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CULI Director’s Welcome Address

At
CULI’s 2006 Research Seminar
“Facing ELT Research Challenges”
Thursday, November 30", 2006
at
Chumpot-Phunthip Conference Room, 4" Floor,
Prachadhtipok — Rumpaipunnee Building, Chulalongkorn University
The President of Chulalongkorn University
Distinguished Guests, Colleagues and Participants

It is my honor to welcome you all to the 2006 Research Seminar of the
Chulalongkorn University’s Language Institute entitled “Facing ELT Research
Challenges”.

Over the past decades, English Language Teaching (ELT) had witnessed a
series of changes due to the changing world and the increasing importance of
the roles of English in international communication. Therefore, English
language teachers and educators are well aware of an urgent need to modify
their concept of teaching and learning and also their methodology to tune to the
new challenges in the field. In this way research in ELT has been viewed as
keys to solve teachers’ problems providing them possible answers and
suggestions, on how to improve the quality of teaching. It is, thus, one of our
major goals to promote and disseminate such research conducted among
teachers and educators in exploring new territories, meeting new challenges and
updating themselves with new knowledge and innovations in a changing world.
The desire outcome is that teachers will not only be better equipped to do
research but also to develop a greater interest in research.

We are fortunate to have experienced professionals and specialists from
Thailand and overseas to share with us their knowledge and research expertise.
Finally it’s our hope that you will find this seminar valuable and worthwhile as
a contribution to your own professional development in English language
teaching and research.

At this auspicious moment, may | now invite Professor Dr. Khunying Suchada
Kiranandha, the President of Chulalongkorn University to declare the seminar
open.

Thank you.
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Abstract

This article presents the issue of English for digital communication. The
author discusses approaches to writing English-on-screen texts for a multimedia
project. An on-screen text is a non-technical element of multimedia that can lead to
effective digitally verbal communication. Therefore, it is important to learn how texts
are written and presented on a multimedia screen. The discussion of the issue is done
by analyzing on-screen texts on a multimedia piece designed and created to introduce
and sell a product—the Next Generation TOEFL Test Introductory Tour produced by
Educational Testing Service (ETS).

The text analysis found that there are two types of texts needed to be written
for on-screen comprehension: constant texts and occasional texts. Constant texts
appear constantly. A multimedia user will be able to see this type of text in almost
every scene. The examples of constant texts are logo/acronym, slogans, texts on menu
bars (e.g., section titles), controllers, and navigations. Occasional texts appear when a
user clicks on a button to enter a section. Some texts appear along with a narration
and a movement of the media content. Examples of occasional texts are highlighting
words or phrases, subheadings, and important contents. The analysis also found that
when writing on-screen texts for multimedia, a big chunk of information needs to be
omitted because of limited space. The words written on navigation buttons should be
capitalized. Words written as a section title should be inclusive, and the punctuation
often used to join words on a menu bar is an ampersand. Adjective phrases, verb
phrases, and full sentences can be used as highlighting texts to accentuate particular or
outstanding product features, especially features that are abstract and difficult for users
to conceptualize.

Introduction

Multimedia is acknowledged to be an effective tool for education, business,
presentation, entertainment, and communication. Currently, a large number of
organizations both in the public sector and private sector adopt multimedia delivered
through the Internet and CD-ROM as a way to reach out to their targeted customers.
In Thailand, multimedia has recently gained popularity and support. The government,
having realized the importance of multimedia, has established organizations and



taskforces to create and promote animation and multimedia, for example the Software
Industry Promotion Agency (SIPA) and the Thailand Animation and Multimedia
(TAM) event. However, for Thai companies wishing to expand market share and
acquire customers in a global market, their multimedia needs more than just
interactive mechanisms and eye-catching graphic animations. They need well-written
and informative English-language texts to get messages across to an international
audience.

Definition and Benefits of Multimedia

Multimedia is combination of text, graphics, animations, videos, narrations,
dialogues, music, and sound effects to create an engaging medium that can
communicate information and allow users to perform information-based tasks.
Usually, multimedia creators use authoring-software programs such as Flash,
Authorware, Director, HyperStudio, PowerPoint, etc. to combine, arrange, and
synchronize multiple forms of media. Multimedia is varied. It could be interactive
websites, educational and reference CD-ROM, corporate training programs, online
advertising, games, promotional media, etc. The feature that distinguishes multimedia
from regular media is the beyond click-and-read mechanism. The mechanisms which
enable multimedia to work beyond click-and-read are features such as interactive
buttons, pop-up questions/answers, music, voice, and sound effects. These features
can engage the users and keep them attentive.

Multimedia is very useful. Hanna (2006) stated that learners who listen to
information will recall only 10% of that material. Learners who see the materials can
remember 30%. If they hear and see the material, they will remember 50%. However,
learners who hear, see, and interact with the material during the learning process will
remember 70% of the material. Multimedia helps users learn and follow information
consistently, economically, and with better learning and retention. In addition,
multimedia such as a flight simulation provides users a safe training because the users
do not have to initially train in a real dangerous situation. Also, the ability of
multimedia to test and track the progress of the users adds great advantages to its
application (Technology Transfer Centre, Ferris State University, 2006).

Elements of Multimedia

Although multimedia is very useful, not all productions are successful. A
winning multimedia masterpiece contains various elements. The most necessary part
is a plan. A creator of multimedia must plan meticulously before carrying out other
tasks. There is a mixture of issues to consider when planning for a multimedia project.
The primary responsibility is to assemble and manage a team who are competent in
each duty. Then, the team should have a planning checklist consisting of topics such
as, an objective, targeted audience, a design, a storyboard, on-screen texts, a script for
narration/dialogue, a production tool, a presentation tool, the digital coding of texts,
audio, still images and moving images, a due date, and a cost/benefit analysis

Given that the theme of this article deals with English for digital
communication, the author would like to focus the discussion on a non-technical
element associated with verbal communication, namely on-screen text. Importantly,
since the expected audiences are nonnative speakers of English who wish to create a



multimedia project for worldwide users, the author will accentuate the English-
language traits written for such purpose; for example, when to use capitalization,
examples of verbs for navigation, and words for highlighting the narration. However,
because on-screen texts may vary depending on purposes (e.g., to provide or enhance
instruction, entertain, persuade, inform, sell, etc), this paper cannot include on-screen
texts for every purpose. It focuses on only the multimedia presentation. The
discussion will analyze on-screen texts of a multimedia project designed and created to
introduce and sell a product—the Next Generation TOEFL Test Introductory Tour.

On-screen Texts

On-screen texts are written messages displayed on screen and used to convey
information to multimedia users. Fenrich (1997) suggested that multimedia authors
should consider including on-screen text as a part of an application’s media mix since
written language can effectively convey the substance of a message. On-screen texts
and traditional texts have one thing in common in that they both use words to
communicate information to readers and viewers. However, on-screen texts are
relatively different from traditional texts. The differences between the two may be
better elaborated by juxtaposing them. Table 1 illustrates the differences between on-
screen texts and traditional texts.

Traditional Texts On-screen Texts
Written on paper Presented on screen
Read with eyes down Read with eyes level
Held with hands Possibly not held
Seen by readers Seen by viewers
More time to be read Less time to be read

Minimal visual impact (Black type; white | Visual impact matters (colored typed;
background; long sentences, paragraphs color background, short sentences,

and columns of text phrases, paragraphs or columns of words,
sound and motion)

Table 1 (Moran, 2005, p. 45)

According to Moran (2005), the differences are as follow. First, traditional
texts are printed with black ink on paper and to be read by readers, but on-screen texts
are presented on a screen in many colors and movements, and they are to be viewed by
viewers. Second, traditional texts contain large paragraphs of text, long sentences, and
multisyllabic words, but on-screen texts contain shorter sentences, simple words or
phrases organized in neat columns. Third, readers can hold traditionally written
documents, position them comfortably in front of their eyes, and read them at their
own pace, but viewers cannot hold on-screen texts in their hands. They cannot
position the texts comfortably in front of their eyes; they have to look ahead or
upward, and follow the presentation controlled by the presenter. With multimedia
presentation, viewers must maintain focus and concentration while the texts are
animated. So, to help the viewer digest the information, the multimedia writer should
shorten sentences, limit paragraph sizes, and allow extra time for viewers to see and
comprehend larger words, complex terminologies, and abstract concepts.




Because on-screen texts are quite different from traditional texts, a multimedia
writer must pay close attention when projecting texts on screen. Displaying Texts
inappropriately on a screen may result in numerous effects such as cognitive overload
and dull presentation. Moreno and Mayer (1998) conducted experimental research on
using on-screen texts in instructional multimedia. They had college students use six
different multimedia mixes; one group of students viewed concurrently on-screen text
while viewing the animation (TT); a second group of students listened concurrently to
a narration while viewing the animation (NN); a third group of students listened to a
narration preceding the corresponding portion of the animation (NA); a fourth group
listened to the narration following the animation (AN); a fifth group read the on-screen
text preceding the animation (TA), and the sixth group read the on-screen text
following the animation (AT). They found that the text groups (TT, AT, and TA)
scored significantly lower than the narration groups (NN, AN, and NA) in problem-
solving transfer. This finding indicates that students learn better when the verbal
information is presented auditorily as speech rather than visually as on-screen text
both for concurrent and sequential presentations. Thus, on-screen texts should be used
with care as a supplemental rather than detrimental feature.

Types of On-screen Texts

On-screen texts may be categorized into two types: constant texts and
occasional texts. Constant texts appear constantly throughout the program. A user
can see them in almost every scene. Examples of constant texts are: a logo/an
acronym, a slogan, texts on menu bars (e.g., section titles), control buttons, and
navigation buttons. Occasional texts are those that appear periodically. These texts
will appear when a user clicks on a button to enter a section. Also, the texts may
appear along with a narration and a movement of the media, for example, highlighting
words or phrases, subheadings, and important contents. In a multimedia project
designed to provide instructions (i.e., computer-aided instruction), occasional texts
include lessons, exercises, and feedback.

Learners & English Academic
Test Takers 4 Programs Institutions

SKILLS

6 OVERVIEW FEATURES & BENEFITS READ LISTEN WRITE SPEAK  SERVICE & SUPPORT
Listening. .
Learning. 7 8

Leading. PALSE L MUSIC ABOUT ETS EXIT

Figure 1



Constant Text

Figure 1 provides an example of constant texts and some occasional texts.
Constant texts are 1, 2, 5, 6, 7 and 8. Occasional texts are 3 and 4. As can be seen, 1
is the logo. In this case, it is the acronym indicating the name of the organization that
produced this multimedia piece; 2 is the name of the product being introduced.
Although product title appears bigger than the logo, it is placed slightly lower than the
logo; this denotes that the product belongs to this organization. 6 is the slogan of the
organization; Listening, Learning, Leading—these three words are consonant-head
rhymed. Although this slogan speaks nicely for major actions that lead to the
organization’s success, it has left something for users to dwell on; to be exact, the
objects of those actions are missing. In its website, ETS claims that it listens to
educators, parents and critics, learns what students and their institutions need, and
leads in the development of new and innovative products and services. From this
slogan, a multimedia author may learn that a big chunk of information must be omitted
because of limited space and to make a slogan look and sound pleasant. In addition to
the logo and the slogan, further information about the company should be provided
because users may want to learn more information such as the company’s history and
policies. Some users may need contact information such as an address, phone
numbers, and emails. In this case, the button “ABOUT ETS” is the constant text that
leads to more information about the company, but the detailed text which appears
when this button is clicked on is an occasional text.

Another constant text is 7; a controller. A multimedia project, either advanced
or basic, should allow users to have a certain amount of control because some users,
for instance non-native English users may have difficulty following an English
presentation; therefore, they may need to return to a previous screen. Another reason
for having a controller is to provide a function for interruption during the presentation
because users may need to take note or process some complex information. Some
English words used for controlling multimedia are, for example, “Play/Pause”,
“Replay”, “Skip”, “Backward”, “Forward”, “On/Off”, etc. Some projects simply have
buttons with signs such as, backward and forward arrows. However, in this case, the
author used both the signs (button and speaker) and the words (“PLAY/PAUSE” and
“MUSIC”). 8, the word “EXIT”, is a must-have constant text. This word acts like the
door of the presentation. Alternative words that can be used to give users a direction
to find a way out are for example: “Quit”, “End”, “Log out”, and “Log off.”

5 is a section title. Words that appear in the same line on the menu bar are also
section titles. These words depend on the content. Multimedia created to introduce or
present products or places usually provides general information about the products,
quality, characteristics, specification, benefits, services, promotions, etc. Therefore,
the title of each section hinges on one or two inclusive words that embody the content
of that section. In Figure 1, the word used to link to general information about the
product is “OVERVEW?”, the words that represent characteristics and benefits of the
product are “FEATURES & BENEFITS”. The word “SKILLS” works as the section
title for product specifications. In general, words used as section titles are nouns;
however, if there are spelling repetitions in some parts of titles, the repetitions might
be omitted. For example, the words “Reading”, “Listening”, “Writing”, and
“Speaking” were shortened to “Read”, “Listen”, “Write”, and “Speak.” The last title
on the menu bar is “SERVICE & SUPPORT.” This title takes users to the screen
containing details on customer service and assistance that the company offers. Among



section titles on the menu bar, there are two titles that have two words joined by
ampersands. This is a means to make words fit in a limited space—using ampersands
instead of the word “and.” Notice that almost all of constant texts are capitalized.
Capitalizing these words makes them more noticeable. Users will be able to
differentiate between navigating texts and content texts.

Occasional Texts

3 and 4 in figure 1 are occasional texts. 3 is the text that indicates what section
is being viewed. When a user clicks on the section title, the text appears to notify the
user that he/she has entered the “Feature and Benefits” section. Note that the author
did not use an ampersand because there is more space on the upper-left area of the
screen than on the menu bar. 4 is a subheading. A subheading that appears under a
picture can function as a caption of that picture as well. Furthermore a clickable
subheading works as a menu that leads users into specific information. In this case,
there are three subheadings (i.e., Learners & Test Takers, English Programs, and
Academic Institutions). Although these subheadings are clickable and work as
navigation texts, they are not constant. They will appear only in this section. Once a
user clicks on one of them, they will disappear, and reappear at the end of the
presentation of the content in that subheading. In this case, the subheadings are moved
to the right side of the screen while the presentation proceeds, as shown in 3 of Figure
2. Figure 2 also contains the texts that usually appear at the end of a section. 1, which
states, “To review the Feature and Benefits of the new TOEFL test for other
audiences, click any of the buttons on the right side of the screen,” is the direction for
users to select which feature or benefit they would like to investigate further. 2, which
states, “Click here to continue the tour” and “NEXT”, are navigation texts. These
texts are very useful and usually required in order to make a multimedia project more
accessible.

the Features and Benefits of the new TOEFL test for other
s, click any of the buttons on the right side of the screen

or

Click here to continue the tour

2 NEXT
X L J

SKILLS
DVERVIEW FEATURES & BENEFITS READ LISTEN WRITE SPEAK  BERVICE & SUPPORT
Listening.
Learning.
Leading. LAY D MUSIC () ABOUT ETS EXIT

Figure 2

Figure 3 (below) illustrates another important type of occasional text. As can
be seen, 2 is a group of highlighting texts. These texts come into view while narration



is taking place. In addition to hearing the voice-over, users can view the texts. When
the voice-over describes characteristics of the products, words, phrases, or sentences
emerge to accentuate particular and outstanding product features, especially features
that are abstract and difficult for users to conceptualize. Multimedia authors should
fine-tune the text to match the speech.

...for English Programs 1

Tests all Four Skills 2

Independent and Integrate
Links Teaching and L ) With Testing

Students are Better Prepsz

SKILLS
OVERVIEW FEATURES & BENEFITS READ LISTEN WRITE SPEAK  SERVICE & SUPPDRT

Listering.
Learning.
Leading.

Figure 3

Highlighting texts in figure 3 are: “Tests all Four Skills”, “Independent and
Integrated Tasks”, “Links Teaching and Learning With Testing”, and “Students are
Better Prepared”. The text analysis found that there is no consistent grammatical
pattern of highlighting texts.

Texts Text Patterns

1. Tests all Four Skills V+0Obj Verbal Phrase

2. Independent and Integrated Tasks Adj.+N N. Phrase

3. Links Teaching and Learning With Testing | V+Obj Verbal Phrase

4. Students are Better Prepared S+V+Adj Sentence
Table 2

As shown in Table 2, text 1 and text 3 does not show a subject. This indicates
that subjects are omitted when the author wants to point out what the product can do.
Text 2 lacks a subject and a verb. This shows that a subject and a verb-to-be are
omitted when the author wants to mention what the product can be. In this case, the
author might have assumed that users have understood what the subject is. The fourth
text shows the subject because the author wants to draw attention to students (the
customers) who will gain benefits from this product, thus the subjects should be
mentioned in the presentation.

Highlighting texts are found in almost every section of this multimedia
project. There are 21 phrases in the ‘Learners and Test Takers’ subsection, nine
phrases in the “‘English Programs’ subsection, and 18 phrases in the ‘Academic




Institutions’ subsection. These do not include phrases that appear in the ‘Overview’
section and the ‘Skills’ section. The fact that highlighting texts come into sight
throughout this multimedia text confirms that they are significant and beneficial. A
close investigation of highlighting texts reveals that most of the texts are the phrases,
words, and sentences that had been extracted from the narrated script. While the
narrator narrated wordy descriptions of the product, the writer singled out a number of
words and phrases from those descriptions to display on the screen. Table 3 shows all
of the phrases that emerge in the ‘Learners and Test Takers’ subsection. The narrated
texts are in the left column, and the on-screen texts are in the right column. As can be

seen, most of the words and phrases in the right column bear a resemblance to the

italicized words and phrases in the left column.

The Narrated Texts

On-screen Texts

The new TOEFL test accurately measures all four
skills required for English proficiency.

Test takers will know whether they can effectively
communicate in English

Measures all Four Skills (VP)

Effectively Communicate (VP)

Diagnostic feedback indicates area for
improvement, helping test takers focus on specific
skill development.

Diagnostic Feedback (NP)

Specific Skill Development(NP)

Online learning services provide test takers with
practice tools to help prepare for the test.

Online Learning Services (NP)
Practice Tools (NP)
Test Preparation (NP)

A built-in review function for the reading skill
section helps test takers identify unanswered

Review Function (NP)
Identify Unanswered Questions

questions and manage their test taking time wisely. | (VP)
Manage Time (\VP)
Listening samples feature a variety of spoken Variety of Accents (NP)

accents to reflect the kinds of English students
may encounter in the real world.

Real-world Experience (NP)

Throughout the test, note taking is allowed. This
enables test takers to be more comfortable with
their test taking experience.

Note Taking is Allowed
(Sentence)
Better Testing Experience (NP)

Test takers can complete every section of the test
on the same day, making it both cost effective and
convenient.

Complete Test Same Day (VP)
Cost-effective (Ad))
Convenient (Ad))

Online registration allows the test takers know
immediately when and where they will take the
test.

Online Registration (NP)
Immediate Confirmation of
Time and Location (NP)

Online score reporting allows test takers to view
their score as soon as they are available.

Online Score Reporting (NP)
Faster Score Availability (NP)

Table 3

In table 3, on-screen texts consist of 12 noun phrases (NP), five verbal phrases
(VP), two adjective phrases (Adj), and one passive sentence. It is quite difficult to
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determine what criteria the writer relied on when choosing the words from the script to
display on the screen. However, it is evident that most of the words shown on screen
are nouns phrases that well summarized the key features of the next generation
TOEFL test. About 90% of them are composed of only 2-3 words; and because they
are very short, users might not find them redundant while listening to the narration.
When the narrator begins narrating a feature, the texts fade in sequentially and remain
visible for about 5-10 second before fading out. As soon as the narrator moves on to
the next feature, the new set of texts fades in. This process is repeated until the all the
qualities in one section are orally presented. In some sections, graphics also emerge
along with the texts to show what exactly is being described.

Considerations for Writing On-screen Texts

As mentioned in the previous section, there is much dissimilarity between
multimedia writing and traditional writing. Therefore, writing for multimedia might
be more challenging than writing for printed media because of several reasons. First,
the writer does not have the luxury of using as many words as he or she may wish due
to limited screen area and fixed presentation time (Moran, 2005). Besides, because
multimedia texts are usually written to draw and keep users’ attention, they compel the
writer to make decent word choices in order to set the mesmerizing tone.

Furthermore, multimedia texts are typically written for a wide range of audience,
perhaps including users with limited-English-proficiency, users with diverse cultural
background, users with limited intellectual ability, and users with dissimilar attitudes.
Consequently, the writer must use unbiased language without sexist, stereotypic,
ethnic, and lifestyle comments and examples (Fenrich, 1997). On top of that, simply
having the content is not enough. The writer must work well with the designer to find
the best approaches to present the information. Good presentation can be as simple as
using appropriate colors on the screen or designing unfussy layout of information
(Pollock, 1996).

The following guidelines and examples are some techniques that the writer and
the designer can utilize to keep the language challenges under control. There are some
major elements that the writer should take into account when writing on-screen texts.
Fenrich (1997) suggested that for the multimedia products to be effective, the texts
have to be written well. Texts should be made understandable by writing with clarity.
Simple words help to ensure that Texts delivers a clear message, for example, the
word pay rather than compensation or begin instead of initiate. In addition, to ensure
understanding, there should be limitation of lines on the screen. The writer should
observe the 6-by-6 rule; each screen should have a maximum of 6 lines and 6 words
per line. Besides keeping sentences and words in proportion, the writer should
minimize reading by ensuring a smooth flow by keeping screen contents predictable
and regular, presenting information in lists instead of paragraphs, and organize
information in appropriate order.

Another important element is to develop a good writing style. The writer
should use active voice to get rid of vague sentences. Writing with conversational
tone will help users follow the presentation easily. The writer should include sentence
connectors such as however, similarly, therefore, etc. in order to make a smooth
transition from one point to another. Because keeping the audiences’ attention is
important, the tone of the language should be set by using exciting words. From the
introductory part to the end, language used for both the narration and on-screen should
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be lively and engaging. Therefore, stronger adjectives, action verbs, and clear nouns
should be used as a mechanism for stimulating tone and mood. Table 4 provides
examples of words and phrases that can set the presentation tone.

Rather than: Try:
Learn about the country of Thailand Explore Thailand!
Our company has many software products. Discover our software solutions.
We produce better products Superior quality
Our hotel has a beautiful view. Breathtaking view
Table 4

In addition to the tone, the writer must be aware that there is a wide range of
audience, especially if the multimedia is uploaded on the Internet. An international
audience may find some words confusing because the writer use slang, idiom, and
jargon understood specifically in one language and culture. In addition, some words
might even offend international users because they may interpret the meaning in a
different way. Thus, the writer must be aware of words that have a negative
connotation. Moran (2005) suggested the following alternatives:

Rather than: Try:

He is a foreigner. He was born overseas.

She is oriental. She is Asian.

The company is based in a foreign The company is based in Thailand.

country.

We have got a homerun. We have great success.

The appointment was called off. The appointment was cancelled

Our salesmen are ready to serve you. Our salespersons are ready to serve you.
Table 5

After writing all the texts needed, the writer must not fail to proofread:
checking the spelling, punctuation and grammar. According to Pollock (1996) nothing
can be more detrimental than a program which contains spelling errors or does not
read correctly. This aspect distracts the user as they come across errors and then turns
their attention from the multimedia content.

Conclusion

The analysis of this multimedia project reveals that writing on-screen texts for
a multimedia piece is easier said than done. On-screen texts are relatively different
from traditional texts. Traditional texts are printed with black ink on paper and to be
read by readers, but on-screen texts are presented on a screen in many colors and
movements. Traditional texts contain paragraphs, sentences, but on-screen texts
contain shorter sentences, simple words or phrases. Traditionally written documents
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are held with hands, but on-screen texts are not. A multimedia author needs to plan
carefully before executing any tasks. Especially, they must choose the right words to
use as constant texts and occasional texts. They should also have good knowledge of
English sentence patterns and persuasive techniques in order to write effective
highlighting texts. On-screen texts should be written to grab users’ attention, thus the
texts must be lively and engaging. Importantly, because multimedia can reach a wide
range of audience, writers must take the audience into account and prepare the texts to
match their expectations as much as possible. Texts writers should know how to
employ effective strategies to convey messages to intended users, such as using capital
letters, stronger adjectives, powerful verbs and nouns. Finally, they must not put too
much text on screen and must not fail to proofread.
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Facing ELT Research Challenges

Leo van Lier
Monterey Institute of International Studies
Thailand, November 2006

Abstract

This paper discusses research needs and opportunities for ELT

teachers. The focus is specifically on classroom research, with a special

emphasis on action research, case studies and classroom ethnography.

Although quantitative research is mentioned, the discussion is mostly about
qualitative methods. On the basis of practical examples readers will be invited to think
about key issues in the form of tasks. These tasks address data gathering techniques,
methods of analysis, and interpretive procedures. Overall, the focus is on encouraging
high quality teacher-based classroom research.

Introduction

In this paper | will examine some possibilities and problems of doing research in the
classroom. Increasingly, teachers are asked to do research as part of their professional
advancement. However, what counts as “good research” is not always made clear.
Should such research be objective? What does “objective” mean? How do we achieve
objectivity, and do subjective judgments perhaps have a role to play too? What are the
advantages of quantitative or qualitative research methods? How meaningful is it to do
research in our own classroom? What would be the most valuable studies for teachers
to conduct? How do we present and document such studies, so that officials can
evaluate them fairly and effectively? What kinds of criteria would we propose for the
evaluation of teacher research?

These are just some of the questions that arise when teachers are asked to do research.
There are no easy answers to these questions, but it is important to discuss them and, if
possible, come to some reasoned and practical consensus as to what constitutes
acceptable teacher research.

Task 1:

Question: When you hear the term “teacher research,” what are some of the types of
studies or examples you can think of?
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You may wish to compare the things you noted with your colleagues. Can you classify
them into categories? For example, did you include observation? If you or your
colleagues included other things, would they perhaps fit under the labels of action
research, case study research, or other types?

1. Classroom Research

One of the most important areas of investigation into the academic successes and
failures is the study of what happens in classrooms. However, this is not an easy form
of research. There are many problems inherent in it, and in this section we will look at
some of these problems as well as some of the possibilities and promises of classroom
research.

A major issue in classroom research is subjectivity. If you get two people to observe
the same lesson, you are inevitably going to get two different accounts. Why?

There are several answers to this problem, which we might call the “Rashomon
effect” (Fanselow, 1978). This refers to a famous movie by the Japanese director
Kurosawa, in which three people report on the same murder they have all witnessed,
and all three come up with a completely different story.

There is also the classic story of the five blind men and the elephant:

Once upon a time, five blind men came upon an elephant.

"What is this?!" asked the first one, who had run headlong into its side. "It's an
Elephant." said the elephant's keeper, who was sitting on a stool, cleaning the
elephant's harness.

"Wow! So this is an Elephant! I've always wondered what Elephants are like!"
said the man, running his hands as far as he could reach up and down the
elephant's side. "Why, it's just like a wall! A large, warm wall!"

"What do you mean, a wall?" said the second man, wrapping his arms around
the elephant's leg. "This is nothing like a wall. You can't reach around a wall!
This is more like a pillar. Yeah, that's it! An Elephant is exactly like a pillar!"

"A pillar? Strange kind of pillar!" said the third man, stroking the elephant's
trunk. "It's too thin, for one thing, and it's too flexible for another. If you think
this is a pillar, I don't want to go to your house! This is more like a snake. See,
it's wrapping around my arm! An Elephant is just like a snake!"

"Snakes don't have hair!" said the fourth man in disgust, pulling the elephant's
tail. "You are closer than the others, but I'm surprised that you missed the hair.
This isn't a snake, it's a rope. Elephants are exactly like ropes."

"I don't know what you guys are on!" the fifth man cried, waving the elephant's
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ear back and forth. "It's as large as a wall, all right, but thin as a leaf, and no
more flexible than any piece of cloth this size should be. I don't know what's
wrong with all of you, but no one except a complete idiot could mistake an
Elephant for anything except a sail!!!"

And as the elephant stepped aside, they tramped off down the road, arguing
more loudly and violently as they went, each sure that he, and he alone, was
right; and all the others were wrong.

The Elephant keeper sighed, and went back to polishing the harness, while the
elephant winked solemnly at him.

(SOUI‘CQZ http://wvvw.robinwood.com/LivingtreeGrove/Stories/StoryPages/EIephant.html)

The two examples given above, the Rashomon story and the elephant story, illustrate
how the same event or experience can be reported in dramatically different ways for
various reasons. Here are just a few ways in which such reports might vary:
e The observer looks at certain features more than at others because of prior
opinions and interests
e Since you cannot notice everything, you tend to focus on those things that you
happen to notice
e You notice those things that are the easiest to see and hear
... and so on

Task 2:

Study the words and behaviors in this box:

attention
laughter taking notes sitting down
nodding -
smiling shyness
motivation
understanding pointing
anxiety

Are they easy or difficult to observe?

Place the words and actions in the above box along the continuum below. Note: There
IS not one single solution!
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‘Low Inference

vHigh Inference

Compare the order you have created to that made by your colleagues. Discuss
similarities and differences.

This exercise will have given you a good idea of some of the problems of classroom
observation. In order to address some of these problems, classroom researchers have
made numerous attempts to bring order to the observational chaos. There are basically
two ways of doing so, and they are often combined:

a) Promote objectivity by only noting those things that are clearly observable
b) Select only those features that are important for a specific purpose

In both these cases it is likely that some form of observational instrument is
developed, a checklist or coding instrument on which certain behaviors are marked
that are deemed of importance. We will look at such instruments in some detail below,
including some pros and cons, and some examples.

c) A third option is not to use a pre-designed instrument but to write a record of what
happened, based on careful observation, and following rigorous principles of
ethnography or conversation analysis. This will also be discussed below.

Classroom coding: checklists and other instruments

As we mentioned above, one of the concerns of classroom research is to ensure that it
is not some purely subjective account of what one person claims happened in a lesson,
heavily influenced by his or her own opinions, preferences, or agenda. One of the
ways to do so is to develop a classroom checklist, evaluation sheet, or some other
instrument that determines beforehand what sorts of things are to be noted and in what
way. This has the added advantage that the results can be tabulated and quantified, so
that lessons can be compared fairly and in unbiased ways with one another. This may
be important if policy decisions are going to be based on the observational results. It
may for example be important to see if teachers are successfully following guidelines
laid down by policy makers, or if professional development initiatives are having the
desired effect. In addition, it could be very meaningful if test results could be
systematically correlated with certain classroom behaviors or teaching types.

Given these attractive advantages, it should be no surprise that over the years
many different attempts have been made to develop objective classroom observation
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instruments that reflect specific approaches to teaching and learning. In a major
compendium of such instruments, Simon & Boyer (1974) describe 99 observation
instruments in the third edition of their Mirrors for Behavior (the first edition, in 1967,
contained 26 instruments).

However, there are also disadvantages to using a coding instrument. Once it
has been decided what features to include, you may find you are missing a number of
things (some unexpected, others merely considered not of interest at the time) that
could turn out to be very important. Let’s say, for example, that you included “Teacher
asks question” as well as “Student responds.” These actions fail to tell you what types
of questions the teacher asked, or what sort of answer the students provided. You can
then become more specific, and specify types of questions (yes/no, WH; lower order,
higher order; display or referential, etc.), and answers (e.g., one-word answers,
elaborated answers, correct/incorrect answers, etc.). The truth of the matter is, you can
always find more categories for your coding sheet, but there are only so many things
you can actually notice and write down during a lesson. On the other hand, a coding
sheet can be quite useful when you just have one issue that you want to investigate,
such as “teacher feedback” or “grammar explanations,” perhaps as part of an action
research project (see below).

**For further information and examples of coding, see Allwright, 1988; van Lier,
1988; Allwright & Bailey, 1991).

Ethnography

Ethnography is traditionally a method employed by anthropologists in the description
of the cultural groups that they are studying. It literally means “description of people”
and relies on precise written records of behaviors and practices observed in a
particular group or setting. If such a description is well done, it truly reflects what
actually went on, and it interprets what is observed in terms of the people’s own
conception and understanding of the event(s), rather than in terms of some
preconceived idea, theory, or purpose of the ethnographer. The former is called the
emic perspective, the latter is called the etic perspective). The best examples of such
work include the ethnographies written by the anthropologist Clifford Geertz, who
coined the term “thick description” to denote the very detailed ethnographic writing
that he practiced. One of his most famous papers is called “Deep play,” written in
1977 about Balinese cockfighting rituals.

Ethnography started being used in classrooms around the early 1970s, with
work of Dell Hymes, Hugh Mehan, Courtney Cazden, Fred Erickson, and others.
Often this work focuses in great detail on the interactions among teachers and learners,
and provides interesting insights into the dynamics of the classroom. Lessons are
usually recorded on audio or videotape. This approach is often called micro-
ethnography, and an example in the EFL context is van Lier, 1988.

Ethnography requires a holistic approach: you cannot just select small bits and
pieces to make a point. Rather, you should describe everything that happens and that is
said, because you cannot decide beforehand what is important and what is not.
However, for the purposes of this paper, we will look at just three small extracts of
classroom interaction in Thai EFL classrooms, to get an idea of how complex this
work can be (T= Teacher, S = Student). Please read these extracts, and imagine the
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classrooms they might have come from (source: Forman, 2005). Have you
experienced similar interactions? What do you think is happening?

Extract 1:

T: Would you be afraid of moving to a foreign country?
(pause)

T: Yes or no?

(pause)

T: Uh?

S:Yes.

T: Yes. Why?

(pause)

T: Why?

(pause)

T: Why?

(pause)

T: Mm?

(pause)

T: Why?

(pause)

T: Who would like to answer the question?
(pause)

T: Now, if you cannot answer the question and if you don’t want to answer the
question,

Okay, move further.

Extract 2:

T: [Shows picture of Mr. Taksin]

Okay, who is he?

S: Prime Minister

T: Okay, he is our Prime Minister, right, ok. And | believe that everybody knows him.
Okay class, if I would like to ask you uh some words that you want to use to describe
him ...

S: Rich

T: Rich, rich right? Very, very rich, right. I thought | hear he, he is ranking, he was
ranked, like number one richest in the, in Thailand, right?

Extract 3

T: [showing picture of G. W. Bush]

Okay class, can you think of any words that you know you want to use to describe
him? What is that? Can you- can you think of any?

S: Absolutely

T: Pardon?

19




S: Absolutely

T: Absolutely, um. Can | ask what do you mean by ‘absolutely’?

S: [xxx]

T: What is that? Uh - you mean extreme? Is that, is that what you mean? No, what is
‘absolutely” here?

S: [xxx]

T: Uh - huh, yes, just try - if you - you can speak Thai also if you want. Pardon?

S: [in Thai] Decisive.

T: Is that? She want to say detkart. What is that? Very what? Very detkart.

[T accepts description and leaves the translation till later]

Task 3:

These extracts may tell you a variety of things. You may want to discuss them with
your colleagues and come up with some general observations about the interaction that
is exemplified.

Conversation Analysis

CA is close to what we described above as micro-ethnography. However, its origins
are not in anthropology but in a branch of sociology called ethnomethodology. There
are significant differences between ethnography and ethnomethodology, particularly in
terms of how each tradition deals with the notion of context. Ethnography, as one of
the major descriptive tools of anthropologists, attempts to provide a rich description of
the context in which people live and work. Micro-ethnography attempts to achieve this
by describing and analyzing interactions between people in meticulous detail, then
linking these to the contextual factors within which these interactions occur.

CA, on the other hand (if it follows ethnomethodological rules and
requirements, which is not always the case), does not address the wider context at all,
but purely and rigidly limits its description to whatever is evidenced in the interaction,
no more and no less. One of its founders, Harvey Sacks, famously proclaimed that “if
it’s a phenomenon, it must be in the interaction.” The reason for this seemingly
draconian limitation (how can you describe a lesson, for example, without talking
about the context?) is that a description of context brings in, once again, all the old
arguments of subjectivity, preconceived ideas and agendas, and so on. There is after
all no such thing as describing all of the context and all of its connections with the
people involved in an interaction. That would be a never-ending pursuit, so in practice
people pick and choose from the myriad of possible influences those that they happen
to notice, those that relate to their preconceived ideas and theories, and so on, and we
would be back where we started: a subjective and perhaps arbitrary observation. So the
idea of CA is that a meticulous description and analysis of the interaction itself will
reveal whatever is important (to the interlocutors) in the context and from the context.
Using the above examples, the ethnographer might talk about the power differential
between teacher and student, or the role of the L1 in the L2 classroom, but the CA
researcher would not bring those interpretations to the data. In practice, however, the
differences between micro-ethnography and CA are usually quite blurry.

CA has not frequently been applied to classroom settings, mainly because of its
stringent analytical requirements. However, examples of classroom analysis that are
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close to CA are Mehan 1979 about elementary classrooms and van Lier 1988 about
foreign language lessons. In recent years there has been an increase in interest in the
application of CA in classroom research, particularly in second language classrooms,
through the work of e.g., Numa Markee and Paul Seedhouse ( see the special issue of
The Modern Language Journal, Winter 2004).

Action Research

Action research is a type of research which assumes that the practitioners themselves
are often the best people to carry out research on their own practices, perhaps at times
with help from academics who have some relevant expertise to offer (the latter is often
called collaborative action research, in which academics and teachers are equal
partners; see further below). The term Action Research was coined in the 1940’s by
the German-American psychologist Kurt Lewin (1946). He was concerned with the
investigation and solution of pressing problems in the real world, and one of his
famous statements is that

research is too important to be left for publication in books, but should be put
directly into the service of problems needing urgent solutions.

A common definition of Action Research is the following:

Action Research is small-scale intervention in the functioning of the real world
and a close examination of the effects of such intervention (see van Lier, 1988:
67).

This type of research was also advocated by the great curriculum theorist Lawrence
Stenhouse:

in the end it is difficult to see how teaching can be improved or how curricular
proposals can be evaluated without self-monitoring on the part of teachers. A
research tradition which is accessible to teachers and which feeds teaching
must be created if education is to be significantly improved. (1975:165).

Action research is a spiral or cycle of steps, with no easily indentifiable beginning or
end, somewhat as follows (van Lier, 1994):
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REVISE
REPORT

observe

CYCLES OF ACTION RESEARCH

Here is a practical example:

1: Goal: have more student-initiated classroom interaction.

2: Plan: study the literature on autonomous learning and task-based learning,
and design some lessons with activities adapted from the literature; ask
a friend/colleague to collaborate.

3: Teach the lessons. Beforehand, discuss with your collaborator how to
observe and what to look for.

4. Ask your collaborator to observe the lessons. Also, record them.
Afterwards, listen to the tapes, perhaps transcribe some parts.

5. Discuss with your collaborator, Think about how things went, what it
means for the next step. Go back to the literature to extend your
knowledge. Look at your original goal statement and see if it can be
refined.

Task 4:

Think of another practical example of Action Research that you might like to do in
your classroom. Share with your colleagues how the steps of: goal-plan-act-observe-
reflect - (revise goal ... etc.) - report might work out.

Action Research, as shown in the diagram and the various steps in the example, may
look systematic and organized, but in practice it is likely to be messy and
unpredictable. That is inevitable, since we don’t know beforehand what may happen.
The important thing is to keep the goal in mind, and not worry unduly about
everything being neat and under control.
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3. Case Study Research

A case might be a specific person (e.g., a teacher, a student), place (a school, a
classroom) or event (a lesson, a project) that we deem to be of interest for detailed
study. A case study is the study of that particular person, place or event. Case studies
often have elements of ethnography or action research in them, yet they tend to focus
quite explicitly on context, and they often do not introduce any changes in to what is
happening. They tend to be longitudinal, that is, follow their case over an extended
period of time. In the language teaching and learning field there are many case studies
that have been very influential in our field (for examples, see van Lier, 2005). Very
often, research manuals regard case studies as not really hard or rigorous research, but
more like an informal exploration. They say, for example, that case study findings are
not “generalizable,” because they are only about one person, one situation or one
event. | think that this is an invalid criticism.

It is probably true that it is difficult to generalize from an individual (or a
group) to an entire population without the presence of strict controls to account for
environmental variables. However, there is also a form of generalization that proceeds
not from an individual case to a population, but from lower-level constructs to higher-
level ones. Furthermore, in the practical world in which case studies are conducted,
particularization may be just as important — if not more so — than generalization. By
particularization | mean that insights from a case study can inform, be adapted to, and
provide comparative information to a wide variety of other cases, so long as one is
careful to take contextual differences into account. Moreover, teachers are in an ideal
position to conduct case studies, since they are in sustained and close contact with
learners, classrooms, and schools.

Task 5:

Have you read or heard of any particular case studies in our field?
What case studies do you think you might like to, or be able to, conduct in your field?
What sorts of things do you imagine such a case study might illuminate?

4. The Reflective Teacher

All the above are in a way examples of teachers reflecting on their own work, albeit in
relatively formalized ways, such as using particular recognized research frameworks
or methods such as those mentioned. However, even without using such formal
research methods, teachers often engage in more informal types of research about their
work, and these are often called reflective research. Teachers might, for example, keep
a reflective diary for themselves, or perhaps post an interactive Blog regularly that
they may share with others, or else they may participate in discussion groups, forums
or panels. Clearly, although these activities are not usually recognized as “valid
research,” they can be of enormous benefit to the progress of the field, probably more
so than conducting an experimental, statistical study would be.

Task 6:

Have you kept a teacher diary, or publicized your reflections in some other way? Do
you know of any teacher who has done so? Do you think such activities should be
supported? In what ways could they help you in your job?
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Conclusion

By way of conclusion, it may be useful to reflect on your work as a teacher, and on the
role that research plays in that work. What are the demands and possibilities? What do
you think would be the ideal place of research in your work (realizing of course that
the ideal is never really possible)?

If you now had to make a statement about a) the need for research into Thai
EFL classrooms; b) your ability or desire to conduct such research; c) current official
demands and opportunities; d) the value of teacher research; e) its recognition in the
field; f) anything else; ... how would you phrase your statement?

Lawrence Stenhouse used to say, “it is not enough that teachers' work
should be studied: they need to study it themselves" (1975, p. 143). Do you
agree? How should this be done, and what is needed to make this a reality?
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Abstract: English language teachers are constantly finding ways to improve their learners’ language
learning. Teachers, who are devoted, exhaust themselves in this process. Learning does not take place
only because of the teachers, but learners also play a significant role in the learning process. This study
is to investigate what language learners do to make their learning successful. The most competitive
faculty to enter at Chulalongkorn University is the Faculty of Medicine. Learners in this faculty are
highly motivated and their entrance examination scores are among the highest in the country.
Consequently, this study is conducted with these learners to investigate the learning strategies which
have made them successful language learners. This presentation describes the steps and procedures that
would be used in conducting this research.

Introduction

This paper talks about an on-going language learning strategy research. Participants
are first year medical students in the Faculty of Medicine at Chulalongkorn University.
Their entrance examination scores are the highest in the country.

English language teachers are concerned with improving their students’ language
learning. Cohen (1990:1) agrees that language teachers are interested with “getting
more of the language into the learners head.” In other words, language teachers want
to enhance students’ language learning. Consequently, this research would be of
interest to students, language researchers and researchers who want to improve their
students’ language learning.

Problem

Many presentations, conferences, seminars are held and books and articles are
published concerning learning strategies. In addition, language teachers are eager to
assist and improve their students learning abilities. So, is it the teacher’s or the
learner’s responsibility? Are English classes teacher-centered or learner-centered?

When a language class is teacher-centered, the teacher dominates the class. The
language teacher may be giving lengthy explanations, lecturers, doing drills and
asking most of the questions. Currently, EFL/ESL teachers have shifted from teacher-
centered to learner-centered classes. Oxford (1990) has pointed out “It has become
clearer that much of the responsibility for success at language learning rest with
individual learners and with their ability to take full advantage of opportunities to
learn.”

26



Rubin and Thompson (1996) confirm learners are the most important factor in the
learning process. Since learners are important, this study seeks to examine and
investigate what good language learners do.

Purpose

The purpose of this study is to determine what good language learners do to develop
their language abilities. This study was also designed to contribute knowledge about
good language learners to other English language teachers, learners, and researchers.
Rubin’s (1975) list of good language learners’ strategies is used as a framework for
this study. The focus would be on investigating what good language learners do.

This study takes place at a time when His Majesty King Bhumipol Adulyadhej

has expressed his concern in a speech on November 23, 2003, regarding the quality of
foreign language teaching. Furthermore, the Royal Thai government has been pressing
for Thai students to be more skilled in English language—whether it be reading,
writing, speaking or listening. Prime Minister Thaksin Shinawatra has commented,
“English was now important in the globalization era and was a tool for communication
in cyberspace” (Bangkok Post, August 11, 2005).

English is the language that is used worldwide and according to Richards and Rodgers
(2001, p. 3) English is the ... world’s most widely studied foreign language.”
Furthermore, Crystal (1997, p. 106) explains “English is now the dominant or official
language in over 60 countries and is represented in every continent ... Most of the
scientific, technological and academic information in the world is expressed in English
and over 80% of all the information stored in electronic retrieval systems is in
English.”

In order to achieve this goal of improved English language competency the permanent
secretary of the Ministry of Education, Khunying Kasama Varavarn na Ayudhaya,

(Bangkok Post, August 11, 2005) has revealed
The curriculum has too much content and causes burdens and worries to teachers.

Students are unhappy about studying and incapable of analytical thinking and
applying their knowledge. The new curriculum must not upset students or teachers,
but introduce easy-to-understand teaching methods. Whatever is too difficult for
children must be corrected while whatever is used for teaching must be evaluated

and updated.

Boonladda Chainam, a professor at Mahidol University, believes * ... the surest way
to encourage students to master English was to have them develop affection for the
language so that they considered studying not as a grueling chore but rather as a
rewarding activity. In a like vein, we have to find further ways to enable students to
use English often outside classrooms” (The Nation, August 28, 2005).

27



Thailand is a country that trades with the international market so the use of English
has become more important to Thai students than in the past. A large number of Thai
students upon graduating choose to continue their studies internationally in USA,
Great Britain, Australia, New Zealand, or Canada. There is a continuing demand from
students to learn English. Prime Minister Thaksin Shinawatra and Minister of
Education Chaturon Chaisaeng have expressed their concern; Thai students are not
proficient enough to compete with neighboring countries (Bangkok Post August 11,
2005).

Context

Chulalongkorn University was founded in 1917 through the foresight and wisdom of
King Rama VI. The groundwork, planning and development for this development
took place more than a hundred years ago, when many countries in Southeast Asia
were being colonized either by Great Britain, France, or the Netherlands.

As part of his internal reforms, King Chulalongkorn introduced many new educational
programs. These programs were launched to improve the Siamese educational system
in order to produce capable personnel to work in both the private and public sectors.
As a result, a school was founded in 1871 at the Royal Pages Barracks within the
Grand Palace compound. Disciplines taught at the school included Thai and English
languages, mathematics and official protocol. Textbooks were used, and students were
given examinations. (http://www.chula.ac.th).

Now Chulalongkorn University has 18 faculties, and a number of schools, institutes
and centers, which are engaging in teaching and other related activities. It has
approximately 2,950 academic staff. Chulalongkorn University has a total enrolment
of approximately 30,000 students (http://www.chula.ac.th).

Chulalongkorn University Language Institute was established in 1977. Chulalongkorn
University Language Institute serves as an English language-teaching, higher education
institution, offering English courses to most undergraduates and postgraduates studying
and conducting research. Chulalongkorn University Language Institute is the first and
largest language institute in Thailand. It has a permanent staff of 92 Thai instructors
along with some 16 native speakers of English and 81 support staff
(http://vvww.CULI.ChuIa.ac.th).

Framework and Research Methodology

This research is being conducted with students studying in their first year at the
Faculty of Medicine, Chulalongkorn University. These students have taken the highly
competitive entrance examination to be students in this faculty. Their entrance
examination scores can be considered the highest in the country. Consequently, a few
of these students have been selected to be participants in this study.

This research is divided into three portions:
Portion One
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This portion of this study composes of:
e identifying a purpose or an area of focus,
e collecting data,
e synthesizing information gathered and analyzing and interpreting the data,
e developing an action plan.
Portion Two
This portion of this study investigates elements or factors that affect students learning
of English. This portion of the study can be called a descriptive study of data
collected by questionnaire.

Portion Three

This part consists of the students’ journal. These students would be selected because
of their outstanding scores on the English examination. They would be encouraged to
write about their English language learning experience.

Area of Focus

The research question is: What makes a good language learner? The research
question defines the investigation and provides direction for the study. (O’Leary:
2004). The research focuses on one issue and investigates it from several angles.
Burns (1999, p. 55) explains:

Even though there may be a number of possible factors which are of interest ... it is probably
unwise to try to link them all into one investigation. It is more useful to focus on one issue to
investigate it through a number of different methods so that different perspectives emerge.

This research is conducted by a teacher for other teachers and students. “It is a model
for research done by teachers and for teachers and students.” (Wolcott, 1989, p.137).
Mills (2003) calls it the Dialectic Action Research Spiral. Its four steps are

e |dentify an area of focus;

e Collect data;

e Analyze and interpret data;

e Develop an action plan.

The name suggests action and research with the aim to find out what good language
learners do. It is research, where “Research is a means to take action, either to
improve your practice or take action to deal with a problem or an issue. ... It is carried
out to identify areas of concern, develop and test alternatives, and experiment with
new approaches” (Kumar, 2005, p. 108).

Collection of Data

Techniques to be used to collect the data would include interviewing. Interviews
would be conducted because the research question is able to point to whom the
researcher needs to talk to; what the researcher needs to ask; and what methods/tools
the researcher could use (O’Leary, 2004, p. 91).
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Data has been collected from primary and secondary sources. Primary sources can be
collected in several methods. Secondary sources include “... the use of census data to
obtain information on the age—sex structure of a population ... the use of an
organization’s records to ascertain its activities; and the collection of data from
sources such as articles, journals, magazines, books and periodicals ... In summary,
primary sources provide first-hand information and secondary sources provide second-
hand data” (Kumar 2005, p. 118).

One of the tools used to collect data would be to interview participants. This means a
“person-to-person interaction between two or more individuals with a specific purpose
in mind” (Ibid. p.123). Participants would describe their situation through interviews.
The interviews would let others enter their world and comprehend the participants’
perspective (Stringer, 2004, p. 65).

Questions to be asked would be both “opened-ended” and “closed-ended.” Mills
(2005, p. 59) calls the questions either “convergent” or “divergent.” A convergent
question is a closed question, which permits a brief response usually consisting of yes
or no. A divergent question is an open-ended question lets participants elaborate on
their answer.

The participants would be asked questions and there would be a wait time and notes
would be taken during the interviews by the researcher or interviewer. Since the
research would interview a small number of participants the interview procedure was
chosen over a questionnaire.

An interview guide would be used. The researcher would be asking questions of the
participants or interviewees with an interview schedule. The interviewer would
prepare the questions before the interviews and reword some of the questions during
the interviews. The interviewer would cover the same general topics and questions
with all of the interviewees. When an interviewee does not keep on the track, the
interviewer would bring them back to the purpose of the research. Johnson and
Christensen (2000) call this the interview guide approach.

Analyze and Interpretation of Data

After the interviews, the data are to be analyzed and interpreted. “As such, the process
of data analysis is the attempt to identify the presence or absence of meaningful
themes, common and/or divergent ideas beliefs and practices” (David and Sutton,
2004, p. 191).

The next step is to make sense of the data that was accumulated. Patton (2002, p.42)
points out this

... invovles reducing the volume of raw information, sifting trivia from
significance, identifying significant patterns, and constructing a framework for
communicating the essence of what the data reveal.
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For the data to be displayed it would be segmented into analytical units. Johnson and
Christensen (2000) call this segmenting. “Segmenting involves dividing the data into
meaningful analytical units” (Johnson and Christensen, 2000, p. 326).

Once the data is segmented and patterned it has to be coded. Johnson and Christensen
(2000, p. 427) explain “Coding is the process of marking segments of data (usually
text data) with symbols, descriptive words, or category hames.

Also, the researcher has to link the data. Silverman points out (2005, p. 49) “By
examining how these elements are linked together, you can bring out the active work
of both interviewer and interviewee and, like them, say something lively and original.”

Validity and Reliability

There is going to be a plan for the research. Data is collected, analyzed, and
interpreted cautiously in order to find the truth. The research instrument is designed to
measure what it should measure. When the interviews are transcribed, the transcripts
are to be given to the participants to read and make changes that they find are
necessary to make their interview valid. Flick (2002, p. 223) points out validity is “the
interviewee’s agreement with the contents of his or her statements is obtained after the
interview.”

The participants would be interviewed and would keep a journal as well. According to
Black (1999) reliability is an indication of consistency between two measures of the
same thing (Gray, 2004, p. 92). “If a measurement is reliable, then repeated
measurements on the same person should result in similar outcomes each time.
Reliability relates to consistency and repeatability in the results*(Beins, 2004, p. 106).

Conclusion

This research would be conducted with the aim of investigating good language
learners learning strategies. Due to the fact that this is a research seminar paper the
steps and procedures have been provided. The process would include looking at the
problem, purpose, area of focus, collection of data, and methods to analyze and
interpret the data, and establish validity and reliability.
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Abstract

This paper aims to contribute to recent criticisms of SLA and ELT research
by examining critically the nature, the purpose and the applicability of
ELT and SLA research for English language teaching. It identifies some of
the basic philosophical premises or such research and argues that in many
cases the research perspectives and objectives limits the types, range and
scope of our questions and hypotheses. As part of the examination, | ask
questions about research and close by offering some potentially different
ways of thinking about language learning and teaching beyond the
cognitivist and sociocultural paradigms that are said to constitute SLA
research.

...I was getting impatient with my chosen field of TESOL that | thought was
marked by a poverty of intellectual stimulus. | felt that the field was going
round and round within a narrow perimeter, jealously guarding its own safe
zone, and without opening itself up to novel and challenging ideas from the
outside world. For too long, | thought, we pretended (and some of us still
pretend) that language teaching operates in a nonexistent ahistorical, asocial,
and apolitical space. (Kumaravadivelu 2006, p. 200)

1. INTRODUCTION

This quote echoes my own feelings regarding TESOL. | too feel that TESOL, or ELT
research and discussion is intellectually dry, often repetitive and in many ways
stagnating as a disciplinary discourse.

So in this presentation | aim to be somewhat provocative by going back to basics, as it
were, and critiquing a number of assumptions that underlie a good deal of ELT
research and which | feel are due for re-evaluation. | would like first to briefly discuss
how our field is self-constructed so that it in many ways forces us to adopt particular
research orientations. Then | will examine ELT research conceptualizations and
assumptions by identifying some of the implicit and often unrecognized questions that
we try to answer with our research.

My intention is not to belittle or undermine perfectly valid, interesting, well-meaning,
and well constructed research, but simply, hopefully, to generate questions, discussion
and spark interest to consider different kinds of research questions and orientations
regarding English language teaching and learning. To that end I will close the paper by
outlining some potentially new (or at least revisit some forgotten) research interests
and questions.
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2. THE CONSTRUCTION OF ELT RESEARCH

In this first part 1 would like to discuss how our discipline is constructed and highlight
two main criticisms of SLA research, namely, that:

1. As Standish (2001, p. 503) notes, ‘Any research presupposes a background
incorporating a range of understandings and behaviour that is tacit or taken for
granted’, like other academic fields, SLA research is constructed in that it
generates and operationalizes concepts, referents and practices that aim to
validate the field.

2. Inturn this process acts as a constraint, not only in the way that researchers can
research their object of study, but also in the way they can think about it: ELT
research seems to have settled on a number of limited and limiting core
referents and concepts that no longer seem to be critiqued or questioned.

2.1 The discursive construction of ELT research

Thornbury (2001) offers an insightful analysis of the conflicted personality of ELT
when he notes that ELT suffers from ‘low self-esteem’ due to the (British) public’s
perception that it is ‘easily acquired work of dubious legality’ (p. 391). In response to
this perception, he suggests that ELT has taken one of two routes: either to stress the
academic side of ELT, or to present what he calls a ‘therapeutic model’, where
teaching has a ‘shamanistic function’. It is on the academic side, as one might expect,
that the *serious’ research is done.

And in academia, of course, you have to contend with different schools of thought.
Thus, for example, scholars frequently note that SLA research is dominated by two
main schools of thought or paradigms, sometimes termed positivism and
constructivism (e.g. Alexander 2006), and other times termed cognitivism and
socioculturalism (e.g. Watson-Gegeo 2004). Whatever terminology one settles on, the
result of constructing dichotomous or mutually exclusive theories is that a competitive
mentality is established, in which it becomes as important to seek dominance by
legitimizing one’s own field by dismissing the premises of the other, as it is to
discover new knowledge. As Shotter and Gergen (1994, pp. 22-23) write:

scientific enclaves operate in much the same way as religions, committing themselves
to given ontologies (linguistic fore-structures), coding the world in their terms (thus
enhancing the seeming legitimacy of the fore-structure), and subtly reinforcing
participants for remaining within a ‘framework’ while persecuting those who deviate

Likewise, Lian (2005, p. 93) notes that each field, or theory ‘is organised around the
truths it has decided to serve, rather than around a concern for the truths it might have
ignored’.

The predominant method for serving truths and legitimizing schools of thought is to
offer scientifically acquired data — a point | will return to. And, despite the fact that
there are ongoing questions and discussions as to how applied linguistics research and
foreign language pedagogy are exactly related (e.g. Cook, 2005; Katz and Watzinger-
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Tharp, 2005; Kramsch, 2002), it is generally accepted that their common aim is to
acquire knowledge by following objective and scientific methods. This has led to what
Block (1996) calls ‘science envy’, where it is more important to present scientific
looking data rather than question what the data is actually intended to teach us. One of
the most telling examples is the field’s fetish with quantitative data. Stapleton (2006,
p.131), in a recent article in Applied Linguistics notes that many studies

employ inferential statistical tools and models in an attempt to persuade audiences
with detailed and objective-sounding quantitative data whose underlying foundation
rests upon premises that should never reach the stage of being tested to the third
decimal place

I am myself not ashamed to admit — if that’s the word — that when | read articles with
tables of data-to-the-third-decimal-place that I happily skip them. Indeed, while I
know what, say, standard deviation is, | couldn’t tell anyone convincingly what doing
standard deviation analysis is supposed to tell me!

But the more important point is this: that while many other social sciences such as
psychology, social theory and anthropology have spent a great deal of effort
identifying, examining and deeply questioning their philosophical premises and
conceptual foundations, especially since what is sometimes called the postmodern
turn, the same cannot be said of fields engaged directly or indirectly in foreign
language teaching. As such, other than a small number of contributors such as Block
(1996), Kubota (1999) Lian (2005) and Pennycook (1990) there have been relatively
few researchers who directly engaged in challenging the foundational beliefs and
assumptions of ELT or SLA. Few people have suggested, for example, that instead of
testing hypotheses we question ‘the assumptions on which these hypotheses rest” (Lian
2005, p. 94). It is noteworthy also, that there is no such thing, as yet, as the philosophy
of language learning. Equally telling is that in our field we barely even acknowledge
the existence of the philosophy of language or that we rarely engage in any discussion
on notions such as ‘meaning’, or “meaning-making’ — especially since the dominance
of Communicative Language Teaching where they seem to have become safely
accepted and stable notions — even though you would think they are central to our
profession!

Instead, in sum, my contention is that it is perhaps because of these conveniently
opposed dichotomies or competing fields and the urge to generate scientific data that
SLA research has become settled if not stagnant and no longer truly challenges itself
to further, more radical ways of thinking. When it comes to discovering new
knowledge or presenting new findings or even creating new teaching methods, they
are based on accepted and strenuously defended frameworks, and therefore discusss
relatively shallow questions and generally old ways of thinking. As Bourdieu notes:
“The partial revolutions which constantly occur in fields do not call into question the
very foundations of the game, its fundamental axioms, the bedrock of ultimate beliefs
on which the whole game is based’ (Bourdieu 1993, p. 74 emphasis in original). This,
in my opinion, is very true of ELT research.
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2.2 SO0 what are the limited and limiting questions, concepts and
conceptualizations?

Kumaravadivelu, quoted earlier, is not alone in critiquing SLA and ELT research and
some important if not seminal papers have been published that openly question its
nature. In one of the more critical papers in recent years, Firth and Wagner (1997)
identified and challenged the assumptions of SLA research. Their main arguments
were a) that SLA research aims to accumulate data without critically evaluating the
presuppositions that underpin the research, b) that acquisition is viewed as a purely
cognitive process involving mind/brain and c) that its priority is to identify and
quantify universal explanations of learning at the expense of descriptions. They then
go on to critique three main concepts in SLA research: the notion of the defective
learner, the idea of nonnative speakers (NNS) and the concept of interlanguage.

In this section | would like to add in a small way to the list of sins of omission and
commission. | will divide the section into two parts. In the first part | will outline some
personal observations of what | believe to be some of the driving — but implicitly
validated — questions that inform much of SLA or ELT research. In other words, I
want to take a broader perspective and identify the kinds of questions that are not
actually stated but which are embedded in the purposes, motives and reasons for
conducting research. Secondly, I want to identify some theoretical constructs and
orientations that research relies on and applies.

2.2.1 OUR UNDERLYING QUESTIONS

In this part | will present that what | believe are the questions which inform and
underscore the majority of research questions in ELT research. Although they are
separately discussed, it should be clear that in many ways they are inextricably
intertwined.

How do we learn languages?

Van Patten notes that SLA ‘does not have answers to the fundamental questions, [and]
how and why people acquire languages is a question which is still unanswered and
will probably go unanswered for some time’ (Van Patten 1990, p. 19). But is asking
‘how languages are learned’ even a reasonable question? Do linguists, researchers and
teachers really believe that it is possible to one day finally and definitively answer this
question? What will the answer look like? Will there be a formula? Is there a secret
recipe that everyone is looking for? The very fact that one of the main questions in
our field encourages us to look for a neat, packaged answer automatically undermines
or annuls a good number of ways we can conceive of our task. It is a question that
serves to inform, dictate and define the great bulk of our thinking. For one, the
question presumes a priori that we know what ‘learning’ means and what ‘language’
is.

In SLA research questions often focus on acquisition order. But this is a potentially
dangerous pursuit because it allows one to very easily draw naive connection between
acquisition order and teaching order. There is an underlying implication that the
correct identification of acquisition order can be used to dictate teaching order. As
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such there is an assumed belief that language learning proceeds in a linear manner. Yet
this has never been established or proven.

In addition, much if not most research into SLA or applied linguistics is conducted in
controlled settings, namely the classroom or the lab. The question therefore is not how
people learn languages, but rather how students or language learners learn languages
in confined spaces. This means that language acquisition theory is often a theory of
classroom learning not learning per se.

Which is the best method? Does method X improve student learning?

There are literally thousands of research papers, year after year, whose underlying
message is that they are making language learning ‘better’. After a good century of
concerted study into second language acquisition, |1 would expect that we now have
super efficient language learning techniques and classes. But, paradoxically, the
amount of research conducted that aims to ‘prove’ the effectiveness of methods belies
that idea.

We are tormented with questions regarding affective, social and cognitive factors:
what are the students’ attitudes? How do we improve their motivation? Which
materials should we choose? Which materials are more interesting/better/more
helpful? What activities should we conduct? Which method is the most effective?
What objectives do our lessons and activities have?

Interestingly the results we tend to get from our research are that a particular
experiment got positive results. But this is not such a hard thing to do. More to the
point, then, is that if every researcher can demonstrate that a particular technique or
method is effective then there are a number of ensuing questions and problems. The
first problem is that we are left with myriad (effective) techniques to choose from.
Although this embarrassment of riches may seem beneficial, it can leave teachers
completely overwhelmed. What are teachers supposed to do with this multitude of
research findings — many of which are contradictory? How does a teacher select from
this variety? How are all these research findings connected? How can they be
assembled into a coherent pedagogical approach? Conversely, the search for the best
method is a reflection of the imperative to find the way people learn languages — an
idea that has already been dismissed.

What do students need to learn?

Language teaching has, for a good two decades, been happy to discuss the notion of
learner autonomy, particularly from a sociocultural perspective where it has been
heavily promoted, researched and justified. And yet we often fail to see a glaring irony
when we continue to try to identify what we call learner needs. Indeed, an implicit
message in the emphasis on learner autonomy is that learners need it!

Needs analysis, defined in Richards and Schmidt’s (2002, p. 353) dictionary as ‘the
process of determining the needs for which a learner or group of learners requires a
language and arranging the needs according to priorities’ lulls researchers and teachers
into a number of unquestioned beliefs, including that it is within our power to predict
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future conversations and that communication is the memorization of stock phrases that
learners access one at a time, at the appropriate time. There is not much socialization
in these ideas, and worse, it perpetuates the notion of language as an ahistorical object
comprised of distinct elements! To determine needs — an interesting choice of word —
directly undermines the student’s engagement in meaning-making. Only students can
discover their needs when it comes to genuine communication.

Additionally, the analysis of learning needs plays again into the notion that the
learning experience can be linearly constructed. It plays perfectly into the currently
popular ‘objectives’ driven syllabus design model, in which teachers are expected to
predetermine precisely the outcomes of learning on behalf of all students.

What are students’ problems? How do we fix students’ ‘problems’?
Here we can return to Firth and Wagner’s complaint that SLA research perceives the
learner as defective. This encourages us to conceive of teaching in certain ways:

our learners need our help — our intervention

our learners lack something — and we can give it to them
our learners are children

the learning experiences we provide determine learning

Thus, the first consequence of constructing learners as defective is that researchers go
on to research how these problems might be solved — usually by the researcher or
teacher. But it doesn’t encourage the researcher to question how the notion of
‘problem’ is itself constructed: what makes it a problem? Who is it a problem for? It
allows the researcher to itemize, reduce and decontextualize aspects of communication
into ‘language’ or ‘language learning’.

Another consequence is that the identification of learner problems and how to solve
them reinforces our (and the learner’s) construct of the language learner as an
incomplete person rather than one who is perfectly capable of generating a variety of
learning experiences.

What is the classroom like?

Recent years have seen an increased imperative and encouragement for teachers to
conduct action research, mostly by conducting research within their own classes. But
the scope of this research seems extremely short range in that research questions
emerge from the unique and particular experience of the teacher who has only
interpreted the events that have occurred in the class. Secondly, an examination into
the class automatically forces the researcher to view the class group as a homogenous
entity, whose learning patterns are simultaneously and similarly affected by whatever
problem or solution the teacher has identified.

The questions discussed above describe a number of core and foundational questions

that are often not acknowledged in research. These include assumptions regarding the
linearity of language learning, the homogenization of students that methods inevitably
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imply, and the fact that research is supposed to be conducted by experts whose job is
to find the truths or solutions of language learning on behalf of students.

This section can be summarized in the following table:

Types of research questions | expose... underlying and unexamined
and concepts... foundational assumptions
How do we learn languages? Linearity

What is the acquisition order?
Homogeneity
Which method?
— Expert-defined representations
What needs and deficiencies? of learning and language

What problems? There exists an ultimate
panacea for language learning
What is the classroom like?

TABLE 1: relationship between broad research questions and their underlying
assumptions

22.2 SOME UNDERLYING THEORETICAL ASSUMPTIONS AND
ORIENTATIONS

In addition to the kinds of questions researchers ask, there are some other perhaps
more fundamental concepts that researchers may unquestioningly accept. They
include:

The centrality of the researcher’s perspective

Perhaps all of the concerns that I am outlining here stem from the fact that they
emerge from a particular discourse and perspective. Stemming from the questions
regarding what learners ‘need to learn’, or what their ‘problems’ are, is the issue of the
researcher’s logocentricity. Research, we know, generally stems from identifying a
question, problem or hypothesis (Nunan 1992). For teachers those questions or
problems generally emerge in the classroom, from what Kramsch (2002) calls ‘telling
moments’. For Kramsch these moments include misunderstanding between the
students and the teachers, unexpected moments, and student lexical or grammatical
errors that as she says ‘don’t make sense to me’ (2002, p. 197).

We can certainly argue that it is the teacher’s or the researcher’s job to find or solve
problems. But we must also acknowledge the logocentricity of Kramsch’s comment:
‘things that don’t make sense to me’. Aren’t we supposed to be concerned with what
doesn’t make sense to the learner?

Indeed, the power of the researcher’s construct of the research object (i.e. language, or
language learning processes) cannot be underestimated, for essentially the researcher
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is making the claim that what she understands to be a problem — or solution — is
paralleled in the learner’s understanding. That is, the researcher implicitly claims that
her knowledge represents language learning processes when in fact the perspectives
between learners and teacher/researchers are in many ways completely different.

Scientific method: objectivity, data and variables

I would like to return briefly to the notion of ‘scientificity’ or objectivity in SLA
research. As noted earlier, SLA and ELT research has made efforts to join the elite
clubs of the hard sciences. In turn, however, the emphasis on being scientific often
pressures researchers to generate research questions that can be quantifiably proven.
This ensures that the research method precedes the research question and that
‘uncritical commitment to a clear and explicit methodology determines in advance’
(Standish 2001, p. 498) the way that researchers can understand things.

One of the more, let’s say, bemusing aspects of research into language learning is the
identification of variables. | mentioned earlier that SLA research is often engaged in
how language is learned in situ, in the classroom rather than in general. And yet, if the
confined and limited conditions of the class weren’t enough, ELT research, in its quest
to be scientific, wants to further constrain the process by identifying and controlling all
the variables. But contrast this to ‘real’ language learning in which the speaker is
confronted with an indeterminable and unquantifiable range of variables every time
she wants or needs to communicate.

Additionally, the assumption in research regarding the control of variables, such as
when studying the effect, say, of particular approaches, tasks or methodology reflects
the naive assumptions that learning processes can be controlled, that meanings are
fixed, that reality is unitary and stable, that all brains work in exactly the same way.
Indeed, if one thinks about it, SLA research almost completely defeats itself when it
wants to control all the variables: ultimately the control of variables has to be one of
the most futile of tasks imaginable given that a) language learning is actually a process
that requires as many ‘variables’ as possible so that the learner can generate meanings,
and b) all the variables could not even be identified.

Research in ELT or SLA often tends to focus on minutiae with researchers wanting to
identify or describe ever more detailed aspects of communication, or language
learning or classroom activity so that it becomes difficult to actually assess its
usefulness. Even in the early sixties Goffman noted that linguistic researchers are
forever trying to isolate new features of language ‘providing us with a new bagful of
indicators to do something correlational with’ (Goffman 1972: 61). In much of SLA
research then, we are learning less about more (Lian, 2005).

The English language

Related to the notion of representation is the question of the kind of English we aim to
teach. Given the fact that there are more English as second language speakers in the
world than actual native speakers, what is the standard or measure against which we
test student knowledge? This question is of course related to the imperative that our
teaching and research makes our students better — it implies that we can measure better
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not only against past results, but that there is a finite target which in this case is
standard English.

There is actually no pure English and there is widespread consensus regarding the
non-existence of the pure or transcendent ‘native speaker’ (Firth and Wagner 1997,
McKay, 2003; Bhatt 2002). What is in textbooks and course books are descriptions.
We are happy to talk about faceless bureaucracy, but we consistently measure our
students against faceless, non-existent English speakers.

Input

Although input is often associated with the cognitivist or mechanical orientation to
research, it arguably has become a mainstream metaphor that has served to arrest our
thinking on language acquisition. Now what we do is either select or modify input —
that is, we choose the “what’” and the ‘how’ of input based on our decisions as to what
counts — without critiquing the metaphor itself. As such we seem to accept that input is
inherently stable, something that must be always comprehended rather than
interpreted. Thus, input might be a convenient — and scientific sounding — term, but it
continues to allow us to continue to categorize and remain comfortable about what is
to be ‘put in’ — words, grammar, meaningful sounds all the things that are supposed to
be stored in the brain.

Representation and meaning

Time does not permit an exploration of some of the more complex philosophical
analyses of meaning, such as, for example, Derrida’s (1976) famous conclusions that
there is no ‘transcendental signified’, and that meanings are always in a state of play.
However, a great deal of language teaching, as evidenced in notions of input and as
can be gleaned from course books, tasks, word lists to be memorized, assumes that
language students are engaged in the process of understanding ‘what is there’ in the
language or utterance. Indeed, just about any description of language is selected on the
basis that it is representative of language or what language learners need to know.
Words continue to be treated as having purely functional rather than expressive or
individual or cultural meanings and there is an inherent nominalism in this conception
of language. Research, thus, continues to view the language learning process as one
involving the acquisition of words and rules, and a great deal of research continues to
test hypotheses regarding the efficacy of particular techniques that gauge retention of
appropriate grammar.

Thus, the discourse of language pedagogy rests on a number of quite profound

philosophical and theoretical conceptualizations that remain largely unexplored. The
above section can be summarized in table 2, below:
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Underlying theoretical emphasis on:
constructs and lead to...
orientations...

The researcher’s perspective
(quantitative) Data
Positivism/Scientific method
Control of Variables

English
— Notions of English with fixed,
Input staple and transparent
meanings
Representation and meaning
Nominalism

Relevance

TABLE 2: theoretical assumptions that constrain research by emphasizing particular
perspectives and practices

3. ARE THERE OTHER QUESTIONS? SEARCHING FOR NEW
PERSPECTIVES AND CONCEPTS

Perhaps the main point of the paper is this: we don’t seem to be developing or
questioning our understanding of what we are doing. We have settled comfortably into
the definition of our object and our task. Much if not most of which we do proceeds
from there, and is subsumed under this.

There are some steps that research in ELT could take however.

1. Look to other disciplines - not ‘language’ focussed disciplines: foreign
language pedagogy tends to consider itself as part of the field of linguistics.

2. Get more philosophical about our mission: as noted earlier, there is no field or
discourse that anyone would identify as the ‘philosophy or language learning’.
However, if such an approach were to be considered, more perspectives may
be generated.

3. Recognize the ideological situatedness of research and its political purposes:
research is often driven by interests other than the ‘innocent’ acquisition of
knowledge. Researchers aim to legitimize research orientations and theories, or
feel pressured to conduct quantitative research or to conduct certain types of
research so as to ensure publication.

4. Question the problem not simply aim to solve it: the reflective gaze would help
ensure that we continually assess the assumptions behind and definitions of our
‘problems’

5. Stop telling students (and ourselves) what they don’t know: a good deal of
research stems from the researcher’s interpretations of learner’s problems and
perceptions. Research, thus, automatically and immediately proceeds from
unexamined assumptions

6. Identify theoretical assumptions: following on from the above, it is important
to go to deeper levels of analysis and theorizing.
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7.

View students as research collaborators, not subjects: strangely, students are
not often asked to be researchers of their own learning. Instead of having
students simply act as informants and responders to our surveys, why not
encourage them to act as our co-researchers?

Epistemological questions
Some other questions that may generate different kinds of research could include:

1.

5.

6.

What other ways can we conceive of language learning?

a. For example, how do we enable conditions in which learning can be
‘randomized’, so that learners truly do encounter needs in a more
spontaneous way?

How else can we try to understand or talk about communication? Can we
generate new metaphors to create offshoots in our thinking about language
learning?

What can students do to research language, meaning, communication or culture
rather than be indirect ‘recipients’ of our research?

Where has ‘perception’ gone? Do we as teachers challenge student
perceptions? Should we?

Where is the body in all this language learning? (What happened to kinesics for
example?)

What is the purpose of learning theories?

Reflective questions

1.
2.

3.

Why should anything that we do help students learn English?

What can we do to enrich the learning experience without determining or
defining it?

How much do institutional imperatives obstruct learning objectives and
research?

4. CONCLUSION

In this presentation | have aimed to generate questions rather than answers by
identifying what | feel to be unexamined perspectives about ELT research and
pedagogy. | have tried to uncover some of the more foundational conceptualizations of
research, based on the premise that if we reconsider some of the ideas and theories
underlying and informing our research then perhaps more perspectives and richer
questions can be entertained.
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Abstract

The use of L1 in EFL classrooms has been much canvassed in recent
years and opposing views have been put forward by a number of
respected researchers. This paper will present a survey of current thinking
on the issues of L1 in foreign language classrooms with a particular focus
on classrooms taught by non-native speakers.

The paper will examine the issues around the use of L1 by teachers and
students in L2 beginner classrooms in Junior Secondary Schools. It is
important for teachers to understand the potential of the L1 in foreign
language classrooms as a means of mediating L2 knowledge and the
relationship of this function to an improvement in quality and quantity of
student L2 output at beginner levels.

The discussion will also draw on findings of current research into L1 use
by teachers and students in foreign language classrooms in Sydney
Australia.

The use of L1 in the L2 classroom remains an unresolved and somewhat
contentious issue in language teaching. There exists a wide range of
opinions on the use of L1 in L2 classrooms among teachers and
researchers. This paper will examine the issues around the use of the
mother tongue in L2 classrooms by both teachers and students and seek to
put forward a model for L1 use that maximises the potential of the first
language as a means of assisting students in advancing their
understanding of the L2. Data from research in foreign language in

Australia will be presented and the focus for the discussion will be on

46



foreign language classrooms rather than second language classrooms; on
FL rather than SL.

The most authoritative surveys on target language use in Australian
classrooms (Morgan 2002, Crawford 1999 and Norris 2000) indicate that
use of English as a medium of instruction in Languages classrooms in
Australia is very common. In addition, target language proficiency levels
among non-native teachers vary widely (Language Teachers: The Pivot of
Policy 1996, p.148) and self-report data from Jane Crawford’s study of
over 500 language teachers in Queensland (Crawford 1999) confirms that
English is the preferred medium of instruction in the majority of foreign
language classrooms. Crawford also noted what she described as
‘pessimism’ on the part of teachers in relation to the issue of target

language use in the classroom.

A forum for the online journal TESL-EJ (Stanley 2002) provided the
opportunity for teachers to give their opinions on using the L1 in an L2
classroom. The lively discussion and diversity of views seems to be
representative of range of opinions held worldwide on this issue. For
some teachers, it is simply a matter of pragmatism. Getting the job done
as quickly as possible and resorting to the L1 if this is what is required.
Others are more judicious in their approach and try to use the first
language only in isolated instances, when this use can be justified by
theoretical understandings. For many, however, it is an all or nothing
approach and for these teachers resorting to L1 is tantamount to failure if
not heresy. One of the interesting aspects of this forum and others is that

there does not appear to be a native — non-native divide over this issue.
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A similar range of opinion can be found among the SLA and language
pedagogy theorists who have written about this issue. Most influential, of
course, are Krashen and Terrell (1983). They give priority to the
fundamental importance of comprehensible input in the target language
and their work still finds resonance among language teachers. A range of
other theorists support the view that input is the main priority and no role
is allocated to mother-tongue use in the classroom. Levine (2003) quotes
six examples from the SLA literature that have resulted in an “‘classroom
dynamic in which the use of the L1 is at best discouraged and at worst
stigmatised.” (Levine 1983, p.344.)

This stigma is a particularly difficult issue for non-native teachers of
foreign languages who often feel defensive about the use of the target
language in the classroom (Arva and Medgyes 2000, Crawford 1999). In
the day-to-day work of the language classroom, the dilemmas that these
teachers deal with are usually linguistic in origin and not pedagogical.
These dilemmas are well described by Peter Medgyes (1994, 2000).
Although he is writing about non-native teachers of English, his remarks
are also extremely relevant to non-native teachers of foreign languages in

Australian schools:

The point is that we are at the junction between two languages and several
cultures. By birth we represent our native language and culture, but by
profession we are obliged to represent a foreign language with its cultural
load. Whilst being enriched by two sets of language and culture, in the
classroom we are beset with problems caused by our double-barrelled

nature.

(Medgyes 1994, p.39)
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Medgyes takes a very positive view of the role of the non-native teachers,
pointing out the advantages they bring to classrooms in terms of their
empathy for their students as learners of the target language and their
ability to correctly identify successful language learning strategies. The
general message of his work is a plea to non-native teachers to avoid any
sense of ‘inferiority’ (1994, p.39) and to develop a strong capacity for
reflection (p.103). His later article, (Arva and Medgyes 2000) describes
the preoccupation non-native speakers have with improving their
knowledge of the target language. For the teachers surveyed, it seems that
this was the main focus of their professional development activities. In
addition, the latest article reinforces the findings of the 1994 book that
described the textbook dependence of non-native foreign language
teachers (Arva and Medgyes 2000 p.364). The plea that Medgyes makes
is for teachers to recognise their own needs as language learners and plan
target language use as but one element in a general pedagogical approach
based on “an endless flow of two way interaction between the teacher and
the students’ (1994, p. 23).

Medgyes (1994, P.66 -67) and several other researchers are questioning
the maxim that 100 percent of teacher-talk needs to be in the target
language. In fact a survey of current literature reveals a growing number
of teachers and researchers who see an important role for the first
language in foreign language instruction. Many now believe that in
affective as well as cognitive terms, the first language has a significant
part to play in the overall communicative framework of languages

classrooms. Nevertheless, those who advocate L1 use all do so within
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strong theoretical frameworks that aims to strengthen target language use,

rather than weaken it.

Teachers’ ideas on L1 use seem to be formed through the influence of a
number of factors. These include pedagogical training, the expectations of
school administration, the type of classroom management required and,
perhaps most importantly, their own perception of their level of

competence in the target language (Levine 2003).

Forman’s (2005) survey of key articles found that there are 4 main
concerns for foreign language teachers (FLT) in their attempts to use the
L2 as the only medium of instruction. These concerns were: the question
of efficient use of classroom time; the concern of effective behaviour
management; the concern of disadvantaging less able students who once
having lost the thread of L2 discourse may become discouraged; the
concern of restricting teachers’ capacities to explore cultural issues at
depth with their students through the medium of the L1. The importance
of creating a positive affective climate in the classroom is shown by

Forman to be a major concern leading teachers to use of the L1.

As Levine (2003) makes clear, the divergence of opinion of the use of L1
in the classroom is accompanied by a wide range of practice in
classrooms. According to research quoted in this article, teachers often
overestimate the amount of target language they use in the classroom.
Although it is obviously important as a source of input, the deployment of
teacher-talk in the target language must be part of an overall pedagogical

framework guiding the decisions of the teacher in the day-to-day
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execution of language lessons. The corollary of this imperative is that the
main criterion for successful target language use is not quantity, but
quality. Everything then depends on the working definition of target
language quality that teachers develop. In minimal terms quality should
mean demonstrating an understanding of issues relating to timing — when
to use the target language — and demonstrating an understanding and
appreciation of the effects of teacher-talk in the target language in terms
of issues such as eliciting, scaffolding and providing a context for

meaningful language use.

Merrill Swain’s work (2000) has focused on the role of collaborative
dialogue in the classroom and importance of output as a mediating tool for
language learning. A number of studies (Kowal and Swain 1994; Swain
and Lapkin 1998; Basturkmen, Loewen and Ellis 2002) have shown that
verbalisation and the development of metatalk helps students to solve
linguistic problems. The implications are that the solutions reached during
such collaborative dialogues are retained in the student’s interlangauge.
According to Swain, the students’ dialogues mediate the construction of
their linguistic knowledge. Swain calls the instances of collaborative
dialogue ‘where students talk about the language they are producing’
(Swain 1998, p. 70) ‘language related episodes’ (LRE’s). The post testing
that she administered in this research showed that students had a definite

tendency to stick to the solutions derived from these LRE’s.
The student-student dialogues presented by Swain (2000) are evidence of

the ways in which students use their L1, L2 and their metalanguage in a

languages classroom. The students’ interaction enables them to
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constructively solve their linguistic problem and deepen their own
knowledge of the language in the process. Interestingly, Swain’s own
definition of output is broadened in this article to include bilingual
collaborative dialogue. This seems totally logical and may even constitute
a necessary way of looking at output in a bilingual classroom. Swain
(2000) does not discuss this broader view of output but it forms a critical
part of the theoretical model for output that she proposes. When she
addresses the specific benefits of output in the classroom, she is including
the examples of bilingual collaborative conversations between students

that comprise her data:

To produce, learners need to do something. They need to create linguistic
form and meaning, and in so doing, discover what they can and cannot do.
Output may stimulate learners to move from the semantic, open-ended,
strategic processing prevalent in comprehension to the grammatical
processing needed for accurate production. Students’ meaningful
production of language — output- would seem to have a potentially
significant role in language development. These characteristics of output
provide a justification for its separate consideration, both theoretically and
empirically, in an examination of the value of interaction for second

language learning.

(Swain 2000, p.99)

Swain’s view of language development relies on socio-cultural notions of
the role of interaction in the development of individual processes such as
voluntary memory, reasoning and attention. This is largely based on the

work of Lev Seminovich Vygotsy and his view that language is a semiotic
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tool that mediates our mental activities. Verbalization enables us to build
knowledge and understandings and this building takes place twice: once
on the intermental plane, between individuals and later on in the
intramental plane via psychological mediation (Lantolf 2000, p.17).(Not
in the References) In both cases, language is the tool of mediation that
enables the individual to develop the skills and understandings necessary

to deal with a particular problem.

Anton and Camilla (1999) and Nation (2003) also examine and propose
the positive role for L1 in L2 classrooms within very clear theoretical
frameworks. For Anton and Camilla, the use of L1 serves three purposes:

(@) Construction of scaffolding helps students use the L1 in
‘developing strategies for making the task manageable and in their
cooperating in seeking a solution to the task.

(b) Establishment of intersubjectivity — by allowing students to
cooperate and work effectively together creating a positive work
climate;

(c) Use of private speech by allowing students to mediate new

knowledge through verbalizing.

Forman (2005) takes the concept of scaffolding using the L1 further in
developing what he calls the transmutation of meaning through priming,
prompting and dialoguing. This useful explication makes clear the ways in
which teachers and students can work together through careful and
judicious use of both the L1 and the L2 to increase students’

understandings and confidence in the L2.
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The critical issue in all this seems to be the teachers’ ability to effectively
manage a classroom that provides opportunities for meaningful L2 use by
teachers and students. ‘Affordance’ is a term derived from the work of
James Gibson (1979) and applied by Van Lier (2000) to the language
classroom. An affordance is defined as ‘a particular property of the
environment that is relevant ...to an active, perceiving organism in that
environment. An affordance affords further action but does not cause or
trigger it’ (Van Lier 2000, p. 252). Van Lier’s ‘ecological’ model depicts
a classroom linguistic environment “full of potential meanings’ and sees
language learning as ‘emergence’ since ‘at every level of development,
properties emerge that cannot be reduced to those of prior levels’ (Van
Lier 2000, p.246.) This represents a shift away from a mentalist model of
language learning, focused on the individual, to a socio-cultural view of
language learning emphasising intersubjectivity. Van Lier sees the learner
as a very active participant. According to this view, the teacher needs to
be able to provide a teaching and learning context that actively engages
the learner; providing a linguistic environment that is “full of demands and
requirements, opportunities and limitations, rejections and invitations,
enablements and constraints...” (Shotter and Newson 1982 quoted in Van
Lier 2000, p. 253).

In terms of the TLA model put forward by Andrews (2001), the awareness
of affordances requires an understanding of different levels or types of
target language used by both teachers and students and the relative effects
that each level poses for the development of the students’ interlanguage
systems. It means understanding the difference between communicative

and non-communicative language use and it also means developing an
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environment where the metacognitive and metalinguistic capacities of the

students are developed.

As Macaro (2001) stated: what is needed is a framework that identifies
when reference to the L1 can be a valuable tool and when it is simply used
as an easy option. Enhancing teachers’ understandings of this issue in a
way that does not stigmatize L1 use per se is a challenge for teachers,
educators and developers. The answer seems to lie in part in teachers’
research of their own classrooms, specifically relating to careful attention
to the use of the target language and the development of a theoretical
framework for L1 use. The use of action research projects has been found
to have a very positive effect on teacher development and teacher change.
Given the situated nature of teachers’ work, it would seem that the design
and facilitation of such projects would be a very positive way of

addressing the L1 —-L2 dichotomy in a positive manner.
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Abstract

The purpose of this study is to determine how grammar learning
strategies of medical students are related to their grammar learning
achievement. The participants were 255 second-year medical
students studying in Mahidol University during the 2005 academic
year. The sample was divided into two groups (high- and low-ability
students) according to the results of a TOEFL grammar test. The
instruments used for data collection were the TOEFL grammar test,
questionnaires (the Cronbach Alpha reliability is .9947) and
structured interviews. The results of the study show that all
participants tended to use affective strategies and cognitive
strategies most frequently. When comparing the use of grammar
learning strategies between high- and low-ability students, the
findings revealed statistically significant differences in the use of
grammar learning strategies between the high- and low-ability
students (t = 3.31, p = .001). Metacognitive strategies, particularly,
have the highest t-value (t = 3.47, p =.001). This indicates that the
high-ability students used metacognitive strategies far more
frequently than the low-ability students. Social strategies, on the
other hand, did not show statistically significant differences (p >
.05). This may be explained by the indifferent use of social strategies
in the high- and low-ability groups.

Introduction

Learning strategies are particularly important for language learning because
they are tools that help learners develop communicative competence and language
skills (Oxford, 1990). In analyzing the benefits of learning strategies, it was found that
high language-ability students used various strategies including cognitive strategies,
metacognitive strategies, memory strategies, social strategies, affective strategies,
comprehension strategies, and rule-based strategies (Oxford, 1990). From the
observations of Griffiths and Parr (2001), some students were more successful than
others because they used more effective learning strategies. It is further assumed that
the effective strategies used by high-ability students can be learned by the less
successful students in order to improve their learning (Griffiths & Parr, 2001).

‘Grammar learning strategies’ is one learning strategy viewed as an essential
part of foreign language study (Bezrukova, 1996). This strategy claims that grammar
features of any foreign language can be integrated with language skills (Parker, 2000).
This is because grammar error can cause a problem of communication, in addition to
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the problem of form (Sheen, 2003). Sheen (2003) gives the example of the phrase
“She gave me his book” spoken by a French student. This mistake comes from the
difference between possessive determiners in English and French. Besides the
grammar error, the sample sentence also breaks down the meaning of communication
(Sheen, 2003). Parker (2000) advocates that grammar also helps students improve
their listening proficiency with understanding related to the intonation of connected
speech, prepositions, and phrasal verbs just to name a few. Additionally, in the
research of Manly and Calk (1997), they found that some students perceived grammar
as useful in writing and discourse.

With the importance of grammar features, many scholars have made attempts
at developing grammar learning strategies (Sheen, 2003; Griffiths & Parr, 2001; Borg,
2001). Sheen (2003) points out that grammar instruction needs to be based on
communicative tasks. The teacher can encourage discussion after teaching grammar
by asking the students for a missing word (Borg, 2001). The structure-based grammar
translation method was introduced,; it relied heavily on teaching grammar and practice
in translation (Griffiths & Parr, 2001). The method also focuses on reading and writing
with little emphasis on listening and speaking.

From the above studies, the researchers recognize that grammar learning
strategies are worth studying. This research aims to determine how grammar learning
strategies of medical students are related to the students’ grammar learning
achievement.

Research questions
1. To what extent are grammar learning strategies related to the students’
grammar learning achievement?
2. Are there any statistically significant differences in the use of grammar
learning strategies between high- and low-ability students?

Review of Literature

Grammar learning strategies are language learning strategies that involve ways
of learning, remembering, and working with language structure (Briggs, 1994).
Research shows that students are more successful when they employ effective learning
strategies (Griffiths & Parr, 2001; Oxford, 1990). Recognizing the importance of
grammar learning strategies, researchers have developed various grammar learning
strategies (Griffiths & Parr, 2001; Naiman et al., 1989; O’Malley & Chamot, 1990).

Briggs (1994) and Oxford (1990) developed 6 major grammar learning
strategies as follows:

Metacognitive Strategies promote the conscious overview of the students’
own learning process including practicing language outside of class, closing the book
and explaining the grammar to yourself, taking charge of your language learning,
using what you already know about verbs, and applying what you know.

Social Strategies refer to learning grammar features through social interaction;
such as asking questions of other people, making flashcards, etc.

Memory Strategies are the strategies related to the grammatical structures
learned in the past and used to aid in present recall. The strategies include reviewing
well, making lists, using your imagination, writing a dialogue with key grammar,
finding examples of key grammar, using variation, using personal examples, making a
verb chart, and drawing pictures.
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Affective Strategies are strategies that promote positive emotions, attitudes,
motivations, and values that can make learning far more effective. The strategies
include accepting that not everything has an explanation, thinking of other ways to say
things, encouraging yourself, and keeping a language journal.

Compensation Strategies enable students to use the language for
comprehension and lead them to gain new information in the target language such as
guessing and using gestures and miming, etc.

Cognitive Strategies are similar to memory strategies but not specifically
focused on the mental process. The strategy includes using resources, making a
formula, paraphrasing, etc.

In addition to the above strategies, Naiman et al. (1989) developed grammar
learning strategies by focusing on specific aspects of language learning. The strategies
might be categorized in the following ways: following rules given in texts, inferring
grammar rules from texts, comparing L1 and L2, and memorizing structures and using
them often.

In this present study, the researchers believe that the results of grammar
learning strategies gathered from sample participants will help teachers make language
learning far more effective and enjoyable.

Research Method

Subjects. The subjects of this study were 255 second-year medical students of
the 2005 academic year attending the Faculty of Medicine at Mahidol University who
were volunteers participating in this study. The students studied English for academic
purposes in their field of specialization and encountered written texts that contained a
variety of structures.

Research Tools. The instruments used for data collection in this study were a
TOEFL grammar test, a questionnaire, and a tape recorder.

(a) The TOEFL grammar test allowed the researchers to divide the students
into levels of grammar learning ability.

(b) The questionnaire used in this study was developed from Sandra J. Briggs
(1994) in Grammar: Strategies and Practice. It asks questions about grammar learning
strategies that participants use to gain depth of grammar knowledge. The questionnaire
focuses on grammar learning strategies that participants used to learn English
grammar.

(c) An interview instrument was used to obtain information on students’
attitudes about grammar learning strategies and to classify the information gathered
from the questionnaire. Moreover, the interview allowed the researcher to find out the
different opinions of the high- and low-ability students toward the grammar strategies
that they use to gain depth of grammar knowledge. In doing this, eighteen participants
(9 high-ability students and 9 low-ability students) were interviewed using a tape
recorder.

Data Analysis. For the TOEFL grammar test, the descriptive statistics and the
one-sample t-test were calculated to find out to what extent the medical students
achieve learning English grammar. For the questionnaire, Cronbach’s alpha was used
to estimate the reliability. Also, the t-value on the five sub-scales of the grammar
learning strategies of the high- and low-ability students was calculated in order to find
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out whether there was any statistically significant difference in the use of grammar
learning strategies between the two student groups of differing abilities.

In this study, coding procedure was used to analyze the data gathered from the
interview in order to clarify the significant information from the questionnaire (Strauss
& Corbin, 1990). The information was first transcribed from the tape recorder, then
the analytical steps are classified as follows:

Step 1 Labeling Phenomena (the grammar learning strategies used).

Step 2 Discovering Categories (grouping the strategies used).

Step 3 Naming a Category (naming one heading for each group of categories related to
the present data).

Step 4 Developing Categories in Terms of Their Properties and Dimensions.
Properties in this term are characteristics of a category, and dimensions are sub-
characteristics of the properties.

Results

1. The Achievement of Grammar Learning Ability of Medical Students

The descriptive statistics and the one-sample t-test were calculated to find out how
well the medical students achieved learning grammar. The results appear in Table 1.

Table 1. The achievement of grammar learning ability of medical students

Test value = 30

Group N Min  Max M SD t df p

All students 255 15.00 54.00 35.68 6.70 1354 254 .000
High-ability group 77 39.00 54.00 42,78 3.16 3543 76 .000
Low-ability group 77 1500 33.00 27.68 444 -460 76 .000

The data in Table 1 shows that there are statistically significant differences
between the average means and the test value of all language-ability groups (p <
.05). It was also found that average students and students in the high-ability group
achieved learning English grammar, while students in the low-ability group did not
achieve the learning.

2. The Comparison between High- and Low-Ability Students in Grammar
Learning Ability.

The descriptive statistics and the independent-samples t-test were calculated to
find out how successfully and differently the medical students achieved learning
grammar. The results appear in Table 2.

Table 2. The comparison between high- and low-ability students in grammar learning
ability.

Group M SD Min Max df t p
N

High-ability group 42.78 3.16 39.00 54.00 77

Low-ability group  27.68 4.44 1500 3300 77 02 2432 000
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The data in Table 2 shows that there is a statistically significant difference in
grammar learning ability between high- and low-ability students (p < .05). It was also
found that the high-ability students achieved learning grammar far more effectively
than the low-ability students. The results raise the question about grammar strategy
and whether grammar learning ability depends on a particular strategy.

3. Grammatical Learning Strategies of Medical Students

Both quantitative and qualitative instruments were employed in this study with
the aim to determine how grammar learning strategies of Mahidol medical students are
related to the students’ grammar learning achievement and whether there were any
statistically significant differences in the use of strategies between high- and low-
ability groups.

3.1 Quantitative Result: Grammar Learning Strategies of High- and Low-Ability

Students
Grammar learning strategies of the second-year medical students in the 2005
academic year attending the Faculty of Medicine, Mahidol University were
calculated. The descriptive statistics (means and standard deviations) for the
five sub-scales of the questionnaire asking about the strategies that the
subjects used to learn grammar were calculated. As a result, the five sub-
scales were constructed using the following criteria:

Degree of use Mean range
Highest degree of use (Always) 4.50-5.00
High degree of use (Often) 3.50-4.49
Medium degree of use (Sometimes) 2.50 - 3.49
Low degree of use (Hardly Ever) 1.50 -2.49
Lowest degree of use (Never) 1.00-1.49

The grammar learning strategies determined from the questionnaire were
grouped and categorized into 6 major categories: affective strategies, cognitive
strategies, compensation strategies, metacognitive strategies, memory strategies, and
social strategies. The descriptive statistics for all students appear in Table 3.

Table 3. Results of the grammar learning strategies of all students.

Category No. of items M SD Cronbach’s
Alpha
1. Affective Strategies 4 3.06 0.96 0.9651
2. Cognitive Strategies 3 3.06 0.96 0.9533
3. Compensation Strategies 3 2.99 0.92 0.9653
4. Metacognitive Strategies 6 2.98 0.87 0.9717
5. Memory Strategies 10 291 0.97 0.9858
6. Social Strategies 2 2.83 1.19 0.9025
Total 28 2.97 0.96 0.9947
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The data in Table 3 shows the descriptive statistics of the grammar learning
strategies that all students used. It was found that affective and cognitive strategies
were most used, followed by compensation strategies, metacognitive strategies,
memory strategies, and social strategies. The standard deviations for affective
strategies and cognitive strategies were not so high in comparison with other
strategies. On the other hand, social strategies, the least frequently used strategy, had
the highest standard deviation.

In order to compare the use of grammar learning strategies of high- and low-ability
students, each group’s use of strategies was examined. The purpose was to find out
how high- and low-ability students use grammar learning strategies differently.
The results of the descriptive statistics and the independent-samples t-test on the
strategies appear in Table 4.

Table 4. The comparison of the use of grammar learning strategies between high and
low-ability students

High-ability  Low-ability

group group
N=77 N=77 t af P

M SD M SD

Category

1. Affective Strategies 318 0.70 290 0.62 2.66 152 .009
2. Cognitive Strategies 321 077 291 0.68 255 152 012

3. Compensation 307 074 276 065 279 152 .006

Strategies

4. Metacognitive 316 057 283 0.60 3.47 152 .001

Strategies

5. Memory Strategies 3.06 058 274 0.70 3.08 152 .002

6. Social Strategies 281 068 279 067 024 152 812
Total 310 052 281 057 331 152 .001

"p<.05 N=154.

The results are summarized below:

(@ The results of the t-test (to compare the difference between two
independent groups) showed that high- and low- ability students used overall grammar
learning strategies differently (t = 3.31, p = .001).

(b) The results of the t-test also revealed that high- and low- ability students
used five grammar learning strategies differently: affective strategies, cognitive
strategies, compensation strategies, metacognitive strategies, and memory strategies.

(c) Social strategies, one of the grammar learning strategies, was not statistically significant.

3.2 Qualitative Result: Grammar Learning Strategies of High- and Low-Ability
Students

In order to clarify the information gathered from the questionnaire about the
grammar learning strategies, an interview was employed in this study. The purpose of
the interview was to find out the opinions of high- and low-ability groups toward the
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grammar learning strategies used to gain depth of grammar knowledge. In this study
there were eighteen interviewees: nine high-ability interviewees and nine low-ability
interviewees. The results of the interview were coded with a coding procedure.

The interview shows that there were six major strategies the interviewees used
for learning English grammar: affective strategies, cognitive strategies, compensation
strategies, metacognitive strategies, memory strategies, and social strategies. It was
found that the strategies most interviewees used were metacognitive strategies
followed by memory strategies, affective strategies, compensation strategies, social
strategies, and cognitive strategies.

Affective Strategies are strategies that promote positive emotions, attitudes,
motivations, and values that can make learning more effective (Briggs, 1994; Oxford,
1990). In this study, it was found that four interviewees from the high-ability group
and two interviewees from the low-ability group used affective strategies.

Affective strategies used by the high-ability group

It appears that the high-ability students used affective strategies, such as
watching movies for the English soundtrack, studying grammar from movie subtitles,
reading for pleasure, listening to songs, and accepting that not everything has an
explanation. Here are some statements extracted from the interview showing the
grammar learning strategies that the high-ability group used in learning.

The second interviewee said,

“When | was a child, my mom usually motivated me to learn the English
language from many entertaining videos. I’m not sure this way helps me learn the
language effectively. Anyway, watching a video is a lot of fun. I think students need to
read more if they want to accomplish learning grammar, especially learning from
novels they like, such as Harry Potter—Iliterature that many children worldwide love
to read. | think making learning more funny and interesting helps us learn the English
grammar effectively.”

The third interviewee said,
“If we want to use grammar in daily life, I think we need to study from
watching movies, listening to English songs, or reading.”

The fifth interviewee said,

“l think | can learn from watching movies or reading newspapers better.
Watching movies may be an effective way for students.”

The sixth interviewee said,

“Watching movies, for example, helps me learn the English grammar more.
Many times | studied grammar from subtitles of the movie. In my free time | usually
read many amusing English novels. | think we need to increase our familiarity in
English grammar by using it more frequently. I think students can learn from movies.
That is the easiest and funniest way to learn at the first stage. However, sometimes |
need to accept that not every grammar point, | know its explanation.”
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Affective strategies used by the low-ability group

For the low-ability group, it was found that two interviewees used affective
strategies, such as keeping a language journal, learning from essays, watching
movies, and playing games. Here are some statements extracted from the interview
showing the grammar learning strategies that the low-ability group used in learning.

The sixth interviewee said,
“I usually consider sentence structure in a journal that the lecturer provides
us. Besides, | learn grammar from essays.”

The seventh interviewee said,

“Mostly I learn from sentence structure | have seen from entertaining media,
such as movies, video compact disc player, and games.”

Cognitive Strategies are the strategies that are quite similar to memory
strategies but not specifically focused on the mental process (Briggs,1994;
Oxford,1990). In this study, it was found that only the fourth interviewee of the high-
ability group used cognitive strategies--grammar repetition.

The fourth interviewee said,

“Firstly | practice grammar from repetition. But in fact, students need to use
grammar and read books more and more if we want to accomplish learning.”

Compensation Strategies are the grammar learning strategies that enable
students to use the language for comprehension and lead them to gain new information
in the target language (Briggs,1994; Oxford,1990). In this study, it was found that only
the first interviewee from the high-ability group and five out of nine of the
interviewees from the low-ability group used compensation strategies.

Compensation strategies used by the high-ability group

In this study, it was found that only the first interviewee of the high-ability
group used compensation strategies—common sense.
The first interviewee said,

“Sometimes | use my common sense to guess the answers of grammar test like
in TOEFL”

Compensation strategies used by the low-ability group

For the low-ability group, it was found that five interviewees tended to use
compensation strategies; such as using common sense, guessing strategies, comparing
L1 and L2 for comprehension, and having an effort to understand grammar point. Here
are some statements extracted from the interview showing the grammar learning
strategies that the low-ability group used in learning.
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The first interviewee said,

“I learned English grammar by comparing my mother tongue with the English
language in order to help me understand more.”

The fourth interviewee said,

“I use guessing strategies. | accept I don’t understand grammar well. |1 don’t
like learning English. I think I got the low scores on grammar because | don’t use it in
daily life.”

The fifth interviewee said,

“l used my common sense to guess the answers of the grammar test. | cannot
apply grammar to use in daily life.”

The eighth interviewee said,

“I consider sentence structure and guess what option in an item is correct.”

The ninth interviewee said,

“] also use memorization and effort to understand some grammar points.”

Metacognitive Strategies refer to the strategies that promote the conscious
overview of the students’ own learning process including practicing language outside
of class, closing the book and explaining the grammar to yourself, taking charge of
your language learning, using what you already know in the language. (Briggs,1994;
Oxford,1990). In this study, it was found that all interviewees from the high-ability
group and three out of nine interviewees from the low-ability group used
metacognitive strategies.

Metacognitive strategies used by the high-ability group

It appears that the high-ability students tended to use metacognitive strategies,
such as attending a special course, learning from a language tutor center, practicing in
other skills, (especially reading and writing) using grammar in daily life, learning from
the old tests, completing a grammar exercise, and other language activities done
outside of class. Here are some statements extracted from the interview showing the
grammar learning strategies that the high-ability group used in learning.

The first interviewee said,

“l usually practice using grammar from reading. | don’t frequently learn
grammar from any grammar books, but | learn from textbooks in general. | try to
learn some complex sentences. | think students need to read and practice more and
more. So they will learn and use English grammar effectively.”
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The second interviewee said,

“Firstly 1 didn’t specialize in English grammar; however, after heavily
practicing | can learn more. Practicing using grammar makes me familiar with it. To
accomplish learning English grammar, students need to practice it more and more
because we cannot acquire the language only in 2 or 3 days. | think students need to
read more and read if they want to accomplish learning grammar.”

The third interviewee said,

“l learn grammar from practicing and using, such as speaking and listening
more than reading a grammar book.”

The fourth interviewee said,

“But in fact, students need to use grammar and read books more and more if
they want to accomplish learning. When | was in a high school, I learn many special
English courses. The tutors taught me English grammar by training me to use
grammar in writing.”

The fifth interviewee said,

“If students want to get more marks on the test like TOEFL, | think they have
to study grammar heavily. Moreover, we can learn from the previous tests and writing

practice.”

The sixth interviewee said,

“When | was a child, | learned English at British Council Language Centre
(Thailand). I chose the course for young learners. | learned much from this language
center including TOEFL. | usually use grammar strategies in reading and listening. |
think we need to increase our familiarity in English grammar by using it more
frequently. We should not be scared of using grammar in speaking because it will
interrupt our learning process.”

The seventh interviewee said,

“l usually practice reading and learning grammar from context, such as
comma—something like that. We need to read more and more.”

The eighth interviewee said,

“Anyway, | suggest students need to read, attend a special course, and
practice doing a grammar exercise if they want to learn the English grammar
effectively.”

The ninth interviewee said,

“It’s up to our familiarity. We need to read and use more frequently.”
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Metacognitive strategies used by the low-ability group

For the low-ability group, it was found that three interviewees tended to use
metacognitive strategies, such as attending a special course and applying what you
know to use in learning. Here are some statements extracted from the interview
showing the grammar learning strategies that the low-ability group used in learning.

The first interviewee said,

“l learned grammar from a special course | often learn from sentence pattern
and compare my mother tongue and the English language.”

The third interviewee said,

“| learned grammar from a special course. In class I usually followed what the
teacher had taught me. | try to memorize grammar rules.”

The ninth interviewee said,

“| practice reading and use the knowledge that | studied in high school to learn
the English grammar.”

Memory Strategies are strategies related to grammatical structures learned in
the past and used in the present recall (Briggs,1994; Oxford,1990). In this study, it was
found that two interviewees from the high-ability group and seven out of nine
interviewees from the low-ability group used memory strategies.

Memory strategies used by the high-ability group

It appears that the high-ability students tended to use memory strategies, such
as studying grammar rules and learning from personal examples. Here are some
statements extracted from the interview showing the grammar learning strategies that
the high-ability group used in learning.

The third interviewee said,

“I think if students want to get more marks on a grammar test like TOEFL test,
they need to study grammar rules heavily.”

The eighth interviewee said,

“Students need to read more and observe how grammar is used in a passage.
Learning from personal examples, for instance, helps us learn better.”

Memory strategies used by the low-ability group
For the low-ability group, it was found that seven interviewees used memory
strategies; such as learning from sentence pattern, using a grammar book,
following what teachers teach, and using memorization. Here are some statements
extracted from the interview showing the grammar learning strategies that the low-
ability group used in learning.
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The first interviewee said,
“| often learn from sentence patterns. Anyway | cannot memorize grammar
rules.”

The second interviewee said,

““| cannot memorize it. | also learn from a grammar book.”

The third interviewee said,

“In class I usually followed what the teacher had taught me. I try to memorize
grammar rules.”

The sixth interviewee said,

“I usually consider sentence structure in a journal that the lecturer provides

us.

The seventh interviewee said,

“Mostly 1 learn from sentence structure whatever | have seen from
entertaining media, such as movies, video compact disc player, and games.”

The eight interviewee said,

““| consider sentence structure and guess what option in an item is correct.”

The ninth interviewee said,

“I also use memorization and effort to understand some grammar points.”

Social Strategies are learning grammar features through social interaction;
such as asking questions of other people, making flashcards, etc. (Briggs,1994;
Oxford,1990). In this study, it was found that two interviewees from the high-
ability group and only one interviewee from the low-ability group used social
strategies.

Social strategies used by the high-ability group

It appears that the high-ability students used social strategies; such as asking
tutors, learning from someone who knows grammar well, and speaking with friends or
native speakers. Here are some statements extracted from the interview showing the
grammar learning strategies that the high-ability group used in learning.

The fourth interviewee said,

“l asked the tutors. They taught me English grammar by training me to use
grammar in writing. Sometimes the tutors taught grammar together with reading.”
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The ninth interviewee said,

“Many times | asked someone | thought knew that grammar point well.
Speaking English with friends or native speakers also helps us learn grammar better.”

Social strategies used by the low-ability group

For the low-ability group, it was found that one interviewee used social
strategies—asking teachers. Here is the statement extracted from the interview
showing the grammar learning strategies that the low-ability group used in learning.
The third interviewee said,
“Sometimes | asked my teacher when | didn’t understand some grammar points.”

Discussion and Implications

The results of the TOEFL grammar assessment showed that the high-ability
students achieved learning grammar far more effectively than the low-ability students
as shown in Table 2. There were statistically significant differences (t = 24.32, p =
.000). This raised a question about grammar strategies and whether grammar learning
ability depends on a particular strategy.

According to this question, the study was constructed to determine to what
extent grammar learning strategies are related to a student’s grammar learning
achievement. The result of the quantitative analysis showed that affective strategies
and cognitive strategies were most used by students followed by compensation
strategies, metacognitive strategies, memory strategies, and social strategies. With the
least frequently used strategy, social strategies, it was found that the standard deviation
was the highest. This indicates that not all subjects accepted social strategies as the
least important strategy in learning English grammar.

When comparing how the grammar learning strategies were used in the groups
of high- and low-ability students, the findings indicated statistically significant
differences in the use of grammar learning strategies between the high- and low-ability
students as shown in Table 4 (t = 3.31, p = .001). Metacognitive strategies,
particularly, have the highest t-value (t = 3.47, p =.001). This indicates that the high-
ability students used metacognitive strategies far more than the low-ability students.
Social strategies, on the other hand, did not show statistically significant differences (p
> .05). This seems to reveal that the high- and low-ability groups did not use social
strategies differently.

In addition to the use of metacognitive strategies, the result of the qualitative
analysis showed that metacognitive strategies (i.e. attending a special course,
learning from a language tutor center, practicing other skills like reading and
writing, using grammar in daily life, learning from the old tests, completing a
grammar exercise, and other language activities done outside of class) were most
used by all high-ability interviewees. The low-ability interviewees preferred using
memory strategies; such as learning from sentence patterns, using a grammar
book, following what teachers teach, and using memorization. Possible
explanations for this include:

(a) Metacognitive strategies may be the most effective strategy used for
learning English grammar. These strategies promote self-study and the conscious
overview of English grammar in all of the language skills including writing, reading,
speaking, and listening.
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(b) The highest scores on the university entrance examination consistently fall
into this group from the faculty of medicine. Thus, these students are highly
competitive among their peers. The high-ability students are often self-taught while
the low-ability students need to learn from memorization and help from both peers and
teachers. This might be because the low-ability students only memorize what they
learn and never learn how to apply the grammar used in class to English contexts
outside of class.

Considering teaching and learning applications, grammar learning strategies
have an essential part of foreign language study (Bezrukova, 1996). As claimed by
Parker (2000), grammar features of any foreign language should be integrated with
learning language communication skills. This is because grammar errors can cause
problems in communication, in addition to the problems of form (Sheen, 2003). In
order to accomplish language learning, strategies used to gain depth of grammar
knowledge, especially metacognitive strategies that show the highest statistically
significant differences in the use between the high- and low-ability students, must be
linked to language course components.

Conclusions
The study revealed that affective strategies and cognitive strategies were most used
with the total mean of 3.06 followed by compensation strategies, metacognitive
strategies, memory strategies, and social strategies. From the total t-value of 3.31
with the p significance of .001, it was found that these two language ability groups
had a statistically significant difference in using grammar learning strategies. This
was found to be true especially for metacognitive strategies, the strategies that
showed the highest t-value (t = 3.47, p =.001). This indicates that the high-ability
students used metacognitive strategies far more than the low-ability students.

Besides the significance as to students’ grammar ability, grammar learning
strategies need to be considered in efforts of learning a language. A teacher can
communicate important concepts of acquiring grammar and how to use it in daily life
by demonstrating and encouraging students to use such strategies, especially
metacognitive strategies.

Recommendations

This present study is confined to the investigation of the grammar learning
strategies of Mahidol University medical students. It is recommended that other
researchers in the future might add more samples of students from various faculties in
order to know the differences in the use of strategies between the two bigger language-
ability groups.
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Appendix
Questionnaire

Title: An in-depth study of grammar learning strategies of Mahidol university medical
students

Direction. Tick the (v) in the boxes provided that match with your frequent
use of grammar learning strategies.

5=Always 4 =0ften 3 = Sometimes 2=Hardly 1= Never

Use of grammar
strategies
5 14 |3 |21

No. | Statements

1 | Practicing outside of class

2 | Closing the book and explaining the grammar to
yourself

Taking charge of your language learning

Using what you already know about verbs

Applying what you know

Making flashcards

Reviewing well

3
4
5
6 | Asking questions of other people
y
8
9

Making lists

10 | Using your imagination

11 | Writing a dialogue with key grammar

12 | Finding examples of key grammar

13 | Using variation

14 | Using personal examples

15 | Making a verb chart

16 | Drawing pictures

17 | Accepting that not everything has an explanation

18 | Thinking of other ways to say things

19 | Encouraging yourself

20 | Keeping a language journal

21 | Using gesture and miming

22 | Using resources

23 | Making a formula

24 | Paraphrasing

25 | Following rules given in texts

26 | Inferring grammar rules from texts

27 | Comparing L1 and L2

28 | Memorizing structures and using them often

If you have any other grammar learning strategies used in learning English grammar, please
specify.
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research methodology and statistics for research, were able to apply this knowledge, and
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aAidesuiandeda i (N =63) (N =62) (N=61)
R 3.23 0.98 hunane | 3.09 0.94 hunane | 3.46 0.85 dunang
(N = 68) (N = 68) (N=67)
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¥

2.8 NNIApNIEINiLdaa (Sorting and classifying the data)

a

2.9 N33Rz YideYA (Data analysis)

2.10 MaUUaNaLaZN1991891UKEA (Interpretation and report of the findings)

3. Wannauardaniaiusmumndeya

3.1 N85 19uAL LU ARLNNN (Designing and using a questionnaire)

3.2 11381994 (Survey)

3.3 N19449LN6 (Observation)

3.4 N94NN=0d (Interview)

3.5 N1INARARYU (Testing)

o &

3.6 mﬁma"]xﬁﬂﬁﬁuwuﬁ (Interaction analysis)

3.7 nnailanialu (Introspection) L4 thinking-aloud

3.8 N3flauNTA (Retrospection) 1 N7 IS RUAANAININAANITULATAUAD

3.9 nMaiudeyan1Eaeed Fauainns Wneuwsenanssy (Production

tasks)

4. NNTAIIAEDLNIIIA

4.1 Aonavianalé/Anuiies (Reliability)

4.2 AYINATYAINYNFRY (Validity)

4.3 NIMTIAAAUANNIEN (Triangulation)

T
y oA

5. 84A1/92NAUBINTTIAE ABNNINNADA AT ADALLDIFULNDN1TIENTA1 510

5.1 92AUURINTIA (Scales of measurement)

5.1.1 NMINAUARIMLILLLNNGNEY (Nominal scale)

5.1.2 NTNNAUAAILLLAARUAL (Ordinal scale)

5.1.3 NITANTUUAAILLLTA4 (Interval scale)

5.1.4 NNTNNUUAAILLLEMNINE71 (Rational scale)

5.2 N19ANE11NTad (Pilot study)
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Winla

FEAUAIN
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AN

Ay

5.3 Usztnng (Population)/ﬂ@'N AL (Samples)
5.3.1 NMINMUATUIANGNFABEN (Sample size) WATABNIIGNFDDEN

(sampling techniques)

5.4 33019 UUARILLS

5.4.1 Faik9849% (Independent variables)

5.4.2 Fiak7m18 (Dependent variables)

5.4.3 Aquilgn1euen (Extraneous variable)

5.5 ANATNNIILUN (Descriptive statistics)

5.5.1 NTUANLAIAIIND (Frequency distribution)

5.5.2 NNTM1BRINAIUTRAY (Percentage distribution)

5.5.3 N137ALuR L L?’J’Wéﬁlfmﬂﬂ’]\‘i (Measures of central tendency)

5.5.4 A1AINAY (Mean)

5.5.5 1881371 (Median)

5.5.6 §uilen (Mode)

5.5.7 N199AAN m’mﬁmmummﬁm (Measures of standard deviation)

aa a «

5.6 ADALINILAIIZW/AD AR (Analytical/Referential statistics)

5.6.1 N1INAFALAN t (t-test)

5.6.2 N193LATIEUANLLTUIU (Analysis of Variance — ANOVA)

5.6.3 N199LATIEHANANENNUG (Analysis of correlational coefficient)

5.6.4 n1naday lA-alAqS (Chi-square test)

5.6.5 N199AIzRnmAnas (Regression analysis)

5.6.6 N139LAINZIAUNTT (Path analysis)

5.6.7 N139Aszifilads (Factor analysis)

o 0 o

5.6.8 izﬁummﬁuﬂmmy (Level of significance) /AN p (p value)

5.6.9 NMALFALTEUNAINTIATIZY (Post hoc comparisons e.g. Scheffe test
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16.
17.

18.
19.
20.
21.
22.
23.

AARUIN U

Fadanmue/d0nu wazuultundanuudauanlylw
a o o o o a o
PNAINTAINMINGIAD (@D11TUMYY, AULENHIMAAT NIAIFINEIBINGY, AULATANEAT
MAIFTTEUANYT)
UMINANSEEITUMAnT (@afunun, anzdAalmans Madnnpsingy tay Malnaimn
HAZITIUAADINGY)
UHIINONSeAEUATUNTA T5a (ARzuYBImans MAInaEIaziuan, auzAnmans)
a Y] o o a 1 o a
VHINAUNBATAIAAT (AUZNYBOMAAS NIAITNBIANYTZNA, AuzAnEmans N1A39N
=
NITANY)
UMINeNaeAalng (ANEREIMANT MATTINEISINGY, AMLANEIMEAS T1U1IN
MBI9INY, Anz TUTIUAR MAITINTHIBINGH)
UHIINOSeVI LAY (ANZUY oM AR Iy dIANmans NI EIENszme)
a = [ 4 a o o a
wiMINanTeslni (Puzuybemans M1AINNEI0INGY, ANSANEIMEAT N1AIH
% =4
UTIUANYI)
UINedoguamil (razdalmans mainndingy)
UMINedeuiiag (AazAalmans MAIMINEI8INgY, AaLIngnaas niadmn
MEIANsEmne)
o o a Y] a 4 4
AT UNANAUUTITNEAT (AMTMBIEMTTAT)
UINeNdBIIAN I (AzayBmaasiazdenumans Mnimauaz Tuanuay
o,
MBIFANT)
wiInedeindar (ravuysemansuazdinumans nMalnniagiuan)
wInedeavaunsung Anonvailamil aszuyuomansiazdeaumans 11n3ma1e
Y] a 1 a o a <.
azuan, Mmenvariialng auzAalanans naInmEE@zMEIManT)
UHINONSBT AN (AUZUYHINTAT MATNNHISINGY)
wiIneaoud 13 (Aauggsnamsineas Maamdaneali)
a Y] = 9 ~ a o
unmImnaema TuTagwszaoundasuys (AuzAalmans)
anntiuma TuTagnszromndudinaunms aanszile (ANZAIAMEATQARINNTTY NIATTINTEN
ez aIny)
aontiumaTuTagnszaeumndt nizuasmile (Auzdalmansilszynd)
umImeaoma lulaggsus (@ninIsuna lulasdann)
uImededednyal (duindndalmans)
a [ ] 0o w A a o
yInedeudihvas @nindndademand)
wINedog 155551y (@nimndalmans)

a o ¢ o ¢ a o
1IN YIN (AUSUUBIMNTATUASTIAUMTAT NINIWINTHIASIUAN)
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