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Developmental Errors as Part of First
Language Acquisition
Zrinka Ćoralić
Mersina Šehić

Abstract
Our claim is that developmental errors are a part of L1 acquisition
process, just as they are a phase all children go through in L2
acquisition. Language acquisition is inextricably related to a child’s
cognitive development which, naturally, takes time. Therefore, our
main argument is that time is the crucial factor in language
acquisition. In our opinion, developmental errors should not be
considered errors in the first place, i. e. we should not believe that
children are wrong and/or mistaken. When it comes to mastering
natural languages, those so called errors reveal in which acquisition
phase a child is at that particular moment.
Keywords:

language

acquisition,

developmental

error,

overgeneralisation.

1. Introduction
Although we all have our own ways of learning things, we also have certain
phases in common. In our opinion, this is the case with L1 acquisition as well. While
writing this paper, we were led by the thought that there are important similarities
between L1 and L2 acquisition. In his definition of acquisition, Krashen himself admits
this: “Acquisition is the product of a subconscious process very similar to the process
children undergo when they acquire their first language.”1 The process of language
acquisition has always been a matter of debate, which led to the development of
different language acquisition theories: the behaviourist, the interactionist, and the
innatist theories. The first theory includes imitation of utterances that children hear, but
it does not offer an explanation of errors which children make, but which they never
heard from adults. Lightbrown & Spada (2003) believe that children create new forms
„until they finally figure out how the forms are used by adults” (p. 7). The second theory
holds that „language which is modified to suit the capability of the learner is a crucial
1

http://www.sk.com.br/sk-krash.html
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element in the language acquisition process” (Lightbrown & Spada, 2003, p. 14). The
third theory states children have an inborn ability to discover language rules on their
own. We comply with the innatist theory, and believe it is necessary that children are
exposed to language (during the so called critical period), and leave the rest to their
biological endowment. As Chomsky claims, all children possess a device which contains
the principles common to all languages and which is activated when a child is exposed
to language.2 Thus, all they have to do is simply figure out “the ways in which their own
language makes use of these principles and the variations on these principles which
may exist in the particular language they are learning” (Lightbrown& Spada, 2003, p. 8).

2. Developmental Errors as Part of Language Acquisition
Krashen's theory of L2 acquisition consists of five main hypotheses: the
Acquisition-Learning hypothesis, the Monitor hypothesis, the Natural Order hypothesis,
the Input hypothesis, and the Affective Filter hypothesis. We refer to Krashen’s Natural
Order hypothesis, where he claims all children have fixed order in which they acquire
L2 structures. The research on language acquisition is mostly related to grammatical
morphemes, negative sentences, and question formation. The order of acquisition
stages, i. e. developmental sequences, does not depend on whether a certain rule is easy
to state or not. For example, Krashen (2009) claims it has been proven that the
progressive marker ing and the plural marker s are „among the first morphemes that
are acquired, while the third person singular marker s and the possessive s are acquired
much later“ (p. 12). When it comes to the acquisition of particular grammatical
structures, Ellis (2003), for instance, lists 5 stages children go through when acquiring
irregular past form of 'eat':
Table 1: Stages in the acquisition of irregular past tense forms (Ellis, 2003, p. 23)
Stage

Description

Example

1

Learners fail to mark the verb for past time.

'eat'

2

Learners begin to produce irregular past tense forms.

'ate'

3

Learners overgeneralize the regular past tense form.

'eated'

Sometimes learners produce hybrid forms.

'ated'

Learners produce correct irregular past tense forms.

'ate'

4
5

According to Lightbrown & Spada (2003), developmental errors are “errors
which reflect learner's gradual discovery of the second language system” and they
further argue that these errors are “often similar to those made by children learning the
language as their mother tongue” (p. 121).

2

That device is called 'Language acquisition device' and is nowadays replaced with 'Universal Grammar’.
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3. Overgeneralisation as a Core of Developmental Errors
At a certain stage of language acquisition process, children actually
overgeneralise a rule they acquired earlier. The most common examples are irregular
past forms of verbs, for instance *I cutted or *They goed. It is important to point out that
these overgeneralisations, also called overregularisations and creative constructions,
are not related to one, but various aspects of language:

a) grammar:
Regular plurals for irregular ones, e. g. mans, knifes, sheeps; regular past– tense
endings for irregular verbs; e. g. goed, singed, eated; double tensing, e. g. *Yesterday, we
wented to Grandma’s (Scovel, 1998, p. 19); more for comparatives, e. g. *She is more
nicer than him (Harmer, 2001, p. 100).

b) word formation:
A mother told a boy she would have to take him to the doctor because he had a
bump on his hand, so he asked her: ‘Why? So he can doc my little bump?’ by analogy to
players who play, beggars who beg, etc. (Lightbrown & Spada, 2003, p. 6)

c) lexis:
Father: I’d like to propose a toast.
Child: I’d like to propose a piece of bread. (Lightbrown & Spada, 2003, p. 6)
Daughter: Somebody's at the door.
Mother: There's nobody at the door.
Daugther: There's yesbody at the door. (Scovel, 1998, p. 19)
Father: I think you've got your underpants on backwards.
Daughter: Yes, I think so.
Father: You'd better take them off and put them on forwards.
Daughter: Is this the rightwards? (Scovel, 1998, p. 14)

d) syntax:
Pattern A: There's Carlos!
Pattern B: There he is!
Pattern C: *There Carlos is! (Scovel, 1998, p. 20)
It is quite common for children to make mistakes with structures they knew
before, but it is surprising how persistent they can really be in using incorrect
structures. The example illustrated below shows their reaction when they are
corrected:

7
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Figure 1: I putted the plates on the table! (Lightbrown & Spada, 2003, p. 14)

Of course, there is always a possibility for caretakers to correct children, but that
may result in a situation like the one presented in the picture above. As another
possibility, Aitchison (2008) mentions negative feedback „to signal to the child that
something is wrong with their utterance“ (p. 155) and gives the following example:
Alex: A pirate hitted him on the head.
Father: What?
Alex: The pirate hit him on the head.
But Aitchison (2008) states that „Alex must already have known the correct
form, because no extra information was provided by his father“ (p. 155). Chomsky
reminds us of the fact that children accomplish „the complex task of language
acquisition without having someone consistently point out to them which of the
sentences they hear and produce are 'correct' and which are 'ungrammatical'“
(Lightbrown & Spada, 2003, p. 9). Field (2004) believes children need time for their
memory to prevail over rule overgeneralisation and to memorise the exceptions of that
same rule. We also believe that time, which enables children to discover language rules
by themselves and develop more sophisticated understanding of those rules, is the
crucial factor in L1 acquisition. In other words, it is merely a question of time when
developmental errors they are making will become things of the past.

4. Conclusion
Many linguists see developmental errors as evidence that children do not just
parrot the utterances they hear from adults, but that they formulate and adjust rules in
language acquisition process. We agree with Scovel (1998), who argues that „it is not
the child who is in error but the language, since it fails to adhere to the symmetry of its
own grammatical patterning“ (p. 18). Therefore, the above examples should not be seen
as errors, but indicators that children, sensitive to the L1 characteristics, are on the
right path to acquire language. This statement is especially important for teachers, who
are recommended to pay special attention in which language acquisition stage their
students are and not to overcorrect them, because that may discourage and demotivate
them.
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Multilingualism and plurality of
languages - a wealth to be preserved
Lumturie Bajrami

Abstract
Language is one the main characteristics of cultural identification,
and it plays a crucial role on the way people and even states are
integrated. The linguistic diversity is generally viewed as an
essential component of European identity, and multilingualism is
one of the pillars upon which the community of the European Union
has developed so far. Multilingualism in general is often treated as a
commodity of states and that means as well for the community of
the countries of European Union. The language policy of the Union
is that every language is treated the same and every language of a
county is official and working language. Multilingualism is a wealth
which should be preserved by every cause, but the way that every
country has organized the language issues in its institutional level
has not impact on others. But one is sure that every country has
added to the curricula on every level of education the teaching of
mother tongue plus two other languages, which in every case is a
decision made by the single state itself.
Leaving and working in a multilingual community has its own
benefits also, because all those individuals which have better skills
in languages, besides other professional ones will always be the
ones who can not only work on their country, but other counties
also. So leaving and being multilingual can not only benefit a person
itself, but all the community also.

Introduction
This paper deals with European language policy, multilingualism as one of the
main pillars upon which has developed the European community, the notion of
formation of a common European identity, and the differentiations which exist among
many scholars and researchers about the idea of formation of a European identity.
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History has shown that there cannot exist monolingual states and every
democratic and modern state is multilingual. The case of having and functioning with
many languages is shown as successful one and today European Union is home of more
than 500 million people, which come from different cultures, religious believes and
cultural background.
Language is one of the most important characteristics of cultural identification
and has always played a key role on the way we identify among others and to what
culture and language identity we belong to. Even thought there are many studies that
show that languages are treated the same on European level, which means that every
state that has joined the European Union has brought a new language to the Union, and
from six official and working languages of the founding countries of the Union, now
after many enlargements the number of languages is twenty three, and there are twenty
seven countries which form the Union.
To build a common European identity has always been a central aim of the
European Union. But how can ‘European identity’ be defined? Byram gives a very short
and precise definition: ‘European identity is ‘‘a sense of belonging to Europe’ (Byram,
2003: 57). If European identity is defined in terms of ‘national identity’, it comprises a
shared culture, shared beliefs, values and behaviours, which all members internalise’
(Byram, 2003: 70). Certainly, language must also be taken into account as a central
aspect of identity. How can language policy contribute to the development of a common
European identity? That would be like the American model and, thus, the solution
would be: one language for all member states! Here, probably English would be chosen
as the most acknowledged lingua franca worldwide and in the EU . But would it really
contribute to a common European identity, defined as a sense of belonging, if people
were deprived of their mother tongues?
According to Phillipson, Robert (2006) 'English, a cuckoo in the European higher
education’ he addresses the question of whether English may be considered a cuckoo in
the European higher education nest of languages. English may be threatening the life of
other languages, or at least occupying the territories that traditionally have been their
preserve. It is not English per se which is the agent involved in such processes. It is of
course the users of the language, whether as a first or second language, and the forces
they represent.
The European Union (EU) makes an interesting object for study thanks to the
duality of its nature. Is it merely a supranational organization that reconfigures the
interests and economic paths of the member states along a single guideline, but, the
truth is that the keys to the EU are still held in the hands of the member states to a large
degree. The European Union carefully avoids diminishing the visibility and identity of
the individual nations. Nevertheless, there are developments as we mentioned earlier
that lead towards the creation of a common European identity.

The language configuration of the European Union
The EU currently has 23 official and working languages, and many more
languages are used by more than 500 million inhabitants of this part of the world. The
linguistic regime of the institutions of the EU was established in the first regulation ever
passed by the Council of Ministers of the European Economic Community (EEC) in 1958.
Regulation 1 stipulates the official and working languages of the European
Communities. Although a distinction is made between official and working languages,
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no definition of the two concepts is ever given. It is unclear when which languages
should be used: in other words, the list of languages does not necessarily imply that all
languages should be used all the time. As a result, there is some freedom of action to
organize multilingualism in the various EU institutions and agencies.
The plurality of languages gives rise to specific problems in social organization.
Some complain about the financial and organizational costs of multilingualism, while
others worry about the threat to other languages posed by the growing use of
international English as the lingua franca. Much too often, the issue is framed as an
unavoidable clash between the need to promote one common language to improve EUwide communication and the wish to protect national linguistic identities.
The language configuration of the EU is characterized by a large number of
strongly institutionalized languages and an even larger number of lesser-used
languages. The first category consists of the official and working languages of the EU,
namely, the official languages of the Member States and some regional languages with
an official status in regional constituencies; the second category is composed of regional
languages with no such status and non territorial languages (such as Yiddish, Romany,
national sign languages, and the languages of immigrant communities).
The number of official languages has increased gradually. When the principle of
institutional multilingualism was adopted, there were “only’’ four languages, that is,
Dutch, French, German, and Italian—the official languages of the six states that founded
the European Communities. As a result of the successive enlargements, the number of
official and working languages was increased to six, seven, nine and then eleven and
twenty three. Upon each enlargement, the adoption of new official and working
languages was discussed, along with other institutional reforms that might be necessary
to accommodate enlarged membership.

Multilingualism and the rational choice to deal with it
The fact that mulitlingualism and diversity of languages has become an
important part of policies of many countries not only in Europe but almost every
democratic country which has different communities living in it. This has been an
indication for the foundation and the support of many common projects which are or
exist today for the purpose of supporting the learing and being able to respect the other
languages besides official ones in European Union conuntries, which is an important
challanage of projects for education.
The challange of multilingualism has reached a new dimension in the form of
understanding the new enlargments, the growth of migration which brings not only the
langauges in the globalized new world, enlarging the mutual understanign not only for
the language itself but also the culture and the political relevance that each lanaguage
and culture brings.
Political scienses and researchers have paind not a huge attention to the
functions of multilingualism in the Euroepan Union institutions and more generally in
international and supranational sphere, which is surprising in view of extensive
literature on bilingualism in local and national settings.
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There is even less theoretical work on relations between languages at that level.
One major exception is the analysis, based on rational choice theory, by the
Dutch sociologist Abram de Swaan on the world constellation of languages.
De Swaan (1993, 1998a, 1998b, 2002) frames the language constellation of
Europe in terms of competition between languages. Although assessing the language
constellation in any region of the world at any time is very much shaped by the
prevailing political and economic configuration, he emphasizes the own dynamics of
language competition. He presents a floral model with English at the core of the world
constellation of languages and smaller flowers around other regional languages of
wider communication, such as Spanish in Latin America, Mandarin in China, Russian in
Russia’s “near abroad,’’ French inWest Africa, etc.
De Swaan speaks of a language constellation when language groups are more
connected with each other than with outside language groups. The connections
between language groups are multilingual speakers. Individuals differ regarding their
repertoire of languages. Someone’s repertoire consists of the language she/he masters.
The concept of repertoire is also applied to languages based on the linguistic abilities of
their speakers. For each repertoire, a communication potential can be valued. This
communication potential is the product of plurality and centrality. Plurality is the
number of speakers with which direct communication is possible through the
language(s) involved, as a proportion of the total number of speakers in the system,
whereas centrality refers to the number of multilingual speakers of the language(s)
involved, as a proportion of the total number of multilingual speakers.
According to Virginie Mamadouh (2002) the linguistic issue in the EU consists of
the “old’’ issues of language minorities being opposed to the nation-state and its
dominant language and new issues related to multilingualism in supranational and
transnational settings. The way the multilingual systems function, has many times to
deal with the new communication, power, and identity issues. First, the plurality of
languages in the EU is of particular relevance to communication in and between
supranational institutions, and between EU institutions and other political bodies at the
national,regional and local level and to communication in transnational encounters
between political and social actors from different Member States. Second, language is a
powerful identity marker. The linguistic diversity of the EU has been assessed as a core
feature of EU identity, but it also affects other language-based identities, such as
national identities. An unsatisfactory accommodation of multilingualism at the EU level
might turn out to be highly disruptive for the integration process. The relation between
power and language should not be underestimated, since language(s) regulate(s) access
to political, economic, and cultural resources.
Language matters to access the supranational political arena (for example, to
acquire a position in an EU institution or a policy network), as well as to control politica
representatives and civil servants at the EU level. It affects people abilities to be aware
of supranational and transnational decision-making processes and to influence them
(Mamadouh, 1999b).
There is a wide range of policies relevant to languages and their evolution. This
point obviously applies to language policies, which consist of policies meant to influence
language use. But many other policies have linguistic effects, whether intended or not
they affect the position of speakers of certain languages, as well as the status and the
very continuation of these languages. Examples of EU policies with unintended language
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effects abound for instance, the creation of the internal and common market raised new
linguistic issues, such as whether language requirements for labels on consumer goods
are a legitimate demand or an intolerable limitation to free competition. In contrast,
language policies are rare at the EU level. As described above, there are rules governing
language use inside the political and administrative bodies of the EU and for their
external relations. In addition, the cultural policies of the EU aim at maintaining the
existing linguistic diversity through the promotion of foreign language teaching
exchange programs for students of different ages of education , teachers and individuals
between Member States (such programs are Comenius, Socrates, and Lingua); and the
promotion of translation and cultural diversity (Ariane, Raphael, Kaleidoscope).
None of these policies is the subject of an extensive EU-wide public debate. The
ongoing debates in EU circles address four interrelated topics: the linguistic regime of
the EU institutions, the linguistic limitations to the emergence of an EU-wide public
sphere, the threatening spread of international English, and language education.

Conclusion
What would be a fair compromise between the diverging interests of the various
EU member states and language communities which at the same time guarantees the
smooth communicative functioning of the EU institutions? There is no simple answer to
this complex question. (For various attempts based on different premises and with the
focus sometimes more on economic exchanges or a common public sphere than on
communication in the institutions. Politicians may feel the question to be too complex
and too sensitive for an explicit policy and, therefore, would rather let “the market”
decide. Scholars dealing with the subject tend to stress the need to base EU language
policy on principles or values of language as a social phenomena. However, I have
notseen any comprehensive proposal of such principles, not to speak of its
transformation into everyday communication in the institutions. Postulating principles
(or values) like communication must function and the burden caused by language
diversity must be equally distributed to all languages.
Finally, the functioning of the multilingualism emphasizes the policies and
practices which are the result of the competition between different rationalities and
therefore depend on the influence, strategies, and alliances most importantly of policies
which are usually on the hands of policy makers.

References
Phillipson, Robert “ English only Europe- Challenging language policy”
Ulrich, Ammon “The dominance of English as a language of science, Effects on other
languages and languge communities”
Phillipson, Robert “English a cucoo in the European higher education nest of
languages”
Theo Van Els , “The European Union, its institutions and its langauges, a language
political observation”
Rose, Richard “Political communication in the European Public Space: Language,
The Internet and Understanding as Soft Power”
Mamadouh, Virginie” Beyond nationalism: Three visions of the European Union

14

Journal of Teaching and Learning - TALKING ABOUT LEARNING
and thier implications for the linguisitc regime of its institutions”
Gazzola, Michele “Managing multilingualism in the European Union: Language
policy evaluation for the European education system”
Byram, M. (2003) Plurilingualism, identity and a guide for language education
policy
Wawra, Daniela“United in diversity: British and German minority language policies
in the context of a European Languge Policy”
Coulmas ,Florian “A language policy for the European Union”
Luciak, Mikael “ Minority schooling and interculatural education: a comparison of
recent developements in the old and new EU member states”
Respecting linguistic diversity in the EU (2008) edited by Xabier Arzoz (John
Benjamins Publishing company)
Kramer, Kristina 1999 “Official language, minority language, No language at all”
Spolsky,Bernard “Languge Policy”
European Commission (1999) Eurobarometer. Public opinion in the European
Union. Report no. 50. Brussels: European Commission.
de Swaan, Abram. (1998b). “The European Language Constellation.’’ In Proceedings
of the Conference“Which languages for Europe?” Oegstgeest, The Netherlands, 9–11
October 1998.
de Swaan, Abram. (2002). Words of the World: The Global Language System.
Cambridge: Polity

15

Issue 3, Volume 1, May 2014

ANALYSIS OF A TEXTBOOK AS A
CURRICULUM DOCUMENT -CURRICULUM
THEORIES AND DEFINITIONS WHICH
IMPACT LEARNING
Elena Spirovska

Abstract
The purpose of this article is to analyze the place and the role of a
textbook in the process of curriculum design for language learners.
The paper reviews the arguments in favor of and against using
textbooks in the setting of language teaching and learning and the
impact that a textbook has on curriculum design. In addition, the
paper analyses a textbook widely used in the context of teaching
and learning languages and reviews the textbook in terms of
curriculum views and theories: the rational-linear approach to
curriculum design, the artistic approach to curriculum development
and the influence of constructivist ideas to curriculum design. The
article focuses on these theories by examining the role of a textbook
as a curriculum document and the curriculum design ideas which
are presented in the textbook design.
Key words: EFL, textbook, curriculum, design.

ANALYSIS OF A TEXTBOOK AS A CURRICULUM DOCUMENT -CURRICULUM
THEORIES AND DEFINITIONS WHICH IMPACT LEARNING
Introduction and literature review
The purpose and the rationale of this paper is to evaluate the influence of a
textbook on curriculum design and development and to analyze a textbook from a
specific point of view: a textbook as a curriculum document.
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The question of selecting a textbook is necessary in EFL / ESL learning situation
and curriculum development is and was a source of debate for many commentators.
One view is that textbooks are valuable source of materials which are helpful for the
teachers and add more weight and more validity to the learning process and the
learning and teaching objectives from the viewpoint of the learners. The opposing view
is that textbooks are not needed and not helpful in terms of curriculum development
and that
Ansary and Babaii (2002) list the arguments for and the arguments against
textbooks as follows:
The arguments for using a textbook are:


a textbook is a framework which regulates and times the programs,



in the eyes of learners, no textbook means no purpose,



without a textbook, learners think their learning is not taken seriously,



in many situations, a textbook can serve as a syllabus,



a textbook provides ready-made teaching texts and learning tasks,



a textbook is a cheap way of providing learning materials,



a learner without a textbook is out of focus and teacher-dependent, and
perhaps most important of all,



for novice teachers a textbook means security, guidance, and support.

The counter-arguments are:


if every group of students has different needs, no one textbook can be a
response to all differing needs,



topics in a textbook may not be relevant for and interesting to all,



a textbook is confining, i.e., it inhibits teachers' creativity,



a textbook of necessity sets prearranged sequence and structure that may not
be realistic and situation-friendly,



textbooks have their own rationale, and as such they cannot by their nature
cater for a variety of levels, every type of learning styles, and every category of
learning strategies that often exist in the class, and most important of all,
perhaps,



teachers may find themselves as mediators with no free hand and slave, in
fact, to others' judgments about what is good and what is not (cf. Ur, 1996, pp.
183-195).
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In Ansary, H.& Babaii, (2002.p.1)
According to Garinger (2002), a successful selection and evaluation of a
textbook has to include several steps: the textbook has to be adequate to the course
curriculum and the learning objectives, the exercises and the activities in the textbook
have to support learner’s language acquisition, the exercises and the activities have to
be diverse, creative and challenging, they have to be balanced and reinforce the
previous knowledge and in addition the textbook has to provide training on language
skills rather than just practice skills. On the other hand, Schwab (1969, in Flinders &
Thornton, 2004, p.112) states the following on the topic of textbooks:”... teachers select
from textbooks and alter their treatment (often quite properly) and can frustrate and
negate the textbook effort to alter the pattern of instruction “.
To summarize, it can be said that textbooks are needed in order to develop or
support a development of a language course curriculum, since the benefits of using a
textbook outweigh the possible negative outcomes of using a textbook.

The description of the curriculum document
The textbook/ document I decided to analyze for this particular assignment is a
course textbook Cutting Edge for EFL (English as a Foreign Language) or ESL (English as
a second language) learners. There are two reasons for choosing a textbook as a
curriculum document: it was available and it is a teaching material which can be used as
basic or supplementary material in EFL classroom, so analysing it is and well be useful
for the further teaching practice.
The textbook, accompanied by a workbook and a mini dictionary is aiming young
adults studying general English. The level of language proficiency of the target
population is intermediate. The textbook is suitable for students studying in
monolingual or multilingual classroom situation, similar to the educational
environment of SEE University, in which groups are mostly consisted of native speakers
of Albanian, but there are native speakers of Macedonian and Turkish as well.
The textbook provides material for up to 120 hours of teaching. The number of
hours in level 3 (intermediate) at SEEU is decided on University level and on the behalf
of the Academic Planning office. It is approximately 60 hours per semester, which
means that it is possible to cover only 50% of the material. The teachers teaching the
particular level are defining the selection of the units to be covered, the list of goals and
objectives to be accomplished and the assessment components. The selection of the
material to be covered is also based on criteria such are the students’ needs, previous
knowledge, the topics and the content of the units.
The textbook advocates implementation of an integrated approach and
systematic work on the four language skills: listening, speaking, reading and writing. It
includes presenting and learning of new material, as well as practice, opportunities to
produce the language, as well as revision and testing. The traditional sequence of new
material introducing presentation, practice followed by production, is changed,
especially in teaching grammar, and it is replaced by practice or language production
prior to presentation. A very important element of the textbook is the tasks and the
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task-based learning. The tasks are activities incorporated in every unit, oral or written,
in which the primary goal is to achieve a particular outcome or a product. They include
activities such are interviews, story-telling, problem-solving, simulations or discussions.
The tasks are relevant to real-life situations.
The textbook advocates a communicative approach in language learning and
emphasizes the importance of communication and student-centered learning as
opposed to traditional teacher centered approaches in language learning, focused more
on grammar or translation. Also, unlike other, more traditional textbooks, it provides
the teacher’s opportunities revise the material and to assess the students’ progress
gradually, through the tasks and activities presented.
Curriculum theories and definitions implied by the textbook
The textbook implies a combination of approaches and curriculum theories.
There are elements of Tyler’s rational-liner approach. According to his ideas about
the educational purposes of the school, well-defined objectives are essential (in Marsh &
Willis, 1999). This idea can be exemplified with the fact that the objectives of each unit
(module) are defined at the beginning of the unit. For example, module 8 objectives are
defined as follows:
1. Language focus (grammar): polite requests
2. Vocabulary (social occasions: greetings)
3. Speaking: talking about people’s social habits
After defining the objectives, the learning experiences, which are also
incorporated in Tyler’s rational-linear approach, are selected in order to help the
students in achieving the objectives set beforehand. The learning experience (activity),
which the students need to perform in order to practice polite requests, includes short,
impolite dialogues, which should be changed by the students making them sound better.
For example: “I want to speak to Maria.” should be changed into “Can I speak to Maria,
please? “.
The concepts of continuity, sequence and integration, the essential parts of
Tyler’s rational –linear approach, are also evident in the textbook. For example, certain
grammar concepts are introduced (Past Simple Tense) once, and reintroduced with new
concepts (Past Simple contrasted with Past Continuous Tense) with new details
integrated. The methods of assessment or evaluation suggested by the textbook also
show evidence of Tyler’s linear rational approach. Tests and revisions are included in
the units and they are based upon course objectives. Also it is possible to evaluate
students throughout the unit, for example on their task performance.
Eisner’s artistic approach also influences this curriculum document. According
to Marsh and Willis (1999), Eisner emphasizes the need for curriculum developers to
consider three basic sources from which the content can be drawn, which would be
individual, society and subject matter. The textbook material is based on the subject
matter (the language) society and individual approaches. For example, in order to
complete module 6 activity, writing a formal letter (job application), the student needs
to apply the content matter (the language) appropriate tone- formal (society norms)
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and individual choice on the topic (the student writing the letter applies for a position
upon individual choice).
Eisner advocates providing students with a wide variety of meaningful, creative
and satisfying learning opportunities. Eisner’s message is the following:” educational
imagination must come into play in order to transform goals and content to the kinds of
events that will have educational consequences for the students” (in Marsh and Willis, p.
36). According to Eisner, the curriculum planers and teachers have the responsibility of
transforming the content into forms that are appropriate and meaningful for the
students.
As a curriculum document, this textbook provides lots of different activities,
which can provide meaningful and satisfying learning activities. For example, module 4
activity provides the students with several learning opportunities. First, they analyze an
application form written for the purpose of applying for a language course (language
input is emphasized here). Second, they have to put the headings and questions from
the form into a correct order (appropriate form of the application). Next, they analyze a
blank application form with already organized headings and questions and they fill in
the blank for themselves. Finally, the teacher can assign the students to compile a list of
different courses and possible forms of an application by themselves. Students learn the
appropriate vocabulary, forms, practice writing and have an opportunity to design an
application form by themselves. Eisner claims the following: “The curriculum
developers and teachers should also provide students with materials and activities that
encourage a diverse range of outcomes and experiences” (in Marsh & Willis, 1999,
p.39), which can also be perceived in the activity described above.
The influence of Bobbitt’s ideas is also evident in the textbook. For example,
Bobbitt’s distinction between “undirected experience” and directed training and his
statement that “ The curriculum of the directed training is to be discovered in the
shortcomings of individuals after they have had all that can be given by the undirected
training “(1918, p.45, in Kliebard, in Thornton and Willis, 2004). The term
“shortcomings” or, as it s defined in more contemporary terminology, needs, dictates
the creation of some of the activities in the textbook. For example, grammar practices
and drills, especially emphasized in the workbook which accompanies the textbook, are
directed towards practicing grammar structures and vocabulary structures, according
to the material covered and the students’ needs.
Constructivists’ ideas that “knowledge is constructed by the knower from
existing beliefs and experiences” (Airasian & Walsh, 1997), can be perceived in the
creation of the textbook as well. The influence of constructivists’s ideas that the learner
constructs knowledge is evident mostly in the task performance. It depends on the
language input, but also the construction of the learner itself. For example, in module 6
task, the students construct and perform a job interview. Although certain useful
phrases are suggested, the students choose the job, the setting, and the roles: interview
and interviewer. Accordingly the students construct and write the questions which are
going to be asked and answered. Afterwards they present the task to the rest of the
group. In other words, the outcome of this particular task but other tasks in the
textbook as well, is not completely defined in terms of objectives or predictable. It
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depends on the students, on their perception and their construction of the task
assigned.

Conceptions of the role and function of learning embodied in the document
There are several conceptions of the role of education, which are evident in the
textbook.
First of all, it can be said that he authors of the textbook view language learning
as combination of training and a social process. There are two aims of the textbook.
The first one is to give language training to the students in terms of equipping them
with vocabulary appropriate for this level, grammar input and grammar exercises,
knowledge in forms of writing, etc. Each of these components are given at a beginning of
a certain unit and afterwards recycled wherever possible. For example, module 3vocabulary list includes words, which the students can use in order to describe a
town/city/village. For example, the words and phrases describe the location (it is in the
west / southwest, it is near the border with…), some of the features of the place
(scenery / beach / shopping mall…), and characteristics of the place (polluted
/peaceful/ old-fashioned…). The students learn these words, check their meaning in a
mini-dictionary, practice them in the workbook in an exercise accompanied by pictures,
and use these words in writing a paragraph to describe a place. All of the above
mentioned components can be considered a component of language training.
The textbook also views the educational as a social process and implies Dewey’s
idea that the school should simplify existing social life (Dewey, 1929, in Flinders &
Thornton, 2004) and represent those simplified activities so that the students will
gradually learn the meaning of them. Dewey was referring to children when he wrote
this. Nevertheless, his points can be applied to learners of all ages. Those activities,
which simplify existing social life, give the students an opportunity to use the target
language in a situation, which resembles real- life situation in which the primary role of
the language is social communication. For example, the above-described activity can be
used in a wider context. The students can use the vocabulary and working in-groups,
they can compile a description of a tourist tour of their own country and accompanied
by a map or illustrations of places worth seeing. The activity emphasizes the
communication using the target language. It also emphasizes the cooperation among the
students in a group and their collaboration in performing this task.
Another idea, which is implied by the textbook, is that language is closely
intertwined with the content and that interesting and meaningful content helps the
teachers in organizing meaningful and creative learning activities. The vocabulary
related to description of a place is presented in an activity (a fact file) which presents
the students some basic, but very interesting information about Ireland, Irish history,
political structure, geographical data, part of Irish traditions etc. Certainly, this
structure of the activity helps the students to learn not only the language, but also
something related to other subject matter (history, geography) as well. This particular
activity exemplifies the concept of integrated curriculum.

Conclusion
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Similar to the majority of the EFL/ ESL textbooks, which exist and are in use in a
temporary language classroom, this textbook and the curriculum defined in it, are
formed on basis on multiple curricula design approaches, theories and ideas. The
teachers, who apply it in a classroom, make a choice use the modules and activities,
which are correspondent to their needs. In my opinion, the ideas implied by the
textbook advance the educational progress. The ideas envision the language not as a
separate discipline, but as a whole with different subject matter. The language is not
perceived only as a set of words and grammar rules to be leaned. It is also perceived as
a tool of communication and social interaction. The textbook gives the learners
opportunity to experiment with the language, take active role in their learning and work
out rules for themselves and ultimately, it promotes students’ autonomous learning. As
a curriculum document, it represents progressive ideas in education and purpose and
role of education.
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ASSESSMENT CHALLENGES AT THE
LANGUAGE CENTRE, SOUTH EAST
EUROPEAN UNIVERSITY
Iranda Bajrami

Abstract
This paper focuses on the assessment challenges that are faced at
the Language Centre (LC) at South East European University
(SEEU). Considering assessment practices as very important
element in education, a special attention should be paid to different
assessment methods applied in teaching that would help teachers
achieve their aims and learners succeed in their studies. It was
identified that at the LC many attempts have been made to meet
learners’ needs by trying different assessment techniques, such as
alternative, diagnostic, summative, and formative assessment as
well as proficiency tests, oral and final exams. However, apart from
the high level of awareness about the challenges faced with the
application of different assessment techniques, there is still the
same challenge present that ‘assessment does not always match
oral proficiency.’ The main solutions to solving this issue were
based on the key findings from the literature review, therefore, it
was concluded that besides the lecturers’ effort in implementing
different assessment methods, students should be enabled to take
more responsibilities for their own learning and become more
autonomous learners.
Key words: assessment practices, challenges, solutions, proficiency,
autonomous learners
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Introduction
Assessment is an important component of the teaching and learning process and
it is crucial for both learners and lecturers, thus it should be planned and implemented
carefully throughout the whole course. Since assessment is essential, then the necessity
arises that attention is paid to assessment methods because when students are tested
the information provided help “students learn more successfully, teachers teach more
effectively and schools to be more accountable” (Association of American Publisher,
2002, p. 4). In addition, Walker (2012) also states that “assessment can provide a
framework for sharing educational objectives with students and for mapping their
progress” (p.903). Assessment should be used as a guide and incitement to students’
development. Furthermore, it should be used as the main and the most important
impetus to help students move forward rather than function as an obstacle when
inappropriate methods of assessment are provided.
The reality regarding the implementation of the assessment has not always been
bright because it has not been implemented very cautiously and there were many flaws
to the process. One of the drawbacks of the assessment has been that it has not been
applied continuously, but it was usually regarded as the last stage of the learningteaching process. Moreover, lecturers have usually tried to assess students on the
concepts that students do not know rather than on the things that they know. The
examples of the assessment methods at the universities in Macedonia are similar
because students were assessed only at the end of the semester and it was usually done
through written and oral exams. This occurrence might be still true for universities
which follow traditional methods of teaching, but the focus of this paper will be on the
assessment challenges at the Language Centre at South East European University. This
paper will provide a reflection of the assessment criteria and procedures implemented
at the Language Centre, SEEU by focusing on the main challenges faced, as well as on the
solutions proposed that were mainly based on a review of a related literature.

Background Information of Assessment Practices at the LC and Other
Universities
Every institution should constantly revisit and edit their assessment criteria in
order to address the existing problems and try to find effective ways to resolve them.
Language Centre is an independent unit at SEEU, which offers language services to all
SEEU students, and as such its staff has always strived toward applying modern
teaching methods and focused on learner-centred approaches. Although at the LC
everyone is devoted and works hard to improve the teaching- learning process and
more specifically the assessment process, again this institution is not immune from the
assessment challenges that affect almost every educational system.
Throughout the years there have been different challenges faced related to
assessment, but in this paper the current and the main assessment challenges will be
addressed in order to improve the teaching-learning process and enhance students’
learning. There has been a constant effort at the LC to find solutions to the difficulties
with assessment and the main and the most important assessment challenge which is
recognized is that ‘assessment does not always match oral proficiency.’ In order to
understand why this problem occurs and how to resolve it, background information of
the assessment procedures will be provided as well as the challenges will be addressed.
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Alternative Assessment at the LC
Assessment has always been regarded as a continuous process at LC rather than
as an isolated component that is conducted at the end of the semester to only assess
students’ knowledge. As a consequence, apart from the final exam, the students have
been evaluated through an alternative assessment which refers to “activities that reveal
what students can do with language, emphasizing their strengths instead of their
weaknesses” (The National Capital Language Resource Center, 2004.) The examples of
alternative assessment activities that are given to students at LC are:


in-class writing paragraphs and essays;



speaking tasks including debates, presentations, interviews, simulations and
role plays;



students’ self and peer evaluation rubrics and teacher conferencing;



in-class reading tasks as a response to the material read and quizzes.

Furthermore, these components form part of the assessment criteria provided
for students in order to assess students’ development over the semester and to focus on
the notions that students are familiar with rather than on the ones that they do not
know. Moreover, “alternative assessment is performance based, it helps instructors
emphasize that the point of language learning is communication for meaningful
purposes” (The National Capital Language Resource Center, 2004). Regardless of all
these attempts made to help students perform and produce the language, again the
reality shows that not all the students are confident and proficient in using English
outside the classroom. One possible problem why this is the case is that students do not
try much to use English as much as possible outside the classroom and instead they rely
only on teachers and on classroom instruction.
Moreover, there are various activities provided in the classroom through which
the lecturers try to simulate real- life situations, but still those activities alone are not
enough to enable students use English confidently and proficiently. One solution to this
is to strive and encourage students to become more autonomous learners. In an attempt
to make students more independent, the lecturers should also endow them with
strategies that will enable them to take more responsibilities for their own learning and
therefore improve their language skills. Therefore it should be highlighted that “in order
to help learners to assume greater control over their own learning it is important to
help them to become aware of and identify the strategies that they already use or could
potentially use” (Holmes & Ramos, 1991; James & Garrett, 1991: 198, cited in
Thanasoulas, 2000).

A Comparison between Assessment Practices at the LC and other
Universities – Challenges and Suggestions
Moreover, teachers should support students in becoming autonomous learners
because in this way learners will be equipped with “a capacity and willingness to act
independently and in cooperation with others, as a social, responsible person” (Dam et
al. 1990: 102 cited in Smith, 2008, p. 396). A similar challenge that LC faces with having
students who are so much dependent on classroom instruction and thus do not show
high level of English proficiency was also recognized by Borg and Al-Busaidi (2012) at
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the Language Centre (LC) of Sultan Qaboos University (SQU) in Oman. In relation to this
Borg and Al-Busaidi (2012) state that:
many students come to the University with limited study skills, and
with an over-dependence on the teacher for their learning. We
therefore need to equip students with the skills and techniques
which will enable them to develop more independence and become
more effective learners (English Foundation Programme Document
2010–2011: 4 c, p. 284).
The solution that was implemented by LC of SQU to support learners’
development of autonomy and to facilitate their learning was not only that the courses
were designed in such a way to make learners work autonomously through portfolios
and other individualized tasks, but also the teachers’ awareness of the importance of LA
was raised because the lack of teacher awareness would not result in complete success
(Borg and Al-Busaidi, 2012). Additionally, lecturers cannot succeed in making learners
autonomous and support their learning if they themselves do not hold strong beliefs
about learner autonomy. As a consequence, the same principles from LC of SQU can be
implemented at the LC at SEEU by first making teachers aware of the importance of
learner autonomy and its strategies and then enabling students to become more
autonomous learners by helping them get involved in all learning-teaching stages
starting from the objectives of the lesson, then the learning process and finally the
assessment.

Diagnostic, Formative and Summative Assessment at the LC – Challenges
and Suggestions
In addition to this, there are three basic concepts of assessment that should form
part of every assessment process and they are: diagnostic, formative and summative
assessment. At the Language Centre all three concepts of assessment are used.
Diagnostic assessment can help you “identify your students’ current knowledge of a
subject, their skill sets and capabilities, and to clarify misconceptions before teaching
takes place” (Northern Illinois University, Faculty Development and Instructional
Design Center). The type of diagnostic test that is given to freshmen at LC is called
entrance exam and it is administered at the beginning of the semester to identify
students’ English proficiency and then place them in the appropriate group. Diagnostic
tests are important for LC because they provide an overview of students’ English
proficiency and based on that information students are put in the group that fits their
English proficiency. The other type of assessment, which is administered throughout
the semester, is formative assessment, which is “intended to assist student learning via
deep learning approaches” (Walker, 2012 p. 903). Through formative assessment,
students’ learning progress can be checked during the semester and at the LC this is
achieved through various tasks that focus on students’ progress like quizzes, role plays,
in-class writing, reading and speaking tasks, self, peer and teacher feedback, homework
exercises and other types of activities that focus on students’ performance and their
improvement. The final stage of assessment which is administered at LC through a final
exam is summative assessment. According to Walker (2012) summative assessment
includes “short questions, multiple choice or unseen exams, checks the level of learning
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at the end of a course/module and often takes the form of an exam or piece of course
work which is graded” (p. 903).
What is more, students’ lack of oral proficiency at the LC is concerning because
even though students pass the English exam and get a passing score, not all of them are
able to speak and write in English confidently and are not enough proficient. The level
of awareness at LC about these challenges encountered was high and as a result, apart
from the written final exams, oral exams were introduced too. This type of exam has
made students pay more attention to practicing speaking skills outside the classroom in
order to be prepared for their oral exam. After administering oral exams, the
improvement was more evident with high achiever students rather than low achiever
students, who usually show low progress and as a result of the absence of their intrinsic
motivation do not take responsibilities for their own learning.

Proficiency Tests at the LC– Challenges and Suggestions
Besides previous assessment methods conducted at LC, the LC management has
also introduced the so called ‘proficiency tests’ to check students’ initial level of
proficiency when they start a course and their progress made throughout the semester.
The results taken from these tests were meant to be used as a basis for improving the
assessment process. Proficiency test was administered at the beginning and at the end
of the semester. It was done in a way that the same test was given to the same students
at the beginning and at the end of the semester, and then the results were calculated to
check students’ progress. The overall results have shown that there was some progress
evident. Subsequently, the results of level 2 and level 3 LC groups are represented in the
tables below.
Table 1 - Level 2 group
Student's
ID
120720
121098
120982
120975
120746
121278
120786
121113
120777
120859
120780
121254
120957

Points from first testing
19
22
13
8
14
15
Table 1 16
14
13
11
16
12
14

Level of
Proficiency
Level 2
Level 3
Level 2
Level 1
Level 2
Level 2
Level 2
Level 2
Level 2
Level 2
Level 2
Level 2
Level 2

Points from
second testing
28
26
23
/
23
20
23
/
/
24
20
23
28

Level of
proficiency
Level 3
Level 3
Level 3
Level 3
Level 2
Level 3

Level 3
Level 2
Level 3
Level 3

(Results were provided from the LC Management, SEEU , Academic year 2012-13)
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Table 2 - Level 3 group
Student's ID
Points from

Level of

Points from

Level of

first testing

Proficiency

second testing

proficiency

119597

13

Level 2

18

Level 2

118075

10

Level 1

13

Level 2

119558

9

Level 1

119657

8

Level 1

7

Level 1

119866

12

Level 2

13

Level 2

119833

8

Level 1

10

Level 1

121221

25

Level 3

/

118512

8

Level 1

14

119415

7

Level 1

/

120992

13

Level 2

16

Level 2

120928

31

Level 4

36

Level 4

Level 2

(Results were provided from the LC Management, SEEU, Academic year 2012-13)
Although the results of the proficiency tests are promising, still they are only
based on written examination of student’s knowledge and understanding of the
material covered and do not measure their oral proficiency. As a result, the conclusion
brought at the LC is that they do not guarantee that students can produce the language
fluently and accurately, and thus more attention should be paid to improving students’
speaking skills.
Moreover, as Dweck (1999) says “exams lend themselves to rote learning, or
surface approaches by encouraging students to concentrate on performance goals
(passing the test) rather than learning goals (understanding the subject)” (cited in
Walker, 2012, p.903). This might be another problem why achievement does not always
match proficiency because students are more focused on passing the exams rather than
on learning the language and producing it. A solution would be as suggested by Stiggins
(2002) that we also apply “assessments for learning” because according to him
“assessment of learning” which is already present in various educational systems
provide “evidence of achievement for public reporting, then assessments for learning
serve to help students learn more” (p. 4).
According to Stiggins (2002) both types of assessments of and for learning are
important but since assessment of learning is already present, more attention should be
paid to assessment for learning. Also, he claims that assessment for learning means that
learners have to be integrated in the learning procedures.
In line with the suggestions given in this paper that learner autonomy can help
students succeed more in their learning by being more responsible for their own
learning also Stiggins (2002) supports this idea by saying that there are various ways
which can help learners benefit from assessment for learning which are that
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they become more confident learners because they get to watch
themselves succeeding.This success permits them to take the risk of
continuing to try to learn. The result is greater achievement for all
students—especially low achievers. Furthermore, students come to
understand what it means to be in charge of their own learning —
to monitor their own success and make decisions that bring greater
success. This is the foundation of lifelong learning ” (Stiggings,
2002, p.7 ).

Conclusions and Recommendations
As a result, it can be concluded that the foundation of success for students is not
just teaching them and ‘spoon-feeding’ them with certain information and afterwards
assessing them in a way that does not measure their strengths but instead their
weaknesses. Therefore, the solution is that the students of the 21st century are provided
with the necessary means and strategies that will enable them to function
independently and sense their own success without being dependent only on their
teachers. Moreover, autonomous learning will not only help students get higher results
in the classroom but most importantly it will also enable them succeed outside the
classroom. The final recommendations for improving the assessment procedures at LC
and overcoming the challenges faced are that both teachers and learners find the
benefits of learner autonomy in the teaching- learning process and implement it in
order to have more learner-centred classes, more students who will take initiatives and
responsibilities for their own learning and thus be prepared for the outside world.
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GOOD TEACHING PRACTICES: DO THEY
REALLY AFFECT QUALITY ASSURANCE?
A STUDY ON DIFFERENT FACULTY STUDENTS’ PERCEPTIONS AT SOUTH EAST EUROPEAN UNIVERSITY

Rufat Osmani

Abstract
The good teaching practices are the aim of most supervisors and
teachers worldwide, those include teaching a balanced curriculum,
implementing active learning, defining the expected learning
outcomes, and informing students on their performance and
progress. The mentioned characteristics of good teaching practices
assist and improve the process of teaching and learning.
Furthermore, quality assurance helps to support teachers and build
expertise and capacity in the education system to deliver positive
outcomes for students. It is beneficial to teachers and students too,
because it makes them aware of the importance of the
implementation of active learning, the learning outcomes
definition, etc., and thus improves the quality of teaching and meets
students’ needs.

Introduction
The term quality is a widely used term in everyday communication, and each of
us have an understanding of what we mean by it, however, it changes from person to
person, and everyone has a different definition of it.
Nonetheless, as already mentioned, we use the word quality and we want to
achieve it every single day, in different settings, contexts and for different reasons. For
instance, when we buy food we are concerned with the quality of the food, we want it
fresh, healthy, when we go shopping clothes we want to know about the quality of the
fabric we are buying, we are concerned with the quality of services we get from
different institutions.
Furthermore, we are concerned with the quality of teaching our children get at
school, and as teachers in our case, we are very concerned with the quality of the
teaching we deliver and the quality of learning our students receive.
Globally speaking, teachers all around the world are asked to deliver quality
teaching, so that our clients, the students, receive quality teaching and learning and that
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their needs are met, hence, they are best prepared for their future and their future
careers.
In almost every education institution quality is required to be present, and that is
ensured by different means.
However, delivering quality teaching is not as easy as it sounds, and in fact, it
sounds much easier than it really is. In order to achieve quality teaching, there are
many other predispositions that need to be fulfilled. It is kind of a hierarchy; it has to be
arranged from higher levels to the teachers who deliver the teaching. It starts from the
government, the ministry of education, the rectorate, deans, directors, supervisors and
then it comes down to the teachers who have to do the actual delivery.
There are numerous elements which affect quality, but our study is primarily
interested in detecting whether the good teaching practices really affect the quality of
the teaching and learning process, if so, how, in what ways? There are many factors
which affect teaching and learning, have we identified those factors, and do we know
how to use them in our benefit? Since, our main aim is to make our students benefit
from our teaching, hence, we want to meet their needs, their requests, we want to
prepare them for their future careers in the best possible way. However, are we doing it
right? Furthermore, what else can we do to be more successful teachers who promote
quality teaching and learning? Since, the quality of the teaching that we deliver and the
learning that takes place in different classrooms, departments, centres, de facto, affects
the quality of teaching and learning at institution level, in our case university level.
Indeed not all of us have the same understanding of quality, when quality
assurance is talked about there are different conceptions about it, yet, everyone has in
mind that there are certain prerequisites that we need to be fulfilled in order for that to
be achieved.
It is a very discussed issue, many scholars, educators, teachers talk about this, its
importance, its effect on teaching, on all of us and on the society. There are
measurement tools which measure the quality of the teaching and learning delivered, of
the classroom management, resources used in the classroom, and the preparedness of
the teacher, and of course, all of these lead to the main aim of the teaching, the learning
and of the student’s comprehension of the structures taught.
This scientific research will explore all the abovementioned factors and all the
components of the good teaching practices, they will be described and discussed,
scholar’s, teacher’s and scientist’s opinions will be added in order to explore this topic
at a deeper level.
The main aim of this study is to shed light to the effects of the good teaching
practices in quality assurance, a detailed literature review will be provided, with
scholarly opinions and support of the ideas, the methodology employed will be
described in detail, including all its components, then the results will be discussed and
analyzed, so that the reader has a clearer picture of what this study is about. The
conclusions of the study will be summarized at the end, the limitations will be shared,
and of course, recommendations for further research will be given as the final stage of
this paper.
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Literature Review
Defining quality:
Many scholars have different definitions on what quality and quality assurance
is, how they perceive it and what is the best way to describe and understand quality and
quality assurance.
Hence, one of the most discussed topics in the quality assurance of higher
education institutions is how to define and measure quality.
The first thing that I would like to focus on is the fact that quality is not
something new, it has existed for a long time, it has been a concern for universities and
institutions during ancient times. Along these lines Rosa and Amaral (2007:182) argue
that: ‘the roots of the quality concept are in the middle ages because universities have
always been interested in their quality and it has ‘always been part of the academic
ethos’. Ross (2009) agrees with Rosa and Amaral and claims that: “Concerns for
product quality and process control is nothing new. Historians have traced the concept
as far back as 3000 B.C. in Babylonia. Among the references to quality from the code of
Hammurabi, ruler of Babylonia, is the following excerpt: “The mason who builds a
house which falls down and kills the inmate shall be put to death.” This law reflects a
concern for quality in antiquity. Process control concept that may have begun with
pyramids of Egypt, when a system for quarrying and dressing stone was designed. One
has only to examine the pyramids at Cheops to appreciate this remarkable
achievement.”
Next, the paper emphasises what is the main perception of quality assurance,
what is it that we think of when we hear the words quality assurance? The answer to
this question is best given by Tuck, R (2007) who defines quality assurance in education
as: “Processes and procedures for ensuring that qualifications, assessment and
programme delivery meet certain standards.” It is considered that ensuring quality
assurance in teaching, is the responsibility of the teachers, academics and professionals,
this is best supported by Harvey and Akling (2003: 69) traditionally quality is
considered as an implicit and natural element of university-level learning and research
and an integrated part of academics‘ professional responsibilities.
Carmel Marock (2000) Placement or practical opportunities: In many of the
professions, there is a requirement for a “practical component” in the phase towards
qualification. In these cases, a workplace that has adequate facilities and staffing to
absorb the students during this phase is required. This is seen as increasingly important
in terms of the need for students to develop the ability to utilise their knowledge and
skills in an applied context. For example, in the medical profession there are discussions
about the possibility of introducing the clinical component (hospital work) from year
one.
Quality assurance relates to the achievement of educational program standards
established by institutions, professional organizations, government, and/or standardsetting bodies established by government. Quality assurance mechanisms are the
processes by which the achievement of these standards is measured.
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Vroeijenstijn (1995) claims that The concept of quality is not new: it has always
been part of the academic tradition. It is the outside world that now emphasises the
need for attention to quality... It is the relationship between higher education and
society which has changed.
David Faulkner and Ray Wood say that: The word “Quality” is often used, but not
often defined. You will find a variety of usages in any dictionary but, for our purposes, a
“degree of excellence” is the closest. Quality can be good or bad, or somewhere in
between. Where a product or service is being provided, the end result is largely based
on workmanship. A craftsperson takes great pride in producing something with
flawless features.
The accuracy of an effort, whether it is for data collection or training material
presentation, results in a perceived level of quality for the effort – good or bad. There is
little value in poor quality. Harvey and Knight (1996) identify the following meanings
attributed to quality:


quality as exceptional, i.e., exceptionally high standards of academic
achievement;



quality as perfection (or consistency), which focuses on processes and their
specifications and is related to zero defects and quality culture;



quality as fitness for purpose, which judges the quality of a product or service
in terms of the extent to which its stated purpose—defined either as meeting
customer specifications or conformity with the institutional mission—is met;



quality as value for money, which assesses quality in terms of return on
investment or expenditure and is related to accountability; and



quality as transformation, which defines quality as a process of qualitative
change with emphasis on adding value to students and empowering them.

Historical Background of Quality Assurance
The advancement of Quality Assurance started as a chain reaction of World War I
and because of the munitions which were not produced as supposed, and caused the
death of many people.
It was in the 1950s when the techniques developed with Techniques developed
with the birth of Japanese manufacturing skills. The main aim behind this was to
produce a good product at once, and to try to save as much money as possible, so that
improvement of the product is not needed, to spend extra money.
An American academic Dr W. Edwards Deming became the father' of the quality
movement in the 1950s. He is known for the 14 principles he invented, which are the
following:
1. Seek constancy of purpose for continual improvement of products and service;
2. Adopt the new philosophy created in Japan;
3. Eliminate the need for mass inspection;
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4. End the practice of awarding business solely on the basis of price;
5. Improve constantly and forever every process for planning, production, and
service;
6. Institute modern methods of training on the job for all;
7. Adopt and institute leadership aimed at helping people do a better job;
8. Encourage effective two way communication;
9. Break down barriers between departments and staff;
10. Eliminate the use of slogans without providing methods;
11. Eliminate work standards that prescribe quotas - substitute aids and helpful
leadership;
12. Remove the barriers that rob workers and management of their right to pride of
workmanship;
13. Institute a vigorous program of education, and encourage self improvement for
everyone;
14. Clearly define top management's permanent commitment to ever improving
quality and productivity.
However, the main aim was not to only invent these priciples, the main aim was
to apply these principles, and honestly and unfortunately they are not being applied.
Even though, the invention of the principles resulted in the development of many
measurement tools and methods which would assist in the appliance of these principles
into practice, this was not the case. The above mentioned tools refer to the: best
practices, planning, improving continuously, Total Quality and change management, the
EFQM excellence model and Investors in people.

Quality Assurance in Education
“An examination of a knife would reveal that its distinctive quality is to cut, and
from this we can conclude that a good knife would be a knife that cuts well”. Aristotle
The higher education institutions are faced with great pressure because their
clients, the students and the society are requiring quality education. In order to achieve
quality education the higher education institutions do not only need the will to achieve
it, there are many other conditions that they need to fulfil, such as: have enough budget
to support it, being recognized in the society as a good university, and if the competition
of other universities is very strong then there are problems.
However, the beginnings of quality assurance in the industry gave somehow
instructions that need to be followed in order to be successful, those are as follows:


Quality should be the main objective of every activity, that should be the first
thing in mind of everything we do, it should become a culture



The people who are involved in education should be aware of the needs of
their staff and students, and try to meet their needs and requests
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The higher education institutions should develop and maintain superior
quality.

The struggle of universities right now is to provide the best possible services in
order to attract students, but the services they offer must be affordable for the students
and their parents, the institutions must be informed and familiar with the demands of
the market and fulfil the same ones.
One of the Bologna process aims is to have a clear quality assurance and
accreditation system,
The initiative of integrating quality assurance in education has been beneficial to
institutions and students, because it improves the quality of the services, teaching,
learning, courses/subjects. And yet, students would not be the only ones who would
benefit, society in general as well. (European Student Handbook on Quality Assurance
in Higher Education, pp: 11-12)
Quality in higher education, according to Article 11 of the World Declaration on
Higher Education published by the United Nations, is a multi-dimensional concept,
which should embrace all its functions and activities: teaching and academic
programmes, research and scholarship, staffing, students, buildings, faculties,
equipment, services the community and the academic environment.
It should take the form of internal self-evaluation and external review,
conducted openly by independent specialists, if possible with international expertise,
which are vital for enhancing quality. Independent national bodies should be
established and comparative standards of quality, recognised at international level,
should be defined.
Stakeholders should be an integral part of the institutional evaluation process.
Quality also requires that higher education should be characterised by its
international dimension: exchange of knowledge, interactive networking, mobility of
teachers and students and international research projects, while taking into account the
national cultural values and circumstances. (European Student Handbook on Quality
Assurance in Higher Education p.13)

Principles of Quality Assurance in Education
Aristotle stated in his Book VIII of Politics that ‘this education and these studies
exist for their own sake’. In this context quality assurance should exist alongside and
support the ideal of ‘fitness for propose of education’ where the purpose is the
development of society and education of the individual.
Again, there are the two approaches that can be taken to quality assurance,
which can define the methods and type of Quality Assurance processes that higher
education institutions can combine.
The intrinsic qualities of higher education refer to the basic values and ideals,
which form the very heart of higher education: the unfettered search for truth and the
disinterested pursuit of knowledge. It focuses on the knowledge creating processes and
student learning. Even though most academics today will agree that quality in higher
education is more than this, intrinsic quality represents the core of academic quality.
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The academic community can be seen as guardians of intrinsic quality.
The extrinsic qualities refer to the capacities of higher education institutions to
respond to the changing needs of the society with whom they interact. Extrinsic quality
concerns the demands that society directs towards higher education. These demands
change in tandem with social changes, which occur over time. It could be argued to what
extent extrinsic quality should be determined by economic demands or the state
(government) demands – both of which form pillars of society. European Student
Handbook on Quality Assurance in Higher Education, pp. 13-14)
http://www.aic.lv/bolona/Bologna/contrib/ESIB/QAhandbook.pdf

Tools to measure Quality Teaching and Learning
Bogue (1998) identifies three theories of Quality measurement tools:

1. The Theory of Limited Supply/Elitism
This theory implies that excellences is not the attribute of everybody, instead
only a few can achieve it, therefore it generates “a pyramid of prestige in which larger
colleges and universities reside at the apex of the quality tetrahedron while less
prestigious colleges and two-year community colleges occupy the lower levels” (Bogue
1998: 8).

2. The Theory of Quality within a Mission
Institutions should include quality, the institutions purpose and ways on how
they plan to achieve it. Green (1994:15) says: “A high quality institution is one that
clearly states its mission (or purpose) and is efficient and effective in meeting the goal
that it has set itself”

3. The Theory of Value-Added
Astin (1985:61) defines excellence in a different way and offers a different
viewpoint of the same: “the most excellent institutions are, in this view, those that have
the greatest impact—add the most values, as economists would say—on the student’s
knowledge and personal development and on the faculty member’s scholarly and
pedagogical ability and productivity.”
Bogue (1998) identifies four categories of quality assurance strategies in
education, those are:

1. Traditional Peer Review
Bogue (1998: 10) “Higher education has fashioned several approaches to quality
assurance that include the following traditional instruments:
1. Accreditation: the test of mission and goal achievement;
2. Rankings and ratings: the test of reputation and
3. Program review: the test of peer evaluation.”

2. The Assessment-and-Outcome Movement/ Learning Impacts
This theory assesses input and output, so there is the entry and exit of students,
by which it assess the students by the knowledge, skills they have mastered. Thus,
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according to Bogue (1998:11) “Assessment focuses its attention on results rather than
on reputation”

3. Total Quality Management
Total Quality Management according to Borahan and Ziarati (2002) is a
“Management philosophy and company practices that aim to harness the human and
material resources of an organization in the most effective way to achieve the objectives
of the organization.”
It was introduced in the manufacturing sector at first, in order to control the
quality and the satisfaction of the customers.

4. Accountability and Indicator Reporting
This theory is mostly based on the strategy of self-auditing. It gathers
information from the students, the staff, the faculties/ centres, and alumni to find out
whether it meets the needs and requirements, and the standards by accrediting boards
or institutional mandates (Finnie and Usher, 2005).

The Good Teaching Practices
Seven principles of good teaching practices are identified:

1. Encourages Contact between Students and Faculty
The most important factor in motivating and supporting students is being in
contact with the faculty members, not only during classes, but outside the classes as
well. If the faculties are concerned with the problems of their students, the students are
motivated to work harder to over-come the problems.

2. Develops Reciprocity and Cooperation among Students
Student cooperation is another principle of the good teaching practices. In our
university we use pair work, group work, peer review/checking in order to let students
share ideas, opinions, viewpoints and attitudes on different topics, and subject areas.
When students work together they exchange what they know and what they think, so
the students are involved in their own learning, this actually is best described with what
Benjamin Franklin said:” Tell me and I forget. Teach me and I remember. Involve me
and I learn.”

3. Encourages Active Learning
Learning is perceived as something transmitted from the teacher/ instructor to
the learner. The learner has been seen as someone who is passive and only absorbs
what the teacher says.
It has been made clear that teaching and learning, in fact, is not the teacher
speaking and the students absorbing absolutely everything and later know it. Scholars
have come to the conclusion that the traditional way of teaching does not teach the
learners, during the first ten minutes of the lesson the students absorb about 70% of the
information presented, and during the last ten minutes, they retain less than 20%.
(McKeachie, 72)
Along these lines, a physics professor, Victor Weisskopf says that: “People cannot
learn by having information pressed into their brains. Knowledge has to be sucked into
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the brain, not pushed in. First, one must create a state of mind that craves knowledge,
interest and wonder. You can teach only by creating an urge to know.”
However, active learning is something very different. When active learning takes
place the learners are not passive, thus, they are involved in all the activities in the
classroom and outside of it. They analyze, communicate, share ideas, opinions,
experiences, they think critically and creatively, they use sources and learn. This is best
supported with: “For most students academic learning is too abstract. They need to see,
touch and smell what they read and write about.” John Goodland.
Next, I am going to present some principles that scholars attribute to active
learning, they are the following:


There is no single learner who cannot learn. Everybody can, it depends on the
instructor to find the appropriate method, technique or way to present the
material to the learner and it is his/her responsibility to find the way the
learner best learns. They need support and to be understood.



The learning environment is the decisive one whether we are going to have
passive or active learners. Since the term active learning implies that we want
our students to be active, we need to create such an environment. Let them
learn on their own do not interrupt the learners when they do so.



The teachers/ instructors have to be aware of what kind of students they are
dealing with. If they are dealing with students with special needs they need to
adopt the material according to their needs and to the way they can best
acquire it. For instance, if the learners have hearing difficulties, the lesson
should be introduced with visual aids to assist the learning.



It is very beneficial to the learners if the instructor uses a variety of methods
and techniques, to avoid the routine and having uninterested students in the
classroom. Each lesson should be interesting and attractive to the students,
and change does not have to occur every single class but still the need for a
variety exists and should be fulfilled.



It is very important to let students accomplish something during their
learning, give them a task and let them accomplish it. They will be happy and
satisfied with their achievement and they will be self-confident and motivated
to actively participate in all the upcoming activities.



Repeat things. There is nothing wrong with repetition, it will allow the
learners to better acquire the material.



Positive reinforcement is always very welcome to the learners, they need to
know that they are doing well, they want and need to hear positive comments
from their teachers.
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At the end of each lesson summarize what they did that day, that lesson and
ask questions, if the learners are able to answer your questions it means that
something has been achieved during that class.



Teachers have to be flexible. In each class there are students who need more
time than the others to accomplish a task, teachers have to be patient and wait
for their response. Repeat the question is necessary and do not answer the
question for the students, instead just give them clues and time for them to do
it.

4. Gives Prompt Feedback
Feedback is a very important part of learning and teaching. The learners need to
know what they do not know, so that they can focus on it and learn it. There should be
plenty of opportunities for students where they can perform and then they can be given
the comments and have the areas for improvement stated clearly. It is a great
opportunity if the students are given a chance to know what they have learned, how
much they have improved and what remains to be learned.
Teachers should always focus on positive comments first, and only then state
what should be corrected and improved.

5. Emphasizes Time on Task
There is no substitute for time on task. Students need to learn to use their time,
that is the key to success. There must be enough time for learning and teaching alike.

6. Communicates High Expectations
Teachers should always make it clear that they expect more and more from their
students. This will lead in students trying hard to produce their best and they will be
aware that they have more capacity to achieve more things. This is motivating and
fulfilling for the students and teachers as well.

7. Respects Diverse Talents and Ways of Learning
Be aware of the many learning styles and that each student is an individual with
different backgrounds, wishes, personalities, characteristics, so do not expect all your
students to learn the same way. Each of them learns differently, teachers need to
respect that. Furthermore, there are different learning styles and different talents, and
they all have to be respected as such.

Philosophy behind Quality Assurance
Candice Solie (2002) says that: true quality assurance is an organizational
philosophy that combines quality assurance with quality management.
The Quality Assurance aspect is in place but the Quality Management aspect is
lacking or downplayed.
Quality Management is a system of motivating concepts & principles; Quality
Assurance is a system of checks& balances to ensure adherence to the organizational
mission and standard operating procedures.
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A Quality Assurance program implemented without adherence to a strong&
committed Quality Management philosophy is destined to fall far short of expectations.
The tenets of a strong Quality Management philosophy are focus & commitment,
responsibility, trust & respect, open communications & continuous improvement.
This Quality Management philosophy forms the culture of the organization.

Significance of the study
This study deals with a crucial issue in higher education, quality assurance. And
it is mainly concerned with the presence of quality teaching and learning at South-East
European University, Tetovo, Republic of Macedonia. The paper’s significance lies in its
interest to explore the implementation of active learning in classes, and analyse how it
assists in achieving a better quality teaching, which is the main aim of teachers and
supervisors in universities and institutions worldwide.

Methodology
This study is carried out at South East European University, Tetovo, the Republic
of Macedonia, in the academic year 2011/ 2012. As any other study our study has its
objectives.
The objectives of this study are as follows:


To identify the importance of using a balanced curriculum?



To determine how important/ beneficial is the integration of active learning in
achieving quality learning;



To evaluate how the process of informing students on their progress impacts
the students and the quality of the teaching and learning process;



To identify the role of the expected learning outcomes, and their effect on
students’ motivation.



To collect the perceptions/ impressions of the students about the teaching
and to bridge the gap between different perceptions and expectations of
students and teachers.

Besides the objectives, this study is based on some research questions, which
were the basis of the paper and which led to the research results which will be
discussed in detail in the upcoming sections of the paper.
This scientific study aimed to and answered the following research questions:

1: How important is the usage of a balanced curriculum in quality
teaching?
2: How important/ beneficial is the integration of active learning in
achieving quality learning?
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3: How does informing students on their progress impact the students and
the quality of the teaching and learning process?
4: What is the role of the expected learning outcomes, and their effect on
students’ motivation?
5. What are the students‘ perceptions/ impressions about teaching and to
bridge the gap between different perceptions and expectations of students and
teachers?

Method
We employed three types of data collection in our study, those are:


Survey for students



Survey for teachers



Quality assurance report from quality office

Participants
The participants involved in this study are:
The participants involved in our study are 70 students, studying at different
departments, first to third year students. They are from 18 to 25 years old. All
participants are non-native speakers of English, they are Albanian, Macedonian,
Turkish, etc.
This study also involved 30 professors who teach at different departments at our
University.

Procedure
70 students were requested to fill in the questionnaires, with questions to
highlight the presence of quality in teaching and learning and the presence of active
learning at South-East European University. The questions were with a scale starting
with strongly disagree, agree, neutral, agree and strongly agree. They were asked to
choose only one answer, depending on what they perception was of the asked questions
and how they related it to the teacher and course.
30 questionnaires were also administered for teachers related to their teaching
practices, and questions which aimed to shed light into the presence of quality in
teaching and learning. The teachers were asked questions which were closely related to
their teaching practices, and the answers shed light into finding out whether they
practice quality teaching and whether they offer opportunities of quality learning to
their students.
The quality assurance and management office at our university performs
classroom observations each semester. Each professor is observed at least once per
academic year. There are announced and unannounced observations. As a result of the
observations there are the observation reports. They are composed depending on the
teacher’s teaching, the learning, classroom management, monitoring of the learners
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progress and use of resources. There are also student evaluations which take place each
semester. The quality assurance office reports were analysed, which include the
teaching observation process reports and student evaluation reports from the last
academic year. These two tools of quality assurance assist in identifying whether there
is quality teaching and learning and what are the areas for improvement.
Those reports were used and analyzed in detail.

Results
As far as the first research question of this study is concerned, How important
is the usage of a balanced curriculum in quality teaching? The analysis of the data
collected from the teachers questionnaires showed that 70% of the teachers used a
balanced curriculum, and 17% of the teacher sometimes used a balanced curriculum
and 13% of the teachers said that they do not use a balanced curriculum. The
importance of the balanced curriculum is huge in achieving quality teaching. It is a
balanced program of theory and practice for the core subject courses, and it is a balance
between the four language skills (speaking, listening, reading and writing) for Language
courses. It helps learners become skilful and knowledgeable and it prepares them for
their future studies, careers and future in general. The results show that the majority of
teachers use a balanced curriculum, but yet there is still plenty of space for
improvement.
Next, the second research question How important/ beneficial is the
integration of active learning in achieving quality learning?, investigated the
importance of active learning and its involvement in classes/lectures. The results
obtained from the students’ and teachers’ questionnaires, as well as from the quality
assurance and management office showed that the inclusion of active learning plays a
very important role in teaching and learning. It is one of the best teaching practices and
it has to be part in all classes. It is very helpful for the teacher and for the students as
well. It is a marker of the modern teaching methods, since it involves students in the
teaching process, and it is very well known that when students are involved they learn
best. The teachers at our university are aware of its importance and apply it in their
teaching, this then leads to better observation reports, which lead to the fact that there
is quality teaching and learning at South-East European University.
The third research question, How does informing students on their progress
impact the students and the quality of the teaching and learning process?, is
related to the second one. Since informing students on their performance is a principle
of the best teaching practices. This led to finding out whether the results of the previous
question were reliable. This was a way to test the reliability of the second research
question results.
85% percent of the students involved in our study said that they strongly agree
that informing them on their progress helps them focus on the parts which need
improvement, and thus at the same time it improves the quality of learning and
teaching. 10% of the students said that they agree that informing them on their helps
them, and 5% said that they did not agree that informing them helps them at all.
However, the majority of students actually feel that informing them on their
progress helps them focus on the areas which need improvement, and it impacts the
quality of the teaching and learning process.
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Regarding research question ‘What is the role of the expected learning
outcomes, and their effect on students’ motivation’ the questionnaires showed that
87% of the students strongly agreed that they knew what they are expected to know by
the end of a certain week, month or semester. All of this thanks to the weekly learning
guidelines and the learning management program/tool ‘LIBRI’ which is functional at
our university, we post there our syllabi, learning guidelines, and communicate with our
students. Our students have access to the syllabi and the weekly learning guidelines at
all times. There they can find information on what they are supposed to learn and to
know by the end of each week until the end of the semester. 13% of the students said
that they agreed that they knew what they are expected to know. No students were
neutral or strongly disagreed, disagreed. Generally, this is an indicator that students are
motivated to work harder in order to achieve goals and be successful, hence earn better
grades.
Finally, as far as research question 5 is concerned: What are the
students‘perceptions/ impressions about teaching and how to bridge the gap between
different perceptions and expectations of students and teachers? The results showed
that in general, our students are highly satisfied with the teaching which takes place at
our university and its quality, however, there is no denial that there is space for
improving things.
On the other hand, some teachers claimed that their students are not ambitious
and very hardworking, and this causes difficulties for both parties involved in the
teaching and learning process.
When it comes to the issue how to bridge the gap between the different
perceptions of teachers and students, another study should be carried out where we can
include more participants. However, if the students are satisfied with the teaching it
implies automatically, that they are satisfied with the learning, and quality is present.

Conclusions
The conclusions drawn from our study are the following:
The majority of teachers and students were satisfied with the quality of the
teaching and learning at South-East European University.
The effect on students, is an increase in motivation, which is the aim of most
teachers, to motivate their students. Students need to be given more space in order to
succeed, they like to participate in all classes if the teachers succeed to use the
appropriate methods and techniques, this again leads to the best teaching practices.
Teachers are always alert and try to use new and different teaching methods in
order to meet the needs of their students, and to focus attention where it is most
needed.
Teachers always try to incorporate teaching practices which promote quality
teaching and learning, not only on course/ subject level but as well as at university level,
and if there is quality teaching in course/subject level, it means that there is quality at
university level.
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Limitations
As any other study conduct, this study has its own limitations too, those are the
following:
As already mentioned earlier in the methodology section, we included 90
students in our study, and only 30 teachers. Compared to the overall number of
students and teacher at our university, this number is pretty small.
We could have employed some other data collection procedures, such as
observations, interviews or video taping.
Another limitation of this study is the time constraint. There was only a short
amount of time at our disposal in order to carry out this study. And hence, the limited
time did not allow us to conduct a more detailed and a more in-depth study of the issue
raised.

Recommendations for further research
Based on the limitations of the present study the recommendations for further
studies, research sprang out.
Another study should be carried out which would involve a much greater
number of participants, both more teachers and more students, for the results to be
more reliable.
Other research methods should be used besides the ones employed in the
present study, such as: classroom observations, interviews, video-recording.

References:
An Introductory Guide to National Qualifications Frameworks: Conceptual and
Practical Issues for Policy Makers. Tuck, R., Skills and Employability Department.
International Labour Office (ILO), 2007.eLabour Office (ILO)
Australian Universities Quality Agency. (2009). Setting and monitoring academic
standards for Australian higher education. A discussion paper. Retrieved November
12,
2010,
from
www.auqa.edu.au/qualityenhancement/academicstandards/.../17.pdf
Bogue, E. G. (1998). Quality assurance in higher education: The evolution of
systems and design ideals. New Directions for Institutional Research, 1998(99), 718. doi:10.1002/ir.9901
Canadian Council on Learning. (2009). Up to par: The challenge of demonstrating
quality in Canadian post secondary education. Challenges in Canadian postsecondary education. Ottawa: Canadian Council on Learning. Retrieved November
12,
2010,
from
www.cclcca.ca/.../PSEChallengesInPostSecondaryEducationNOV2009_EN.pdf
Cullen, J., Joyce, J., Hassall, T., & Broadbent, M. (2003). Quality in higher
education: From monitoring to management. Quality Assurance in Education, 11(1),
5-14. doi:10.1108/09684880310462038

45

Issue 3, Volume 1, May 2014

Harden, R. M. (1999). AMEE guide no. 14: Outcome-based education: Part 1-An
introduction to outcome-based education. Medical Teacher, 21(1), 7-14.
Harvey, L., & Knight, P. T. (1993). Transforming higher education. Buckingham,
England: Society for Research in Higher Education & Open University Press.
Harvey, L., & Green, D. (1993). Defining quality. Assessment and Evaluation in
Higher Education, 18(1), 9-34.
Houston, D. (2008). Rethinking quality and improvement in higher education.
Quality Assurance in Education, 16(1), 61-79. doi:10.1108/09684880810848413
Koslowski III, F. A. (2006). Quality and assessment in context: A brief review.
Quality Assurance in Education, 14(3), 277-288. doi:10.1108/09684880610678586
SOURCE: Quality Assurance Practices for Postsecondary Institutions in Canada, Fact
sheet no. 5.HYPERLINK: http://www.cicic.ca/510/fact-sheet-no-5.canada#top
(http://cll.mcmaster.ca/COU/pdf/Quality%20Assurance%20Literature%20Review
.pdf)
http://www.qualityregister.co.uk/what-is-quality-assurance.html history of QA
http://totalqualitymanagement.wordpress.com/2009/08/25/a-brief-history-ofqualtiy-control/#more-937, Total Quality Management by Joel E.Ross 2009, 25
august
http://www.aved.gov.bc.ca/ccl_question_scans/documents/LR3Measuring_Quality_in_PSE.pdf tools p14

46

Journal of Teaching and Learning - TALKING ABOUT LEARNING

SECOND LANGUAGE VOCABULARY
ACQUISITION FROM A COGNITIVE AND
PSYCHOLINGUISTIC POINT OF
VIEW
Vjosa Vela

ABSTRACT
This paper deals with second language vocabulary acquisition from
a linguistic and cognitive psycholinguistic point of view. It provides
a theoretical framework in terms of lexical acquisition and related
areas such as vocabulary learning and categorization of word
knowledge, the complexity of knowing a word in terms of how
much and what type of vocabulary language learners need to know.
It also discusses what receptive and productive knowledge is. In
addition, it also deals with attention processes and as memorybased difficulties involved in L2 vocabulary learning. Finally it
provides examples to main factors affecting L2 vocabulary
acquisition, such as background knowledge of students, the factor
of frequency and repetition of a vocabulary item, order of
acquisition, text signaling and the role of context in learning
vocabulary.

Vocabulary learning
Vocabulary knowledge is often considered the most crucial factor to academic
achievement for second language learners. A lack of vocabulary may be the most
detrimental factor in comprehending written and oral input (i.e. reading and listening)
as well as in spoken and written communication (i.e. writing and speaking). Vocabulary
knowledge enables language use and language use enables the increase of vocabulary
knowledge (Nation, 2001). Yet, there is no simple answer to the question of how much
vocabulary a second language learner needs. Basically, there are three ways of dealing
with this question. One way is to ask how many words there are in the target language.
Another way is to ask how many words native speakers know and a third way is to ask
how many words does a learner need to know in order to use the second language.
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The easiest way to answer the question of how many words there are the target
language is to look up the number of words in the largest dictionary. However there is
a variety of results when it comes to giving the exact number of words and that is due to
the difficulty of not being able to define of what is counted as a separate word. The
range of reports of the size of the English lexicon in the popular press has a very wide
range: from 400,000 to 600,000 words and even up to several million words adding
technical and scientific terms.
To answer the second question of how many words do native speakers know is
not easy. There are many factors affecting the results such us the degree of education,
the degree of intelligence and how well read the individual is. However, generally, it is
assumed that an average educated native speaker has a vocabulary of about 20,000
words, with children acquiring about 1,000 words per year (Goulden et al. 1990; Nation
and Waring 1990).And finally to the question of how many words are needed for a
learner to use the second language again does not have a definite answer. Although a
language makes use of a large number of words, not all of these words are equally
useful. There are different ways of measuring usefulness. One measurement is word
frequency, that is, how often a word occurs in normal use of language.
Thus, if a learner knows these words, they will know a large proportion of the
running words in a written or spoken text, which allows a good degree of
comprehension of a text. Given that the vocabulary size of an average native-speaking
adult is beyond the reach of the average L2 learner - be it a learner in a language course,
an educational setting or an immigrant - the question that arises is: what is a reasonable
goal? There is no simple or general answer to this question since this partly depends on
how the learner wants to use the language. If the aim is the ability to carry on everyday
conversation, then a vocabulary of the most frequent 2,000 words would seem a
realistic initial goal, as it would provide about 96 per cent coverage of spoken discourse.
In contrast, if the aim is to read authentic L2 texts, then a larger vocabulary would be
necessary. With reference to the amount of vocabulary required for this purpose, there
are no fixed figures but figures vary between 3,000 and 5,000 words that are
considered as the minimum to enable successful entry to authentic texts. However,
some researchers argue that the figures may even be higher for true native-like reading
(cf. Schmitt & McCarthy 1997: 103).

The complexity of knowing a word
Being able to communicate in the second language is our first goal, so one of the
most important needs of second language learners is to develop their L2 vocabulary.
Hatch (1983: 7) claims that: “When our first goal is communication, when we have little
of the new language at our command, it is the lexicon that is crucial. The words will
make basic communication possible.”So first I want to analyze what it means to “know”
a word. Read (2000:1) states, “Words are the basic building blocks of language, the units
of meaning from which larger structures such as sentences, paragraphs and whole texts
are formed”.
For years there have been attempts trying to define what it means to know a
word by many linguists such as (Chomsky 1965; Lado 1972; Gibson and Levin 1975;
Richards 1976; Nation 1990) and in all the studies there are main features that they all
agree are necessary in “knowing” a word which will be briefly mentioned in the
following paragraphs. Vocabulary knowledge can be categorized between productive
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skills and receptive skills (Corson, 1995: 44-45) uses the term active and passive
vocabulary for productive and receptive vocabulary. Receptive vocabulary are the body
of words that people recognize when they hear or see them, such as in reading or
listening. Productive vocabulary are the body of words that people use comfortably to
express themselves in speaking or writing.
Another aspect of the complexity of knowing a word is the amount of time
needed for a person to fully acquire the characteristics of a vocabulary word. Its form
(spoken, written,), its meaning (underlying concept, associations), and its use
(collocations, grammatical patterns, register, frequency). Research shows that multiple
encounters to a word increase the chance of acquisitions, although there are cases that
even a single exposure to a word can be acquired, especially if the word is used in very
successful context. As mentioned knowing a word is a complex process and repetition
increases the chances to remember and use a vocabulary item correctly. An example can
be with the word Tsunami. If we go back to the years before the natural disaster of the
tsunami occurred and asked people what does this word mean, not many would be able
to give a correct answer unless they were geology experts. However, when the disaster
occurred we were bombarded with the word tsunami through television and
newspapers over and over again and thus everyone who has heard of this disaster has
acquired the word tsunami.
Another complex aspect of knowing a word is that in English many words that
are homographs—words that have the same word-form but do not share the same
common meaning. An example can be: the verb bear (to carry or endure) and the noun
bear (the animal with a shaggy coat).And there are heterophones, The words that have
the same spelling but different pronunciations. An example: /ˈæksəz/ (v) The
lumberjack axes the trees to the ground. (third-person singular simple present of to
axe/ax).

Receptive and productive word knowledge
The vocabulary knowledge a learner possesses has many degrees. A distinction
of word knowledge that the learner has can be made between active knowledge and
passive knowledge. The active knowledge of a learner is when the learner knows how to
use the language and passive knowledge means when the learner is able to understand
a language. Other terms are also used in distinguishing these two terms, such as
receptive (meaning passive word knowledge) and productive (meaning active word
knowledge) There are other terms used such as implicit knowledge, which is the L2
knowledge the learner does not know or is not aware of, therefore cannot use it or
verbalize it (i.e. the versus explicit knowledge which the learner is conscious that he
possess it and therefore can use it or verbalize it when needed.
Receptive vocabulary is usually related to use basically involves "perceiving the
form of a word while listening or reading and retrieving its meaning" (Nation 2001:
24f). In contrast, productive vocabulary use involves "wanting to express a meaning
through speaking or writing and retrieving and producing the appropriate spoken or
written word form" (Nation 2001: 24f). Below in the figure Nation (2001: 27)
summarizes all aspects involved in knowing a word with reference to the basic
distinction between receptive knowledge (R) and productive knowledge (P).
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Receptive and productive word knowledge
Form
Spoken
R What does the word sound like?
P How is the word pronounced?
Written
Word Parts
Meaning

Form and
Meaning
Concept and
referents
associations

Use

grammatical
functions
collocations
constrains on
use

R
P
R
P
R
P
R
P
R
P
R
P

What does the word look like?
How is the word written and spelled?
What parts are recognizable in this word?
What word parts are needed to express the meaning?
What meaning does this word form signal?
What word form can be used to express this meaning?
What is included in the concept?
What items can the concept refer to?
What other words does this make us think of?
What other words could we use instead of this one?
In what patterns does the word occur
In what patterns must we use this word?

R
P
R
P

What words or types of words occur with this one?
What words or types of words must we use with this one?
Where, when, and how often would we expect to meet this word?
Where, when, and how often can we use this word?

Table 1 Receptive versus productive knowledge (Taken from Nation 2001:24)

Other taxonomies of levels of word knowledge
Based on Coady's (1993) and Grabe and Stoller's (1997) categorization of word
knowledge, the following taxonomy including reception on one end of the scale and production
on the other can be presented:
1. words whose form and meaning are totally unfamiliar and must therefore be inferred
from context, looked up in the dictionary or left un comprehended;
2. words whose form is recognized but whose meaning cannot be recalled without context.
3. words where a degree of familiarity (in terms of form and/ or meaning) can be sensed,
without context;
4. words whose form is recognized and whose common meanings are recalled
automatically, irrespective of context or sight vocabulary;
5. words whose meanings can be productively applied, but knowledge of form may not be
complete; and
6. words which can be used orally and in written form.
Since words are not isolated units of language but fit into many interlocking systems and
levels, word knowledge involves many aspects and degrees of knowledge. This implies that any
definition of word knowledge on a dichotomy distinction between 'active' and 'passive','
receptive' and 'productive', or 'explicit' and 'implicit' knowledge fails to acknowledge the nature
of words as covering multiple facets.
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Factors Affecting L2 Vocabulary Acquisition
As shown above knowing a word is a complex process. In the following section, I will
mention some factors that may influence L2 vocabulary acquisition, such as background
knowledge frequency, attention, and order of acquisition. Each of the factors is discussed below.

Frequency
Crothers and Suppes (1967) stated that frequency is a factor which affects the acquisition
of vocabulary items to which the students are exposed. They furthers state that the frequency
that students are exposed should be encountered in a variety of context. Among other factors
which have a strong effects in lexical development variety of context is one of the main ways in
expanding the students knowledge of a words meaning function and grammatical properties.
An example to word frequency and acquisition can be seen in a study conducted by
Kachroo (1962) analyzed an English textbook to see the which words were repeated and the
influence on his Indian students. The results showed that the words that were repeated 7 or
more times were acquired by most learners. However the learners did not know over half of the
words occurring only once or twice in the textbook. There is great improvement in vocabulary
when students encounter vocabulary words often (National Reading Panel, 2000). According to
Stahl (2005 cited in Diamond and Linda Gutlohn 2006), students probably have to see a word
more than once to place it firmly in their long-term memories and “this does not mean mere
repetition or drill of the word," but seeing the word in different and multiple contexts. Another
research conducted by Nagy and Herman (1985) which analyzes how children learn vocabulary
in their L1 states that children learn words when gradually through repeated exposures in
various discourse contexts. The research states that typically a learner needs to be exposed to a
word ten to twelve times in order to learn it’s various meanings. (cf. Coady 1997b: 225).

Attention
Some psychologists believe that students are more likely to remember the words
personally important to them. These could be words related to their hobbies, subject which they
study or any word that is personally important to them, when they hear it they remember it. This
means that the learners emotional response affects attention. I have personally noticed this in my
classes when students are involved in sports activities or hobbies they pay specific attention to
the words related to those activities and remember them easily because they are internally
motivated they don’t need to be externally motivated (such as motivation to learn the words due
to an exam). Their own interest and internal motivation helps them pay attention and remember
the words. In addition I have also noticed in my ESP classes (English for Specific Purposes) that
most of the students seem to pay attention to the vocabulary words and they work harder to
learn them because they are interested and motivated to learn the English words related to the
field of their study. They know that they will need them and are eager to learn them.
Another example of emotional response affecting attention is that, we would all agree that
we have noticed learners remember slang words or cursing without much effort, they find these
words interesting and are likely to remember them because they pay specific attention to them.
Also interesting ways of presenting vocabulary draws the learners attention to the word and the
chances are that the students of teachers that use innovative methods and a variety of
interesting teaching methods such as discussions about the topic, group work, visual aids such
as handouts with pictures, videos, CALL (Computer Assisted Language Learning), games, puzzles
etc. In additional humor, praise, enthusiasm and encouragement motivates students and
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increases the chance of remembering the vocabulary words, so to sum up, the amount of
attention the learner gives to a word also determines whether it will be remembered or not.

Order of Acquisition
L2 learners tend to acquire simple words which have few meanings and functions before
they acquire complex words which have many meanings and functions (Robinson, 1988 cited in
Oxford and Scarcella, 2002). Many reading comprehension studies (Nation, 2001; Carver, 1994;
Laufer, 1989; Liu & Nation, 1985) indicate that in order for the reader to be able to read and
understand the text adequately they a reader should know at least 95% of the words in the
reading passage, or at least 19 out of every 20 words of text. Therefore, the amount of unknown
words in any given reading passage affects reading comprehension and vocabulary acquisition.

Text signaling
Text signaling is another factor which facilitates acquisition and makes a text more
comprehendible to the learners. Text signaling refers to both iconic and non-iconic cues that
enable the reader to make better sense of the general theme of a reading passage and its details
(Hauptman, 2000). Ionic cues include anything pictorial, such as pictures, diagrams, graphs, or
charts; whereas non-iconic cues include anything verbal, such as titles, subtitles, definitions,
glosses, underlining, or boldfacing (Hauptman, 2000). In the current study I will focus the
attention on non – iconic clues in particular L1 and L2 glosses and their effects on incidental
vocabulary acquisition.

Context
Context is also one of the most important factors in learning new English words. What a
word means usually depends on the context which it is used and another important aspect is that
by using context many students are able to guess the words correctly and pick up much of their
vocabulary knowledge. Although there are limits to contextualized guessing, and especially this is
true for second language learners, it still remains as an important source of information. Context
helps build vocabulary by just simply reading but the effective use of context to infer meanings of
unfamiliar words also depends on some factors such as world knowledge, strategic knowledge
and linguistic knowledge of students. Reid (2000) believes that
In normal language use, words do not occur by themselves or in isolated sentences but as
Integrated elements of whole texts and discourse. They belong in specific conversations,
Jokes, stories, letters, textbooks, legal proceedings, newspapers advertisements and so on. And
the way that we interpret a word is significantly influenced by the context in which it occurs
(Reid, 2000: 4).
Tables 2 and 3 and 4 below clearly show the importance of context in some examples. It
shows that by using the cues in a sentence the learner can understand the meaning of the word.
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The importance of using context
(R. Yorkey, Study Skills for Students of English as a Second Language)
We had a whoosis.
a tropical fish .......................
an egg beater ......................
a leather suitcase ................

possible
possible
possible

We had a whoosis, but the handle
broke.
a tropical fish .......................
an egg beater ......................
a leather suitcase ................

improbable
possible
possible

We had a whoosis, but the handle
broke, and so we had to beat
the eggs with a fork.
a tropical fish ...........................
an egg beater .....................
a leather suitcase ...............

improbable
probable
improbable

Table 2 The importance of using context (Taken from Havranek, 2009)
In the first example if the student does not already know what a whoosis is, all the three
options seem possible correct answers, since there is no context to help them guess the word. In
the second example there is some context but not clear enough, the student has the word
whoosis and knows it has a handle so it helps eliminate the first option of a tropical fish, but still
the egg beater or the leather suitcase are possible answers. The third example is very good in
showing how context can help a student guess the word. Here the student knows that the
whoosis is a thing used to beat eggs and eliminates the options of a tropical fish and leather
suitcase.
She had a lesion.
a) an injury or wound .................
Possible
b) a bracelet, usually of gold .......... Possible
c) a headache .............................
Possible

She had a lesion on her arm.
a) an injury or wound .....................
b) a bracelet, usually of gold ..........
c) a headache ..............................

Possible
Possible
Improbable

She had a lesion on her arm that
would not stop bleeding.
a) an injury or wound ..................... Possible
b) a bracelet, usually of gold ............ Improbable
c) a headache ............................... Improbable

Table 3 The importance of using context (Taken from Havranek, 2009)
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Table 4 shows another example of how context helps in understanding the meaning of the
unknown words. In the first example with the absence of context all three answers seem as a
possible meaning for the word lesion, unless the word is already known to the student. In the
second example there is the word lesion and arm as well, this helps eliminate the option of
headache, but still the options of a bracelet on the arm and an injury on the arm are possible
answers. In the third example there is clear context which helps to find the correct answer. There
are the clues of arm and bleeding, so the option of bracelet and headache are eliminated and the
correct answer is an injury or wound.
He was a prestidigitator
a) a singer .........................................................Possible
b) a lawyer .......................................................Possible
c) a magician.....................................................Possible
He was a prestidigitator who entertained
children.
a)a singer ............................................................Possible
b)a lawyer ...........................................................Improbable
c)a magician .......................................................Possible
He was a prestidigitator who entertained children by
pulling rabbits out of a hat and other similar tricks.
a)a singer ................................................................Improbable
b)a lawyer ...............................................................Improbable
c)a magician ............................................................Possible
Table 4 The importance of using context (Taken from Havranek, 2009)
Finally one last similar example as the previous tables. In the first, example we see that all
three options seem possible due to the lack of context. The second example adds a clue to the
word prestidigitator, and the students knows that he is an entertainer, the student can eliminate
lawyer as an option, but is left with two possible answers of singer and magician. The third
example is designed very well to help students guess the word prestidigitator. The students has
clues that he is an entertainer and pulls rabbits out of the hat, so the student can eliminate the
other two options and choose magician as the correct answer.
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The Role of Memory in SLA
Having discussed vocabulary learning in general, complexity of learning words,
productive and receptive knowledge and factors affecting L2 vocabulary acquisition, we must
also think about the role of memory in SLA. Storing the learned language in the memory involves
three phases as shown in the (Figure 5). The first phase is encoding, and it refers to the process
that occurs during the presentation of the learning material. The second stage is storage, in
which - as a result of encoding - some information is stored within the memory system, while the
last stage is retrieval, which involves extracting stored information from the memory (cf.
Eysenck 2000: 315).
Fig 5 Stages involved in learning and memory store (Eysenck 2000: 315)
ENCODING

LEARNING AND
MEMORY

Creating a memory trace TT
Takes place during presentatiom
of material

STORAGE

Deals with different information
for differing lengths of time

RETRIEVAL

Involves accesing and recovering
stored information

This is a model from cognitive physiology of Atkinson's and Shiffrin's (1968) which
differentiates between long term and short term memory. What this model states is that
information is placed in three distinct memory stores:


sensory stores, stores which initially receive information from the environment and hold it
briefly;



the short-term store (STS), a store of very limited capacity which holds information for
only a few seconds.



the long-term store (LTS), a store of essentially unlimited capacity which can hold
information over extremely long periods of time.

Basically what this model proposes is that the information stored is in the short term
memory is received through sensory stores such as the information we see or hear, and is like a
gateway where the information is processed and transferred to long-term store through
processes of rehearsal as we can see in Table 5. However, there is the factor of forgetting the
information that is stored in our brain since memory and forgetting are connected. Although
there are various organizational networks in our memory, we can still forget information that we
thought is based in our long term memory. The reason why forgetting occurs when information
is not activated for a long period of time. There is research attempting to give an explanation to
the fading that occurs in the memory. According to the Trace Decay Theory, unless we use and
revise the information stored in our memory, slowly it will fade and in the long term it will
disappear. To sum up, from a psycholinguistic point of view learners need to process input
effectively then store it in long term memory. To avoid the fading of the learned and stored
information, we should keep in mind as teacher that students need practice and revision and in
order and remember what they have learned and recall it for later usage.
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USING L1 IN THE MULTICULTURAL EFL
CLASS
A study conducted at South European University
Merita Ismaili
Teuta Salii

Abstract
The impact of using the student’s First Language/Mother tongue (L1) in the
language classroom on language acquisition is a widely discussed issue
among scholars and teachers alike. One the one hand some argue that using
students’ L1 in the classroom is very beneficial to the students because they
think in their native language and refine their ideas before speaking in the
target language, and on the other hand others claim the opposite that using
L1 harms students and teachers instead of helping them in the process of
teaching and acquiring English as a foreign language.
This study is going to examine and identify the advantages and
disadvantages of using L1 in a multicultural and multilingual classroom
setting; asking, does it harm the students? In cases of interference (negative
transfer), how much time is wasted in using L1? How to raise awareness that
the target language should be used mostly? And finally, how beneficial is
using L1 while teaching and acquiring English?

Introduction
Teachers of English as a second/foreign language around the world, face the issue of
whether to use or not the learner’s first language/mother tongue (L1). They keep thinking about
the impact of the mother tongue on the teaching and learning of the target language. What
teachers think about is whether it is harming the process of acquiring the target language, is
valuable teaching time wasted in translating/explaining things in the first language (L1).
Our study is concerned with this issue, especially if the teacher is dealing with a class full
of students from different language, cultural, religious background. However, we are not trying to
point out that teaching a multicultural class is an issue, but translating in more than one language
and using more than one language in the classroom, might in fact, waste the time foreseen for
teaching and learning. Yet, another issue comes up if the teacher does not speak all the languages
of the students in the classroom. Shall the teacher use the one learner’s first language, and not
the other’s, it will definitely be counted as discrimination.
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The variety of teaching and learning methods and techniques prepare teachers on how to
avoid using the L1, and focus only on the target language. There are ways to demonstrate and
explain one thing with other words, but what happens when the demonstration, which includes
facial expression, mimics, showing is not possible?
In this scientific paper we are going to focus on the advantages and disadvantages of
using L1 in a multicultural EFL classroom.
Is using the L1 in the English classes helpful to students, or is it harming them and the
process of acquiring the target language itself. The results will provide us with the answers to
our questions.

Literature Review
Using L1 in EFL classes has been a very debatable question. There are different scholars
with different opinions on the issue. Aqel (2006), in his paper on using L1 in EFL classrooms,
explores the instructors’ and students' reactions to using Arabic language in teaching EFL in the
Department of English at the University of Qatar. In his questionnaires prepared for the purpose
of his paper the results revealed that all of the instructors who are native speakers of English felt
that it was acceptable to use Arabic in EFL teaching. As for students' reactions, it was found that
they also favored the use of Arabic. The paper recommends a thoughtful use of Arabic in EFL
teaching and when it is the shortest possible way to make learners understand the required
points.
Cianflone ( 2009), in his research on L1 use in English courses at the University of Messina
in Italy, argues that the interviewed students and teachers seem approving to use L1 in terms of
explanation of grammar, vocabulary items, difficult concepts and for general comprehension. He
concludes that students seem to prefer L1 use and teachers pledge to use L1 wisely. Such use,
being at the university level, may save time and increase students' motivation.
In another study, concerning the use of mother tongue in an EFL classroom setting of
Chitwan high school students in Nepal, Sharma (2006) uses classroom observation of four
teachers and questionnaire responses of one hundred students and twenty high school English
teachers. Many respondents affirmed that they prefer occasional use of L1 in the EFL classroom
for many reasons: to clarify the meaning of difficult words, to explain grammar rules, to establish
close relationship between students and teachers and so on. L1 use should be acceptable since it
facilitates students and encourage them to learn English more effectively, saves time and makes
students feel easy and comfortable when they are provided with L1 equivalents.
The question whether to use the L1 in the English classroom has divided English teachers
into two groups. The first group is for using L1 in a foreign language acquisition and that in
certain occasions and conditions. For the use of L1 in EFL/ESL environment were the proponents
of the Grammar Translation Method (GTM) the oldest method, which concentrated on reading
texts, studying grammar rules and translating sentences from the mother tongue of the learner
(L1) into the target language (L2). This method was originally designed for studying dead
languages, such as Greek or Latin.
The second group is against using L1 in EFL/ESL classes. They oppose using L1 because it
risks creating L1 dependence while acquiring a foreign language. Thus, students will become
dependent from L1, and will not try to understand meaning from the context and explanation, or
they would try to express within a limited command of the target language. There were also
theories that opposed using L1 in target languages. The proponents of this group were those that
preferred the Direct Method. They believed that languages are best learned in a way that imitates
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the natural language learning of the child. Furthermore, L1 was seen as a collection of already
established linguistic habits which would interfere with the establishment of the new set of
language habits that constitute the target language.
Two arguments have emerged regarding L1 use in the EFL classes.

Arguments against Using L1 in the EFL classroom
Although the English only movement has been opposed, its supporters still determine to
use English as the medium in the EFL classroom.
One common argument against L1 use is interference from the native language. Dulay,
Burt & Krashen (1982) as cited in (Al-Harbi, 2010, p. 145) define the interference “as the
automatic transfer, due to habit, of the surface structure of the first language onto the surface of
the target language". According to Richards (1971) and Cook (2001), interference is a major
source of difficulty in the target language learning and to avoid that, the separation of L1 and L2
should be made.
A further argument is that using L1 might affect students' learning process negatively,
since it reduces the exposure learners get to the L2 and reduces their opportunities for using the
target language (Polio & Duff, 1994; Turnbull, 2001; and Deller & Rinvolucri, 2002).

Arguments for Using L1 in the EFL classroom
Atkinson (1987) strongly supports that students' mother tongue shouldn’t be completely
ignored in the English classes since "the use of L1 can be very effective in terms of the amount of
time spent explaining" (p. 242).
Among a number of teachers in second language acquisition, there seem to be an
increasing conviction that the fist language (L1) has a facilitating role in the second language
acquisition (Schweer, C 1999). Also Ferrer, V (2000) states that a good number of teachers feel
and based on their experiences as learners of a second language, that the mother tongue has an
active and a beneficial role to play in instructed second language acquisition/learning. Among the
first that advocates of mother tongue use is David Atkinson (1987). He pointed out from his
experience that mother tongue can be used mainly in accuracy-oriented tasks. In a research
conducted by W. Schweers (1999), used his Spanish students and researched teachers and
students feelings about the use of mother tongue. A high percentage (88.7%) of the student
participants felt that Spanish should be used in their English classes. He also found out that two
of the teachers never used Spanish to address to their classes. One of the teachers permitted
students to answer questions in Spanish, and the other only used one Spanish word in the frame
“How do you say ‘X’ in English? So, the main reason why some teachers use Spanish in second
language acquisition was to keep students who do not understand every word on track as to
what is happening in the lesson. Terence Doyle (1997), in his presentation at TESOL’97, reported
that some L1 was used approximately 90% of the time in their classes. Some 65% of the students
preferred the use of L1 in their classes. Noor, Hashim H (1994) in his research found out that the
learner’s L1 is very determining of second language acquisition. The L1 is a resource of
knowledge which learners will use both positively and negatively to help them sift the L2 data in
the input and to perform as best as they can in the L2. Schweers (1999) in a report of the
outcomes of his research on the use of the mother tongue in English classes concludes that a
second language can be learned through raising awareness to the similarities and differences
between the L1 and L2.
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Auerbach (1993) states that L1 provides a sense of security and validates the learners’
lived experiences, allowing them to express themselves. The learner is then willing to experiment
and take risks with English. Auerbach (1993) suggests the following possible uses of the mother
tongue: negotiation of the syllabus and the lesson; record keeping; grammar, phonology,
morphology, and spelling; discussion of cross-cultural issues; instructions or prompts;
explanation of errors; and assessment of comprehension.
In a research conducted by Janulevičienė, Kavaliauskienė (2000), where they asked
teachers of ESP classes the following questions: “Should the native language be used in a foreign
language classes at university?” 86% of teachers responded with ‘Yes’ as well as 83% of students
responded so. “No” answer has been favoured by 14% of teachers, and 17% of students,
respectively. So, from the respondents it seems that teachers and students are quite united in
their opinion on the importance of the L1 for teaching and learning a foreign language on a
tertiary-level.
On the other hand some other theories which had an ambivalent approach, preferring
neither one nor the other side but maintained an “it depends” attitude. The proponents of this
group were the Reform Movement who expressed moderate views.

Methodology
Data were collected in Basic English Skills classes, offered at the South East European
University in Tetovo, Republic of Macedonia, during the academic year 2012-2013. The data
collected was be analyzed using quantitative and qualitative methods. Both, students and
teachers, filled in questionnaires, and five teachers were observed, in order to see whether the
learner’s L1 was present in English classes, and to what extend, and its role in the teaching and
acquiring of the target language, i.e. English.
Our study answered the following research questions:
1. How important/ beneficial is the usage of L1 in an English class;
2. What are the constraints of the L1 usage in the EFL classroom;
3. In which situations do the learners Use L1;
4. How much valuable teaching and learning time is wasted in using L1?

Participants
A total sample of 30 BES (Basic English Skills) students were involved in our study, they
were from 18-25 years old. The students are native speakers of Albanian, Macedonian, Turkish,
etc, so, they are all non-native speakers of English. We also had 5 teachers participate in our
study, we observed their classes. The teachers too, are non-native speakers of English.

Procedure
We had several classes in which we used the Learner‘s L1 and classes in which we used
only the target language. Then, we asked students to fill in a questionnaire with their
impressions about the usage of L1 in English classes. We also asked some of the teachers to fill in
the questionnaire according to their beliefs and teaching practices, in respect to the usage of
learner‘s native language. We went and observed several of our colleagues and filled in
observation forms, according to whether they used the learner‘s native language, if so, when and
why.
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Results
The analysis of the data collected led to the following research results:

1. How important/ beneficial is the usage of L1 in an English class?
It turned out that the usage of the mother tongue is of great importance in the English
class in order to explain complex grammar rules and structures, to translate words and
questions, etc.
95% of the students said that the usage of the L1 in the classroom was important to them
because it helped them understand the instructions given by the teacher. It was also very helpful
with difficult grammar structures and words.

2. What are the constraints of the L1 usage in the EFL classroom?
The teacher‘s questionnaire showed that teachers think there is not enough time left for
the target language,as 82% of teachers said this. Sometimes the native language might interfere
with the students progress in the target language, 92% of the teachers agreed with this. The
learner’s L1 might get in the way of their progress in the target language, and teachers want the
target language to be used as much as possible, because students are not exposed enough to the
target language outside of the classroom. Furthermore, another constraint of using L1 in the
English classroom is when the teacher does not speak the L1 of all students. This was the case
with 25% of the teachers included in the study. The teachers did not feel good when this
happened, but so did the students. However, this problem was easily overcome in situations
when students know each other mother tongue.

3. In which situations do the learners Use L1;
The usage of the mother tongue in several cases cannot be avoided, due to the fact that the
students’ proficiency level is low. In these cases, the students use the mother tongue. The teacher
might avoid to use it when possible, however when not they use it in different situation.
Student‘s questionnaire showed that the students use their native language when they do not
understand complex structures (88% of the students) , words (94% of the students), to discuss
with their colleagues in groups before speaking in English (100%) of the students), to ask
questions (76%) , and to express opinions which they are not able to express in the target
language (82%).

4. How much valuable teaching and learning time is wasted in using L1?
According to the questionnaires and the classroom observations it turned out that no
teaching time is wasted, the learner‘s native language was present in all English classes, but only
for clarification, and the lesson continued in the target language. The usage of the learner’s
mother tongue was part of the classroom, to reach the objectives of the lesson and not to waste
time. Everything was planned properly by the teachers, and no teaching time was wasted for
purposeless discussions. The mother tongue was used only with the aim to explain something
difficult and to facilitate the learning process.

Conclusions
As it has already been discussed in some previous parts of the study, the usage of the
learner’s mother tongue in the English classroom is still a very debatable issue. There are
scholars who are pro using the mother tongue and there are schoalrs who are against it. Each
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party gives their own opinions and ideas about it. Undoubtedly, there are benefits and
constraints to using the learner’s L1 in the English classroom, and those have been discussed
throughout the paper. In our case, it had both advantages and disadvantages. Working with low
proficiency students who come from different language, cultural, religious backgrounds, the use
of L1 is both, beneficial and constraining.
It is beneficial because the teacher is able to assist the process of acquisition by explaining
complex structures, words that cannot be demonstrated or showed to the students. Students use
it to ask questions or express opinions which they cannot do in the target language, i.e. English.
There are constraints to this when the teacher does not speak the mother tongues of all the
learners. It is discriminating towards some students. The use of L1 should not be missued to
waste teaching and learning time, because the students exposure to the target language is mostly
limited to the classroom.
The results obtained from the teachers’ questionnaire, students’ questionnaire and the
observations clearly show that the target language, in our case, English, should be the primary
means of communication in second/foreign language learning and teaching. The target language
was present in all observed classes, and all teacher in the questionnaire stated that they use the
mother tongue. The students quesitonnaires showed the same thing. They used their L1 in the
classroom and while learning English. However, its use was limited only for a specific purpose,
but it was not overused.
Furthermore, it is the teachers’ responsibility to limit the usage of L1, and it is them who
should be careful and selective when and to what extent they use the learners’ native language in
the English classes, so as to not harm the acquisition of the target language.

Limitations of the study
For the purpose of completing our study we involved only a small sample of students, 30
elementary level students. The results of the current study may not be applicable to other groups
of students.
Another limitation of this study is that not all the teachers observed knew the native
language of all the learners, this is especially the case with most of the Macedonian teachers, who
do not speak Albanian or Turkish.

Recommendation for further research
Another study should be carried out, involving pre-intermediate, intermediate, and
advanced level students, and a bigger sample of students should be used. Video-recording and/or
audio-recording should be used as well.
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Appendix
Teacher’s Questionnaire:

Mother tongue should be used in the EFL classroom?



Strongly Agree

□

Agree

□

Neutral

□

Disagree

□

Strongly Disagree

□

Using L1 has a negative impact on students’ learning of English.



Strongly Agree

□

Agree

□

Neutral

□

Disagree

□

Strongly Disagree

□

Using L1 in the EFL classroom reduces the opportunities of using English.



Strongly Agree

□

Agree

□

Neutral

□

Disagree

□

Strongly Disagree

□

When do you think it’s appropriate to use Albanian in English classes?



□
To summarize the material □
To check for comprehension □
To explain difficult concepts




To explain the relationship between English and L1
To help define some new vocabulary items
To explain complex grammar points
To give instructions

□

□

Never





□


What percentage of time do you think L1should be used in English classes?







□

□

To motivate students (tell joke, riddles)

0%

□

 10%

□

 30%

□

 50%

□

 70%

□


How often do you use/prefer translation in EFL classes?

□

 Sometimes

□

In many cases

□
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Students’ Questionnaire:

Teachers should use L1 in the EFL classroom?



Strongly Agree

□

□

Agree

Neutral

□

Disagree

□

Strongly Disagree

□


If you think the use of L1 is necessary in the classroom, why?



It helps me to understand the new vocabulary items better

□

□
It helps me feel at ease, comfortable and less stressed □
It helps me to understand the difficult concepts better

When do you think your teacher should use L1 in English classroom?



□
When explains complex grammar points □
When explains difficult concepts or ideas □
When defines some new vocabulary items





When practices the use of some phrases and expressions
When gives instructions
When tells jokes

Strongly Agree

□

Never

□


□

□

Agree

Neutral

□

Disagree

□

Strongly Disagree

What percentage of time do you think L1should be used in English classes?





□

Using L1 in the classroom helps you learn/understand English better?



0%

□

10%

□

 30%

□

 50%

□

 70%

□


How often do you use/prefer translation in EFL classes?

□

 Sometimes

□

In many cases
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□
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Classroom Observations
Greeting, farewell,
Translating words, questions, sentences or phrases
Asking a question
Focusing students’ attention
Giving instructions
Checking students’ comprehension
Managing the class
Motivating students(Informal chat/joking)
Helping shy students to express themselves
Explaining complex grammar rules
Introducing new topics
Talking about the previous lesson
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THE METHODOLOGY OF APPLYING
TRANSLATION THEORY IN TEACHING
Irida Hoti

Abstract
This study tends to give a general statement of the methodology of
applying translation theory in teaching and of the necessity and
importance of translation teaching. The translational process is a
long way to be first comprehend and second to be acted, so we
must be certain of: The kind of theoretical knowledge to be taught;
The kind of theoretical knowledge to be applied; The techniques to be
used for a better translation; To find out if he or she has gained a
translator competence.
From a methodological angle, is also introduced a case study model
for translation teaching based on theories – techniques - practice,
which involve some common mistakes in students’ versions and
some defects in teachers’ teaching methodologies and of course
some essential characteristics that any good translator should have.
To apply translation theories in teaching is as difficult as teaching
the whole language (grammar, spoken and written language), but if
a student knows well the grammar of the language and has good
knowledge he may not be immediately a good translator but can try
to be by practicing it.
Key words: apply, classroom, methodology, mistake, students,
teaching, theory.

Introduction
“Translation as an act of mediating between two languages or perhaps two
cultures is probably as old as language.”(Abdrabou, 2009). Teaching translation and
applying translation theories is difficult because in the classroom we do not have
professional translators, but students, who are in the first steps of proving their
theoretical knowledge. “Translational action therefore involves not only the translator as
translatorial action and this, in turn is embedded in a hierarchy of complex action and
subordinate to the global aim of transcultural communication.”(Baker, 1998).
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The importance of translational process
Most translation theorists agree that translation is understood as a transfer
process from a foreign language or a second language to the mother tongue. According
to Kirally “If we want to have an effective result in translation teaching, we must be able
to explain the translation method and the thinking mechanism. Translation is visible
social- communicative activity as well as an invisible cognitive activity.” (Kirally, 1995).
Richard and Schmidt (Richards & Schmidt, 2002). distinguish free translation
and literal translation. Translation in which more emphasis is given to overall meaning
than to exact wording is known as free translation. A translation that approximates to a
word for word representation of the original is known as a literal translation and also
explain that the terms translation and interpretation are often used interchangeably.
Nida and Taber state that: “Translating consists of reproducing, in the target
language, the nearest equivalent to the message in the source language, in the first place
in the semantic aspect and, in the second place, in the stylistic aspect.”(Nida & Taber,
1974).
Consequently, from these definitions on translating we can emphasize that the
translational process is a long way to be first comprehend and second to be acted. So we
must be certain of:


The kind of theoretical knowledge to be taught.



The kind of theoretical knowledge to be applied.



The techniques to be used for a better translation.



To find out if he or she has gained a translator competence.

The importance of translation competence
To talk about the translation competence, first we must see the connection
between competence, linguistic competence, communicative competence and the text
competence.
Translation
competence

Competence

- linguistic competence
- communicative competence
- text competence

Competence is a person’s ability to create and understand sentences, including
sentences they have never heard before, knowledge of what are and what are not
sentences of a particular language, and the ability to recognize ambiguous and deviant
sentences. Competence (in generative grammar) is a system of rules that structures the
knowledge of a person for the language. This includes the ability of a person to create
and understand sentences, including sentences of a special language and the ability to
know deviant sentences.
Linguistic competence- is a linguistic term, connected not only with the ability
that the speakers have to know and apply the grammatical rules of a language, but also
for the manner of using them properly; it has to do with the ideal acquaintance of
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language, a system of concepts through which the speaker of a language, even if in a
unconscious way knows to use it.
Communicative competence- According to Armstrong it consists not only in
producing sentences that conform to the grammar of one’s language, but in doing so in a
socially suitable or acceptable way: languages possess a nonstandard as well as a
standard grammar, as well as a continuum in between, allowing speakers or writers to
modulate their language in response to the context. Thus a sentence may be
grammatical, in the sense of being recognized as well formed by a native speaker,
without being acceptable in context – the qualification is crucial (Armstrong, 2005, p.
42). It has to do with the ability of speakers to use correctly the language according to
discourse situations to achieve intended aims.
Richard & Schmid in Communicative competence include: grammatical
competence, socializing competence, discourse competence and strategic competence.
(Richards & Schmidt, 2002, p. 93).
Text competence means that the understanding and reproducing of a text is part
of a specific competence of a speaker. The linguists define the text competence as the
ability to distinguish the text from a series of phrases. Canale distinguishes:
-Grammatical competence, in the translator’s case, this entails passive command
of one and active command of another language system, in the sense of possessing the
knowledge and skill required to understand and express accurately the literal meaning
of utterances (Canale, 1983).
- Sociolinguistic competence, the translator’s ability to judge the appropriateness
of utterances to a context, in terms of such factors as the status of participants, purposes
of the interaction and norms and conventions of interaction.
- Discourse competence, the translator’s ability to perceive and produce cohesive
and coherent text in different genres and discourse.
- Strategic competence, the translator’s ability to repair potential break down in
communication to enhance the effectiveness of communication between source – text
producer and target - text receiver (Baker, 1998, p.31).

Strategic
competence

Grammatical
competence

Discourse
competence

Sociolinguisti
ccompetence

Translation competence
From this classification we can state that being a good translator is a complicated
process, which need a lot of attention, knowledge and competence.

Characteristics of a good translator
“The translator is the expert, whose task is to produce message transmitters for
use in transcultural message transfer. To do this, the translator must at a particular
place and at a particular time, produce a particular product for a particular purpose.”(
Baker, 1998, p.4).
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To a great extent, the quality of translation will depend on the quality of the
translator, i.e. on her/his knowledge, skills, training, cultural background, expertise, and
even mood! Newmark distinguishes some essential characteristics that any good
translator should have:


Reading comprehension ability in a foreign language.



Knowledge of the subject.



Sensitivity to language (both mother tongue and foreign language).



Competence to write the target language dexterously, clearly, economically
and resourcefully (Newmark, 1995).

In the classroom is very important applying these essential characteristics. So we
tested a class of 18 pupils of VI-th grade with an unknown text. It was resulted that:

HAMLET: The Plot
Just after midnight, the ghost of the former King of Denmark appears on
the battlements of Elsinore Castle. He reveals to his son, Hamlet, that he
was murdered by Claudius, the brother who now wears the crown and
has married his widow, Gertrude. Hamlet swears to avenge his father’s
murder. To avoid suspicion, Hamlet pretends to be mad. He arranges for
actors to perform a play, the murder of his father in order to prove
Claudius’s guilt. But before he can act upon this evidence, he is arrested
for killing the king’s chief adviser, Polonius. Hamlet is put on a ship to
England, where Claudius has arranged for him to be executed, but he
escapes and returns to Denmark. In the meantime, Polonious’s son,
Laertes, has come to court to avenge his father’s murder. His sister
Ophelia, once Hamlet’s beloved, is mad with grief and subsequently
drowns. Claudius and Laertes now hatch a plot against Hamlet. In a
fencing match, both Hamlet and Laertes are mortally wounded, Gertrude
is accidentally poisoned, and Hamlet finally kills Claudius.
Before the prince dies, he begs his friend, to tell his story.

(The Shakespeare Encyclopedia, 2009, p. 170).



10 pupils read the unknown text slowly,



5 read fluently



only three pupils read it fluently with the right pronunciation and intonation.
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10 students were able to reproduce the text and to ask questions,



5 pupils had difficulty in translating phrasal verbs (is mad with, is put on)
and the passive form of the verbs (to be mad, are wounded, to be executed)



3 students also needed a dictionary to translate some unknown words
(subsequently, featuring, to avenge, hatch, grief).
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10 students translated the text clearly, economically and resourcefully,
whereas



7 with structural and lexical mistakes.

Translation of the text

Well transtated
Structural and lexical
mistakes

From a methodological angle, this case study model for translation teaching
based on theories, techniques, practice involves some common mistakes in students’
versions and some defects in teachers’ teaching methodologies. The teacher has to
emphasize time after time the techniques for a good translation, so the pupils can afford
the difficulties they face during translation.

Application of translation theories in a text translation
In applied linguistic, it is now generally accepted that what is applied in teaching
or research is not so much knowledge about language as it is a way of investigating
language (Hatim, 2001, p. 4).
The identity of what exactly is being applied tends to be of secondary
importance, compared with how the application might best be effected and for what
purpose. From an applied linguistic perspective, it is thus the how and, perhaps more
important, the why of application that has underpinned any serious attempt to deal
with translation. Translation studies aims at exploring the ways in which translation is
both practiced and theorized in individual cultures (Herman, 2002, p.13).
In applying translation theories in teaching are needed some rules in the
classroom, in the way that all the students follow the same procedure, but the problem
is of the different student’s cultural, scientific levels, and lexical knowledge. So
everything is related to their acknowledge of the language and the will to deal with
something not done by you.
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A case study model
A class of 28 Albanian students, of an average level of 10-th grade were proved in
translation process with a text given of 300 words to translate from English to Albanian.
The manners student used to translate


50% of the students, first found out the unknown words during reading,
looked them up in the dictionary and then translated the text.



30% of the students began reading and translating at the same time as reading
and left blank spaces for the unknown words or unclear meaning of the
phrase.



20% of the students read and translated at the same time by looking up any
unknown word to adopt the meaning.

50%
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30%
25%
20%
15%
10%
5%
0%
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translate

looking up
unknown
wrds



reading and
read and
translating by translated at
leaving blank
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spaces
time by
looking up
unclear
meaning

The part to translate was from a known author and a known book, so not to
have difficulties in comprehending the text because the comprehension
therefore is undoubtedly of vital importance in translation and “The students
must be aware of the teacher’s aims and goals in classroom practice.” (Pérez,
p.2).
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Translation difficulties faced

Translation
difficulties

Grammatical

Lexical

Structural



The unknown words



Meaningful words (Sometimes is difficult to find the equivalent English word
in Albanian.)



Problematic structure sentences. The syntactic structure of Albanian language
sentence differs from an English or Italian sentence (alb. Emër + mbiemërdjalë i zgjuar / noun+adjective ); Eng (adjective + noun: a wise boy).



Phrasal verbs, which in English grammar play an important role (the same
verb + prep = different meanings) in Albanian doesn’t exist.

The results of this application
The pedagogical value of this approach is to put students in a position to make
comparison needed to locate the errors within their own language. The difficulty levels3
of a text always depend on the competence of translator. That is the reason why the
translation was different in different students. So as much a student applies translating
several text types as much he will obtain translating competence.

Conclusion
To apply translation theories in teaching is as difficult as teaching the whole
language (grammar, spoken and written language), but if a student knows well the
grammar of the language and has good knowledge he may not be immediately a good
translator but can try to be by practicing it.
3

According to Klaudy, Translation difficulty levels are: lexical: from lexically simple terminology, to lexically
rich text terminology; Structural: from text with a similar discourse structure to text with a different discourse
structure; Cultural: from culturally neutral texts on international topics to culturally marked texts.
(KingaKlaudy, The role of translation theory in Translator training, p.6.)
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To sum up we are adding two statements from: Herman “Translating is not an
innate skill, it has to be learned and negotiated, both cognitively and normatively.
Translating always takes place in the context of certain historical conceptions of what
constitutes translation (Hermans, (2002a) p. 14). and Herbart “The practice without
theory passes in routine, otherwise the theory without practice goes through the mist of
abstraction.”1 (Collard, 1920, f, 499).
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