height and word frequency. The effect of lexical frequency on VOT
duration appears to be modulated by the height of vowel following the stop. Another interaction
can be observed between following segment identity and word frequency, as shown in Figure
10. Likewise, the effect of lexical frequency on VOT varies depending on the identity of the
segment following the stop.

Figure 9
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Figure 10
Interaction Between Following Segment Identity and Lexical Frequency
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4.2. Results From the Mixed-Effects Linear Model

Based on the above exploratory analysis, a mixed-effects linear regression model of
VOT will include seven fixed-effects variables mentioned earlier and three interactions between
vowel height and syllable stress, vowel height and lexical frequency, and following segment
identity and lexical frequency. Also, in order for the coefficients of all effects to be comparable,
all the values of variables are standardized before fitting into the model. The two by-word and
by-subject random terms do not significantly affect VOT?. In Table 5 we only report the results
for fixed-effect terms.

Table 5
Mixed-effects Model Summary

Coefficient EST SE df t p-value
(intercept) 3.903 0.042 334 92.365  0.001***
Gender 0.109 0.071 20.4 1.551 0.136
Speaking rate -0.002 0.073 21 -0.033 0.974
Vowel height -0.131 0.042 423 -3.105 0.002***
Place of articulation -0.177 0.018 756.4 -9.794 0.001***
Syllable stress 0.377 0.035 1388 10.641  0.001***

Twe report random effects here, as suggested by an anonymous reviewer.
Random effects:

Groups Name Variance Std. Dev
word (Intercept) 0.04225 0.2055
speaker (Intercept) 0.02334 0.1528

Residual 0.16299 0.4037
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Following segment identity 0.110 0.043 516 2.556 0.010*
Lexical frequency -0.123 0.033 609.4 -3.770  0.001***
VVowel height : Syllable stress -0.208 0.080 1424 -2.597 0.009**
VVowel height : Lexical frequency -0.138 0.066 63.3 -2.099 0.036*
Lexical frequency : Following -0.179 0.068 852.5 -1.606 0.009**

segment identity

In our analysis of the factors that influence VOT, we initially examined speaker-level
variables, such as gender and mean speaking rate, and found that they did not significantly
impact VOT (p=0.136 and p = 0.974, respectively), as presented in Table 5. We then proceeded
to investigate word-level variables and discovered that all five variables we studied had a
significant effect on VOT. Specifically, place of articulation had a significant influence on VOT
production (p = 0.001). To further explore this relationship, we conducted post-hoc Tukey tests
and observed that bilabials had a significantly shorter VOT than alveolars and velars (p =
0.0001), while alveolars and velars were not significantly different from each other (p = 0.39).
Additionally, following vowel heights, following segment identity, word frequency and syllable
stress all had statistically significant effects and in the expected direction. Specifically, VOT
measures were significantly longer when the word-initial voiceless stops occurred in a stressed
syllable of a frequently occuring word, were followed by a high vowel or a consonant.

Our analysis now turns to examining the interaction effects among the variables. Our
model predicts a significant interaction between syllable stress and vowel height, indicating that
the difference in VOT production between stressed and unstressed syllables is significantly
influenced by whether the following vowel is high or non-high (p = 0.009). Additionally, we
observed a significant interaction effect between vowel height and lexical frequency, where the
difference in VOT between more and less frequent words depends on whether the following
vowel is high or non-high (p = 0.002). Furthermore, the difference in VOT when followed by
a consonant versus a vowel is significantly influenced by word frequency (p = 0.009). Overall,
our mixed-effects linear regression model confirmed the findings from our exploratory data
analysis.

5. Discussion

The aim of the current study was to explore constraints on VOT variability in
spontaneous speech, which has been relatively understudied compared to VOT in laboratory
speech. This is due to the difficulties and time-consuming nature of analyzing VOT in
spontaneous data. To overcome this challenge, we adopted a quick and feasible VOT
measurement method developed by Stuart-Smith et al. (2015) that employs a semi-automatic
procedure with the AutoVOT algorithm to analyze a large number of reliable VOT measures.
We also examined both speaker-level and word-level factors that may influence VOT measures.
In the following sections, we will compare our findings with previous research on VOT in
laboratory speech to gain a better understanding of the extent to which our results align with
established findings.

Several laboratory studies have demonstrated that speaking rate has an impact on VOT
duration (Kessinger & Blumstein, 1997; Miller et al., 1986). However, our analysis of
spontaneous speech data suggests that such variables have an insignificant effect. With respect
to speaker gender, previous studies have shown that male speakers tend to produce significantly
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lower VOT than female speakers (Koenig, 2000; Morris et al., 2008; Oh, 2021; Ryalls et al.,
1997; Whiteside & Irving, 1998; Whiteside & Marshall, 2001), although the results vary
depending on age and ethnicity. In our study, we observe a weak relationship between VOT
and gender. This may be attributed to our relatively small sample size of only 20, which could
make it difficult to detect any trend.

Let's now shift our focus to the word-level factors that impact VOT production. Previous
studies conducted under strictly controlled conditions in the laboratory have suggested that
VOT variation is limited by the place of articulation. The literature often reports the VOT
hierarchy, which suggests that the further back the place of articulation the longer the VOT
(Cho & Ladefoged, 1999; Lisker & Abramson, 1964). This hierarchy is generally more
noticeable with voiced stops in lab studies. Our analysis of spontaneous speech data revealed
that bilabials had shorter VOTSs than alveolars and velars, with no significant difference between
the latter two, which supports the findings of Docherty (1992). The other word-level factors
examined in our study showed significant effects in line with those reported in lab studies.
Specifically, VOT was longer before high vowels (Berry & Moyle, 2011; Klatt, 1975) and
shorter in more frequent words (Sonderegger, 2012; Yao, 2009). Moreover, syllable stress had
a significant effect on VOT, with stops in stressed syllables having a significantly longer VOT
than those in unstressed syllables (Cole et al., 2007; Lisker & Abramson, 1967; Stuart-Smith et
al., 2015). Lastly, we found that the following segment after a word-initial stop, whether a
consonant or a vowel, significantly influenced VOT duration, with VOT being longer when
followed by a consonant than by a vowel. This aspect has not been extensively studied in
previous research except for Klatt (1975), and thus our findings offer some novel insights that
can be corroborated in lab studies.

6. Conclusions

The exploration of VOT in stop production has been comprehensive, although
investigations of this aspect in naturally-occurring speech have been limited, owing to the
difficulty of measuring VOT in conversational discourse. Nevertheless, we were able to
surmount this challenge by implementing a rapid and reliable approach developed by Stuart-
Smith et al. (2015), which utilized a semi-automatic process to analyze extensive VOT
measurements using the AutoVOT algorithm. Our study demonstrated that word-level
constraints had the anticipated impacts on VOT, while we did not detect any significant effects
for speaker-level variables, such as speech rate and gender. Overall, our inquiry provides a fresh
outlook on the range of factors that restrict VOT patterns in spontaneous speech, and future
studies incorporating larger sample sizes or different populations are necessary to scrutinize
these effects in greater detail.
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NHUNG YEU TO RANG BUQC THOI GIAN KHOI THANH
CUA PHU AM TAC TRONG TIENG ANH:
NGHIEN CUU TU LOI NOI TU NHIEN

Nguyén Thi Quyén

Khoa Ngon ngiz, Trirong Pai hoc Quéc té, Pai hoc Quac gia TP.HCM,
Khu phé 6, Phuong Linh Trung, Thanh phé Thi Bic, Thanh phé Ho Chi Minh, Viét Nam

Tom tat: Thoi gian khai thanh (voice onset time - VOT) la mét gia tri dinh lugng d6 léch pha
tinh béng mili gidy giita hoat dong dong/md cua cac co quan cAu am trén thanh quan va day thanh. Nhu
da biét, day 1a mot dai luong quan trong trong viéc phan biét cac phu am hitu thanh va phu am vo thanh
va bat hoi trong nhiéu ngdn ngir trén thé gioi ndi chung, va tiéng Anh noi riéng. Trong san sinh phu am
tac, c6 nhidu nghién ciru cho rang gia tri dai lugng nay bi rang bugc boi nhiéu khia canh vé ngudi noi
va dic diém ngir &m cia moi trudng xung quanh phu am tac. Trén thé gisi da c6 nhiéu nghién cau vé
c4c yéu to rang budc thoi gian khoi thanh, nhung hau hét cac nghién ciru nay déu dua trén cac thi nghiém
duoc thiét ké nghiém ngat trong phong lab dé thu thap ngir liéu. C6 it nghién ctru dit van dé nay dua
trén loi n6i xay ra mot cach tu nhién ma khéng thuc hién trong phong lab. Do d6, nghién ciru nay dat ra
hai myc tiéu nhu sau: (1) Xac dinh xem céac khia canh anh hudng dén thoi gian khoi thanh trong céc
nghién cuu thyc nghiém trong phong lab c6 gay ra anh huong tuong tu trong 11 ndi ty nhién hay khong;
(2) Kham phé nhitng tuong tac co thé xay ra giita nhitng khia canh d6. Trong nghién ciru ndy, chdng toi
tap hop dir liéu n6i gom cac doan clip cit tir mot chwong trinh truyén hinh thuc té da dugc phan tich
bang mot phuong phap do VOT ban tu dong cho phép xir Iy nhanh chéng va tin cady mét sé luong lon
c4c gia tri VOT. Két qua cua nghién ciru cho thay cac khia canh ¢ cap do tir chira phu am vo thanh c6
anh huong téi gié tri VOT nhu da dugc xac 1ap ¢ c&c nghién ciu trong phong lab. Tuy nhién, nghién
ctu chi ra tac dong khong déng ké cua sy khac biét ca nhan ciia ngudi néi, cu thé 1a tée do néi va gioi
tinh ciia nguoi noéi, ddi voi gia tri VOT.

Tur khéa: thoi gian khai thanh, san sinh phu am tac, 10i n6i tu nhién
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Abstract: This descriptive study aims to examine the perceptions of Vietnamese English as a
Foreign Language (EFL) teachers on the influence of research on their instructional practices. The study
involved 50 highly proficient and experienced teachers from five universities located in the Mekong
Delta region of southern Vietham. A questionnaire consisting of 26 Likert-type items was used to collect
data, and the teachers’ perceptions of research effects were assessed based on their mean scores. The
results indicated that research significantly enhanced teachers’ comprehension of their teaching
practices, prompting them to reflect more deeply on their teaching methodologies. Additionally,
research facilitated the elucidation of language learning processes, widened sources for developing
teaching ideas and experience, refined academic instructions, and encouraged reflective teaching
practices. The study contributes to the existing literature on the influence of research on instructional
practices and provides insight into the critical effects of research on teachers’ practices. The results may
inform policy and practice decisions on incorporating research into teacher training and professional
development initiatives. Overall, this study highlights the importance of research in enhancing
instructional methodologies and promoting reflective teaching practices.

Keywords: EFL teachers, research, instructional practices, Vietnam
1. Introduction

Investigation into the interdependence between research and pedagogy has been the
subject of scholarly scrutiny for an extended temporal span, with Humboldt (1810) being
attributed as the pioneering savant to discern the interconnectedness between these practices in
the 19th century. In the intervening years, a plenitude of inquiries has been undertaken to
elucidate the symbiosis between research and didactic methodologies, with some academicians
positing that research can bolster pedagogy by proffering contemporaneous resources and
stimulating student engagement (Burnaford et al., 2000). Research additionally assumes a
pivotal role in honing teachers’ instructional competencies by harmonizing their pedagogical
objectives with commensurate actions.

Within the purview of second language acquisition (SLA), the interrelation between
research and instructional techniques is intricate, and the import of such investigations for
classroom pedagogy is frequently accentuated. While certain researchers endeavor to
ameliorate language education via SLA research (e.g., Erlam, 2008; Nassaji, 2012), others
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manifest trepidations apropos the repercussions of research on linguistic instruction (e.g.,
Chamot, 2004; Heift & Chapelle, 2013). Divergent perspectives abound with respect to the
applicability of research to pedagogy, with some proponents advocating for a propitious nexus,
whereas others contend that research and instruction occupy disparate dimensions (Neumann,
1996). Notwithstanding the existence of myriad investigations examining the interplay between
research and pedagogy, a paucity of focus on teachers’ viewpoints prevails. Therefore, it is
incumbent upon scholars to undertake a study probing teachers’ perceptions vis-a-vis the
impact of research pursuits on their didactic methodologies.

While the universal dialogues on the interplay between research and pedagogy have
evolved over the centuries, it is pivotal to situate this discourse within the specific socio-cultural
and educational milieu of Vietnam. The Southeast Asian nation, with its rich tapestry of history,
culture, and pedagogical traditions, brings forth unique nuances that shape the pedagogical
underpinnings and research dynamics (Pham & Hayden, 2019). Vietnam has, in the past few
decades, undergone a transformative journey in its educational sector, driven by the nation’s
keenness to integrate globally and its aspirations to elevate its human development indices (Le
& Le, 2020). As part of this transformative narrative, English language instruction has emerged
as a paramount arena, given the language’s pivotal role as a global lingua franca and Vietnam’s
ambitions in the domains of trade, tourism, and technology (Tran & Tanemura, 2020). While
the nexus between research and pedagogy has been recognized in global academic paradigms,
the interplay assumes particular significance in the Vietnamese context.

In Vietnam, a country where pedagogical traditions have historically been influenced
by a blend of Confucian values and more recent socialist educational doctrines (Truong et al.,
2017), the introduction and acceptance of modern research-driven pedagogical techniques can
be seen as both an evolution and a revolution. Recent years have witnessed a burgeoning
emphasis on evidence-based teaching in Vietnamese educational institutions. This is driven by
both top-down policy reforms advocating for a more research-informed pedagogy and
grassroots movements among teachers, many of whom are now exposed to global pedagogical
discourses through training programs, international collaborations, and academic exchanges
(Tri, 2023). However, challenges persist. While the Vietnamese education sector recognizes the
merits of research-driven pedagogy, systemic constraints, including infrastructural limitations,
lack of training in research methodologies, and sometimes a cultural hesitance to depart from
traditional teaching techniques, may impede the seamless integration of research into classroom
practices (Le, 2017). Furthermore, the perceptions of Vietnamese EFL teachers, who operate at
the confluence of global English language teaching norms and indigenous Vietnamese
pedagogical traditions, are particularly salient. Their lived experiences, intrinsic motivations,
and the extrinsic challenges they confront in melding research with pedagogy offer invaluable
insights. Such insights not only illuminate the current state of EFL instruction in Vietnam but
also guide future policies, capacity-building initiatives, and curricular reforms to ensure that
the symbiosis between research and pedagogy is both meaningful and efficacious in the
Vietnamese context.

Concomitantly, this study’s primary aim is to examine the perceptions of Vietnamese
EFL teachers concerning the effects of research initiatives on the enhancement of their teaching
methods. The research question guiding this study is, “How do Vietnamese EFL teachers
perceive the impact of research on their pedagogical practices?” The study strives to identify
distinct elements of research that influence teachers’ teaching practices, providing EFL teachers
with insights into harnessing research to amplify their instructional skill and efficacy. In
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addition, this study aims to delve into teachers’ anticipations of how research can bolster their
pedagogical strategies and teaching techniques. This study, therefore, motivates teachers to
engage in research with the aim of consistently improving their instructional standards and
proficiency.

2. Literature Review

2.1. Definition of “Research”

Research can be characterized as an erudite exploration that engenders novel cognition
through the unearthing and systematization of unprecedented information, or the inception of
profound comprehension of extant knowledge and praxis (Kim, 1990). This process
necessitates the formulation of perspicacious inquiries, scrutinizing phenomena, extrapolating
interpretations, and amassing, orchestrating, and appraising empirical evidence (Bryman, 2007;
Onwuegbuzie & Leech, 2006). Additionally, it encompasses the execution of inferential
reasoning, arriving at cogent deductions, and subjecting said conclusions to meticulous
evaluation in order to ascertain their congruity with the postulated hypotheses (Hartwick &
Barki, 1994; Mohammadi, 2016). In this study, “research” is conceptualized as an intellectual
endeavor that fosters the development of new understanding by uncovering and organizing
previously unexplored information or by deepening the grasp of existing knowledge and
practices. The process entails formulating astute questions, examining phenomena, deriving
insights, and gathering, arranging, and assessing data. Furthermore, it involves employing
logical inference to reach sound conclusions and rigorously evaluating these conclusions to
ensure their alignment with the proposed hypotheses.

2.2. Research Features

Research can be delineated as methodical, deliberate, and inquisitive in nature,
encompassing the utilization of veracious and dependable procedures, methodologies, and
techniques devised to maintain impartiality and objectivity (Manfra, 2019). In the realm of
higher education, establishments have transitioned their concentration from pedagogical
endeavors to incorporate investigative pursuits, with didactic prowess and inquiry constituting
paramount indicators of quality within the academic institutions (Coate et al., 2001; Richard et
al., 2009; Tennant et al., 2009). Teachers have perpetually demonstrated adroitness in scholarly
examination, and research constitutes an indispensable facet of their vocational trajectory as it
cultivates their erudition and domains of proficiency, facilitates the unearthing of contemporary
ideations, and augments their scholastic competencies (Babkie & Provost, 2004; Ulla et al.,
2017). Ellis (2012) postulates that pedagogical milieu-based research can contribute tripartitely
to the orchestration of instructional modalities. Primarily, it proliferates the repertoire of
pedagogical schemas accessible for lesson preparation. Subsequently, it codifies the gamut of
examined pedagogical schemas, proffering a systematic classification of schema varieties.
Lastly, it furnishes empirical scrutiny of the application of these schemas within learning
environments, empowering teachers to prognosticate the outcomes engendered by the execution
of a particular schema. It behooves instructors to make autonomous determinations regarding
the incorporation of pedagogical schemas into their lesson plans, predicated upon their
pragmatic acumen, with research equipping them with the requisite tools to make judicious
decisions.
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2.3. Nexus between Research and Teaching Practices

Nassaji (2012) posited an inquiry into the usefulness of SLA research for language
teaching. Diverging views on this subject exist, with some proponents suggesting that SLA
research generally improves language teaching practices (Larsen-Freeman, 1998; Pica, 2005),
while detractors argue it has little impact (Block 2000; Crookes, 1993). Early SLA researchers
(Hatch, 1978; Tarone et al., 1976) cautioned against heedlessly applying SLA research to
teaching, citing the limitations of scope and methodology. However, beyond the confines of
SLA, there are vast territories of pedagogical research spanning areas such as curriculum
design, technology-enhanced teaching, and educational psychology. These areas, too, have seen
their share of debate regarding the application of research to direct classroom practices.

Recent SLA studies offer valuable insights into learners’ consciousness in SLA
processes, input and interaction, and learners’ needs and motivation, but their relevance to
teaching practices requires careful evaluation. Such evaluation necessitates an instructor’s
intimate knowledge and experience with classroom teaching practices (Clements & Sarama,
2008). One approach to determine the pedagogical relevance of SLA research is to utilize it to
address practical difficulties that teachers have identified as significant. However, this method
can be challenging, given that researchers in various areas of SLA may lack familiarity with
the challenges surrounding classroom teaching, and their sense of relevance may differ from
that of teachers. Therefore, researchers require the assistance, understanding, and engagement
of teachers to draw appropriate conclusions about the relationship between research and
teaching practices. Understanding the nature and situations of practical difficulties is necessary
to solve problems in language teaching (Labaree, 2003).

The significance of this topic, particularly within the context of Vietnam, cannot be
understated. As Vietnam strives towards educational modernization, the alignment of research
with practical teaching methods is imperative to elevate its pedagogical standards. While there
are scattered studies addressing the implications of research in Vietnamese pedagogy, a
consolidated exploration, particularly concerning tertiary EFL teachers, is largely absent.
Notwithstanding the existence of inquiries delving into the efficacy of research in bolstering
teachers’ instructional techniques on a global scale (e.g., Elsen et al., 2009; Geschwind &
Brostrom, 2015; Neumann, 1992; Tight, 2016), the examination of tertiary-level teachers’
perceptions vis-a-vis the ramifications of research endeavors on their didactic methodologies
within the Vietnamese milieu remains conspicuously deficient. Few localized studies in
Vietnam have grappled with this complex intersection, thereby underscoring a gap in the
literature. Therefore, it is imperative to undertake a scholarly investigation to ascertain the
degree to which Vietnamese EFL tertiary teachers discern the impact of research pursuits on
their pedagogical practices.

3. Methods

3.1. Research Design

This study embodies a descriptive nature and employs a quantitative approach to
scrutinize the perceptions of Vietnamese teachers regarding the efficacies of research in
enhancing their instructional practices. A descriptive study utilizing a quantitative approach is
deemed suitable for this study because its aim is to furnish a comprehensive and precise picture
of the present state of teachers’ perceptions of research impacts on their teaching practices. The
quantitative approach enables the study to collect numerical data that can be analyzed
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statistically, providing objective and accurate results that can be extrapolated to a larger
population of teachers (Brannen, 2005; Plonsey et al., 2007). Descriptive research is especially
useful when the intention is to accurately depict a phenomenon or existing conditions. In this
instance, the study seeks to describe teachers’ perceptions of the impact of research on their
teaching practices, thus rendering the descriptive study an appropriate approach. Furthermore,
the quantitative approach allows for a standardized method of data collection, which can bolster
the reliability and validity of the results (Libarkin & Kurdziel, 2002).

The quantitative research design proves to be the optimal choice for this study due to a
multitude of reasons. Firstly, it aligns seamlessly with the study’s descriptive nature, catering
to its need for a meticulous portrayal of the current scenario surrounding Vietnamese teachers’
perceptions about research’s influence on their instructional methods. Secondly, this design’s
ability to collect, process, and analyze numerical data in a standardized manner ensures the
generation of objective, precise, and statistically robust outcomes, lending credibility to the
research findings. Additionally, it bolsters the validity and reliability of the results, creating a
strong foundation for future references. Finally, the quantitative design’s potential for
extrapolation facilitates generalization of results, thereby making the study findings applicable
to a broader teacher population. Thus, through its provision of clarity, objectivity, and wide
applicability, the quantitative research design fulfills the unique requirements of this study at a
certain level.

3.2. Participants

The participants of this study consisted of 50 English language teachers recruiting from
five esteemed universities located in the southern region of the Mekong Delta of Vietham. This
specific focus on the target participants from these research sites was due to several reasons.
These universities are renowned for their high standards of English language instruction,
making their faculty a rich source of experienced and knowledgeable professionals.
Furthermore, the Mekong Delta region represents a diverse cultural and socio-economic
spectrum, allowing the study to capture a wide range of teaching experiences and perceptions.
It should be mentioned that the selection of 50 participants in this study was not arbitrary. In
fact, the sample size is often determined based on the study’s goals, the depth of data required,
and the practicalities of data collection (Desu, 2012). While larger samples can provide a
broader overview, smaller samples allow for a more detailed, thorough, and nuanced
exploration of each participant’s responses. For this particular study, 50 participants were
considered sufficient to achieve a comprehensive understanding of the research topic, while
also ensuring that each participant’s experiences and perspectives were thoroughly analyzed.
In addition, by choosing those teachers from this specific demographic and geographic location,
the research sought to tap into their unique experiences of using research to enhance their
teaching practices, thereby making the findings more nuanced and representative.

Furthermore, these participants were carefully chosen based on their considerable
proficiency in the English language, substantiated by their advanced academic qualifications
and recognized language certifications. Many of the teachers held advanced degrees, such as
Master’s or Doctorates in English language teaching or Applied Linguistics, and a significant
portion had internationally recognized English proficiency accreditations such as IELTS or
TOEFL. This intentional focus on teachers with advanced degrees aimed to delve into a specific
niche within the broader spectrum of EFL teachers at the tertiary level, understanding that these
teachers represent a subgroup within that demographic. Out of the participant, 60% were males
(n=30 out of 50), while the remaining 40% were females (n=20 out of 50). On average, these
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pedagogues had been imparting knowledge on the English language for roughly 14.6 years,
with an experience range spanning between 5 and 29 years. Notably, every participant enlisted
in this research endeavor had extensive experience not only in teaching the English language
but also in conducting research activities, thereby rendering them highly suitable for the purpose
of the study. The selection process for the participants was especially rigorous and significant.
This was because the study needed participants who had substantial experience in conducting
research, in order to have an accurate understanding of the impact of research on their teaching
strategies. Only such experienced individuals could offer valuable insights into how research
impacts instructional practices. This experience-based knowledge was considered critical to
contribute meaningfully to the study’s objectives. Conversely, it was strongly believed that
teachers with little or no research experience could not fully comprehend the importance of
conducting research in their field, and thus would not be suitable for the study. Therefore,
ensuring participants met these specific criteria of substantial research experience and a keen
awareness of its impact was an essential part of the selection process.

3.3. Questionnaire as the Data Collection Instrument

The present inquiry was conducted utilizing a questionnaire as the preeminent
instrument for data collection. This particular methodology was selected due to its practicality
and convenience, particularly when dealing with a large and heterogeneous population
(Bartram, 2019; Kabir, 2016). In addition to its feasibility, employing a questionnaire
guaranteed ethical considerations, such as preserving participants’ anonymity and
confidentiality, and reinforced the study’s veracity (Bartram, 2019). The questionnaire adopted
in this study encompasses three distinct sections. The first section primarily aimed to acquire
demographic information from the participants, encompassing parameters such as age, gender,
teaching experience, and research experience. The second and third sections, consisting of 26
Likert-type items, are classified into five clusters, scrutinizing two fundamental issues: (1)
teachers’ perceptions of the influence of research activity on their teaching practices, and (2)
their anticipations towards research.

The items’ ratings range from 1 (strongly disagree) to 5 (strongly agree). The design of
the five clusters and 26 items employed in this study was constructed on Nassaji’s (2012)
theoretical framework, whose aim was to scrutinize instructors’ viewpoints on the correlation
between SLA research and language pedagogy. These clusters represent distinct thematic areas
related to how SLA research impacts teaching practices. To illustrate, four items (1, 2, 6, and
25) address the theme of “Reflective Teaching and Decision Making,” investigating how SLA
research assists teachers in understanding, reflecting upon, and making decisions about their
teaching practices. Three items (3, 12, and 19) fall into a cluster relating to “Understanding
Language Learning Processes,” focusing on how SLA research helps elucidate the processes of
language acquisition and the challenges associated with it. Three items (4, 14, and 26) might
form a “Instructional Design and Planning” cluster, looking at how research can expand sources
for teaching ideas, influence the design of teaching materials, and inform theoretical
frameworks for effective classroom teaching. Eight items (7, 8, 10, 11, 15, 16, 23, and 24)
comprise a “Teaching Methods and Evaluation” cluster, examining how SLA research guides
teachers in selecting appropriate teaching methods, planning and modifying their lessons, and
evaluating their effectiveness. Finally, eight items (5, 9, 13, 17, 18, 20, 21, and 22) belong to a
cluster on “Professional Development (PD) and Classroom Management,” looking into how
SLA research aids in the development of academic instructions, classroom management skills,
understanding of students' related factors, and provision of supportive feedback. Each of these
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clusters directly relates to the study’s research objectives, which aim to investigate the impacts
of SLA research on various aspects of English language teaching. By dividing the questionnaire
items into these thematic clusters, the study can systematically explore teachers’ perspectives
on these different areas, providing a more comprehensive and nuanced understanding of the
research’s influence on teaching practices. It should be noted that the questionnaire used in the
current study was adapted and modified to fit the specific objectives of the study. Moreover,
the questionnaire was composed in English, undergoing meticulous review by a field specialist
to ensure accuracy and appropriateness.

To guarantee the questionnaire’s reliability and validity, a series of actions were
undertaken. Firstly, the Likert-type items were meticulously constructed to ensure clarity,
brevity, and precision. This process involved consulting with experts in the field of SLA and
Language Pedagogy to confirm the suitability of the used items. Secondly, the questionnaire
was pretested with a sample of participants to ensure that the questions were comprehensible
and that the Likert scale was appropriate. Thirdly, the questionnaire was administered to a pilot
group of participants to confirm that it measured what it was intended to measure. Fourthly, the
data obtained from the questionnaire was analyzed using statistical software to ensure that it
could be accurately measurable. Finally, the questionnaire’s reliability was assessed using
Cronbach’s alpha, a measure of internal consistency. In addition, the validity of the
questionnaire was evaluated using content validity, a measure of whether the questionnaire
measured what it was intended to measure. By adopting these measures, it can be concluded
that the questionnaire was highly valid and reliable which could be officially used for data
collection.

3.4. Procedures

At the onset of the study, the research team utilized electronic means of communication
to contact prospective participants, disseminating information regarding the objective of the
study and soliciting their voluntary participation. The data collection process comprised two
sequential stages. The first stage was a pilot phase aiming at ensuring the questionnaire’s
reliability while the second involved the formal administration of the questionnaire to gather
quantitative data on teachers’ perceptions concerning the impact of research on their
pedagogical practices and their anticipations of research’s potential to promote pedagogical
practices. To ensure the questionnaire’s soundness, the researcher meticulously fashioned it and
subjected it to the scrutiny of two experts within the relevant field. Subsequently, the
questionnaire underwent a pilot phase, wherein it was administered to a sample of ten university
teachers to assess its content, form, reliability, and validity. The pilot phase sought to unearth
any prospective blemishes in the questionnaire and assure the dependability and validity of the
instrument. The outcome of the Cronbach alpha analysis indicated that the questionnaire
manifested a high degree of reliability (0=0.93), signifying the questionnaire’s suitability for
employment in the study. The questionnaire was then dispensed officially to 50 teachers via
Google Forms, with a response rate of 100%. The researcher disseminated to each teacher a
hyperlink to the Google Form, accompanied by a formal communication detailing the
research’s objectives and requesting their participation. Furthermore, in-depth guidelines were
proffered to assist the participants in completing the questionnaire.

3.5. Data Analysis

In the present investigation, the information procured from the questionnaire was
analyzed using version 22 of the Statistical Package for the Social Sciences software. The
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primary objective of the analysis was to scrutinize the teachers’ perceptions concerning how
research impacts their pedagogical practices and their anticipations for the influence of research
on their teaching activities. Descriptive statistics tests were utilized to estimate the central
tendencies and variability of the data. Additionally, Paired Sample t-tests were executed to
compare and evaluate any significant differences between paired responses, offering insights
into specific areas where teachers might perceive different levels of impact from research on
distinct aspects of their teaching. To guarantee that the data collected from the questionnaire
was reliable, a Cronbach alpha analysis was conducted. This analysis exhibited a significant
degree of reliability for the questionnaire, manifested by a Cronbach’s alpha coefficient of 0.92.
This coefficient suggests that the questionnaire has a substantial level of internal consistency,
which indicates that the data derived from it is dependable and can be employed for further data
analysis.

4. Results and Discussions

Table 1 presents the outcomes of the Descriptive Statistics test based on teachers’
responses regarding the influence of SLA research on their teaching performance.

Table 1
Teachers’ Perceptions of the Impact of Doing Research on Their Overall Teaching Practices

Clusters N Min Max Mean SD
Reflective Teaching and Decision Making 50 1.87 5.00 4.30 .46
Understanding Language Learning Processes 50 1.74 5.00 4.27 .52
Instructional Design and Planning 50 154 5.00 421 .42
Teaching Methods and Evaluation 50 151 5.00 4.23 .42

Professional Development and Classroom Management 50 1.48 5.00 4.24 41

The results show that there is consistency in the teachers’ responses across different
clusters. All of the means are above 4.0, which implies a general agreement or positive stance
towards the impacts of SLA research on their pedagogical performance. The relatively low
standard deviations suggest that there is not much variability in the responses and most teachers
have a similar viewpoint regarding the matter. This observation aligns well with the broader
discourse in the field. For instance, Nassaji (2012) had earlier highlighted the potential benefits
of utilizing SLA research in refining language teaching practices. The current findings
corroborate these sentiments, pointing to an industry-wide recognition of these benefits.
However, it is equally essential to consider counter-narratives. Block (2000) argued that SLA
research might have limited practical implications in classroom settings. Yet, the data in Table
1 suggests that on the ground, practitioners — in this case, teachers — perceive tangible benefits
from SLA research, at least in their self-assessment of their pedagogical performance. Another
critical perspective that emerges when juxtaposing the current results with past studies is the
shifting stance over time. Early SLA researchers like Hatch (1978) cautioned against the direct
application of SLA research to teaching, emphasizing the potential limitations. Fast forward to
the present, the prevailing trend, at least as evident from the current dataset, indicates that
teachers are more open, if not enthusiastic, about integrating SLA research insights into their
pedagogical strategies.
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In the endeavor to understand the perceived impact of research involvement on teaching
practices, the study probed into teachers’ perspectives across five pivotal competency clusters,
stated in Table 1. Among these, teachers stated that their involvement in research had the most
pronounced effect on “Reflective Teaching and Decision Making”, registering a mean score of
4.30. Paired sample t-tests revealed a significant difference in perception between “Reflective
Teaching and Decision Making” and “Instructional Design and Planning” (t=2.95; p<.05).
These findings suggest that the teachers perceived their research engagements as being
particularly influential in enhancing reflective and decision-making capacities. Akin to findings
from Hagevik et al. (2012), the current results reiterate the importance of research in fostering
a reflective teaching approach.

The results of the Descriptive Statistics test (see Table 2) present a succinct synopsis of
teachers’ perceptions concerning the impact of research on their advancement in instructional
practices.

Table 2

Teachers’ Perceptions of the Impact of Doing Research on Their Specific Instructional
Practices

Research helps... N Min Max Mean SD

assist them in the development of a better understanding of their

. . 50 1.00 5.00 4.42 .36
teaching practices

encourage them to become more reflective about their teaching

: 50 1.00 500 436 .21
practices

explain the language learning processes that create conditions

for effective language teaching 50 100 500 434 .65

expand sources that could help them build their teaching ideas

. 50 1.00 500 432 .33
and experience

develop their academic instructions 50 1.00 5.00 430 .12
foster their reflective teaching practices 50 1.00 5.00 4.30 .36
utilize appropriate teaching methods 50 1.00 5.00 4.28 .14
guide their teaching planning 50 1.00 5.00 4.28 .28

provide guided practices for teachers to complete their teaching

job effectively 50 1.00 500 4.28 .33

enable them to make necessary changes in their teaching content

and methods 50 1.00 500 4.26 .19

aid in their adaptation to changes in their teaching content and

methods 50 100 500 4.26 .28

provide insights into the nature of second language acquisition,
from which teaching processes that could best facilitate students’ 50 1.00 5.00 4.26 .21
natural language learning processes could be designed

verify their understanding of the subject matter 50 1.00 5.00 4.24 .29

contribute significantly to the process of designing teaching 50 1.00 5.00 4.22 .15
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materials

design more comprehensive lesson plans 50 1.00 5.00 4.22 .22

enable them to evaluate the effectiveness of their teaching

content and methods 50 1.00 5.00 420 .69

facilitate the development of classroom management skills 50 1.00 5.00 4.20 .45

enable them to understand their students’ related factors more

insightfully 50 1.00 5.00 420 .47

aim to discover the problems of L2 learning, from which the

most practical methods to tackle them could be suggested 50 1.00 500 420 .69

uncover and develop practical solutions for their teaching

problems 50 1.00 5.00 420 .58

provide teachers with supportive feedback, from which they

could adjust and develop their teaching practices 50 100 500 420 .54

establish a fundamental interrelation between the aims and

purposes of teaching and research 50 100 500 418 .51

suggest appropriate teaching strategies that could help develop

students’ academic knowledge 50 100 500 418 .78

provide teachers with sound evaluation systems that could help

assess students more thoroughly 50 100 500 416 .65

enhance their decision-making ability during their teaching

. 50 1.00 500 4.10 .89
practices

focus on a theoretical framework to drive effective classroom

. X 50 1.00 5.00 4.10 .78
teaching practices

Overall, the highest mean score (M=4.42) was for assisting teachers in developing a
better understanding of their teaching practices, followed by encouraging them to become more
reflective about their teaching practices (M=4.36), explaining the language learning processes
that create conditions for effective language teaching (M=4.34), expanding sources that could
help them build their teaching ideas and experience (M=4.32), developing their academic
instructions (M=4.30), fostering their reflective teaching practices (M=4.30), utilizing
appropriate teaching methods (M=4.28), guiding their teaching planning (M=4.28), providing
guided practices for teachers to complete their teaching job effectively (M=4.28), enabling them
to make necessary changes in their teaching content and methods (M=4.26), aiding in their
adaptation to changes in their teaching content and methods (M=4.26), providing insights into
the nature of second language acquisition, from which teaching processes that could best
facilitate students’ natural language learning processes could be designed (M=4.26), verifying
their understanding of the subject matter (M=4.24), contributing significantly to the process of
designing teaching materials (M=4.22), designing more comprehensive lesson plans (M=4.22),
enabling them to evaluate the effectiveness of their teaching content and methods (M=4.20),
facilitating the development of classroom management skills (M=4.20), enabling them to
understand their students’ related factors more insightfully (M=4.20), aiming to discover the
problems of L2 learning, from which the most practical methods to tackle them could be
suggested (M=4.20), uncovering and developing practical solutions for their teaching problems
(M=4.20), providing teachers with supportive feedback, from which they could adjust and
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develop their teaching practices (M=4.20), establishing a fundamental interrelation between the
aims and purposes of teaching and research (M=4.18), suggesting appropriate teaching
strategies that could help develop students’ academic knowledge (M=4.18), providing teachers
with sound evaluation systems that could help assess students more thoroughly (M=4.16),
enhancing their decision-making ability during their teaching practices (M=4.10), and focusing
on a theoretical framework to drive effective classroom teaching practices (M=4.10), according
to the test results.

The results of this study present a nuanced understanding of teachers’ perceptions of the
role of research in their pedagogical practices. It offers a novel emphasis on the benefits of
research as a catalyst for self-awareness and introspection in teaching methodologies, providing
insights that extend beyond those established in prior studies. This research’s focus on the
internal dimensions of teaching, namely self-reflection and self-awareness, provides a unique
perspective within the context of English language instruction in Vietnam, a field where this
aspect may have previously been underexplored. What sets this study apart is the strong
correlation it establishes between teacher-led research and a deeper understanding of
pedagogical practices. While earlier research by Farrell (2013) and Lambirth et al. (2021) had
also suggested that teachers who engage in research tend to evaluate and modify their teaching
practices more effectively, this study adds further depth by connecting research with the
development of self-awareness and self-reflection in teachers. This complements and extends
the theoretical frameworks proposed by Schon (1983) and van Manen (1991) and solidifies the
role of research as a tool for continuous reflection and improvement in teaching practices.
Additionally, this study adds to the current discourse on teaching improvement by re-
emphasizing the importance of feedback and continuous PD, which have been previously
discussed by Hattie and Timperley (2007) and Day and Gu (2014). However, it does so by
intertwining these concepts with teacher-led research, offering a novel perspective on how
teachers can better utilize feedback and PD opportunities to refine their teaching methods. In
doing so, it pushes the boundaries of the current understanding of effective pedagogy and
invites further investigation into the role of teacher-led research in the PD of teachers.

This study further presents a fresh perspective on the utility of research as a tool for
fostering self-reflection among teachers, elucidating language acquisition processes, and
expanding available resources for pedagogical improvement. The novelty lies in the connection
it makes between these three areas and the resultant impact on instructional practices. Notably,
the study moves beyond the established understanding of the benefits of teacher reflection and
continues learning, as proposed by Korthagen and Kessels (1999). It extends their postulation
by providing empirical evidence of how self-reflection triggered by research can help teachers
bridge the gap between theoretical pedagogical knowledge and its practical application,
especially within the context of English language instruction. Additionally, the study offers a
fresh contribution by linking the expansion of teaching resources to research. While Desimone
(2009) highlighted the concept of teacher PD, this study adds a new layer by demonstrating
how research can enrich the resources available to teachers, thus enhancing their PD.
Importantly, this study reiterates the importance of understanding language acquisition
processes for effective language instruction, a concept highlighted by Ellis (2012). However, it
adds nuance to this understanding by emphasizing how teacher-led research can deepen
teachers’ comprehension of these processes, enabling them to develop more effective teaching
strategies. This observation provides an innovative lens to view the role of research in language
instruction, underscoring its importance not only as a tool for understanding pedagogical
practices but also as a method for enhancing the efficacy of language teaching.
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Moreover, the research presents new findings indicating that teachers value research not
just for its role in enhancing self-reflection and comprehension of pedagogical strategies, but
also for its practical applications, such as improving lesson plans, instructional materials, and
content delivery. A unique contribution of this study is the empirical demonstration of how
research aids teachers in making critical changes to their teaching methodologies and content.
While previous research (Cochran-Smith & Lytle, 1999; Darling-Hammond & McLaughlin,
2011; Hargreaves, 1996) have attested to the positive impact of teacher engagement in research
on PD and student outcomes, this study illuminates how research specifically assists in
transforming pedagogical practice. Moreover, the study provides a nuanced understanding of
the notion of “reflective teaching.” Beyond reiterating the importance of teachers scrutinizing
their instructional practices and making necessary adjustments, as emphasized by Schon (1983)
and Zeichner and Liston (1987), the study shows how research can act as a catalyst for such
reflection. The study also enriches previous findings on the role of PD in bolstering teaching
practices (Desimone, 2009; Guskey, 2002; Wei et al., 2009). It explores how research, as a form
of PD, can provide teachers with a diverse array of resources to support their teaching practices,
adding depth to the perspectives of Darling-Hammond and Sykes (1999) and Fullan (1991). In
essence, this research breaks new ground by revealing the practical and transformative benefits
of teacher engagement in research, demonstrating its value in promoting reflective teaching,
fostering PD, and enhancing instructional practices.

Last but not least, this study sheds new light on the role of feedback in teacher PD and
instructional enhancement. While previous research (Hattie & Timperley, 2007) has established
the positive impacts of feedback on student learning and teacher improvement, this study
explores how teachers themselves perceive feedback as a catalyst for refining their instructional
strategies. This represents a notable shift in focus, illuminating how teachers internalize and
apply feedback to enhance their professional growth. Moreover, the research introduces the
concept of “instructive feedback,” which offers a nuanced perspective on how feedback can
function as a mechanism for identifying both strengths and weaknesses in teachers’
instructional practices. This innovative concept furthers the understanding of the
comprehensive nature of feedback, emphasizing its role not just in pinpointing areas of
improvement, but also in highlighting areas of proficiency. The study also underscores the
significance of a culture of perpetual learning within the teaching profession. While it reinforces
findings from Darling-Hammond and Richardson (2009) about the importance of continuous
PD, it expands on these by arguing that feedback is central to fostering a culture of continual
learning. This illustrates how feedback can act as a driving force for unending professional
growth, keeping teachers updated on the evolving needs of students, emerging instructional
strategies, and technological advancements. In sum, the study extends the understanding of the
role of feedback in teacher PD and instructional enhancement when teachers do research,
introducing novel perspectives on the concept of instructive feedback and the significance of a
culture of perpetual learning within the teaching profession.

5. Conclusion

This study carves out a unique position in research literature on the influence of research
activities on teaching, with its focus on Vietnamese EFL tertiary teachers, a relatively
underexplored demographic. The detailed exploration of their perspectives on the interplay
between research and pedagogy provides fresh insights into the enhancement of teaching
efficacy, emphasizing the reflective and transformative potential of research engagement. The
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study uncovers that research not only deepens teachers’ comprehension of their teaching
practices but also nurtures a culture of introspection and self-awareness - adding a novel layer
to the existing body of literature on teacher research and practice. Furthermore, the investigation
illuminates the role of research in explicating language acquisition processes, thereby enriching
language instruction, and its capacity to expand the range of available resources for refining
teaching methods and experiences. Employing a comprehensive and nuanced questionnaire to
explore these dimensions further distinguishes this study. The findings underscore the need for
teacher involvement in research and PD, reaffirming their significant roles in improving
classroom practices and student outcomes. The emphasis on reflective teaching, continuous
learning, and access to diverse resources and feedback for professional growth aligns with
previous research, confirming the importance of keeping abreast of the evolving needs of
students, emerging pedagogical techniques, and technological advancements. These insights
carry considerable implications for teacher education and PD programs, suggesting a need to
accentuate research engagement, reflective teaching, and continuous learning in fostering
effective teaching practices and improving student outcomes. Consequently, this study
substantially contributes to understanding the relationship between research and teaching,
offering invaluable guidance for future policies and practices related to integrating research into
teacher education and PD initiatives.

The study exclusively scrutinized English language teachers at quintet academic
institutions situated in the Mekong Delta region of southern Vietnam, which may circumscribe
the generalizability of the extrapolations to alternate locales and subject matter. Furthermore,
the diminutive sample size comprised a mere 50 exceptionally adroit and seasoned teachers,
which might not accurately typify the more extensive population of instructors in Vietnam.
Additionally, the employment of the quantitative methodology may have been inadequate in
capturing the full gamut and profundity of the teachers’ perceptions apropos the ramifications
of research on their pedagogical techniques. In an effort to surmount these constraints,
prospective studies may undertake a more expansive examination, encompassing a diverse
cohort of teachers hailing from a multiplicity of regions and disciplinary fields, with the aim of
procuring a comprehensive comprehension of the manner in which research shapes
instructional stratagems in Vietnam. Furthermore, the adoption of a mixed-methods paradigm,
amalgamating quantitative surveys with qualitative interviews, could potentially elicit more
profound insights into the pedagogues’ experiential knowledge and viewpoints concerning the
repercussions of research on their didactic practices. Lastly, probing the potential impediments
and challenges that teachers encounter whilst incorporating research into their instructional
methodologies, and discerning efficacious approaches to surmounting these obstacles, could
facilitate the formulation of well-informed policy and practice determinations concerning the
integration of research into teacher education and professional advancement initiatives.
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TAC PONG CUA NGHIEN CUU KHOA HQOC
POI VOI THUC TIEN GIANG DAY MON TIENG ANH
DUOI GOC NHIN CUA GIANG VIEN PAI HOC

Nguyén Anh Thit, Pham Trat Thay?, Mai Tan Thién®, Lé Thanh Thao?,
Phuong Hoang Yén?!, Nguyén Huong Tra!, Huynh Thi Anh Thu!

! Truong Pai hoc Can Tho, Puong 3 thang 2, Phuong Xuan Khanh, Quan Ninh Kiéu,
Thanh pho Can Tho, Viét Nam
2 Trweong Pai hoc Nam Can Tho, Puong Nguyén Van Cu, Phuong An Binh, Qudn Ninh Kiéu,
Thanh pho Can Tho, Viét Nam

Tom tat: Nghién ciru ndy nham tim hiéu quan diém ciia mot s6 giang vién tiéng Anh vé tac
dong cua nghién ctiru khoa hoc (NCKH) dbi voi hoat dong giang day. Khach thé nghién ciru bao gom
50 giang vién hi¢n dang cong tac tai 5 truong dai hoc tai khu vuc Dodng biang séng Ciru Long & mién
Nam Viét Nam. Cong cu thu thap dir liéu cho nghién ciru bao gom mét bang cau hoi khao sat voi 26
tiéu muc dwoc thiét ké theo thang do Likert. Két qua nghién cau cho thiy hoat dong NCKH gop phan
cai thién dang ké sy hiéu biét cua giang vién vé cac ndi dung lién quan dén viéc thuc hanh glang day,
thic day ho suy ngam sau hon vé phuong phép giang day cua minh. Ngoai ra, NCKH gidp giang vién
hiéu rd va sau séc hon vé qua trinh hoc tap, mé rong nguon cho viéc phét trién y twong va kinh nghiém
giang day, tinh chinh huéng dan hoc thuat, va khuyén khich kha niang chiém nghiém trong qua trinh
giang day. Két qua nghién ctu con gop phan Iam giau ngudn tai liéu vé viée danh gia tac dong cia
NCKH di voi thuc hanh giang day cua giang vién. C6 thé thdy, két qua nghién ctru mang lai gia tri
tham chiéu quan trong cho cac quyét dinh vé chinh sach cling nhu thuc tién vé viéc két hop hoat dong
NCKH vao dao tao va cac sang kién phat trién chuyén mén. Nghién ctu cling nhin manh tam quan
trong cua hoat dong NCKH trong viéc cai thién phuong phap giang day va thuc ddy s chiém nghiém
trong day hoc cua doi ngii giang vién tai Viét Nam.

Tir khoa: giang vién tiéng Anh, nghién cttu khoa hoc, thuc hanh giang day, Viét Nam
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Abstract: This preliminary qualitative research aims to examine the changes in the level of
explicitness of cohesive elements during the translation process. It does so by comparing an excerpt
from Jane Austen's English novel "Pride and Prejudice” (1993) with its two Vietnamese translations by
Diep Minh Tam (2002) and Lam Quynh Anh and Thien Nga (2017). The study focuses on how these
translations handle cohesive elements based on Halliday and Hassan's cohesion taxonomy (1976). It
also considers the tendency for explicitation, as suggested by Blum-Kulka's hypothesis (1986) and
Gumul's framework (2017). The analysis involves identifying these cohesive devices in the source text
and comparing them with their counterparts in the target texts to detect translational shifts towards
greater explicitness. Additionally, the study examines how the two Vietnamese translations differ from
each other in handling these elements. The findings of this descriptive study reveal that both Vietnamese
translations employ explicitation techniques, including reiteration, the transformation of pro-forms into
lexical cohesion, and the restoration of substitution and clausal ellipses used in the original text. The
analysis also reflects different translation decisions in transferring the same source language content into
the target language between the two translators, which manifests in the usage of explicitation shifts in
the target language texts under study.

Keywords: cohesive devices, translational shifts, explicitation
1. Introduction

Newmark (1988, p. 5) defines translation as the act of "rendering the meaning of a text
into another language in a manner consistent with the author's original intention.” He also
differentiates between semantic and communicative translation. In his words, semantic
translation focuses on capturing the exact contextual meaning of the original within the cultural
and linguistic confines of the target language. Communicative translation, however, aims to
produce a translation that reads fluently and is easily understandable by the target audience,
even if it means making certain changes to the text to adapt to the cultural and linguistic norms
of the target language.

Also stated by Newmark (1987, p.295), cohesion has consistently been identified as the
most valuable element in the realm of discourse analysis and text linguistics when it comes to
its application in translation. A central priority for translators is the creation of coherent
renditions in the target language that mirror the source language texts. For a translation to
effectively communicate, it should adhere to the cohesive devices of the target language rather
than those of the source language. This is because languages differ significantly in how they
connect words and sentences, and cohesive devices and their governing rules are intrinsically

* Corresponding author.
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tied to the nature of each language.

Numerous scholars have explored the notion that various languages possess distinctive
arrangements of cohesive elements and techniques for establishing coherence (Hasan, 1984).
The inherent variations in cohesion have been examined by Blum-Kulka (1986), who argues
that translation inevitably results in modifications to both the textual and discursive
relationships (p. 18). Similarly, Schaffner (2002) acknowledges the unavoidable occurrence of
shifts in the translation of cohesive elements, while Larson (1984) suggests that a one-to-one
translation of these elements would likely distort the intended meaning of the source text.
Therefore, it is essential to recognize cohesive elements for what they are and manage them
appropriately during translation. Regarding narrative texts, van Leuven-Zwart (1990) maintains
that adjustments to formal connections in translation can impact the narrative function of the
text.

Studies have delved into the comparative aspects of cohesive elements within specific
language pairs, for instance, Kirk (2005) investigates changes in cohesion and bonding patterns
in translations from English to Korean, Wu (2014) examines shifts in cohesive elements when
translating English texts into Chinese. As with any type of discourse, the communicative value
of translated texts is enhanced by their cohesive texture. The coherent flow of the written
discourse as a unitary whole depends to an important extent on the effective use of cohesive
devices.

Many studies have investigated the use of cohesive devices in comparative analysis of
English and Vietnamese; however, all of them tended to focus on recognizing and comparing
the frequency of cohesive devices in selected texts. There have been few studies investigating
the translational shifts of cohesive devices from the English source text into Vietnamese
translated texts or vice versa. Therefore, this research was done with the purpose of examining
cohesive devices in a new light, which is to test the explicitation hypothesis.

Pride and Prejudice by Jane Austen was selected as the research corpus for a variety of
reasons. Firstly, it is considered a timeless narrative, despite its age, due to its ability to resonate
with readers across different eras. The narrative style allows readers to experience the events
much like the characters, without complex storytelling techniques, which enhances the story's
relatability. Additionally, the novel explores numerous themes such as love, reputation, class,
family, inclusion, and gender. These themes are intricately woven into the unfolding story, with
events and character interactions providing a rich source of linguistic features for examination
and discussion.

The primary research query in this study is: "How do translational shifts towards
explicitness manifest when cohesive devices are rendered from an excerpt of 'Pride and
Prejudice’ into the two Vietnamese translations?"

In the upcoming sections, we will explore the theoretical foundation of this research,
elucidating the methodology employed, and presenting the findings derived from the data
corpus.

2. Theoretical Background

In the realm of language and translation studies, the intricacies of creating coherence in
written texts and the strategies employed to achieve this coherence are of paramount
importance. This research paper is intended to provide an insight into these issues; therefore,
discussion of the linguistic tools that bind elements within a text — cohesive devices — will be
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brought to the fore, which is followed by presentation of explicitation hypothesis and
translational shifts manifesting explicitness in the target language text.

2.1. Cohesion

Discourse analysis and textual linguistics are the disciplines chiefly dealing with
cohesion. Cohesion is also a paramount concern in the field of translation as it involves not
merely the conversion of individual sentences but also the intricate interplay among them.

Halliday and Hassan (1976) introduce a comprehensive framework of cohesion which
has become influential in the analysis of cohesive devices. Their approach takes into account
both the linguistic features (grammatical and lexical) and the discourse-level functions of
cohesive devices, allowing for a thorough examination of how these elements contribute to the
text's overall coherence. Furthermore, this framework is recognized to be language-
independent, meaning it can be applied to different languages, making it versatile for the
analysis of cohesive devices in a wide range of linguistic contexts. Halliday and Hassan’s
taxonomy of cohesion, therefore, has been applied in numerous studies and research projects,
enhancing its credibility and reliability as a theoretical framework.

Their taxonomy posits the existence of both grammatical and lexical cohesive devices.
The former encompasses reference, substitution, ellipsis, and conjunction, while the latter
includes reiteration and collocation.

Reference involves the use of pronouns, articles, or adverbs to refer backward or
forward to an entity mentioned within the linguistic or situational context. This form of
reference can be categorized into three types: personal (e.g., I, you, he), comparative (e.g., such,
similarly), and demonstrative (e.g., this, there).

Substitution, on the other hand, denotes the replacement of one linguistic item with
another, emphasizing a relationship within the language itself rather than altering the meaning.
It encompasses nominal substitution (using "one," "ones,” "same"), verbal substitution
(utilizing auxiliary verbs like "do" or "did™), and clausal substitution (employing words such as
"s0" or "not™).

Ellipsis is the concept of omitting certain parts of a sentence with the assumption that a
preceding sentence will clarify the intended meaning. It manifests in nominal, verbal, and
clausal forms.

Conjunctions, in contrast, are words or phrases that signify systematic connections
between what follows and what precedes in a text, indicating logical semantic relationships
among phrases, clauses, and sentences. Four primary types of conjunctions include additive
(e.g., "and," "also"), adversative (e.g., "but," "however"), causal (e.g., "so," "because of this"),
and temporal (e.g., "then,” "next").

Lexical cohesion is established through the structural relationships among vocabulary
items. It encompasses reiteration, which involves the repetition of lexical items or the use of
synonyms within a given context. While collocation is a crucial aspect of lexical cohesion, it is
often underrepresented in studies due to its complexity, and therefore, we will solely focus on
reiteration in this study.

Now that we have examined categories of cohesive devices, which are beneficial for the
understanding and analysis of textual coherence. In the context of our research question, which
investigates the manifestation of translational shifts towards explicitness, it is imperative to
delve deeper into the discussion of explicitation shifts to establish the theoretical background
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for the study.
2.2. Explicitation in Translation

Explicitation in translation refers to the deliberate or unintentional inclination of
translators to make their translations more explicit than the source texts. The basic assumption
for the analysis of explicitation is that the element explicitated in the target text has to be present
implicitly in a linguistically traceable way in the source text. Considerable evidence supports
the presence of voluntary explicitation in literature. This concept finds its roots in the influential
work "Stilistique Comparée du Frangais et de L’anglais" by Vinay and Darbelnet (1958). They
defined explicitation as a "stylistic translation technique™ involving the clarification in the target
language of what remains implicit in the source language due to its clear context or situation.

After Vanderauwera (1985) presented numerous examples of explicating shifts in
English translations of Dutch novels, Séguinot (1988, p.108) made one of the earliest attempts
to categorize explicitation, aiming to differentiate its various forms. He categorized
explicitation based on surface manifestations, identifying three ways in which it becomes
evident: firstly, something is expressed in the translation that was absent in the original;
secondly, something implied or inferred through presupposition in the source text is explicitly
stated in the translation; and thirdly, an element in the source text is accentuated in the
translation through focus, emphasis, or lexical choice.

Blum-Kulka (1986: 19-21), on the other hand, associates explicitation with an increase
in explicitness in a target text through adjustments in cohesion and coherence at the discourse
level. In simpler terms, explicitating shifts occur when the translator expands the target text by
adding extra words or incorporating explicit cohesion markers. She introduces the "explicitation
hypothesis,” suggesting that the process of interpreting the source text may lead to a target
language text that is more redundant than the source text. This redundancy is conveyed through
heightened cohesive explicitness in the target language text.

Klaudy (1993/1998), a prominent linguist in the field of translation studies, has provided
a well-regarded typology of explicitation, which is widely referenced in translation research.
According to Klaudy, explicitation occurs when several transformations take place during the
translation process. He identifies five forms of modification as follows: (1) General-to-Specific
Transformation: This occurs when a unit in the source language with a broader or more general
meaning is replaced by a unit in the target language with a narrower or more specific meaning;
(2) Complex-to-Simple Transformation: In this case, the complex meaning of a word in the
source language is distributed across multiple words in the target language; (3) Addition of New
Elements: New meaningful elements are introduced in the target language text that were not
present in the source text; (4) Splitting Sentences: A single sentence in the source language is
divided into two or more sentences in the target language; (5) Extension or Elevation: Source
language phrases are extended or elevated into clauses in the target language, among other
transformations.

Klaudy (1998) further categorizes explicitation into four types (1) Obligatory
Explicitation: This type is driven by inherent differences in the syntactic and semantic
structures of languages. Translators are compelled to make explicit what is implicit in the source
text due to these structural disparities; (2) Optional Explicitation: Here, the decision to make
certain elements explicit in the translation is based on differences in text-building strategies and
stylistic preferences between languages. Translators have the choice to decide whether to use
explicitation; (3) Pragmatic Explicitation: This is often linked to cultural differences, pragmatic
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explicitation occurs when there is a lack of common knowledge in the target-language cultural
community that is assumed in the source-language culture; (4) Translation-Inherent
Explicitation: This type is attributed to the inherent nature of the translation process itself. It
suggests that explicitation is a natural outcome of the translation process, possibly stemming
from the need to convey a clear message in the target language.

Klaudy's typology presents a comprehensive structure for grasping the diverse aspects
and reasons for explicitation in translation. However, this research aligns with Gumul's (2017)
explicitation taxonomy in translation, which builds upon the work of previous scholars like
Blum-Kulka (1986) and Séguinot (1988), provides a thorough framework for identifying
various surface manifestations of explicitation. This classification encompasses a wide range
of linguistic features and strategies employed by translators to make the target text more explicit
compared to the source text. Here is a summary of the key indicators of explicitation in Gumul's
taxonomy (2017):

Adding connectives: Introducing words or phrases that enhance the logical and
semantic connections between sentences and paragraphs.

Intensifying cohesive ties: Strengthening the links between cohesive devices or making
categorical shifts in cohesive elements.

Lexicalizations of pro-forms: Shifting from referential cohesion to lexical cohesion by
using specific words instead of pronouns.

Reiteration: Repeating words or phrases to emphasize or clarify meaning.

Filling out elliptical constructions: Completing sentences or clauses that were initially
elliptical or incomplete.

Reconstructing substitution: Restoring substitution elements that may have been
omitted or simplified in the source text.

Inserting optional ""That™: Adding the word "that" where it might not have been
explicitly present in the source text.

Adding modifiers and qualifiers: Including adjectives or adverbs to provide additional
information and context.

Inserting hedges: Adding cautious language or qualifiers to mitigate the strength of
statements.

Inserting discourse organizing items: Introducing items like conjunctions or transition
words to improve the flow and coherence of the text.

Adding proper names: Substituting generic names with specific names or providing
full names instead of pseudonyms or nicknames.

Full expression for acronyms or abbreviations: Providing the complete expansion or
explanation for acronyms or abbreviations.

Including additional explanatory remarks: Adding explanatory comments or
descriptions to clarify concepts.

Adding examples: Inserting illustrative examples to enhance understanding.

Replacing nominalizations with verb phrases: Transforming nominalizations (noun
forms) into verb phrases to make the text more action-oriented.

Disambiguating lexical metaphors: Clarifying the meaning of lexical metaphors or
replacing them with similes.
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Lexical specification: Substituting words with more specific meanings to convey
precise nuances.

Meaning specification: Articulating ideas that were implicit or inferable from the
context.

Distributing meaning: Spreading the meaning of a source text unit across several units
in the target text for clarity.

Punctuation modification: Adding, changing, or adjusting punctuation marks to aid
comprehension and organization.

Gumul's taxonomy (2017) is a relatively recent development in the field of translation
studies which is specifically designed to detail translation strategies with the research objective
of understanding how translators make text more explicit during the translation process. This
allows other researchers to systematically analyze and classify the various ways in which
translators make implicit information more explicit in the target text. The results of such studies
will shed light on the rendition of higher-quality target texts as well as understanding of
linguistic and cultural nuances.

2.3. Previous Studies

There has been a growing interest in empirical research into explicitation since the day
it was recognized. Besides the aforementioned scholars such as Vinay and Darbelnet (1958),
Vanderauwera (1985), Séguinot (1988), Blum-Kulka (1986), and Klaudy (1998), Shlesinger
(1995) noted the presence of cohesion shifts characterized by the substitution of elements such
as ellipsis with the repetition of specific lexical items or their synonyms in a bi-lateral corpus
of English to Hebrew language. Shlesinger further suggests that this discovery can serve as the
basis for an explicitation hypothesis, which can be applied to written translations as well
(Shlesinger, 1995, p. 210). Meanwhile, Puurtinen (2004) looks for linguistic indicators of
explicitation at the level of lexis. At the level of syntax, indicators include the distribution in
translated and non-translated texts of devices explicitating optional choices (Olohan and Baker,
2000; Jiménez-Crespo, 2011). The level of discourse embraces explicitating shifts in lexical
cohesion in translated texts as compared to their sources (@verds, 1998), conjunctive
explicitness (Papai, 2004) and explicative reformulation (Xiao, 2011).

Few studies have been carried out to investigate explicitation in translation shifts in the
rendition of cohesive devices on the English-Vietnamese corpus. However, there have been
efforts to investigate nominalisations in the English-Vietnamese corpus with a view to shed
light on translation explicitation.

Le (2014) conducted research into the translation of nominalizations in official or legal
language. Notably, this study identified explicitation as a prominent strategy employed by
translators, particularly when dealing with nominals ending in -ation and -ment. The research
further categorized explicitation into three levels: lexical, syntactic, and stylistic. It revealed
that lexical explicitation, often involving the restoration of elliptical units from the source text,
was the most frequently employed level. Le and Nguyen (2018) expanded upon Le's work,
using a similar analytical framework to explore the translation of nominalizations across
different genres. Their study reaffirmed the significance of lexical explicitation as a translation
strategy, showcasing its prevalence in various text types. This consistency underscores the
importance of lexical explicitation in addressing the challenges posed by nominalizations in
translation. Nguyen and Truong (2022) delved deeper into explicitating shifts in the translation
of English nominals with specific suffixes (-tion and -er) into Vietnamese. Employing
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quantitative corpus analysis, this study identified seven distinct types of explicitating shifts and
outlined their typical characteristics. By doing so, the research not only confirmed the existence
of explicitation in translating nominalizations from English into Vietnamese but also provided
a nuanced understanding of the strategies employed.

In summary, these studies collectively highlight the role of explicitation as a vital
translation strategy in the English-Vietnamese context, particularly when dealing with complex
linguistic structures like nominalizations. They contribute valuable insights that can inform
both translation practitioners and researchers in this field. However, the unresearched gap
regarding explicitation in the translation of cohesive devices, which is of paramount importance
for the coherence of a text, has necessitated this research paper.

3. Methodology

3.1. Research Design

To achieve the objective of this research paper, a combination of qualitative corpus
analysis and quantitative data processing was employed. This methodological approach allowed
for a comprehensive examination of cohesive devices based on Halliday & Hassan's cohesion
taxonomy (1976). The study utilized a parallel corpus, focusing on the first two chapters of Jane
Austen’s literary novel "Pride and Prejudice™ (1993) and its two Vietnamese translations, one
by Diep Minh Tam (2002) published by the Publishing House of Literature (TL text 1), and the
other by Lam Quynh Anh & Thien Nga (2017) published by Nha Nam Publishing House (TL
text 2).

The source text, comprising 1,652 words, serves as the foundation for the analysis.
These initial chapters introduce the story's background and feature conversations between Mr.
and Mrs. Bennett, centered around the common familial theme of socializing and arranging
marriages for their daughters. This preliminary study not only facilitates a thorough
understanding of the translation shifts for cohesive devices from English to Vietnamese texts
but also contributes to investigation into the reproduction of textual features in source language
text to the target language texts in translation studies.

3.2. Data Processing and Analysis

The research methodology employed a multi-step process. Initially, the resource for the
study was keyed into the computer for data collection. This includes both the source language
text and the two translated versions under study. Then, Microsoft Word program with its search
power and Microsoft excel package were utilized in the process of calculating the frequency
and categories of the phenomena discussed. The researcher had to scrutinize the appearance of
cohesive devices retrieved from the source text data in order to certify the reliability of the data
collected for further analysis and discussion.

Triangulation was resorted to with a view to warrant the validation of the data analysis.
In other words, two colleagues of the researcher’s, who specialized in linguistics, were
consulted during the corpus-building process. These colleagues acknowledged the existence
and categories of the cohesive devices identified from the source language text. This ensures
that the researcher had recognized the appropriate phenomena before implementing further
investigation.

Subsequently, the cohesive devices in the two Vietnamese translations were identified
and compared with their counterparts in the source language text. This comparative analysis
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aimed to recognize the translational shifts that transpired during the rendition of textual features
from English to Vietnamese, with specific attention to the distinctive forms these shifts took.
These forms can be related to the addition or omission of information in the translated texts.

In the final phase of the analysis, the taxonomy of explicitation surface manifestations
proposed by Gumul (2017) was utilized. This taxonomy encompasses a broad spectrum of
explicitating shifts, but the researcher primarily focused on identifying common shifts in
explicitness pertaining to the translation of cohesive devices. This approach allowed for an in-
depth exploration of these phenomena within the interpretative process, shedding light on the
nuances of translation shifts related to cohesion.

4. Findings and Discussion

Table 1
Frequency of Cohesive Devices in the Corpus Studied

FREQUENCY OF COHESIVE DEVICES

mSL text mTLtextl m®mTL text?2

322

268
268

122
122
122

kDOm

REFERENCE SUBSTITUTION ELLISIS CONJUNCTIONS LEXICAL
COHESION

In terms of the distribution pattern of cohesion, reference emerges as the most prominent
cohesive device in the source language (SL) text, featuring a total of 322 referents that
encompass definite article, personal pronouns, demonstratives, comparative ties. Among these
types of reference, personal pronouns account for the largest proportion, followed by lexical
cohesion with 122 occurrences. This is understandable for a narrative genre of this text.
Reference is also observed to maintain its dominance in the two translated versions, yet
demonstrate explicitating shifts, which will be discussed in the next section. However, the
difference in the frequency of reference between the SL text and TL texts can be understood to
have resulted from the change in information structure (by means of punctuation modification),
with the non-existence of definite article and the omission of reference in some cases in the
target language texts. Lexical cohesion, mostly represented by reiteration, remains consistent
in the data corpus.

There is not much difference in other cohesive devices between the SL text and the two
TL texts when it comes to lexical cohesion and substitution as the frequency of these elements
seem to be stable (122 occurrences and 10 to 15 manifestations, respectively); however, closer
investigation into their presence revealed explicitating shifts as there is lexical specification,
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restoration of substitution elements that have been omitted or simplified in the source text.
Ellipsis, present in the SL text, is observed to have been restored to its full form in both
translated texts.

5. Explicitation Shifts in the Translation of Cohesive Devices

5.1. Reiteration

Reiteration is prominent lexical cohesion in the translated texts. As shown in the
frequency of cohesive devices, lexical cohesion seems to be transferred intact to the TL texts.
However, explicating shifts are observed when punctuation marks are added to aid
comprehension (Gumul, 2017), thus creating new sentences with the repetition of the same
subject as shown in the example below.

e.9. ... that he came down on Monday in a chaise and four to see the place, and was so
much delighted with it, that he agreed with Mr. Morris immediately.

Ngay thiz hai tuan réi anh di d@én trén mgt xe tir ma cé trung dé xem qua trieéc. Anh
thich cho nay lam nén dong y ngay vai 6ng Morris. (Diep Minh Tam, 2002, p. 21)

Hom the hai vira roi cdu ta di mét 6 xe déc ma xuong ddy dé xem ngdi nha, té ra thich
no tgi mac thea thug@n xong xudi luén vai dng Morris. (Lam Quynh Anh & Thien Nga, 2017,
p-5)

In another case, reiteration is seen in the use of synonym “the place” — “ng61 nha” (the
house), which helps make the reference explicit, facilitating readers’ comprehension.

5.2. Transformation of Pro-Forms Into Lexical Cohesion

Notably, explicitation shifts are observed in the case of demonstratives, where English
pronouns such as "that,” "it,”" and "them™ are often transformed into nouns in the Vietnamese
translations. This process is synonymous with lexicalization of pro-forms, as discussed in
Gumul’s taxonomy (2017). This transformation serves to make explicit what is being referred
to in the TL. For example:

e.9.1. “But it is very likely that he may fall in love with one of them, and therefore you
must visit him as soon as he comes.

| see no occasion for that. ” (Austen, 1993, p. 3)
~ “Chi laanh dy cd thé yéu mét trong mdy dira con gai ta, vi thé dng phdi di thim xd giao
anh ay cang som cang tot.
Toi ko thdy cé co héi viéng tham nao.” Diep Minh Tam (2002, p. 22)
“Nhung rat c6 kha nang cdu ta sé xiéu long vi mét trong mdy diza nd, bgi vdy khi cgu
ta tdi noi ong phai sang tham hoi ngay nhe.
Khéng doi nao!” (Translated by Lam Quynh Anh & Thien Nga, 2017, p. 6)

As seen in the example 1 above, the pro-form “that’, which can be understood as “viéc
do, chuyén d6”, in the SL text refers to “the act of visiting” by Mr. Bennet. However, it has
been explicated into a noun in the TL text 1, which can be understood as ‘(such) a visit’ or
‘visiting’ in back translation (I see no occasion for such a visit/ visiting). In this story, Mrs
Bennet is insisting on her husband, Mr. Bennet, visiting Charles Bingley, a wealthy young
gentleman who has just rented the mason of Netherfield Park. The arrival of Mr. Bingley at the
neighborhood has raised high hope for Mrs Bennet, who has always been desperate to see her
five unmarried young daughters to be well married. Paying a visit to others, at the time when
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the story takes place, is considered a way of socializing, establishing social connections, from
which other pursuits can be gratified.

Looking at the second Vietnamese translation by Lam Quynh Anh & Thien Nga, it is
observed that the whole utterance with the pro-form “that” (I see no occasion for that) has been
transformed into a short and abrupt decline, excluding the pro-form and changing the syntactic
structure, in TL text 2 (“Khong do1 nao” or “Never” in back translation).

With this example, it can be said that TL text 1 displays more explicitness in translation
than TL text 2. However, the two target language texts display a reverse in the translator’s
choice of translational shift in the following example.

e.g.2. “Mr. Bennet was among the earliest of those who waited on Mr. Bingley. He had
always intended to visit him, though to the last always assuring his wife that he should not go;
and till the evening after the visit was paid she had no knowledge of it. It was then disclosed in
the following manner.” (Austen, 1993, p. 6)

“Ong Bennet la mét trong s6 nhitng ngwoi di tham xd giao anh Bingley sém nhat. 6ng
luén c6 ¥ dinh di gap anh, mdc dt 6ng vdn ndi véi vor 1a minh khong mudn di. Chi khi dén bugi
toi sau lan gap g6, ba vo méi biét duoc tin nay.” (Diep Minh Tam, 2002, p. 24)

“Ong Bennet la mot trong nhitng nguoi ddu tién di tham Bingley. Ong dd nuoi y dinh
sang gap anh chang mdc du toi phut chot van khang khang bao vo rang ong chang viéc gi phai
di, thanh thir dén t6i budi toz cua cai hom ong di tham Bmgley vé ba vo méi hay biét s tinh.
Ciu chuyén bay gio duwoc tiét 19 theo cdach thire nhie thé nay.” (Lam Quynh Anh & Thien Nga,
2017, p. 8)

In this example, the translation by Diep Minh Tam has left out the transitional sentence
that introduces the story which is going to be told about Mr Bennet’s visit to Mr Bingley’s new
residence. This act can be regarded as a move to implicitation by the translator when the details
of the story are elaborated thereafter.

Meanwhile, in the works by Lam Quynh Anh & Thien Nga (TL text 2), the original
sentence is preserved with the pronoun °‘it’, representing ‘the visit’ in the SL text, being
lexicalized into another noun “cau chuyén” in the TL text 2. The act of preserving the whole
sentence here, | believe, is truthful to the original work. Moreover, the translational shift of
explicitation comes into play in this case with the rendition of the pronoun “it”. By making
explicit the meaning of the pronoun “it” in the SL text into another noun ‘“cau chuyén” (the
story) but not “viéc di tham anh Bingley” (the visit to Mr. Bingley) or “chuyén di” (the visit),
the translator is conveying an idea that the following part is a story of the previous event to be
unfolded.

e.9.3. “Oh! Single, my dear, to be sure! A single man of large fortune; four or five
thousand a year. What a fine thing for our girls!”

“How so? How can it affect them?” (Austen, 1993, p. 3)

“A! Con dgc than, chac han roil Mgt nguoi dgc than c6 gia san Ion, ca bé hay nam
nghin moi nam. Ké ra ciing la dieu hay cho may dira con gai nha ta!

Hay nhw thé nao? Chuyén dy thi ¢6 lién quan gi dén may dira?” (Diep Minh Tam,
2002, p. 21)

“O! Pgc than chir, chac chan ludn! Mgt anh ching dgc than kha gid, loi tirc bon dén
nam ngan bang moi nam. Thdt may phudoc cho cac con gai ching tal

May thé nao kia? Lam sao chuyén dé lai dnh hwong téi con minh cho dwgce?” (Lam
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Quynh Anh & Thien Nga, 2017, p. 6)

As seen in this instance, the pronouns “it” and “them” in the SL texts are explicitated
when they are lexicalized into nouns ‘“chuyén” and “con minh” with the addition of
demonstrative words in both TT texts (i.e. “4y, d6” and “chuyén ay”, “chuyén d6”) to make
explicit what is referred to in the context of the story (Gumul, 2017). Such words (dy, d6)
increase the coherence of the translated texts, reminding the readers of the topic discussed
between Mr. and Mrs. Bennett (a wealthy young gentleman who has just moved into the
neighborhood and become a topic of interest for families with mature daughters.) As said, Mrs.
Bennett is nurturing a high hope of seeing her daughters to be married, especially to financially
secured gentlemen, such as Mr. Bingley. Therefore, she immediately perceives the connection
between the arrival of such persons and her desires for her girls and considers it as luck.

Supposing those pronouns (“it” and “them”) are transferred literally to the target
language as “no, chung”, the meaning will not be as clear as the expressions by “chuyén ay/
chuyén d6; may dura/ con minh” in the TL texts.

5.3. Restoration of Substitution and Clausal Ellipses

Given the limited corpus of this research, it was observed that the frequency of
substitution and ellipsis is significant. However, the rendering of these ties clearly displayed
explicitating shifts. Specifically, the following translational shifts of explicitness were
recognized when substitution and elliptical constructions are restored to full forms.

e.g.4. "Have you heard that Netherfield park is let at last?"

Mr Bennet replied that he had not (0). (Austen, 1993, p. 11)

“Ong Bennet tra 101 rang éng chwa biét” (Diep Minh Tam, 2002, p. 20)

“Ong Bennet tra 10 rang chwa (0).” (Lam Quynh Anh & Thien Nga, 2017, p. 5)

In this example, there is a clausal ellipsis in the English sentence. The modal verb hadn 't
is used instead of repeating the clause (heard that Netherfield is let at last). This clausal ellipsis,
he had not, is explicitated by virtue of lexical means ‘known’ (‘biét’) (in the translation by Diep
Minh Tam (2002) but is implicated, equalling the sense of the original text in the translation by
Lam Quynh Anh & Thien Nga (2017). With this instance, the TL text 1 has displayed a trend
towards explicitation, compared to the orientation for implicitness in the TL text 2.

By making vague information become more precise in the translation, explicitation
makes use of lexical means to realize this objective. Lexical explicitation is also seen in cases
whereby signs of re-capturing the elliptical units of the original segment are marked in the
translation. This type of explicitation is regarded as necessary because it makes the translation
closer to the target language norms while increasing the explicitness of the translated texts.
Therefore, we have the expansion of the implicit meaning in the SL text, making the message
in the TL texts clearer and thus easier to understand. A similar phenomenon is observed in the
following examples:

e.g.5. "Have you heard that Netherfield park is let at last?"

Mr Bennet replied that he had not (0).

“But it is (0),” (Austen, 1993, p. 11)

“Cé ngwoi dén thué réi.” (Diep Minh Tam, 2002, p. 20)

“Thé ma chuyén l1a vdy ddy!” (Lam Quynh Anh & Thien Nga, 2017, p. 5)

The clausal ellipsis in “it is, ” leaves out the information of let at last. In the two
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translations, this clausal ellipsis is explicitated into a complete sentence repeating what has been
announced previously “Co6 ngudi dén thué roi.” or “Thé ma chuyén 1a vay dy!”. The translation
in the TL text 1 explicitates the message produced in the previous utterance (an eliciting
question with a passive structure) by paraphrasing the passive form into an active structural
construction (somebody did something). | guess that the translator intends to highlight the
purpose of Mrs. Bennett’s conversation as she is referring to the gentleman who has rented the
mansion of Netherfield park. Mrs Bennett is trying to draw her husband’s attention to the
appearance of the tenant so that he can pay a visit and establish social connections for her girls
to be introduced. Meanwhile, the TL text 2 summarizes the whole event by replacing “it”
(which refers to Netherfield park in the original text) with a new noun “(cdau) chuyén” (“the
story”). By this way, the translator seems to have established the event mentioned (Netherfield
park is let at last) as the background of a story to be told later on during the course of
conversation between Mr. and Mrs. Bennett.

e.g.6. “I do not believe Mrs. Long will do any such thing. She has two nieces of her own.
She is a selfish, hypocritical woman, and | have no opinion of her.”

“No more have 1, ” said Mr. Bennet, “and I am glad to find that you do not depend on
her serving you.” (Austen, 1993, p. 6)

“Me khong tin ba Long chiu gidi thiéu. Ba ta c6 hai dira chau gai. Ba c6 tinh ich ky,
dao durc gia, va me khéng co y kien gi vé ba ay. ”

Ong Bennet noi

“Téi ciing khong cé ¥ kién gi hon,” (Diep Minh Tam, 2002, p. 24)

“Me chang tin ba Long sé lam bat cit diéu gi nhu vdy. Ba ta con nhiing hai ¢d chau gai
kia kia. Nguwoi thi ich ky, dao dirc gid, me cha cO an tuong tot dep gi ve ba ta.”

“Toi ciing thé,” ng Bennet néi. (Lam Quynh Anh & Thien Nga, 2017, p. 8)

The clausal ellipsis and inversion structure “have 1” (by Mr Bennet) in the original text
has been explicitated in the translation of Diep Minh Tam (TL text 1) with the repetition of the
information mentioned in the previous utterance (by Mrs Bennet) “opinion of her” — “y kién
gi”. This makes the meaning of the utterance given by Mr Bennet explicit and clear in the
translated text, helping readers keep track of the conversation taking place now. The TL text 2,
on the other hand, orients towards implicitation when preserving the original message’s
structure, keeping the translated utterance in short form using referencing items (ciing thé, ciing
vay) to reiterate similarity or agreement.

The analysis of the examples above has shown a tendency to make the target language
texts more redundant than the source language text as explitating shifts are observed as to
reference, substitution and ellipsis.

6. Conclusion

Translation is a complex process involving the interpretation and rendering of a message
from one language to another. Translators must navigate linguistic differences and make
strategic choices to effectively convey the intended meaning to the target audience. Cohesion,
an important aspect of textuality, is crucial for ensuring that a text is coherent and meaningful.

This qualitative study sought to compare a passage from Jane Austen's English novel
"Pride and Prejudice” (1993) with its two Vietnamese translations by Diep Minh Tam (2002)
and Lam Quynh Anh, Thien Nga (2017). The primary objective was to examine the various
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translation shifts that occur when rendering cohesive devices, drawing from Halliday and
Hassan's cohesion model (1976). The study particularly focused on the concept of explicitation,
as proposed by Blum-Kulka (1986/2000) and Gumul (2017).

The findings of this descriptive study reveal that both Vietnamese translations exhibit
explicitating shifts through techniques such as reiteration, lexicalization of pro-forms (shifting
from referential cohesion to lexical cohesion), and the restoration of substitution and clausal
ellipses found in the original text. Furthermore, the comparative analysis indicates that the
translation by Diep Minh Tam (2002) tends to employ translational shifts of explicitness more
frequently, which may suggest that explicitation is contributory in facilitating readers’
understanding of the story line and textual cohesion.

As said previously, other studies on textual cohesion tend to focus on the frequency or
translation strategies in rendering cohesive relations from a source language text to a target
language text. This study, despite being limited in the data corpus as is preliminary research
into the issue of discourse and textuality on translated texts, has highlighted how the process of
translation involves making linguistic and stylistic choices to bridge the gap between languages,
with a particular focus on enhancing explicitness in the target texts. The results of this empirical
research are primarily expected to have a bearing upon raising interest in similar investigations
into the issue of textuality and represent a starting point for more extensive examination of the
translational and contrastive aspects of cohesive devices, contributing to empirical studies that
validate explicitation hypothesis and the notion of translation universals in general as well as
literary translation in particular.
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TINH TUONG MINH CUA PHUONG TIEN LIEN KET
TRONG HAI BAN DICH TIENG VIET
CUAMOT TAC PHAM VAN HOC

Vii Thi Thu Thiy

Truong Pai hoc Ngoai ngir, Pai hoc Quéc gia Ha Nai,
Puong Pham Vian Pong, Cau Giay, Ha Néi, Viét Nam

Toém tit: Tinh trdng minh cia cac phuong tién lién két van ban ¢ thé thay ddi trong qua trinh
dich thuat. Vi vay, trong nghién ctru dinh tinh ban dau nay, tac gia tién hanh so sénh mot phan cua tac
pham “Kiéu hinh va dinh kién” ctia nha vin Jane Austen (1993) vai hai ban dich tiéng Viét duoc thyuc
hién boi Digp Minh Tam (2002), va L4&m Quynh Anh va Thién Nga (2017) nham tim hiéu cac budc
chuyén dich twong minh trong viéc chuyen ngir cac phuong tién lién két. Nghién ctu nay dua trén cac
ly thuyét vé lién két cua Halliday va Hassan (1976), gia thuyét vé tinh twong minh cua Blum-Kulka
(1986/2000) va thang phan loai cia Gumul (2017). Bé dat dwoc muc dich ciia nghién ciu, tac gia xac
dinh cac phuong tién lién két duoc dung trong van ban goc (quy chiéu, thay thé, rat gon, lién tir, va lién
két tir vung), sau dé tién hanh so sanh voi hai ban dich d nhan dién céac chién luoc dich twdng minh.
Hai ban dich ciing dwoc so sanh véi nhau dé tim su khac biét trong chuyén dich phuong tién lién két cua
hai nhom dich gia. Két qua nghién ciu cho thiy chuyén dich tuong minh trong vin ban dich dwoc ap
dung qua k¥ thuat I3p tir, sir dung danh tir thay thé cho dai tir chi dinh, khéi phuc phép thé va phép rat
gon ménh dé& bang cach thém théng tin. Phan tich ban dich ciing cho thiy su khéc biét trong quyét dinh
dich thuat cua céc dich gia khi truyén tai mot van ban gdc sang vin ban dich, thé hién & viéc s dung
céc chién lugc chuyén dich tudng minh trén khéi liéu caa nghién ciu nay.

Tir khoa: phuong tién lién két, cac budc chuyén dich, minh bach hoa/ tuong minh
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Abstract: The English teaching practice is an essential part of a TESOL methodology course
as it can offer TESOL students or pre-service English as a foreign language (EFL) teachers valuable
experience in actual teaching environments. Additionally, TESOL methodology courses play a crucial
role in providing pre-service EFL teachers with excellent chances to master their professional
knowledge to become competent language teachers in the future. In this regard, pre-service teachers’
improvement in knowledge, attitudes, and professional skills in teaching English is of vital importance
to their teaching career since they assist pre-service EFL teachers in displaying teaching abilities. This
study aimed at examining pre-service teachers’ perception of their teaching competency development
after taking 45 periods of the English teaching course, which is a compulsory course in the MA program.
121 pre-service EFL teachers, whose majors are TESOL methodology, answered the self-assessment
guestionnaire survey in this study. The SPSS software was utilized for data analysis. The findings
disclosed that pre-service EFL teachers believed that their teaching competencies were developed after
learning the teaching practice course. Specifically, they improved their knowledge and teaching skills
SO as to attract students to their lessons. Pedagogical implications are suggested for policymakers and
teacher trainers to enhance pre-service EFL teachers’ teaching competencies based on the preliminary
results of the current study.

Keywords: English teaching practice, pre-service EFL teachers, teaching competency, TESOL
courses

1. Introduction

It is generally agreed that teaching competency performs a vital role in the process of
teaching since it assists teachers to demonstrate their confidence in their abilities. Thus,
teachers’ teaching competency may contribute to the efficacy of classroom practice (Dignath,
2021). Accordingly, the English teaching practice (ETP) is vital for teachers to gain their
competencies in teaching so that their teaching quality can be improved. Additionally, the ETP
enables language teachers to enhance their professional competence and teaching skills as well
in order to become effective and qualified teachers.

Apart from that, the ETP is one of the key components of the training process, which
provides teachers with wonderful opportunities to bring theories to actual classroom settings
(Azeem, 2011; Foncha et al., 2015). In addition, Komba and Kira (2013) stated that the ETP
provides student teachers with a great opportunity to increase their exposure to real teaching
contexts, which helps them gain teaching competence. Thus, acquiring teaching abilities has a
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significant impact on the enhancement of teaching and learning quality (Algiawi & Ezzeldin,
2015; Bhargava & Pathy, 2011). Hence, pre-service teachers are offered a chance in order to
attempt the art of teaching before embarking on their real teaching career (Kiggundu &
Nayimuli, 2009).

Additionally, Blaskova et al. (2014) highlight that university teachers’ competency in
teaching the English language benefits their university and students. Therefore, training
teachers is prioritized by training institutions as it helps teachers to achieve academic standards
(Tran, 2020). In fact, it is important that teachers should have considerable skills as well as
competencies to meet the demands of today’s education reforms (Zhumash et al., 2021).
According to Sadeghi and Richards (2021), teacher training approaches provide the necessary
skills for teachers to gain new teaching experiences in the classroom. In a similar vein, in the
Vietnamese context, training pre-service EFL teachers to be skilled teachers in the future is
important to language teachers and educators in recent years. Apart from that, Bhargava and
Pathy (2011) stated that pre-service teachers’ attitudes toward teaching professions are crucial
as positive attitudes can lead to their motivation for improving their teaching capabilities so that
they are able to become adept teachers.

Regarding the significance of this study, it will make a valuable contribution toward the
understanding of pre-service teachers’ perception about developing their teaching competency
after taking the teaching practice course. In fact, comprehending their attitudes and beliefs in
terms of their teaching competency development (TCD) is critical as they can help university
administrations and teacher trainers provide appropriate training programs and efficient
teaching methods, which is beneficial to pre-service EFL teachers’ TCD. Besides, this study is
significant as it contributes to a vast body of research on pre-service teachers’ assessment of
their TCD after learning MA programs. What is more, the findings of this study could provide
deep insights into pre-service EFL teachers’ invaluable experience in putting theory into
practice.

In the context of Vietnam, it can be observed that training EFL teachers to achieve the
academic standards of English language teaching (ELT) has been stimulated to date. In this
line, fiats and directions for high standards on teaching competency among Vietnamese EFL
teachers are provided by Vietnam’s Ministry of Education and Training (MOET) in order to
help EFL teachers reach such standards. In respect of ELT, MOET (2014) offered Vietnamese
EFL teachers a general teaching competency framework including five key areas: knowledge
of the subject and the curriculum, knowledge of ELT, knowledge of language learners, ethics
and values in language teaching, and collaboration and practice in teaching the English
language. Regarding knowledge of the subject and curriculum, it involves English capacity, a
deep understanding of the English language system and foreign culture, and the ability to make
use of teaching materials. In terms of knowledge of teaching English, it includes teaching
methodology, the capability of designing lessons, organizing learning activities, evaluating
students’ performances, selecting teaching resources, and applying technology to teaching
English. Knowledge of language learners embraces an understanding of students’ attitudes
toward their English language learning and the ability to increase students’ creativity and
critical thinking. With respect to ethics and values in the teaching profession, it encompasses
teachers’ competency in teaching English, the cooperation between teachers and students,
teachers’ capacity for teaching English, and teachers’ contributions to the field. Finally, in terms
of collaboration and English language teaching practice, it involves closer cooperation among
schools as well as teachers’ self-evaluation of their teaching competency.
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Thus, this framework is essential to teacher training programs as it provides schools and
universities with explicit guidelines so as to evaluate teaching competency among pre-service
teachers, high school teachers, and tertiary teachers so that the quality of ELT is enhanced.
Nevertheless, teacher training program in Vietnam encounters considerable problems, which
prevents the development of students’ discipline and practice teaching ability (Le & Tran,
2022). One of the key issues of teacher development programs is that they are not of high quality
(Dede et al., 2009), which results in teachers’ lack of subject knowledge or suitable skills (Khan
et al., 2016). Another problem is that universities do not provide students with a sufficient
environment to enhance their soft skills as well as the teaching practice is ineffective (Tran,
2012). The third problem concerns the improvement in the quality of training programs that
help pre-service EFL teachers to use English and apply knowledge to their teaching.

Therefore, this paper attempts to scrutinize pre-service EFL teachers’ perception of their
ELT competence enhancement after completing the course in English teaching practice at a
higher institution in Ho Chi Minh City (HCMC), Vietnam. To this end, this study seeks to
respond to the following research question:

What is pre-service teachers’ perception of their language teaching competency
development after the English teaching practice course?

2. Literature Review

2.1. Definitions of Teaching Competency

Nemet (2018) defined teaching competency as the ability of teachers to apply their
knowledge, attitudes, and teaching skills to stimulate students to their learning. In addition,
teaching competency refers to teachers’ ability to manage the process of teaching and learning
activities (Aulia, 2021; Channa & Sahito, 2022; Ghufron et al., 2022). Moreover, teaching
competency is defined as skills and abilities that are possessed by teachers so as to make the
learning environment effective (Sekar, 2016). From the aforementioned definitions, teaching
competency is regarded as teachers’ capabilities for sharing their academic knowledge and
employing efficient methods of teaching so as to engage students in the learning process.

2.2. Components of Teaching Competency

Numerous researchers and practitioners (e.g., Brosh, 1996; McDiarmid & Clevenger-
Bright, 2008; Paramanik & Barman, 2019; Pramatarindya & Sukidjo, 2018; Sekar 2016;
Zeichner, 2010) have asserted that teaching competency involves fundamental components
such as knowledge, skills, and attitudes. Teachers’ knowledge involves “an understanding of
the relationship between content knowledge and pedagogical content knowledge” (Grant, 2008,
p. 127). According to Bardakci and Unald1 (2021), content knowledge refers to teachers’
knowledge of the subject matter that they are teaching while pedagogical content knowledge is
knowledge that forms a basis for language teaching and learning activities. Particularly,
pedagogical content knowledge embraces curriculum planning, material designs, evaluation,
reflective teaching, classroom management, and teaching four language skills (Aulia, 2021;
Richards, 2011). With respect to skills, they are performances by teachers in order to organize
their lectures including interpreting tasks, checking students’ understanding, and guiding
students’ practice (Richards, 2010). Concerning attitudes, they refer to the relationship between
teachers and students so as to help students achieve their learning goals (Mullock, 2003).

In this light, three principal components of pre-service EFL teachers’ perception of
teaching competency after the English teaching practice periods in this study encompass
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knowledge, skills, and attitudes.

2.3. Pre-service Teachers’ Perception of Teaching Competency Development After the
English Teaching Practice Course

There have been several studies that have investigated the views of pre-service teachers
on developing teaching competencies during teaching practice periods in various settings. In
foreign contexts, a study by Freeman et al. (2014) disclosed that pre-service language teachers
found that it was challenging for them to manage classrooms efficiently in order to complete
their teacher preparation program. In addition, Yuksel (2014) explored pre-service teachers’
appraisal of their teaching competency. The results showed that they believed that they acquired
professional competence in terms of teaching. In 2018, Castafieda-Trujillo and Aguirre-
Hernandez examined pre-service EFL teachers’ conceptualizations of their ELT. The findings
indicated that pre-service language teachers had an awareness of their teaching practice’s
significance and they believed that their mentor provided theory and valuable experience for
their teaching competence improvement. Besides, Ozdas (2018) concluded that pre-service
language teachers gained considerable experience in teaching through the teaching practice
course. Karim et al. (2019) have pinpointed that pre-service teachers believed that teacher
training courses could enhance their pedagogical and linguistic competence. Yin (2019)
explored attitudes to experiences among pre-service teachers in a teacher training course. The
findings indicated that participants perceived that the university course provided them with
various necessary skills to prepare for lectures and reflect on their teaching practice.

In 2020, Afalla and Fabelico explored pre-service teachers’ teaching competency. The
findings revealed that teachers increased their teaching capability. Kihwele and Mtandi (2020)
confirmed that pre-service teachers perceived clearly the significance of teacher practice since
it assists them to sharpen their pedagogical skills. Furthermore, Uzun (2022) investigated
opinions on pronunciation teaching among Turkish pre-service teachers. This study involved
150 pre-service EFL teachers who completed a survey. The findings showed that participants
viewed pronunciation as a crucial part of language learning as well as further training in
teaching pronunciation was needed.

Within the context of Vietnam, Ly and Tran (2019) investigated pre-service teachers’
perceptions of their identity establishment after the teaching practicum in Vietnam. The results
indicated that participants developed their professional identities after practicing their English
teaching. In 2021, Nguyen and Nguyen explored pre-service language teachers’ perceptions of
the standard of a training course. There were 39 teachers who participated in the interviews. It
was indicated that pre-service language teachers agreed that this course was of very high
quality. Trinh et al. (2022) examined EFL teachers’ self-efficacy and their classroom
management in the Mekong Delta. This study employed a mixed methods design including a
questionnaire, interviews, and classroom observations. This study involved 46 teachers from
three high schools who answered the questionnaire. There were 12 teachers who attended the
interviews and 6 teachers who allowed the researchers to observe their classes. The findings
revealed that teachers who had a higher level of self-efficacy could manage their classes more
skillfully than those with a lower level of self-efficacy.

Thus, it is noticeable that there is a scarcity of scholarship that explored pre-service EFL
teachers’ viewpoints on TCD over the course of English teaching practice in the Vietnamese
context. Hence, it is vital to come under the scrutiny of pre-service EFL teachers’ perception of
teaching competency enhancement after completing an English teaching practice course in their
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MA program at a university in HCMC, Vietnam.
3. Methodology

3.1. Research Setting

This quantitative study was carried out at the Faculty of English Language in a college
which is situated in Ho Chi Minh City, Vietnam. Particularly, this institution provides different
training programs such as Bachelor’s program and MA in the TESOL program so that students
can choose their majors easily. The TESOL program focuses on three specialized courses,
namely Translation and Interpretation, Business English, and TESOL Methodology. It is
observed that numerous students, who did not have experience in ELT, participated in the
TESOL methodology course. However, they were able to gain knowledge of the subject and
curriculum, have positive attitudes toward their teaching career, and improve their teaching
skills after studying the ETP course.

Graduate students who choose the TESOL Methodology major should take four courses
including Teaching Methodology I, Teaching Methodology II, Classroom Management
Strategies, and Contrastive Linguistic Analysis and Language Teaching. Each course involves
3 credits, hence TESOL students have to complete 12 credits for these courses. In particular,
the course of ETP is a principal part of Teaching Methodology I, which was taught within 45
periods. The main objectives of the course involve the skills to design lesson plans for different
language skills, the skills to perform different teaching lessons with the assistance of teaching
aids, and the skills to observe other teachers’ teaching and offer comments on their teaching.
Additionally, there are 9 sessions that are involved in this course. During the ETP course,
TESOL students had to study lectures on teaching techniques, followed by classroom
observations (five sections). Concerning the four last sections, participants practiced their
teaching in small groups twice during their course. Each group had to deliver their lessons
within 1 hour. Other students played the role of learners and completed an observation form.
TESOL students received feedback and comments on their performance from their teacher
trainers and classmates after exhibiting their teaching ability.

3.2. Research Participants

The current study aimed to explore pre-service EFL teachers’ perception of their
teaching competency development after the ETP course. To this end, a cohort of 121 pre-service
EFL teachers, who pursued their MA in the TESOL Methodology course, was involved in this
study. This study employed convenience sampling as it is a non-probability sample strategy
which is appropriate for research that required simple access to participants (Creswell, 2014).
The participants majored in the TESOL methodology at an institution in Ho Chi Minh City.
Specifically, there were 35 males (28.9 %) and 86 females (71.1 %). Regarding their age, 59
participants (48.7%) were under 22, 55 participants (45.5 %) were between 22-24, and 7
participants (5.8%) were over 24. Concerning teaching experience, nearly 52% of participants
had teaching experience at various posts, namely tutor (27.3 %), teaching assistant (19.8 %),
and full-time teacher (4.1 %). However, there were 59 participants (48.8 %) who have not had
experience in teaching English.

3.3. Research Instrument

A gquantitative method was employed in the present study so as to explore pre-service
teachers’ perception of their English teaching competency enhancement after studying the ETP
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course. The questionnaire, which was constructed on the basis of MOET’s framework (2014)
and adapted from Paramanik and Barman’s (2019) questionnaire due to its reliability, involves
two sections. Section A asked about participants’ demographic information. Section B involves
24 items which are divided into three groups including pre-service teachers’ perception of
teaching competency in terms of knowledge (10 items), pre-service teachers’ perception of
teaching competency regarding skills (10 items), and pre-service teachers’ perception of
teaching competency in terms of attitudes (4 items). Those items were designed based on a 5-
point Likert scale, from strongly disagree to strongly agree. The questionnaire was prepared in
English. Next, such a questionnaire was translated into Vietnamese in order to help the
participants grasp the questions completely. The Cronbach’s alpha of the questionnaire is 89
(24 items). This indicated that the questionnaire was highly reliable.

3.4. Data Collection and Data Analysis Procedures

In terms of data collection, before conducting the main study, the questionnaire was
piloted with five pre-service teachers to ensure instrument reliability. To that end, the
Cronbach’s alpha is run to assure the reliability of the piloted questionnaire then a follow-up
insignificant modification is carried out. In this study, the values of the researcher are impartial
and objective as the researcher remains independent of the data as well as holds a neutral
viewpoint; therefore, the findings are a reliable and objective indicator of pre-service teachers’
perception of teaching competency development. The questionnaire then was delivered to 121
pre-service teachers via Google Forms after they finished the course of English teaching
practice. It took them about 25 minutes to fill in the questionnaire. Regarding data analysis, the
software Statistical Package for the Social Sciences (SPSS) version 20 was employed to analyze
data in relation to descriptive statistics (Mean: M, Standard deviation: SD). The interval scale
of the mean scores is comprehended as 1.00-1.80: strongly disagree; 1.81-2.60: disagree; 2.61-
3.40: neutral; 3.41-4.20: agree; and 4.21-5.00: strongly agree.

4. Results and Discussion

4.1. Results

4.1.1. Pre-service Teachers’ Perception of Language Teaching Competency After
Studying the English Teaching Practice Course

As illustrated in Table 1, the average mean score of pre-service teachers’ perception of
teaching competency after the teaching practice session is 4.26 (SD=.60) out of five. This means
that they strongly agreed that their teaching competencies were developed after learning the
teaching practice course. Among the three components of language teaching competency, the
mean score of knowledge (M=4.28; SD=.59) reached the highest level while that of skills
(M=4.26; SD=.64) took the second place. However, attitudes achieved a lower average mean
score (M=4.23; SD=.70). This is understood that pre-service EFL teachers perceived their
knowledge, skills, and attitudes toward their teaching competence at a significant level.



VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 4 (2023) 141

Table 1
Pre-service Teachers’ Perception of Teaching Competency After the Teaching Practice Course
Content N=121
M SD
Knowledge 4.28 .59
Skills 4.26 .64
Attitudes 4.23 .70
Total 4.26 .60

4.1.2. Components of Pre-service EFL Teachers’ Perception of Teaching
Competency After the Teaching Practice Course

Table 2 demonstrates that participants heartily agreed that after the English teaching
practice course, they have had the capability to “design lesson plans for different skills” (item
1: M=4.52, SD=.53), “write an observation form” (item 2: M=4.43, SD=.68), “give comments
and evaluate a teaching class” (item 3: M=4.21, SD=.76), “teach vocabulary” (item 4: M=4.47,
SD=.69), and “teaching pronunciation” (item 5: M=4.23, SD=.76). In addition, they were in
agreement that they had the ability to “teach grammar” (item 6: M=4.10, SD=.76), “teaching
speaking skill” (item 8: M=4.19, SD=.75), and “teaching writing skill” (item 10: M=4.11,
SD=.76). Nevertheless, they strongly concurred that after taking the English teaching practice
course, they were able to “teach listening skill” (item 7: M=4.21, SD=.73), “teaching reading
skill” (item 9: M=4.28, SD=.71). In brief, the findings show that pre-service EFL teachers
agreed that they gained detailed knowledge of teaching competence after such course.

Table 2
Pre-service EFL Teachers’ Perception of Teaching Competency in Relation to Knowledge

No. After the English teaching practice course, | have had the ability N=121

to.... M SD
1 design lesson plans for different skills. 4,52 53
2 write an observation form. 4.43 .68
3 give comments and evaluate a teaching class. 4.21 .76
4 teach vocabulary. 4.47 .69
5 teach pronunciation. 4.23 .76
6 teach grammar. 4.10 .76
7 teach listening skill. 421 73
8 teach speaking skill. 4.19 75
9 teach reading skill. 4.28 71
10 teach writing skill. 411 .76

Table 3 indicates that pre-service EFL teachers strongly agreed that they had the ability
to “organize teaching activities effectively” (item 11: M=4.35, SD=.76), “manage teaching time
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effectively” (item 12: M=4.28, SD=.75), “use teaching techniques efficiently” (item 13:
M=4.23, SD=.75), “ask questions to increase the learners’ interaction” (item 14: M=4.22,
SD=.81), “use teaching aids effectively” (item 15: M=4.38, SD=.71), “give instructions for
learning activities effectively” (item 16: M=4.28, SD=.73), “have a passion for my teaching
career” (item 18: M=4.38, SD=.79). Apart from that, they agreed that acquired the competence
to “give feedback on learners’ learning activities effectively” (item 17: M=4.17, SD=.76),
“control my voice suitably for each lesson” (item 19: M=4.16, SD=.78), “use English for my
teaching effectively” (item 20: M=4.16, SD=.76) after the teaching practice sessions. In general,
such findings give information about participants’ awareness of their skill development after
the English teaching course.

Table 3
Pre-service EFL Teachers’ Perception of Teaching Competency in Relation to Skills

No. After the English teaching practice course, | have had the N=121
ability to....

M SD
11 organize teaching activities effectively. 4.35 .76
12 manage teaching time effectively. 4.28 75
13 use teaching techniques efficiently. 4.23 75
14 ask questions to increase the learners’ interaction. 4.22 81
15 use teaching aids effectively. 4.38 71
16 give instructions for learning activities effectively. 4.28 73
17 give feedback on learners’ learning activities effectively. 4.17 .76
18 have a passion for my teaching career. 4.38 .79
19 control my voice suitably for each lesson. 4.16 .78
20 use English for my teaching effectively. 4.16 .76

As displayed in Table 4, pre-service EFL teachers strongly concurred that after taking
the English teaching practice course, they were able to treat all learners equally” (item 24:
M=4.38, SD=.74). Nevertheless, they believed that they had the ability to “use teaching
methods to engage learners in the lectures” (item 21: M=4.17, SD=.83), “manage the classroom
effectively” (item 22: M=4.16, SD=.73), and “motivate learners to study actively” (item 23:
M=4.20, SD=.81). Generally, research participants had positive attitudes toward their teaching
competency development after the teaching practice course.

Table 4
Pre-service EFL Teachers’ Perception of Teaching Competency in Relation to Attitudes

No. After the English teaching practice course, | have had the N=121
ability to....

M SD
21 use teaching methods to engage learners in the lessons. 4.17 .83
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22 manage the classroom effectively. 4.16 73
23 treat all learners equally. 4.38 74
24 motivate learners to study actively. 4.20 81

4.2. Discussion

This study revealed some key findings. Pre-service teachers perceived that learning the
English teaching practice course could enhance their capabilities of teaching the English
language. This finding was in alignment with Afalla and Fabelico (2020), Karim et al. (2019),
Kihwele and Mtandi (2020), and Ylksel (2014) who asserted that pre-service language teachers
developed their capacity for ELT as well as mastered their skills thanks to teacher training
courses. A plausible explanation for this finding could be that participants had a great awareness
of the requirements for the ELT career. Therefore, they attempted to enhance their knowledge,
skills, and attitudes toward teaching competency in order to satisfy the professional standards
of ELT. Another possible explanation for this could be that participants may find the teaching
practice course helpful as it could assist them to gain knowledge and skills so that they were
confident in their competence in teaching English. Besides, they could develop their teaching
methods during the teaching practice periods. Moreover, it can be implied that participants
received strong support from their universities and teacher trainers.

With respect to knowledge, pre-service teachers hold positive views about their
competencies in designing lesson plans for their lectures after studying the teaching practice
course. This finding was aligned with Yin’s (2019) study on perceptions of pre-service language
teachers’ practical experiences during a teacher training course, which indicated that the course
offered them essential skills at preparing their lectures. It can be implied that pre-service
language teachers acknowledged the importance of acquiring knowledge of the subject and
teaching the English language, hence they acquired pedagogical knowledge of their subject
after the ETP course. Consequently, they were skilled in preparing their lesson plans, which
engage students in the learning process. Besides, pre-service teachers realized that their
pronunciation teaching was enhanced after the ETP course. This finding was different from
Uzun’s (2022) study which disclosed that pre-service teachers should attend advanced training
in teaching pronunciation. It can be explained that Vietnamese pre-service EFL teachers
recognized the critical importance of pronunciation in ELT and learning. Hence, they have
spent considerable time on English phonetics and phonology practice in order to have excellent
pronunciation, which can help them have the capacity for correcting their students’
pronunciation so that their students are able to have proper English pronunciation.

In terms of skills, pre-service language teachers believed that they organized their
teaching activities effectively. This finding of the study was similar to that of Ozdas (2018)
who confirmed that pre-service language teachers gained considerable experience in teaching
English through the teaching practice course. This can be explained that pre-service EFL
teachers comprehended their students’ needs as well as they had tremendous opportunities to
be exposed to sufficient teaching practice sessions when attending the course, which resulted
in their ability to arrange various activities for their classes effectively. In addition, pre-service
teachers developed an abiding passion for their teaching career after the ETP course. This
finding was aligned with Castafieda-Trujillo and Aguirre-Hernandez’s (2018) study, which
indicated that pre-service teachers perceived the significance of the ETP course. A possible
explanation for this could be the ETP course performs a pivotal role in inspiring pre-service
teachers’ devotion to ELT. In fact, pre-service EFL teachers’ passionate interest in ELT is
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developed after taking the ETP course, which helps them have immense enthusiasm for ELT.

Regarding attitudes, pre-service language teachers also held a firm belief that the
English teaching practice course could enhance their classroom management skills. This
finding was dissimilar from Freeman et al. This study (2014) uncovered that pre-service
teachers could not manage their classes effectively, which is deemed a new finding of this study
as it may contribute to a body of research on classroom management skills among pre-service
language teachers during their ELT practice. It can be inferred that pre-service EFL teachers
recognized the critical importance of professional ethics and values in ELT, which resulted in
their considerable effort to manage classroom activities successfully.

5. Conclusions

The present study indicated that pre-service EFL teachers firmly believed that their
teaching competencies were developed after taking the English teaching practice course, which
is a significant course in their MA program. In addition, knowledge, skills, and attitudes were
considered as three core components that led to their TCD after the English teaching practice
periods. Therefore, some pedagogical implications are proposed. First of all, teacher trainers
should provide pre-service teachers with clear directions for adopting effective strategies for
teaching English language skills as well as employ a wide range of teaching methods when
teaching pre-service teachers so that pre-service teachers can broaden their horizons in terms
of teaching approaches and their ability to teach language skills can be enhanced. Second, it is
imperative that teacher trainers raise an awareness of the importance of gaining thorough
knowledge of English grammar among pre-service teachers, which assists them in improving
their English grammar teaching. Third, it is teacher trainers who instruct pre-service learners to
give detailed comments and evaluate their classes effectively so that pre-service teachers are
able to provide valuable feedback on their students’ performance and assess their teaching
classes accurately. Fourth, it is necessary for teacher trainers to offer pre-service teachers
constructive advice on how to interact well with students in the classrooms so that pre-service
teachers can build a close rapport with their students; therefore, students’ active engagement in
the lessons can be promoted.

What is more, policymakers and curriculum designers should offer various courses on
effective teaching techniques so that pre-service teachers’ teaching abilities can be developed.
Moreover, it is vital for university administrations to invite some experts in ELT to share their
hands-on experience in teaching the English language, which helps pre-service teachers
improve their ELT efficiently. Furthermore, diverse training programs should be provided in
order to help pre-service EFL teachers have confidence in ELT capacities.

Besides, pre-service teachers should cultivate positive attitudes toward their teaching
career so that they can make every endeavor to improve their teaching skills in order to be
successful in their English teaching and become skillful language teachers. Finally, not only do
pre-service EFL teachers use English for their teaching effectively, but they also need to be
aware of how they control their tone of voice suitably for each lesson in order to facilitate a
pleasant environment and motivate learners to the lessons.

Nonetheless, this study imposes some limitations. First of all, this study adopted solely
the quantitative method. Therefore, future studies should adopt a mixed-methods approach in
order to have more reliable results. In particular, interviews should be employed in order to
triangulate the findings from the questionnaire so that insights into pre-service teachers’
perception of teaching competence development can be gained. Secondly, this study only
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recruited 121 pre-service teachers at one university in Ho Chi Minh City, which is considered
a small sample. Hence, future research should involve more participants and explore more
universities to generalize the results. Thirdly, this study merely focuses on pre-service EFL
teachers’ perception of their TCD after the English teaching practice course, which is difficult
to make generalizations about the findings. Hence, future research should involve EFL
teachers’ and teacher trainers’ perception of teaching competence development after the ELT
course.
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NHAN THUC CUA GIAO SINH NGOAINGU
VE SUPHAT TRIEN NANG LUC GIANG DAY
QUA KHOA HQC TESOL

Nguyén Minh Tu

Truwong Dai hoc Cong Thuwong TP. Ho Chi Minh,
140 Lé Trong Tdn, Phwong Tay Thanh, Qudn Tan Phd, Thanh phé Ho Chi Minh, Viét Nam

Tom tat: Tap giang tiéng Anh 1a mot phan quan trong cua khéa hoc TESOL vi buol tap giang
cung cap cho hoc vién TESOL hoac gido sinh ngoai ngit nhitng kinh nghiém quy bau vé moi truong
giang day thuc té. Thém vao dé, nhitng khéa hoc TESOL gop phan quan trong gitp glao sinh c6 nhiéu
co hoi trau doi kién thirc chuyén mén va trai nghiém thuc té dé tro thanh gido vién tiéng Anh co ning
luc trong twong lai. Vé mat ndy, su cai thién vé kién thirc, thai d9, va ki nang trong giang day tiéng Anh
rét quan trong ddi voi gio sinh vi diéu nay gilp ho the hién nang luc giang day cua minh. Nghién cau
nay khao sat nhan thirc ciia 121 gi4o sinh chuyén nganh TESOL V& su cai thién ning luc giang day cua
ho sau khoa hoc tap giang tiéng Anh thong qua bang cau hoi khao sat ty danh gia néng lyc. Phan mem
SPSS dugc sir dung dé phan tich dir liéu. Két qua ctia nghién ctru cho thay nhiing gi&o sinh nay tin rang
ning luc giang day cua ho di duoc nang cao sau khoéa hoc. Cu thé 13 ho di cai thién kién thic va ky
nang dé thu hut ngudi hoc vao bai tap giang cua minh. Nhiing khuyen nghi di dwoc dé xuat danh cho
nhitng ngudi thuc hién chinh sach ciing nhu giang vién huéng dan nham gitp gido sinh phaét trién ning
luc giang day.

Tir khoa: tap giang Tiéng Anh, gi4o sinh ngoai ngit, nang luc giang day, khéa hoc TESOL
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Modelling Paralanguage Using
Systemic Functional Semiotics

Theory and Applica

Systemic Functional Linguistics (SFL) has
been increasingly favored in multimodal studies, with
contributions at the theoretical and practical levels
expanding over a wider range of semiotic modalities.
Among these semiotic modalities, dynamic discourse
such as vlogs, video clips, face-to-face lecturers, etc.
have been coherent entities to embrace meanings with
their multi layers. Concerning these registers, as
communication is transmitted, both verbal language
and non-verbal language supports communicators to
send and receive information effectively. Following
the SFL approach, Thu Ngo, Susan Hood, J. R. Martin,
Clare Painter, Bradley A. Smith and Michele
Zappavigna (2021) work together to suggest a new
term “paralanguage” for the non-verbal language
including gestural resources, facial expression,
posture, body movement, and vocalizations. Based on

this definition, the authors further develop their discussions on a model to investigate
paralanguage that accompanies spoken English discourse in their book named “Modelling
Paralanguage Using Systemic Functional Semiotics: Theory and Application”, which is in a
Bloomsbury Studies in Systemic Functional Linguistics series. This book has provided
linguistics and researchers an unprecedentedly comprehensive framework following social
semiotic approach to analyse the meaning making of semiotic resources via non-verbal

communication.
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The book consists of seven chapters, and the contributions of the authors are clearly
specified. Brad Smith’s expertise on prosodic phonology, Clare Painter’s proficiency in
language development and Jim Martin’s discussions on general modelling issues are illustrated
in Chapter 1, 2, 3 and 7. The remaining chapters, chapter 4, 5 and 6 describing the application
of SFL’s metafunctions in the paralanguage model are co-authored by Michele Zappavigna
with her research in social networking, Thu Ngo with her work on animated films and Susan
Hood with her study on academic discourse.

Chapter 1 “Embodied meaning: A systemic functional perspective on
paralanguage” offers an overview of the book, and is definitely the chapter that readers should
read first. It commences with a brief introduction of the SFL and how this theory influences the
authors’ model of paralanguage. Furthermore, the authors emphasize that the term
“paralanguage” for this framework refers to “semiosis dependent on language and is realized
through both voice quality and body language (including facial expression, gesture, posture and
body movement)” (p. 3). In addition, this chapter also explains how semiosis (systems of signs),
which paralanguage belongs to, is distinguished from somasis (non-semiotic behavior). To
address the relationship between language and paralanguage from two dimensions, considered
by Zappavigna and Martin (2018) as “linguistic body language” and “epilinguistic body
language”, Ngo et al. (2021) propose a more transparent terminology. The former is named as
sonovergent paralanguage - “paralanguage that converges with the prosodic phonology of
spoken language” (p. 22) and the latter as semovergent paralanguage — “paralanguage that
converges with meanings made possible by having language” (p. 22). These are the key systems
to be applied in the model. The chapter ends with a summary of the model and examples of the
application of the framework.

After the introduction, in Chapter 2 “An ontogenetic perspective on paralanguage”,
the authors employ an ontogenetic approach to the theorization of paralanguage since this
approach highlights the expression of meaning via face and body during communication. The
chapter discusses the phases of language development, from the child’s first semiotic system,
the protolanguage, with its multimodal expression forms, to the transition into the mother
tongue and the adult communication. Each of these stages includes various expressive
resources, allowing language users to express “paralinguistically alongside verbal language,
with both eventually organized along metafunctional lines” (p. 45). The view on the transition
from infant protolanguage to adult language has convincingly argues why paralanguage is vital
from the beginning in communication.

Chapter 3 “The semiotic voice: Intonation, rhythm and other vocal features”
provides a description of the phonological systems of language that illustrate the model.
Following the viewpoint that English is a stress-timed language, the authors present key terms
in the system, namely salience and rhythm, tone, tonality and tonicity and other features of the
semiotic voice such as pitch change, pitch range, or pitch height in addition to the phonological
transcription conventions. The authors advise analysts to “get to know the discourse semantic
functions of various choices in intonation, rhythm and other systems of the semiotic voice” (p.
88) to be able to perform such meticulous phonological analyses.

In the remaining chapters, Ngo et al. (2021) elaborate on employing SFL’s concept of
metafunction to manifest degrees of convergence of paralanguage with language — degrees of
concurrence for ideational meaning, degrees of resonance for interpersonal meaning and
degrees of synchronicity for textual meaning. In particular, ideational meaning involves
resources for construing reality, interpersonal meaning involves resources for enacting social
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relations and textual meaning involves resources for composing information flow.

Chapter 4 “lIdeational semovergence: Approaching paralanguage from the
perspective of field” focuses on how ideational meaning is comprehended in paralanguage.
The authors study entities and figures as resources for embodied ideational meaning across
language and paralanguage with hand shapes or hand/arm movements. A detailed system
network of paralinguistic entities and paralinguistic figures is presented with examples from a
YouTube Vlog. This chapter also discusses the degrees of concurrence between language and
paralanguage, in particular, some paralanguage is realized only in language (e.g a specific brand
name), some co-realized in language and paralanguage (e.g a syringe) and some are realized
only in paralanguage (to be further argued in chapter 7). In addition, the chapter claims that
only semovergent paralanguage in terms of ideational meaning can be illustrated. Phonology,
adversely, does not construe ideation; therefore, the model is not comprised of ideational
sonovergence.

Chapter 5 “Interpersonal paralanguage: Approaching paralanguage from the
perspective of social relations” explores the ways that facial expression, voice quality, body
movements, and placement, in conjunction with spoken language, communicate sentiments and
enact social interactions with instances from an animated movie. From an interpersonal
perspective, sonovergent paralanguage resonates with tone and entails movements of parts of
the body or face that rise and fall in tune with the intonation contours of the prosodic phonology.
On the other hand, semovergent paralanguage potentially resonates with appraisal resources
through facial expression, bodily stance, muscle tension, hand/arm position and motion and
voice quality. The semovergent paralanguage adapts the system of appraisal from Martin and
White (2005) with Attitude (only Facial Affect and Voice Affect are applicable), Engagement
(Monogloss, Heterogloss) and Graduation (Force, Focus). This chapter also argues how social
relations are realized through three paralinguistic systems from Painter et al. (2013), including
Proximity, Orientation and Power. The authors close the chapter on discussion on how these
paralinguistic resources can interact with each other, that is, intrasemiotically and how these
paralinguistic resources can interact with language, that is, intersemiotically.

The last metafunction, textual, is demonstrated in Chapter 6 “Textual convergence:
Approaching paralanguage from the perspective of information flow”. It focuses on how
paralanguage interacts with spoken language to control the flow of information. The
identification (introducing and tracking entities) and periodicity (structuring waves of
information in discourse) are two linguistic discourse semantic systems that are involved.
Semovergent paralanguage support these resources with pointing gestures, whole-body
positioning and movement while hand beats that converge with giving textual prominence are
affordances of sonovergent paralanguage. The framework is explained with a range of live
lectures in various fields of natural science, social science and language classes. These studies
specifically highlight the value of intermodality in educational settings.

Chapter 7 “Afterword: Modelling paralanguage” offers a brief reflection on the
model of paralanguage presented in the book, taking into account its significance for non-verbal
communication research. This chapter stresses on the authors’ purpose to demonstrate how
semiotics and SFL may be utilized to understand paralanguage while taking gesture, body
language, face expression, and voice quality into consideration. This chapter also mentions
mime as an exception to the principle of the proposed model with instances from the vlog in
Chapter 4. The authors consider mime as semovergent paralanguage that does not accompany
language. In the meantime, emblems are treated as part of the expression form of language and
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not as paralanguage. Other notes on interdisciplinary, intermodality, altermodality and register
variation are presented in the final sections of the chapter.

The value of the book lies in the subsequent points. Initially, this book has successfully
brought together many specialist disciplines to fit into the approach of SFL, inventing a
comprehensive framework for paralinguistic research. The authors adapt different concepts and
models, ranging from prosodic phonology, language development to discourse semantics and
paralinguistic system. Secondly, having combined a number of frameworks/models, the authors
provide logical and coherent explanations to the paralinguistic adaptation of the linguistic
system. This can be evidently shown in the description of interpersonal semovergence in
Chapter 5 and that of identification in language in chapter 6, as the authors briefly review the
system in language prior to explicating and mapping it with the paralanguage model. Thirdly,
the framework is visualized and accompanied with examples, which is very reader-friendly.
This is especially beneficial to early-careered researchers wishing to delve into the realm of
social semiotic approach. With all the figures and networks distinctly depicted, readers are able
to recognize the relationships among all the parameters, realizing them in such complex data
that videos have to offer. Last but not least, as the first-ever comprehensive framework for
paralinguistic studies, the model has been illustrated via various types of data namely, a vlog,
an animation and live lecturers. This proves the wide-range applicability and flexibility of the
proposed model and also motivates academics to conduct more alike research in different
semiotic modes.

However, the authors might consider some weaknesses as follows. First, a number of
examples in the book show paralanguage is independent of language, which is contradictory to
their definition that paralanguage is “semiosis dependent on language” (p. 3). For example, in
chapter 5 (p. 127 and 128), instances (7) and (8) demonstrating Facial Affect contain no verbal
language; yet, they are still considered as paralinguistic affect. In addition, the system of
Paralinguistic Proximity experiences the same issue. As in instance 25 in page 148, although
the two characters move closer to each other without saying anything — meaning there is no
phonological analysis, Paralinguistic Proximity is still deemed as Personal. Therefore,
reasonable explanations should be provided for such cases. Moreover, the distribution of
information into tone groups in chapter 3 is relatively inconsistent. One piece of information
can be divided into one or two tone groups, depending on Tonality and Tonicity to make it
either a marked or unmarked choice. The authors claim that “it is evident that there are
potentially many choices afforded by intonation and rhythm systems, however short is the text”
(p. 80). Nevertheless, some choices might not be in parallel with their Praat visualization — a
software that the authors employ to show all features of phonology analysis. In such situations
where a number of choices are available regarding the division of tone groups, the Praat
visualization may be of no contribution. Lastly, there is a minor shortcoming which is chapter
6 does not have a conclusion, unlike others. This leads to chapter 6 being possibly incapable of
exerting the same influence as other chapters do.

In summary, the book “Modelling Paralanguage Using Systemic Functional Semiotics:
Theory and Application” is worth all the efforts and expertise that the authors have put in. It
not only provides an original comprehensive framework to study paralanguage from SFL
approach but also proves that SFL can be successfully applied in many aspects of language.
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Since the first edition was published in 1996, Gunter
Kress and Theo van Leeuwen’s Reading Images: The
Grammar of Visual Design has received wide
acknowledgment from the research community with over
. 18,000 citations on Google Scholar. The book has offered
i el e T ERe S readers a systematic toolkit for the analysis of visual images
W from a social semiotic perspective. After nearly 30 years,
Cunther Kross and Theo van Lecuwen .
the development of technologies has changed the ways of
visual social practice, particularly in production and
distribution of digital images. These deep changes in the
social, the technological and hence the semiotic world led
to the question whether the Visual Grammar framework is
still applicable to the new semiotic resources of digital
media. The third edition seeks answer to this question and
indicates that with some refinements, the framework
proposed in earlier versions remains valid and stands the test of time. Therefore, the major
contributions of this new edition lie in the authors’ expansion of the framework and its
application to various contemporary images. This review will highlight these two issues by
comparing the updated version with the previous ones and also discuss how the current edition
deals with the critiques of previous editions. The information of the previous editions could be
found in previous reviews like Forceville (1999) for the first edition and Thuy (2017) for the
second edition, thus it is not within the scope of this present review.

¥,

1. A Comparison With the Old Editions

The third edition of Reading Images: The Grammar of Visual Design still keeps the
original multidisciplinary principle with the “use of the semiotic foundation of a specific
linguistic theory and aspects of its descriptions” (p. 41). It takes Halliday’s social semiotic
approach to language, with its three metafunctions as a starting point for the interpretation of
visual images. According to Kress and van Leeuwen, similar to verbal language, visual texts
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also fulfil three communicative functions, including representational, interpersonal and
compositional ones.

Therefore, the structure of the book remains the same with eight chapters, following the
three SFL metafunctions. The first chapter sets the theoretical background with the semiotic
landscape. Chapters 2 and 3 deal with ideational meaning in the images by discussing visual
resources for the representation of narrative and conceptual relations. Chapters 4 and 5 provide
tools for designing the viewer’s positioning and models of reality through a set of interpersonal
design choices and validity markers. The last metafunction of compositional meaning is
discussed in chapter 6, which examines how different resources are combined into coherent
wholes and encodes intended reading paths. The last two chapters expand the framework to
other modes like materiality, colors or dimensionality.

Although the original principle is still maintained, three major adjustments have been
made, which shows the development of the theory over the time. Regarding the representational
meaning, while the realization of processes and participants is still the same, a change can be
found in the analysis of Circumstances. Earlier versions of the book strictly drew on Halliday’s
system with three equivalent subcategories of Settings, Means and Accompaniment.
Meanwhile, in this third edition, no further classification is provided. Circumstances are simply
defined as “participants that could be left out without affecting the basic proposition realized
by the narrative structure” with the typical example of Setting (p. 70). Kress and van Leeuwen
admitted the ‘foreignness’ of visual representation, and thus the irrelevance of linguistic
framework in this case. The original Accompaniment and Means can either be “fused” into the
main participants or classified as “Symbolic Attribute” to build up the identity of the
participants (p. 70). This is not only a change in the analysis of Circumstances but also reflects
the flexibility in the analysis of processes, which is further highlighted in the later section of
Complexity in page 105. Different processes, which may include both narrative and conceptual
processes, can be found in a single visual image and their relation is similar to that of clauses
with coordination and subordination (p. 107).

Another important modification can be found in chapter 5 with the employment of the
new term Validity instead of Modality in the previous editions. Modality was proposed by
Halliday to refer to “the truth value or credibility of linguistically realized statements about the
world” (Kress and Van Leeuwen, 2021, p. 150). This idea can be applied to visual images.
However, while linguistic truth is based on probability and frequency, visual truth is decided
by the idea of realism. The new term of Validity is used to highlight the different realizations
of the truth in different semiotic modes. This subtle but important shift distinguishes Validity
from Modality, which, in the social semiotic core idea, is based on “the values, beliefs and
social needs of social group” (p. 154). The chapter then goes on with the discussion of eight
validity markers, which, in fact, are similar to eight modality markers in the second edition.
Therefore, this shift of terms mainly reflects the refinement of theoretical concepts rather than
the actual analytical framework.

The meaning of composition also sees some adjustments in the subcategories, although
the three elements of Information Value, Framing and Salience remain the same. Particularly
in the last element of salience, a new issue of Reading path, which is designed by salience
hierarchies, is introduced and discussed in detail.

In addition to the refinement of the framework, the accommodation to the changing
visual landscape is another plus point of the third edition. The two previous versions were
widely recognized for the variety of visual samples including photographs, paintings, cartoons,
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charts and scientific diagrams, films, television, folk art, and even children's scrawlings. While
many of these examples are still used to illustrate the theory, there is a shift to digital media
with many updated images like websites, social media instances, cellphone user interfaces, and
gaming platforms. This change is also reflected in the theory with its application to digital media
data like the additional discussion on the validity in the digital age in chapter 5 or the analysis
of visual composition of interfaces in chapter 6. These examples, interspersed with more
traditional ones taken from the previous editions, show the practicality of Kress and van
Leeuwen’s social-semiotic theory in analyzing a range of both material and digital objects.

2. Critical Responses

The problem of categorization, one of the main critiques of the previous editions, has
been addressed in this updated version. According to Forceville (1999), this framework
provides readers with a practical toolkit for the analysis of visual images with hierarchical
categories, which is useful to chart a new field, but at the same time, may also lead to the
problem of categorization. “Categories are seldom clear-cut; many categories are fuzzy, and
describe a continuum between extremes rather than a binary opposition with an either/or
structure” (Forceville, 1999, p. 168); therefore, Kress and van Leeuwen was suggested to adopt
a different view of categorization. Hence, the new edition has shown more flexible application
of many categories in all three metafunctions. Many categories are analyzed according to the
degree (more or less) of the feature, e.g. salience or subjectivity in attitude. Moreover, different
categories or subcategories can exist in the same visual image. For example, one image can
include both narrative and conceptual processes or can be designed in both left-right and center-
margin in terms of information value. This flexibility may increase the accuracy of the
interpretation of images.

However, this flexibility, in turn, may lead to the
second problem of being “discursive” and “difficult to
verify or disprove” (Bateman, 2008, p.46). Symbolic
attribute can be a good example. Although the features of
Symbolic Attributes are stated clearly in page 102, analysts
may still feel confused in distinguishing Symbolic attributes
from Circumstances. The question is how salient is enough
to make a participant a symbolic attribute and separate it
from the surrounding circumstance? For example, in Figure
3.27, the apple is interpreted as a symbol due to its
“unnaturally large” size and “the Christ child holds it in a
way that does not suggest he is about to eat it” (p. 103).
However, with the given religious background knowledge,
can analysts realize the symbolic meaning of the apple even
without its unnaturally large size (i.e., the salience). This '
decision, in many cases, is subjective and bases on many Figure 3.27 (p.103)
socio-cultural and contextual factors.

Another evidence of this ambiguity can be found in the interpretation of representational
meaning of, for example, a movie poster with the image of a couple hugging or kissing each
other. According to Kress and van Leeuwen, advertising images (including movie posters)
make frequent use of Symbolic attributive structures, in which human participants “usually pose
in meaningful ways, rather than being shown as involved in some action” (p. 104). This
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explanation is reasonable as it interprets the image as posing in front of the camera and thus
regards this as a conceptual structure. However, the movie poster can also be a snapshot of a
scene in the movie, thus, it can represent an action at that time and belongs to narrative structure.
In this case, both interpretations seem acceptable and both are difficult to verify or disprove.
The important point here is there is no specific system of indications stated in the book to help
analysists make the right decision in such ambiguous cases. In this specific example of a movie
poster, the context of production may account for the interpretation but unfortunately this
information is unknown to ordinary analysts.

Furthermore, flexibility may also cause another problem of generalization, particularly
in dealing with a larger corpus. The analysis, then, seems too complex to make a comparison
among a larger number of samples and find prominent patterns in the corpus. This explains why
the framework is often applied to reach the thorough and detailed description of a small group
of visual images while research with corpus approach tends to seek for alternative or adapted
version of framework (e.g. Bateman (2008)).

The last problem is the overgeneralization of visual resource choices in different genres.
There is a good attempt throughout the book to cover many different genres with a wide choice
of visual images as samples for analysis. However, some statements are made from the authors’
observation without support from the literature. For example, they claim that the layout of
textbooks increasingly employs the Center - Margin structure (p. 201) without any evidence
from the analysis of any textbook or previous studies. This may lead to the similar problems of
the previous versions when they claimed the rare use of Center - Margin structure and then have
to correct the information in this third edition: “In earlier editions of this book, we wrote that
centre—margin compositions are relatively uncommon. However, many of the examples we
have shown, especially in Chapter 3, show that this may have changed, and that centred com-
position is, once more, becoming increasingly common” (p. 200). Given that multimodality is
a new area of research, this problem is quite understandable, but it indicates the needs for more
empirical studies to validate the features of multimodal genres.

In short, the book provides a systematic approach to analysis of visual elements with
well-grounded theory, a practical toolkit with hierarchical categories and fruitful discussion of
various samples from both material and digital objects. Despite the refined theory, the actual
application of the framework to the diverse and complex structure of visual images may
encounter difficulties in terms of categorization, thus becoming subjective and interpretative.
Furthermore, the framework is particularly challenging in applying to a large corpus while there
is an urgent need for further studies on multimodal genres.
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THE LE GUI BAI

1. Tap chi Nghién ctru Nwée ngoai 1 an pham khoa hoc chinh thirc ctia Truong Dai hoc Ngoai ngit,
Pai hoc Qudc gia Ha Noi, ké thira va phat trién Chuyén san Nghién ciru Nude ngodi cia Tap chi Khoa
hoc, Pai hoc Qudc gia Ha Noi. Tap chi xuat ban dinh ky 06 sé/nam (02 s tiéng Viét/nam va 04 so tiéng
Anh/nam tir nam 2019 trg di), cong bd cac cong trinh nghién ciru ¢6 ndi dung khoa hoc méi, chua ding
va chua duge giri diang & bat ky tap chi nao, thudc cac linh vuc: ngén ngir hoc, gido duc ngoai ngit/ngén
ngit, quéc té hoc hodc cdc nganh khoa hoc xa hoi va nhdn van cé lién quan.

2. Bai giri ding can trich din IT NHAT 01 bai da dang trén Tap chi Nghién ctru Nudc ngoai.

3. Bai bo s& dugc guri toi phan bién kin, vi vay tac gia can tranh tiét 16 danh tinh trong ndi dung bai mot
céch khong can thiét.

4. Bai bao co thé viét bang tiéng Viét hodc tiéng Anh (¢6i thiéu 10 trang/khoang 4.000 tir ddi vé6i bai
nghién ctru va 5 trang/khoang 2.000 tir d6i v6i bai thong tin-trao ddi) dugc soan trén may vi tinh, khd
giéy A4, cach 18 trai 2,5¢cm, 18 phai 2,5cm, trén 3,5¢cm, dudi 3cm, font chit Times New Roman, ¢& chit
12, cach dong Single.

5. Hinh anh, so dd, biéu d6 trong bai viét phai dam bao rd nét va duge danh s thir ti theo trinh ty xuat
hién trong bai viét. Ngudn cua cac hinh anh, so dd trong bai viét ciing phai dugc chi rd. Tén anh, so dd,
biéu d6 trong bai viét phai duoc cung cip trén anh, so dd, biéu do.

V|, du Figure 1

Sample Figure Title

6
mSeries 1
‘ I I
0 ’ ] I L I L. 1
Category 1 ategory 2 Category 3 Category4

Axis Title

Axis Title

Note. A note describing content in the figure would appear here.
6. Bang biéu trong bai viét duoc danh sb thir tu theo trinh tu xudt hién trong bai viét. Tén bang trong bai
phai dugc cung cip trén bang. Yéu cau bang khong c6 duong ké soc.
Vi du: Table 3

Sample Table Showing Decked Heads and P Value Note

Variable Visual Infrared F n
M SD M SD
Row 1 3.6 49 9.2 1.02 69.9*" A2
Row 2 2.4 67 10.1 .08 42,7 .23
Row 3 1.2 .78 3.6 46 53.9* .34
Row 4 0.8 .93 4.7 71 214 45

**p< .01,
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7. Quy cach trich dan: Cac tai liéu, noi dung dugc trich dan trong bai bao va phén tai liéu tham khao

can phai dugc trinh bay theo APA7 (vui long tham khéao trang web: https:/apastyle.apa.org/style-

grammar-guidelines hodc hudng dan cua Tap chi trén trang web

https://jfs.ulis.vnu.edu.vn/index.php/fs/about/submissions )

8. Ban thao xin giri dén website ctia Tap chi tai https://jfs.ulis.vnu.edu.vn/. Toa soan khong tra lai ban

thao néu bai khong dugc dang. Tac gia chiu hoan toan trach nhiém trudce phap luat vé noi dung bai viét
va xuét xtr tai liéu trich dan.
MAU TRINH BAY BO CUC CUA MOT BAI VIET
TIEU DE BAI BAO
(bang tiéng Anh va tiéng Viét, in hoa, ¢& chir: 16,
gian dong: single, can 1¢€: gilra)
Tén tac gia (¢d 13)"

Tén co quan / truong dai hoc (co 10, in nghiéng)
Dia chi co quan / truong dai hoc (co 10, in nghiéng)

Tém tit: Tom tit bang tiéng Anh va tiéng Viét, khong qua 250 tir, ¢& chir: 11
Tuwr khoa: Khong qua 5 tur, ¢d chir: 11

Phan ndi dung chinh ciia bai bao thuong bao gdm cac phan sau:
1. Pit van dé
2. Muc tiéu
3. Co s6 Iy thuyét
3.1....
3.2.....
4. Phuong phap nghién ciru
4.1. ...
4.2. ...
5. Két qua nghién ciru
6. Théo luin
7. Két luan va khuyén nghi
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