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Foreword

This issue again illustrates the eclecticism that is inherent in the Asian EFL Journal system. We
purpose an interesting and varied array of papers from a wide variety of settings and cultures. |
hope you will learn as much as we have when reading them.

In this summary of a recent keynote in Malay$désciplines of English and disciplining by
English Robert Phillipson emphasizéide importance of seeing English in context, warning
againsthinking that a language of global importance te@nideologicly neutral. Phillipson
recommendsa multidisciplinary approach to studies itay | o b a | Englishd and ul
to consider the marginalization of othikanguages. He points out thatifgual education is
recommended by UNESCO aigdncreasingly institutionalised in many parts of the world.

In The Applicability of Principles for InstructedSecondLanguagelLearning: A South Korean
Perspectivelocelyn Howard and Susan Millarx a mi ne Sout h Korean teache
applicahlity to their contexts of the general principles for effective instructed second language
learning proposed by Ellis (2005)hey suggest that the principles provide a common point of
international reference in spite of the fact that sainthem would besubject to sockaultural
constraints. Thewrguethatthey help to giveEFL teachers a sense of agemhgyhelping them
engage in selfeflection and providecommon points of reference for language teachers and
researchers in the international community.

Yuri Kim and Eleni Petrakit u d e n Tesabc hadsedsf @ndAttitudes to L1 in the EFL
Classroom examine the attitudes of students and teadtatidudes to the use of L1 in EFL
classrooms in multilevel language classrooms. They conclude that L1 plays a supportive role in
the language classroom in certain types of activity, especially in the early stages of reading and
writing. As Kim and Petraksuggest, more research is clearly required investigate further under
what conditions L1 use is useful and successful.

In A Comparison of the Effects of Corrections on Definite/Indefinite Articles and
Regular/lrregular Past Tense Forms: A Caselrahian EFL LearnersAzizollah Dabaghi and
Mansoor Tavakol i investigate the effect of e

definite and indefinite articles as well as errors on regular and irregular past tense verb forms.



They find that the iggular past tense form is learnt before the regular past tense and the definite
article oO6thed is | earned before indefinite ar
While further research of a longitudinal nature would be needed to corfifése results, they

suggest that this initial study points to the importance of negotiation, saliency and individualized
attention in language learning.

Omid Tabatabaei and Parviz Birjandihe Impact of Gender on the Incidence and Quality of
Form-focusel Episodes in Taskased Conversational Feedback among EFL Leajners
investigate the role of gender in tasksed interactions and the incidence and quality of-form
focused episoded he results indicated thahe gender of both the learner and the interdor
may influence the incidence and quality of fefmcused episodes in taktlased interactions
among foreign language learners.

In Chinese Phonotactic Patterns and the Pronunciation DifficutifddandarinSpeaking EFL
Learnerddui-Ling Huang, & Jame Radaninvestigatedifficulties resuling from L1 phonotactic
constraints Using al45word reading passage with a total of 30 target south@s, findings
suggest that theuccessful pronunciation of individual sounasesinot automatically transfer to
successful pronunciation at word levéhey also confirm the commonly encountered situation
across borders in whickegmental problemare far more easily identified and remedied than
suprasegmental problems, such as syllable structures and prosody.

In a historical investigationl(mp act s o fSocidl Cantext amh@amers' Attitudes
Towards Foreign Languages and EnglishanguagelLearning: Implications forTeaching and
Learning Phan Thi Thanh Haji scusses t he ¢ han gattgudes towaxds et n an
foreign language learninghan findghat political, economic and soetultural changebave led
toachangeivi et namese | earnersdo attitudes from r e:
Nevertheless, she argues that only a minoaity fully aware ofthe importanceof English
competenceSheemphasizes importae of this awareness for policy makers agutlicatorsand
for the motivation of students.

In TheEffect of Assisted RR on Fluency and Comprehension in Chinese FL Clasdfiodiers
Chenexamineghe effectiveness of Assisted Repeated Readimgproving the reading fluency
and comprehension of Chinese College English studdetsompaes the Assisted RR treatment
alteredfor a Chinese College English classroamontextwith the extensive readingreatment

widely currently practiced and finds thathias significantly increasetthiel e ar ner sdé r eadi



and comprehension.

Sheu HsikChinh(EFL Chi |l drends Vi ews o0 n) inizestigdtes théh P i
views d a group of primary school students in Taiwan on reading English picture story books.
The findings indicate that the majority of the students considered them helpful in enhancing their
language learning, motivating their reading and stimulating theirimatign. Vocabulary was
perceived to be the main challenge encountered. Sheu identifess edcational valueghat
emerged from the data: (1) the linguistic value, (2) the value of the story, and (3) the value of the
pictures.

In Interaction BetweenProcessing andviaintenancein Online L2 SentenceComprehension:
Implication for Linguistic ThresholdHypothesis Shigeo Katoexaminesthe L2 reading threshold
phenomenonKato focuseson the relationship betwegmocessing and maintenanetficiency in
self-paced reading performance. Tlsultsrevealeda tragtedecayp me c hbatrfartserbetter
performerst h er e w @radeofiblpassbilitpa When theimpactof the presence afrelevant
speechwas introduced usinghe same experiental paradigm improvement, rather than
deterioration, was evidenced, particuldslythe poor performerKato suggests that this provides
evidence ostrategyswitching from phonological to diregisual wordrecognition process.

KennethDavid Strang How Multicultural Learning ApproachimpactsGrade forlnternational
University Sudents in aBusinessCoursg uses a survey approach to investigdte ways in
which cultural background and learning approanhy influence grades. Using multicultural
learningmodel,f our of eight factors identified were
studyproposes an originahterdisciplinarymodel of culture and learning and employs rigorous
multiple research methods to meastine impact of his multicultural learning approach on
academic gradeNonetheless he underlines thdficulty of his undertaking with the modest
claim that his study OOmerely scratches the

theories to measure academic perfarncae 6 .
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Disciplines of English and disciplining by English

Robert Phillipson

Professor Emeritus, Copenhagen Business School, Denmark

Bio Data:
Robert Phillipsons a Professor Emeritus at Copenhagen Business School. His books on language
learning, linguistic human rights, and language policy have been published in ten countries.
Published in 2009 arkinguistic imperialism continue@Routledge; and Orient Blacksw for
seven South Asian countries), an anthology of recent articles and rewiesvSocial justice
through multilingual educatigran anthology edited with Tov&kutnabbKangas, AjitMohanty,
and MinatiPanda (Multilingual Matters, and also, in a sligtdifferent form, Orient Blackswan).
For details of CV and publications, some for downloading, see:
http://www.cbs.dk/staff/phillipson

Abstract

The article stresses the importance of seeing English in context, both in terms of its global
i mportance and how we refer to it: | abel s suc¢
there is a standard form of written English of global relevanoaildhnot beguile one into
thinking that the language is ideologically neutral. Academic freedom in universities is
constrained in various ways, language policy being of central importance. Efforts in the Nordic
countries to simultaneously strengthen natldanguages and English are reported on. English
Studies should ideally serve the entire society, and contribyteotnoing multilingualism but
academic specialisation is suspéfcit lacks a holistic perspective and political awarend@sse

study ofthe international role of English needs to engage with US history, the consolidation of
the language nationally, and with its promotion worldwide as a constituent of American empire.
This necessitates a multidisciplinary approach. It is helpful to seenadgntegration, European

or Asi an, and 6gl obal Englishd as projects,
monolingual UkUS approach to English learning, of major importance for the British economy,

is increasingly under attack. The export bass of campuses in Malaysia and China needs
careful scrutiny. Bilingual education, as recommended by UNESCO, is becoming more
institutionalised in many parts of the world. Developments in the way the use of English is
increasing in different parts of theowd are of universal language policy relevance. The
complexity of English as medium of instruction and a societal language in Malaysia has been
insightfully analysed. The integration of higher education and research across Europe structurally
favours Engkh. In any given context, it is important to assess how far other languages are being
disciplined and marginalised by English or not.


http://www.cbs.dk/staff/phillipson

Keywords: English Studies, university language policy, lingua franca, academic freedom,
American empire, imperial Enghslinguistic diversity

This article began life as a keynote lecture at the conferBHGOLLAC 2009: Languages,
Literatures, and Cultures. Universals, Distinctions and Cibgiplinary Perspectivesheld at

the Universiti Putra Malaysia Serdaniylalaysa, in April 2009, where | assumed that | share
much in commorwith participants| lead amultilingual everyday lifén a multiethnic society. |

live in a country with a strong national language my case Danish; as an immigrant, | have
needed to devep fluency in the language. Denmark is a country in which thereasens real

or manufacturedpetween Christianity, Islaymand consumerist secularisrh have a primary
professional identification with English, but academic competensevieralotherlanguagesoo.

| am deeply involved in the ambiguities &nglish as arexpandinglanguage, and what the
implications of this are fothe rights ofspeakers obther languagesand for noranglophone
cultures My professional life started with training b@ an English teacher in what | consider was

a form of linguistic imperialism (Phillipson, 1992) with little awareness of the wider ecology of
languages, even if | had learned several. In my research, | consider that the learning or teaching
of English neds to be linked to a commitment to linguistic diversity and linguistic human rights.

In my view, the English teaching profession needs to be seen in the light of an understanding of
linguistic neoimperialkm, its global and localimpact, and how a more judalance between

languages can be promoted

Functions and myths of English

It is therefore salutary to consider whethee tole and disciplines of English Studaas merely

servicing globalempire as servants of what towa Bhi(bhgéaaot
Wizard of the crow2009 wittily refers to as orporonialism t he cor porate worl
colonialism. @ alternatively, do we live up to the classic ideals of the university, committed to an
unflinching principle of intellectual hesty and a profound search fanth? To ciwae Ngl g
Thi omagpid ¢998,p. 13): 6pavi ng the ways of seeing and
freedom, equality, and social justice within and among the nations of the earth is surely the
special missiom f art. Art is dr eanm$glogfo fwoerekdso no fa néda rct
concerned as much with ndiction scholarship (for instance his clas§lecolonising the mind

1981 and teaching as with creative writing. One of the joys of the extense®fuEnglish in



many cultures worldwide is that those proficient in the written language have access to creative
writing and to high quality scholarship and journalism that may be produced in a plethora of
Asian or African or other contexts. This makemdumbent on practitioners of English Studies to
be alert to local and global linguistic ecologies, to the causes of some languages being privileged,
and to what the implications are for linguistic diversity and equality.
The context where | work is ntinental Europe, wheréé use of English is increasirgnglish
is nowthe corporate language of maaf/the largercontinental European companigmrtially
replacing German, Swedish, and other languayesith is consumerist, Coaalonised,and
more familiar with US products and norms th#rse ofother European countrie0-80% of
films on TV and in cinemas i&urope are Hollywood productswhereas in the USA, foreign
films represent onl\L% of the market, which is indicative of the asymmetricalraof cultural
relations worldwideEnglish is the most widely learneddf o r e i g nid contieenta) Huaogee
andother foreign language$ike French, German and Russiane mostly in retreaResearch is
increasingly published in Englistather tha national and international scholarly languages
which affects career prospects for the individual and the role of the national language
Is Englishthen merelya dingua franca@ a neutral instrument, forintdri ngualnat déiomtaé 6

communicatiore or should it rather be seen as

1 alingua economicathe language aforporate neoliberalism amnericanisation

1 alingua emotia: the language dflollywood mythhmaking, of youth culture and

pop music

1 alingua culturg when English is taught asabject in general education , linked

to the study of national cultures and literatures

1 alingua bellicain wars of aggression iAfghanistan and Irag, and in the arms

trade that the permanent members of the UN Security Council profit from

1 alingua acadenica when it serves as the dominant languageublications,

international conferences, and increasingly as a medium for content learning in

secondary and higher educatfon
The |l anguage i s seen by Inguadivinaly otliers,dh@ sictigsi f t  t

of genocide (Churchill, 1997) and linguicide, d#gua diabolica This is captured brilliantly by

an Indian who was at the receiving end of injustice at the hands of elites who privilege proficient

1C



users of English and stigmatittese less proficient:

It wasnot unt i | he was 18 that Kanchedi a
understood English and nothing else. Because unfamiliarity withndnea divinawas

a matter of intense shame at Delhi School of Economics in the 1970s, he started

learning English on the sly, and continues to be consumed by the process to this day.

Over a period of three years after his mast
eight Indian firms found him unfit for gainful employment. While doing his PhD in the

1980s, he found that at Universities in the US, even those not fluent in English were

treated as human beings, a dignity that not everybody seemed willing to accard him

Delhi. He has been hiding in the US ever since. (Char@ar)

English as a diabolical languagelirsgua frankensteiniajs captured by such terms bBsuis-
JeanCalveb gylottophagié |, l i nguistic cannibalism (4974)
gobble up small ones; bjohn Swales (1996) seeing English aéngua tyrannosaurawhen
some languages of scholarshig on the way to extinction because of a shift into English; and by
Tove SkutnhabiiKangas(2000), who refers tdiller languagesand language murdebecause
extinguishing minority languages has often been state policy, with the agents behind such policies
identifiable. She also uses the telinguistic genociden the international law sense, in order to
determine when state policies Ifab respect linguistic human rights, and can be seen as
constituting crimes against humanity (Skutndddngas and Dunbar forthcoming). | have asked
t h e g ubnglighj accackod in the European higher education nest of langGagésgua
cucula(2006 when assessing whether university policy for more English entails the rejection of
other languages.

In my view (elaborated in Phillipson, 2009), the tdmgua francais apernicious, invidious
term if the language in question is a first language for some péeapléas beerthar primary
language of learningbut for others a foreign languagkhis is asymmetrical communication. It
is amisleadingterm if the language is supposed to be néaind disconnected from culture, such
as the Ospecial purposesd6 that Enfabetesmhforaer ves
language that is taught as a subject in general educatime then the language is learned in
symbiosis with famihrity with the cultures in question, English originating in England and then
its speakers moving elsewheteonically there is éhistorical continuityin that theterm lingua
franca was originally used by speakers of Arabic and Persian to refgrettenguage ofthe

Crusaderswhom they assumed were &tanks whose task was to Hmpose Christianity in
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Pal estine and push out the infidel from the
English is seen as integral to tlveusade of globakorpordisation, which is marketed as
betokeningreedomanddemocracythe rhetoric that accompanied the unravelling of Communist
Europe and wars of aggression in Iraq.

The fact that English was not an unmixed blessing for colonised people was seen clearly by
MahatmaGandh: dro give millions a knowledge of English is to enslave us. The foundation that
Macaulay laid of education has enslaved(®908) English has usurped the dearest place in our
hearts ad det hroned o u@92lmmth titedr in Naik, 2@D4 e.2%5. And
specifically in relation to universities, he noted that there were problems of quality both in what
was attempted and in what was ignored (1942, dite@andhj 2008,p. 463 :I andafraid our
universities are the blottirgheetf the West. We have borrowed the superficial features of the
Western universities, and flattered ourselves that we have founded living universities here. Do
they reflect or respond to the needs of the maéses?

We need therefore to be cautious andigeein our use of sociolinguistic concepts (liikgua
franca) and when assessing the issues of quality, appropriateness of content, and medium of
instruction in higher education. Such issues are relevant in relation to English both in countries
traditionally seen as multilingual (e.g. Malaysia) and in those with a strong monolingual tradition
(most European countries). The multiple purposes which English now serves both in the
postcolonial world and in contemporary Europe raise the question of whetHangfuage can be
seen as @stimperial (Fishman et al, 1996). Adsmah Haji Omarsees matters, when asked
whether English is a linguistically imperialist language in Malay$g06, p. 532) :English is
now looked at as an entity which can be separatad fEnglish culture. This is evident in the
urging Ato | earn Engl imsahingtAngteA meorti c aon JaApone It thuer e
level this is a factually correct statement. On the other hand, there are many challenges so far as
both the forms am functions of English are concernedh € relationship bet
Englishé and | ocal Eam ddthe sdtiecsitural éoend sind tuncponse k i n g
written and spokenthat characteriz&nglish as an Asian/Malaysian language English as a
European/Scandinavian languaged themy t hs and r eal i t.iTeedistaiéal 6 gl ob
roots of the norms of the language, its disciplining into standardized semantic, syntactic and
lexical conventions, cannot be totally ignored.

The PoliskAustralian linguist Anna Wierzbicka warns against an assumption that English can

12



be detached from its o r i Pgblicateohs onfiglobal &ngligld2 0 0 6 ,
Ai nternat i, iworla EngliSlda g1 i s han dandidE nEgnligilsihs hadss céa 0| i ng L
neglect the Anglo cultural heritage g étlhhe sem
the presentlay world it is Anglo English that remains the touchstone and guarantor béh=ng
based gl obal c o mmu n i 1098 pp.203n A1.56) mAkeaksianilar pDist:s gu pt a

English is not a space. It is a piece of real estate. Its oWwwensse biological identities

keep changing, as in the case of any real estatdprce normative spelling, punctuation,
grammar, and phonological atekical limits (within which accents and dictions may
vary) throughout the domains of English discourse. Indian use of English will forever
remain a tolerated, degenerate variant of the norm in the eyes of the owners. Hence the
striving by Indians to attainearnative command, to count as individuals who may be
co-opted into the metropolitan Herrenvollé ) The forces that keep this fact in place
have not been and are not being contested. You and | may coin a new expression for our
private games in the lgnage: but our coinage will not be part of the language unless the
Anglo-American mint canonizes our doings in standard reference works.

It is this variant of English that English learning in general education in Europe aims at, even if
receptive comgtence may be built up in relation to the diversity of ways in which English is used
worldwide: the weighting is more towards Quirkian standard English than Kachruvian liberation
linguistics (for analysis see the contributions to Sharifian, 2009). Imatienal communication
there are modifications in oworld Englishesd
patterns, and more major ones in pronunciation. There is substantial variation in the use of
English within and across countries, but esalcin writing, there is a standardispdbductthat
ensures intelligibility (Rajadurai, 2007). There are serious theoretical and empirical weaknesses
in the way oOoworl dé Englishes are classified :
standardsation is not faithful to the variety and complexity of sociolinguistic realities (Bruthiaux,
2003) . Anal yses of 6postcol onial d Englishes t
| anguages are experienced antderaonsvenenttercheisesdtb oni s
legitimise world Englishes without problematising its political, economic, educational and
ideol ogi cal significations [ é] wor | d Engl i sh
determinations of 1 028§uMW)l ityd (Ruanni Tupas,

Thiru Kandiahof Sri Lanka 2001) insightfully notes these complexities:

e the written English prose medium which, [
the global medium is hardly a neutral or innocent instrument. It defines a descours
whose conventions of grammar and use are heavily vested ideologically, affirming and

13



legitimising particular ways of seeing the world, particular forms of knowledge and
particular relations of power, all of which work decidedly against the best intefests
the disadvantaged countries.

T o contrie® | w o cldssgslangdaties and marginalised peoplesThis does not mean

that 1 am in any way arguing against using English. Whether English has functioned as an
imperialist language in any giveontext, in the colonial or postcolonial periods, and culyent

the neoliberal age of UBominated corporate empire, is an empirical question: what is at issue is
whether there is an inequitable structural and ideological favouring of one langnsttes case,
English- and the interests behind it, at the expense of (speakers of) other languages As | see it,
the challenge for the English teaching profession is to saikealance betweepromoting
maximal competence in Englishhile being deeply aware of the issues of dppropridgeness

and consequences its use in diverse cultural contexts and multilingual ecologies of the
purposes that English serves in any sociebty universities, this means addressing the question

of academic freedom, a fundamental principle

Academic freedom and university language policy

O0Fr eed un iThe detlseilandsaiedBelgium are so designated because the particular
institution is free of religious ties, affiliated neither with Ron@atholicism nor Protestantism,

unlike many universities. How freeésn 6 Ame r i c anrth® Arabnvoriddea sd Clyr i st i a
universityin Japan? How freedom is understood is flagged openly aM#rgaret Thatcher

Center For Freedopbased attheHert age Foundation in Washington
ensure that the US and UR cTaire ®&If Breitdisemsifit ¢ han g
Berlin means free of communism, so named because the university was established, with US
funding, inthe nonSoviet Union sector of Berlin Ironically theunfree university in communist

east Berlin, theHumboldt Universit{}, is named after the polymath scholar of the early 19

century whose higher education principles underpin the modern univedsiy: iuniversity

teaching should be delivered by active researchers; academic freedom and the search for
knowledge and truth should not be constrained by any orthodoxy. The search for truth is
encouraged i n t heChilaeotmdt gsiisseiRreptuibdmc a@f Sdunwr i
academics is that there is no taboo for research but there are regulations governing what can be

published and what cannot be publishedd (Zhou

14



semantic chameleon, adapting taage of historical and ideological constraints.

The magnificent chapels @ambridgec ol | ege s, |l i ke the names of
Trinity) signify the close bond between the Church of England and scholarship in earlier
centuries, others laud thet at e (Kingbs, Queensod) or ma mmo
occasionally science (DarwinLhristianity has beernntegral to the spread of Eufomerican
values and languages worldwjdend is at the heart of the Myth of America, the sense that the
USA seegtself as having a Christian Gagiven right to spread its values worldwide by military
and economic force, a warfare society, initially national, now global (Hixson 2@&)nomic
gospelsunderpin higher education activities in our more secular timegjng it unlikely that
universities are committed to the needs of the masses (Gandhi), or to cultural diversity or
mul tilingual i s mBnglisWMtedium ubiversiyi isdt purety htibtarién, a practical
necessity, a productive panacea (Hstbn, 2009, chapter 9)? Or is English so imbued with the
values and senses of an unjust world order that it needs to be controlled vigorously by well
qualified people like any other infectious disease or pand@mige the language policies of
universites disciplining English, or is academic freedom being disciplined by the way English is
used?

A number of European universities now have explicit language poli€hesUniversity of
Helsinki, Finlandfor instancestates that ittanguage Policypromulgatedn Finnish, Swedish,
and English14 March 2007)s based on key strategic precepts, in partidhilair

Languages are a resource within the academic commidntye Uni ver si t yés bi
and multilingual environment and internationalisatioa sources of enrichment for all

and are a necessity for the international comparability of its research performance.
Language skills are a means to understanding foreign cultures and for making Finnish

culture known to others. The university promotes taegliage proficiency of its

students and staff as well as supports their knowledge of different cultures. Multilingual

and multicultural communities promote creative thinking.

There arebilingual universities in Europen several countries, among thetaly and
Switzerland Helsinki University is explicitly bilingual in Finnish and Swedish because both
languages are official in Finland. Many other universities in the country, and in Scandinavia, have
become bilingual in recent yedrsvithout ever beinglesignated as bilingualin the sense that a
large number of course books are in English, with Danish, Norwegian or Swedish as the language
of instructior. In additiondnt er nat i onal i sati ond | dandafferado mor €

in English especially at MA level and in specific subjects, such as business stighese

15



universities have encouraged the use of many languages of scholarship. Thusnatersty of
Helsinki, doctoral thesehiave beerwritten in Finnish, Swedish, English, Germamd French
(Haarman and Holman, 2001)The current trend, especially in thatural sciencess for most

to bein English.But even if a European university offers a large number of MA courses and
degrees in English, the students on the courses willoprmantly be foreigners, whereas for
many Finnishpostgraduate studentsr Dutch postgraduates in The Netherlanids, medium of
instructionwill still be the local language

The very considerable expansion of the use of English in demographically small continental
European countries has led to concern about whether national languages are being marginalized
and might risk losing their status as the nationally unifying lagguahe governments of the
Nordic countries have commissioned study of the issue, as a result of whaxtiaaation on a
Nordic Language Policywas approved in2006 by the Nordic Council of Ministers and
promulgated inDanish, Faeroese, Greenlandic, kshin Icelandic, Norwegian, Saami, Swedish,
and English". The document specifies thanguage rightsf all residents in a Nordic country,
sets out gals for language policy, and specifieour issues to workwith: Language
comprehension and language Iskilthe parallel use of languages; multilingualism; the Nordic
countries as a linguistic pioneering region.

Choice of language in higher education and research is a central concern of the governments.
The Declaration declares as goalsdof h e puserofaEhdlish &nd the languages of the Nordic
countries,

thatit be possible to use both the languages of the Nordic countries essential to society and
English as languages of science,

that the presentation of scientific results in the languages of tihdidNcountries essential to
society be rewarded

that instruction in scientific technical language, especially in written form, be given in both
English and the languages of the Nordic countries essential to society

that universities, colleges, and otheiestific institutions can develop loAgnge strategies

for the choice of language, the parallel use of languages, language instruction, and
transl ation granét.s within their fields ¢&

In effect what the policy aims at is to ensure that the vitality atfional languages is

maintained, while education should aim at achieving equivalent proficiency in English. Quite
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how &6parall el competenced in the two | anguage
as implementation of the many recommendatibas yet to be undertaken. However, since this is

the first time that governmeigvel language policy in this area has been made explicit, it is
positive that language policy is not merely being left to market forces. The underlying thinking is
both/andrather than either/or: not a focus on a single medium of instruction (an Engdidiam

or local languagenedium school or university) but a combination. This is the way language
policy is understood by representatives of Copenhagen University, in chyemistthematics,

and life sciences, see Harder, 2009.

A contribution to arecentsurveyof the future of French worldwidby a Mexican scholar,
Rainer Enriqgue Hamef2008) makes relatedoints of general relevanc&Vhile pleading for
multilingual strategies in higher education, he stresses the importance of ensuring the priority of
the national language in tipeoductionof knowledge, whereas knowledge candizseminatedh
English and other languages. He alsesses the importance of ensuring that French remains
attractive as an international languaddis presupposes the use of the national language in

higher education in all key scholarly fields.

English Studies

Specifically so far a® En g | i s Hs c@demetl,i we se&d to consider what the implications

are of scholarly specialisation, thiact that snce the 1970s, English Studies has expanded in
countless directions. Syllabuses, publications, and conference papers reveal few efforts to
integrate the stlyof 6 L1 t e0adtowhi e€ed vy 6 .aAbsnceddf a holstic payspettive is
aggravated bycsh ol arl'y specialisation, t h emulligyind di vi s |
profusion of mutually incomprehensible and inwéydking academic disciplin@sto quote
Collinids study of i nt elubsperialisatdob(g.g. onthe Banguagea i n  (
side, between theoretical and applied linguistics, language pedagogy, sociolinguistics, grammar,
phoneti cs, tr ans blaunihe risk ofadirgdorfoproascoherenowhdlef aot

seeing the societal wood for the academic tre&¥e suffer from the Humpty Dumpty
syndrom&", the problem of being more knowledgeable about less and less: our professionalism
makes us good aegmaenting knowledge at working with isolated bits of language or text, but

not at reassembling it and maintainimgjistic thinking

Si multaneousl! vy, external pressur ensmaketisatorg ount a
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and competition for researdanding, are transforming communities of learninglependent
scholarship and trutkeeking We run the risk of English Studies not living up to the ideals of the
intellectual

Academic intellectuals will have to continue to foster the rigour, the redgpect
evidence, the disinterezhess, and the wider perspective which are among the
animating ideals of academic scholarship while at the same time managing to break out
from its increasingly selfeferring hermeticism to bring these qualitiesear inwider

public debate. (Collini, 2006, p. 504)

There is a tension between a legitimate requirement that our research time can be shown to
produce results, and academic freedom. This presupposes no undue influence from funding
bodies. Bertrand Russell @9, pp. 166-8) expressed concern 80 years ago about the academic
being limited by utilitarian constraints and an excessive influence on universities by business.

As | see it, he macrelevel challenge for English Studiesto ask howEnglish Studiegan aim
at generating truth, wisdom, peaeadjustice, with critical students in ethically based societies
in a worldthat ischaracterised by marketisation, economic rationales, consumerism, militarism,
ecological disasters, and glaring inequalities leetwHaves and Hawets internationally and
nationally Englishis a primary carrier and catituent of both sets of valueBhe e@ntral themes
of my paper are therefore how we can continue to ensureutinaisities should seek truth
( N g ) agpdserve ta entire society (Gandhiwith universitiesthat are seen as public good,
enjoying academic freedom and university autongrand promotingcultural diversity $ee
UNESC@ Recommendation concerning the Status of Higtdarcation Teaching Personnéll
November 199%), universities that actively promote multilingualism (Finlandthe use of
English reflects and constitutes particular interests, and is inherently problematical (Kandiah);
academic specialisation is suspect, especially when it is poijtidatiached (Collini);and to
constrain scholarly disciplines within their own internal logic entails grave risks.

There are several traditions aftical scholarship irsociolinguisticghat live up to these ideals.

They have mostly evolved within English Studies in its broadest sense, the study of the forms and
functions of language. There is solid empirical evidence and theorisation é&eyheole of
languagein diagnosing inequalitppased orrace (Labov), gender (Cameror)ass (Bernstein),
capitalism (Halliday) and language (Skutnatdangas) Such analysis permits the study of
respectivelyracism, sexism, classism, growthisamdlinguicism The latter in particular cdead

to praactive strategies and action minority education, linguistic human rights, resisting

18



linguistic genocide, anaounteracting linguistic imperialisrand neeimperialism (Skutnabb
Kangas, 2000; Phillipson, 2009)

Imperial English and its advocates
It is imperative to se&nglish in historical, sockpolitical, and cultural contexiThe powerful
forces behind the expansion of English in many parts of the world are identifiabléollowing

representative quotations are drawn from more detailed studidigo@®ini 1992, 2009):

fln 1838 the 6éBoard of Foreign Missions of
destinyof AnglesSaxon cul ture to sprel®3b). around the w
{1 éThe whole world should adopt the American system. The American sgatesurvive

in America only if it becomes a (oitedinl d syst e
Pieterse2004, p. 131).

1 dreaching the world English may appear not unlike an extension of the task which

America faced in establishing English as a commational language among its own

immigrant populatiod Anfiual Report of the British Council960661).

1 The process of European integration might never have come about had it not been

imposed on Europe by the America(tdolm, 2001).

US involvement in creating what became the European Union is narrated in detail in Winand
1993. There are annual summit meetings betweerEtheand theUSA. The 2007 summit
endorsed the Transatlantic Economic Integration Plan and the coordinatioreigh fpolicy
globally, essentially implementing what the corporate world had plotted in many fora, the
European Round Table of Industrialistise Transatlantic Business Dialoguhe Transatlantic
Economic Partnershjgtc

Englishhas been a central mstituent of the US strategy for global dominance. The hierarchy
of languages established on the North American continent is being extended worldwide. British
governments and politicians have advocated the promotion of English consistently since the
1950s,with Gordon Brown continuing in this tradition. Prior to his first visit as Prime Minister to
China and India, ori7 January 20Q8Gordon Brown announced a scheme to consolidate the
teaching of E nEmpdlish sshour wesitage, dout iit ds eals@dmiming the common
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future of human commerce and communicationeée.
world's common language of choige. Thi s O6bol d task?éb, whi ch has
British economy and for British influence, dovetails witts bodies in the same business of
promoting English. For instancésducational Testing Servicesf Princeton, Nw Jersey,
responsi ble for the TOEFL test of OQuagopalage p
mission goes far beyond testing. Our prod and services enable opportunity worldwide by
measuring knowledge and skills, promoting learning and performance, and supporting education
and professional development for all people worldvdide. A gl obal mistsesseddoy i nde
a rhetboicedf 0 6o chelarawhe siréss freadond of choice, or the provision
of education or English o6for al | 6, tend to
urban/rural access, and many multilingual contexfghe significance of the mioér tonguefor
a study of the myth of the neutrality of Engl
has been orchestrated in Cambodia, see Clayton 2008.

The study of the international use of English and demand for it is complex and demands a
multi-disciplinary approach (Phillipson, 2009). It needs to draw on the literaturangudge
planning and policy, macrsociolinguistics languag e Ospreadd, l i ngui s
sociology of languageandlanguage in educatiomritical theoryand critical discourse analysis
nationalism, danguage, nation and state in political sciercm®mparable to global financial and
economic capital, the study Infiguistic capital accumulation and dispossessimguistic human
rights in national andnternational law language and language rights in globalisation and
regional intgration (ASEAN, European Union) and the management of multilingualism in
supranational institutionand in administeringitizenship the economics of languagBlorth-
Southe !l at i ons, lafssez faireagdnls éngpiredtiere is in fact aldod of books and
articles onEnglish and other languages worldwideesearch needs to engage wahduage
policy both asmulti-disciplinary theory andas practice in gplication and implementation.
Language policy is at the interface between scholarship and ongoing social policy and politics,
national and internationalLanguage policy is even more important in a technological age than
earlier.

What is happening currently in Eype demonstrates this clearlijhe EU is a new type of
polity, with sovereignty and decisianaking shared between the member sté&tarrently 27)

and the supranationaintergovernmentalevel. There is uncertainty as to whether the EU is
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moving towardsvhat e Gaullee nvi si oned, a O E wnatienglpartndr&nip, op at r i €
JeanMo nnsetédUn i t ellu rSd md G&,s fodd er al i28 official and warkeng ar e ¢
languagesand some recognition of theghts of otherlanguages, but de facta hierarchy of
languages with English now at the top. Just as it is helpful to see the construction of Europe in
terms of aproject,with specificproducs andprocesss, one can also séeg | o b a | BEngl i st
projectthat powerful forces wish to bringoaut, visible in certain products (futions, forms,
texts),and promoted through a rangepsbcesss (Phillipson, 2009, chapter 7). The projection of
0 G| obbnagl | asstihedefault language ointernational communicationcan be seen in the
administration ofEU and ASEAN affairs (projects)which dovetails with the use d&nglish
increasinglyintranationallyin business, the mediandeducation (projects)rhere is a great deal
of political and academic discourse that seéd kgitimae the privileged positiorthrough
describingita s 6 n e linguadranéd) (ap réoln wrsesaeeAnylo-US linguistic norms,
with local variationin a rich diversity of texts (productsMaking this triad normative entails
disciplining, ranking, excluding and including

| A Richardswas one of the most influential figures in English Studies in tHec2@tury, with
attachments to Cambridge and Harvard. He is primarily known for an approach to liteature
saw Engl i sfhtohumanig.ds bowlSognuch nearer. Essays toward a world English
(1968 pp. 2401) is anapologiafor global linguistic hegemony

€ acgquisition is not merely for oweal th ar
ment al capaci ty demetopmert ofdhose eahcepis amdhsentiments:
met hodi c, economi c, mor al , political, on W

depends. We of the West have somelicout of a strangely unsetegardful, indeed a

regardless impulse of benevolericecommitted ourselves to universal education as

well as to universal participation in governmergnmnal though this last can be.

There is an analogy between the conception of a world order and the design of a
language which may serve man best. The choice of wordthét language and the
assignment of priorities among their duties
it is through what language can offer him that every man has to consider what should

concern him most. If rightly ordered, and developed thinoa due sequence, the study

of English can become truly a humane education. May not such a language justly be
named AEVERY MANOGS ENGLI SHo?

This was the English exported worldwide in the postcolonial age, as described in the Malaysian
case byShirley GeokLin Lim (1996). Comparablecaa d e mi ¢ 0 lokegtphat Engisieind o n 6

of English language learningpntinues in the writings of such influential peopldasid Crystal,
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David Graddaol Bernard Spolskyand Henry Widdowsoiffor detailed criques, see Phillipson
2009).A monolingual approach to English learning lies at the heart of approaches to English as
promulgated in the UK and USA. The efficacy and ethics of this variant of the disciplines of
English are increasingly being challenged, i r el ati on t o | anguage p ¢
speakerismdéb (Holliday 2005), to wider i ssues
harnessed to a Christian missionary calliptig and CanagarajaB009),and to the export of
British ELT knowhow in projects worldwide (Alderson, 2009, analysed in a review article,
Phillipson forthcoming).

One wondershow it can be thaimonolingualsare seen a®xpertsin second language
acquisition. | fear that this foundational principle is carried over into ¥p®ré of English
medium universities worldwidefhush e Uni ver si ty of Notdcamposgsh a mo s
in Malaysia andat Ningbo,China- give the clear impression that what is being exported, even in
degrees irsuch subjects asducation, EnglishApplied Linguistics,and Content and_anguage
Integrated_earning is not only the British Englismedium but also British content. The Ningbo
website proclaims A 16 | undergraduate and postgraduate pr
in English with thesame teaching and evaluation standards as at the University of Nottingham,
UK. @an this really be considered culturally, linguistically or pedagogically appropriate in Asia,
with teachers either from Nottingham or controlled by Nottingham? If such cmE®pare a
meetingplace for UK expertise and Asian needs and realities, is the interactidirectional, or
open and reciprocal, and how is the project being implemented and perceived?

Managing linguistic diversity

Creating a balance between languades national and for international purposes, while
simultaneously ensuring that all language groups can exercise their linguistic human rights, is a
major challenge for education systems at all levEf®re is nassive agreement in the research
literature on the value ofmothertongue based bilingual educatiddNESC@ $uidelineson
Language and Educati@tate (2003, p80-33):

1T UNESCO supportmother tongue instructioas a means of improving educational
quality by building upon the knowledge and expede of the learners and teachers.
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1 UNESCO supportbilingual and/ormultilingual educatiorat all levels of education as a
means of promoting both social and gender equality and as a key element of linguistically
diverse societies.

T UNESCO supports languags an essential componenirmer-cultural educatiorin

order to encourage understanding between different population groups and ensure respect

for fundamental rights.

Education is moving in this direction in many parts of the world, with previouslginaized
languages playing a central role in achieving success in education in both the mother tongue and
st at e | aribajdlanggagesare ndw being useith basic education in Nepaind in the

Indian statesAndhra Pradeshnd Orissa(SkutnabbKangaset al., 2009). Similar developments

are occurring in Africa (Rubagumya, 2009, Heugh, 2009) and being promoted at the political

l evel (decl arFartim lotersatiorfalr de rBambekio esur @ multilinguigmgd-21
January 200QAfrican Academy of Laguageswww.acalan.oryj The United Nations Permanent

Forum on Indigenous Issuess addressing the suppression of
languages, so as to achieve more just forms of education (see papers by Dunbar and-Skutnabb

Kangas, and others dnttp://www.toveskutnabbkangas.org/

In countries like Malaysia, reseh confirms that the se of (spoken) Englisis context
dependentieflecting and constitutingiultiple self and othefidentificaional variablesjs in flux
in relation to Malay and other languagesid isnegotiable(Kim, 2003) And while English
permisar ef | ecti ve and <critical att iatfarnd efdotbewar d s
vision, opeAmindediess andaccess to information and inspiration from diverse sourcsaBg
English can be seen awlividualist showing off, elitist,a relic of colonialism, associated with
religion,and b e i n gWestevhisedframdwhiohrthe conclusion is drawn that tkeadhing
of English is connected to questions of power, inequality, resistance and stibggje These

variables obviously influence vahhappens in classrooms, whether explicitly or implicitly.

Study of what actually takes place in classroama n c¢c | ar i f ylensiomsrbetweerf t he
language policy and practicei Mal ay si a6 (abseoont activity in Erdylesh l@ssonsC
in two schools in rural Sarawaik a totally diffeent context from urban Malaysia, was observed:

a pimary school class in whicknglish and Malay were used, but not the mother tongue of
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learners, Sa’ben, and ecendaryschool class that was conductedinly in English,with some
use ofMalay andKelabit for lexical glossing.In both classes thdearnerswere passive,with
teacherai si ng 6 s adneé With moreaaurse faca sultures and languagethe ursound
educational practicand poor regits are remote fronmational educational goalsSuch work
raises serious questions about how educatiomanitlingualism in Malaysiais being managed
and implemented.

Language policy analysts should be able to draw lessons from the way Englishésngpn
different countries worldwideThe prestige attributed to English and structural favouring of it
entail the risk of downgrading other languages. Engtisheing transformeffom a colonising
language (Mrth America, Australasia) and a languadeempire (Asia, Africajnto the neoliberal
(world) language The disciplining of marginalised languages afolonial times is being
rearticulated in the neoimperial world, but outcomes are unpredictable due to changes in the
global economy ande factodiversity worldwide What is happening in Europe is relevant for
Asia and vice versa.

European Union member states (currently 27) are in principle committed to maintaining
linguistic diversity but there is a great deal dfiflity in language policies iEurope (Phillipson,
2003, 2008):

1 an unresolved tension between linguistic nationalism (monolingualism), EU institutional
multilingualism, and English becoming dominant in the EU,

1 competing agendas at the European, state (national), arstasablevels,

1 increasing grassroots and elite &nd multilingualism, except among the older generation
in demographically large EU countries, and in the UK in particular,

1 a rhetoric of language rights, some national and supranational implementation, and
advocacy ofihguistic diversity,

1 alargely uncritical adoption dEnglishisationof English as théngua

economica/americana/academica/bellica

The uncertainty iscompounded by the fact that the EU is pursing language policies that negate
each other. On the onlkand it proclaims a commitment to multilingualism and linguistic
diversity. On the other, many of its working practices and policies strengthen English at the

expense of (speakers of) other languages. This is, for instance, the case Bittognagroces,
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a key EU project with the very ambitious goal of integrating the research and higher education
systems of 46 European countries (wAlstralia and the USA as observesince higher
education i s big busi ness for t maket) This nt o
dnternationalisatiodis in theory committed, by theriginal Bologna declaration of 1998vithin
the framework of our institutional competences and taking full respect of the diversity of cultures,
languages, national education systems @ndniversity autonomy to consolidate a European
Higher Education Area at the latest by 2010 At -anhualeminibteérial meetings (most
recently inBergenin 2005 London in 2007 Leuven in 2009 the main focus has been on
structural uniformity(a sngle BA, MA and PhD system)n quality control (nationally and
internationally) studentmobility, recognitionof qualifications andjoint degreed all of which
are demanding tasks for most countresd making European universitiakractiveenough to
compete with the USA and Australia. What is striking and shocking is that in the long
communiqués from each meeting, there is not one word on language polimingnal degrees
or multilingualismin higher education. On the contrary, the ieg®sion is created that what
internationalisatiomeans i€nglishmediumhighereducation

Prior to the 2007 London meeting (and before the global finance and economic crisis), EU
Commissioner Figel stated (press release IP/07/656):

Bologna reforms aremportant but Europe should now go beyond them, as universities
should also modernise the content of their curricula, create virtual campuses and
reform their governance. They should also professionalize their management, diversify
their funding and openputo new types of learners, businesses and society at large, in
Europe and beyond. éTThe Commission supports the global strategy in concrete
terms through its policies and programmes

In other words, universities should no longer be seen as a pwlolit lgut should be run like
businesses, should privatise, and let industry set the ageshaizationis no longerto be seen as
a public good. This is direct result of education being increasingly considered a service that can
be traded, under the aegistbe World TradeOrganization and more specifically of GATS, the
General Agreement on Trade in Servicd$he global market inG nt er nati onal 0
encourages a shift into English away from national languagdi@sersity managemeniposes
systems ofanking of research productivity (bibliometric quantification, A and B journals) as one
means of disciplining scholarship and scholars. Publication in English is privileged above

publication in all other languages, and rewarded accordingly (as is curtkatlgase in the
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Nordic countries, though governments are supposed to reverse this process). hetdipjies in
the O6knowl edge-dissiplined etkye@ pang 6tel foskadedois of esear
research and expression are under threat asswt ref university management structures,
evaluation procedures, commerciatliven Engliskmedium universities, corporate research
funding, topdown control of research topics and methods

Ensuring balanced cohabitation with additive (as opposed Idrasitive) English is a real
challenge for higher education worldwide. Policies for strengthening competence in English must
be one dimension of maintaining cultural and linguistic diversity, locally and globally, and
resisting an unsustainable and ungiscii ned c api t aThe didciplives of Ergjlishd or d e r
Studies must ensure that the disciplining that English exercises over other languages is restrained
maximally. There are a number ofuristic questionghat one can seek answers to in any given
context so as to clarifwhether Englishs functioning locally and globallyas aneutral, additive
lingua francaor as an intrusive, subtractiviingua frankensteinia is the expansion and/or
learning of English n any given context additive or subtractivé® linguistic capital
dispossession of national languages taking plésdRere a strengthening or a weakening of a
balanced local language ecologwhere are our political and corporate leaders taking us in
language policy?s English serving local needs or merely subordinating its users to the American
empire project?There are many possible answers to such questions, many unresolved issues,
many challenges for national language policy and for research. 3¢iplishes of English, which
thrive in academic freedom, should be contributing to this.
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Abstract

Communicative language teaching (CLT) approadhesecond language (L2) education have

been central to recent curricula innovations in a number of English as a Foreign Language (EFL)
contexts, including South Korea. Research indicates that teachers can face challenges in
implementing these initiativeand feel frustrated by constraints perceived to be outside their
locus of control. A variety of alternative approaches which take into account specific contexts are
therefore proposed in the literature. General principles and frameworks for guiding itexgu

have also been considered in terms of their applicability in a variety of language learning and
teaching settings. This study examines South
their contexts of the general principles for effectiveructed second language learning proposed

by Ellis (2005). The findings indicate that contextual constraints would impede the application of
some of the principles, but that an awareness of them may give EFL teachers a sense of agency,
despite wider sgo-cultural constraints. The authors suggest that an understanding of research
informed principles, such as those proposed by Ellis, will assist teachers to engage in self
reflection and praxis, and provide common points of reference for language teaolers
researchers in the international community.

Key Words: Ellis, principles for effective instructed second language learning, Communicative
Language Teaching (CLT), English as a Foreign Language (EFL), curriculum innovation

1. Introduction
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Recentcurricula innovations in several countries where English is taught as a Foreign Language
(EFL), including South Korea, have included communicative language teaching (CLT)
approaches that are commonly used in English as a Second Language (ESL) settsgys. The
changes have resulted in English teachers from many EFL contexts attendirgrsh@econd
language (L2) teacher education programs in Englp#aking countries. Participants have
reported challenges implementing CLT in their classrooms, and thalengjes are also widely
reported in EFL literature (Breen, 2006; Butler, 2005; Chowdhury, 2003; Hu, 2002;
Kumaravadivelu, 2006; Li, 1998; Savignon & Wang, 2003; Wu & Fang, 2002). Researchers have
explored alternatives to CLT for EFL instruction, and ammi to examine the usefulness of the
construct of Amet hodd in second | anguage tea
Brown, 2002; Kumaravadivelu, 2001, 2006; Richards, 2001).

Proposed solutions to reported challenges include moves towardéadtirtg approaches that
are contexspecific, and which align more closely to existing practices as well as to the needs and
realities of specific EFL settings (Bax, 2003; Bjorni@gde & Doogan, 2004; BjorninGyde,

Doogan, & East, 2008; Breen, 2006; Fent& Terasawa, 2006; Jarvis & Atsilarat, 2004;
Johnson, 2006; Kumaravadivelu, 2001, 2006). Frameworks for second language teaching along
with general principles underpinning language teaching and learning have also been proposed as
guidelines for teachets apply as appropriate to their specific settings (Allwright, 2003; Brown,
2001, 2002; Ellis, 2005; Kumaravadevelu, 2003, 2006; Lightbown, 2000).

The case study reported in this paper was motivated by feedback from several groups of Asian
EFL teachersindertaking professional development programs in New Zealand, who expressed
frustration at their inability to i mplement C
perceptions of the applicability ofdsekond i soés

language learning in their specific EFL contexts.

2. Theoretical Background
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2.1 Communicative Language Teaching

CLT describes an approach t o | anguage educa
communicative competence (Brown, 2001; Canal&w#ain, 1980; Hymes, 1972; Richards &
Rodgers, 1986). Both a weak and a strong version of CLT have been described (Howatt, 1984).

In the weak version, activities that promote communication are incorporated into a wider

language program that allows for thee-selection of target language forms and functions. In

contrast, |l earnersd use of the target | anguag
creates opportunities for incidental onoticin
2006).

CLT i s aenfereccandrerperienrbeased view of teachingo (Ri

p. 69), which promotes learner independence and requires classroom cultures with more equal
relationships between teachers and learners than thoseny BfL contexts (Canh, 1999;
Chowdhury, 2003; Stapleton, 1995). In a CLT approach, the teacher functions as a facilitator or
guide, supporting learners as they try out new language and giving feedback on errors as a
necessary step in the language learnmumgcess (Nunan, 1991; Richards, 2001). Using an
integrated skills approach, many CLT activities are done in pairs or small groups, so learners
have opportunities to use the target language in a variety of roles and contexts that aim to
approximate authemti si tuati ons to develop | earnersdé si

(Richards & Rodgers, 2001).

2.2 Differences between ESL and EFL

EFL usually refers to contexts where English is not an official language but is part of the school
curriculum. In sub settings, English often performs a gké=ping role for advancement within
education or careers (Richards, 1985). Most EFL students do not require English outside their

cl assrooms, and the | earnersd sharemninEFAnguage
lessons. In contrast, ESL is generally used to refer to the study of English as a second or
additional language in an Englispeaking country, where English is the medium of instruction,

and is used by learners both inside and outside the adassin an ESL situation, the teachers
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are often native speakers of English, and learners commonly have different first languages.

2.3 Challenges Implementing CLT in an EFL Environment

Researchers have identified common challenges that teachers face emtheavoring to
implement CLT in a range of Asian countries, including Vietnam, India, Bangladesh, Japan,
China, and South Korea (Canh, 1999; Chowdhury, 2003; Li, 1998; Nishino, 2008; Stapleton,
1995; Wu & Fang, 2002). Reports of challenges frequently tefdifferences between what a

CLT approach requires and the transmissitybe educational practices of many of these
countries (Biggs, 1996; Butl er, 2005; Campbel
many Asian cultures, and their reserga8 about the need for communicative competence, are
frequently reported to under @roup ans fpairddivitiess 6 U N\
which are central to a communicative approach (Hu, 2002; Hui, 1997; Insull, 2001; Sun &
Cheng, 2000).

The washback effect of examinations is another widely reported constraint on the
implementation of CLT in EFL contexts, with many researchers and teachers questioning the
need to teach communicative competence in situations where the main purpose fog learnin
English is for competitive national examinations that primarily test grammatical knowledge and
reading comprehension (Li, 1998; Reed, 2002; Wu & Fang, 2002). Teachers in a number of EFL
countries also report challenges developing and assessing theimstuds 6 communi cat i v
English, due to their own lack of communicative competence, large classes, and the lack of
effective and efficient oral testing tools (Canagarajah, 1999; Dash, 2002; Hasegawa, 2003; Kim,
2003; Reed, 2002).

Further challengs are reported to derive from a lack of institutional support for communicative
approaches, and from evaluating teachers according to their students' examination pass rates, with
the latter in particular seen as disadvantaging teachers who implementn@Ldisaouraging
others from trying it (Canh, 1999; Hui, 1997). Lack of support is also described in terms of
insufficient resourcing, and classroom conditions that make it more challenging to implement

interactive activities (Deckert, 2004; Hu, 2002; HL®97; LarserFreeman, 1999; Pham, 2005;
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Sun & Cheng, 2000).

In addition to cultural and contextual constraints, researchers note that challenges associated
with 1 mplementing communicative strategies ca
of CLT (Li, 1998; Sun & Cheng, 2000; Wu & Fang, 2002). Other researchers, including
Kumaravadivelu (1993) and Canh (1999), suggest that this problem may stem from teacher
training programs that do not provide sufficient grounding in second language a&mquisit
theories, or the necessary skills and practical experience that teachers need in order to confidently

and competently implement communicative approaches.

2.4 Postmethod and Located Approaches to L2 Education

The pivotal role of teachers in decidindnat is most appropriate for their contexts has been the
focus of recent L2 teacher education literature, which shows a trend towards critical perspectives
on teaching approaches, and a move towards -sottioral considerations in teacher training
(Bax, 197; Crandall, 2000; Johnson, 2006; Kumaravadivelu, 2006; Lamie, 2004; Richards &
Rodgers, 2001). The need to take account of smdioral and political factors, including
historical influences, has also been widely discussed in relation to classrodioep(Beeen,

2006; Ellis, 2003; Kumaravadevelu, 2006; Li, 1998), with researchers reporting the development
of a range of local approaches that are more compatible with existing methodologies in many
EFL settings (Bjorningsyde & Doogan, 2004; BjorninGyde et al., 2008; Breen, 2006; Fenton

& Terasawa, 2006; Jarvis & Atsilarat, 2004; Kumaravadivelu, 2001, 2006).

There has also been a shift in focus in EFL literature from mdihedd to posmnethod
pedagogi es, with the | attionsof theimypvh @aching and gheirt e a c
students6é | earning in order to better underst
the circumstances that enable these (Breen, 2006; Brown, 2001, 2002; Ellis, 2005;
Kumaravadevelu, 2006; Lightbownp@0; Richards, 2001). Different frameworks and guiding
principles also have been proposed to provide support for teachers as they determine the
microstrategies and classroom activities that are most appropriate for their individual contexts

(Allwright, 2003; Ellis, 2005; Kumaravadivelu, 2001, 2003, 2006; Lightbown, 2000; Richards,
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2001). Among these is a set of general principles that Ellis (2005) proposed as the result of a
review of a range of theoretical perspectives and empirical studies of instrictchuisition

that he undertook for the New Zealand Ministry of Education.

2.5 EIllisbs Gener al Principles for Successful
ElI'lisbs (2005) principles address the nature
offered to lmguage curricula developers and L2 teachers as a guide for a leeenieged
pedagogy. Table 1 presents an outline of =
full explanation of the rationale for each principle but also valuable guidanogerationalizing

some of these (pp. B82). It is important to note, however, that Ellis draws attention to the
inconclusive and sometimes conflicting results of L2 acquisition studies to date, and stresses that
L2 resear ch does nitive accoyneédf how to @nsuredtieat irfsteuctedi éamguage

|l earning is successfulo (p. 33). Because EI I i
L2 teaching and teacher education in New Zeal@tam, 2008 Litwin, 2008), these were

selectedas the focus for the current study.

Table 1: Summary of EIlIIlisdés (2005) gener al proi

Principle 1 Instruction needs to ensure that learner:
develop both a rich repertoire of formule
expressions and a rubmsedcompetence

Principle 2 Instruction needs to ensure that learner:
focus predominantly on meaning

Principle 3 Instruction needs to ensure that learner:
also focus on form

Principle 4 Instruction needs to be predominantly
directed at developing implicknowledge
of the L2 while not neglecting explicit

knowledge
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Principle 5

Principle 6

Principle 7

Principle 8

Principle 9

Principle 10

Instruction needs to take into account

| ear ner:nd siyd dialbtu s «
Successful instructed language learning
requires extensive L2 input

Successful instructelanguage learning
also requires opportunities for output
The opportunity to interact in the L2 is
central to developing L2 proficiency
Instruction needs to take account of
individual differences in learners:
a.teachersneedtoat er t o s
different learning styles

b. teachers are re
intrinsic motivatiort

I n assessing | earn
important to examine free as well as

controlled production

4Thewording of thisprinciple was expanddédn t he quest i on mpadeptiensdfo el
two key learner differensadentified by Ellis (2005, pil).

2.6 Research Aims

To explore

| anguage

the study

whet her

teachers

reported

EI'l i sbs (2005) principles

i n South Korea as

here investigated

they att

e

teachers

in their individual EFL contexts. The specific research qaestguiding the study were:

l1lHow do South

Korean EFL teachers perceive t

successful instructed second language learning in South Korean classrooms?

2Whi ch of

El

sOs

h

( 2 0 0 $urtedsacona languade éearningg dorSoushu ¢ ¢ e

Korean EFL teachers consider to be the most important to try to use in their classrooms?

3. What constraits do South Korean EFL teach@exceive are likely to impede attempts to

i mpl ement

El | 1 sfdr succésgl isiryctedpsecond angyabedesrning?
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3. The Study

3.1 Method

The study used a qualitative case study approach to investigate the research questions. Bogdan
and Biklen (1998) and Burns (2000) attest to the value of such an approachs foypthiof
investigation, that is, into fa contemporary
p. 460). More patrticularly, they cite the value of multiple methods and subjects to increase a
studydés credibility aweder, himcarnaddeGubai(1985) caupop that c a b i
the transferability of the results of such a study may be limited, and stress the need for readers to
exercise caution when assessing the degree and extent to which the results can be applied to other

contexts.

3.2 Participants

The participants in this study were a convenience sample, comprising an intact class of 15 South
Korean English language teachers (seven male, eight female) undertaking -\wedé&ur
professional development program in New Zealand. The @igparticipants ranged from 25 to

52 M = 40.5), and their teaching experience ranged from 2.5 to 27 ydars 12.8). All
participants were teaching in urban middle or high schools in South Korea at the time of the study

(see Figure 1).

Figure 1: Participant demographics
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3.3 Data Collection Materials and Procedures

In the week prior to datgathering, participants investigated a range of approaches to EFL
teaching and learning as part of their professional development program. This included an
introduction to EIllisb6s (200 5)cqupition cooducget l’ys f or
one of the researchers. Consideration was given throughout the study to the processes and
procedures utilized to ensure that ethical requirements were fully met, that the research was
conducted in a culturally appropriate manneraindat t he researchersd use
participantsé®é understanding or contributions
bilingual information sheet was distributed as part of the process of gaining informed consent,
and a translator was pesd at the briefing session to confirm that all teachers understood that
participation in the study was voluntary and formed no part of their program or assessment.

A questionnaire and a sesstiructured interview were employed for data collection. &-se
completion questionnaire was used to gather demographic and qualitative data from all 15
participants. This was earlier piloted with a fmarticipant group of South Korean teachers to
ensure clarity in both the instructions and the questions. Theigueste elicited information

about the participantsodé present and preferrec
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they experienced. Participants indicated whic
applying in their English teachingand which they were not applying but would like to try.
During their consideration of each principle, participants also gave further explanations regarding
potential impediments, and specified the resources or training they would require to apply that
principle in their current teaching contexts. The questionnaire was administered and completed in
English, with a bilingual glossary of key terms and an academic interpreter present.
After coding and preliminary analysis of the questionnaire responsdsjidual semi
structured interviews were undertaken to give participants an opportunity to expand on their
guestionnaire responses, and to enable the researchers to probe, where appropriate, for a deeper
understanding of the emergent findings (Burns, 200®urteen of the 15 questionnaire
respondents agreed to be interviewed. To ensure the interviews were conducted in a systematic
order, and to minimize limitations associated with using two interviewers, our interview schedule
followed guidelines proposday Kvale (1996). Researchparticipant power relationships were
also given consideration, and the researchers endeavoured to maintain objectivity in framing
prompts and responding to participantsd answe.
Before being intenawed, the participants received a copy of the key questions. These explored
the perceived benefits and chall enges of appl
to rank the principles in an order that indicated which they considered mostantpo try to
use with their own classes. All participants declined the option of having a translator present,
electing to conduct the interviews fully in English. The recorded interviews (from 40 to 53
mi nut esd6 durati on) we and paficiparftsevers offeredaah dpgortunity a n s ¢
to review their responses and make changes.
3.4 Data Analysis
Because the variablelated groups within the sample were small, the quantitative data were not
subjected to statistical testing. The qualitatieenponent of the questionnaires and data from the
interviews were analysed using a grounded constant comparative approach, with similarities and
dissonances noted as themes were identified and categorized (Merriam, 1998). Throughout the

data analysis procesthe researchers were also mindful of the possibility of interpretive biases
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resulting from differences in their own and

frames of reference (Bogdan & Biklen, 1998).

4. Results

In the following presemttion of the results, direct quotations are used where possible to give
voice to the research participants, with A6l
from interview or questionnaire responses. Pseudonyms have been assigned toipdrgarta

ensure confidentiality.

4.1 Current and Preferred Methods of Teaching English

All 15 participants reported using a variety of approaches to teach English. Grénaunséation

was the primary method used by all six high school teachers, andjiantimartranslation and
audiclingual methods were employed by the nine middle school teachers. All participants
reported being aware of CLT, and all had tried to implement communicative strategies. Four
participants indicated that they used CLT in spedifme slots or for teaching certain topics or

skills to complement their use of gramnteanslation or audilingual methods.

Actually it depends on the part of each lesson. When | teach dialogue and conversation, |
use CLT. But for the textbook, | jugse the grammaranslation method. (Jin Woo, Q)

Participants who favored the audiogual method over CLT cited its efficiency, both in
preparation time prior to classes and the shorter time required within classes for task completion
and administratio (such as giving explanations and organizing students into groups). Grammar
translation was perceived to be the most appropriate method to use when preparing high school
students for university entrance examinations, and was favored by all high schodwdrtea
participants for this reason. Teachers also cited challenges they experienced implementing CLT,

along with student and parental expectations, as influencing the methods they employed.

4. 2 Application of EIllisbs Principles

In the questionnaire, patti pant s i ndicated which of EIIliso
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learning they were currently implementing in their English teaching (see Figure 2). A number of

perceived difficulties in implementing some of the principles were reported in theatjualit

guestionnaire responses; some of these related to specific principles, and others applied to groups

of principles. Participants also reported on resources and training they would require to

implement the principles successfully. These, and the pectelifficulties, are reported below

alongside related themes that emerged during analysis of the full interview data.

Figure22Par ti ci pant so

their teaching
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During the interviews, participants were first asked to expand on their questionnaire responses,

and then to identify and rank the three principles they believed were most important to try to

apply intheirown classeEach partici pant so

t op

ranki

ng

wa s

a value of 2, and their third a value of 1. Table 2 shows the aggregated results and the total

number of mentions for each principle, regardless of place in the rankings. These Kemgsran

are discussed in further detail below.

Table 2: Aggregated rankings of the principles that participants considered the most
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important to try to apply in their teaching

Principle Aggregate score Overall mentions
Principle 1 0 0
Principle 2 7 4
Principle 3 6 3
Principle 4 15 6
Principle 5 0 0
Principle 6 12 5
Principle 7 8 5
Principle 8 12 7
Principle 9 14 6
Principle 10 9 4

Note The maximum number of overall mentions for each principle is 14 (the
number of interview participants).

4.3 Benefits and Barriers

Twel ve out of the 14 interviewees were posit
principles in their individual EFL teaching contexts, and six teachers said that their awareness of

the principles gave them a sense of achievement in relatiore tapfiroaches they were using.

The specificity of the principles, in particular, was cited as helpful by six teachers, and over half

of the participants stated that learning about the principles had made them reflect more deeply on
their own teaching methedHowever, all interviewees pointed out that applying at least some of
Ellisds principles required the same classroo
would be constrained by some of the same impediments that presently limit implemerftation o

CLT in South Korea. Participants also referred to wider societal factors that impacted on their

ability to implement some of the principles.
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4.3.1 Principle 1

Fourteen of the 15 questionnaire respondents reported that their students were already learni
formul aic expressions, or @chunk-bagedknbwledge.n gu ag
None of the interview participants ranked this as an important principle to try to apply, primarily
because dall the teacheresnabré&dnp Oeach)f oamd

are already emphasized in bold in the text bo

4.3.2 Principle 2

Seven respondents reported that their students focused more on pragmatic meaning than on
semantic meaning, and only four ranked thisqple in the three most important ones to try to
apply. One third of the teachers reported feeling well supported in regard to this principle by the
textbooks they were required to use, and five stated that the software accompanying their
textbooks promded valuable examples of contextualized usage. However, three participants
reported that a focus on pragmatic meaning was only practicable in English conversation clubs,
which they were operating in addition to scheduled classes, and seven intervieggestesl

their own English competency constrained their ability to engage fully with more proficient

students, thus | imiting some studentsd pragmat

4.3.3 Principle 3

Over two thirds of the questionnaire respondents stated their studentalsgay focusing on

the relationship between grammatical forms and functions, and the aggregated rankings
confirmed that this principle was not a priority for participants to try to apply. Again, many
teachers commented favorably on the support proviged b e x t boo k s, expl ainir
has the grammatical forms and sentences about them, and another part has the functions they

performdéo (Yong Moon, 1) .

4.3.4 Principle 4
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Seven participants reported t he yknowledge usipgt t o
communicative activities. With the highest aggregated ranking and the second highest overall
number of mentions, developing implicit (as well as explicit) knowledge was prioritized by
interviewees as the most important principle for thermytdo apply. However, four respondents

reported that their efforts to engage students in communicative activities to assist the
development of implicit knowledge and fluency were hampered by student resistancetast off
behavi or: il @anodlthegyornthrianlk tthhdam i s not test a

attentiono (Young Ah, ) .

4.3.5 Principle 5
Seven questionnaire respondents reported using classroom instruction that supports the natural

Abuiind order i n whi ch o theigtarveewees cited thigprinciplé as ard . N ¢

i mportant one to try to apply, as, accordin
organized in that ordero (Eun Ji, ) . Howev.
knowledge about learndrs f 4 mi Istyl | abuso to make informed

presentation, and four reported that-pegvice and irservice training needs to provide more
information about language acquisition theories to help teachers evaluate what is best for th

students at different stages of their L2 development.

4.3.6 Principle 6

This was ranked the equal third most important principle to try to apply, with over three quarters

of the participants reporting that their students did not have extensive opppestto read or

hear English during and outside of class time. However, over half the interviewees expressed
frustration about students failing to make use of input already available in the form of English
newspapers and magazines, software and integeetirces, and radio and television broadcasts:

A | recommend these to my students, but t hey

included low student motivation, lack of support from parents, and examination washback. One

45



teacher reflected the come nt s o f over hal f the participant
interested in English as a language they will use for communication. For them, it is just another

6subjectd for the examinationso (KyunganMi n, Q
grammar focused examinations also wunderpinne
i mportant than hearing because we must help o
Teachersdé own perceived | ack of ticBmgdminpole pr of
fluent students who had studied overseas were
cl assr oom, further | imiting studentsdé L2 inpu
English during their lessons, with variatioeso met i mes refl ecting the t
the | evel of their studentsd proficiency. Jus"

English lessons or fluency training for teachers.

4.3.7 Principle7

Two thirds of the questionnairesgondents reported their English lessons provided students with

few opportunities for extensive oral or written output, citing large classes, lack of student
motivation, and finot enough time for covering
principle was ranked as the sixth most important one to try to apply, although participants
suggested that Astudents will not be interest

related to their high school or university ex:

4.3.8 Principle 8

Only two participants reported providing many opportunities for students to interact in English
during class time, and, with the highest number of total mentions, this ranked as the equal third
most important principle to try to applyust over half the interviewees referred to potential L2
learning benefits from extended interaction, but lack of teacher training, low student proficiency,
large multil e v e | cl asses, |l earnersd use of their f
English were all reported to impede pair or group work. Additionally, participants stated that

textbooks did not provide adequate support for communicative activities, while behavior
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management concerns further det er buldearsherme t e a
wi || be probl ems. |l candét control the student
repercussions from principals and colleagues if their classes became noisy while engaging in
interactive tasks.

A general lack of goport for communicative methods also discouraged some participants from
facilitating student i nteraction: AThe princi
even think it i's a waste of timeo ( Mkedbyg Jae,
participants to the washback effect of the high school and university examinations, and resulted in
them prioritizing content and skills that wou
life depends on your KSAT [Korean Scholastic Aplita Test] grade. This is
Soo, ).

Participants also reported that high levels of administration and other school responsibilities
limited the level of teacher input into English conversation clubs and Eraglighzones

established bgome schools to increase L2 interaction.

4.3.9 Principle 9

Al t hough only three teachers reported using a
learning styles, over threguarters of the participants agreed that teachers are respdosible
studentsé6é intrinsic motivation. This was perc
apply. Reported barriers included large classes, lack of knowledge about different learning
strategies, and time and testing constraints. One teacherce nt ed t hat AThe t e
prepare lots of materials and use dynamic teaching ways, but we also have lots of administration
to doo (Hyun Soo, Q) . Anot her sai d, AA varie

[ studentsd] Englisho (Eun Ji, ) .

4.3.10 Principle 10
Four respondents reported assessing Afreeo as

as the fifth most important principle to try to implement. However, over half of the participants
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referred to challenges with oral asseents, for controlled as well as free production, citing

teachersé | ack of proficiency, the |l ack of S
nature of or al assessment as potentially prob
cam®dt it o (Sun Hwa, 1) . Altos difficult to mak

judged the students correctlyo (Kyung Min, Q)
wi de variation i n st ude n trsndividpattesfing wdreechantpgringa nd t

oral assessments.

4.4 Suitability for South Korean Schools

All participants in this study referred to barriers that would impede or attenuate efforts to apply a
number of ElIl i sos pr i nc iThreeemrrieis,nin farticularhwer or e a
mentioned repeatedly: the emphasis on preparation for predominantly grhawedr
examinations; teacher so6 | ac kleveltlasses. Many teaZherp r o f i
expressed frustriang ofnort haitx farf terghtt udy t en
speak Englisho (Sun Hwa, ), and cl ai med that
Jae, 1), English proficiency is becoming a more important skill. Over half the participants
repored that teachers who focus on overall English competence rather than on examination
preparation are regarded as poor teachers. One participant summed up the opinion of the majority

of teachers when she said:

ElI'l i sbs principl estsalvethe prablenisuuHe exarbination,the r st we
classroom, and teachersd6 deficiency in spolk
Korea. (Jae Sung, I)

5. Discussion
The intent of this study was to exiptlyoroef EEILI it
(2005) researcinformed general principles for effective instructed second language learning,

and to identify constraints that may impede the implementation of these principles in a specific
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EFL context. The results present a complex pgtumdicating that, overall, the South Korean
teacheparticipants felt well supported by existing systems and resources in applying some of the
principles, but constrained in their ability to operationalize and implement other principles by a
number of pesonal, pedagogical, and systemic barriers perceived to be beyond their individual
loci of control. The discrete and specific nature of the principles assisted participants in
identifying aspects of their own practice that contributed to effective landeageng, and gave

some teachers a sense of agency in regard to the potential for implementing some of the
principles they did not currently apply.

Participants regarded the following four principles as the most important principles to try to
implemen : devel oping studentso implicit knowledg
individual differences (Principle 9); providing opportunities for extensive L2 input (Principle 6);
and providing opportunities for interaction (Principle 8). Howevernynaf the constraints
reported in relation to applying these princi
schools aligned closely with those described earlier in this report in relation to the
implementation of CLT in a range of EFL contexAslditionally, teachers in this study reported
that their lack of understanding of language acquisition theories, and their lack of training for
managing group work and catering for individual differences also constrained their ability to
successfullyagpy al | of ElIlisbés principles.

The results of this study suggest that what and how the participants teach is not determined by
the goals of the South Korean communicative curriculum, or by the findings of language
acquisition research. Rather, it apmedhat classroom practice is driven primarily by the
washback effect of the high school and university placement examinations, and by what teachers
consider manageable given perceived personal and contextual constraints. Participants indicated
that the gobof communicative competence and the teaching approaches required for this remain
incompatible with the deemoted sociecultural values that contextualize contemporary teaching
practices in South Korea, and counter the current expectations of mangtstymeents, and
school administrators. It seems likely, therefore, that the tensions reported by participants in this

study, as they navigate what EIIlis (20d3, p .
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paper and the curricultin-a ¢ t i dlrcantinuevo frustrate and hamper L2 teachers in South
Korea and similar EFL settings, until the relationship between what is assessed and what is taught
is recognized by language curricula developers, and at least some of the reported constraints are
acknowledged and addressed.

Ellis (2005) concedes that the results of most language acquisition studies are still contested,
and advises that the proposed principles are not intended to be prescriptive, but rather should be
regarded as guidelines to healked by teachers when appropriate to their own specific work
contexts and local conditions. This view is supported by researchers such as Kumaravadevelu
(2006) and Johnson (2006), who stress the need for a transformative approach to L2 teacher
educationt hat devel ops teachersdé reflective skill's
theoretical principles in situationally appropriate ways. Such an approach acts as a check against
sets of general principles, such as those proposed by Ellis, bgrugedh or adopted in their
entirety as a replacement fAmethodd with which

align (Richards, 2001).

5.1 Limitations

The findings of this exploratory investigation should be regarded as indicative rather than
definitive, as the study has a number of limitations. The first of these relates to the size and
demographics of the participant group. However, while the perceptions of the 15 participants in
this study are unlikely to be representative of all teachers, ot unreasonable, given the
alignment of the findings with earlier studies, to consider that they represent the views of a large
number of comparable South Korean EFL teachers.

Efforts were made throughout this study to conduct the research sttandllto minimize or
remediate recognized limitations. The possible impact of an interviewer effect and researcher
subjectivity on the process and findings of this study have been acknowledged earlier in this
report., as has t he oughow ¢ha studp ® dimsitdtions aseosiated iwkhi t y
working with participants from a different cultural background to their own. Additionally,

limitations associated with one of the researchers operating in the dual role of researcher and
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lecturer are acknowtged.

Issues relating to the reliability of selported data also impact on the ability to generalize the
findings of this study. A reluctance to repo
recognized limitation in research of this natyLee & Renzetti, 1993), and may have resulted in
di screpancies between participantso reporting

realities.

5.2 Suggestions for Further Research

Replications of this study with larger, more diverse groups) a range of EFL backgrounds

would allow for confirmation or refutation of the findings of this study, and would increase the
knowledge base on factors impacting on successful second language learning in EFL settings.
Follow-up studies could explore then f | uence on participantso6é cl a
awareness of EIllisds principles and the resea
to explore the relative significance of the barriers identified in this study, and to determine
whether addressing specific impediments may mitigate the impact of a number of other barriers.
Future studies could also wusefully examine E

development to assist them in their implementation of current cumicioovations.

6. Conclusion

This study was undertaken in response to ongoing frustrations reported by groups of Asian EFL
teachers experiencing difficulties implementing communicative curriculum innovations in their
respective countries and institutioffi$ie study explored the extent to which one group of South
Korean teachers perceived EIlIlisbés (2005) prin
applicable in their EFL contexts, with a focus on factors affecting their operationalization and
implementation. The results indicate a high degree of overlap in the barriers reported in earlier

studi es as i mpeding teacherso i mpl ementati on

compromi se teachersdé6 ability to apply many of
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The wider relevance of this research lies in the contribution it makes to the ongoing debate
about EFL curriculum innovation, and about what is achievable and effective in different EFL
contexts. As researchers continue to explore the pedagogical and prstcttgies that best
promote instructed L2 acquisition, teachers must ultimately make their own decisions about the
most appropriate approaches for specific groups of learners in specific contexts. An
understanding of researtiased principles, such asose central to this study, can serve as a
useful guide to effective classroom practices as these decisions are made, and as a platform from
which teachers can critically evaluate their own language teaching. In addition, it can contribute
t o t e a celommerd O0f a dohesive approach while drawing on strategies from a range of
methodologies. Individual critical praxis, such as this, may facilitate collaborative teacher
development and dialogic praxis among language teachers and researchers in the wider

international community.
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Abstract

This study examines the students' and teachers' attitudes to the use of L1 in EFL classrooms at a
Korean School in Vietnam. Little research has been done on Englishazegeaching in
multilevel language classrooms in the Asian context. The study employed questionnaires,
interviews and observations to obtain the participants' attitudes to L1 use in three different
settings, beginners, intermediate and advanced studdrgsfindings suggest that L1 plays a
supportive role in the language classroom, especially in the early stages, and more significantly in
reading and writing. Korean students agreed with Korean teachers about the usefulness of L1
while native speaker Engh language teachers emphasized the importance of using L1
exclusively. L1 was found useful for explaining the meaning of words and grammar explanations
but inappropriate in pairwork and groupwork activities. The paper provides recommendations for
succestl L1 use in multilevel classrooms and suggests that more research is required to shed
light on the success of L1 use in multilingual and multilevel language -classrooms.

Keywords: mother tongue, teacher attitudes, stugstitudes, classroom language

I. Introduction and j ustification
The use of L1 in the EFL classroom has been heavily debated in ELT all over the world. There
has been an issumtween many language teachers awlether L1 shouldr shouldnot be

used and to what extent L1 can be emyd in L2 classes ttacilitate communicationL1 use
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was seen to hinder language learning but recent research has suggested L1 use provides support
and appropriate scaffolding in language learnikgglish schools all over the world have
introduced an Ergh only policy when teaching English while others have developed the
immersion method in public schools to promote L1 use.

The issueof using L1has been raised several tineexl has divided teachers and learners not
only in this school but in manyriglish language schools in Vietham and all over the world.
Facing the same dilemmas,Karean school invietnam has included 2 English subjects in
accordance with those requirements, a Ko#teaglish subject, and an English only subjéfL)
divided intothree levels(beginner, intermediate and advanceéd)}he secondary schoollThe
Korean English curriculum includes teaching by Korean English teachers as part of the national
curriculum and the EFL curriculum is mainly taught by English native speakieesstudents
who enroll in the secondary school are all Korean natives with diverse educational and linguistic
backgrounds, some of whom have gteaahthgbEnglishd f r om
Korean) program, some have spent some time in Ergfishking countries, and still others have
not had a great amount of exposure to the target language. In accordance with the Korean
curriculum that the school offers, an additional foreign language is compulsory with a choice in
Vietnamese, Mandarin Chiresor Japanese

The researchersd observations suggest that t
teachers employed in the two curricula. Native English Speaking Teadesr §s)tend to
believe that arEnglish onlypolicy benefits the langage learners the most, bilte Korean
English teachers (Non NESTSs) have a tenddacyse too much Korean and depend on the
grammar translation method.ub to the different beliefs and expectations from each side, the
curriculum lacks consistentevelopnent, resulting in movements towards entiregposite
directions. Therefore, it is essential that a consigpptoachbe adopted thadraws on current
research and teachersd and studentsd preferer
t e a c hattitudesd to the use and effectiveness of L1 in the classroom and propose
recommendationsThis researchwi | | of fer a better under standi
preferences in L1 use and help cooridg lhvalt e t he
provide some positive guidelines as to hoMESTSs and Non NESTSsan employ L1 use
effectively in the classroopand offer insight into howhe studentganapply L1 in language

learning not only in this Korean school but other schools tae¢ fsimilar dilemmas.
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Il. Background research on L1 use in the ELT classroom

There is abundant research that discusses the two directions, which have often been discussed
wi t h t h eusihgeEnglish to edrndtdr flearning to use English(Howatt 1984 cited in
Richards & Rogers 200 pp.155). The former is talking about the avoidance of L1 use, whereas
the latterrefers toincorporating its use.

There is some researcthat suppos the former viewpoint especially with regards to the
excessiveuse of L1. Pecifically, Selinker pointed out thatoo much reliance on the first
language will result in the fossilization of an interlanguaf992, cited in Weschler 1997:
online). Modicas har ed s i mi | a r[tlhevusecoibe firstlagoyamsastes mog much
valuable class time that would be better spent on the target lagl®9e, cited in Weschler
1997, online).Gabrielatosalso criticised language learners and teachers for themnprincipled
use of L1][which] can have londasting negai ve ef fect s on the | ear
production of the target languagé2001, online). Nation contended that use of fieother
tongue has harmful psychological effects on leath@r890, cited in Tang 2009 .37)

Other and more recent reseaadntradicted the exclusion of L1 in the classroom, especially
after the introduction of CLT. It was suggested thhtuse helps students understand and learn
more effectively. Finocchiaro and Brumfit supported the idea fifjaticioud use of native
language isacceptedvhere feasibilé (1983 cited in Brown 2001p45 and Richards & Rogers
2000, p.156). Moreover, Swasuggestedhat there are numerous correspondences between L1
and L2:AWhen we set out to learn a new language, we autcatlyg assume that meanings and
structures are going to be broadly similar to those in our own lang(E2f5 p85).

In one research study on ESP studentkitihuania, Janulevic e n aK awall i a(2082k i e n a
found out 86% of the teachers and 83%tltd students surveyed agree that native language
should be used in university EFL classes. Furthermore, 86% of the teachers thought that L1 does
help learners learn a foreign language, while an even higher number of students hold the same
idea (95%). Simarly, Tang (2002) also reported that 91% of the surveyed university students in
Beijing claim to have benefited from the use of L1 in cl&gsalso showd that flimited and
judicious use of mother tongue in tBaglish classroom does not reduce studéetgposure to
English, but rather can assist in the teaching and learning proz¢2662, p.41) and that he

prohibition of L1 use in a lovlevel monolingual EFL class is just, according to Nunan and Lamb
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(1996) , Apractical | yOOR)nPpoohsved ebrl se 0a I(sca tfeau ndch tThae

has led to positive attitudes towards the process of learning English and better yet, encourage

students to | earn more Englisho (1999, online]
In sum, previous research has discussed the effectivengadi@bus L1 use but has also

warned about its excessive usawéver little, if any, research is available on the effective use

of L1 in minority schools and schools with mixed ability students and multilingual backgrounds.

In addition, there has beertlt | e di scussion regarding L16s a

classes and various skills and activities. Few suggestions have been made as to how L1 and L2

use can be incorporated efficiently in the classroom that promote increased L2 use and

incorporde optimal L1 use Within this context this researchwi | | examine stud

teachersodo attitudes to L1 use in the classroo

be used. In additigrthe research combines and contrasts views and opifiom three different

groups, EFL learners, Korean native speaker teachers and English native speaker teachers.

Al t hough the research examines the studentso

Vietnam, the results can be applicable teeothools confronting similar dilemmas.

lll. Research aims
Based on the lack of research on effective L1 use for students of various linguistic levels, this
project ai med at andrteachessipinignaabautanglattisutdesita how and ®
what extent they should be allowed to applyihthe classroonilhe second aim was to examine
to what extent L1 is beneficial in the classroom, broken down by proficiency levels and macro
skills.
The central research questions in the wiudre:
V What are the NEST and non NEST teachersodo \
classroom and its perceived contribution t
V What are the EFL | earnersd opinions about
its per@ived contribution to their learning?
V Are there any similarities and differences between those opinions?
V What are the EFL teachersé and student so

macroskills and three different English proficiency levels?
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It is hopedthat based on the resyligractical and valuable recommendations to the language

teachersvill be offered on how L1 should be employed in the classroom

V. Methodology

1. Subjects

Forthe questionnaige te participants wer® Native English Speakineachers (NESTs9nd 6
Korean native speakers (NINESTs)and 30secondarystudents from 3 different levelgach
level represented by 10 studerthe NESTs and NGNESTSs will be named Group A and Group
B respectively in the discussion of results for the purpose of enhancing dtaritgeinterviews,

6 teachers and 9 students were interviewbith were chosen randomly

2. Methods

Three methodsf data collection were employegllestionnaires, interviews and observatiois
suggested that the method of triangulation can improve the validity and reliability of the findings
(McDonough and McDonough, 1997). Researcher triangulation was alsotaseintain

consistency and validity in the interpretation of the findings.

a. Questionnairestwo different versions of upstionnairesvere developedthe teacher version

(Appendix 1) provided tdl2 teachersand the student version (Appendix Il) respeddo by30

students,a sample,which, as McDonoughsuggests provides fia good deal of precision and

clarityd (1997, p.171)They included a variety of questions thatreopenended, yes/no, raek
multiple-choice, scale@nd short answer questionEhe questions were designed to encourage
responses regarding the use of Korean in the variety of contexts in which the participants are

pl aced. They were also given questions that e
L1 use (for teachers), amdn t heir peersd use of Korean (for
was given i n Korean, the studentsd mother tol

nativespeaking teacher version was given in English.
b. Interviews (Appendix lll): Afterthe questionnaires were collected and analysednt

structured, group intervieswwereheld with sixteachers threefrom Group A andthreefrom

Group B separately and ninestudents(three students froneach groupseparately Group
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interviews were usewith both teachers and learners becduke data collected from a group is
far richer than that collected fromdividuals as the various members of the group can trigger
additional, and more productive, responses from eachdaofBarns 1999p.119).Moreover,the
semistructured interviewigives theintervieweea degree of power and control over the course of
the interview [and] it gives the interviewer a great deal of flexill{fyunan 1992p.150). The
guestions (Appendix Ill) were designed to enemér reflection on their responses, so that a frank
and elaborate discussion about L1 use could be achighedinterviews were tapecorded

transcribecandsummarized in the findings section

c. Observatioa (Appendix 1V) To support the findings frorhe questionnaires and interviews, 6
classes were observed in totajiBerent level classes from Engliginly and 3 from the Korean
English curricula to compare tldassroomenvironment and interactioisocusi ng on fAou
as teachers, our studem@nd] the contexi (Wallace 1998p.105).Observation notes were kept
by one of the researchers usingaoservation shedhat aimed to record information about the
degree of L1 used in different activities and the effectivenéfise lessongAppendix V). This
information was used to validate the particip
appropriateness of L1 use. It was also used to inform the researchers about how much L1 is
actually used in the classroom and its possible contribitica successful learning environment
as perceived by the researcher.

The results from the questionnaires were entered in a spreadsheet, and frequencies and relative
frequencies were calculated. The interviews and observations were transcribed aradizeohm
in the findings section. The results are presented first based on the data collection method used
and then a discussion follows combining results from all three methods. Both quantitative and
gualitative information is provided, using tables anduifegg for quantitative data. In the
guantitative section, even though the sample of NESTs aneNE&Ts is a statistically small

number (6 for each category), a percentage is presented for consistency purposes.

V. Findings
1. Questionnaires andinterviews (Appendices I, Il & 11I)
The following is a summary of the data collected as a result of the research. The first three tables

present the data regarding the three groups©é
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frequency, and maximum befit of L1 use in Tables 1, 2, and 3 respectively. The remaining four
tables demonstrate the opinions towards L1 use, opinions of disadvantages of L1 broken down by
level, and benefits of L1 use broken down by medad. In the interest of emphasizinhe
different viewpoints between teachers and students, the latter group of tables are¢negh

t he t e ac tombingdintogoneccatqgory.

Range off Native English Teacheg Korean English Teache Students
usefulness of L1 (Group A)% (Group B)% (GroupC) %
Very useful 1 0/6 0/ 6 10
Useful 0/ 6 1/6 17% 20
Often useful 3 0/ 6 1/617% 40
Sometimes 1/6 17% 4/ 6 67% 13
useful 4

Very small use5 4/ 6 67% 0/ 6 17
Notatall 6 1/6 17% 0/ 6 0

Table 1:Teacher$and studentégeneral attitudetowardsusefulness of Lluse

Usefulness of L1

80

70

~

D

60

50

40 O Native English Teacher (Group A)
40 B Korean English Teacher (Group B)
O Students (Group C)

30

20
20 17 17 17 17 17

13

10

10

00 0 0 0 00

1 2 3 4 5 Notatall 6

Table 1and Figure 1showthe general attitude of native English teachers;mative teachers,

and students, Group A, Group B and Groupe§pectivelytowards the usef Koreanin helping

64



students learn English. The two groups of teachers kakstantiallydifferent opinions,the

former believingthat the use of Korean should be avoided as much as possible as 5 teachers out
of 6 chosea number athe bottom ofthe scale. Group Bhas a more balanced/iewpoint,
believing that Korean isatherhelpful since Sut of 6¢chosea number athe middle ofthescale.

30% of the studentthink Korean isquite helpful, choosing numbers 1 and 23% students feel

that Korean isomewhahelpful, selecting numbers 3 and 4 and only 17% chose Korean to have

a very small contribution to their learning

Range off Native English Teachel Non-native English Students %
frequency of L1 (Group A)% Teacher (Group B%

all the time 0/ 6 0/ 6 0
frequently 0/ 6 2/ 6 33% 14
sometimes 0/ 6 416 67% 40

a little 5/ 6 83% 0/ 6 43

Not at all 1/6 17% 0/ 6 3

Table 2: Teacher8and studentégeneral opinionsabout how muchteachers should use L1

Teachers and studentgere asked about thegeneral opinionswvith regardsto what extent
teachers should use I(fiable 2) This question divided NESTs and NbHESTS; group A, were

the most conservative of the groups(Bbousoieggest i

t onotft ald (1 out of 6). On the other hand, Group B four out of 6 supported that L1 should
studentso

be usedi s 0 me t andriwossaid fifrequently @ h e opinions c

somewhere in the middle; 54% of the students wanted a frequehcy A f r equent | y and

while 43% chose a ittle and only 3%
answers were reflected in the interviews.

((joroup Al out of 6and Group B/ out of 6 Studentd %

Beginner to preintermediate
All the time 0/6 0/6 10
Frequently 0/6 5/6 83% 57
Sometimes 16 17% 1/6 17% 23
A little 3/6 50% 0/6 10
Not at all 2/6 33% 0/6 0
Intermediate

All the time 0/6 0/6 0
Frequently 0/6 0/6 7
Sometimes 1/6 17% 6/6 100% 60
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A little 3/6 50% 0/6 30
Not at all 216 33% 0/6 3
Upperintermediate to advanced
All the time 0/6 0/6 0
Frequently 0/6 0/6 0
Sometimes 0/6 0/6 10
A little 2/6 33% 4/6 67% 67
Not at all 4/6 67% 2/6 33% 23
Tabl e 3: Teacher s §asaochodv mach Kodeannshosld be ased by stuments

for maximum benefit, broken down by level

The research also sougtgacheré and studentsviews of how much Llstudentsshould be
allowed to usgbroken down into different proficiendgvels (table 3)Group A thought beginner
students shouldot be allowed to use Linor e
bottom of thescale. The results were identical for the intermediate level, while four out of 6

(67%) of those at the advancéde v e | c h o ® 83% fi5noat tof 6)aof Graup B think that

beginner students

67% chose fAa

showed decreasing L1 use from beginning deaaced stageMore specifically, ér beginner
be

students5 7% chose

littl e, 6

t hat

A beginner student stated (translated):

We think using Korean is very useful especially in reading, it helps us clarifiygheing
Al so

ask teachers how to say them. When we study with native speakers, we depend too much

of t he words

on stronger

and

shoul

L1

shoul

t han

d use
(4

student s or

understand most of the time and feel discouraged.

60% of t he i

and 10% 6not

advanced studentsatightKorean should be avoided as much as possible exktsptatiors in

at al

whichthey struggle to understand.

ntermedi at e

A

(0]
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d

L1

of

expressions.

even

student s
67 %

fisomet i

used

dondtnodopay

prefer
advhenced
students irdgrviewed thoughtmore English use beneditlistening and speaking skilland

of

wi t h

firmediate levels)y t | vy, 0
6) ,
Students were asked to express thagws about L1 usdor all levels in general and the results

6frequent

a

~

C
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Teachers (Group A & B) % Students (Group C) %

Level 1 Level 2 Level 3 Level 1 Level 2 Level 3
Beginner | Intermediatel Upper Beginner to | Intermediate] Upper
to pre intermediatg pre- intermediate
intermedia to advanced| intermediate to advanced
te

Classroom 27 26 25 14 6 28

Management

& St udeé

discipline

Clarifying the || 27 42 50 33 44 44

meaning of

the words&

expressions

Explaining 21 26 25 24 39 11

grammar rules

Giving 18 0 0 10 6 0

instructions to

the students

Asking 6 5 0 14 6 17

guestions to

teachers

Carryingout || O 0 0 5 0 0

pair or group

activities

Table 4: Teacher8and studentéopinions towardsusefulnessof L1

Participants were also asked to identify advantages of L1 use in various activéisds. 4

displays therelative frequency for each activity as chosen by teachers and studantidates
wereallowedto choose more than one ansvi@reach levelThe relative frequency is calculated

on the basis of the number of votes given for each lévgleneral, lowlevel students saw more
advantages of L1 use than those at higher levels since they selected more functions for L1 use
than those at upper intermediate to advanced level. For both teachers and students, regardless of
the level, it is believed that Koreasii t he most usef ul Ovia medi umo
of words and expressions. Teachers thought that it was equally importactagsroom
managemenas this activity received 27% of the answers, 26% and 25% for each of the three
levels. The third no s t usef ul contribution of L1 wuse fr
explaining grammar rul es. From the studentso

second most important activity for L1 use for level 1 anavidile level 3 students pointeolt
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that classroom management is the second biggest advantage. These results were further
confirmed in the interviews. Students saw the importance of L1 in clarification of words and
grammar rules while NESTs expressed dissatisfaction with the classnao@gement. This is
demonstrated in student B vidxelow:
AThe most useful part of using Korean 1in
Korean teacher explain the grammatr, it is much clearer to understand. Also, in reading, it
is easy to understandhe text by clarifying and translating into Korean. | hope both L1
and L2 can be balanced togethero.

Teacher (Group A& B) % Students (Group C) %
Level 1 Level 2 Level 3 Levell |Level2 |Level3
Beginner | Intermedial Upper Beginner | Interme | Upper
to pre te intermediate| to pre diate intermediate
intermedi to advanced| intermedi to advanced
ate ate

Classroom 8 9 9 33 21 9

Management &

Student s

discipline

Clarifying the 8 6 11 0 7 9

meaning of the

words&

expressions

Explaining 12 12 17 0 0 4

grammar rules

Giving 16 27 19 22 7 30

instructions to the

students

Asking questions 16 15 17 11 14 17

to teachers

Carrying out pair 40 30 26 33 50 30

or group activities

Table 5: Teachergand studends opinions towards disadvantages of using Korean

Participants reported on the activities where L1 was least useful in the classroom. The answers
werecalculated in the same way @& previous table. As seen in table 5, teachers and students
both agreed that the taskvhere L1 should not be used wparwork and groupwork activities

which is logical as students are involved in practicing the language and L1 would hinder this. The
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next

activities

wher e

L1

wa s

seen

as i

napprop
asking questions. Moreovestudents thought that L1 use in classroom management was less

useful . I nterestingly, the activity that
gr ammar rul eso,; some teachers thought L1
disageed.
Teachers (Group A and B) % Students %
Listening | Speak. | Read. | Writing | Listening | Speak.| Read. | Writing

0-10% 33 42 33 25 0 0 0 0
1040% |67 58 33 50 57 67 33 30
4060% |0 0 25 17 30 23 43 43
60-100% | O 0 8 8 13 10 23 27
Tabl e 6: Tetucdents Sd thelpknefitiofdhuse in macrskills

70

60 -

%0 1 3 0-10%

40 A ] ' |m10-40%

30 A L |O040-60%

20 4 — 0 60-100%

10 - ]

0

Listening‘ Speak. ‘ Read. ‘ Writing Listening‘ Speak. ‘ Read. ‘ Writing
Teachers Students

rec.

Uus E€

Table 6 and Figure 6 demonstrate the extent to which participants think students can benefit by

using Korean in each macroskill. All teachers thought that using Korean provided no more than a

40% benefit for speaking and listening whereas for reading and writing skills, some teachers

considered Korean even more beneficial, although -4020 benefit seemed to be favoured.

Moreover, the students showadimilar opinion to that of the teacherslistening and speaking.

In those skills 10-40% was seen as the maximum benefit for Korean use; however 10% of the

students thought the percent of benefit was higherl083%6. For reading and writing, the
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majority of students saw a 4BD% benefit in the se of Korean. A minority of students thought
using Korean provides a €@@0% benefit in all four macrskills. In general, participants seemed
to agree that there is at least a4l benefit from using L1 in all macroskills, with a higher
benefit for writng and reading.

100

90

80

70

60

r T0-10%
- 0,
50 B 10-40%
040-60%
060-100%

40

30

20

10 ~

.| []

Level 1 ‘ Level 2 ‘ Level 3 Level 1 ‘ Level 2 ‘ Level 3

Teachers Students

Figure7.Teacher s & and sentthe HeadiittoflsKdrean pse in eachrevel

Another important question asked participants aboup#reeivedmaximum benefiin L1 use
for different levels. Teachers and students expressed different opinions although there was some
agreement. The studergenerallysaw a greater benefit in L1 use than the teacfargxample
in level 1 where the vast majoritgf studentssad there is a 4.00% benefitwhile the teachers
believe there i®nly a 1060% benefit. Notably, students for each level saw no less than a 10%
benefit, while teachers disagreed. Nonetheless, both groups agreed that in Level 2 there is about a
10-60% bendt and in Level 3 only a 2:80% benefit.

The results were supported in the interviews. Moreover, it was revealed that Korean teachers do
not feel comforable with using English because of perceived deficiencies in tlagiguage
ability, although theyinderstand English should be used mogheftime. They also suggested
Korean canadvance the students confidence, and provide supespgciallyby providing

explanations in reading, writing and grammar and word clarifications. A Korean teacher pointed
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out:
A lot of lowl e v e | students complain about the EFL
anything. Therefore, using Korean can support students to open the door to the learning
environment.Even if students are exposed to the English environmenttall tmee , I don
think they can learn English.For example, if someone listens to CNN for one year without

any guidelines, they still donét wunderstan:

3. Classoom observatiorns (Appendix 1V)

Classroonpbservations had two basic ainisie primary aim was to examine the extent to which
students and Koredanglish teachers wergctually usingenglishto validate their responses in

the questionnaires and interviews. Second, there was an attempt to find out whether the language
used in theclassroom had any effeqbositive or negativeon the classroom interaction and on
successful completion of tasks.

The beginner level classrooms seemed to fare far better with the benefit of extended L1 use
than in the English only (EFL) curriculurbpth in terms of effectiveness and in terms of how
much English was actually used. In the English only classroom, the tasks were confusing to the
students and did not involve much student participation. Some problems occurred due te student
teacherlack oiknder st anding and difficulties in cl as:
use was | imited to Ayes, 0 fino, 0 or numb-er res
English classroom they used English abou4@ of the time, yielding much morestailed
responses.

The intermediate levels showed a similar pattern. The tasks in the EFL classroom were not
carried out as successfully as the ones in the Keeegtish curriculum where there was a clear
understanding of expectations. However, the@aiage of English used in both curricula was of
a similar frequency.

The upper level classes observed, for both English only and Korean English classes, showed
clear examples of effective teaching with a high amount of English being used througleut. Th
classes were effective in terms of student participation and L2 use, the only exception being for a
task that specifically used translation. This confirmed initial observations and hypotheses about
the ineffective use of L1 for more advanced learnetlerclassroom.

In summary, observations suggest that beginner students depend on L1 for effective learning of
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L2, whereas advanced students depend on high LFoseitermediate students, there seemed to

be a more delicate balance being used, ané geems to be a benefit to at least some L1 use.

VI. Discussion

First of all, despite literature that discusses the disadvantages of L1, there is overwhelming
agreement and evidence about the use and benefit of L1 in the classroom by both teachers and
students, although students wanted more L1 use than teachers. This stapgrésd Schweér
research, which state that L1 can have a fAsup
EFL classrooms although Englcemmehoobadi beo ¢ &
1999, online)

However, there is a division between the teachers about the extent of the benefit of L1 use.
NESTSs see very little benefit in its use and avoid L1 use in the classroom, even though it affects
their classroom meagement and can lead to student confusion-NEBSTs on the other hand,
recognize the importance of L1 and L2 use, although they acknowledge their excessive use of L1
due to their lack of confidence. This can have detrimental effects in both classesdas ribe
observations and as perceived by the students. The ldbk aflL option especially with mixed
ability students, can lead to cultural misunderstanding ead create anunsupportive
environment where there is a lack of sympathy and negotiatioboth sidesPiasecka sees
finegotiation of the lesson, cressltural issues and classroomanagemenat times as better
discussed in L1 (19%.99, cited in Dash 2002, online). Furthermore, for beginner to intermediate
students, L1 providedor a more comfortable and motivaing environment. Gardner and
Lamberts research have found thémotivation is verystrongly related toachievementn
language learning(Gardner and Lambég 1972; Gardner 1980, cited in Ur 199274) and
early motivation can leatb successful language development eadbuild confidence andbe
supporive.

It was also found that both teachers and students recognized the importance of L1 use more in
beginner stages, less in intermediate and even less in the advanced leveds el astudents saw
a greater benefit of L1 use than teachers, with level 1 students seeirtD828wf benefit while
the teachersd6 opinions varied. Mor eover-, both
60% and level 3 students had a4 benaf. This clearly shows the importance of L1 use in

an EFL classroom and suggests that teachers s
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These results comply wittColed s research wh &1 nsaay beg esedt fomh t h at
introductory to uppemtemediate levels on a decreasing sodE998, online). It should be
stressed at this point t hat the studentsodé su
different competence levels in English, although assigned in one level and may have been
influenced by their knowledge of L3.

The results also shed some light onto the activities and macro skills teachers and students
thoughtL1 should be used. Teachers saw4D06 benefit of L1 use in listening and speaking
while some students saw even greéiemefit. This is understandable as the aim in speaking and
listening is practice and development of fluency, which can be achieved, with use of L1. There
was a greater perceived benefit in reading and writing, especially when giving instructions and
for explanation of words and clarification of answers perhaps because the students find it harder
to understand in L2. However, Owen points out that the use of translation actually compounds the
di fficulty i n tasd brbugha transiereaceropsrim language,prodiiction
(2003, online).Yet from t h e st udent, shéy arp enore gatsfied witly &orean
explanations for abstract ideasd ambiguousneaningghan English explanationsAfter all, in
his research on the most successful reading strat@gieeading comprehensionChamot
d e mo n st r wdclked found iadasiefito teach strategies in the native language and students
who were more able to verbalize their thinking proessa L1 displayed greater comprehension
of the L2 text than those unable to describe their thoagR@O5, p.120).In addition to thisfiL1
translation is the most effect@mongfia demonstration, a picture or a diagram, a real object,
L2 context clusor anL1 translatiom (Lado, Baldwin and Lobo 1967; Mishima 1967; Laufer and
Shmueli 1997, cited in Nation 280

Moreover, the seconohostcited advantage of L1 igxplainng grammar rulesThis supports
research that suggests both explicitandimpli t gr ammar teaching i s 1| mg
needs and styles (Thornbury, 1999)n&times it is necessary to remind the language learners of
important rules anti2 usage bydistinguishingit from their L1, thus the explicit knowledge will
enabé learners to notice théap between their inner grammars and the tatgeguage In
addition to this, explicitinstruction using Llcan assistthe writing skills for beginner to
intermediate group of students since writisgmore focused omsimple lamguage structures,
which require explicit grammar rules.

On the contrary, there are circumstances where L1 is less;uUsefekampleboth teachers and
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students are more willing to use Englisbluntarily in pair and group work, or games for
communicéive language activities. Cole supporteé inappropriateness of L1 in thasgivities

AL1 is largely inappropriate unless the instructions lead to frustta¢i®@98, online). Similarly,

L1 has limited use in speaking and listening as a vast majadgle said maximum benefit of

L1 use is less than 40%. To improve these component communication skills, students need to
build-up their confidence and fluency by responding in English such as Wwsking for
clarification, checking for comprehension, gmaraphrasing, rather than reverting to the L&
(Chamotf 2005 p.119).

VII. Conclusion and recommendations

This research has investigated the attitudes and usage of L1 in a secondary minority school
context divided into the different proficiency levelsd macraskills. It was pointed out that L1

plays a supportive role in the language classroom, especially in the early stages, and more
significantly in reading and writing. A bigger sample of students and teachers could be employed
in the future. It isalso important to acknowledge the influence of the Vietnamese learning
environment and other L3 linguistic and cultural environments the Korean learners have been
exposed to, on their preference for L1 use.

The findings discussed in the previous sectiave important implications for the L1 policy in
multilingual and minority schoolsThe following recommendations are important steps that
schools can take to improve the teaching envi |

First, students, teachers danadministrators should work collaboratively towards the
i mprovement of the curriculum and teaching. F
every school can contribute to everyoneodos aw:
approachto L1 use.This research hasncovereda need for cooperation betweBESTs and
Non-NESTs The evidence shows thiat use can be useful especidity beginner levels and in
general for reading task&in Englishonly policy is more usefulwhen employed inthe upper
levels where the percentagé English used byboth teahers and students high. Both Non
NESTs and NESTs should work closely together on teaching strategies and policies that will lead
to studentsd6 effective |etyanvolvédnngthe ddcisienymaking oul d
about a policy that is appropriate for each school.

As Non NESTs were found to lack confidence in language proficiency, which led to their
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increased and inappropriate L1 use, seminars should be offered to improwotifieience and
promote L2 use among the teachers. Effective collaboration betweeNE®hs and NESTs can
also work towards this goal by increasing their opportunities for language practice and updating
their English language skills.

As the findings hve indicated the importance of judicious L1 use and increase of L2 use,
classroom activities promoting L2 use should be developed. For exanmpézitaystencould
be implemented where rewards are giverstudents who try to communicate in English. The
points areaccumulated at the end of month and those who reteevenost geain award, which
will motivate studentso do likewise

Future research could focus on evaluating the environment and progress of students in the two
units in the Korean school. In addition, a bigger population sample from teachers and students
from other minority groups in Vietnam and other countries, using muoalitative methods could
offer a more comprehensive picture of the preferences on L1 use. Researchers could also
investigate L1 use in early year groups since younger age learners tend to learn foreign languages
in an identical fashion to the acquisiih of their mother tongue Furthermore, multilingual
language classrooms in international schools would be worth investigating, in particular how the

studentsé approach to L1 differs from student.
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Appendix |
Questionnaire / for teachers
The purpose of the questionnaire is to discover the use and attitude of using native language

(Korean) in ELT classrooms. Your answers will be used for research purposes only. Thank you
for your cooperation.

| am a native/ nontnative English teacher (Please circle the appropriate answer).
1. Which level do you teach? (Please circle the appropriate answer)
Beginner to prentermediate / Intermediate / Uppatermediate to advanced
2. Do you think the use of Korean helps students learn English? (Circle number)
Very useful/ useful/ often useful/sometimes useful/very small / Not at all
1 2 3 4 5 6

3. Assuming you can speak Korean, to what extent should you use Korean? (Circle the
preference)

all the time / frequently / sometimes / a little / not at all

4. To what extent should students use Korean? (Circle the preference from the each item)
A) Beginners to préentermediate:

all the time / frequently / sometimes / a little / not at all
B) Intermediate:

all the time / frequently / sometimes / a little / not at all
C) Upperintermediate to advanced:
all the time / frequently / sometimes / a little / not at all
5. When do you think it isusefulto use Korean in English classrooms? (You can circle

more than one answer. If you choose more than one answer, please rank them in next to
the item).

(1) Beginner to préntermediate
A. to give instructions

B. to clarify the meaning of the words, exps@®ns or sentences
C. to explain grammar rules
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D. to ask questions to teachers

E. to carry out pair and group work (communicative activities)

F. classroom managememd give studentsliscipline

G. other, please specify

(2) Intermediate
A. to give instructions
to clarify the meaning of the words, expressions or sentences
to explain grammar rules
to ask questions to teachers
to carry out pair and group work (camnicative activities)

nm o mo o w

classroom managemend give studentsliscipline

. other, please specify

-

(3) Upperintermediate to Advanced
to give instructions
to clarify the meaning of the words, expressions or sentences
to explain grammar rules
to ask questions to teachers

to carry out pair and group work (communicative activities)

mmoow>

classroom managemend give studentsliscipline

G. other,please specify

6. When do you think it igot usefulto use Korean in English classrooms? (You can choose
more than one answers and circle alphabet. If you choose more than one answer, please
rank them in net to the item).

(1) Beginner to préntermediate

to give instructions

to clarify the meaning of the words, expressions or sentences

to explain grammar rules

to ask questions to teachers

moow?>

to carry out pair and group work (communicative activities)
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F. classroom managememd give studentgliscipline

G. other, please specify

(2) Intermediate
A. to give instructions
. to clarify the meamg of the words, expressions or sentences
. to explain grammar rules

B

C

D. to ask questions to teachers

E. to carry out pair and group work (communicative activities)
F

. classroom managememd/ give studentgliscipline

G. other, please specify
(3) Upperintermediate to Advanced
. to give instructions

. to clarify the meaning of the words, expressions or sentences

. to ask questions to teachers

A

B

C. to explain grammar rules

D

E. to carry out pir and group work (communicative activities)
=

. classroom managemeimd give studentsliscipline

G. other, please specify

7. (hative English teachers onlywhat is the most challenging aspect when you teach

monolingual classrooms like Korean school?

8. (Korean Englis teachers onlyWhat is the most challenging aspect when you encourage

your students to speak English as much as possible?

9. What do you usually do when your students do not understand what you say in English?
(You can choose motthan one answer and circle alphabet. If you choose more than one
answer, please rank them next to the item).

A. ask classmates to translate for you
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B. use Korean to explain again

C. write down the words which students doannderstand and ask them look the

dictionary
D. use English to explain again until students get the idea
E. ignore it

F. other, please specify

10.In thoseskill(s) how muchcan your students benefit from by using Korean? (Please
choose gercentage from each item and explain your reasoning).
A. Speaking 0-10% 1040% 4060% 60100%

B. Listening 0-10% 1040% 4060% 60100%

C. Reading 0-10% 1040% 4060% 60100%

D. Writing 0-10% 1640% 4060% 60100%

11. How muchcan yourstudents benefit from by using Korean in each [&®dase choose a
percentage from each item and explain your reasoning).
A. Beginner to Préntermediate  0-10% 10-40% 4060% 66100%

B. Intermediate 0-10% 1040% 4060% 60100%

C. Upperintermediate tcAdvanced 0-10% 1040% 4060% 66100%

-The End
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Appendix Il

Questionnaire for studenfsanslated from Korean)

The purpose of the questionnaire is to discover the use and attitude of using native language
(Korean) in classrooms. Yours answers will be used for research purposes only. Thank you for

your cooperation.

1. Which level do you belong to?
Level 1 (Beginner to prentermediate)/ Level 2 (Intermediate) / Level 3 (Upper intermediate
to Advanced)
2. Doyou think native language (Korean) should be used in English classes? Yes/ No
3. Do you think the use dforeanhelps you learenglisi? (Circle number)
Very useful/ useful / often useful/ sometimes useful/ very smallNiseat all
1 2 3 4 5 6
4. Do you think what extend teachst®ulduse Korean? (Circle the preference)
all the time / frequently sometimes/ a little / not all

5. When do you think it isisefulto use Korean in English classrooms? (You can circle more

than one answer. If you choose more than one answer, please rank them in next to the
item).

(1) Beginner to préntermediate

to give instructions

to clarify the meaning of the words, expressions or sentences

to explain grammar rules

to ask questions to teachers

to carry out pair and group work (communicative activities)

m moow>»

classroom managemend give studentsliscipline

G. other, please specify

(2) Intermediate
A. to give instructions

B. to clarify the meaning of the words, expressions or sentences
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nomo o

- ©

(3

mmoow>»

G.

. other, please specify

to explain grammar rules
to ask questions to teachers

to carry out pair and group work (communicative activities)

classroom management/ give studentgliscipline

Upperintermediate to Advanced

to give instructions

to darify the meaning of the words, expressions or sentences
to explain grammar rules

to ask questions to teachers

to carry out pair and group work (communicative activities)

classroom managemend give studentsliscipline

other, pleasspecify

6. When do you think it igot usefulto use Korean in English classrooms? (You can choose

more than one answers and circle alphabet. If you choose more than one answer, please

rank them in next tche item).

(1) Beginner to préentermediate

nomoow»

G.

to give instructions

to clarify the meaning of the words, expressions or sentences
to explain grammar rules

to ask questions to teachers

to carry out pair and group work (communicative activities)

classroom managemend give studentsliscipline

other, please specify

(2) Intermediate

A.

moow

to give instructions

to clarify the meaning of the words, expressions or sentences
to explain grammar rules

to ask questions to teachers

to carry out pair and group work (communicative activities)
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F. classroom managemend give studentsliscipline

G. other, plase specify

(3) Upperintermediate to Advanced
A. to give instructions
. to clarify the meaning of the words, expressions or sentences

. to explain grammar rules

B

C

D. to ask questions to teachers

E. tocarry out pair and group work (communicative activities)
F

. classroom managemeimd give studentsliscipline

G. other, please specify

7. Please describe advantages and disadvantages in studying with native English teachers.

8. Please describe advantages and disadvantages in studying with Korean English teachers.

9. What do you usually do when you do not understand whae#uhersays in English?
(You can choose more than one answers and circlat@phf you choosemore than one
answerplease rank them in next to the item)

A. ask classmates to translate

B. write down the wordsvhich you dorit understand and look up the dictionary

C. ask the teacher for clarification

D. ignore it

E. other, pleasspecify

10. In thoseskill(s) how muchcan your students benefit from by using Korean? (Please
choose a percentage from each item and explain your reasoning).
A. Speaking 0- 10% 1640% 4060% 66100%
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B. Listening 0- 10% 1040% 4060% 60100%

C. Reading 0-10% 1640% 4060% 606100%

D. Writing 0-10% 1040% 4060% 60100%

11. How muchcan yourstudents benefit from by using Korean in ebrel?(Please choose a
percentage from each item and explain your reasoning).
A. Beginner to Préntermediate  0- 10% 1040% 4060% 60100%

B. Intermediate 0- 10% 1040% 4060% 60100%

C. Upperintermediate to Advanced- 10% 1640% 4060% 60100%

-TheEnd

85



Appendix Il (Interviews)

Interview Questions(to students)

1. Why and whens L1 use (Korean) useful or not useful?

2. Why are studentsmore willing to use Korean even though most candidates
answered that L1 should be usedhe range ofisometimesto aflittle0?

3. What kind of difficulties and frustratiordo the studentsencounter when thegre

learningEnglish?

Interview Questions(to teachers)

1. Why and whens L1 use (Korean) usefar not useful?

2. Why do Korean English teachemefer touse Korean even though mdsachers
haveanswered that L1 should be usedherange offisometimesto afiittle 0?

3. What kind of difficulties and frustrationdo the teachersencounterin teading

English?

The interview results are summarised as follows:

(1) Students

No matter which levels they beloegjto, studentshad similar opinions in general.
They thought using Korean is useful especially for reading comprehension and
grammar. The clarification helps them understand but they expressed frustration with
using too much Korean in Koredinglish classes. Thesuggestedorean teachers
should try to communicat@ English even outside of thelassroors, and encourage
students to speak English in cla3$hey alsothought more English use benedit
listening and speaking skills.

Although they expressed similar opinions, each level pointed out their own issues.
Begnner group studentsaidthey often depend on the strongest students or give up
paying attentionn the class. On the other hand, advanced studessionedKorean
should be avoided as much as possible exoegituatiors in whichthey struggle to

undestand.

(2) Teachers
Native English speakethink using L1 is not really helpful singedistracts from the

objectivesand the target languagEven for beginner groupthe target language is



easyandcanbe achievedvithout any L1support Moreover, itis important to think
directly in Englishratherthantranslatingfirst. They also expresseheir frustration in
terms of classroom managemes group or pair workis generally avoidedandin
that situation, speakingoreanwould beabig advantage.

Korean English teachetiink the use of Korean is very usefespeciallyfor low-
level studentsand pointed out that studenbecomedemotivated if they ddh
understand English most a@he time. Moreover, Korean cabe used to provide
guidelines for stueénts to learn English more effectivelgspecially in reading
comprehension, in explainirand clarif/ing the meaningsThey understand English
should be used most tifetime, howevertheyfeel uncomfortablein using because

of their perceivedleficiencies in theilanguageability.
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Appendix IV (Classroom Observation)

(1) Beginner to préntermediategLevel 1)

Effectiveness Korean English EFL
Good | Decent| Poor | Good| Decent| Poor
Studenté Participation /| X X
Confidence
Giving instructions X X
Clarifying the words, expressior X
or grammar
Students asking questions to 1 X X
teacher
Pair or group work / speakin X
activities
Classroom management X X
Achieving objectives [/ targe X X
language
Percentage of using English 10 |40 70- 10 | 40 70-
40% | 70% | 100%| 40% | 70% | 100%
Students using English X X
Korean teacher using English X
(2) Intermediate (Level 2)
Effectiveness Korean English EFL
Good | Decent| Poor | Good| Decent| Poor
Studenté Participation /| x X
Confidence
Giving instructions X X
Clarifying the words, expression x X
or grammar
Students asking questions to { x X
teacher
Pair or group work / speaking X
activities
Classroom management X X
Achieving objectives [/ targe X X
language
Percentage of using English 10- 40- 70- 10- 40- 70-
40% | 70% | 100%| 40% | 70% | 100%
Students using English X X
Korean teacher using English X
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(3) Upperintermediate to advanced

Effectiveness Korean English EFL

Studenté Participation /| Good | Decent| Poor | Good| Decent| Poor

Confidence

Giving instructions X X

Clarifying the words, expression x X

or grammar

Students asking questions to { x X

teacher

Pair or group work / speakin x X

activities

Classroom management X X

Achieving objectives [/ targe X X

language

Percentage of using Korean 100 |40 70- 100 | 40 70-
40% | 70% | 100%]| 40% | 70% | 100%

Students using English X X

Korean teacher using English X

CommentsClassroonobservationgocusedon how effectively lessons were carried
out in different contexts and how much students lWateanrEnglish teachers were
using English in realitySee Appendix Il for a detailed table.

The beginner levels seemed to fair far better with L1 use than with exclusive use of

English, both in terms of effectiveness and in terms of how much Engksh

actually wused. I n most of the tasks, t her e
knowl edge of L1 and due to a |l ack of <cl ass
use was | imited to Ayes, o0 fino, 6 or a numbe

the Korean English teachers they used English abed0%®of the time.

The intermediate levels showed a similar pattern. The tasks in the EFL classroom
were much less successful than the ones with the Korean teachers, with the majority,
S5outof 7, reei ving a figoodd mark for EFL teachei
English used was much higher or equal to that of the Korean English teacher, at 40
70%.

The upper level classes observed, for both EFL and Korean English, showed clear
examples of déctive teaching with a high amount of English being used throughout.
Alt he tasks were organized and performed s

to the heavy use of translation.
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Abstract

The major purpose of this study was to investigate the teffeerror correction on

EFL | earnersdé acquisition of some grammat.
|l ooked at the |l earning effects of correct.i

articles as well as errors on regular and irregular feaste verb forms. Data for the

study were collected from 56 intermediate level students of English as a Foreign
Language in Iranian private language school settings. Through an oral interview, each
participant was required to read and then retell a wriieh in their own words.

During or following the interview the examiner provided the participants with
immediate explicit, delayed explicit and immediate implicit corrective oral feedback

on their grammatical errors. Individualized multialeoice tests dcusing on the

errors that had been corrected were constructed for each participant and administered.

A comparison was made between the | earners
definite and indefinite articles as well as regular and irregular tpase forms in

order to assess the impact of corrective feedback on these linguistic features. This
comparison was made by pdgic analysis of the final tailonade tests. The results

show that when corrective feedback is given, the irregular past temsed learnt

before the regular past tense and the defi
articles 6ab6 and O6anb. This finding | ends
Krashen, (1977), Andersen (1978), and Dietrich, Klein and Noyau,5]18tht

confirmed the role of negotiation as well as to the role of saliency and individualized
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attention in language learninghe results of the study also have some implications
for both second language acquisition and language pedagogy.

Key Words: Definite/Indefinite Articles; EFL Learner; immediate explicit, delayed
explicit and immediate implicit corrective feedback; Regular/lrregular Past Tense
Forms; Second Language Acquisition; error correction.

1. Introduction

With the advent of communicativariguage teaching (CLT), the attention of most
teachers and learners shifted from accuracy to fluency in attempting to learn a second
language. In other words, because of the tendency of both learners and teachers,
especially in recent years, towards flugnover accuracy, attention to the
development of grammar in L2 has been neglected. However, this has caused a
number of problems in terms of students learning some grammatical features
correctly, such as definite and indefinite articles and regular aeguiar past tense
forms. For instance,although learners have explicit knowledge of grammatical
features, they still make errors in their use. The presence of such grammatical
inaccurac es i n | earnersd production ofve | anguac
feedback essential, since it helps learners notice the incorrectness of the form(s) they
have used. This, as a result, enables them to modify their hypotheses about the target
language (Oliver, 1995). The present study attempts to investigate the dadffect
immediate explicit, delayed explicit and immediate implicit corrective feedback on
the English article system as well as regular and irregular past tense forms as
demonstrated by lIranian EFL learners who are at the intermediate level of

proficiency.

2. Theoretical Background
One of the central points of interest for teachers and researchers has always been
errors made by language learners. In fact, according to the cognitive view of language
learning, errors made by L2 learners are signs of progmssnat impediments
(Dulay & Burt, 1975). If students commit errors, teachers should give them corrective
feedback; and this would promote authentic interaction between them.

According to Polio et al. (2006), the role of corrective feedback in seemguidge
acquisition (SLA) has long been an issue, especially in the interactionist approach,
which claims that the feedback through interaction is a driving force for learning.
Mackey & Gass (2006) state that in Longos
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interaction, (particularly with a more competent interlocutor), facilitates L2
development because it connects input, internal learner capacities (e.g. selective
attention) and output efficiently. It stands to reason, therefore, that corrective
feedback l§oth its interpretation and its role in L2 development) plays a crucial role in
interactionbased research.

N. Ellis (2005) argues that both conscious and unconscious processes are involved
in every learning sequence. In his connectionist model, in order for explicit learning
to take place, some degree of attention is needed. The explicit learning can then be
turned into an implicit one and enters implicit memory (Ellis, 2005). R. Ellis et al.
(2006) suggest that providing students with corrective feedback constitutes an ideal
context in which both conscious and unconscious learning are involved together in
SLA. Moreover, in such a learning situation, the targeted structure (the one that is
supposed to be learnt) will enter implicit memory.

Conscious attention is crucially important in learning and does not take place unless
features are made noticeablerRee pt u a l salience is the tern
attention is drawn to language forms. It is one of the main contributing factors for
drawing |l earnersé attention to grammati cal
in salience: irregularity, st#ss, and frequency of input (Gass & Selinker, 2001).

Let us now turn our attention to the variables under investigation such as the role of
immediate explicit, delayed explicit and immediate implicit corrective feedback in
learning some grammatical teaes in English. These features are definite and
indefinite articles and regular and irregular past tense forms, which will be fully

described and delineated in the following sections.

2.1 Regular Past Form vs. Irregular Past Form

Previous research hahown different findings with respect to these two features.

Some studies found that the regular past tense form is learned before the irregular

(Dulay and Burt, 1975; Larsdfreeman, 1975; Hakuta 1974). Some other research

shows that the irregular pastrifio is learned first (Krashen, 1977). Still some other

research using group scores (scores obtained by a group of learners) shows that the
irregul ar past form is | earned before the
showed that there is no order beénehese two features (Andersen, 1978). Finally,

the fact that the irregular past tense form precedes the regular form was confirmed in

a longitudinal study of (largely untutored) adult learners of five target languages
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(Dietrich, Klein and Noyau, 1995).
A possible factor in learning language features may be the degree of novelty that a
form holds for a learner. The proponents of contrastive theory believe that similarities
bet ween the features in | earnersd native
learning ease, whereas differences lead to learning difficulty (Brooks, 1960). This
theory was subsequently rejected and proved to be invalid (C@8¥5). In contrast,
Kl ei nmann, (1977) suggested that the diffe
native language and the target language may cause a novelty effect, which promotes
SLA.

2.2 Definite vs. Indefinite Articles

Research in the domain of article acquisition comes from two different areas. Some

research is not specifically on article acquasi, but is primarily concerned with

morpheme acquisition (Dulay and Burt, 1973; Brown, 1973; Hakuta, 1976; Huebner,

1979, 1983; Tarone 1985; Master, 1995). Most of these studies show that the

acquisition of the definite article takes place later thaniridefinite. There is also

research that has been exclusively designed to study article acquisition (Master, 1987;

Parish, 1987; Tarone and Parish, 1988; Thomas, 1989; Liu and Gleason, 2002). These

findings are mixed depending on whether the overuse assumgr the accuracy

assumption is used. Despite discrepancies of the findings of Parish, Master, and

Thomas, they concur that 6adéd is acquired |

al so provide evidence that OJahpeabnese | ear ne
It has generally been observed that children possess an innate tendency to

distinguish specificity from noespecificity. Presumably, this tendency emerges from

a very early age as part of their L1 cognitive linguistic development (Brown, 1973;

Maratsos, 1971, 197&ziko, 1986cited in Butler, 2000). Furthermore, this semantic

notion connects somehow with the external
This hypothesis can be extended to the acquisition of articles among adult second

language learnerd’he ability to distinguish specificity from nespecificity already

exists among adult second language learners due to early childhood cognitive

linguistic development in their L1. Also, d3uebner (1985) and Master (1988)

suggested, L2 learners initialinight associatepecificity (SR=specific referentyith

hearer knowledge [HK], in contrast to children acquiring the English article system as

part of their L1.In other words, the semantic concepts of definiteness and
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indefiniteness already exist, wHatrning does is to connect these semantic concepts
to the new external attributes (the articl:
According to the COBUILD frequency count, in a corpus of 20 million English
wor ds, t he dleisby farithe mostfrequentoword, with a frequency rate
of 25.1% (Sinclair, 1991). The indefinite article, however, is the fifth most frequent
item with a frequency rate of 10.1%. Frequency has been proposed by some research
as one of the features that sas learners to notice forms (Bardddarlig, 1987; Day
& Shapson, 1991; Trahey and White, 1993; N. Ellis, 2002). These studies show the
benefits of instruction that focuses on the frequency of troublesome features (Doughty
and Williams, 1998).
Concening the theoretical backgrounds of the issue under study, the major question
is to examine the effect of immediate explicit, delayed explicit and immediate implicit
on the learning and use of frequent grammatical features. This will be further

separatednito minor questions below.

2.3 Research questions

In relation to the major purpose of the study, which was to investigate the effect of
corrective feedback on learning and using the article system and regular/irregular past

tense forms in English, twosearch questions were addressed. They are as follows:

1) . Il s the correction of indefinite articl
the definite article O0thed?

2) . Il s the correction of the regug@gear past
learning than the irregular forms?

In order to provide plausible answers for the aforementioned questions, a meaning

based study was conducted which will be described and explained in the next section.

3. Methodology

3.1 Participants

A total of % learners (from among a population of 300 students) from seven language
institutes with 12 uppeintermediate classes participated in this study. The reason for
choosing these classes was because the numbers of learners who could talk well were
naturally higher in such classes. To determine the general proficiency band in the

study, a standard test of grammar was used. Thiged0 test was selected from
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Section 2 (Structure and Written Expression) of the TOEFL test. Those scoring
between 50 and 70 werelleal on to participate in the research. The reason for
choosing this test was that, (according to the information provided by TOEFL) the
reliability is relatively high (0.88).

The research was conducted at seven private language institutes in Isfahan, Iran.
These research sites were chosen because, in general, this research was initially
intended to investigate error correction among EFL learners (that is, those who learn
Endish as a foreign language in an environment where English is not spoken as a first
language).

The demographic information of the learners showed that they averaged about 22
years of age (with some as young as 17 and others as old as 33). The fetealts stu
accounted for 66% of the sample population, while males were 34%. Forty percent of
the students in these classes planned or hoped to continue their education at
universities abroad, and for this reason, they pursued their language learning very
seriausly. 90% of the learners believed English was important for their higher

education in Iran.

3.2 Materials

In the current research, for the purpose of eliciting errors, two passages were
designed. They both have generwdr 6t opna s;
60Britaindéds Unluckiest Criminal 6. 6Di amonds
passage containing information on figures, dates, and names of some relatively known
geographical pl aces. O6Britainoéscowwsebfucki est
events in a manos | ife. Each one of the t
frequently occurring words, 20% of which are function words and the rest consist of

lexical items and proper nouns. These two passages are structurally and lexically

the same intermediate difficulty level. The difficulty levels of these passages were
calculated by using the SMOG Readability Formula and the Smog Conversion Table.

The levels were appropriate for the participants for a number of reasons. Firstly, the
participants were uppéntermediate learners whose reading comprehension and
speaking ability was not high enough to be able to understand and talk easily about
passages containing higher levels of difficulty with relative ease. Thus, the passages

were eaier than the levels at which the learners were currently working. Secondly,
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they were learners at private schools and not at universities. Therefore, they had not
been previously exposed to passages with higher degrees of difficulty.

A number of indivdualized tailormade tests were constructed based on the errors
typically made by the learners. Every learner did two tarlade tests, each
consisting of a number of test items. The number ranged from 3 to 13 depending on
the errors made by the learners their task reconstructions and also on the
instructoros ability to identify the relev
guestions that included a correct answer and three distractors. The main reasons for
choosing multiple choice item tsstvere that multiple choice item tests have the
advantages of ease, objectivity and reliability of scoring. However, the-madde
tests had a weakness arising from different weightings of the test items. This situation
occurred because each item in etlor-made test was based on one error correction
episode the learner had. So, if a learner had three error correction episodes in the
reconstruction task, that learner had three items in his or her-rizalde test. If a
learner had five error correcticepisodes in the reconstruction task, that learner had
five items in his or her tailemade test. A possibility would have been to increase the
number of test items in the tailorade test (for example, to provide two or more
items on each type of errondin this way have the tests contain the same number of
items). However, this was not practical, since the tests were individualised and the
items had to be prepared very soon after the error correction sessions. There would
not have been enough time tm@uce a large number of tests items.

Below, we will fully delineate the experiment that was conducted in this study.

3.3. Task Procedures

Recordings of sessions were made from the very beginning, so that the instructions

given to the learners, theear ner sé talk and the instruc
recorded for further analysis and testiRgr this purpose, a wireless cassette recorder

with an inbuilt microphone was used. As soon as interactions between the learner

and the instructor begarhe cassette recorder was switched on by the researcher to

record the reconstructions and error correction episodes
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3.3.1 Immediate Explicit Correction
With this type of error correction method, as soon as learners makes an error, the
teacher immediatgl steps in to correct them and to provide the learners with the
correct form as well as an explicit metalinguistic explanation of the rule related to this
form (Lyster, 1998) For example:
Learner:He buy a ticket of airplane.
TeacherOK Hebought an air tcket, an airplane ticket. You should use the past
tense form here. The past tense is Oboug

L: He went and bought an airplane ticket.

3.3.2 Immediate Implicit Correction

Implicit correction refers to the process of providing the learner withaotiforms of

feedback After an error is made by a learner, again the teacher immediately steps in

to correct them, but implicitly (Lyster, 1998)he implicit feedback provided to the

learner in the present research was in the form of rédhst corretreformulation of

the | earnerso6 er rfolloneng ersor cortedtienrepisodeeis an Th e

example of immediate implicit correction:

Learner: Carson was a mandaa local businessman and evmogly thought
he was honest man, but suddenlyrhestand he fell in difficulty

T: Heinvestedhis money in a business.

Learner: Yes, he invested his money in a business.
T: What kind of business was it?

Learner: I dondt know.

3.3.3 Delayed Explicit Correction

With this type of error correction, when learners make an error, the researcher waits
til| the | earnersd attempt to reconstruct
this study, the teacher avoided correcting the error while the learners Weedkstig

about the content of the passage. He only made rough notes of the errors made by the
learners. Later, the correction was carried out explicitly using explicit corrective
moves; that is, byproviding the learner with the correct form togetherhwd

metalingual explanation of the rule for the correct form. The error correction in the

following episode took place 15 minutes after the error was made.
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T: Thank you very much for your talk about the passage. If you allow me, |
would like to draw your teention to some of the mistakes you made during

our conversation. Is it OK?
L: Yea, ok.
T: For
L: Yes.

T: You
notfeeled

L: Right.

3.3.4 Testltem Construction

A few words about how the construction of the tailtade tests used in this study

were made seems warranted. Errors made by learners included many cases of regular

i nst afeaedd eyporue sssae dig .

s h ofelidde psreeys,s edHe& OK?

6 He

The

and irregular tense forms as well as definite and indefinite artichasfoMultiple

choice test items were constructed based on error correction episodes. The following

examples of test items were constructed on the basis of such error types:

(Immediate / Implicit)

past

Error Correction Episode

Test Item

L: Mostly between 1885 and 1907, o

Russian jewelehas madeseveral ()

T: Easter eggs. Between 1885 &
1917,hemadea number of Easter eg(

for -

L : For t he Tsar s

Between 1885 and 1917, a Russ
j ewel er & a numb ethe

Tsars and their families.

(a) has made
(b) makes
(c) made

(d) making

Table 1: Irregular Past Tense

Options used for such items needed to be of the same class of grammatical features
to make sure that the test item would measure one particular aspect of the error
corrected by the teacher. For example, errors in the use of tenses can often be
confusedwith errors in voice which is represented by active/passive forms of verbs.
However, it was also important for the items to include developmental features as

distracters. Therefore, the distracters used in these items could include active or
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passive formsFurthermore, it was decided that other distracters be chosen from the
tenses that are generally within the active production of learners at the intermediate

level.

(Immediate/Explicit)

Error Correction Episode Test Item

L: This is about @ locabusinessman in (the This story s

England, in (the) one of the town of Englaf businessman called Edward Carso

He is really an unlucky businessman.

(@) é
T: Excuse me, this is story is about a lo
y (b) the
businessman because you should use ©a
indefinite article before a noun or a modifie
(d) an

L: | t é .alosal basim@ssntan in one

the town of Engl and

Table 2: Articles

Every test item that was constructed to measure the correction of article errors,
generally consistd of the same four options throughout the study. These four options,

as indicated in Table 2, ar e: 6ad Ot heo, 6

3.4 Analysis

Overall, there were 112 tailonade tests, for both passage reconstruction tasks,
administered to the learnerBhey included a total of 675 test items measuring 675
error correction episodes. Of this total number, there were 175 items measuring error
correction episodes related to errors of definite/indefinite articles and regular/irregular
tense forms. The followg table shows the number of such errors related to

immediate explicit, immediate implicit and delayed explicit types of feedback:
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Error Imm./Exp. | Imm./Imp. | Del./Exp. | Total
Types

Definite 13 21 22 56
Article
(the)

Indefinite | 11 9 24 44
Article (a,
an)

Regular 10 11 22 43
Past
Tense(ed)

Irregular | 8 9 15 32
Past Tense

Table 3: Number of Errors in Each Type

3.4.1 Identification of Error Correction Episodes

Similar to Ellis et al., (2001), an error correction episode is defined asteatude
between the learner and the teacher in an interaction. It is triggered by an error made
by the learner and corrected by the teacher. The error correction ends when the
interaction returns to the topic of discussion. In addition to the critendioned in

this definition, the following two points were considered in identification of episodes:

1. Error correction episodes included only teaalmrected errors and not self
corrections.2. Each error correction episode included only a single teatowas

addressed by the teacher.

3.4.2 Detailed Transcription of Error Correction Episodes

After the reconstruction and error correction episodes, the recorded sessions were
copied onto a computer program that enabled the researcher to listen repgeateszlly
recordings. Detailed transcriptions of the error correction episodes took place at this

time.
3.4.3 Reliability of Identification of Error Correction Episodes

To determine the reliability of the resec

epindes, a sample of 23% of the recorded sessions was evaluated by a second rater.
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The second rater was asked to check whether: (1) the error was corrected by the
researcher and not by the learners themselves; (2) an error had actually been
committed; (3) theerror was corrected using one of the three error correction

methods; (4) the episode ended with a topic change; and (5) only one error was

corrected in each episode.

The absence of any one of the above c

disquaify them from being considered as an error correction episodes. The resulting

agreement rate between raters was 88.3%.

3.4.4 Reliability and Validity of the Tailor-made Tests
In the present study, it was not possible to establish reliability usintgsheetest
method, since every participant had his/her own specific items arising from his/her
own errors. it did not seem logical to trial the items from a talade test (i.e.
belonging to one person) on other individuals or a different sample griogp, every
participant had his/her own specific items arising from his/her own errors.

Therefore, a different approach than the one mentioned above needed to be taken in
order to establish the reliability of the taHorade tests. Basically, all poteitthreats
to the reliability of the tests were addressed. Followingwen (2002)Br own 6 s
(1996)checklist of potential sources of error variance or measurement error was used.
The checklist points to different potential sources of errors such asoemant,
administration procedures, examinees, scoring procedures, and test items. For
example, in dealing withthe environmental variance, it was obvious that allocating
all the learners to a specific and jameanged place where they could read and
recanstruct the texts, was very difficult, because several schools were involved in the
study and the participants in each school preferred to be interviewed and tested in
their own school. However, the researcher was given a room by each school to carry
outthe interviews. The rooms had standard facilities like heating and lightimgellas
as being quiethte learners were interviewed and tested individually in the rolmms.
this study, ways of reducing error variance due to these factors were considered and

accommodations to ensure validity were made

3.5 Procedures
Individualised tailorma d e t est i t ems, based on t he

reconstructions of the text passages, were administered to the learners individually
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five to eight days after the time of reconstruction. For the administration of the tests,
learners were withdrawn individually to a quiet room where the researcher
administered the tailamade tests (one at a time) to them. They were allowed
sufficient time to answer all of the questions.

3.5.1 Scoring Procedures for Definite and Indefinite Article Features

Each | earnerdés final scores on definite an
the correctly answered definite and indefinite test itewes the total number of such

test items (which varied in every tadorade test). This fraction was then multiplied

by 100 to obtain the percentage of the |e
tailor-made tests, and therefore, had two scores onetnatd item and two scores on

indefinite items, the average mean of these two scores was considered to be his/her

final score on the definite and indefinite article features.

3.5.2 Scoring Procedures for Regular and Irregular Past Tense Forms

Asinthease of definite and indefinite past t¢
on regular and irregular past tense forms in his/her two ‘aubate tests would be a

fraction of the correctly answered regular and irregular test items over the total

number & such test items (which were included in every taifmde test). By

mul tiplying the fraction by 100, the perce
The average mean of the two scores from both of the-taimle tests was considered

to bethe meanfo | earner 6s fi nal score on the regu
After the data were collected they were organized and categorized in order to be put

into SPSS software for further analysis and the results of which will appear in the

following part.

4. Data Analysis and Results

As to the purpose of this study which was to investigate the effect of corrective
feedback on the learning and use of the article system and regular and irregular past
tense forms in English, two questions were posed. Thear&s questions were
formulated as null hypotheses such as: (1) there is no difference between the regular
and irregular past tense verb forms in terms of learning and use as a result of
corrective feedback; and (2) corrective feedback does not causeiféergnde

between the definite and indefinite articles in terms of learning and use. In order to
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investigate the abowveentioned null hypotheses, both descriptive and inferential
statistics were used; the results of which will be fully described and dedohén the

following sections.

4.1. Findings about the Regular and Irregular Past Tense Items

In order to summarize the group characteristics of the scores obtained, first of all,
descriptive statistics were computed. As shown in Table 4, the meanssé8r@3 for

the scores on the regular tense test items and 85.73 for the scores on the irregular
tense test items. The standard deviations for the regular tense and the irregular tense

items are 19.64 and 17.04, respectively. Both sets of scores ramg25riom 100.

Total Minimum Maximum Mean Std.

Number Deviation
Regular Past | 43 25 100.00 78.33 19.64
Irregular Past| 32 25 100.00 87.73 17.04

Table 4: Group Statistics for the Scores on the Regular and Irregular Tense Items

In order to investigate the first null hypothesis, a paired sarvtelst tvas performed

to compare the scores on the regular tense items and the scores on the irregular tense
items (see Table 5). The output indicated that there was a significant differehee

score means of the regular and irregular test itdms2.038,df = 55 p=.046, p<

0.05) This finding indicates that the learners performed more accurately on the

irregular past items.
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Paired Differences
95% Confidencs
Interval of the
Std. Difference
Std. Error Sig. (2
Mean | Deviation| Mean |Lower |Upper |t df | tailed)
Pair 1| Regular
and 3.12500| 21.87906| 2.92371{ 11.5118] .09529 -2038 55(.046
Irregular .

Table 5: Paired Sample tTest for the Regular andirregular Tense Items

Thus, as a consequence of runningest, the first null hypothesis was rejected. That

is, corrective feedback affected the learning of the irregular forms more than the
regular past tense form. It is important to know thatfinding can only be true for

the overall effect of corrective feedback regardless of the effects of each individual
treatment on learning. However, as seen in Table 6,the type of treatment that shows to
have the most impact on the results is the delayptlicéxreatment of irregular form

with the mean percentage of 100 (MP= 100%) which is much higher than the mean
percentage of the delayed explicit treatment of regular form (M= 72%).

Form Imm./Exp. | Imm./Imp. | Del./Exp. Total

l.lrregular Past Tense | TC=8 TC=9 TC=15 TC=32
MS=7/8 MS=7/9 MS= 15/15 | MS=29/32
MP=87% | MP=78% | MP=100% | MP=88%

2.Regular Past Tense(eq TC= 10 TC=11 TC=22 TC=43
MS=8/10 | MS=9/11 | MS=16/22 | MS= 33/43
MP=80% | MP=83% | MP=72% MP=78%

TC= Total Corrections MS= Mean Score MRtean Percentage

Table 6: Descriptive Statistics for the Reg/irreg Past Tense Forms
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4.2 Findings about Definite and Indefinite Articles

The total valid cases for the definite article test items and indefinite article test items
are 56 and 74gespectively. The mean score is 70.53 for the definite article items and
53.57 for the indefinite article items. The standard deviations for the definite article
items and the indefinite article items are 17.99 and 16.80, respectively. Scores of both
groups of items range from 25 to 100 (See Table 7).

N Mean Std. Deviation| Minimum Maximum
Definite 56 70.53 17.99 25 100
Indefinite | 44 53.57 16.80 25 100

Table 7: Group Statistics for Definite and Indefinite ltems

4.3 Tests of Difference in Mean Scores dtems

The distribution of scores meets the normality assumption, and therefore, a paired
sample t#test was performed. The mean of the scores on the definite article test items
was significantly higher than the mean of the indefinite article test ifem4.97.df

= 55p=.010 p<.050). Therefore, the learners performed more accurately on definite

than indefinite articles.

Paired Differences

95%
Confidence
Interval of the
Std. Difference
Std. Error Sig. (2
Mean | Deviation| Mean | Lower | Upper | t df tailed)
Pair | def -
_ 16.96 | 25.50 3.40 |10.13 (23.79 |4.97 |55 .010
1 indef

Table 8: Paired Samplegest for Definite and Indefinite Article Scores

The results indicate that the correction of the definite article was more effective than
the correction of thendefinite article (Refer to Table 8).
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5. Discussion and Conclusions

Overall there were 32 error corrections directed at the irregular past tense verb errors
and 43 directed at the regular past tense errors. However, the test score for the
irregular was 8% while for the regular past tense it was 78%. A question arises as to
why irregular past tense forms are learned before regular past tense forms despite the
fact that the fact that the regular form rule applies to more items than does the
irregular form(i.e. it has a higher scope); and that, the regular form rule has more
reliability. Additionally, the frequency of input is considerably higher for regular than
for irregular forms. There may be a number of reasons given as to why irregular verb
use preceeks regular verb use. Perhaps irregular forms are easier to acquire than the
regular form. First, irregular forms occur very frequently in the input because they are
among the most commonly used verbs in English [(9 out of 12 of the most common
verbs are megular, according to the Longman Grammar of Spoken and Written
English (Biber, Conrad, and Reppen, 1999, p. 375)]. Also, whereas irregular forms
involve item learning, a relatively undemanding cognitive process, the acquisition of
regular verbs requireh¢ development of the abstract underlying rule (Doughty &
Williams, 1998).

Some other reasons for | earnersdé better
may be such notions as syntactic complexity, perceptual salience, and the novelty of
the form inthe target language. These are now discussed in order. It is widely
established that there are two different processes that account for learning regular and
irregular past tense verb forms: (i) A rdeverned process is accountable for
appending the tersaffix to the verb; (i) Memorized listing (rote memory) facilitates
irregular tense production. This common mental listing capacity, according to Beck
(1998), forms the basis for initial performance. Learners initially memorize both
regular and irregulatense forms (both regular and irregular are listed in memory).
Later on, they abstract out (i . e. make a
them to form the past tense. This stage is accompanied with the overgeneralization of

rules (not of cooern here). In this period, hypothesis formation and testing take place

and |l earners continually restructure thei

of regular past tense verb forms become native speakers like because constraints for

Oedobataifdn xare Oready©o. However, i rregul ar

in memory listing. Klein (1993) argues that this process characterizes the learning of

individual lexical items rather than the learning of rules.
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Learners are continuously making and testing hypotheses in their language learning.
Testing a hypothesis against irregular forms is possibly easier than testing against
regul ar f or ms, because the abstraction of
isted i n memory. Thus, it may take |l onger
(discussed above) in order to restructure their interlanguage. On the other hand,
irregular forms are easier to understand, when reorganizing the interlanguage, than
regular foms because learners do not have to abstract out (i.e. make an abstract
system) any affixes.

One reason for the better performance on the irregular forms may be the fact that
irregular forms are easier to hear and to perceive than regular forms. Rerh#pesr
irregularity that makes them salient. Furthermore, the regular form (ed) is usually
unstressed. This also makes the irregular form more salient because it is stressed.
However, the case is not straightforward: both regular and irregular fgans
perceptual salience, doing so in different ways. For example, frequency of input for
the regular form is higher than it is for the irregular form; this means that the regular
forms are also perceptually salient. Therefore, this factor can not bedtraat
significant. However, a possible consideration to make is, as Gass and Selinker (2001)
mention, highly infrequent items can also lead to salience because when an item is
infrequent it might get more attention by learners. The number of irregulas ierm
considerably less than regular forms, thus making them more salient. Moreover,
focus on form in the current study might have increased salience. Thus, correction of
irregular forms may have given them a double salient status, which made them more
noticeable than regular forms.

Novelty effect may be another source of the difference between the correction on
regular and irregular form use. The native language of the learners in this study was
Persian (Farsi); Farsi is an inflectional language. Théalanflectional system is
quite regular and can be obtained by combining prefixes, stems, inflections and
auxiliaries. This very complex ruigoverned system accounts for regular tense
formation, and it does not permit irregular tense forms. Therefoeguiar past tense
form in English is considered very different for Iranian English learners. It may be
that the presence of the irregular past tense form in English along with salience leads
Iranian English learners to notice irregular forms more e#tsay regular forms.

Overall, there were 56 corrections directed at definite article errors and 74 directed

at indefinite article errors. In other words, learners made more errors with the
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indefinite article. The overall accuracy score on the tanladetests was 72% for the
definite article and 56.6% for the indefinite article. The findings in this research show
that the correction of errors on the definite article is much more effective than the
correction of errors on the indefinite article.

One rason for the better scores for the definite article may lie in the fact that article
systems for definiteness and indefinitenes
thus, second language learners are more likely to be unfamiliar with the article system
in English on a cognitive level because the English article system is novel to them.

This is especially true when they are not at an advanced level. The novelty of articles
can cause the novelty effect, which leads the learner to notice articles moye easil
(Gass and Selinker, 2001). Perhaps learners in the present study were able to notice
the definite article more easily because their native language (Farsi) requires a
different system for definite articles. However, the indefinite article system inigarsi
probably closer to English and this may not have caused novelty effect or stimulated
their awareness of this linguistic feature.

Although the forms and rules of the definite and indefinite articles are
uncomplicated, there are certain componentssalience that may affect the
acquisition of articles. These include frequency, stress, and homonymy. Some of these
components are advantageous and some are disadvantagemosly component of
salience that is disadvantageous to the acquisition of thefimite article is its
homonymy with other morphemes. The indefinite article (a) is taken both as a marker
for showing singularity of a noun and as an article for showingspewificity of a
noun. Learners may not be able to distinguish these two molesdach other. This
homonymy may be why 6éabdé is not as notice
correction is not as effective for 0ab.

A possible explanation for the fact that the correction of definite article errors was
more effective than the corremt of indefinite article errors is that the corrective
feedback was more effective in helping | ec:
specific reference and were part of the he
6ad in noun phympsecisf itdagandveret npaart of t he
learners in this study produced article errors associated with mainly two classes of

noun phrase contexts. These are:
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0] the context in which the noun phrase is referred to specifically and about

which the hearer has some knowledge [+ SR + HK], and

(i) the context in which the noun phrase is referred togpatifically (by a
speaker) and about which the hearer has no knowle@&je-HK].

The correction of errors on [+ SR + HK] class of noun phrase contextsore
effective than the correction of errors ongR - HK] class of noun phrase. In other
words, the | earners may have wrongly assoc
6zerod6) rather than O0the6 to [ +hiclbcBRse,+ HK] ¢
providing feedback to help learners associate the right form (the) to [+ SR + HK] is
very effective. Conversely, correction of errors eiSR - HK] noun phrase contexts
is less effective than [+ SR + HK]. Correction may not be able to helpeesar
associate-[SR- HK] class of noun phrase contexts to the right article form (a, an).

A number of other possible explanations can be suggested for this finding. It is
possible that definite articles are more perceptually salient than indefinitesafi.e.
6a6b may be |l ess salient to | earners than
reflect the fact that the definite article is learnt at an earlier stage of development and
thus the intermediate level learners in the present study mardully ready to
acquire this feature even when feedback was given on it. It is also possible L1 transfer
compounded the | earners6 | ack of readiness
article in Farsi has a very different function from its fime in English, whereas the
definite article in Farsi has a similar function to its function in English. Therefore, L1
transfer may help explain why lower scores were obtained for items testing the

indefinite article.

6. Implications
The findings of thisstudy may carry implications that could be of interest to
practitioners in language pedagogy. The most tangible clues of this sort are discussed
below.

As indicated in the finding obtained concerning the learning of the irregular and
regular forms, the first implication is that, the same reasons underlying the better
learning of irregular forms should perhaps be considered in the teaching of regular

forms In the present study, one reason for better learning of irregular forms was the



possibility that learners learned the irregular forms as ‘items learning': they most
likely internalized such forms by memorizing them. The teacher should perhaps make
attemps to avoid linguistic descriptions of regular forms (which involves abstract
notions.).The teacher could probably try to contextualise the regular forms that are in
need of correction by presenting them in unanalyzed chunks so that they can be
learned mae optimally through memorization. This would enable the teacher not to
interfere so much with the process of abstraction taking place in the learner's
interlanguage system.

In the present study, one reason for less success in learning of the regusawas
the role learners played in abstracting out rules. This would perhaps direct our
attention to the second implication from learners' perspectives; in the sense that,
instead of using teachers' correction, -selfrection is perhaps, in addition tather
correction, a better alternative for focusing on the correction of regular forms. That is,
by doing this, the teacher could involve the learner with the process of hypothesis
forming and testing of the correct form.

Also this study showed that théhe saliency of linguistic elements makes them
more learnable. Teachers in the course of their instruction should perhaps make the
target features salient enough to direct the learners' attention to them. The more
prominent a language form at input, treater the chance it will be noticed.

In the present study, the sequence of learning followed by learners seems to be the
definite article first and indefinite articles next. We must take this sequence into
consideration in both classroom teaching prastisuch as error correction and
instructional material writing.

One possible explanation for the fact that the definite article was learned better than
the indefinite article was thahe latter is taken both as a marker for showing
singularity of a non and as an article for showing nspecificity of a nounTeachers
must try to clarify the double function of the indefinite article as well as the different
semantic functions of the English article system for second language learners.

7. Suggestion foFurther Research

This study was crossectional in nature, affording only a very static view of second
language acquisition. No attempt was made to see the effect of correction on errors
made by learners at different stages of development. The article issue is so broad and

complex that they can not be explained comprehensively and inclusively by a limited
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study such as the present one. A longitudinal study to investigate error correction on

different semantic functions is necessary to further clarify the issue.
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