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I.  Chapter 1: Introduction  

A.  General Introduction  

English is indisputably the international lingua franca. It is used worldwide in such 

domains as academics, the arts, and technology, to name just a few. Not only is English used 

for individual purposes, such as international travel and security, but also for collective 

purposes, such as humanitarian aid, peace operations, international law enforcement, and 

military operations. The use of English for international communication in political and 

diplomatic dialogue is unquestionable. Furthermore, according to the British Councilôs 

Peacekeeping English Project, English is used:  

To enable multinational forces involved in NATO, EU and UN peace support 

operations to communicate effectively with each other; for humanitarian 

purposes - enabling military and other security forces to interact with non-

governmental agencies in conflict and post-conflict situations; by border 

guards and police, to combat drug smuggling and human trafficking; [and] as 

a tool for promoting democratic values and respect for human rights (British 

Council, 2009, p. 1). 

However, many of the participants in activities such as those previously mentioned are non-

native English speakers, given that ñthe ratio of native to non-native is 1:3ò (Crystal, 2003, p. 

69). Thus, with an exceptionally high demand for English proficiency, there is an increased 

requirement for English teaching and learning in order to effectively carry out this variety of 

international operations. As has been the case over the course of history, English has become 

an international language ñfor one chief reason: the power of its people ï especially their 

political and military  powerò [emphasis added] (Crystal, 2003, p. 9). 



 

Chapter 1: Introduction 

2 

In addition to English taking on a dominant place in international communication, 

technological breakthroughs now allow for more advanced communication and opportunities 

for sharing and obtaining information - opportunities that have not existed until now - in this 

21
st
 century global community. These technological advances, paired with the importance of 

the English language, which in many ways have each supported the advance of the other (and 

continue to do so), form a unique pair that has paradigm-changing potential for language 

teaching and learning. With the amount of information being shared across time zones and 

international borders like never before, people are able to experience foreign language and 

culture, and are indeed able to get authentic material and experiences, thanks to advances in 

technology which bring that content and capability right to their computer screens and mobile 

devices. With the click of a mouse or tap of a finger, one can be reading a newspaper or 

watching a television show or film, perhaps even in real time, originally produced for a 

market halfway around the world. 

As has happened in the past with advances in technology and the availability of 

information, we are again presented with an opportunity to exploit these advances in 

technology, communication, and information for educational purposes. Multimedia products, 

such as television and film, are no longer considered hard-to-get items, but rather are readily 

available for anyone with an Internet connection. Thus, these products, when combined with 

new technology and the correct methodology, may prove beneficial for language learning 

purposes. 

B.  Historical Background 

As previously mentioned, English has become the primary language of 

communication in international operations. Reference has been made to the role of the 

military in the spread of English, namely with respect to the effect on the local community 

(Crystal, 2003). Although it is not explicitly stated, this reference infers that the local 
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community would be exposed to English because it is the language that is being used by the 

armed forces operating in the area, making special mention of the ñEnglish-speaking troops 

on peace-keeping missions in Bosnia, the Middle East, Central Africa and elsewhere and in 

Afghanistan since 2001ò (Crystal, 2003, p. 106). Crystal (2003) goes on to provide a real-

world example of the use of English by the involved military personnel, noting how ñUN 

officers are routinely heard on TV commentating on the way a crisis is developing, and the 

language used to the cameras is almost always Englishò (2003, p. 106). English indeed plays 

an important role in international military operations. One such operation at the forefront of 

the international stage is the multinational effort for security and reconstruction in 

Afghanistan. 

In December of 2001 the United Nations Security Council adopted Resolution 1386 

establishing a security mission in Afghanistan to be led by the North Atlantic Treaty 

Organization (NATO) called the International Security Assistance Force, or ISAF. The 

Resolution specifically ñcalls on Member States participating in the International Security 

Assistance Force to provide assistance to help the Afghan Interim Authority in the 

establishment and training of new Afghan security and armed forcesò (NATO, 2013). 

Although the initial plan called for command of ISAF to rotate between different nations 

every 6 months, this proved difficult, and in August of 2003, NATO itself took command of 

ISAF. Moreover, although the original concept for ISAF was to provide assistance for 

security in and around Kabul, over the following 3-year period ISAF gradually expanded 

responsibility until October of 2006, when it became responsible for all international military 

forces in the country, some 32,000 troops from 37 contributing nations. This newly increased 

ISAF role also gave way to the implementation of a program to fulfill the training 

requirements for the new Afghan National Security Forces (ANSF). The answer to this need 

was NATO-ISAFôs advisory program, the NATO Training Mission-Afghanistan, or NTM-A, 
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and formerly known as Combined Security Transition Command-Afghanistan, or CSTC-A. 

Operational Mentor and Liaison Teams, or OMLTs, now called Military and Police Advisory 

Teams, MATs and PATs, respectively, are responsible for the training of the ANSF with 

respect to the transition to Afghan control that began in July 2011 and culminated at the end 

of 2014. Additionally, Operation Coordination Centers Advisory Teams, OCCATs, are in 

place for ANSF commanders to coordinate for ISAF support. Together, all of these training 

and transition teams are referred to as Security Force Assistance Teams, or SFATs. 

On 31 December 2014, the official NATO-ISAF mission to Afghanistan ended, and a 

transition was made to the new NATO-led mission: the Resolute Support Mission. After 

more than 13 years of ISAF, the transition to this support mission took place on 1 January 

2015 and, according to NATO, moved from ña combat role to a train, advise, and assist 

missionò (ñMission | Resolute Support Mission,ò 2015). That is, although the purpose of the 

mission changed, namely as a result of what was accomplished during the original 

operational, combat role of NATOôs ISAF mission from December 2001 to December 2014. 

This new mission focuses on training and assisting the ANSF. CSTC-A remains an integral 

part of the new Resolute Support Mission, and is charged with the following mission: 

Train, Advise, and Assist within the Afghan Security Institutions to develop 

Resource Management capability, IG/TAO and Rule of Law capability, and 

provide resources in accordance with the Afghan National Defense Security 

Forces (ANDSF) Plan of Record. Develop sustainable ANDSF capacity and 

capabilities in support of GIRoA (ñCSTC-A | Resolute Support Mission,ò 

n.d.). 

Although the overall NATO mission in Afghanistan has changed significantly as a result of 

the culmination of the combat operations that were the focal point of the ISAF mission, the 
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importance of the training, advising, and assisting mission has increased and is now 

inherently linked to mission success metrics. 

Being a NATO-led initiative, the ability to communicate in English is paramount for 

mission accomplishment. This is not only due to the fact that English is one of the two 

official languages of NATO, as agreed upon in the September 17, 1949 session of NATOôs 

governing body, the North Atlantic Council, but also because English has become the de 

facto language of international military operations. Because NATO leads the current support 

mission in Afghanistan, and due to the fact that the SFATs are composed of multinational 

forces, Proficiency in English is an imperative skill for SFAT members. Within the context of 

the training mission, proficiency in English is needed for both communications with other 

multinational forces serving in advisory capacities as well as within operational contexts in 

order to provide the necessary NATO-ISAF support and coalition capabilities to the ANSF 

with whom they are embedded - living and working side by side on a daily basis throughout 

the duration of the mission. That is, NATO forces use English to communicate with each 

other, as well as with the ANSF, through local language professionals, both of which occur at 

tactical, operational, and strategic levels. These local-national interpreters and translators 

usually speak English, making the SFAT membersô English language abilities absolutely 

critical. Unfortunately, military specific English language abilities of the SFAT are not 

sufficient. 

Generally, SFATs are made up of 13-30 individuals, international military personnel, 

either from one or multiple countries, which provide training, mentoring, and support to the 

ANSF as well as liaise between their Afghan counterparts and ISAF. This includes 

coordination for operational planning and enabling support, such as intelligence, close air 

support, and casualty and medical evacuation in order to increase operational capabilities of 

the trained unit. Teams are traditionally embedded with battalions, or kandaks, of the Afghan 
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National Army (ANA) or the Afghan National Police (ANP) and usually remain deployed for 

a period of no shorter than 6 months. There are also teams embedded at higher than battalion 

levels, such as brigade and corps staff. In June 2013, there were 381 ISAF SFATs in 

Afghanistan, from 37 contributing nations (NATO, 2013). Despite the fact that the transition 

of full responsibility for security of Afghanistan began in July 2011, the NATO transition 

plan, which is based on a model of security force assistance, calls for advising the ANSF 

throughout the 4-stage process. The transition concluded in the year 2014; however, despite 

the end of the major NATO-ISAF mission to Afghanistan, NATO immediately began the 

follow-on support mission ñResolute Supportò on 1 January 2015, that continues today. 

SFATs continue to play a critical role in developing security capabilities of the ANSF so that 

they will be able to take full responsibility for security in accordance with the NATO 

transition plan (NATO, 2009, 2010, 2012a, 2012b, 2012b, 2013). 

Training for the military personnel who are preparing for a mission as members of an 

SFAT is conducted in three phases. Phase one, which consists of national training and pre-

deployment preparation, takes place in the home country. Phase two, which is a NATO 

centralized training, is conducted at the Joint Multinational Readiness Center (JMRC) in 

Hohenfels, Germany. Lastly, training phase three takes place throughout the deployment in 

the theatre of operations. 

Despite the success of the training mission, in 2009, a general need for team members 

to improve their English language skills prior to reporting to phase two of the NATO 

advisory team training was identified (Embree, 2009). Thus, a needs analysis was carried out, 

showing a shortfall in military specific terminology and usage for radio communications and 

unit operational planning. It was then determined that improving these specific language 

skills would enhance the teamôs ability to mentor the ANSF and to liaise with ISAF once in-

theatre (Embree, 2009). Furthermore, increased military-related English skills were deemed 
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necessary to enhance mission success. Thus, a project entitled ñMission Related English for 

Operational Mentor and Liaison Teams,ò conducted by the Partner Language Training Center 

Europe of the George C. Marshall European Center for Security Studies, was developed: 

The two-week, intensive Mission-Related English (MRE) for Operational 

Mentor and Liaison Teams (OMLT) workshop is designed for international 

military personnel preparing to embed with the Afghan National Army. 

Participants enhance their language skills in English for Specific 

Purposes through learning, reviewing and practicing time-sensitive radio call 

formats and reports, and battle drill terminology in context (George C. 

Marshall European Center for Security Studies, 2010, p. 1). 

What initially began as a two-week course for select members of OMLTs became an 

intensive, three-week workshop, the ñOMLT based Tactical Communications Englishò for 

MATs and PATs, focusing on three areas: pronunciation improvement and accent reduction, 

military specific terminology, and introduction to and practice of specific radio call formats. 

The workshop was conducted in-person at the Marshall Center in Germany and utilized both 

traditional classroom as well as interactive multimedia instruction (Embree, 2009).  

Attendance at this workshop would take place between phases one and two of the team 

training. Although ideally each member of a deploying team would go through the training, 

due to limited resources, not all members of the teams were able to attend the workshop at 

the Marshall Center. In most cases, teams would send one to two members of the team to the 

workshop and those members would then in turn train the rest of their team while 

concurrently conducting the phase 2 training prior to deployment, essentially functioning as a 

train-the-trainer scenario. Despite the importance of the content for the success of the 
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advisory mission, and although it would have been an ideal scenario, there were not enough 

resources to send all members of the team to the in-person workshop at the Marshall Center. 

C.  Problem Statement 

The former NATO-ISAF and current NATO Resolute Support Mission employing 

advisory teams is now more important than ever, especially with the plan to transition full 

responsibility of safety and security to the Afghan government, after over 10 years of 

international safety and security assistance from NATO and other international participants. 

It has been duly documented that team members, in order to effectively carry out their 

missions, needed to improve their knowledge of military specific English terminology and 

radio communication, which would lead to enhanced mission success in advising the ANSF. 

This, however, is not only useful for specific mission-related ends, but also for the general 

knowledge and professional development of members of the armed forces of NATO member 

countries, especially when required to fulfill combined duties, between member countries, 

such as NATO staff assignments or attendance at foreign professional military education, not 

to mention for doctrinal and research related purposes that will  likely arise throughout the 

course of oneôs military career. Although the Marshall Center was able to provide excellent 

training via the ñTactical Communications Englishò workshop, specifically designed for 

advisory team members, not all members of the teams were able to attend this in-person 

training. Furthermore, not all members of NATO are assigned to these specialized teams, due 

to mission requirements and other restraints, and as such not all members of the NATO 

community would have the opportunity to attend the Tactical Communications English for 

MPAT training at the Marshall Center. Because of this, many professionals in arms are left at 

a disadvantage; all the while potentially jeopardizing the success of the advisory mission as a 

whole. 
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While the workshop did utilize traditional teaching methods in a face-to-face context, 

adapting the content to a different delivery method and instructional methodology may 

extend the reach of the course content, making it available to more individuals. This could be 

executed in the form of distance learning, blended learning, or in a pure self-paced online 

format. Recent academic research (such as that of (Lertola, 2012; Neves, 2004; Sokoli, 2006; 

Talaván Zanón, 2006, 2007, 2009, 2010a, 2010b, 2011; Williams & Thorne, 2000)) shows 

positive results with respect to the use of subtitling, an audiovisual translation mode, as a task 

for non-translator, language learners to increase language acquisition, and more specifically, 

the skills of listening comprehension (Talaván Zanón, 2006, 2007, 2009, 2010a, 2010b, 

2011) and vocabulary acquisition (Lertola, 2012). 

NATO SFAT and other staff members should increase their English listening 

comprehension skills, primarily over military radio, in order to successfully carry out their 

missions. The only available standardized NATO training for these ends was the Marshall 

Centerôs ñTactical Communications Englishò workshop, which was only offered in a two 

week, face-to-face format in Garmisch, Germany to a limited number of SFAT members, 6 

times per year. If other formal training options for listening comprehension improvement are 

not offered, SFAT teams will  continue to be at a disadvantage and mission accomplishment 

may not increase, potentially affecting the success of the NATO transition to Afghan 

authority for security within the country. Thus, the professional task of subtitling could be 

used as a didactic tool for language acquisition purposes to increase listening comprehension 

skills via military radio delivered through an online learning management system. 

Although the academic research carried out thus far with respect to the use of 

subtitling as a learner task has showed positive results, the studies have only been conducted 

within the context of general language learning. There has yet to be a significant project 

dedicated to examining the use of subtitling as a learner task within the context of English for 
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Specific Purposes. Furthermore, the aforementioned studies have all been conducted in 

traditional classroom settings, utilizing computer labs to carry out the experiments. No 

significant study has been carried out using an online learning management system, as this 

study does. 

With an increased interest in the use of subtitled audiovisual material in language 

learning, substantial research has been conducted and published relative to its use (Baltova, 

1994; Bird & Williams, 2002; Dollerup, 1974; Garza, 1991; Markham, 1989; Neuman & 

Koskinen, 1990; Price, 1983; Vanderplank, 1988, 1999, 2010; Williams & Thorne, 2000; 

Winke, Gass, & Sydorenko, 2010). However, what remains to be explored in depth is the use 

of audiovisual translation, in this case subtitling as a learner task, in second language 

acquisition, (Vanderplank, 2010), more specifically with respect to listening comprehension, 

when applied to ESP. 

D.  Purpose and Significance of the Study 

Therefore, the purpose of this study is to test the effect of subtitling as a learner task 

on listening comprehension by comparing subtitling as a learner task, and viewing of 

subtitled audiovisual material to listening comprehension via military radio for the research 

study participants, native Spanish-speaking English language learners from the Spanish 

military, in an online learning environment. 

This study is both relevant, with respect to the continuing operations taking place in 

Afghanistan and the enduring NATO mentoring and advising support mission, as well as 

timely, due to the potential transition of full responsibility for security to the Government of 

the Islamic Republic of Afghanistan (GIROA). Apart from these facts, based on the 

combined nature of NATO and the multifaceted enduring operations requiring multinational 

participation, the content is generally relevant for members of the armed forces from any 

NATO member country in order to enhance their interoperability within the combined 
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context. According to Crossey (Crossey, 2005), while language skills are primarily the 

responsibility of the member country, ñlanguage training must be of concern to NATO as a 

whole since linguistic interoperability is as important to ensuring that countries are able to 

participate effectively in both NATO missions and wider Alliance activities as any other form 

of interoperabilityò (Crossey, 2005, p. 5). Thus, the present study is relevant both in an 

operational setting, where radio communication is essential to mission accomplishment, as 

well as in a non-operational NATO setting, such as a staff assignment, where communication 

by telephone and radio is also required. 

The desired outcome of this study is to provide new insights into the use of 

audiovisual translation as a learner task in ESP and the effect that the task has on listening, 

vocabulary acquisition, and content knowledge, and to contribute to the limited information 

and scholarly writing available related to the use of subtitling as a language learning task for 

non-translators, specifically within the context of English for the military or English for 

security forces. Furthermore, within the area of English for Specific Purposes (ESP), and 

more specifically military English, it will provide a foundation for further research within 

that context for the use of both subtitled audiovisual material and audiovisual translation, to 

potentially include not only subtitling, but the variants thereof (interlingual as well as 

intralingual), as well as other modes of audiovisual translation, such as dubbing and audio 

description. It will also provide a critical review of the use of online learning and an online 

learning management system in the delivery of authentic audiovisual material as well as the 

teaching and subsequent execution of subtitling tasks, all taking place within an online 

environment. This will hopefully influence the teaching and learning of audiovisual 

translation, especially in traditional translation trainer curricula, providing an example of how 

this mode can be taught entirely online utilizing readily available applications, and extending 

the use of these applications within this area. 
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E.  Research Questions 

The aforementioned purpose statement thus leads to the following clearly defined 

Research Questions (RQ#), as displayed in Table 1. 

 

 

RQ1 

To what extent do scores on military radio-based listening comprehension 

assessments increase as a result of the subtitling task for learners of English 

for the military? 

RQ2 

To what extent do scores on military radio-based listening comprehension 

assessments increase as a result of viewing subtitled audiovisual material by 

learners of English for the military? 

RQ3 

To what extent does the use of an online learning management system support 

subtitling as a task for learners of English for the military? 

 

Table 1: Research Questions 

 
 

F.  Hypotheses 

The hypotheses shown in Table 2 are predictions about the expected outcomes of the 

experiment that the researcher has made based on an extensive review of existing studies and 

similar experiments from the literature, namely those conducted by (Lertola, 2012; Neves, 

2004; Sokoli, 2006; Talaván Zanón, 2006, 2007, 2009, 2010a, 2010b, 2011; Williams & 

Thorne, 2000). 

  



Subtitling for Mission Accomplishment: An Experimental Study of the Effect of Subtitling as a Task on 

Listening Comprehension for Learners of Military English for Specific Purpose 

13 

H1 

The Experimental Groupôs scores on military radio-based listening 

comprehension assessments will be higher than those of the Control Group as 

a result of the subtitling task. 

H2 

The Control Groupôs scores on military radio-based listening comprehension 

assessments may increase as a result of viewing subtitled audiovisual material. 

H3 

The Experimental Group will inform that the learning management system 

supports subtitling as a task for learners of English for the military. 

 

Table 2: Hypotheses 

 
 

G.  Conceptual Framework Overview 

While the theoretical framework for this study is based on those underlying theories 

upon which Communicative Language Teaching (CLT) is based, this experimentôs 

justification is solidly grounded in theory that will be further explained and detailed in 

Chapter 2. However, it is important to identify the prevalent concepts here in order to provide 

a basic understanding so that the research questions and hypotheses can be properly 

understood within this context. These prevalent concepts are: CLT, task-based language 

teaching, audiovisual translation, listening comprehension, online learning, and English for 

Specific Purposes (ESP). A concept map detailing the ways that each of the overarching 

concepts relates to the present study is shown in Figure 1. CLT and Theory of Online 

Learning provide an overarching framwork for the study, indicated by the yellow and blue 

arrows that unite to form the green frame of the studyôs title in Figure 1. Audiovisual 

translation, task-based language teaching, listening comprehension strategy and assessment, 

and English for specific purposes contribute to the way that the study has been conceived and 
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carried out, indicated by the colors from the concepts and the corresponding words in the 

studyôs title. 

 

 

 
 

Figure 1. Conceptual Framework 

 
 

H.  Definitions of Terms 

¶ Listening comprehension: ñthe ability to process extended samples of realistic 

spoken language, automatically and in real time; to understand the linguistic 

information that is unequivocally included in the text, and to make whatever 

inferences are unambiguously implicated by the content of the passageò (Buck, 2001, 

p. 114). 

¶ Audiovisual translation: ñthe branch of translation studies concerned with the 

transfer of multimodal and multimedia texts into another language and/or cultureò 

(Pérez-González, Luis, 2009, p. 13). 
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¶ Subtitling: ña translation practice that consists of presenting a written text, generally 

on the lower part of the screen, that endeavors to recount the original dialogue of the 

speakers, as well as the discursive elements that appear in the image (letters, inserts, 

graffiti, inscriptions, placards, and the like), and the information that is contained on 

the soundtrack (songs, voices off)ò (Díaz Cintas & Remael, 2007, p. 8). 

¶ Online learning: ñthe use of the Internet to access learning materials; to interact with 

the content, instructor, and other learners; and to obtain support during the learning 

process, in order to acquire knowledge, to construct personal meaning, and to grow 

from the learning experienceò (Ally, 2004, p. 5). 

I.  Research Design Overview 

While explicit details on the methodology, analysis, and justification thereof are 

specified and discussed at length in Chapter 3, an overview of the research design at this 

point serves to relate the purpose, research questions, hypotheses, and the subsequent 

literature review within the overall organization of the present study. 

In order to adequately determine the research approach that will be taken, Creswell 

identifies three aspects, knowledge claims, strategies of inquiry, and methods, that shall 

ñinform a choice of approachò (Creswell, 2003, p. 15). The following questions are provided 

as ñcentral to the design of research: 

1. What knowledge claims are being made by the researcher (é)? 

2. What strategies of inquiry will inform the procedures? 

3. What methods of data collection and analysis will be used?ò  

(Creswell, 2003, p. 5) 
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While the author establishes these questions in a specific order, leading one to believe 

that they must be answered in the order presented so that the answer may subsequently 

inform the following question, only the first question about knowledge claims must be 

addressed and answered in order to determine the research approach. While the answers to 

these individual questions will allow for an adequate research approach to be chosen and 

subsequently operationalized into the detailed procedures that will be followed to execute the 

research study, the research approach has been identified only after establishing the 

researcherôs knowledge claims, allowing for the following two questions to be answered. 

In order to address Creswellôs first question, the relationship between research and 

knowledge must be defined. Research, according to Shuttlesworth (Shuttlesworth, 2008, p. 

1), may be defined as ñany gathering of data, information and facts for the advancement of 

knowledgeò (Shuttlesworth, 2008, p. 1). This study, however, shall be further classified as 

what Robson (2002) calls real world research and states that such research ñrefers to applied 

research projects, which are typically small in scale and modest in scope (é) [and] tend to be 

related to change and/or policy, often seeking to evaluate some initiative, service, or 

whateverò (Robson, 2002, p. 5). In the present study, it is a case of an evaluation, whereas 

what is being evaluated is an initiative, subtitling and the viewing of subtitles, in listening 

comprehension, to potentially enact change to current practices.  

Thus, as ñall research is concerned with contributing to knowledgeò (Robson, 2002, p. 

63), in order to understand the decisions made with respect to this studyôs design, one must 

first understand how this researcher views and understands knowledge and ñthe assumptions 

about how [they] will learn and what [they] will learn during [their] inquiryò (Creswell, 2003, 

p. 6) within the context of this study. At this point, it is important to note that the knowledge 

claims being identified herein are the foundation for the design choices that have been made 

for this study, in order to inform the research approach. These knowledge claims do not 
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necessarily represent the hard and fast fundamental epistemological views held by the 

researcher with respect to the world and the ways in which all that can be known is derived. 

There are various existing frameworks for knowledge claims. For the purposes of this studyôs 

design, as the knowledge claims are inseparably linked to the research purpose and research 

questions previously identified, a post positivist point of view has been chosen. That is, 

assuming that being absolutely positive about a claim of knowledge is impossible, post 

positivism focuses on cause and effect and therefore, from such a view, because the 

construction of knowledge is ñboth a rational activity based on evidence and a social activity 

based on power, politics, and ideologyò (Robson, 2002, p. 22), ñthe problems studied by post 

positivists reflect a need to examine causes that influence outcomes, such as issues examined 

in experimentsò (Creswell, 2003, p. 7). In other words, starting with a theory or concept on 

the relationship between pre-determined variables, data will be collected and analyzed in 

order to test the theory or concept. Instead of seeking an absolute, what is sought is an 

explanation, and instead of attempting to prove hypotheses, they will be evaluated, based on 

the analysis of the data collected, and may result in a failure to reject the hypotheses. I should 

like to highlight that while the traditional positivist view was that ñthe researcher and the 

researched person were independent of each other,ò this researcher and most post positivists 

now recognize that ñthe theories, hypotheses, background knowledge, and values of the 

researcher can influence what is observedò (Robson, 2002, p. 22). Thus, adequate controls 

have been incorporated into the design of the study to minimize bias, and increase reliability 

and validity. 

Having established the researcherôs understanding of knowledge for the purposes of 

this study, the second question, which deals with strategies of inquiry or ñspecific direction 

for procedures in a research designò (Creswell, 2003, p. 13), could be addressed. However, as 

experiments and surveys are two common strategies associated with postpositive views of 
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knowledge (Creswell, 2003, p. 14), at this point, the research approach is almost 

automatically determined to be quantitative. These strategies are further defined as what 

Robson (2002, pp. 74ï5) calls ñfixed designs [which] call for a tight pre-specification before 

you reach the main data collection stageò and where ñtwo broad traditions are widely 

recognized: experimental and non-experimental designsò. In this case, taking into account the 

aforementioned problem statement, ñthe professional task of subtitling could be used as a 

didactic tool for language acquisition endsò, an experimental strategy of inquiry has been 

chosen. An experimental fixed designôs ñcentral feature is that the researcher actively and 

deliberately introduces some form of change in the situation, circumstances or experience of 

participants with a view to producing a resultant change in their behaviourò (Robson, 2002, p. 

78). This deliberate introduction of change in the situation shall be the subtitling condition for 

the Experimental Group and the viewing of subtitled audiovisual materials by the Control 

Group. Overall, because ñthe basic intent of an experiment is to test the impact of a 

treatmentò (Creswell, 2003, p. 154), this strategy directly aligns with the aforementioned 

research purpose, making it the ideal choice for this study. 

Now that the understanding of knowledge claims has been established to be 

postpositivist, and a research approach, informed by the experimental strategy of inquiry, has 

been identified as quantitative, these aspects can be combined to provide a clear 

understanding of the design, which will allow the third questions, related to methods of data 

collection and analysis, to be answered. According to Creswell (2003), 

A quantitative approach is one in which the investigator primarily uses 

postpositivist claims for developing knowledge (é), employs strategies of 

inquiry such as experiments and surveys, and collects data on predetermined 

instruments that yield statistical data (Creswell, 2003, p. 18). 
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Thus, the research methods, or procedures for data collection and analysis, are to be 

ñpredetermined instrument based questions, performance data (é), and statistical analysisò 

(Creswell, 2003, p. 17) and said methods and procedures for data collection and analysis will 

be detailed extensively in Chapter 3. 

J.  Study Organization 

The present study is organized into five chapters, followed by appendices and a list of 

references and works cited. Having introduced the study in Chapter 1, Chapter 2 deals with 

the theoretical framework upon which the research is based and the theoretical lens through 

which the study has been carried out. It also includes the relevant literature review, the way 

in which the proposed study fits into the current state of the art, and the implications of the 

review as relates to the present study. Chapter 3 establishes and details all aspects of the 

methodology that has been undertaken to gather the data for the follow-on analysis. This 

includes the research design, setting, population, instrumentation, reliability and validity 

assurances, procedures for data collection and analysis, and limitations and delimitations. 

Chapter 4 contains the analysis of the data gathered and chapter 5 consists of the discussion, 

conclusion, and recommendations for further study. 
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II.  Chapter 2: Literature Review and Conceptual Framework 

A.  General Introduction  

In this chapter, both the literature review and the conceptual framework will be 

presented in detail. The literature review provides a thorough background on the existing 

research and scholarly writing related to the topic under investigation, and exposes the gap 

therein that this study will fill. As the literature review is to existing research, so is the 

conceptual framework to fundamental theory. The conceptual framework not only establishes 

the theoretical foundation upon which this study is built, but also offers a deeper look into 

each of the principal concepts and their interrelatedness as it applies to this research. 

B.  Literature Review 

1.  Introduction  

Although the relevancy and timing of the present study with respect to the NATO 

training mission are self-evident, it is important to note the prior research that has been 

conducted up to this point that has informed this study and led to the selection of the problem 

and context thereof. Since as early as the mid-1970s, researchers such as Dollerup (1974) 

have been studying the possible uses and effects of subtitled audiovisual material in language 

learning. Most studies, however, have focused primarily on the use of existing captioned and 

subtitled audiovisual material (Bird & Williams, 2002; Danan, 2004; Garza, 1991; Neuman 

& Koskinen, 1990; Vanderplank, 2010). Although a press release from the European 

Commission states that ñsubtitling is a spectacular tool for helping people learn languages 

easily and enjoyablyò (EUROPA Press Releases, 2007, p. 2), it is important to mention that 

in 2009 it was noted that ñresearch on subtitling as a medium for language learning is almost 

non-existentò (Williams & Thorne, 2000, p. 218). Furthermore, Vanderplank adds ñthere 

have been few reports of the value of captioning or subtitling of programmes [sic] as an aid to 
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developing language knowledge and skillsò (Vanderplank, 2010, p. 17). Since that time, 

several significant studies (Lertola, 2012; Neves, 2004; Sokoli, 2006; Talaván Zanón, 2006, 

2007, 2009, 2010a, 2010b, 2011; Williams & Thorne, 2000) have been carried out with 

respect to subtitling as a learner task. These studies will be subsequently reviewed and 

critically analyzed. 

2.  Historical Overview of the use of Subtitled Audiovisual Materials in 

Language Teaching and Learning 

Technology has long had a place in the language learning process, yet as 

technological advances continue to be made and this world moves closer and closer each day 

toward becoming a true global community, educators are presented with a multitude of 

authentic, contextualized materials from which to choose in order to enrich their teaching and 

give learners more opportunities to experience and interact with the target language (TL). 

However, with the advent of such technology, educators have a plethora of available 

resources and tools, and they are often faced with the dilemma of having to choose the most 

efficient resources. 

With these various resources, subtitled audiovisual material and audiovisual 

translation (AVT) allow educators to incorporate technology, relevant content, and authentic 

material into their language instruction practice. In 1974, Dollerup began evaluating 

audiovisual resources and their effects on the various aspects of language acquisition. As 

technology and practices (such as subtitling) continue to advance, so too does research 

supporting their use to increase language acquisition. For example, when captions 

(transcriptions of the audio portion of audiovisual material) made their way formally to 

language education, and more specifically to the foreign language classroom, experts 

believed that they would be a ñway to increase learnersô attention, reduce anxiety, give 

students instant confirmation of their understanding of what was heard, and increase 
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motivationò (Winke et al., 2010, p. 65). In 2002, a study on single mode versus bimodal 

presentation on word learning showed that ñprior bimodal presentation improved recognition 

memory for spoken words and non-words compared to single modality presentationò (Bird & 

Williams, 2002, p. 509). Based on this specific research, the conclusion was bimodal 

presentation of new words aids in new word learning, supporting the use of subtitled 

audiovisual material, to cite but one example. There has been an academic interest in the use 

of subtitles for quite some time, resulting in numerous contributions to the literature in the 

form of case studies, articles, doctoral dissertations, and conferences (Lertola, 2012; Neves, 

2004; Sokoli, 2006; Talaván Zanón, 2006, 2007, 2009, 2010a, 2010b, 2011; Williams & 

Thorne, 2000). 

While the use of on-screen text may have been first introduced into the realm of 

foreign language education in the 1980s (Winke et al., 2010, p. 65), subtitles have long been 

used in the teaching and learning of foreign languages. In 1974, Cay Dollerup published an 

article regarding Danish subtitles in Denmarkôs predominately foreign television 

programming wherein he touts their use as an educational tool: 

The proportion of the population which has at some stage or other learnt one 

or several foreign languages is relatively high, and that many people must 

therefore be using foreign programmes as a means for keeping up, possibly 

even improving their command of foreign languages. For this reason they will, 

time and again, resort to the subtitles in order to increase their vocabulary or 

check their understanding of what is being said. And in so doing they are, 

inevitably, subjected to strong audiovisual teaching methods, vim., (1) the 

original message, (2) a translation of it, and (3) a óstimulusô, i.e. a picture or a 

sequence of pictures showing what the speech refers to (p. 197). 
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As the use of subtitles in language learning has continued to provide significant 

benefits to language learners, in May of 2010 the Directorate-General for Education and 

Culture of the European Commission launched ña study aimed at analyzing the potential of 

subtitling to encourage language learning and enhance foreign language skillsò (Media 

Consulting Group, 2011, p. 4). This investment by the European Commission attests to the 

value of captions and subtitles and shows a dedication to taking full advantage of the 

opportunities this resource can provide. In a 2011 press release from the European Union 

Education Audiovisual and Culture Executive Agency referencing the results of the European 

Commissionôs study on the use of subtitling states: 

In terms of language mastery, in countries with a tradition of subtitling, 

knowledge of a foreign language (and of English in particular) is close to that 

of the mother tongue of the population surveyed, whereas countries with a 

tradition of dubbing the majority of respondents evaluated their skills at a 

level of 3 on a scale of 5 (ñSubtitling to learn foreign languages,ò 2011, p. 2). 

This claim affirms Martine Dananôs argument that ñstandard subtitling can provide language 

learners with additional valuable assistance, as in the case of the incidental language learning 

occurring in Europe with spectators of American filmsò (Danan, 2004, p. 67). 

In the past twenty years, there has been a significant amount of specific scholarly 

research within the study of captions and subtitles in foreign language learning. In the 

beginning, the main question was whether captions helped or hindered learning. Therefore, 

the early research focused on comparing video presented with and without captions, and 

variants of that basic question, such as language background of the students, for example. As 

Price (1983) and Markham (1989) detail in their research, the use of captions as a tool in 

language teaching and learning does improve comprehension. Since then, other academics 
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and researchers have explored more specific aspects such as verbatim recall, overall 

comprehension, listening comprehension, accurate reuse of vocabulary, detail 

comprehension, general recognition of words, and vocabulary building. Having established 

that the use of captions is an effective tool, the new research began to focus on ñour 

understanding of how and when to use captions to best effectò (Vanderplank, 2010, p. 13). 

As the aforementioned research shows, it is paramount that language instruction 

professionals know how and when to employ the pedagogic tool of captions in the process of 

language acquisition. As Danan reiterates, ñto derive the greatest benefits of both captions 

and subtitles, we will finally stress the importance of teaching students how to consciously 

adopt effective learning strategies, which ultimately play a fundamental role in improved 

listening skills and successful language acquisitionò (Danan, 2004, p. 67). In order for 

students to gain from the use of subtitles, both the learner and the instructor must be 

competent in their use in order for the tool to be beneficial. This means that students must be 

taught techniques and strategies to use when presented with three-channel input, and 

instructors must learn the associated strategies on the employment of this dynamic pedagogic 

tool. 

Another interesting phenomenon with respect to the use of audiovisual materials and 

language learning is that of same language subtitles (SLS) being used for first-language 

literacy. In 1996, while watching a Spanish film with English subtitles in order to improve his 

Spanish, Brij Kothari remarked, somewhat jokingly, that his learning would be much faster if 

the subtitles were in Spanish. His aside comment regarding literacy in India turned SLS into 

an exceptionally effective pedagogic tool: ñif they simply added Hindi subtitles to Bollywood 

songs, India would become literateò (Kothari, 2005, p. 1). In 2010, Shah of the Boston Globe 

reported that SLS reached over 200 million viewers per week and ñin the last nine years, 

functional literacy in areas with SLS access has more than doubled (...) and the subtitles have 
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acted as a catalyst to quadruple the rate at which completely illiterate adults become 

proficient readersò (Shah, 2010, p. 1). 

Although not the same as SLS, the use of standard, interlingual subtitles (those 

subtitles that have been translated from the spoken source language into the written target 

language) can provide assistance to viewers and may result in incidental language learning. 

In this case, as viewers are hearing the original spoken language of the film or program, 

which the EU EACEA reports as being ñdominated by North American products in Englishò 

(ñSubtitling to learn foreign languages,ò 2011, p. 2), they are seeing their native language 

appear on-screen as text transcriptions, giving them the spoken L1, written L2, and visual 

cues from the film or program to reach full comprehension. Although Krashen (1982) 

traditionally uses the term ñnegotiation of meaningò to refer to conversation, it can be argued 

that the spoken L1 and written L2 paired with the visual channel provide the necessary 

ñcomprehensible inputò for viewers to negotiate meaning. 

Despite the fact that some current language instruction methodology discourages any 

use of the L1, there exists some research to show that, when used appropriately, it can 

support L2 acquisition: ñrecent research in language and memory processing shows that 

selective recourse to translation can also lead to cognitive benefitsò (Danan, 2004, p. 67). 

This increased ñdepth of processing and interconnectednessò that Danan mentions could 

explain why some viewers might claim that watching video with interlingual subtitles is 

challenging. Because subtitled media is presented as three-channel input, a greater demand is 

placed on the viewer, which may in turn yield an increased ability to process and recall. To 

further challenge the commonly held belief that incorporation of the L1 in L2 acquisition is 

detrimental and should be avoided, Danan (2004) and Paivio (1990) claim that ñonce 

translation has linked the two verbal systems, viewers have established more paths for 
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retrieval and may benefit from visual traces as well as from two distinct sets of verbal tracesò 

(Danan, 2004, p. 67). 

The presence of reliable research notwithstanding, some may still claim that using 

interlingual subtitles will train language learners to simply rely on the L1 text that is 

presented on the screen and disregard the target language dialogue and audio. However, once 

again, relevant research in the form of ñcognitive experiments measuring eye movement 

patternsò (Danan, 2004, p. 67) posits that subtitles are, in fact, consistently read, despite the 

presence of sound or knowledge of the language that was being spoken. Contrary to current 

practice, Dananôs research shows that L1 interlingual subtitles do have a place in L2 language 

instruction, giving instructors an additional, proven pedagogic tool. 

In Europe, foreign audiovisual material is traditionally presented in either subtitled, 

dubbed, or voice-over format. For several reasons, among them being historical and 

sociological, each country has established itself as using either dubbed or subtitled versions. 

For example, France, Germany, Spain, and Italy are traditional dubbing countries, whereas 

Portugal, Greece, the United Kingdom, The Netherlands, and most Scandinavian countries 

are known to be subtitling countries. Based on a survey of 6,000 participants in 33 countries 

conducted by the European Commission, although not a majority, it is important to note, 

ñ37% of Europeans prefer to hear the original language while watching foreign films or 

programmesò (European Commission, 2006, p. 243). The results of the survey also claim 

ñsubtitling helps improve foreign language skills and can also create awareness and provide 

motivation to learn languages, in both formal and informal contextsò (ñSubtitling to learn 

foreign languages,ò 2011, p. 1). 

In what Vanderplank (2010) referred to as an extremely well-designed, landmark 

study of the effect of interlingual subtitles on childrenôs vocabulary learning, Koolstra and 

Beentjes (1999) show that ñvocabulary acquisition and recognition of English words were 



 

Chapter 2: Literature Review and Conceptual Framework 

28 

highest in the subtitled condition, indicating that Dutch elementary school children can 

incidentally acquire vocabulary in a foreign language through watching subtitled television 

programsò (Koolstra & Beentjes, 1999, p. 51). This study is especially important because it is 

the first of its kind to study whether or not children are able to learn from subtitled programs 

in a non-educational setting. Complementing the research that has been carried out with 

respect to the formal classroom or instructional setting, Koolstra and Beentjes are the first to 

show that the use of subtitled television programming provides the same benefits as when 

used in formal settings. 

The use of audiovisuals in the foreign language acquisition process has a multitude of 

benefits: ñStudents using captioned materials show significant improvements in reading 

comprehension, listening comprehension, vocabulary acquisition, word recognition, decoding 

skills, and overall motivation to readò (Parks, 1994, p. 1). Not only does this medium allow 

for incorporating context-rich authentic materials (whose original target population happens 

to be native speakers of the target language), but also has proven to have an effect on 

viewersô motivation, attention, and affect (Baltova, 1994). According to Stephen Krashenôs 

(1982) theories on second language acquisition, ñThe best methods are [...] those that supply 

ócomprehensible inputô in low anxiety situations, containing messages that students really 

want to hearò (Krashen, 1982, p. 7). 

As has been evidenced by substantial research, subtitled and captioned audiovisual 

materials are beneficial to language acquisition. One of the reasons, perhaps, lies in the 

inherent entertainment value of films and television programs in and of themselves. It is 

reasonable to conclude that audiovisual material is generally considered to be motivational, 

and that viewers have a desire to understand and comprehend what is taking place. Brij 

Kothari (2005) demonstrates this concept when speaking about his program of SLS in India: 
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Bollywood songs are consumed with a passion all across India, in many 

languages. Our outreach model is perhaps laughably simple. Slide SLS into 

songs that people already watch. The singing along begins automatically. 

Reading becomes just a by-product of entertainment (Kothari, 2005, p. 2). 

Incorporating these types of resources into the language learning process supports the 

idea of including content that the student is generally interested in. For example, in their 

study on the acquisition of vocabulary by Dutch children using English language television 

programs with Dutch language subtitles, Koolstra and Beentjes (1999) report: 

Viewers in small European countries generally have a positive attitude toward 

the English language. English is considered to be a valuable language for 

international contacts, and young people especially find English a ñcoolò 

language because it is the language of most popular music and films (1999, p. 

53). 

This aspect of the language acquisition process is especially important for language 

instructors. With the multitude of audiovisual resources available today, and the advancing 

technology that allows for including or generating subtitles and/or captions with virtually any 

media product, the opportunities to tailor authentic material for ñcomprehensible inputò and 

relevant material (meaning information that the learners genuinely want to see or know) are 

limitless. As such, professional educators have access to a very powerful pedagogic tool that, 

when properly utilized, can promote rapid and efficient language acquisition. 

In addition to the explicit acquisition that can be credited to the use of captions and 

subtitles in language learning, there are other by-product gains that are the result of their use. 

Talaván Zanón (2006) shares that ñsubtitles can motivate students to study [...] outside the 

classroom context, especially by watching TV and cinemas, listening to the original 
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dialoguesò (Talaván Zanón, 2006, p. 41) and Díaz Cintas (1997) confirms: ñSi el docente 

consigue iniciar al estudiante en el ritual cinematográfico de ver películas en versión 

original con subtítulos, por pocas que sean, estará directamente ampliando las posibilidades 

didácticas de los alumnosò (Díaz Cintas, 1997, p. 190). 

Just as instructors are required to know how and when to use subtitles and captions, 

students, too, should be trained and prepared to use this resource. Unfortunately, until 

recently, there has been little emphasis placed on teaching strategies for students to use while 

being presented with captions and/or subtitles. Research by Thompson and Rubin (1996) 

showed an increase in listening comprehension in students who were taught ñcognitive and 

metacognitive strategiesò (Danan, 2004, p. 67). Some cognitive strategies such as predicting 

based on context clues, which the audiovisual material provides for, and use of previous 

knowledge, such as known vocabulary, as well as metacognitive strategies, like planning and 

monitoring, all contribute to increased listening comprehension (Danan, 2004, p. 67). 

Learners are also very likely to develop their own strategies, after some experience with 

captioned video presentation. Results from a nine-week study conducted by Vanderplank 

(1988) show that although the captions might have been a disturbance at first, learners began 

to create their own strategies in order to get the most out of the captioned text. Furthermore, 

subjects claimed to only rely on captions for sporadic support and as a means of self-monitor 

to check comprehension (Vanderplank, 1990). In addition to formally teaching some 

common strategies, students should also be encouraged to develop their own, and be given 

the opportunity for trial and error, in order to hone their skills. Additionally, captioned and 

subtitled material should be carefully selected and introduced to novices, perhaps beginning 

with subtitled media and building up to captions as students advance. 
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3.  Existing Research: Subtitling as a Learner Task 

While it is clear that existing research has indeed established the benefit of 

incorporating subtitled material for didactic ends in language teaching and learning, a more 

recent observation from a study carried out by Williams & Thorne (2000) has researchers and 

practitioners alike showing an increased interest in the use of audiovisual translation, 

specifically subtitling, as a learner task. Although the teaching of subtitling has traditionally 

been used for the training and professional development of translation students and 

practitioners, who when required to actually produce subtitles reported an increase in 

language acquisition (Williams & Thorne, 2000), this fringe benefit has led to the suggestion 

of its applicability to non-translation students in mainstream language education.  

The use of translation in language teaching and learning has been discounted for 

many years as a result of the rise of modern approaches and methods. Many practitioners, in 

an effort to align themselves with these new approaches and methods, even discourage their 

studentsô use of translation altogether. Although it has been the subject of debate for many 

years, over the past few decades, the use of translation for language acquisition has received 

much attention and continues to be the focus of numerous studies, special journal editions, 

conferences, and research, including that of Lertola (2012), Neves (2004), Sokoli (2006), 

Talaván Zanón (2006, 2007, 2009, 2010a, 2010b, 2011), and Williams & Thorne (2000). 

Modern studies show that translation can be used effectively in language instruction and 

does, in fact, provide some great benefits (Hurtado, 1999). 

Recently, there has been an increased interest in this proposed use of audiovisual 

translation, such as subtitling, dubbing, and audio description, for example, in first and 

second language acquisition. In May of 2010 the Directorate General for Education and 

Culture of the European Commission launched ña study aimed at analyzing the potential of 

subtitling to encourage language learning and enhance foreign language skillsò (Media 
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Consulting Group, 2011, p. 4). The novel idea is to shift from simply using existing captions 

or subtitles to incorporating this task into the learning process. An exciting new trend that is 

being used in language learning today is the practice of subtitling as a task for students. There 

is significant interest in the area and a potential for an increased use of audiovisual translation 

in modern language teaching and learning. In a 2011 article, Dr. Mark Kaiser (2011), director 

of the University of California Berkeley Library of Foreign Language Film Clips recognizes, 

ñafter working with the subtitles that accompany a film, it is a particularly useful exercise to 

have students subtitle a clip from a filmò (2011, p. 244). In addition, Kaiser notes that this 

task is beneficial not only for the student, but also for the instructor, ñ[é] as the exercise will 

demonstrate the level of studentsô comprehensionò (2011, p. 244). According to Danan, ñAs 

research in audiovisual translation has demonstrated in the last 20 years, translation is 

undoubtedly a significant communicative activity that can enhance second language 

acquisitionò (Danan, 2010, p. 441). 

In the midst of discussion regarding the use of translation in foreign language, which 

has been and continues to be controversial, in Díaz Cintasô 1995 article titled ñEl subtitulado 

como técnica docente,ò he proposed the potential for the use of subtitling as a teaching tool 

(Díaz Cintas, 1995). In this novel article, the author notes the benefits that teaching subtitling 

could afford the learner, not only with respect to the technique of subtitling, but also 

regarding some aspects of the language. Despite this proposal, it was not until 5 years later 

that the first significant piece of scientific literature was written about the use of subtitling as 

a learner task. Entitled ñThe value of teletext subtitling as a medium for language learning,ò it 

was published by Williams and Thorne in 2000. The purpose of the study was to learn about 

the benefits that interlingual subtitling provides to the language learner. Conducted by the 

Department of Welsh at the University of Wales Lampeter, the study arose after observing 

several problems in the subtitling module for second language learners of Welsh. These 
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included the studentsô lack of familiarity with dialogue in soap operas, dramas, and comedies 

due to the fact that they were more accustomed and familiar with literary forms as well as the 

studentsô difficulty summarizing in order to redact target language speech in the L1. 

Although this might have been considered an obstacle, ñit was decided to use the subtitling 

process as a medium for improving language skillsò (Williams & Thorne, 2000, p. 222). 

Thus, 8 students participated in the pilot study by responding to questionnaires about 

improvements in their language skills after the subtitling module. They created interlingual 

subtitles in a multitude of audiovisual material genres from L2 Welsh into L1 English. It is 

important to mention that the stated purpose of the subtitling course is, in fact, to train 

audiovisual translators. The course garnered support from the Welsh language television 

channel as well as a translation agency and potentially resulted in students being awarded a 

certificate in screen translation. Interestingly, the course was therefore designed with 

professional ends in mind. Upon completion of the course the 7 participants (one student of 

the original 8 did not complete the course) that responded to the questionnaire claimed a 

marked improvement in their listening skills as well as higher confidence when faced with 

unfamiliar accents and dialects. They also claimed an increase in their working vocabulary, 

due to the variety of the audiovisual material that was subtitled. Furthermore, students noted 

higher awareness of their L1 competence and also claimed improved pronunciation skills. 

Some important observations from the subtitling trainer include the active role that students 

played, a broader range of writing style, research skill improvement and development, and an 

increase in studentsô cultural and historical awareness. The authors claim that the activity was 

so enjoyable for the students that ñthe gap between work and leisure narrowedò (Williams & 

Thorne, 2000, p. 226).  

Despite the positive outcomes of this small study, of course, some problems were also 

identified. Primarily, the fact that subtitle training is time-consuming and requires a large 
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investment on the part of both the students and the tutors. Another issue lies in the expense of 

the equipment. However, as is noted in the article, as time has passed and improvements in 

technology yield more affordable and accessible products, this might be relieved. In fact, this 

is the case and access to subtitling software and media is readily available and accessible. 

The importance of technical assistance is also highlighted as a potential problem, affirming 

the necessity of having a tutor available. Lastly, although no longer a problem in the United 

Kingdom, as explained in the article, in some countries copyright laws could present potential 

obstacles. 

Although the study was small and anecdotal in nature, it is significant in that it was 

one of the first academic papers to be written and subsequently cited that dealt with the 

effects of the subtitling task on language learners. The study lacks a firm methodology, 

making it difficult to replicate, and furthermore undercutting its reliability. That fact 

notwithstanding, the authors clearly acknowledge the anecdotal nature of the findings and do 

not attempt to generalize their observations. One of the studyôs strong points is the 

framework proposed which details the skills needed for interlingual subtitling. Altogether, 

nine different skills, presented in chronological order depending on when they are utilized in 

the subtitling process, are determined and explained. This framework can serve as a useful 

guide for subtitle training, perhaps reducing the large amount of time for training that was 

previously identified as a problem. Lastly, the fact that the observations were made from 

multiple points of view in order to achieve a global assessment of the linguistic 

improvements of the students lends more reliability to the studyôs results. Having input from 

both the learners as well as the tutors allowed for more benefits to be identified and problems 

to be noted, so that these could both be taken advantage of as well as improved in future 

studies and practice. Overall, this article has served as a seminal study that paved the way for 
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future researchers to dedicate their academic efforts toward the investigation of the potential 

of subtitling for language learning. 

In a 2004 study, Neves reports on the benefits that an audiovisual translation specific 

module for university students of translation provided with respect to language skills. Noting 

that although most of the students in translation degrees do not go on to work as audiovisual 

translators, ñrather than becoming proficient subtitlers, the students attending such courses 

gained skills and language awareness that reflected itself in their performance in other 

courses and activitiesò (Neves, 2004, p. 127). The author further explains that the hypothesis 

for this increased language awareness lies in the intersection of translation and audiovisual 

materials. While acknowledging the multiple approaches to foreign language instruction that 

exist and the variety of techniques and reasons why teachers do what they do, the author 

recognizes the fact that historically, translation was one of the primary ways of teaching 

foreign languages. A brief overview is presented on the use of audiovisuals in language 

learning, noting the benefits provided by the advent of the television and the sharing of 

audiovisual material between cultures. Having established a foundation for both the use of 

translation and the use of audiovisuals, the author goes on to explain the 45-hour 

undergraduate subtitling course that was conducted. Although not a traditional scientific 

study explicitly detailing methodology, the study does present anecdotal evidence of 

increased language awareness in the students: ñboth teachers and students were completely 

aware that in the process of learning how to subtitle they had acquired language awareness 

and were doubtlessly far more proficient both in the source language (English) and in their 

mother tongueò (Neves, 2004, p. 127). The author mentions that the subtitling task is a 

stepped process and therefore each step can be analyzed in order to determine the potential 

for learning, affirming that ñsubtitling calls for an enormous variety of skills that can be 
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improved through well staged activities covering the different steps of the subtitling processò 

(Neves, 2004, p. 127).  

While the article focuses primarily on the use of subtitling for translator training and 

the benefits that are provided to the learner with respect to foreign language gains, one of the 

most significant takeaways is the recognition that this task is well suited for other learners, 

not just those pursuing degrees in translation: ñIt became obvious that through training in 

subtitling students can improve their language skills and that the various techniques can be 

used to advantage in the training of translators in general and even in the teaching of 

languagesò (Neves, 2004, p. 127). These observations are extremely positive for the 

application of this professional task as a didactic one for language learners, and for language 

learners for specific purposes, as is the case with the present study. 

Interest in the area of subtitling as a learner task began to pique in the early to mid-

2000s and academics and practitioners alike began carrying out studies as well as testing the 

potential of this ónewô task. In 2006, the Laboratory of Educational Material of the Hellenic 

Open University developed a software tool for student creation of subtitles. Although not an 

experimental study, Sokoli (2006) reported at the 2006 Multidimensional Translation 

Conference, MuTra, on the basic premise for the use of such a tool in language learning. 

According to the author, the following are provided when utilizing this technique: 

¶ Active learning and task-based activities which integrate contextualized language 

input and authentic elements of culture; 

¶ Multimedia as the central focus of an activity; 

¶ Easily replicable activities requiring only low-level computer skills; and 

¶ Tasks with solid methodology that can easily be incorporated in multiple languages. 



Subtitling for Mission Accomplishment: An Experimental Study of the Effect of Subtitling as a Task on 

Listening Comprehension for Learners of Military English for Specific Purpose 

37 

The report further explains the benefits of subtitling for translation students and advocates for 

the necessity to include active tasks to fully engage learners. Subsequently, the Learning via 

Subtitling, LvS, and interface is presented and described (2006).  

Despite the fact that this paper is more informational than academic research (similar 

to the report from Williams and Thorne (2000)), the information provided with respect to the 

needs of language learnersô use of multimedia is positive. Not only is ample background 

information provided about the use of multimedia in foreign language learning, but also the 

author reports on specific reasons why the use of subtitled material and subtitling as a task 

are advantageous for language learners. The author argues that students must be actively 

engaged and therefore a series of needs must be met in order to ñcounter passivityò (Sokoli, 

2006, p. 2). The LvS tool allows teachers and students to meet those needs. 

This work, which was submitted as a proposal to the European Community 

ñSocratesò program and was subsequently selected, became known as ñLeViS: Learning via 

Subtitling: Software & Processes for Developing Language Learning Material based on Film 

Subtitling. The project, which ended in 2008, provided improvements in the software and 

wide dissemination of information about the potential of subtitling as a task for learners. It 

also provided teachers with an easy to use tool for incorporating these tasks into their practice 

(Sokoli, 2006). 

In 2006, Talaván Zanón presented a detailed proposal for the use of subtitling as a 

learner task. The proposal outlines the due historical and theoretical bases for the use of 

subtitled material, and moves on to describe the method for implementing a subtitling task for 

foreign language learners, either from L2 to L1 or vice-versa. The different software 

available at the time is discussed and other considerations are outlined, such as the selection 

of video clips to be subtitled. The author highlights some of the benefits, such as the 

flexibility in delivery, either face-to-face or online, the increase in student motivation that can 
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result, and the idea that the task will enable learners to extend their knowledge to other 

audiovisual products in a critical way (Talaván Zanón, 2006, p. 41). 

Since the original proposal in 2006, Talaván Zanón has become one of the most 

prominent researchers with respect to the use of audiovisual translation and language 

learning. With her 2009 doctoral thesis, ñAplicaciones de la traducción audiovisual para 

mejorar la comprensión oral del inglésò [Applications of Audiovisual Translation for the 

Improvement of English Listening Comprehension Skills], she became one of the first 

researchers to conduct extensive inquiry into the use of subtitling as a task for language 

learners. The author details the specifics of the quasi-experimental research that was 

conducted. After establishing the research problem and the research questions, the author 

explains three preliminary studies that were carried out from 2005 to 2007. These details give 

the results of the study reliability and validity, making the study easily replicable for future 

researchers. A pilot study, informed by the three preliminary studies, was carried out before 

the final, main study was conducted. 

Fifty subjects from the public language school ñLas Rozasò in Madrid, divided into 

two groups of twenty-five, made up the studied population. The subjects had A2 level in 

English in accordance with the Common European Framework of Reference for Languages, 

or CEFR. Utilizing audiovisual texts, information systems, and subtitling software, students 

subtitled clips of the television series Friends from the original version in English into 

Spanish. The results of the study showed a significant increase in the listening 

comprehension skills of the learners as a result of the subtitling condition. 

Continuing her extraordinary research in the area, Talaván Zanón (2010a) reports on 

an empirical study of 50 adult Spanish learners with A2 (CEFR) English level. Divided into 2 

groups of 25 whereas both underwent the entire lesson, only the experimental group 

completed a subtitling task, once again utilizing clips from the television series Friends. 
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Details of the steps that were followed are presented and the timing of the lesson is also 

discussed. The author claims that, based on the post-test of both the experimental and control 

groups, which showed an increase in the experimental groupôs listening comprehension 

skills, ñaudiovisual translation in the form of subtitling can be perfectly applied to FLL 

[(foreign language learning)] and its practice can positively improve listening comprehension 

skills in students of English as a foreign languageò (Talaván Zanón, 2010a, p. 1319).  

However, despite the positive results of the case study, there are some failures that do 

not allow the results to be generalized. First and foremost, there is no explicit methodology 

that is presented, nor are the details of the pre and post-test provided. Although the author 

does include rudimentary graphs of the results from the aforementioned tests, neither of the 

graphs is complete, as they are not duly labeled on their respective x and y-axis to show what 

the data represents. It can be inferred from the narrative that the graphs represent students and 

their scores on the mysterious tests, but explicit labeling is needed and perhaps the inclusion 

of the testing instruments as annexes. 

Despite that fact that Talaván Zanónôs (2010a) report lacked some significant details 

to make the findings substantially credible, this study has been published twice over - once 

again in 2010 and then in 2011 (Talaván Zanón, 2010b, 2011). Subsequent publications of 

the same study do, in fact, provide more details on the methodology and the pre and post-

tests. Furthermore, in the 2011 publication of the study, significant statistical analysis has 

been conducted in order to provide testing of the hypotheses, utilizing the test results from 

the groups. Thanks to the hypothesis test and the preliminary analysis, the main research 

hypotheses are validated. The value of subtitles as support for comprehension and the value 

of subtitling as an active and dynamic strategy to improve [listening comprehension] are 

confirmedò (Talaván Zanón, 2011, p. 213). 
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The most recent scientific research directly related to subtitling as a task for language 

learners focuses primarily on incidental vocabulary acquisition. Lertola (2012) reports on a 

quasi-experimental study carried out at the National University of Ireland, Galway. Based on 

the cognitive theory of second language acquisition, the author describes a study conducted 

over 2 years of the second year undergraduate Italian course and ñinvestigates the effects of 

the subtitling practice on incidental vocabulary acquisition in the Italian foreign language 

classò (Lertola, 2012, p. 61). Utilizing a mixed-methods, quasi-experimental design, the study 

establishes two hypotheses as the starting point with respect to incidental foreign language 

vocabulary retention as a result of subtitling: 1) both the subtitling and non-subtitling 

condition will increase L2 vocabulary retention, and 2) more significant L2 vocabulary 

retention will be seen in the subtitling condition. With a total number of 16 subjects, A2 

(CEFR) Italian level as determined after completing a level test, divided into an experimental 

group of 6 students and a control group of 10 students. All students also completed a pre-test 

to ensure that the target vocabulary words were unknown. Both groups conducted pre-

viewing activities, and the experimental group subtitled clips from Italian into English, and 

the control group conducted other task-based activities and writing activities related to the 

same clip, conducted 1 hour per week over 4 weeks. Upon completion, an immediate post-

test was given as well as a follow on delayed post-test 2 weeks after completion of the task. 

The results were gathered and then statistically analyzed utilizing the Wilcoxon Rank-

Sum Test. With respect to the first hypothesis, ña clear improvement in learnersô incidental 

vocabulary acquisition from pre-test to immediate and delayed post-testsò was noted (Lertola, 

2012, p. 61). In the case of the second hypothesis, the results from the delay post-test were 

the most significant. With only 16 subjects, the results cannot be extrapolated, however, they 

do support other positive results obtained in recent academic research with respect to 

subtitling as a task for language learners. 
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This noteworthy study can be commended for its overall organization and attention to 

methodological details. The study is very well designed and duly based on the relevant 

theoretical frameworks. Furthermore, the long-term duration of the study made prior 

observation feasible, thus aiding in its design. The pre and post-tests as well as the delayed 

post-test contribute significantly to the reliability of the small study and the thorough 

statistical analysis, once again based on vetted instrumentation, yield quite reliable results. 

4.  Summary and Implications of Literature Review 

As detailed in the review of historical academic work in the field related explicitly to 

the use of subtitling as a language learning tool, overall, it can be concluded that subtitling as 

a task for language learners can increase language acquisition, be it in the form of listening 

comprehension, vocabulary acquisition, or language awareness. While Williams and 

Thorneôs (2000) basic but groundbreaking study provided merely anecdotal results, it has 

opened the field for further research, and has reignited the age-old debate about the place of 

translation in foreign language learning, and including in said debate, perhaps for the first 

time, the field of audiovisual translation.  

Meanwhile, Talaván Zanónôs (2006, 2007, 2009, 2010a, 2010b, 2011) conclusions 

from the studies that were carried out within the context of listening comprehension in 

learners of English provide a solid theoretical and experimental foundation for further study, 

in the form of replication as well as extension. One of the next logical steps is to apply the 

same techniques to test the effects of subtitling as a learner task on the listening skills for 

learners of English, but within a unique context. Thus, the present study has taken that step 

and moved from the context of general English learners, as was the case with Talaván 

Zanónôs (2009) study, to learners of English for Specific Purposes (ESP), specifically for 

English language learners for military purposes. It is important to note that while Williams 

and Thorne (2000) opened the door for further study on the effects of subtitling on the 
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language learner, Talaván Zanón was one of the first researchers to dedicate extensive study 

to the area, paving the way for future research. Without these significant studies, the present 

proposed study would not be possible.  

Having established statistically that the subtitling condition does, in fact, increase 

listening comprehension in learners of English, Lertola considered the effect of the subtitling 

condition on incidental vocabulary acquisition. While the study focused on L1 English 

learners of Italian, the results are still an important contribution to the current state of the art. 

Acknowledging the fact that the studyôs results are merely anecdotal and cannot be 

extrapolated due to the minimal number of participants, the fact remains that the study 

yielded positive results, lending itself to further inquiry with respect to the effects of 

subtitling on vocabulary acquisition. Thus, the present proposed study has continued in the 

same vein, relying on the foundational work provided by Lertola (2012) to determine the 

effects of the subtitling condition on incidental vocabulary acquisition within the ESP context 

of English for the military. 

Lastly, it is important to mention that all existing studies have been carried out in a 

traditional, face-to-face teaching environment. One of the recommendations for further study 

even suggests that the technique is so flexible that it lends itself for use in a virtual learning 

environment: 

One of the major advantages of the strategy presented in this proposal is the 

technological support with which it counts, that makes it possible to use it in 

both face-to-face and distance learning environments. In this context, the ideal 

situation is for the strategy to be integrated in a multimedia software or online 

courseware (Talaván Zanón, 2006, p. 41). 
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Accordingly, the researcher chose to take advantage of that benefit and conduct the present 

study utilizing an online learning management system in a virtual environment. 

This literature review therefore has been an imperative aspect of the present study, 

showing what has been done thus far in the area and directly linking with the purpose and 

objectives being proposed. While the existing studies provide necessary foundational work 

related to the use of subtitling as a task for language learners, and does, in fact, answer 

questions, further inquire is necessary in order to continue adding to the current state of the 

art, thus justifying the need for the proposed study. Table 3 concisely shows the significant 

differences in the existing studies and the present proposed study, based primarily on 

suggestions for further research contained in the existing studies.  
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Significant Differences in Existing Studies and Present Study 

Aspects Existing Studies Present Study 

Context 

Welsh-English Translation 

students (Williams & 

Thorne, 2000) 

 

General English learners 

(Talaván Zanón, 2006, 2007, 

2009, 2010a, 2010b, 2011) 

 

General Italian learners 

(Lertola, 2012) 

English for Specific 

Purposes: English for the 

mili tary (NATO context) 

Setting 
Traditional, face-to-face 

setting 

Online learning management 

system (Canvas) 

Language Skills 

Listening Comprehension 

(Talaván Zanón, 2006, 2007, 

2009, 2010a, 2010b, 2011) 

 

Incidental vocabulary 

acquisition (Lertola, 2012) 

Listening Comprehension 

via military radio. 

Population 

General language learners 

(university and official 

language schools students) 

Members of the armed 

forces of NATO member 

countries 

 

Table 3. Significant Differences in Existing Studies and Present Study 
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C.  Conceptual Framework 

1.  Introduction  

This section of Chapter 2 will identify, describe, and explain the lens through which 

this study has been conceived. As was highlighted in Chapter 1, much like the 

multidisciplinary foundation of Communicative Language Teaching (CLT), the present study 

is informed by multiple, interrelated concepts. These concepts are: CLT, English for Specific 

Purposes (ESP), task-based language teaching, listening comprehension, online learning 

theory, and audiovisual translation. The theories for each of these concepts will be 

subsequently identified and described, detailing the ways that each of the overarching 

concepts relates to one another within the context of the study. This section begins with a 

brief overview of two relevant Second Language Acquisition (SLA) hypotheses and a 

description of how they apply to the present study, and then continues with a more detailed 

description of CLT and English for Specific Purposes (ESP). Next, ESP is framed and 

applied to task-based language teaching, where theory is reviewed in detail. Finally, the 

ówhatô - listening comprehension, the ówhereô - online learning theory, and the óhowô - 

audiovisual translation, are reviewed and explained as they relate to both one another and this 

study. 

The conceptual framework is again displayed graphically here so that the prominent 

concepts can be understood within the context of their subsequent description and review in 

terms of the present study. Communicative Language Teaching and Theory of Online 

Learning provide the larger framework for the study, as indicated by the yellow and blue 

arrows that unite to form the green frame of the studyôs title in Figure 2, reproduced here. 

Audiovisual translation, task-based language teaching, listening comprehension strategy and 

assessment, and English for specific purposes contribute to the way that the study has been 
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conceived and carried out, indicated by the colors from the concepts and the corresponding 

words in the studyôs title.  

 
 

Figure 2: Conceptual Framework (referenced) 

2.  Krashenôs Input Hypothesis and Affective Filter Hypothesis 

While an extensive review of second language acquisition theory would be excessive 

at this point, it is important to note some specific hypotheses that have contributed to the 

framework of the present study and the researcherôs knowledge beliefs about the nature of 

language acquisition. Specifically, this research is based on Stephen D. Krashenôs (1982, 

1985) input hypothesis and affective filter hypothesis. According to Krashen (1982), ñthe 

best methods are therefore those that supply ócomprehensible inputô in low anxiety situations, 

containing messages that students really want to hearò (1982, p. 1). Furthermore, the author 

argues that ñthe best methods might also be the most pleasant, and that, strange as it seems, 

language acquisition occurs when language is used for what it was designed for, 

communicationò (Krashen, 1982, p. 7). This comprehensible input, ultimately to be used for 

communication, should be ñinteresting, a little beyond their current level of competence, and 
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Language 
Teaching 
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not grammatically sequenced, but understandable using background knowledge, context, and 

other extralinguistic cues such as gestures and intonationò (Shrum & Glisan, 2009, p. 15). 

Audiovisual resources allow the teacher to choose material that, due to its authentic nature in 

that it was originally created for speakers of the target language, not only provide the 

necessary context for language acquisition to take place, but also provide for incorporating 

material that students would be interested in, resulting in a lower affective filter, and 

increased motivation. With respect to comprehensible input, audiovisual mediums allow the 

audience the opportunity to ñview the message as much as listen to itò [(Baltova, 1994), as 

cited in (Danan, 2004, p. 67)]. Furthermore, in accordance with the affective filter hypothesis, 

ñLanguage learning must take place in an environment where learners are óoff the defensiveô 

and the affective filter (anxiety) is low in order for the input to be noticed and gain access to 

the learnersô thinkingò (Krashen, 1982, p. 127). The use of audiovisual materials in the 

classroom contributes to lowering the affective filter, given the fundamental entertainment 

value of audiovisual material in and of itself, as mentioned in the previous section. Krashen 

explains that the affective filter is what allows comprehensible input to get through to the 

learner, resulting in acquisition: 

Those whose attitudes are not optimal for second language acquisition will not 

only tend to seek less input, but they will also have a high or strong Affective 

Filterðeven if they understand the message, the input will not reach the part 

of the brain responsible for language acquisition, or the language acquisition 

device. Those with attitudes more conducive to second language acquisition 

will not only seek and obtain more input, they will also have a lower or 

weaker filter (Krashen, 1982, p. 31). 
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Figure 3 shows the relationship between comprehensible input, the affective filter, and the 

language acquisition device. As input is received, it first encounters the affective filter before 

potentially reaching the language acquisition device. Thus, depending on the affective filter 

of the language learner, or the acquirer in Krashenôs terms, the more or less likely it is for the 

comprehensible input to reach and be able to be processed in the language acquisition device 

and further generate acquired competence. 

   
 

Figure 3: Krashen's Affective Filter Hypothesis 

(Krashen, 1982, p. 32) 

As input is received, it first encounters the affective filter before potentially reaching the 

language acquisition device. Thus, depending on the affective filter of the language learner, 

or the acquirer in Krashenôs terms, the more or less likely it is for the comprehensible input to 

reach and be able to be processed in the language acquisition device and further generate 

acquired competence. 

According to a study by Borras and Lafayette (1994), the use of captioned audiovisual 

material can be a means of lowering this affective filter, claiming that when working with 

captioned media, students tend to have a more positive attitude than students not presented 

with this resource. This positive attitude is reinforced by the instantaneous feedback and 

check on understanding that captions provide to the learner. Positive attitude and increased 

motivation, according to Krashen, yields a low affective filter and allows for more 

comprehensible input to make it through to the language acquisition device and therefore 

actually be acquired. Thus, with respect to second language acquisition theory, the present 
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study also recognizes that as a result of the use of audiovisual materials, the affective filter is 

lowered allowing for language acquisition to take place. 

Using subtitling as a task not only provides the student with an opportunity to interact 

with contextually-rich whole language, but also the benefit of increased motivation, as 

students are likely to see the task as an entertaining activity, with content that is of interest, 

and with the outlook that the task could be used outside of the formal classroom environment. 

With respect to increased motivation and entertainment, Neves (2004) observed from her 

study: 

The magical enchantment of the moving image, the attraction of working with 

computers and electronic equipment and, above all, the fun element makes 

tiresome tasks light and makes language learning pleasurable. Experience has 

shown that, while learning how to subtitle, students gain a greater command of 

language usage, in the broadest of senses, and above all, and pleasure in 

manipulating text to achieve the best possible results (Neves, 2004, p. 138). 

Furthermore, because the task of subtitling yields a tangible product created by the student, 

this product can then be taken and shared with peers and others, creating not only a sense of 

pride, but also a feeling of relevance. With all of these factors contributing to increased 

motivation, the result, in theory, is a lower affective filter and potentially increased language 

acquisition. As Williams and Thorne (2000) make clear, ñeven for students who have no 

desire to work in the media, the combination of aural, visual and written elements required in 

order to subtitle competently makes it unique as a language-learning toolò (Williams & 

Thorne, 2000, p. 217). Talaván Zanón reiterates that the purpose of this activity is to take 

advantage of a professional task and its applications and use them for ñdidactic endsò 

(Talaván Zanón, 2010a, 2010b). 
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3.  Communicative Language Teaching (CLT)  

The present study is wholly and fundamentally based on Communicative Language 

Teaching, or the communicative approach. However, before delving into the specifics of 

CLT, it is important to discuss a framework for language pedagogy and the way in which this 

researcher understands second language instruction, especially as those beliefs apply to the 

study at hand. While the term ñmethodò has historically been used to refer to various 

different aspects of language teaching, because of this, it has ended up being ambiguous and 

void of an accepted meaning. Thus, in 1963, Edward Anthony proposed the first framework 

for language pedagogy in which he attempted to standardize the definitions and use of the 

terms approach, method, and technique and related each to the other in a hierarchical manner 

whereas ñtechniques carry out a method which is consistent with an approachò (Anthony, 

1963, p. 63). Thus, an approach, according to Anthony, is ña set of correlative assumptions 

dealing with the nature of language and the nature of language teaching and learningò (1963, 

pp. 63ï64). CLT has been defined as ña broad, philosophical approach [emphasis mine] to 

the language curriculum that draws on theory and research in linguistics, anthropology, 

psychology, and sociologyò (Nunan, 2004, p. 10). 

Thus, as an approach to language teaching and learning, CLT is based primarily on 

the theory that the purpose of language is communication (Brandl, 2007), and thus, the goal 

is for learners to achieve ñcommunicative competenceò (Hymes, 1972). Communicative 

competence, which involves linguistic, sociolinguistic, discourse, and strategic competence, 

refers to a language userôs knowledge with respect to grammar, such as syntax, morphology, 

and phonology, and social knowledge about how and when to use the language appropriately 

(Canale & Swain, 1980). Savignon (2002) sums up that the ñessence of CLT is the 

engagement of learners in communication to allow them to develop their communicative 

competenceò (Savignon, 2002, p. 22). While CLT is an approach rather than a strict method, 
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it is not founded on one single theory, but rather it is based on and includes multiple theories 

from various fields and ñderives from a multidisciplinary perspective that includes, at the 

least, linguistics, psychology, philosophy, sociology, and educational researchò (Byram & 

Hu, 2013, p. 136) as well as ñcognitive science, educational psychology, and second 

language acquisition (SLA)ò (Brandl, 2007, p. 6). David Nunan (1991) describes five 

features of CLT: 

1. An emphasis on learning to communicate through interaction in the target 

language. 

2. The introduction of authentic texts into the learning situation. 

3. The provision of opportunities for learners to focus, not only on language but 

also on the learning process itself. 

4. An enhancement of the learnerôs own personal experiences as important 

contributing elements to classroom learning. 

5. An attempt to link classroom language learning with language activities 

outside the classroom (David Nunan, 1991, p. 279). 

According to Anthonyôs (1963) hierarchical structure, the method must be consistent 

with the approach. Thus, a method is defined as ñan overall plan for the orderly presentation 

of language material, no part of which contradicts, and all of which is based upon, the 

selected approachò (Anthony, 1963, p. 65). The aforementioned ñorderly presentation of 

language materialò must take the learner, the teacher, as well as the goals of the instruction or 

course into account. Factors such as native language, age, cultural background, and English 

experience of the learner, combined with teacher experience and knowledge and course goals 

should inform the method utilized. Multiple methods can be used within a single approach, 

such as the case of Content and Language Integrated Learning (CLIL) and problem-based 
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learning, both of which are methods that are consistent with the communicative approach 

(Anthony, 1963). I contend that the task-based language teaching (TBLT) method, which will 

be subsequently explored, is consistent with the communicative approach, based on Nunanôs 

(2004) claim that, ñ[t]ask-based language teaching represents a realization of this [CLT] 

philosophy at the levels of syllabus design and methodologyò (2004, p. 10). Techniques, 

then, are practices that are done in the learning environment, be it classroom or virtual, to 

carry out the method, and can be ña particular trick, stratagem, or contrivance used to 

accomplish an immediate objectiveò (Anthony, 1963, p. 66). Returning to Anthonyôs (1963) 

hierarchical structure, for the purpose of this study, the relationship between approach, 

method, and technique are to be understood as follows: task-based language teaching being 

the method is based upon and consistent with communicative language teaching, the 

approach, be means of subtitling as a learner task, also known as the technique. 

This study, being founded on the principles of CLT, can now be analyzed with respect 

to the five characteristics that Nunan (1991) proposed. Participants in the study were given 

the opportunity to utilize authentic texts (2, 5) in order to create subtitles (1, 3) and evaluate 

their own language learning, all through an online learning management system (4). Based on 

the approach adopted, that being CLT, the next step in the hierarchy framework of language 

pedagogy is the method, in this case, task-based language teaching. 

4.  English for Specific Purposes (ESP) 

While CLT is the primary approach upon which this study is based, English for 

Specific Purposes (ESP) as an approach to language pedagogy also plays an important role in 

informing this research. Considering the nature of the ñTactical Communications Englishò 

course offered at the Marshall Center, while it is certain that he members of assistance teams 

must have a minimum intermediate level of general English, the aforesaid course is not, in 

fact, a course in general English. On the contrary, the very nature of the English required for 
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the advisory team mission, and thus the course, based on the mission and given that the 

language is used within a very specific context, is an English for Specific Purposes course. 

However, ESP does not refer to the language itself used within a certain context, but rather 

the teaching of the language to be used within a certain context. ESP is not the English, ESP 

is the way the English is taught, to include course design, teaching, and assessment. In light 

of Anthonyôs (1963) framework on language pedagogy regarding approach, method, and 

technique, ñESP is an approach [emphasis mine] to language teaching in which all decisions 

as to content and method are based on the learner's reason for learningò (Hutchinson & 

Waters, 1987, p. 19). Therefore, once again in keeping with Anthonyôs hierarchy, ESP as an 

approach entails certain methods and techniques (the execution of the method, in accordance 

with the approach) that will be further explored in the following section on task-based 

language teaching (TBLT) and the pedagogical task as they apply to this research. 

Multidisciplinary in nature ESP, according to Dudley-Evans and St. John (1998), has 

been said to ñlack an underlying theoryò (1998, p. 1). Rather, as opposed to relying solely on 

a single theoretical framework, ESP is informed by the research and theoretical foundations 

of various other fields. Given the fundamental multidisciplinary nature of ESP in that it 

ñmakes use of underlying methodology and activities of the discipline it servesò (Dudley-

Evans & St. John, 1998, p. 4), this multidisciplinary footing is more than welcome ï it is an 

inherent necessity. The teaching of English for Specific Purposes without the supporting 

methodology of the discipline for which the teaching has been designed is not, therefore, 

ESP. Coincidentally, almost all of the academic writing on ESP focuses on the óhowô of the 

teaching methodology and on linking curriculum to needs analysis, without much emphasis 

on the theory of ESP itself (Dudley-Evans & St. John, 1998). While there may not be a solid 

theoretical foundation upon which ESP is built, there are themes that are interwoven as a 

common thread in ESP including ñneeds analysis, text analysis, and preparing learners to 
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communicate effectively in the tasks prescribed by their study or work situationò (Dudley-

Evans & St. John, 1998, p. 1). These commonalities amongst ESP courses focus on 

accomplishing the goals that the learners have for using the language within the specified 

context. 

In general, an ESP course could be designed and carried out for any discipline, such 

as English for the tourism industry, for the medical industry, for law enforcement, for 

academics, or any other specified field within which English will be used, as the name states, 

for a specific purpose. While ESP does fall within a larger concept of Language for Specific 

Purposes (LSP), more importantly, ESP can be divided into two sub-categories based on the 

where they will be used, either academia or in the workplace: English for Academic Purposes 

(EAP) and English for Occupational Purposes (EOP) (Dudley-Evans & St. John, 1998). 

These can be further delineated into various subfields, depending on when the course is 

taking places in relation to the learnersô experience. For example, it could be a course for 

non-native English speaking students in academic English prior to beginning their first 

semester at a U.S. university, in which case it would be classified as a ñpre-experienceò 

course. However, a course in medical English for doctors who are already well into their 

careers as medical professionals would qualify as a simultaneous or ñin-serviceò course 

(Robinson, 1991). 

According to Dudley Evans and St. John (1998), there are certain characteristics of 

ESP, both absolute and variable. The absolute characteristics of ESP are the following: 

1. ESP is designed to meet specific needs of the learners;  

2. ESP makes use of underlying methodology and activities of the discipline it 

serves; 

3. ESP is centered on the language (grammar, lexis, register) skills, discourse and 

genres appropriate to these activities. 
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Meanwhile, the variable characteristics of ESP are: 

1. ESP may be related to or designed for specific disciplines; 

2. ESP may use, in specific teaching situations, a different methodology from 

that of General English;  

3. ESP is likely to be designed for adult learners, either at a tertiary level 

institution or in a professional work situation. It could, however, be for 

learners at secondary school level;  

4. ESP is generally designed for intermediate or advanced students. Most ESP 

courses assume some basic knowledge of the language systems 

(Dudley-Evans & St. John, 1998, pp. 4ï5). 

Recognizing ESP as an approach to language teaching is import to keep in mind for 

the purposes of this study, as the course upon which this study was inspired, the ñTactical 

Communications Englishò course at The George C. Marshall European Center for Security 

Studies, is an ESP course which was designed particularly for assistance teams assigned to 

the NATO mission in Afghanistan. The target audience consists of military members from 

NATO and PfP countries, and the communicative need is that of an operational context. The 

learners must not only possess a strong intermediate level of general English, but also have 

the specific need to be able to utilize technical, mission-related vocabulary and radio 

procedures within the context of the advising mission in Afghanistan. With respect to the 

absolute characteristics of ESP, the ñTactical Communications Englishò workshop for the 

NATO advisory teams is meant for NATO staff and operational purposes, it makes use of the 

activities, such as radio communication, of the discipline, and it focuses on the language 

appropriate to the activity, register and lexis. With respect to the variable characteristics, this 

case is designed for adult learners who have an intermediate level, and who have more than 
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simply a basic understanding of the language. Furthermore, it is quite obviously designed for 

a specific discipline: staff and operational military. 

Lastly, while the teaching methodology may be different from traditional, general 

English methodologies, due to the specialized nature of the English being taught, 

methodologies can and should be tailored so as to provide learners with the opportunity to 

acquire the language while respecting the way that learners will be required to use it. For the 

purposes of this study, based upon the ñTactical Communications Englishò course, 

incorporating and taking advantage of technology and multimedia content is clearly one way 

to incorporate teaching techniques tailored for the language, as it will be used. 

5.  Task-Based Language Teaching (TBLT) 

Task-based language teaching, one of the methods consistent with the communicative 

approach, is an integral part of the framework upon which the present study has been 

conceived, planned, and carried out. Whereas the knowledge claims regarding language 

pedagogical approach for this study have been primarily based on the communicative 

approach of CLT, as well as secondarily influenced by ESP, the method, based on the 

approach, is that of TBLT. Central to the core of this study, in terms of research design, is the 

experimental treatment. While these design decisions are further detailed in Chapter 3, it is 

important to note here that the treatment that the experimental group will be exposed to, 

known as the experimental treatment or the independent variable, is a task as defined within 

the context of TBLT: a subtitling task. Thus, the TBLT method will be reviewed here to 

provide the context for its use in this study. 

TBLT is essentially a method (a procedural plan for presenting and teaching of 

language) that focuses on authentic language in which learners utilize the language to 

complete meaningful tasks. In basic terms, TBLT could be described as essentially asking 

students to complete routine tasks such as making a deposit at the bank, dropping of the dry-
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cleaning, asking for directions, making a reservation, or picking up a prescription form the 

pharmacy, to name just a few, in the target language. David Nunan (2004) outlines six 

practices and principles of TBLT as follows: 

1. A needs-based approach to content selection. 

2. An emphasis on learning to communicate through interaction in the target 

language. 

3. The introduction of authentic texts into the learning situation. 

4. The provision of opportunities for learners to focus not only on language but 

also on the learning process itself. 

5. An enhancement of the learnerôs own personal experiences as important 

contributing elements to classroom learning. 

6. The linking of classroom language learning with language use outside the 

classroom (Nunan, 2004, p. 1). 

TBLT as a method of language instruction incorporates tasks as the central focus of 

the language instruction, as opposed to a focus on form such as grammar and vocabulary. The 

desired outcome is the successful completion of the task in accordance with a set standard for 

completion, utilizing the linguistic resources that are available to the student. Instead of 

focusing learnersô attention on the use of a specific linguistic construct, the task is the focal 

point, and the learners are therefore encouraged to utilize the whole of their linguistic 

knowledge in combination in order to complete the task. In the case of the present study, the 

task, also the independent variable and the treatment applied to the experimental group, is the 

creation of interlingual subtitles from videos released by NATOôs ISAF mission in 

Afghanistan from 2001 to 2014. 
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Before delving into the specifics of this studyôs subtitling task, it is important to 

explore the concept of task in TBLT. As described by Nunan (2004), there is a distinct 

difference between real-world or target tasks and pedagogical tasks (Nunan, 2004, p. 1) that 

must be noted in order to accurately understand the way that tasks are used as a language 

teaching technique. Real-world tasks are those tasks, as previously mentioned, that could be 

easily found on a common personôs to-do list. These may include visiting the doctor, buying 

groceries, meeting with a childôs teacher, signing up for a gym, or hiring someone to do a 

handyman job at home. As Nunan (2004) highlights, target tasks are ñthe sorts of things that 

the person in the street would say if asked what they were doingò (2004, p. 2). These tasks 

are examples of actual everyday tasks ï not specifically defined for the context of language 

instruction, but rather, they are real tasks that people actually carry out in the real world. In 

contrast, the tasks that become the central focus in TBLT are pedagogical tasks that are 

tailored, in both definition and standard for completion, for the language learning purpose, as 

learners in a foreign language in a learning environment, not the real world, carry them out 

notionally. Ellis (2003) defines a pedagogical task as:  

[é] a workplan that requires learners to process language pragmatically in 

order to achieve an outcome that can be evaluated in terms of whether the 

correct or appropriate propositional content has been conveyed. To this end, it 

requires them to give primary attention to meaning and to make use of their 

own linguistic resources, although the design of the task may predispose them 

to choose particular forms. A task is intended to result in language use that 

bears a resemblance, direct or indirect, to the way language is used in the real 

world. Like other language activities, a task can engage productive or 

receptive, and oral or written skills, and also various cognitive processes 

(Ellis, 2003, p. 16). 
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In addition to reiterating that a task must keep the learnerôs focus on achieving an outcome, 

this definition also highlights the fact that tasks for TBLT strive to focus learnersô attention 

on the meaning of the language - function rather than form - while at the same time 

recognizing that some tasks may be designed to lead learners in a certain direction. This may 

certainly be the case when teachers have a specific linguistic, form-related goal in mind, but 

at the same time, it leaves the learner in control to make the appropriate linguistic choice. 

Lastly, the proposed definition states that pedagogical tasks should be defined as being in 

parallel to the activities of the real world, rather than tasks in isolation, disconnected from 

what may be found outside the classroom. This aspect can be directly correlated to Nunanôs 

(2004) ñlinking of classroom language learning with language use outside the classroomò 

(2004, p. 1) as one of the fundamental components of TBLT. 

While the aforementioned qualification of a pedagogical task is a complete one, in 

Nunanôs (2004) more simple terms, a pedagogical task is defined as ña piece of classroom 

work that involves learners in comprehending, manipulating, producing, or interacting in the 

target language while their attention is focused on mobilizing their grammatical knowledge in 

order to express meaning, and in which the intention is to convey meaning rather than to 

manipulate formò (2004, p. 4). Once again, the definition is centered on the task and the goal 

of task completion. The importance of a focus on meaning is highlighted, as is the contrast 

between the use of the communicative language to ñexpress meaningò and to ultimately 

complete the task. 

Recognizing that there are multiple definitions for pedagogical tasks, a fundamental 

concept of tasks as noted in the definitions is that the desired outcomes of the tasks are non-

linguistic. According to Willis (1996), a pedagogical task is ñwhere the target language is 

used by the learner for a communicative purpose (goal) in order to achieve an outcomeò 

(1996, p. 23). That is, rather than the focus of successful completion of the task be defined in 
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terms of linguistic achievement, such as ócorrectly utilize the past perfect in 80 percent of the 

exercises,ô the desired outcome is related to completion of the task itself and ñusually 

requires the teacher to specify what will be regarded as successful completion of the taskò 

(Richards, Platt, & Weber, 1985, p. 289). Once again, we think of basic, everyday tasks (like 

buying a newspaper, applying for a job, or organizing the mail) that ñinvolve communicative 

language use in which the userôs attention is focused on meaning rather than grammatical 

formò. Once again, as noted by Skehan (1998) pedagogical tasks are those where ñmeaning is 

primaryò and ñthe assessment of the task is in terms of outcomeò (1998, p. 95). 

Therefore, because the present study makes use of subtitling as the ótechniqueô in 

terms of Anthonyôs (1963) hierarchical relationship between method, approach, and 

technique, the subtitling task can be viewed in terms of the previously stated definitions for a 

pedagogical task. The central question under study relates to the use of a subtitling task for 

improving English listening comprehension within the context of English for the military. 

The subtitling task utilizes authentic texts, NATO-released gun camera video with 

accompanying audio, to be subtitled. Furthermore, while the task may not be a real-world 

activity for all, it does in fact emulate the real-world activity of creating interlingual subtitles 

ï a task done by thousands of audiovisual translators each day. The subtitling task has a non-

linguistic outcome in that the creation of the subtitles is regarded as successful completion of 

the task itself, without specific regard to form, as would be the case in the traditional sense of 

the translatorôs standard for successful completion of the task in the real world. In terms of 

Nunanôs (2004) definition of a pedagogical task, the participants in this study, just as 

audiovisual translators in the real world, must first view and listen to the source language 

audiovisual product (ñcomprehending in the target languageò), transcribe what is heard and 

understood based on the audio and visual scenes available (ñattention is focused on 
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mobilizing their [é] knowledgeò), and create interlingual subtitles of the videos (ñexpressò 

and ñconvey meaning rather than to manipulate formò) (Nunan, 2004, p. 4). 

6.  Listening Comprehension 

As the dependent variable, listening comprehension has influenced the conception, 

design, and procedural aspects of the present study. The problem statement as well as the first 

and second Research Questions are directly related to listening comprehension skills over the 

military radio. However, in order to understand the dependent variable more fully, and to put 

it into the context of this research project, it must first be explored and defined so that it can 

be understood as it relates to the research design and follow-on analysis in the study at hand.  

While languages may have historically been taught as four separate skills, reading, 

writing, speaking, and listening, according to The American Council on the Teaching of 

Foreign Languagesô (ACTFL) (2012) Proficiency Guidelines, communication is divided into 

three modes: interpersonal communication, interpretive communication, and presentational 

communication (2012, p. 7), positing that the four skills are to be used collectively in order to 

communicate, not in isolation, and that the teaching and assessing thereof should also be 

done with this in mind. As opposed to teaching one of the ófour skillsô in isolation, then 

assessing it, the skills should be taught as they are used in real-world communication and 

assessed in the same way. The interpersonal mode of communication involves ñactive 

negotiation of meaningò (Shrum & Glisan, 2009, p. 155) in such contexts as spoken face-to-

face conversation or written interactions through text, email, or social media, allowing for 

each participant to see how their message is being received, and how meaning can be 

negotiated if necessary, given the presence of the text and the producer thereof. This 

interpersonal communication involves both the presentational and interpretive modes in 

concert between two or more participants. On the other hand, interpretive communication can 

be understood as ñone-wayò communication, usually in the form of oral or written texts, 
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without the opportunity of the receiver to interact and clarify with the producer, that is, 

negotiation of meaning is not possible. This is because the producer is not available, as is the 

case with written text, for example ï the author is not usually present ï and therefore the 

receiver is not able to interact to clarify meaning, check for understanding, and etc. Examples 

of interpretive communication include listening to a recorded dialogue, reading a weather 

report, or watching a movie. It is also important to note that this interpretation means more 

than comprehension because it ñimplies the ability to read (or listen or view) óbetween the 

lines,ô including understanding from within the cultural mindset or perspectiveò (The 

American Council on the Teaching of Foreign Languages, 2012, p. 7) as well as the fact that 

participants ñbring [their] own background knowledge and ideas to the taskò (Shrum & 

Glisan, 2009, p. 155). In contrast, presentational communication is primarily concerned with 

ñproductive abilities: speaking, writing, showingò (National Standards in Foreign Language 

Education Project., 1999, p. 37). Some examples of presentational communication may be 

writing a report, or producing a recorded broadcast or newscast. Presentational 

communication ñfeatures formal, one-way communication to an audience of listeners or 

readersò (2009, p. 156) and once again does not involve the chance for the recipient to 

interact with the presenter or producer of the language to negotiate meaning (Shrum & 

Glisan, 2009). There is an inverse relationship between presentational communication and 

interpretive communication, meaning that the óconsumerô of presentational communication is 

the óactorô in interpretive communication, and vice versa. 

While listening comprehension, as a core skill, can be found within these three modes 

of communication, in both the interpersonal and the interpretive modes, this study focuses on 

listening comprehension within the context of the interpretive mode. That is, ñinterpretation 

of meaning in oral and printed texts [that] may also require a deeper knowledge of culture in 
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order to gain a cultural interpretation of a textò (Shrum & Glisan, 2009, p. 155). Therefore, as 

a component of interpersonal communication, what is listening comprehension? 

Measuring the dependent variable is one of the key tasks of the present experiment, 

assessing listening comprehension. According to Buck (2001), ñlistening comprehension is a 

process, a very complex process, and if we want to measure it, we must first understand how 

that process worksò (2001, p. 1). Therefore, the first step in understanding listening 

comprehension is to begin with a look at how the process itself takes place. The listening 

process is described as an ñactive cognitive process that requires an interplay between various 

types of knowledgeò (Shrum & Glisan, 2009, p. 158). This knowledge includes both 

linguistic knowledge, such as syntax and semantics, as well as non-linguistic knowledge, 

such as information about content, context, and knowledge that the participant brings of the 

world in general. Shrum and Glisan (2009) state that participants engage the following while 

receiving interpretive communication: 

¶ their knowledge of the target language , e.g. vocabulary, syntax; 

¶ their background knowledge and experiences in the world; 

¶ their knowledge of how various types of discourse, such as magazine articles, literary 

texts, radio broadcasts, and talk shows, are organized, i.e. use of cohesive devices 

such as pronouns, conjunctions, and transitional phrases to link meaning across 

sentences, as well as the use of coherence to maintain the messageôs unityô 

¶ their ability to hold information in short-term memory as they attend to the text; and 

¶ their ability to use a variety of strategies to help them bring meaning to the 

comprehension task (Shrum & Glisan, 2009, p. 158). 

These different types of knowledge are then relied upon while certain tasks are being carried 

out in order to process the incoming aural message that is being conveyed in interpretive 
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communication. Generally speaking, there are two accepted forms of processing information 

that can be applied to comprehension within the context of interpretive communication: 

bottom-up and top-down processing. Bottom-up processing refers to the idea that 

comprehension takes place in a sequential order that involves identifying smaller parts and 

putting them together to form larger ones, letters to form words, words to form sentences, 

sentences to form paragraphs, etc. Contrastingly, top-down processing is that ñin which 

meaning is derived through the use of contextual clues and activation of personal background 

knowledge about the content of the textò (Shrum & Glisan, 2009, p. 159). That is, larger 

pieces of information are processed as a whole into their smaller pieces, utilizing knowledge 

brought by the participant to negotiate meaning. The most widely held view of information 

processing as relates to interpretive communication is that both top-down and bottom-up 

processing play a role in deriving meaning. Once again, according to Buck (2001), listening 

comprehension: 

Is the result of an interaction between a number of information sources, which 

include the acoustic input, different types of linguistic knowledge, details of 

the context, and general world knowledge, and so forth, and listeners use 

whatever information they have available, or whatever information seems 

relevant to help them interpret what the speaker is saying (Buck, 2001, p. 3). 

In summary, listening comprehension as a process involves two types of processing, and calls 

upon the listener to rely on various types of knowledge to attend to the constructing and 

deconstructing processes, top-down and bottom-up, of deriving meaning from the message.  

Having examined listening comprehension as a process, we can now move forward to 

understanding listening comprehension as the dependent variable that will be measured in 

order to test the hypotheses in the study to determine the potential effects of the intervention, 
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subtitling as a task, under investigation. In Chapter 3, the instruments utilized to measure the 

dependent variable will be explained in detail and their construct validity, whether or not the 

tests measure what they are meant to measure (Robson, 2002), will be explored. First, before 

delving into construct validity, we must move toward a definition of the listening 

comprehension construct itself so that it can be subsequently measured and the measurement 

instruments validated. 

Recognizing that there are a multitude of limiting factors that constrain the definition 

of a listening construct, Anthony Buck (2001) provides a definition of a default listening 

construct as ñthe ability to process extended samples of realistic spoken language, 

automatically and in real time; to understand the linguistic information that is unequivocally 

included in the text, and to make whatever inferences are unambiguously implicated by the 

content of the passageò (2001, p. 114). This means that the listener process the incoming 

message, which should be delivered at a natural rate of speech and be based upon real 

language, and that they are able to understand the linguistic meaning along with the implied 

meaning, if any. Given this definition, our listening construct in this experiment can now be 

applied and the validity of the instrumentation used to measure it can be further studied. 

Testing the dependent variable, the listening comprehension construct as previously 

defined, requires many decisions to be made based on the purpose of the listening test. Buck 

(2001) posits that in order to create an assessment, one must transform ñtheoretical notionsò 

of a construct into ña set of test itemsò (Buck, 2001, p. 61). The approach to assessing 

listening is deeply rooted to the method of language instruction, referred to above as 

theoretical notions, and historically there were three prominent ways of language testing 

linked to language pedagogy: discrete-point testing, integrative testing, and communicative 

testing (Buck, 2001). 
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The discrete-point approach is associated with the audio-lingual method which, being 

based on behaviorism, believed that ñL2 should be taught without reference to L1 [because] 

students learn through stimulus-response techniques [where] pattern drills should precede any 

explanation of grammar [and] the natural sequence of LSRW should be followed in learning 

the languageò (Shrum & Glisan, 2009, p. 444). This approach is similar to that of the 

previously mentioned concept of bottom-up processing in that it takes the individual, smallest 

parts of the language and tests them in isolation, such as specific grammar points, specific 

vocabulary, or specific language sounds ï all without context to one another or context in 

use. Some examples of the types of testing used under this approach are word recognition 

tests, wherein test takers hear a single word, and have to identify the word. These words are 

usually those that formed a minimal pair with a single phonological element, for example, 

and the test taker would be required to distinguish between them in order to show listening 

proficiency. This is unrelated to communication, but rather, focuses on a linguistic aspect of 

the language instead of the whole language in use. 

A second approach to language testing is integrative testing which are defined as ñany 

procedure or task that causes the learner to process sequences of elements in a language that 

conform to the normal contextual constraints of that languageò (Oller, 1979, p. 38). This 

refers to the language, as it is used, not as simple unrelated parts. The primary example of 

integrative language testing are those tests that deal with reduced redundancy, redundancy 

being those clues that relate to each other to provide meaning. If there are fewer clues 

(redundancy) for the tester to rely on, then they should be able to demonstrate their 

proficiency by making educated predictions about what will come. This is referred to as 

ñpragmatic expectancy grammarò (Oller, 1979). Examples of tests associated with this type 

of approach include cloze tests, where a systematic removal of words from a chosen text 

results in a test where takers fill gaps in with words they think fit most accurately. Old-
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fashioned dictations are another example of integrative test in which test takers listen to a text 

read aloud and write down what they hear. 

As advances in theoretical understanding of language pedagogy continued to be 

made, a third type of testing emerged: communicative testing. Communicative testing is a 

result of the Communicative movement in language teaching, in which knowing a language 

does not simply mean knowing about the language but rather ñmeans being able to use it in 

communicationò (Shrum & Glisan, 2009, p. 447). Once again, this goes back to the idea of 

communicative competence and the importance of ñwhether [learners] can actually use [the 

language] to communicate in the target-language use situation, the real-world situation in 

which the language will be usedò as the goal of foreign language instruction (Buck, 2001, p. 

83). Communicative testing therefore focuses on making assessments of learners when they 

attempt to use the language in real, communicative situations, as opposed to testing what they 

know about the language, a contrast between communicative competence and linguistic 

competence. 

Instead of jumping into a definition of communicative tests, let us first explore the 

attributes that are common to these tests, and then look at some of the potential drawbacks to 

this type of assessment. Communicative tests include authentic texts, require a 

communicative purpose, and provide an authentic task (Buck, 2001, pp. 85ï91). Generally, 

authentic texts are those that are either from the target-language use situation directly, as in 

utilizing a product that was designed for the native-language market, or a text that would 

have the characteristics thereof. In requiring a communicative purpose, for example, test 

takers are not only asked to comprehend, but also to do something with the information that 

they obtain, instead of simply testing comprehension of a text. An example of this 

characteristic would be asking test takers to choose the most appropriate clothing to pack for 

an upcoming trip based on listening to a weather forecast. Lastly, authentic tasks are those 
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that ñrequire learners to address an actual audience and mirror challenges faced by real 

individuals in real-world settingsò (Shrum & Glisan, 2009, p. 371). Thus, in terms of 

listening comprehension, ña communicative test is one that better simulates the 

characteristics of target-language use in the real world and as such, it is just an attempt to test 

a richer, more realistic listening constructò (Buck, 2001, p. 92). 

While communicative testing is an ideal way to measure learnersô proficiency, it 

comes with a set of unique issues and challenges. First, creating these assessments is not only 

time consuming, but also are limited based on the resources available. Furthermore, as a test 

maker, although we want to incorporate whole language, it is often difficult to find authentic 

texts that do not go far beyond the potential of test takers. That is, language taken from an 

authentic, in-use situation, may include much higher language proficiency than that of the test 

takers, and might need to be tailored. This could remove the authenticity requirement that is 

fundamental to communicative testing, and has to be considered. In short, creating 

communicative tests require careful attention and planning, and thus require test makers to 

dedicate more of their most precious resource to this type of assessment ï time. 

As per the aforementioned theoretical foundations defining the listening 

comprehension construct and the types of testing, the instruments utilized in this study for the 

purpose of measuring the independent variable fall into the category of integrative 

assessments, while at the same time incorporating aspects of communicative tests. According 

to Shrum and Glisan (2009), ñintegrative or global assessments assess the learnerôs ability to 

use various components of the language at the same time, often requiring multiple modes or 

skillsò (2009, p. 363). The instruments, those developed and implanted by the Tactical 

Communications English Workshop at the Marshall Center, are a type of listening cloze test, 

more accurately described as ñgap-filling testsò (Buck, 2001, p. 70). The specifics of these 

instruments will be described in the instrumentation section in Chapter 3.  
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7.  Online Learning Theory 

As previously noted, it is not practical or possible for each and every member of an 

SFAT to be able to attend the face-to-face Tactical Communications English workshop at the 

Marshall Center. Therefore, one of the aims of this study is to evaluate the potential of 

exploiting the real-world translatorôs task of audiovisual translation, subtitling, for language 

learning purposes through an online learning management system. This could potentially 

make it possible for one of the principal objectives from the aforementioned Tactical 

Communications English workshop, improved communication in English via military radio, 

to reach a broader audience. Furthermore, this circumstance in combination with the studies 

that were previously mentioned as relates to the use of subtitling as a task to improve 

listening comprehension follows the logical next step with respect to continued investigation 

into the potential of the application of an authentic, real-world task to be employed for non-

professional, didactic ends. That is, what is for the audiovisual translator a professional task 

becomes for the language learner an educational task. Before development of any specific 

instructional methods or techniques, one must first consider the theory of learning, or 

combination thereof, that will inform the decisions that must be made to develop instruction. 

In order to understand the theoretical foundations of online learning that inform this study, 

the underlying theories of learning will  be explained. 

Similar to the way that various approaches, or theories, to language pedagogy exist, 

there are many different theories of learning, each influenced by the historical context 

surrounding the era in which they became prominent, and each with their own noteworthy 

proponents. The theory of online learning that contributes to the conceptual framework for 

the present study relies upon the behaviorist, cognitive, and constructivist learning theories. 

According to Ally (2004) ñbehavioristsô strategies can be used to teach the ñwhatò (facts), 

cognitive strategies can be used to teach the ñhowò (processes and principles), and 
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constructivist strategies can be used to teach the ñwhyò (higher level thinking that pro-motes 

personal meaning and situated and contextual learning)ò (2004, p. 7). Additionally, the 

communicative approach to language learning must also be considered here with respect to 

online learning theory, as it is a fundamental element that has informed decisions regarding 

the development of the online learning environment. 

The behaviorist theory of learning asserts that the learner is not actively involved in 

the process of learning, but rather, simple responds to the stimuli around them. This idea is 

similar to the idea of teachers ófilling upô students with knowledge. Behaviorism relies on 

reinforcement and punishment whereas learning becomes simply a change in behavior, and 

that this behavior change is observable. One of the most famous experiments done in 

behaviorism was that of Ivan Pavlov and his classical conditioning experiments involving 

dogs (Pavlov, 1927). Other notable behaviorists include B.F. Skinner of Harvard University. 

The implications of behaviorism on online learning involve sequencing from simpler 

concepts to the more complex, making learners aware of the expected result so they can self-

assess, checks on learning and testing should be incorporated into the online learning 

sequence, and learners should receive input on their performance so they know how they are 

progressing and act accordingly (Ally, 2004). 

In the 1960ôs, cognitive learning theory began to move into the mainstream, replacing 

much of the ideas set forth by behaviorism. Cognitivists posit that the mind plays an integral 

role in processing information and that ñpeople are rational beings that require active 

participation in order to learn, and whose actions are a consequence of thinkingò 

(ñCognitivism,ò 2015). These ideas are the foundation of learning as we currently understand 

it are inherently cognitive in that it is directly related to information processing in the brain. 

Cognitive processing theory focuses on input through the senses, moving into the sensory 

memory, and then into the working and long-term memories. In cognitive theory, the learner 



Subtitling for Mission Accomplishment: An Experimental Study of the Effect of Subtitling as a Task on 

Listening Comprehension for Learners of Military English for Specific Purpose 

71 

plays an active role in learning. The implications of cognitive learning theory are great, and 

include organizing material in a way to promote the sensory systems for intake, such as ñhe 

proper location of the information on the screen, the attributes of the screen (color, graphics, 

size of text, etc.), the pacing of the information, and the mode of delivery (audio, visuals, 

animations, video)ò (Ally, 2004, p. 10). Furthermore, for new information to be stored in 

long-term memory, it is important for learners to activate their prior knowledge that is 

already stored in the long-term memory. This includes providing advance organizers, 

conceptual models, or pre-tests to activate this prior knowledge. Like information processing 

in computers, information should be broken down to smaller parts, or chunked (Chase & 

Simon, 1973). Therefore, in online learning, a lesson could be mapped to the information as a 

whole in the form of a linear, hierarchical, or spider chart (Ally, 2004). Moreover, 

encouraging higher-level thinking skills, such as those at the top of Bloomôs (1956) 

taxonomy including analyze, synthesize, and evaluate. Some cognitivists also recognize the 

individuality of the learner and each learnerôs unique learning and cognitive styles. Kolb 

(1984) describes a Learning Style Inventory based on his model of experiential learning that 

is used to determine the learning style of each individual, ñAccommodating, Converging, 

Diverging and Assimilatingò which can then be used to inform instruction techniques (1984, 

p. 41). Similarly, cognitive style is an individual difference that ñrefers to a learnerôs 

preferred way of processing information; that is, the personôs typical mode of thinking, 

remembering, or problem solvingò (Ally, 2004, p. 14). These individual differences each 

have implications for online learning, such as providing learners with different activities to 

process the same, new information. Furthermore, scaffolding should be provided to learners 

when needed, and intrinsic and/or extrinsic motivation should also be accounted for ï 

especially intrinsic (Malone, 1981). One specific strategy through the concept of cognitive 
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learning theory noted by Ally (2004) relates directly to CLT, TBLT, and the listening 

comprehension construct previously discussed: 

Simulation of the real situation, using real-life cases, should be part of the 

lesson. Also, learners should be given the opportunity to complete 

assignments and projects that use real-lif e applications and information (Ally, 

2004, p. 17). 

Recognizing the value of a blend of learning theories, the present study incorporates this 

cognitivist idea by utilizing authentic audio and video, and by utilizing the real-life task of 

audiovisual translation, in accordance with TBLT theory discussed previously.  

While cognitivist theory focuses on information processing and information storage in 

long-term memory, the constructivist theory focuses on constructing meaning and knowledge 

rather than merely absorbing information. Constructivism, which is generally attributed to 

Jean Piaget (1896-1980), advocates for learning in context, allowing learners to interact with 

the information and to make connections with it as relates to their own personal life 

experiences. Rather than the learning experience being a óone-way streetô, constructivism 

calls for engagement by the learner; that the learner is actively involved in the process of 

obtaining the information in order to create knowledge based thereon. The implications of 

constructivism for online learning include active, interactive, collaborative learning in which 

learners are able to construct knowledge, with plenty of time, on their own terms ï giving the 

learner control, and should be meaningful so learners are able to personalize the knowledge 

(Ally, 2004). 

In addition to the behaviorist, cognitivist, and constructivist learning theories, a fourth 

school of thought that has emerged during the last quarter of the 21
st
 century, and that has 

become highly debatable, is known as connectivism. Siemens (2014) claims that while 
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ñbehaviorism, cognitivism, and constructivism are the three broad learning theories most 

often utilized in the creation of instructional environments [they] were developed in a time 

when learning was not impacted through technologyò (2014, p. 1). Advances in technology 

that have occurred over the past several decades along with the changes that this technology 

have caused in teaching and learner call for the evaluation of existing theories of learning as 

they apply, or fail to apply, within the context of the new realm of learning with technology. 

Siemens claims that the existing theories of learning ñdo not address learning that occurs 

outside of peopleò, such as within organizations (Siemens, 2014, p. 3). Therefore, focus is 

placed on the information as well as the learning. Connectivism posits that ñlearning (defined 

as actionable knowledge) can reside outside of ourselves (within an organization or a 

database), is focused on connecting specialized information sets, and the connections that 

enable us to learn more are more important than our current state of knowingò (Siemens, 

2014, p. 5). Massive open online courses (MOOCs) have much to do with connectivism in 

that they consist of learning that takes place via a network of connected individuals, who 

ñseek out information on their own online and express what they findò (ñConnectivism 

(Siemens, Downes),ò 2015).  

While the proposed theory of connectivism does highlight some important aspects of 

learning that are affected by advances in technology, this study is based on the model 

proposed Ally  (2004) of factors to be included when creating online learning, founded on the 

idea that ñbehaviorist strategies can be used to teach the facts (what); cognitivist strategies to 

teach the principles and processes (how); and constructivist strategies to teach the real-life 

and personal applications and contextual learningò (Ally, 2004, p. 24). These components 

are:  

¶ Learner preparation, which includes providing the learner with pre-learning activities, 

rationale for taking the course, concept map, and desired outcomes (Ally, 2004). 
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¶ Learner activities are those that provide learners ñwith a variety of learning activities 

to achieve the lesson learning outcome and to accommodate learnersô individual 

needs. Examples of learning activities include reading textual materials, listening to 

audio materials, or viewing visuals or video materialsò (Ally, 2004, p. 23). 

¶ Learner interaction focuses on the user interface and the cognitive aspect of sensory 

input when designing the course materials as well as interaction with other learners, 

the instructor, and other contexts in order to construct meaning (Ally, 2004). 

¶ Learner transfer is the idea that ñopportunities should be provided for learners to 

transfer what they learn to real-life applications, so that they can be creative and go 

beyond what was presented in the online lessonò (Ally, 2004, p. 24). 

For the purposes of the present study, the online learning environment that serves as 

the setting for the experiment has been designed in accordance with behaviorist, cognitive, 

and constructivist learning theories as applied to the design of online learning. The specific 

aspects of the learning environment will be provided in detail in the instrumentation section 

of Chapter 3. 

8.  Audiovisual Translation (AVT)  

With the supporting theoretical framework for Communicative Language Teaching, 

English for Specific Purposes, Task-Based Language Teaching, Listening Comprehension, 

and Online Learning established, the theory for Audiovisual Translation (AVT) as the 

dependent variable under investigation in this study will be detailed, reviewed, and applied to 

the context of the present research. A brief introduction of audiovisual translation, its 

hierarchical relationship within translation studies, and the implications thereof as they apply 

to this study will be presented. 
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There are many different subareas that make up the greater field of translation as a 

whole, including legal, technical, and medical translation, to name but a few. Audiovisual 

translation is another ñbranch of translation studies concerned with the transfer of multimodal 

and multimedia texts into another language and/or cultureò (Pérez-González, Luis, 2009, p. 

13). Subtitling, one of the subareas of audiovisual translation, may be to the general public 

one of the most familiar forms of translation, given its relation to widely-consumed 

audiovisual products, such as television and film., The field of audiovisual translation has 

generally been divided into the following four areas: dubbing, subtitling, localization, and 

media accessibility. 

While this subdivision of audiovisual translation is mostly accurate, I do not wholly 

agree with this taxonomy, specifically regarding localization and the various applications of 

subtitling and media accessibility within the intralingual context. The Routledge 

Encyclopedia of Translation Studiesô (2009) entry on Audiovisual Translation focuses 

primarily on lip-sync dubbing and interlingual subtitling, leaving localization and media 

accessibility as separate entries. However, given the generality of the aforementioned 

definition, some cases of localization may be perfectly acceptable within the context of AVT, 

while others may not. Localization may be defined as ñthe linguistic and cultural adaptation 

of digital content to the requirements and locale of a foreign marketò (Schäler, Reinhard, 

2009, p. 157). This definition builds on the definition of AVT in that it incorporates the 

market-driven aspect that is central to localization, while highlighting the importance of both 

the linguistic as well as the cultural attribute. Furthermore, the idea of ódigital contentô further 

broadens this definition to include the medium of the source text, which may include video 

games, webpages, and software. 

The idea of media accessibility may also partly fall into this definition of AVT, while 

partly falling into the category, much like intralingual subtitling, of adaptation. In these cases, 
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such as the case of subtitling (or captioning) for the deaf and hard of hearing, the more 

accurate definition would be an adaptation from one mode to another, depending on the 

context. For example, the creation of intralingual subtitles (captions) of an English-language 

film for the non-hearing English-language market may not involve translation at all, but 

rather an adaption from the audiovisual source text to the written target text. This may 

involve a simple transcription of the oral text (including non-verbal sounds and other cues) as 

well as omission or expansion of information from the source text. 

The most well-known modes of audiovisual translation are subtitling, both 

interlingual and intralingual, dubbing, and in recent years, the advent of media accessibility 

in various modes. According to Pérez-González (2009), while ñthe mainstream forms of 

audiovisual translation [are] subtitling and dubbingò (p. 13), film translation is specifically 

dominated by two modes: interlingual subtitling and lip-synchronized (lip-sync) dubbing. 

Lip-sync dubbing is ñthe re-recording of the original voice track in the target language using 

dubbing actorsô voices [éin which] the dubbed dialogue aims to recreate the dynamics of the 

original, particularly in terms of delivery pace and lip movementsò (Luyken, Herbst, 

Langham-Brown, Reid, & Hermann Spinhof, 1991) as paraphrased and cited in (Pérez-

González, Luis, 2009, p. 17). On the other hand, subtitling ñconsists of the production of 

snippets of written text (subtitles, or captions in American English) to be superimposed on 

visual footage ï normally near the bottom of the frame ï while an audiovisual text is 

projected, played or broadcastò (Pérez-González, Luis, 2009, p. 14). It is important to note 

that the idea of subtitling in the United States is most commonly associated with those 

subtitles that are interlingual, whereas intralingual subtitling is almost always referred to as 

captioning. That is, in the United States the term subtitles or subtitling will almost always be 

understood to mean interlingual subtitling, which therefore implies translation from a source 

language multimedia text to a target language written text. Captioning, on the other hand, is 
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usually understood to be a transcription or an adaptation of the multimedia text to written 

text, without a change in language. 

While there does exist other fringe modalities of audiovisual translation, such as 

surtitling, subtitling lies at the heart of the present study as the task for the military language 

learners participating therein. For the purpose of this study, subtitling shall be understood as: 

ña translation practice that consists of presenting a written text, generally on 

the lower part of the screen, that endeavors to recount the original dialogue of 

the speakers, as well as the discursive elements that appear in the image 

(letters, inserts, graffiti, inscriptions, placards, and the like), and the 

information that is contained on the soundtrack (songs, voices off)ò (Díaz 

Cintas & Remael, 2007, p. 8). 

Along with dubbing, subtitling is one of the most common and most widely recognized 

modes of audiovisual translation, often used in foreign-language film and television series. 

While the different types of subtitles can be divided based on a variety of parameters (Díaz 

Cintas & Remael, 2007), the classification of subtitles by linguistic factors is most 

appropriate for the purposes of this study. By subdividing the types of subtitles linguistically, 

there are two significant types: intralingual and interlingual subtitles. Intralingual subtitles are 

those subtitles that ñinvolve a shift from oral to written but stay always within the same 

languageò (Díaz Cintas & Remael, 2007, p. 14). Within the context of American English, the 

United States, and U.S. federal law, intralingual subtitles are more commonly called captions, 

closed captions, or simply ñCCò, and are most closely associated with media accessibility for 

the deaf and hard-of-hearing. It is important to highlight again that intralingual subtitles do 

not involve a translation from a source to a target language, but they are rather a written 

transcription of the spoken text. According to the United States Federal Communications 
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Commission (FCC) (2015), ñClosed captioning displays the audio portion of a television 

program as text on the TV screen, providing a critical link to news, entertainment and 

information for individuals who are deaf or hard-of-hearingò (FCC Consumer and 

Governmental Affairs Bureau, 2015). Furthermore, the United States National Captioning 

Instituteôs ñHistory of Closed Captioningò reports that the use of television captions for the 

deaf was first introduced in the United States in the 1970s. The technology, however, was 

originally conceived by the National Bureau of Standards to send information nationwide via 

the network television signal. In 1972 the Public Broadcasting Service (PBS) ñmade history 

as the first television program accessible to deaf and hard-of-hearing viewers,ò broadcasting 

Julia Childôs The French Chef with open captions consisting of on-screen text that was 

permanently part of the transmitted program (National Captioning Institute, 2015). These 

open captions were transmitted as part of the broadcast, and, as they were an integral part of 

the audiovisual product, could not be turned off. In the meantime, closed captioning 

technology was being developed so that captions could be turned-on (decoded) by individuals 

that needed or wanted the service. As a result, on March 16, 1980 the first closed-captioned 

television series was aired, making television broadcast programming available for the first 

time to the deaf and hard-of-hearing across America. In addition to making media more 

accessible for the hearing impaired, audiovisual media with intralingual subtitles (captions) 

has been used for foreign language learning, such as the case with immigrants who turn on 

closed captions when watching television to better understand or confirm comprehension of 

the target language media (Caimi, 2006; Díaz Cintas & Remael, 2007; Dollerup, 1974; 

Koolstra & Beentjes, 1999; Neuman & Koskinen, 1990). 

In contrast with intralingual subtitles, or captions, interlingual subtitles are those 

which involve ñthe translation from a source [language] to a target languageò (Díaz Cintas & 

Remael, 2007, p. 17). This type of subtitling, because of the obvious difference in language, 
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is what most viewers would recognize and generally refer to as ósubtitlesô. Interestingly, the 

term ódiagonal subtitling,ô coined by Henrik Gottlieb (1994, 2001), is used to describe the 

subtitling process in the production of interlingual subtitles: 

Subtitling [...] can be either vertical or diagonal. Being intralingual, vertical 

subtitling limits itself to taking speech down in writing, whereas diagonal 

subtitling, being interlingual, ójaywalksô (crosses over) from source language 

(SL) speech to target language (TL) writing [emphasis mine] (Gottlieb, 2001, 

p. 17). 

This distinction is made based on the mode as well as the source and target languages. 

In Figure 4, the top arrow illustrates a transfer from source language (SL) speech to target 

language (TL) speech, which is labeled interpreting. The vertical arrow from top left to 

bottom left represents a transfer from source language speech to source language writing. The 

result of this transfer is captions or intralingual subtitling. A transfer from source language 

writing to target language writing is deemed translation, as indicated by the bottom arrow. 

Lastly, the transfer from source language speech (audiovisual material, for example) to target 

language writing (shown by the diagonal arrow from top left to bottom right) represents the 

ñjaywalkò that Gottlieb refers to as diagonal subtitling. Figure 4 provides a visual aid to 

understanding the ñjaywalkò that takes place from SL speech to TL writing. 
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Figure 4: Diagonal Translation - Interlingual Subtitling 

(Gottlieb, 2001, p. 17) 

 
 

As previously discussed, interlingual subtitles are an excellent resource in foreign 

language learning. Not only do these types of subtitles provide a linguistic benefit, but also 

the use of subtitled foreign media allows learners to experience other important aspects of the 

target language user community. Díaz Cintas and Remael (2007) highlight that ñwatching 

and listening to films and programmes subtitled from other languages helps us not only to 

develop and expand our linguistic skills, but also to contextualize the language and culture of 

other countriesò (p. 15). The integration of this 3-channel input provides a contextually rich 

opportunity for language learners to encounter an authentic audiovisual product originally 

designed for native speaker consumption. 

Because of the unique nature of the media text, subtitling within the context of 

audiovisual translation requires additional considerations as a process unique to that 

employed in other types of translation. As a professional practice, interlingual subtitling tends 

to follow a process that, according to the Routledge Encyclopedia of Translation Studies 

(2009), begins with the assumption that the subtitler has been provided with the audiovisual 

program as well as a dialogue list, ñan enhanced post-production script containing a 

transcription of the dialogue, a description of relevant visual information, and sometimes 
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notes for the translatorò (Díaz Cintas, 2001) as paraphrased and cited in (Pérez-González, 

Luis, 2009, p. 15). In the case of either an incomplete, inaccurate, or absent a dialogue list, a 

transcription of the dialogue must be made from the audio track of the media to be subtitled. 

Next, the process of determining the in and out times for the subtitles to appear and 

disappear, respectively, must be carried out. This process is known as spotting. The last step 

in the process is when the spotted dialogue list is translated to the target language. Díaz 

Cintas and Remael (2007) note that ñwatching the film or programme in its entirety before 

proceeding to translate is highly advisableò. As with all translation, post-editing and 

reviewing of the translation is carried out and quality control measures are implemented. It is 

also important to note that different individuals may intervene at different times throughout 

the process, depending on each case. For example, an in-house technician may create the 

dialogue list that is provided to the translator, or the translator may create the dialogue list 

before beginning the spotting process. Other unique circumstances, such as access to the 

original media text, distribution to multiple translators, and time and technological constraints 

can all significantly impact the subtitling process. 

As previously noted, Talaván Zanón has become one of the most prominent 

researchers with respect to the use of audiovisual translation and language learning. In her 

2013 publication entitled ñLa subtitulaci·n en le aprendizaje de lenguas extrnjerasò 

[Subtitling in Foreign Language Learning] (translation mine), the author provides extensive 

information on the use of subtitles and subtitling as a learner task. In addition to the 

theoretical foundations provided, a model designed for language teachers to incorporate the 

subtitling task aimed at increasing listening comprehension skills is presented. This model 

serves as the didactic framework for the present study, however, because the model does not 

include details on the specific subtitling process, a model of a subtitling process to be 
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employed in this study, based on general translation and audiovisual translation theory, must 

be explored. This process will be incorporated into Talaván Zanónôs (2013) didactic model. 

Generally speaking, the aforementioned process can be applied to most cases of 

professional subtitling. However, in the case of subtitling as a task for language learning, a 

different process has been proposed. While similar to the professional subtitling process 

described, Neves (2004) outlines a process for subtitling by language learners: 

¶ Step 1: Media text analysis 

¶ Step 2: Script analysis 

¶ Step 3: Translation/Editing 

¶ Step 4: Spotting/Cueing (Neves, 2004, pp. 131ï7) 

The first step in any translation is for the translator to carry out a complete analysis of the text 

to be translated. According to Nord (2005), 

ñtranslation-oriented text analysis should not only ensure full comprehension 

and correct interpretation of the text or explain its linguistic and textual 

structures and their relationship with the system and norms of the source 

language (SL) [but] it should also provide a reliable foundation for each and 

every decision which the translator has to make in a particular translation 

processò (Nord, 2005, p. 1).  

Given the nature of the audiovisual media, in that the source language text can be obtained 

through the audiovisual channel (the media itself) as well as through the written channel (a 

dialogue list, script, or similar), the first step in the proposed subtitling process for language 

learners is a media text analysis followed by a script analysis. These two steps in the 

subtitling process combine to form the generic first step in all translation ï the 
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comprehensive text analysis. It is important to note here that in Nevesô (2004) proposed 

process, the Script analysis may provide an implicit opportunity for improved language 

learning. When an inadequate dialogue list or script is provided, or when the transcription has 

to be done due to the absence of the script, Neves (2004) notes that ñinadequate scripts are 

excellent tools for translator training or even language learning in generalò, that ñincomplete 

or incorrect scripts make wonderful gap-filling exercises [and that] the transcription of film 

dialogue [é] is a wholesome listening comprehension taskò (Neves, 2004, p. 133). This is 

the specific step that is being investigated in the present study and is the basis for the 

independent variable in the experiment. 

The third step in the process being proposed is the translation and editing step. 

Interestingly, in comparison with the previously mentioned generic professional subtitling 

process, this process proposes that the translation and editing step come before the spotting 

step. The translation and editing step involves incorporating the various constraints and 

conventions that must be dealt with, including general style, lines and line breaks, time on 

screen, punctuation, symbols, colors, numbers, and a plethora of others. The participants in 

the study carried out by Talaván Zanón (2013) were not asked to respect specific subtitling 

conventions, as would normally be the case. Therefore, for the purposes of leveraging the 

language learning aspect of subtitling in this case, these constraints are not of paramount 

importance, and what would be considered unprofessional in the case of a professional 

subtitling job is overlooked in order to avoid placing more importance on form when in 

reality the first two steps are the focal point for the contextualized input that may lead to 

improved listening comprehension. 

Lastly, step 4 in this process is the spotting and cueing process. Recognizing that 

different practices are carried out by different individuals, Neves (2004) states that ñwhat 

appears to be important is that students be trained to work within the time constraints that 
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spotting imposes [é which] leads to further perfecting of editing techniquesò (Neves, 2004, 

p. 137). Contrary to the definition provided by Díaz Cintas and Remael (2007), which defines 

spotting as ñthe process of dividing the original dialogue into units to be subtitledò (p. 252), 

in this case, the spotting and cueing occurs after the translation and as part of the editing 

process, meaning that the division is of the translation of the original dialogue, as opposed to 

the division of the original dialogue itself. The subtitling process presented by Neves (2004) 

is the model basis used as the for the subtitling process carried out by the experimental group 

in this study which will be further detailed in the Instrumentation section in Chapter 3. 
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III. Chapter 3: Methodology 

A.  Introduction  

The present chapter describes in detail the way the study has been designed and 

carried out. The purpose of this study was to evaluate subtitling as a learner task to improve 

listening comprehension via military radio communication within the English for Specific 

Purposes context of English for the military when delivered via an online learning 

management system. The following sections will provide clear details about the participants 

and sampling, the design and experimental manipulation, experimental procedures, 

instruments, reliability and validity of the data, and the limitations and delimitations of the 

study. 

In this chapter, it is of paramount importance that this research study be viewed 

within the context of the type of research being carried out. An emerging form of research, 

especially in language learning, this study is an example of action research, and this should 

be kept in mind with regard to this chapter, especially as it relates to the research design. 

According to Nunan (1992), action research in language learning ñis initiated by the 

practitioner and is derived from a real problem in the classroom which needs to be 

confrontedò (1992, p. 18). Action research, specifically in education, is characterized by 

research that is conceived, planned and conducted by those involved in the field themselves, 

as opposed to individuals from outside the organization or field. It is considered to be ña 

straightforward cycle of identifying a problem, planning an intervention, implementing the 

intervention, [and] evaluating the outcomeò (L. Cohen, Manion, & Morrison, 2007, p. 312) 

and is of particular use in education and more specifically in language learning. In practice, 

action research allows for a language teacher to carry out research themselves, in their own 

environment based on a desired improvement or a known problem and involves stating the 

improvement or problem, conducting an initial inquiry, formulating a hypothesis, testing 
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different ways to ótreatô the problem, analyzing the results, sharing the findings, and 

implementing the change (Nunan, 1992).  

B.  Research Questions and Purpose 

Taking into account the research questions and the research purpose is of utmost 

importance when designing and defining the research procedures or methods. In order to 

keep the forthcoming chapter in perspective, these aspects of the overall study are presented 

once again here. 

 

 

RQ1 

To what extent do scores on military radio-based listening comprehension 

assessments increase as a result of the subtitling task for learners of English 

for the military? 

RQ2 

To what extent do scores on military radio-based listening comprehension 

assessments increase as a result of viewing subtitled audiovisual material by 

learners of English for the military? 

RQ3 

To what extent does the use of an online learning management system support 

subtitling as a task for learners of English for the military? 

 

Table 4: Research Questions 
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H1 

The Experimental Groupôs scores on military radio-based listening 

comprehension assessments will be higher than those of the Control Group as 

a result of the subtitling task. 

H2 

The Control Groupôs scores on military radio-based listening comprehension 

assessments may increase as a result of viewing subtitled audiovisual material. 

H3 

The Experimental Group will inform that the learning management system 

supports subtitling as a task for learners of English for the military. 

 

Table 5: Hypotheses 

 

 

The purpose of this study is to test the effect of subtitling as a learner task on listening 

comprehension by comparing 1) subtitling as a learner task and 2) viewing of subtitled 

audiovisual material to listening comprehension via military radio for study participants, 

native Spanish-speaking English language learners from the Spanish military, in an online 

learning environment. 

C.  Sampling 

While the population under study could conceivably be considered as large as the 

entirety of the military members of all NATO members, for this study, the population is 

defined as professional, career members of the Spanish Navy enrolled in intermediate level 

English courses taught through the Spanish Navy Language School, or the Escuela Militar de 

Idiomas (EMID), at Naval Station Rota, Cádiz, Spain and members of the Spanish Army 
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enrolled in the intermediate level English course at the Spanish Military Engineerôs academy 

in Hoyo de Manzanares, Madrid, Spain. The sample for this study consisted of 46 students 

and convenience-based selection was used to identify participants from within the specified 

population that met specific criteria. Although the means for sampling would ideally have 

been wholly random in order to have the most representative sample from the population, 

selection for this study was convenience-based, given the availability of the course and the 

instructorôs willingness to allow them to participate in the research study. In order to be 

considered for the study, potential participants had to meet the following criteria for 

selection: 

¶ Be a member of the military of one of the NATO member or Partnership for Peace 

(PfP) countries, and 

¶ Possess an intermediate English level as demonstrated with a minimum 2-2-2 

Standardized Language Profile (SLP) for listening, speaking, and reading in 

accordance with NATO Standardization Agreement (STANAG) 6001, valid within 

the past three years. 

D.  Rationale for Selection Criteria 

The rationale for selecting the criteria is based on the attendance pre-requisites of the 

ñTactical Communications Englishò workshop at the Marshall Center (Embree, 2012). 

Because the workshop was designed for operational MAT/PAT team members preparing to 

deploy to the ISAF advisory mission, criterion 1 is inherent. Participants cannot be members 

of a MAT/PAT without meeting criterion 1, and therefore must meet it in order to participate 

in the workshop and this study. 

With respect to criterion 2, the English requirements are based on NATO STANAG 

6001, which is the official document whose aim is ñto provide NATO Forces with a table 
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describing language proficiency levelsò (NATO, 2010, p. 1). While the agreement further 

defines language proficiency as ñan individualôs unrehearsed, general language 

communication ability,ò NATO has not wholly agreed upon this definition. NATO STANAG 

6001 establishes a standardized reporting method for the 4 macro language skills, called the 

SLP or Standard Language Profile, and defines this profile as a 4-letter code: listening, 

speaking, reading, writing, or LSRW. The proficiency levels, from 0 to 5, are used to report 

the SLP as follows: 0 ï No proficiency, 1 ï Survival, 2 ï Functional, 3 ï Professional, 4 ï 

Expert, 5 ï Highly articulate native (NATO, 2010, p. 2). An SLP is reported according to the 

LSRW format and the 0 to 5 proficiency levels, such as 2-3-2-3, for example. The agreement 

describes the various proficiency levels in detail for each macro skill, from 0 to 5, focusing 

on what the individual is able to do at each level within each skill. A 2005 report describes 

this aspect as ña focus on ability to communicate a message effectively in defined situations 

rather than mastery of particular language exponents (ñproficiencyò testing as opposed to 

ñachievementò testing)ò (MODLEB, 2005, p. 4). Furthermore, there is a series of additional 

indicators which ñmay be added to a base level for training, evaluation, recording or 

reporting purposes, to indicate a level of proficiency that substantially exceeds a 0 through 4 

base skill level, but does not fully or consistently meet all of the criteria for the next higher 

base levelò (NATO, 2010, p. 2). 

Many studies have been carried out attempting to map the STANAG level descriptors 

to the various English exams as well as to the CEFR descriptors. An extensive analysis 

carried out in 2005 by the UK Ministry of Defence and the University of Westminster 

Language Examinations Board (MODLEB) provides an in-depth comparison of the 

descriptors and the levels of outcomes used by each framework. However, it is important to 

note that a direct comparison is extremely difficult, considering the ñphilosophical 

differences between the NATO STANAG 6001 descriptors and the Common European 
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Frameworkò and goes on to reiterate that ñAny comparison between the two frameworks 

must therefore be very approximate and should be treated with cautionò (MODLEB, 2005, p. 

2). Because the requirement for the ñTactical Communications Englishò workshop is a 2-2-2 

SLP for Listening, Speaking and Reading, this review will focus on the comparisons at this 

level. This difficulty in comparison notwithstanding, the overall findings of the report claim 

that the STANAG 6001 SLP Level 2-2-2 is a consistent CEFR B1 level, stating ñin general 

this level appears to correspond reasonably well with CEF B1ò (MODLEB, 2005, p. 3). 

Table 6 shows the summary results of the comparison made by the MODLEB report. 

 

 

 Listening 

CEF 

Speaking 

CEF 

Reading CEF Writing CEF Overall CEF 

STANAG 0 Below A1 Below A1 Below A1 Below A1 Below A1 

STANAG 1 A2 A2 A2 A2 A2 

STANAG 2 B1 B1 B1 B1 B1 

STANAG 3 B2.2/C1 B2.2/C1 B2.2/C1 B2.2/C1? B2.2/C1 

STANAG 4 C1/C2 C1/C2 C2 C1/C2 C1/C2 

STANAG 5 C2 or above Above C2 Above C2 Above C2 Above C2 

 

Table 6. Summary of Mapping STANAG 6001 and CEF.  

(MODLEB, 2005, p. 2) 
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The MODLEB report is an extensive, reliable analysis and includes a detailed 

description of the characteristics of the STANAG descriptors as well as the CEFR 

descriptors. Furthermore, it highlights a distinct difference between the CEFR and the U.S. 

Interagency Language Roundtable (ILR) levels, the American Council on the Teaching of 

Foreign Languages proficiency levels, and the STANAG. 

While the STANAG ñclearly derives from the FSI
1
 (é) from which the American 

Council for the Teaching of Foreign Languages (ACTFL) scale in common use in the USA is 

also derivedò the CEFR differs in that it ñhas been significantly influenced by the needs of 

teachers as well as those of testersò (MODLEB, 2005, p. 7). 

Recognizing that the MODLEB report is the most robust of its kind in comparing 

frameworks, there are two separate documents relating the STANAG levels to some of the 

most common English language exams, namely the Test of English for International 

Communication (TOEIC ®) and another simple chart comparing the STANAG and the 

Cambridge ESOL exams and the International English Language Testing System (IELTS). 

Although no information is provided about the analysis conducted or the methodology used 

to create the comparison chart, a simple, one-page document provided by Macmillan 

Publishers maps the STANAG 2222 to the CEFR B1, Threshold, and B1+, Threshold+. This 

comparison chart also links this level to Cambridge ESOL Preliminary English Test (PET) 

and the IELTS level 4, as shown in Table 7. 

  

xci                                                             
 
1 Al though the report refers to the FSI as the ñU.S. Defence Department Foreign Service Interviewò 

(MODLEB 4), this is a misnomer as FSI refers to the Foreign Service Institute, which ñis the Federal 

Government's primary training institution for officers and support personnel of the U.S. foreign affairs 

communityò (U.S. Department of State 1). Thus, it is in the opinion of the researcher that the authors of the 

report have confused the FSI with the ILR, or Interagency Language Roundtable, which is the set of language 

proficiency guidelines used by the FSI. Furthermore, they have incorrectly assigned the FSI to the Department 

of Defense, when in reality it belongs to the U.S. Department of State. As the name suggests, the ILR is used for 

various agencies of the U.S. Federal service. 
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Scales Tests 

STANAG 

6001 

Standardized 

Agreement 

6001 (1976) 

 

NATO: & 

BILC:  

CEF 

Common European 

Framework 

 

COE: Council of Europe 

ALTE Scale 

 

ALTE: Association of 

Language Testers in Europe 

Cambridge 

ESOL 

 

Cambridge 

ESOL 

Examinations. 

(formerly 

UCLES) 

IELTS 

 

The British 

Council, IDP 

& Cambridge 

ESOL 

2222 

Limited 

Working 

B1+ 

Threshold+ Independent 

User 

2 

Threshold 

User 

Lower 

Intermediate 
PET 4 

B1 

Threshold 

 

Table 7. Macmillan Publishers Comparison Chart, extract. 

(Mellor-Clark, King, Nicola, Baker de Altamirano, Yvonne, McIlwraith, Hamish, & Walden, 

Randy, 2012, p. 1) 

 

 

While this comparison chart is not necessarily valid in and of itself, as it does not contain any 

background information on the process or criterion used for comparison, it does provide the 

same finding as the MODLEB report, which linked the STANAG Level 2 to a CEFR level 

B1. The studies differ in that while the Macmillan chart goes as far as linking the STANAG 

Level 2 with the CEFR B1 and B1+, the MODLEB report states, ñit is not possible to 

establish whether the correspondence is to B1.1 (lower) or B1.2 (higher)ò (MODLEB, 2005, 

p. 3). Therefore, for the purposes of this study, it has been linked to a non-specific B1 level. 

Thus far, evidence has been provided showing that the STANAG Level 2 has been 

consistently linked to the CEFR B1 as well as to the Cambridge PET and IELTS level 4. 

Barron and Tannenbaum (2010) of the Educational Testing Service (ETS) which develops 

and administers the TOEIC ®, conducted another significant report linking the STANAG 

levels to that exam. The extensive research conducted for this report provides a table of ñcut 
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scores,ò or minimum scores, on each of the four sections of the TOEIC ® and links them to 

the four macro skills of the STANAG 6001 levels. Table 8 shows that the STANAG Level 2 

is most closely equivalent to a scaled 400 score on listening, a scaled 350 on reading, and a 

scaled 190 on speaking. Buck (2001) makes an important connection between the CEFR 

level and the TOEIC ® recognizing that ñalthough the test covers a wider ability range, the 

target group is probably best described as lower intermediate level, or more precisely the 

Council of Europe Common European Framework Level B1ò (2001, p. 210). 

In accordance with the Marshall Centerôs pre-requisite for attendance and enrollment 

in the ñTactical Communications English,ò which is a 2-2-2 SLP for Listening, Speaking and 

Reading, it can be concluded that the framework equivalent is a CEFR B1 while the 

examination equivalent on the Cambridge ESOL is the PET and the IELTS is a score of 4. 

Table 8 provides a cumulative comparison, based on available studies and mapping, that links 

the STANAG 2-2-2 levels to the CEFR framework as well as the Cambridge ESOL, the 

IELTS, and the TOEIC ® exams. For the purposes of this study, the STANAG 6001 2-2-2 

level shall be compared in accordance with Table 8 allowing comparisons to be made 

between the levels and exams, specifically with respect to the instruments used for 

homogeneity testing of the groups. 

 

 

Macro Skill  Frameworks Exams 

 STANAG 6001 CEFR Cambridge 

ESOL 

IELTS  TOEIC 

® 

Listening 2 B1 PET 4 400 

Speaking 2 B1 PET 4 190 

Reading 2 B1 PET 4 350 

 

Table 8. Cumulative Comparison of STANAG 6001 Levels with Frameworks and Exams. 
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E.  Design and Experimental Manipulation 

As was mentioned in Chapter 1, knowledge claims were considered and subsequently 

defined for the purposes of this study as postpositivist. Next, these knowledge claims led to 

the application of the quantitative research approach, and an experimental research design 

was chosen. Robson sums up the experimental research strategy as follows: 

¶ The assignment of participants to different conditions; 

¶ Manipulation of one or more variables (called óindependent variablesô, IVs) by the 

experimenter; 

¶ The measurement of the effects of this manipulation on one or more other variables 

(called ódependent variablesô, DVs); and 

¶ The control of all other variables. (Robson, 2002, p. 94). 

However, simply choosing an experimental design is not sufficient and must be 

further specified. As Creswell points out, ñthe types available in experiments are pre-

experimental designs, true experiments, quasi-experiments, and single-subject experimentsò 

(Creswell, 2003, p. 167). Based on the research purpose and questions, an ñóanalytical-

nomologicalô paradigm [é] in which the data are collected through an experiment and yields 

quantitative data which are subjected to statistical analysisò (Nunan, 1992, p. 4), also known 

as a true experiment, will be used to test the proposed hypotheses. Some research 

experiments in language learning have historically utilized a simple, one-group study. 

However, in terms of study reliability and validity, these single-treatment and single-

observation studies, while they do provide anecdotal information, are not generally accepted 

in todayôs research community. Because conducting experiments in the natural environment 

has its own unique difficult ies, it is now more common to use a simple, two-group 

experiment. However, because this study is real world research, Robson (2002) points out 
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that ñthe main hurdle in carrying out true experiments outside the laboratory is in achieving 

the principle of random allocation, and once this is achieved, there may be merit to 

considering a somewhat more complex designò (2002, p. 104). As was detailed in the 

previous section related to the participants and sampling, although the sampling was 

convenience-based, due to the online nature of the study, there were no pre-determined class 

organizations, time related issues, such as class meeting times, or physical considerations, 

such as classroom space, thus random allocation was possible and achieved. 

This study utilizes a two-group simple design: the pre-test post-test randomized 

controlled trial. Participants were randomly allocated to either the experimental or the control 

group based on matched pairs (which will be further discussed in the Experimental 

Procedures section) from the blocking factor - the TOEIC ® Sample Test. There is one 

experimental group, which has been given the experimental treatment, as well as one control 

group, which did not receive the experimental treatment, but rather a parallel activity similar 

to the independent variable. After being randomly allocated to their groups, both were given 

pre and post treatment assessments for comparison. Figure 5 illustrates the design, whereas R 

represents random assignment, O represents a measurement, such as a pre or a post treatment 

assessment, and X represents a treatment or experimental variable. In this case, participants 

have been randomly assigned to each group following the first measurement, the TOEIC ®. 

All participants were given the same pre and the same post assessments. The Experimental 

Group (EG) was exposed to the experimental variable, X1, while the Control Group (CG) was 

not exposed to any experimental variable during the experiment, but rather conducted 

equivalent parallel activities utilizing the same audiovisual materials as the EG. 
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Figure 5: Experimental Design 

 

F.  Experimental Procedures 

This experiment was designed specifically to be carried out online utilizing an online 

learning management system called Canvas. Canvas is a dynamic product made by 

Instructure, designed to revolutionize online learning by providing a modern interface and 

easy-to-use tools to enhance the online learning experience for both instructor and learner. 

Canvas is an open-source, dynamic product that allows for seamless integration with other 

online environments, including Google products, and social media, and is commonly used for 

MOOCs (massive open online courses). The idea for carrying out this experiment comes 

from the recommendation proposed by Talaván Zanón (2013): 

Gracias a las redes avanzadas de educación virtual, los alumnos podrían 

trabajar en línea con actividades individuales que les guiaran a través de los 

visionados, la posterior subtitulación del clip correspondiente y las 

correspondientes actividades de post-visionado. Existen muchas herramientas 

y plataformas informáticas que se pueden utilizar para este tipo de tareas en 

los campus virtuales de los centros de enseñanza a distancia que, además, 

pueden ayudar a los alumnos a desarrollar destrezas de aprendizaje 

autónomo dentro de un proceso rico y complejo en el que se cuente con el 

apoyo de un tutor (virtual) que pueda resolver posibles problemas y 

proporcionar la correspondiente retroalimentación con respecto al ritmo de 

Experimental Group OP ----- R ----- O1 ----- X1 ----- O2 

Control Group  OP ----- R ----- O1 --------------- O2 
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progreso y nivel de aprovechamiento de la actividad, sobre todo en las tareas 

que no puedan contar con respuesta automatica (Talaván Zanón, 2013, p. 

387). 

 Thus, in order to begin the experiment, after providing their personal email address, 

participants were invited to join the online learning management platform, Canvas, at 

https://canvas.instructure.com/login/canvas in order to create usernames and passwords for 

the system. The email invitation was generated from the participant roster that was input by 

the researcher, thus linking the invitation automatically to the course in which they were to 

enroll. To demonstrate the learning management systemôs ease of use, a screenshot of the 

email invitation for account creation and course enrollment can be seen in Figure 6. 

 

 

Figure 6: Canvas Account Creation Page 

 

https://canvas.instructure.com/login/canvas
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Next, each participant was then automatically enrolled in the TOEIC ® listening pre-

assessment course and then they were subsequently directed to complete the TOEIC ® 

Sample Test. This observation instrument is further described in detail in the instruments 

section, while the main page of the listening comprehension pre-test is provided in Figure 7. 

 

 

Figure 7: TOEIC ® Landing Page in Canvas 

 

 

Participants were blocked utilizing the scores from the TOEIC ® listening 

comprehension test and were subsequently assigned to the two groups. Robson (2002) notes 

that ñto do any form of true experimental design you need to be able to carry out random 

assignment to the different treatmentsò (2002, p. 106). In order to conduct this random 

assignment to the control and experimental groups, participants were assigned a random, 

internal identification number based on their Canvas account, and this number was known 

only to the researcher. Then, in what is referred to as a ómatched pairs designô, which 
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involves ñestablishing pairs of participants with similar scores on a variable known to be 

related to the dependent variable (DV) [with] random allocation of members of pairs to 

different experimental groups or to an experimental and control groupò (Robson, 2002, p. 

105), participants were divided into matched pairs. Using a matched design is advised in this 

case, as the ómatching variableô itself (the TOEIC ® Sample Test) ñcorrelates highly with the 

dependent variableò (2002, p. 107) and the process of obtaining the scores for the matching 

variable ñare unlikely to influence the treatment effectsò (Robson, 2002, p. 107). That is, not 

only does the TOEIC ® score correlate directly with the dependent variable under study in 

this research project, but it was also very easy to utilize the online learning management 

system to administer the TOEIC ® Sample Test, with prior approval from the Educational 

Testing Service. The authorization letter and license are available in the appendices. 

Therefore, scores from the TOEIC ® were put into order from highest score to lowest score, 

and the corresponding internal identification number of the participant was noted. From this 

rank-ordered list of scores, 23 pairs were created ï the first and second formed a pair, the 

third and fourth formed a pair, and so on until 23 pairs were formed from the research study 

participants. From each of the pairs, one identification number was randomly assigned to the 

control group, and the other was assigned to the experimental group. This process ensures 

internal validity of the experimental and control groups in order to have two groups that are 

as similar as possible, in this case, against an independent variable of general English 

language skills as demonstrated on the TOEIC ®. The assignment of the participants to the 

groups and the blocking on pre-test TOEIC ® scores is detailed in Figure 8. 
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Figure 8: Blocking on the TOEIC ® to form matched pairs 

 

Next, participants were divided into two different sections corresponding to their 

group of assignment utilizing the online course management software. This allowed for 

participants to be grouped into sections from the previous random allocation in either the 

Experimental or Control Group without their knowledge. The online course then proceeded 
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depending on the corresponding section to the group of assignment and modules became 

available for the participants to begin their work. Modules 1 and 5 were same for all 

participants. Module 1 consisted of the administration of the first pre-treatment assessment, a 

NATO-released video from the gun camera from the 82
nd

 Combat Aviation Brigade attack 

helicopters and the accompanying radio traffic between the pilots and their dispatch base. 

This assessment is further described in detail in the instruments section. All groups were then 

provided with an online course, which consisted of 3 additional modules each, wherein the 

subtitling treatment was applied to the Experimental Group and a parallel activity was 

applied to the Control Group. The modules were asynchronous based on constructivism as 

described in online learning theory, and self-paced. Participants were given a window of 6 

weeks to complete the modules, from 1 October 2015 to 15 November 2015. Upon 

completion of the modules, the military radio listening comprehension post treatment 

assessment was administered as Module 5. This post-test provided the data used to analyze 

the subtitling task intervention proposed in Hypothesis 1 and Hypothesis 2. Upon completion 

of the entirety of the course content, all participants were given the end-of-course survey, 

which provided an opportunity for participants to express their feelings regarding the use of 

the online learning management system. Depending upon their group of assignment, 

participants were also asked questions regarding the use of audiovisual material and 

subtitling as a task. The information obtained from this survey provided the data to be used in 

evaluating Hypothesis 3. 

G.  Instrumentation 

1.  The Dependent Variable 

As discussed at length in Chapter 2, the dependent variable under study in this case is 

listening comprehension within the context of listening via military radio. The dependent 

variable is inseparably linked to the Research Questions and the corresponding Hypotheses 1 
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and 2, given that the principal skill under study is listening comprehension. Thus, in order to 

evaluate said skill, multiple instruments were employed. First, in accordance with the 

research design, the TOEIC ® Sample Test was used as the variable for blocking factor based 

on the dependent variable. Second, existing radio-based listening comprehension assessments 

were utilized for measuring the dependent variable both prior to and after both the 

experimental treatment was administered and the parallel activity carried out with the 

Experimental and Control Groups, respectively. 

a.  TOEIC ®  

Various instruments were utilized to carry out the study, linked to research purpose 

and research questions. According to the Marshall Centerôs Tactical Communications English 

workshop, participants must meet the following pre-requisite: 

A minimum of an intermediate level of English language proficiency 

(approximately equivalent to: NATO STANAG 6001 SLP Level 2 in 

listening, speaking, and reading; or an American Language Course Placement 

Test (ALCPT) / English Comprehension Level (ECL) test score of 70) 

(Embree, 2012, p. 1). 

The ideal instrument for homogenizing the groups and conducting the assignment to the 

treatment groups is either the American Language Course Placement Test (ALCPT) or the 

Defense Language Instituteôs English Comprehension Level (DLIECL) test, both of which 

belong to the Defense Language Institute English Language Center (DLIELC) located at 

Lackland Air Force Base in San Antonio, Texas, USA. The ALCPT ñassesses English 

proficiency through items that evaluate comprehension of grammar and vocabulary through 

the modes of listening, and readingò (Defense Language Institute English Language Center, 

2015, p. 1) while the ECL test is a ñis the primary instrument used for measuring the English 
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language reading and listening proficiency of IMSs [(international military students)] 

scheduled to attend IMET [(International Military Education and Training)] or FMS [(foreign 

military sales)] funded training and of international participants in certain U.S.-sponsored 

exercisesò (ñDLIELC.edu -ECL Testing,ò n.d.). However, according to personal e-mail 

communication with the DLIELC requesting permission to use the ALCPT for research 

purposes, the Language Testing Specialist and Test Monitor, Dr. Edelmira Nickels, replied, 

ñ[p]er Joint Base San Antonio, Lackland's JAG, the ALCPT is DLIELC's property, and 

DLIELC approves the use and sale of the testò é [s]ince the ALCPT is a controlled test, it 

cannot be used for practice or research purposes. Unfortunately, there is no military test 

available through DLIELC that would serve your purposesò (Nickels, 2013). The ALCPT 

handbook further goes on to specify the approved uses of the test as follows: 

ñALCPTs are intended to be used for the following purposes only: to place 

students in an American Language Course (ALC) program; to evaluate student 

progress at the end of an ALC levelto screen candidates for readiness to take 

the English Comprehension Level (ECL) test
[é]

 to evaluate the English 

language abilities of local personnel working for, or being considered for 

positions on overseas U.S. military installations as required by U.S. military 

service regulations. ALCPTs are not used for ECL practice, promotion or 

bonus systems, etc. ALCPTs should never be placed in databases, on the 

internet or otherwise be made available for students to study. Because the 

ALCPT is a U. S. government language test created for authorized purposes 

only, its sale must be approved by the DLIELC English Evaluation Flight 

(Testing)ò (Defense Language Institute English Language Center, 2015, p. 1). 
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Therefore, because neither the ALCPT nor the ELC test was an available option, in order to 

homogenize the groups and assign the participants to the groups, the practice test from the 

TOEIC ® Official Test-Preparation Guide (2000) was utilized. Deficiencies in the TOEIC ® 

as a test of the listening construct were discussed previously, however, where the TOEIC ® is 

more a ñtest of general grammatical competence through the oral modeò it remains ñcheap 

and reliable, and measures this narrow construct efficiently and wellò (Buck, 2001, p. 216). 

Thus, a sample of the TOEIC ® Listening and Reading test, generally a 2-hour multiple-

choice test consisting of 200 questions, was utilized as the test for homogenization and group 

assignment. The license provided by ETS for use of the TOEIC ® is of particular importance, 

increasing the overall validity and reliability of the entire experiment. The official sample test 

consists of a 44 item listening and reading test that was administered through the online 

course management system, Canvas. 

b.  Radio Listening Comprehension Instrument 

While the TOEIC ®, an existing instrument with both existing reliability and validity 

(Educational Testing Service, 2012) was used to block and assign participants to the 

respective experimental groups, in order to complete the experimental procedure, pre-

treatment and post-treatment observation instruments were utilized. Given the research 

purpose and research questions, existing military radio-based listening comprehension 

assessments were the ideal choice for use in the experiment, as they, like the TOEIC ®, were 

already validated and their reliability had already been established. Noting the specific nature 

of such an assessment, existing instruments from the Marshall Center ñTactical 

Communications Englishò course, designed to measure listening comprehension via military 

radio, were used for this purpose. In keeping with the communicative testing concept that 

ñlanguage use takes place in a context, and for a communicative purpose, and tests need to 
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take account of thatò (Buck, 2001, p. 83), these instruments are made up of authentic texts, 

taken from official ISAF-released video and audio footage (Buck, 2001, p. 83). 

The gap-filling tests employed for measuring the dependent variable are a type of 

integrative test based on the cloze reading test in which words are removed from a selected 

text and test takers are asked to fill in the gaps with a word that they believe is the best fit. 

These reading tests are used for both comprehension and to determine a textôs readability. 

While the instruments for this study were those pre-existing assessments already in use at the 

Tactical Communications English Workshop, an evaluation thereof for the purposes of the 

study and within the contexts of the conceptual framework is due. According to Buck (2001), 

ñthere is considerable evidence that the standard reading-cloze procedure can be used to 

make good [listening] tests, and there is every reason to think that the listening cloze would 

work well. Test-takers would clearly have to understand a short piece of spoken language 

[é]ò (2001, p. 69). While this evaluation is a positive one, it is important to remember that in 

a pure listening cloze, the entire assessment would be carried out utilizing the listening 

domain. That means that the blanks in the text would be represented as either beeps or 

silences in the audio text, and the test taker would simply write down their response to each 

blank, perhaps in corresponding numbered blanks on a response sheet. This test technique 

usually requires a pause or a small window of time after the beep or silence for test takers to 

respond. Previously, as noted by Buck (2001), one of the main difficulties in this type of test 

would be the technological requirements for creating the text. However, with advances in 

technology, digital audio software has made this a non-issue, and creating this type of text is 

a simple task, even for the most basic user. 

In contrast with a traditional cloze listening test, this study utilizes a gap-filling test, 

in large part due to the fact that while an audio text is provided to the test taker, they are also 

given a transcript of the text with the appropriate blanks to fill in as the text is delivered. In 
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this case, there are no special pauses after the blanks, and the text is delivered in real time, in 

keeping with the previously defined listening comprehension construct. While this method 

may result in a watering down of the test back to a reading cloze exercise, Henning et al. 

(1983) support the removing of certain words in order to account for this potential drawback: 

ñcontent words purposely deleted in such a way that it would be highly unlikely that the 

students could supply the missing words from context alone without attending to the aural 

stimulusò (1983, p. 289). This is referred to as a listening recall test, and the authors purport 

that in their study, these types of tests showed higher ñreliability, validity, discriminability, 

and test widthò (1983, p. 292) when compared to a traditional listening comprehension test 

(Henning et al., 1983). 

This information positively reinforces the use of this gap-filling test with respect to 

the aforementioned details on construct and the results of the study mentioned. Furthermore, 

the removal of content words, those words with a ñhigh information loadò (Buck, 2001, p. 

70), provide an additional opportunity for vocabulary acquisition. While not a specific 

domain under investigation in this research, this reinforces the specific need of members of 

SFATs to be able to utilize technical, mission-related vocabulary and radio procedures within 

the context of the advising mission in Afghanistan. This is perhaps one of the reasons the 

Tactical Communications English Workshop has utilized this specific type of test, because in 

addition to improved radio communications in English, one of the other goals of said 

workshop is to increase acquisition of specific vocabulary. 

While this type of test clearly falls within the category of integrative testing, based on 

the theory of redundancy and expectancy grammar, these instruments actually incorporate 

characteristics specific to communicative tests as well. As was mentioned in Chapter 2, 

communicative tests usually include authentic text, a communicative purpose, and authentic 

tasks. In the case of these gap-filling tests, the text is taken from videos released into the 
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public domain by both ISAF and U.S. military public affairs offices. These releases took 

place via the U.S. Department of Defenseôs television broadcasting service, known as the 

Armed Forces Network, or AFN, as well as via the Departmentôs online Defense Video and 

Imagery Distribution System (DVIDS). DVIDS is ña state-of-the-art, 24/7 operation that 

provides a timely, accurate and reliable connection between the media around the world and 

the military serving worldwideò (ñDVIDS - About DVIDS,ò n.d.). 

More specifically, the text utilized for the radio listening comprehension gap-filling 

pre-test was the audio extracted from ISAF-released helicopter gun-camera footage obtained 

5 August 2009 in Zabul province located in southern Afghanistan. The footage was taken 

from an Attack Weapons Team of helicopters belonging to the United States Armyôs 82
nd

 

Combat Aviation Brigade from Fort Bragg, North Carolina as part of Task Force Pegasus. 

The original B-roll consists of 5 minutes and fifty-three seconds of audio, which was used to 

create a 30-item listening assessment lasting 5 minutes and twenty-nine seconds. In this case, 

the B-roll is to be understood as video taken without audio, whereas the final audiovisual 

product is a result of video and audio taken from two different, independent systems with 

audio overlaid onto the video resulting in the final product. Given this unique combat 

context, the video and audio recording systems are not integrated. The videos used for this 

study were all taken from the Lockheed Martin Target Acquisition and Designation Sights 

(TADS) system, by either the thermographic camera or monochrome daylight television 

camera on the Boeing AH-64D (AH meaning attack helicopter) Apache Longbow helicopter. 

While there is no way to be certain which system was used due to high-level security 

classification, the audio was most likely recorded from secure voice transmissions over either 

the Single Channel Ground-Air Radio System (SINCGARS), the Ultra High Frequency 

(UHF) Have Quick II radio system, or the Very High Frequency Amplitude Modulating 

Frequency Modulating (VHF AM-FM) radio system. The audio includes radio 
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communication between two pilots regarding the identification, observation, and elimination 

of 2 insurgents implanting an IED along a route used by the ISAF coalition. The complete 

transcription of the audio along with the pre-test format is included as Appendix A and 

Appendix B for reference. After the experimental treatment and parallel activity were carried 

out, whose details will be provided in the following section on the independent variable, a 

post-test was given to the participants. The text utilized for the radio listening comprehension 

post-test consisted of audio taken from similar ISAF-released helicopter gun-camera audio 

and video footage taken on 5 January 2007 near Tikrit, Iraq. The audio was utilized to create 

a 19-item assessment lasting 2 minutes and forty-three seconds. The original B-roll consists 

of Apache helicopter pilots assigned to the United States Armyôs 3
rd

 Infantry Divisionôs Task 

Force Marne from Fort Stewart, Georgia who are providing close air support to friendly 

personnel on the ground near a building, which enemy forces are utilizing for cover and 

concealment while they engage the Apaches. The footage includes incoming small arms and 

rocket-propelled grenade fire as well as the Apacheôs deployment of Hellfire missiles, 

rockets, and 30-millimeter chain-gun fire. The complete transcription of the audio along with 

the post-test format is included as Appendix C and Appendix D for reference. The high 

information load words that have been removed for the cloze test for the pre-treatment test 

can be seen in Table 9 and for the post-treatment test in Table 10. 

 

High Information Load Words - Pre-Test 

road helicopters send see 

three hit twenty vehicles 

individuals placing aircraft station 

midnight wire eyes sneaking 

individuals shoot checkpoint case 

hole place open gun 

 

Table 9: High Information Load Words - Pre-Test 

 



Subtitling for Mission Accomplishment: An Experimental Study of the Effect of Subtitling as a Task on 

Listening Comprehension for Learners of Military English for Specific Purpose 

109 

 
 

High Information Load Words - Post-Test 

careful engaged hit 

fire missile destroyed 

missiles tracking house 

left inbound green 

ahead firing guns 

calling back away 

 

Table 10: High Information Load Words - Post-Test 

 

 

 

2.  The Independent Variable 

The independent variable in this study is the use of the professional task of creating 

subtitles by non-translators for language learning purposes. Because of the online nature of 

this experiment, this section will detail the entirety of the procedures and content used for the 

experimental treatment applied to the Experimental Group as well as the non-experimental 

treatment applied to the Control Group. This section will include a detailed account of the 

contents and progression of the online courses that were designed and applied to each Group. 

a.  Experimental Group 

This subsection will detail the specific instruments that were used and the procedures 

that were followed in the case of the Experimental Group and the way that the experimental 

treatment, that is the independent variable, was applied. As specified previously in this 

chapter, the members of the Experimental Group were randomly assigned to the group based 

on a matched pair design after taking the TOEIC ®. Once again it is important to note that 

the participants were not aware of whether or not they were in the experimental or the control 

group, given the online course management systemôs feature utilized to designate sections of 

courses and assigning different tasks to each section. Both groupsô online course consisted of 

5 Modules, where Modules 1 and 5 were the same for each group. 
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According to Ally (2002) and Hoffman and Ritchie (1997), ñonline instruction occurs 

when learners use the Web to go through the sequence of instruction, to complete the 

learning activities, and to achieve learning outcomes and objectivesò (Ally, 2004, p. 22). The 

online course that was designed for the Experimental Group in this study takes into 

consideration this philosophy and, in keeping with the online learning theory that was 

discussed in Chapter 2, was designed following the model proposed by Ally (2004). Modules 

2, 3, and 4 follow the premise that ñbehavioristsô strategies can be used to teach the ñwhatò 

(facts), cognitive strategies can be used to teach the ñhowò (processes and principles), and 

constructivist strategies can be used to teach the ñwhyò (higher level thinking that pro-motes 

personal meaning and situated and contextual learning)ò (Ally, 2004, p. 7) respectively. 

The EG Modules are based on Talaván Zanónôs (2009) proposed model of a subtitling 

activity for improving listening comprehension consisting of pre-viewing, central task, and 

post viewing activities. Table 11 provides the details of the proposed subtitling activity plan. 

Given the difference in this studyôs design regarding the measurement of the dependent 

variable, the viewing portions of the proposed model were replaced by Modules 1 and 5, the 

listening comprehension pre and posttest observations.  
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Table 11: Example Subtitling Activity Plan 

(Talaván Zanón, 2009, p. 220) 

 
 

The EG Module 2 consisted of an introduction to the Module and provided 

participants with a basic introductory mini-course on subtitling, aimed at individuals with 

little to no extensive knowledge of translation and, more specifically, with no experience in 

audiovisual translation. The mini-course featured introductory lessons on the Amara 

subtitling platform, in the form of short videos and the Amara user guide. A detailed analysis 

of the Amara user interface was also provided, complete with a description of parts. Module 

2 was broken down into various sub-tasks that were designed for learners to move through 

sequentially to understand the process of subtitling. This process was tailored specifically for 

the purposes of subtitling as a learner task, and purposefully did not include the same level of 

detail that a university audiovisual translation course would. The final activity of Module 2 




















































































































































































































































