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Using Blogs to Motivate Students to Write
Atipat Boonmoh1
School of Liberal Arts
King Mongkut‘s University of Technology Thonburi
atipat_b@yahoo.com
Abstract
Advances in technology provide more channels for students to write
in. Students are not restricted to only writing on pieces of paper but also
publishing their writing on the Internet through social network applications
e.g. Facebook, Hi5, or Blogger. These new writing channels have changed
the way students approach writing tasks. In this study, I asked 39 first-year
undergraduate students who undertook a fundamental English course at
KMUTT to create a blog from www.blogger.com and publish at least three
entries in their blogs. Toward the end of the semester, the students‘ blogs
were analyzed in terms of the number of entries, the number of words
written in each entry, and the topics students wrote in their blogs. The
findings indicated that the students were motivated to publish their writing
in blogs because they could interact with teachers and friends, and they had
real purposes for doing the writing task. On the basis of this study,
recommendations and activities for using blogs in classroom are proposed.
Key words: blogs, motivation, writing, technology
Introduction
Language teachers have welcomed the world of collaborative opportunities the
Internet has introduced. Although they may be familiar with many tools, for example,
email, discussion forums, and chat, recent innovations – blogs and wikis – may be less
familiar to them, even though these innovations can offer powerful opportunities for
online collaboration for both language teachers and students. Students are perhaps more
familiar with newer technology than teachers and can easily become members of online
social networks e.g. Facebook, or Blogger. They can post photos, write diaries, share
their stories, and write comments using these applications. Because of advances of
technology and easy access to them, students tend to be more motivated to use
technology to write rather than use a traditional method i.e. writing on paper. Since
1
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students are already familiar with these applications, teachers can use this familiarity to
assimilate what the students are already doing by encouraging them to write on these
social network applications (in this study, blogs).
However, in order for teachers to do so, they need to be familiar with the
applications that students use, as Murison-Bowie (1993, p. 6) points out that ―teachers
need to be inquisitive about the world in which they and their students live – a world that
includes technology – and make connections between this world and their teaching‖.
This study, therefore, reports how a language teacher applies the use of a blog with his
language learners to motivate their writing.
Literature review
A blog which is a shortened form of the word ‗web log‘ is a website that consists of
entries (also called posts) appearing in reverse chronological order with the more recent
entry appearing first. Blogs have existed in the cyberspace community since 1998 (Wu,
2008). In August 1999, the release of Blogger, a free blog hosting service, fostered the
rapid growth of blog sites (Blood, 2002). Blogs normally include features such as
comments and links to increase user interactivity. The evolution of Web 2.0 (a web
application design concept that facilitates interactive information sharing, user-centered
design, and collaboration on the World Wide Web) has changed the way people connect
with each other from one-sided conversations to interactive two-way conversations. As
can be seen in Figure 1, blog users can take advantage of features that allow them to write
entries, leave comments, post photos, or link to posts on other blogs and websites to
further the dialogue.

What is a blog?
A blog is a personal diary. A daily pulpit. A collaborative
space. A political soapbox. A breaking-news outlet. A
collection of links. Your own private thoughts. Memos to the
world.
Your blog is whatever you want it to be. There are millions
of them, in all shapes and sizes, and there are no real rules.
In simple terms, a blog is a website, where you write stuff
on an ongoing basis. New stuff shows up at the top, so your
visitors can read what's new. Then they comment on it or
link to it or email you. Or not.
Since Blogger was launched in 1999, blogs have reshaped the
web, impacted politics, shaken up journalism, and enabled
millions of people to have a voice and connect with others.

Figure 1 Definition of blogs from http://www.blogger.com/tour_start.g
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Blogs can be set up either by a teacher or a student and can be set up for individual
students, for a group of students, or for an entire class. Blogging can help motivate
teachers to encourage students to publish their writing on the Internet, as ‗a method of
providing them with the experience of writing in a digital format, and as means of
discussing issues related to their classroom work and their lives‘ (Bloch, 2007).
There are not, however, many refereed published blog studies. Only a few results
are shown in peer review scholarly journals. This may probably be because blogs were
not originally created for use in language education (Wu, 2008). However, blogs have
powerful potential as a useful tool for the teaching and learning in EFL writing
classrooms (Williams J. B. and Jacob J., 2004). Some foreign educators/teachers have
applied this user-friendly technology to classroom instruction and language learning
(Campbell, 2003; Johnson, 2004; Lankshear & Knobel, 2003; Richardson, 2004;
Pinkman, 2005; Bloch, 2007; Miyazoe & Anderson, 2010); however, little has been
studied about how teachers have used blogs in a Thai context.
A study by Bloch (2007) has shown that blogging in L2 can contribute to the
development of student‘s writing. Fifty-one survey respondents in a Williams and Jacob
(2004) study shows that using a blog as a learning tool assisted their learning and
increased the level of meaningful intellectual exchange between students. Pinkman‘s
(2005) study indicated that the use of blogs helped increase students‘ interest and
motivation to use English because of interaction with, and feedback from, classmates and
teachers. Horvath‘s (2009) study of 18 Hungarian students concluded that using blogs
provided opportunity for students to interact with a real audience and promoted students‘
self expression. A study of 61 Japanese learners by Miyazoe and Anderson (2010) has
suggested that blogs along with two different online writing tools (i.e. forums and wikis)
have a positive effect on students‘ language learning progress.
Oravec (2002) supports that blogs can be used to promote deeper learning. Blogs
cannot only serve as online journals that encourage reflection, but as a means of
encouraging collaboration through the sharing of links to resources and up to date
information. Blogs can also echo students‘ unique voices. Blogs empower students and
encourage them to become more critically analytical in their thinking.
Ackerman (2006) points out that ―the students need to be a more active part of the
educational community‖ and teachers should give ―students writing motivation by
framing assignments differently and giving students a ―real‖ audience so that preparation
can be made for their future writing as college students and professionals.‖ The objective
of this study is, therefore, to see how blogs are used to motivate students to write.
Methodology
The participants of this study were 39 first-year undergraduate students who
enrolled in a foundation English course (LNG 102 Fundamental English II) in the second
semester of the 2009 academic year (November 2009 – February 2010) at King
Mongkut‘s University of Technology. They were from three departments: Computer
Engineering, Mathematics, and Multimedia. These participants were chosen because they
enrolled in the foundation English course which was taught by me. The participants were
3
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asked to create a blog using the www.blogger.com publishing software. A session on how
to create a blog was provided. After creating their blogs, they all added each other
(including me) as friends so that they could interact with other friends and the teacher.
The only instructions that were given to them were that they should publish at least three
entries (posts) in English. They could write on any topic of their interests. One of the
three topics, however, should discuss their opinion about the use of blogs in the
classroom. Though not counted in the final class scores, the use of blogs was strongly
encouraged but not required. The period for creating blogs started from 21 December
2009 to the end of the semester i.e. 19 February 2010 (a total of 9 weeks).
At the end of the semester, I read through each student‘s blog to count the numbers
of entries the students published. I noted to what extent the students used L1 or L2 in
their blogs as well as what non-written features (e.g. links, photos, calendar) they used in
the blogs. I also categorized the topics they wrote about.
Findings
As previously mentioned, blogging was an option in the course, rather than a
requirement. It can be seen from Table 1 that not all the 39 participants chose to create
blogs. Out of 39, 36 participants decided to create blogs. The remaining 3 participants
opted not to take part in the study. The 36 participants made a total of 342 entries of
which 120 (35%) were written in Thai and 222 (65%) were written in English (although
some participants used some Thai words in some English entries). The total number of
entries ranged from 3 to 20. On average, approximately 10 entries were created by each
participant. Taking the number of weeks into consideration, we could say that each
participant published at least one entry per week. Moreover, it was found that not only
did the participants post entries regularly, but they also shared comments on their friends‘
blogs. Some participants continued posting and commenting even after the official
semester had ended.
Table 1 Summary of blog analysis

Number of participants (bloggers)

36

Number of entries written in Thai

120 (35%)

Number of entries written in English

222 (65%)

Total number of entries

342

Average entries written per participant

10

Highest number of entries written per participant

20

Lowest number of entries written per participant

3

Average number of English words written per entry

98
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In terms of L1 and L2, it was found that almost all participants (33) started
publishing their first few entries using the Thai language, and after that they started to
publish entries in English. Some of the reasons that the participants chose to publish
entries in Thai, as reflected in the contents of the participants‘ blogs, were that the
participants were not confident of their English; some worried about language accuracy;
some worried that their blogs would be assessed by the teacher; and some were afraid that
their friends would see the weakness of their written language. One blog entry for a
participant confirms to a large extent that this is the case, as can be seen from Figure 2.

แม่เจ้า!! ทาบล๊อก
ได้ยนิ แค่น้ ีกอ้ รู ้สึกเหนื่อย
เหมือนไปวิ่งมาหลายรอบสนาม
เพราะเป็ นคนไม่ชอบตกแต่งอะไรสวยงามเอา
ซะเลย
แต่พอมาได้ทาจริ งๆมันก็สนุกดีแฮะ
มันไม่ได้ลาบากลาเค็ญอะไรขนาดนั้น
แต่ว่ามันก็ยากอยูท่ ีเดียวเชียวแหละ
จะพยายามทาให้ดี
และออกมาสวยเท่าที่จะทาได้นะครับ

Oh my god! Creating a blog
Hearing this is already tiring
It’s like running many rounds in a
field
Because I don’t like decorating a blog
But when I actually do it, it’s kidda fun
It’s not that difficult
But it’s quite difficult
Well, I will try my best
I will try to make it beautiful

My translation of Participant A‘s first
entry

Participant A‘s first entry

Figure 2 Participant A‘s first entry
This participant then published his second entry in Thai reporting and reflecting on
what he has learnt in the classroom. He finally published his third entry in English, as can
be seen in Figure 3. This participant published 6 additional entries which were written
only in English.
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"BLOG"
I think i love to do it.
I think i love to view it.
I think i love to play it.
I think it like something to tell everything about me.
I love it so much.
.............................................................................
Now I change my self to develop my English skill
although my English skill is very bad but I think I can do it.
I try to write this blog. I afraid I type wrong in the sentence.
I will do my best.
Participant A‘s third entry
Figure 3 Participant A‘s third entry
The topics that the participants published were analyzed and grouped into broad
categories as can be seen in Table 2. It is found that almost one third (108) of all
published entries were about the participants themselves and their interests. The
participants often talked about places they came from, games they liked, or sports they
played. The second and third most published entries were about the reports of each lesson
they learnt in English classrooms and about activities they did while they were at the
university. Since I often played video clips of UK TV programmes (e.g. X Factor,
Britain‘s Got Talent, America‘s Got Talent) as warm-up activities, the fourth most
published entries were related entertainment. The participants posted video links of the
performance they liked and wrote comments about it. Out of 36, 34 participants wrote a
reflection of their learning experience of the use of blogs in the classroom. It is also found
that the participants liked to post recent photos of themselves or activities that they did.

Table 2
Contents/ themes
Self-introduction and personal interests (e.g. hometown,
school, family, hobbies, fashion, games, sports)
Reports of each lesson
University life (e.g. cheering activities, exams, parties,
Valentine‘s Day, New Year‘s Day)
Entertainment (X Factor, Britain‘s Got Talent, America‘s
Got Talent)
Reflection
Photos

6
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Contents/ themes
Others
Total

Number of
entries
22
342

Focusing on the participants‘ opinions about the use of blogs in the classroom, it is
found that all of them (34 participants) overwhelmingly expressed that they enjoyed
publishing entries. They did not feel afraid of using English and felt that using blogs
could help them learn to write in English. They also got to learn more about their friends.
Some excerpts from the participants confirmed these feelings.
―The activities in LNG102 is novelty. I never learn english by youtube
and listening a person in england. when I meet something, I want to
tell someone or I want to write about it. So, my blog is a good friend.
And when my blog have a comment, I feel good. It show me,I have a
someone interest about me.‖
Hathaichanok‘s blog
He guide my class to do blogs. I think when I do it I have opportunity
to develop my skill of English language and make me love to do blog
online.
Blog is another way to know more about my friend. I enjoy to do blog
and another activities eg. watch video from website Youtube, play
game front of classroom, make a group to do activities. X factor is TV
show I like to watch it when I look video before study I feel ready to
learn everything in classroom.
Bank of Siam‘s blog
He assigns me to make a blog. I can practice my English skill in this
blog. Sometime I talking with many friends in comment blogs. It not
different from facebook or hi5. I am very enjoy with this activity.
I love this blog.
I love English .
GREANPOMT‘s blog
Then everybody must have ―BLOG‖. ―BLOG‖ is look like a diary,
we can use to save history in mg blog. For me , my blog is a way to
practice my English, I have more friend . I happy in my Engligh class.
PIMMM‘s blog
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'Block ' this activity is my likely activity because it very funny and
practice my English language even if I don't perfect but I'm improve
this. I have to practise in writing program.
'Block ' it very difficult but I have many friends to help me. I see ' my
friends block 'it help me to acquainted with are new friends.
'Block ' it so good idea when I have a mew experience I can write it in
the Block. Oh!!~ I like it. Now the class have end. Even if we can't
study and chat in this class but we can chat by this ' block ' .
KLOEM‘s blog
I felt very happy every class because teacher had many funny
activities such as "THE X-factor",doing blog and game etc..
I made blog for send something to teacher, blog make me fun and
have many friend. At bigining I don't want to make blog but I changed
thinking when doing blog. It is a way to practice my English. I like to
study English and want to develop my English for good future.
KingTop‘s blog
Conclusion
It is clearly seen that the participants published many entries on their blogs even
though the use of blogs was not compulsory in this course. It is also evident that most of
the participants published more entries than they were asked to i.e. three entries. Taking
these two issues into account, it may be sensible to say that the use of a blog could be a
contributing factor to motivate students to write. This finding also accords with
Pinkman‘s findings (2005) that learners were interested in and had motivation to use
English to publish in blogs. It could be said that the use of blogs has changed the nature
of students‘ writing since the students know that their published entries would be read not
only by the teacher but also by their friends. The students could interact with each other
and they had real purposes for writing.
The fact that participants had the freedom to write on any topic of interest, and that
they could interact with other people could be contributing factors that motivated them to
write on blogs as ―this openness can give students a greater sense of the variety of
possible audiences they can reach, both for understanding these audiences and learning
strategies to respond to them‖ (Bloch, 2007). Blogging can be an option to improve
students‘ writing and motivation to write because, as pointed out by Arena and Jefferson
(2008), blogging can help promote three aspects: 1) ‗blogs imply conversation‘, 2)
‗blogging is the promotion of higher order think skills‘, and 3) ‗blogs promote a
relationship with an audience beyond just the instructor‘.
Currently, it is evident that a blog could be an effective tool to motivate students to
write. Although blogging is a free service and it can be created by anyone, whether it
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will be used in the classroom or not will entirely depend on how a particular course is
designed and perhaps how a teacher incorporates blogging into the classroom. The
findings from this study are very satisfying, and promote learning, an ultimate goal for
students. Teachers should, therefore, take a first step towards considering using blogs in
the future, as suggested by Wrede (2003) that ―if professors want students to become
autonomous, creative, helpful and cooperative, educational institutions must actually
allow students to practice exactly these skills… by designing curriculums and courses
that really value these qualities.‘ This paper hopes to inspire language teachers to
implement blogs into their own teaching for the purpose of inspiring learners‘ motivation
or for other learning-related objectives.
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EIL in the Primary Classroom: Exploration and innovation
using DVDs for communication
Steven Graham2
Language Center
Udon Thani Rajabhat University
steve@steves-english-zone.com
Abstract
In order for Thailand‘s tertiary education establishments to produce top
quality graduates to compete in the international workplace, Thailand‘s students
need to communicate in English in a meaningful way in the classroom. English is
taught from the first year of primary school; however, teachers continually
complain of a lack of resources and teaching materials in addition to their lack of
training.
By following the Thai foreign languages curriculum and making dialogues out
of O Net and N Net test books available on the market, it was possible to make a
series of six non-commercial DVDs for each year of primary school that can be
used communicatively; allowing students to use English as authentically as
possible in the classroom whilst still following the national curriculum.
The positive feedback received so far has encouraged participating teachers and
administrators to believe that they have found a pathway to EIL (English as an
International Language) for Thailand‘s young learners.

Introduction
There is considerable debate within academia as to the best time to start teaching
children a second language. Gika and Superfine (1998) cite how Freudenstein (1990)
advocates that earlier is better as these children will develop improved verbal and non
verbal behaviour, whilst Singleton and Lengyel (1995) counter that learning a second
language at an early age does not increase competence in grammar, syntax, multicompetence or pronunciation and accent. Furthermore, Brumfit, Moon and Tongue
(1995) are cited as stating that the only bad results from teaching pupils early would be if
they were taught by untrained teachers, which is particularly relevant in the Thai context.
Whether you hold the views of structuralism and Piaget (1971), the more social
constructivism of Vygotsky (1986), or the framework for multiple intelligences of
Gardner (2006), one indisputable fact that remains evident today is that English is
2
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required learning from the first grade (Prathom one) in Thailand. To compound the
dilemma further, in rural areas such as Isaan in the north east of Thailand, the Isaan
language (Laos) is spoken at home which in turn affects the development of the child‘s
L1, in this case the Thai language. The less L1 language a child has initially, the less
chance it has to think about it and play with it in a conscious way (Pinter 2006).
For Thailand to obtain a position of significance within ASEAN and the rest of the
world, the general public as well as the Thai government have to understand how
important English is in relation to globalisation and technology (Foley 2005). For this to
happen, Foley indicates that there has to be an overhaul in materials, methods and
teaching. The general quality of teaching staff is low and at primary level, teachers are
unqualified to teach English, class sizes are too big and the teaching focuses on
comprehension tests and memorisation (Mackenzie 2002). Thailand is stuck in the
―Second Way‖ as detailed by Hargreaves and Shirley (2009), where top-down
governmental goals, performances and targets are squashing parental choice, market
competition, training, resources and most important for this study, materials; making
bottom-up support by and for teachers almost impossible. The curriculum dictates that a
disproportionate amount of time is spent on subjects that are not conducive to preparing
students to compete in the global marketplace once they have graduated from school or
university (von Feigenblatt, Suttichujit, Shuib, Keling and Ajis 2010) which is constantly
demonstrated by low student results in national tests (Graham 2008).
Notwithstanding these difficulties, there are still many who enter the teaching
profession to teach English for a variety of differing reasons. There has not been much
research in this area; however, Hayes (2008) details a study into teachers‘ lives and the
reasons for becoming Thai teachers of English. In this small study five teachers actively
pursued the profession whilst two chose the career for materialistic reasons, one drifted
into it by accident and one was forced into teaching by family pressure. For whatever
reason a person decides to become an English teacher, it is evident that there is a need for
training, materials development and scaffolding to enable these hard pressed educators,
especially in rural areas to achieve their goals and the extravagant and sometimes
unrealistic aims of the Ministry of Education. Williams (1992) identifies two areas of
concern related to the Thai EFL context. The first is the teaching of communicative skills
and the second is socio-cultural competence. As English is an international commodity, it
is being used by people from different countries and backgrounds. This narrative inquiry
shows that by creating a set of DVDs based on the Thai national curriculum for foreign
languages, students are able to see and hear how they are to act and behave in a given
context, whilst they use English as an international language.
Procedure for the production of DVDs
The development of these teaching materials was in accordance with Tomlinson
(2010) who states that materials should:




Expose the learners to authentic language in use
Assist learners to concentrate on authentic input
Use the target language for communicative purposes
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Encourage feedback
Arouse and sustain the learners‘ attention and curiosity
Stimulate artistic, visual and intellectual involvement

It was also important to have materials that were engaging for the students which
they could see as relevant to their daily lives (Senior 2010). Rather than have a ―cross
section of stakeholders‖ involved in the design of materials as suggested by Hayes
(2000), the author decided to use the national curriculum as a motivator and selling point
to stakeholders and promote the fact that dialogues and conversations were developed
from test questions available from a series of O-Net and N-Net (National Test)
commercial test books on sale at local bookshops. The initial test book used was ―Prepare
for Examinations – Prathom One‖ by Modern Academic Center and retailed for 135 baht.
The use of conversational exchanges was chosen to encourage students to physically
speak and also to take into account the ―maxims of quantity or manner‖ of a conversation
(Clark and Amaral 2010) that students will find difficult as they do not possess enough
language at the initial stages of their learning.
Initially, conversations and dialogues were constructed from the Prathom one book
in order to make a CD just for listening tasks; however, one of the teachers, Ms. Pranee
Boonsaeng expressed concerns during a feedback session conducted as a result of teacher
training that was taking place at Bantatprachanukoon School in Ban Phue district, Udon
Thani province (Graham 2009a). This project was based on the concept of ―Scaling up
for Change‖ where innovation taking place in a single classroom or school can be
implemented on a wider scale (Kantamara, Hallinger and Jatiket 2006).
This Prathom one teacher was worried that as she played the CD on the DVD
player, with the sound coming out of the television speakers, the students were staring
attentively at the television screen and could only see the track numbers of the CD being
played. What she wanted was something for them to watch too. Lotto and Holt (2010)
emphasise how important vision is compared to audition in their research into the
psychology of auditory perception. Subtitles in English were also requested as she
thought that it would enhance the learning process for her students. The conversations
and dialogues for the Prathom one CD are contained at the Appendix to Graham (2009a).
Having listened to the feedback Ms. Pranee Boonsaeng had put forward, a decision
was made to produce the Prathom two material as a DVD with fixed subtitles in English.
There was no need for removable subtitles as a conscious effort was made to try to have
the students read the subtitles, even though this restricted certain learning opportunities
(O‘Hagan 2007).
This was also the case for Prathom three and then the initial Prathom one material
was revised and produced as a DVD to reflect that there was going to be only two
characters talking in the conversations. Bank and Noi feature in the DVDs played by two
bi-lingual teenagers who have distinctly different ways of speaking English, giving those
listening a variety of models to aim for. This proved important as there were many
occasions when teachers expressed concern that their students were not able to mimic
exactly the stress and intonation of Bank and Noi (Jewitt 2002). It was explained that as
long as the speaker was understood, then the aim of the exercise had been achieved,
which proved reassuring for those concerned. Care was taken to give the best examples of
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English pronunciation: however, when the opportunity arose, different types of
pronunciation were used by the two characters portrayed on the DVD.
The Prathom one book has nine units with 19 tests. It was impossible to include
everything that is in the test book; however, all units were covered with scope to conduct
vocabulary substitution and extension activities at the discretion of the teacher. An
example of how the text from the test books was adapted into dialogue can be seen
below:
Greeting

Introduce oneself

Hello!

My name is ……………..

Hi!

I am ……………………..

Good morning.

Ask someone‟s name

What is your name?

Good afternoon.
Good evening.
Prepare for Examinations – Prathom One by Modern Academic Center
Dialogue from the first page of Prathom one was adapted from the above to show the
conversation below:
Hello.
Hi.

My name is Bank.
My name is Noi.

Nice to meet you too.

What is your name?

Pleased to meet you.
Goodbye Noi.

Goodbye Bank.
The words that have been underlined are suggestions for word substitution later
once students have become confident in using the new language structure. Students roleplay Bank and Noi at first and then progress to their real names later. Good morning,
good evening etc. are introduced in subsequent activities. Fisher, Gertner, Scott and Yuan
(2010) indicate that a form of syntactic bootstrapping takes place as children map nouns
in sentences onto roles in events, making the structures of sentences meaningful to the
students. Later, verbs show meaning by their behaviour in given sentences.
The second page of Prathom one is based on a very short dialogue.
What is this?
This is a pencil.
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What is that?
That is a ruler.
These simple deictic expressions may seem problematic when you consider that in
Thai, there are three areas to consider; nee (here), nan (there) and noon (far over there).
Taking the Isaan dialect into account complicates things further as there is pee (here), nan
(there) and phoonah (far over there). However, even though Foley (2005) explains that
there is a need for a subtle understanding of how a language is used in Thai and global
contexts, the children who have taken part in the trials seem to grasp certain pragmatics
by accepting that in English you do it one way and in Thai you do it a different way.
This can also be said for other language areas; to quote a five year old school child,
―Daddy, in English we say football, in Thai we say footbarn.‖ For some children a clear
distinction can be made between English and Thai. As the levels progressed through the
Prathom years, the dialogues became more difficult to construct as the Thai foreign
language curriculum focuses increasingly on grammar; however, where possible,
conversations took place between Bank and Noi. Where it was not possible, monologues
took place showing examples of grammar in context. Subjects were curriculum based
including food, sports, hobbies, local culture and nationalities. In addition, making the
DVDs gave the opportunity to focus on morals and ethics, a major part of Thailand‘s
basic education curriculum, concerning subjects such as listening to what parents say,
being a good student, timely completion of homework, going to bed early on school days
and washing hands before eating healthy food. Good manners were displayed throughout
the scenes as an example of how to behave when using English as an international
language.
The logistics proved difficult as the dialogues were written initially for linguistic
reasons without any thought for the production of a set of DVDs; however, by breaking
down the props page by page, scene by scene, it was possible to shoot approximately 12
to 15 pages a day. Each Prathom level contains about 30 pages and filming took around
nine days for each of the three year periods of education that were shot during two
consecutive summer holiday breaks. Further days were needed to re-shoot scenes that
needed certain subtle changes.
The DVDs were shot at a local music and education center in Udon Thani called
Chorus Line (Graham 2010a). Rates were discounted for the two periods during the
successive summer breaks to make Prathoms 1-3 and 4-6 and shooting involved using a
Sony Mini DV Handycam DRC-TRV25E for the video by Miss Panida Phiwdee. Sound
was recorded separately using Adobe Audition 3, Creative Wavestudio 7 and Ulead
Media Sound Pro 8 for editing purposes. Finally, Adobe Premiere 6.5 was used to marry
the video and sound tracks together by Mr Sarun Rattanatoowan. Post production went
smoothly the first year; however, there were severe difficulties for the second as Chorus
Line was flooded several times during the rainy season and there were also technical
difficulties with the synchronisation of video and sound components.
Once the DVDs were complete, a painstaking process of proofreading took place to
check that sound matched pictures, subtitles were spelt correctly, superimposed pictures
were correct and for anything else that would detract from the learning process. The end
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result of the first three years of basic education (Prathoms 1-3) went online in June 2009
at www.steves-english-zone.com and has attracted thousands of downloads. WinZip files
can be downloaded which contain a Windows Media file showing the video, an MP3 file
which has just the audio and a Microsoft Word document that has the script. The next
batch, Prathoms 4-6 went online in November 2010.
Hundreds of DVDs have been given away to teachers at training days to ensure that
as many schools in the four districts covered by Educational Service Area Office 4, Udon
Thani province (Kutchap, Nayung, Namsom and Ban Phue) have access to these
materials. In turn, these DVDs have been copied by the teachers and given to friends and
relatives.
Application in the classroom
The majority of Thai teachers of English are experienced teachers who work under
stressful conditions with heavy workloads and up until now, a small salary; however, it is
important to realise that even though many have not been trained to teach using
communicative activities in a learner-centred way, it does not take long for them to adapt
as long as there is sufficient scaffolding. The ethos behind the initial teacher training
project was for teachers to carry on teaching the way they were used to, but to try out
communicative activities as an add-on, somewhere in their lesson. The use of DVDs in
the classroom was possible because many rural schools have access to DVD players and
televisions (Gaikwad, Paruthi and Thies 2010), furthermore many schools have this
equipment in all their classrooms, due in part to the low cost of purchasing these items
(approximately $100) and its popularity (Castleberry and Evers 2010) despite there not
being many studies into the exposure of children to television (Anderson and Pempek
2005) and DVD.
The Smooth Transitions DVDs can be used in many ways, to introduce, to practice,
to confirm and even to test; however, it is important to allow the Thai teachers of English
the freedom to experiment with their own imagination and ideas in order to build up their
confidence, whilst assisting teachers and students to understand the ―sociological
perspective outside the classroom‖ (Bingham and Hernandez 2009) as they make
mistakes and laugh at their attempts to role-play. The DVDs have the ability to
―contextualise in the moment both spatially and temporally while conveying a sense of
motion‖ (Murray 2009).
Notwithstanding this, some basic procedures were suggested for those teachers that
needed the extra scaffolding. If a school has a course-book that follows the national
curriculum, for example, ―Gogo Loves English‖ by Longman, then it is relatively easy to
supplement the book by using the DVD to enhance related topics and themes, making
them more communicative. Teachers were advised to show the section of the DVD that
was relevant to a specific part of the curriculum that they were teaching and repeat it as
many times as the students wanted. Then, the teacher would pause the DVD at
convenient points to explain in Thai what was being said so that the students understood
the meaning of what was being articulated in English (Gill 2005).
Next, the teacher would have all the boys say the Bank dialogues and the girls
would repeat what was said by Noi. Having completed that task, the teacher would ask
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for a volunteer from the class to simulate the scene with the teacher, pausing the DVD
after each small segment (Rigg 1976) to make it easier for the students to understand and
follow. It is very important at this stage for students to actually understand what they are
saying compared to just copying it parrot fashion (Tkaczyk 2010). Finally, students
would come out to the front of the class in pairs and act as Bank and Noi allowing the
students the opportunity to complete a task they probably thought was beyond them
(Buggey 2007). It is important to say at this stage that all students need to be involved in
these activities allowing everyone to work hard and perform well (Higginbotham 2009),
regardless of how shy they may appear to be and because the activities are varied, there is
little chance of students becoming bored as has been the case reported by Richards (2005)
when looking at repetitive role plays by native speakers.
Throughout the whole procedure, students are encouraged to read the subtitles on
the paused DVD. Whilst it is true that many of the young learners are not really reading;
by going through this process, they soon become familiar with the words they see as they
are recycled in many future dialogues and activities leading to comprehensible input
(Krashen 1997).
These suggested procedures were transmitted by way of workshops and training
days given to specific schools which were part of the initial implementation project as
well as teachers that took part in localised training in the four districts covered by
Educational Service Area Office 4, Udon Thani province (Graham 2010b). Moreover,
teachers were encouraged to use the DVDs to prepare for their lessons and practice their
own language skills. Once the teachers were confident with their own performance in the
classroom, they were encouraged to deviate from the prescribed procedures and use the
materials as they saw fit.
Trials have taken place in several schools to see how the Smooth Transitions
materials are being accepted by students and teachers resulting in a large amount of data
being collected by videoing teachers teaching in their classrooms; in addition to feedback
sessions organised to motivate and encourage those participating in the various projects
that were running at the time.
A video showing two students from Wat Muangkwak School, Amphur Muang,
Lamphun completing their first attempt at Prathom one, page two can be seen at:
http://www.steves-english-zone.com/primary-school-english-language-teachers.html
Implications for future development
Katchen (2004) asks what types of new innovations there will be with the advent of
the computer in relation to classroom dynamics. By having dialogues and conversation
that are relevant to the curriculum, it means that a teacher with a good imagination can
innovate their teaching with new ideas. The same material that has been used for the
Smooth Transitions DVDs has been used in conjunction with SpeaKIT speech
recognition software and is undergoing a trial at a rural ERIC Center (English Resources
Instruction Center) in Bantatprachanukoon School which started in October 2010
(Graham 2010c).
This longitudinal study has been instigated to investigate the benefits of integrating
video with speech recognition software to enhance the learning experience of primary
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school learners of English in Thailand. By having this project take place in an ERIC
Center, it is hoped that there will be maximum coverage of the local area, as well as
allowing different schools, clusters and districts, including other ERIC Centers to use the
equipment and take part in the research.
The difference with this software compared to others used for education is that the
computer tracks the way the speaker speaks and then assesses the speaker. Most other
software products leave it up to the speaker to decide if their pronunciation is acceptable
or not. Early indications are that students and teachers are positive about the concept of
integrating the use of multi media and information technology into the Thai foreign
language classroom.
In addition, for the last year a series of trials using comics have been conducted at
the Demonstration School, Udon Thani Rajabhat University; Wat Muangkwak School,
Amphur Muang, Lamphun and Bantatprachanukoon School, Ban Phue district, Udon
Thani. Once again the same conversations and dialogues were used; however, this time to
make gap-fill activities and encourage the students to read and write.
The comics are made using a website by Bill Zimmerman called
MakeBeliefsComix and can be found at: http://www.makebeliefscomix.com/ allowing
the production of the ―Smooth Transitions‖ dialogues and conversations to be input in
comic form and then published. The trials have been extremely successful and the
students have been very quick to pick up the procedure in the classroom. Once the gapfills have been completed, students can colour the characters and then have the
opportunity to write the dialogues on lined paper. It was interesting to note that even
though some students in the trial had never written English before, they were able to cope
with an easy lesson from Prathom one. These comics have proved to be a motivating
force for the students acting as a conduit for reading other types of text (Krashen 1993).
Slideshows and video showing the use of comics can be viewed at:
http://www.steves-english-zone.com/p-english.html and
http://www.steves-english-zone.com/bantatprachanukoon-school.html
Bill Zimmerman has agreed to allow the gap-fill and completed ―Smooth
Transitions‖ comics to be uploaded onto the internet for free download by teachers. This
is a project that will take a considerable amount of time to achieve; however, it is
anticipated that work will begin in February 2011 to have all six years of primary school
comics ready for download by the end of 2011.
Conclusions
Pilot projects for ―Smooth Transitions‖ have taken place in rural areas taking into
account that the majority of students in Thailand live outside of Bangkok and other large
cities and also to try to address, educationally, the problems that poverty and food
insecurity have on education that hinders academic achievement, not just in Thailand, but
throughout the world (Coles 2010). The level of English is very low in these areas, so the
slightest intervention results in a massive improvement in the use of English. It has been
accepted that one of the failings of this study is that there is no formal assessment and
evaluation criteria; however, at conception, the intention of the project was to just ―try to
do some good and see where it takes us.‖ Having been successful informally and
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anecdotally, more formal assessment and evaluation will take place in the future using
narrative enquiry based on ten feedback sessions with teachers from Bantatprachanukoon
School.
It is important to note that as the name suggests, the ―Smooth Transitions‖ DVDs
have been designed to help teachers of English in primary schools adapt to the demands
of the transition to student-centred communicative activities in line with the 1999
Education Act and the more recent demands of Curriculum 51. Having been educated in a
teacher-centred environment themselves and then teaching for such a long time in that
same style as they were taught themselves (Hayes 1995), a smooth transition is needed to
give them the materials and support needed to find a pathway to EIL for Thailand‘s
young learners one step at a time.
These DVDs were made for a fraction of the budget that professional film-makers
would have charged with their expertise and resources (Berman 2010); however,
although they would be expected to produce a better quality DVD, it is debatable as to
whether this would have made a difference to the students‘ performance in the classroom.
It is context and graded items following the curriculum that make the DVDs appealing to
both students and teachers.
Having spent so much time working with Thai teachers of English in a rural
context, the author finds himself calling into question the description of the Thai value
system by Komin (1990), which has ego orientation as the leading value and
achievement-task orientation as the last. These teachers who have attempted to change
from teacher-centred to learner-centred teaching have demonstrated a reversal of these
orientations which, because they have turned out to be successful in their new teaching
habits and styles, has subsequently led to an increase in status for those involved (Graham
2009b).
Thai teachers of English have responded positively with approximately 25,000
enquiries for downloads for the Prathom one to three DVDs on an Educational Service
Area Office 4, Udon Thani province blog http://www.sornor.org/?p=24 maintained by
one of the supervisors Channarong Rachbuanoy, an original member of the first project
team from Bantatprachanukoon School. If it was possible for MTV to be accepted in
China (Fung 2006), then there is no reason why the use of ―Smooth Transitions‖ English
language DVDs should not be accepted in Thailand‘s primary school classrooms in order
to expose students to language used appropriately to support and contextualise their
learning (Keene 2006). Only time will tell whether the Ministry of Education will be
willing to investigate the possibility of using these resources in Thailand‘s classrooms on
a larger scale than at present.
The use of DVDs in the classroom is nothing new; however, what appears to be
unravelling as a consequence of the various projects under the umbrella of ―Smooth
Transitions‖ is a series of innovations that uses English as an International Language
whilst keeping to the national curriculum and making the context local, in order to keep
the attention and interest of all concerned.
The aim for the future is to amalgamate all these materials as they are based on the
national curriculum and use them in conjunction with a course book that follows the same
content, such as Gogo Loves English. The materials have been designed for rural teachers
in Thailand that have not had the necessary training to teach English to use as a pathway
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to EIL for Thailand‘s young learners. Furthermore, trials will be undertaken over the
coming years in other countries as it is believed that this experience can be used as a
model for Asian neighbours who are looking for more personalised communicative
English language teaching materials that are curriculum based in a context that students
and teachers can relate to.
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Abstract
This paper investigates effective approaches in teaching English in Thailand
based on interviews with eight teachers in six leading high schools in Bangkok, and
a questionnaire given to 387 students in nice schools. The results suggest that they
used both L1 and L2, Communicative Language Teaching (CLT), child-centered
and scaffold approaches. In addition, they taught learning strategies and motivated
students by pointing out the importance of English in the present world. L1 helped
in the way that it conveyed clear explanations and CLT and child-centered
encouraged students to learn interactively with more understanding and long term
memory. At the same time, scaffolding helped weaker students improve their
English skills when they could not follow the standard teaching. The findings
should be a guideline for Thai teachers to improve their English teaching.
Introduction
Generally Thai students have somewhat limited success in learning English.
Prapphal (2001) found that ―Thai students, compared to international students, have
lower English proficiency, based on results of CU-TEP and TOEFL‖ (see table below).
TOEFL Mean Scores and Ranks of Students
Types of Students
Average TOEFL Scores
Cambodians
505
Indonesians
518

Rank
7
4

3
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Types of Students
Average TOEFL Scores
Laotians
496
Malaysians
527
Filipinos
578
Singaporeans
596
Thais
498
Vietnamese
511
Burmese
512
Science students
450*
Social Science and Humanities students
444*
International program students
489*
*Scores from the CU-TEP which have been equated with TOEFL scores

Rank
9
3
2
1
8
6
5
11
12
10

However, some students, especially in leading high schools in Bangkok, have
achieved excellent results. Interviews with eight teachers in six leading high schools in
Bangkok, suggested that they used integrated approaches comprising both L1 and L2,
Communicative Language Teaching (CLT), child-centered and scaffold approaches. In
addition, they taught learning strategies and motivated students by pointing out the
importance of English in the present world. The use of L1 helps in that it conveys clear
explanations, and CLT and child-centered encourage students to learn interactively with
more understanding. At the same time, scaffolding or zone of proximal development, a
method in which teachers help students learn new things slightly above students‘ ability
or background knowledge, supports weak students in improving their skills.
Methodology
1. Qualitative research: interviews with teachers. Eight questions were used to find out
teaching approaches and factors contributing to students‘ success as follows:
1) What methods/approaches do you use in teaching English, e.g., grammar
translation, elicitation, communication approach, etc.?
2) Why do you use this approach?
3) Which language skill do you intend to focus on?
4) What kinds of activities/strategies do you use, e.g., pair work, group work,
have students find information from the Internet (for a presentation), motivate
students by pointing out the importance of English, teach learning techniques
and strategies (how to guess words), use tape/CD of native speakers‘, etc.?
5) How do you think your methods help yours students learn English?
6) How successful do you think you lessons are?
7) Are there any concerns or challenges in teaching, especially in using activities
and teaching strategies?
8) What do you think are the factors that contribute to students‘ success in
learning English? (This question was asked of the teachers in the last school
only.)
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The data was obtained from six leading high schools out of nine schools where
students had the highest accumulated scores from O-NET (Ordinary National Educational
Testing) from 2005 – 2007 announced by the National Institution of Educational Testing
Service (NIETS) and which were located in Bangkok. The reason that O-NET scores
were used as the criterion to select competent students was because it is the standard
evaluation method used by all Thai schools nationwide.
The number of interviewees was eight. Most of them were experienced teachers
and were chosen using non-probability sampling or judgmental sampling based on their
availability, cooperation, and being assigned by the Department Head.
2. Quantitative research: The sample was 383 students from a population of 9,429 grade
10-12 students from schools in Bangkok who achieved the highest O-NET scores as
shown in the table below. Questionnaires were distributed to 378students whose English
grades were all A, or were at or near the top of the various classes in the nine schools. It
included an open-ended question asking them to describe the best English teacher. A
total of 338 questionnaires were collected from students in science (158) and the
Language and Math/Language program (180).
The names of the schools are as follows:
School

O-NET
Scores

Qualitative Quantitative
Research
Research

1.Triam-udom
2.Satit SWU, Pathumwan

71.01
61.10

/

/

3.Satit Chula

60.48

/

/

4. Rajinibon

58.19

/

/

5.Saint Joseph Convent

58.06

/

/

6.Rajini

57.70

7.Khema Siri Memorial

56.88

/

/

8.Satit SWU Prasanmit

56.46

/

/

9.Satriwithaya

56.20

/

/

/

* The scores were from the average of the five subjects of English, Thai, Social Science,
Mathematics, and Science as the English score was not available as a separate mark.
The questionnaire consisted of two main parts including factors contributing to
students‘ success in learning English and their views on the best teachers‘ attributes.
However, since this paper aims to share the most successful English teaching approaches,
only the results of the later part are discussed.

25

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

Results & Discussion
The interview results showed that the teachers used mother tongue (L1), elicitation
(CLT approach), projects, learning strategies, pointing out the importance of English, and
the scaffold method in teaching as follows.
Firstly, all the teachers used both L1 and English in English teaching as L1 could
clearly explain the language features especially grammatical features. The majority of
them explained lessons in Thai and asked questions in English. Some activities such as
warmers were conducted in entirely English. Sometimes they summarized lessons in
Thai for students to understand them clearly and correctly. It was common that with
competent students, the teachers used more English while more Thai was used with
weaker students. This complies with the idea of Deller and M. Rinvolucri (2002) as
quoted by Conceição & Bravo (2008, p.10) who point out that judicious use of MT (L1)
helps students to enjoy learning the target language, and English grammar and vocabulary
can be better understood as well. Similarly, Harbord (1992) states that a benefit of MT is
that it facilitates communication and saves time in explaining, and Doff (2005) writes that
it is best to explain in L1 to increase students‘ understanding as ―the language of the
explanation will nearly always be more complex than the structure itself.‖ (p.41).
Regardless, it should not be used for more useful activities. Atkinson (1987) has the
same view that MT should be used in eliciting language, checking comprehension, giving
instructions and so on.
Secondly, the teachers did not teach students by traditional lecturing; instead, they
used an inductive approach by eliciting students‘ thoughts and analysis of the target
language before leading to lessons. For instance, one teacher assigned students to read a
passage and asked them to find instances of the passive voice in it. Then students
summarized the structure of the passive voice and the teacher added some features that
were not covered in their explanation. Students could also learn from the contexts in the
exercises they did. This is because eliciting and understanding enables learners to
memorize the target language which is the same reason that they had students do projects
(more on this later). As Bruner (1966, as cited in Smith, 2002) notes, to instruct someone,
we have to get them to think, to consider and to take part in the knowledge-getting
process. ―Knowing is a process not a product.‖
This was one part of Communicative Language Teaching (CLT). Other features of CLT
were the use of contextualization in language teaching, as applied in games and
group/pair work. Some teachers believed that games like crosswords, cloze tests from
songs, and movie sound tracks helped students learn naturally and enjoy the lessons. In
reading lessons, the pre-while-post technique was used to engage students more. Two
teachers emphasized that the benefits of this technique were that ―pre-questions stimulate
students to think and get ideas of what they are going to read, while-questions enable
them to learn vocabulary which they can guess from the context or key words if they are
not difficult. We do not tell them directly when they ask for meanings. Post-questions
cover facts, implications of meanings and summary.‖ One may wonder why these
teachers used the mother tongue, grammar translation method, together with CLT, both of
which are on the opposite ends of a continuum. In fact, Finocchiaro & Brumfit (1983) as
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cited by Brown (2001, p.45) clearly state that ―Translation may be used where students
need or benefit from it.‖
Thirdly, another crucial finding from the interviews was that the teachers from all
the schools had students do projects believing that students understood and memorized
the lesson better when they learned by themselves. Another reason for using projects as a
teaching tool may be because of the schools‘ policies which were influenced by the
National Education Act 1999 emphasizing the whole child centered or learningcenteredness. Brown (2001) points out that this kind of instruction focuses on learners‘
needs, styles, and goals and creates students‘ sense of competence and ownership of their
learning. Hence, it increases their intrinsic motivation. From journals and conference
speeches, Harmer (1995) concludes that the movement to learner-centeredness is derived
from the fact that ―there has been too much ‗teaching‘ and not enough ‗learning‘‖. In the
learner-centered classroom, students are ―investigators or discoverers of facts about
language rather than just recipients of information‖ (p.337). Most teachers assigned
some topics for students to find information from the Internet which they then taught or
presented to their classmates. Topics varied from common ones like ―Hindu Marriage
Ceremony‖, and ―Green Doctors‖ to something as unusual and interesting as ―Left
Handers‖. Students were stimulated and eager to be exposed to new information.
Students‘ presentations could also be in the form of posters shown in front of the
classrooms. It could also be a summary of the information in students‘ own language.
Fourthly, the teachers taught learning strategies and encouraged the students to use
them widely. They taught students to guess vocabulary from clues including prefixes,
suffixes, synonyms, antonyms, parts of speech, and word family. They asked students to
summarize main ideas from sentences, and tried to connect the lessons with students‘ real
lives. These were some learning strategies taught at the schools. Rubin (1975) points out
that teachers should be concerned both with ―finding the best method or with getting the
correct answer‖ and with assisting a student in order to ―enable him to learn on his own‖.
Similarly, Oxford & Leaver (1996) emphasize that ―So far, research has shown the most
beneficial strategy instruction to be woven into regular, everyday L2 teaching, although
other ways of doing strategy instruction are possible.‖ To point out how learning
strategies contribute to success in learning English, Papalia (1978, as cited by
Ratchadawisitsakul, 1987) conducted research and found that language learning high
achievers have better language acquisition strategies than weaker ones. The best
strategies include being interested in the meaning and structure of the language and
relating the current lesson with what has been already learned. High achievers know well
what strategies are efficient to use while less successful achievers learn by memorizing
and translating. In a study conducted by Ratchadawisitsakul (1987), it was found that
there were differences between high and low achievers in using context to guess or
interpret the meaning of words or sentences and in using communication strategies to
communicate at the .05 level of significance. O‘Malley and Chamot (1990) as cited by
Mitchell & Myles (2004) state that ―learning strategies are procedures undertaken by the
learner, in order to make their own language learning as effective as possible‖ (p.105).
Fifthly, responses to the interviews also suggested that the teachers motivated
students to learn English by pointing out the importance of English and the relevance of
the language to their daily lives. This might contribute to students‘ good attitude toward
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English and become a factor contributing to their success in learning English. To
reaffirm this, Oxford & Lee (2008) state that learners must have beliefs that promote the
development of motivation. If students believe that language learning is not important,
that they do not have talent or that the language undermines their culture and identity,
then they will not be motivated to learn it (Oxford & Lee, 2008).
Lastly, scaffolding was another factor that contributed to students‘ success.
Scaffolding instruction or the Zone of Proximal Development (ZPD) means adults help
children in doing something that they still cannot do well, so that the children may learn
to do it on their own later (Cobb, 2001). This concept is useful for a teacher to apply by
encouraging students to connect the new language to what they have already learned
(Cameron, 2001). It is suggested that teachers should know what activities or tasks
pupils need to support them. Bransford, Brown, & Cocking (2000, as cited in Van Der
Stuyf, 2010) write that when the More Knowledgeable Other (MKO)provides the
scaffolds or assistance, a learner can accomplish the tasks that s/he could not do alone.
―The MKO refers to anyone who has a better understanding or a higher ability level than
the learner, with respect to a particular task, process, or concept. The MKO is normally
thought of as being a teacher, coach, or older adult, but the MKO could also be peers, a
younger person, or even computers.” (www.learning-theories.com, 2011). Lee (2010)
points out that some benefits of scaffolding are that ―its features of intentionality,
appropriateness, structure, collaboration, and internalization benefit students by providing
individualized instruction and by engaging them to be active learners‖ In fact, ZPD is
similar to Krashen‘s idea of i+1 (Harmer, 2007, p.59).
One way that teachers helped low proficiency students was by reading three words,
while students just read by repeating after the teacher and by translating the lesson into
L1. This related to scaffolding or the zone of proximal development of Vygotsky. ―Thus,
the zone of proximal development is the distance between what a person can do with and
without help. The term proximal (nearby) indicates that the assistance provided goes just
slightly beyond the learners current competence complementing and building on their
existing abilities (Cole & Cole, 2001 as in Verenikina, 2011).Some other scaffold
techniques used by these teachers were that they simplified passages, reviewed lessons,
taught slowly and repeated lessons. Word meanings in simple English were sometimes
provided to students for easier digestion. Cloze tests with Thai words provided was
another option used to help weak students. Furthermore, some teachers spent extra time
with weak students by letting them memorize assigned words, review and use each word
in a sentence with them after classes. Most teachers spared time to talk to weak students
individually to urge them and give feedback on their mistakes.
There were more findings that were not approaches, but affected the success of
learning.. To begin with, teachers provided extra activities to weak student such as
exercises/questions to do in class or at home. Provision of extra activities for capable
students such as extensive reading, doing preparation exams including TOEFL and CUTEP was another option. Next, capable students were encouraged to help their weaker
classmates in the same group. For example, they helped to guess meanings of vocabulary
during a pre-reading activity. To do this, teachers had to mix competent and weak
students into the same groups. Moreover, the Behavioral Objective method, in which
scoring criteria for weak students were set lower than the standard ones so they could be
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more easily achieved, was used according to competency of students. For example, for
competent students, a cloze test without Thai words provided, while for weak students
Thai words were available.
Another finding was that all these schools had both Thai and native English
speaking teachers. Most Thai teachers taught grammar and reading whereas native
English speakers taught writing, listening and speaking. It was also found in one school
that both Thai and native English speaking teachers collaboratively took turns to teach the
same subjects (the same classes) as they believed that the lessons had to be taught in an
integrated way.
Summary of teaching approaches used by the teachers:
Methodology
Using L1
Communicative
Language Teaching
(CLT)
Learningcenteredness
Learning strategies
Attitude toward
English
Scaffolding

Detail
To explain grammatical features in Thai
To use inductive method and elicitation
To customize content according to students‘ interest
To teach students to use clues, context, word family,
and so on, to guess meanings of words and sentences.
To create a positive attitude toward English in students
To adjust the teaching to match students‘ competency
level.

To gather the data, questionnaires were distributed to 387 students in nine leading
high schools in Bangkok with an open-ended question asking them to describe the best
English teacher. 338 questionnaires were collected. From the feedback, each time a
qualification was mentioned, it was considered as one score. The results were then
categorized into 5 groups including pedagogy, rapport, competency, and personality and
miscellaneous. It was found that students paid the most attention to teachers‘ use of
pedagogy at the rate of 56.30 percent. This finding emphasized the importance of
teaching principles, which complies with Brown‘s (2001, p.54) view that ―a great many
of a teacher‘s choices are grounded in established principles of language learning and
teaching. By perceiving and internalizing connections between practice and theory, your
teaching is likely to be ―enlightened‖‖. Rapport was ranked second with 18.77 percent
of the total scores. This suggests that teachers should create a positive relationship with
their students. According to Harmer (2007, p.113), ―successful rapport derives from the
students‘ perception of the teacher as a good leader and a successful professional‖. When
teachers are well-organised and well-prepared, they are likely to have confidence and this
leads to a successful relationship between students and their teachers (Harmer 2007).
The third-ranked attribute of a good teacher was competence which had scores of 13.25
percent. The results showed that students wished to have competent teachers. Sesnan
(1997) affirms that good teachers know their subject well and understand what they know
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and what they still have to learn. The last attribute, with 11.02 percent, was personalities.
This should be a guideline for teachers to adapt themselves in order to approximate the
needs of students. More details of the results are shown in table 1 and figure 1.
Table 1 Description of the best teacher

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35

Item
Pedagogy
Have principles and learning strategies that help in English learning
Do not emphasize grammar too much, but teach practical knowledge that can be used
in real life
Have a variety in teaching methods and new and interesting activities
Use teaching materials such as videos (movies, cartoon) with sound track) and good
documents
Well prepared for the lesson
Corrects students' mistakes
Have activities for students to do so they understand lessons more
Enable students to learn naturally without rote learning
Should practice speaking in the classroom
Apply teaching methods, not just follow textbooks, has identity in teaching
Teach basic and then gradually increase knowledge to students
Motivate students to learn
Use games in teaching
Teach the four skills: listening, speaking, reading and writing
Teach students so they use English confidently and efficiently
Use techniques in teaching, e.g. using games
Teach learning strategies such as guessing from the root of each word, word family
Should teach ethics and morals in additional to language
Do not teach too fast, repeat sometimes
Have students practice in reading and writing and analyse their use of English
Enable students to remember all necessary tenses and vocabulary
Teach culture
Provide lots of English articles so students learn vocabulary without rote learning
Point out the importance of English
Be able to adjust their teaching style to all students
Teach in English and translate into Thai, teach more vocabulary and translate difficult
vocabulary
Teach vocabulary systematically
Provide extra handouts outside textbook
Exchange opinions with students
Let students have discussions among themselves
Often let students practice writing essay.
Have exercises that encourage them to think and they should be suitable for their
ability
Ask questions for students to answer
Teach students to analyse the language
Assign students to read extensive reading books and discuss in the classroom.
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Score

Percentage

20

3.17

45
21

7.14
3.33

16
16
16
12
9
9
9
7
6
6
6
5
4
4
4
4
3
3
3
2
2
2

2.54
2.54
2.54
1.90
1.43
1.43
1.43
1.11
0.95
0.95
0.95
0.79
0.63
0.63
0.63
0.63
0.48
0.48
0.48
0.32
0.32
0.32

4
2
2
1
1
1

0.63
0.32
0.32
0.16
0.16
0.16

1
1
1
1

0.16
0.16
0.16
0.16

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS
Table 1 Description of the best teacher
Score
1
1
1
1
1
1
1
1
1

Percentage
0.16
0.16
0.16
0.16
0.16
0.16
0.16
0.16
0.16

104
67
429

16.51
10.63
56.30

39
32
17
13
10
10
6
6
4
2
1
1
1
1
143

6.19
5.08
2.70
2.06
1.59
1.59
0.95
0.95
0.63
0.32
0.16
0.16
0.16
0.16
18.77

38
17
17

6.03
2.70
2.70

4
5

Item
Encourage self-study and analytical thinking
Understand how students learn English
Challenge students so they use English accurately
Provide knowledge to students as much as she can
Have students practice old exam
Check students' understanding
Emphasize important points
Should have small classroom size so students can share their opinions.
Provide lots of content (lessons)
Can explain and answer questions clearly and hit the point and not confusing (give
examples)
Make students feel that learning English is easy and fun
Total
Rapport
Understand students (e.g. they have different background of English), understand
students' problems and help them solve them
Pay attentions to students
Be patient with students
Encourage student to learn
Do not pressure students to the point of stress
Do not scold students (just remind them to think properly) do not disgrace students
Be available for students to consult in every matter
Not to be moody to students
Be interactive with students
Love students like parents do
Do not compare students
Encourage student to help one another
Do not deduct scores when making an error
Help students when they have problems
Total
Competency
Competent in English, creditable
Use English in teaching
Speak English fluently and has clear and good accent
Be competent in world knowledge and share the knowledge and experiences to
students
Be a native speaker

15
8

2.38
1.27

6

Have wide vision

4

0.63

7
8

Speak fluently
Have Good teaching skills
Total
Personality
Be friendly & kind hearted
Have sense of humor

1
1
101

0.16
0.16
13.25

63
10

10.00
1.59

36
37
38
39
40
41
42
43
44
45
46

1
2
3
4
5
6
7
8
9
10
11
12
13
14

1
2
3

1
2
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Table 1 Description of the best teacher

3
4
5
6
7

1
2
3

Item
Be energetic
Have confidence
Have good personality
Have high responsibility
Do not grumble

Score
5
3
1
1
1

Percentage
0.79
0.48
0.16
0.16
0.16

Total
Miscellaneous
Do not give too much homework
Enable students to pass standardised exam
Brush down student when they do not do homework
Total
Grand Total

84

11.02

3
1
1
5
762

0.48
0.16
0.16
0.66
100.00

Miscellaneous,
0.66
Personality, 11.02
Competency,
13.25

Pedagogy, 56.3
Rapport, 18.77

Figure 1
Limitations
The study results show the methods reported by the teachers and the good teacher
attributes according to the students‘ point of view. While there is a correlation between
the high grades of these students (and schools ) and the teaching methods, this study has
not proven a direct relationship.

32

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

Conclusion
From the interviews, it can be concluded that most teachers explained
grammatical features in L1 as it clearly conveyed the meaning for a good understanding.
They also used English so that students were familiar with the language. They mostly
used a CLT approach, for example, asking questions to elicit students‘ answers instead of
having them learn from the teachers passively. The Pre-while-post technique was used in
reading classes to encourage students to think and be more involved in the lesson. Most
of the teachers had students do projects to learn by themselves which led to students
understanding and enjoying the lesson more. Learning strategies such as guessing word
meanings from contexts, using knowledge of prefixes, suffixes, clues, synonyms,
antonyms, and so forth were also taught. All the teachers motivated their students to
learn English by pointing out its importance in the present world. As regards problems in
teaching, most teachers were concerned about mixed ability classes. That is, they had to
provide extra materials for high proficiency students, meanwhile, more time had to be
spent with low proficiency students to help them pass the exams. Scaffolding was
employed to help these students. The skills emphasized in teaching varied depending on
the subjects that the teachers taught. Some teachers emphasized different skills according
to the subject they were teaching, while some focused on all the four skills and grammar.
It can be summarized that these teachers used integrated approaches as there is no one
perfect approach that fits for all schools as Nunan (cited in Brown, 2001, p.228) sums up:
―It has been realized that there never was and probably never will be a method for all, and
the focus in recent years has been on the development of classroom tasks and activities
which are consonant with what we know about second language acquisition, and which
are also in keeping with the dynamics of the classroom itself.‖
The findings from the questionnaires suggested that pedagogy, rapport, competency
and personality were the essential attributes of good teachers. Thus, to serve the needs of
students, teachers should expose themselves to principles derived from English teaching
books and research. At the same time, they should also arrange appropriate motivational
learning environments, be competent in English and have good personalities.
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Appendix
4

Questionnaire : English Version (Translation)

I would like to ask you to help me by answering the following questions concerning
English language learning. You do not need to give your name, and this is not a test so
there is no ―right‖ or ―wrong‖ answers. I am interested in your personal opinion. Please
give your answer sincerely as only this will guarantee the success of my survey. Thank
you very much for our help.
Please put the mark √ in a box of each item using the following scale:
5 = strongly agree
4 = agree
3 = neutral
2 = disagree
1 = strongly disagree
Part I. General views on the English teachers

5
1. My English teachers use effective teaching
method.
2. My English teachers connect what has to be learned
to
my everyday live.
3. My English teachers help me complete an activity
successfully.
4. I work in pair or in group when learning English.
5. My English teachers explain the lesson clearly.
6. My English teachers encourage students to help one
another in learning.
4

Adapted from
Humphreys & Spratt (2008)
Limbhasuta (1991)
Ratchadawinittakul (1987)
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5

4

3

2

1

5

4

3

2

1

Part III. General views on the use of learning 5
strategies

4

3

2

1

7. My English teachers offer praise for efforts or
achievements that is sincere or specific.
8. My English teachers use games in teaching.
9. My English teachers promote self-study by having
students use the Internet or do research. (e.g. for oral
presentation, projects, and displays)
10. My English teachers highlight the roles that
English language plays in the world and how knowing
English can be useful for myself.
11. When I make mistakes in class, my teacher corrects
me in friendly way and makes me feel comfortable.
12.When I need help with my English, I ask my
teacher.
Part II. General views on attitudes to English and culture

13. I like English more than other subjects.
14. I am prepared to put a lot of effort into learning
English.
15. English is not too difficult for me to learn.
16. I am sure I will be able to learn this language well.
17. I like and am interested in the culture of English
speaking people.

18.. I review my lessons after classes.
19. When the teachers ask my classmate to answer a
question, I think of my own answer and compare it
with the teacher‘s.
20. I often volunteer to answer questions in the
classroom.
21. I often practice and review new vocabulary.
22. I submit English homework on time.
23. In English classes, I often initiate the conversation
with the teachers or classmates.
24. I use my knowledge of vocabulary and grammar in
guessing or interpreting the meaning of words or
sentences.
25. I use my background (general) knowledge in
guessing or interpreting the meaning of words or
sentences.
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5

4

3

2

1

4

3

2

1

26. I connect what I have learned to what I am learning
in guessing meaning, e.g. to guess that ―decision‖ is
similar to ―decide‖, so they should share the same
meaning.
27. I try using words or sentences I heard from songs,
conversations or movies in my real conversations.
28. I do not learn by rote or memorization of the rules
or examples.
29. I consult dictionaries to find meanings of words.
30. When looking for meanings of words in a
dictionary, I read the example of its use as well.
31. I make a summary note to help my review of
lessons.
32. When the English teachers correct my mistakes, I
note them and memorize to avoid a repetition of the
mistakes.
Part IV. General views on outside class learning activities
I make use of the following to improve my ability in 5
English.
33. Reading English newspapers, magazines, journals
to practice vocabulary
34. I watch TV / cinema / video (English programs)
35. I listen to English radio programs to practice my
listening skill.
36. I talk to English speaking foreigners whenever I
have chances.
37. Internet and programs for English practice
38. I write letters or emails to pen pals in English
39. I try to read and understand advertisements,
explanations, instructions, etc. in English
40. I participate English activities, e.g. being a member
of the school‘s English club, play English language
games.
41. I apply to learn English in cram schools.
42. Cram schools help me to improve my English
knowledge.
43. I have been attending more than 1 course in cram
schools.
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Part V. General views on students‘ background
5

4

3

2

1

48. I am diligent.
5
49. I love for reading.
50. I have an inquiring mind.
51. I have ambition.
52. I have a clear goal in my future life.
53. I can well adapt myself when facing various
problems by using the same or different learning
strategies.

4

3

2

1

44. I was interested and highly paid attention on
English learning since I was young.
45. I got good grades when I was in kindergarten until
the primary school.
46. My good background of English knowledge when
I was young contributes to my success in learning
English. 47. My parents supported me to learn English
in cram schools when I was young.
Part VI. General views on personality traits

Part VII. Respondent‘s Information
54. Sex
Male
Female
55. My family‘s income
Less than 25,000 baht
25,000 – 50,000 baht
50,000 – 75,000 baht
75,000 – 100,000 baht
More than 100,000 baht
56. Your program
Science
language
57. Your English grade________________
58. What parts of English language do you practice most in the classroom? (can be
selected more than one answer)
Speaking
Reading
Writing
Listening
Grammar
Vocabulary
59. My strength(s) in English is/are (please select just one answer)
Speaking
Listening
Writing
Reading
60. What language do your English teachers use in teaching?
Thai
English
61. Which answer best reflects your practice?
I practice only the skills to be used in the entrance examination, e.g. grammar,
vocabulary.
I practice all English skills including grammar, vocabulary, speaking, writing.
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62. Which factors contribute the most to your English learning success? Please rate from
1 – 6.
Teachers
My English background knowledge since I was young
Activities outside the classroom
Attitude towards English language and culture
Use of learning strategies (guessing from word structure, grammar,
using dictionaries)
Personal traits (diligent, love for reading, etc.)
63. The strongest motivation that encourage me to success in English learning is
To get good scores from examinations, e.g., the entrance exam, TOEIC,
TOEFL
To further my study in overseas.
To communication with foreigners
To better understand and enjoy English movies and songs
64. The faculty that I plan to further my study in a university is
(please select just one answer)
Faculty of Medicine
Faculty of Engineering
Faculty of Architecture
Faculty of Science
Faculty of Arts Liberal Arts
Faculty of Management /Accounting
Faculty of Mass Communications
Faculty of Political Science / Social Science
65. Have you ever spent any time abroad more than 1 month? If so, please complete the
following:

Country visited
1.
2.
3.
4.

Reason (tourism/study/living)

Length of stay

66. Do you have any relatives who are English native speakers? If so, please specify
your relationships with them____________________
67. Please describe your best English teacher.
________________________________________________________________________
________________________________________________________________________
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The Syntactic Complexity Profiles of Advanced
English Learners in Hong Kong
Eddy Mak Wai Ho5
City University of Hong Kong
eddy.mak@cityu.edu.hk
Abstract
This paper reports on a part of an empirical research on the effect of explicit
form-focused instruction (FFI) on the syntactic complexity development of a
group of advanced ESL learners in Hong Kong. At the first stage of the research,
sample texts of learners were collected and analyzed both quantitatively and
qualitatively in order to establish the syntactic complexity profiles for these
students. The quantitative analysis included 18 syntactic complexity measures
which covered elaborate measures (sentence length, clause length, T-unit
length), ratio measures of syntactic complexity (e.g. ratio of sentence types,
ratios of coordination and subordination), complex nominal measures as well as
some target advanced forms. The qualitative analysis studied samples of long
sentences to see how syntactic complexity was achieved by these learners using
various syntactic complexity strategies. The implications of the findings for FFI
research, syntactic development research and course development were
discussed.

1. Introduction
Syntactic development has long been a topic in developmental psychology or
psycholinguistics. Foster and Skehan define development in grammatical complexity as
`progressively more elaborate language‘ and ‗a greater variety of syntactic patterning.‘
(1996, p. 303). Wolfe-Quintero et al perceive syntactic complexity as `a manifest in
writing primarily in terms of grammatical variation and sophistication‘ (1998, p. 69).
According to Ortega (2003), syntactic complexity refers to ―the range of forms that
surface in language production and the degree of sophistication of such forms‖ (Ortega,
2003, p. 492). Based on these definitions, it is noted that there are three important
dimensions of grammatical complexity: (1) the ‗elaborateness‘ dimension, which is
conceptualized as the quantitative aspect of complexity such as longer sentences, phrases,
or other `production units‘; (2) the `variation‘ dimension, which refers to the range of
5
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University of Hong Kong. His research interests include translation, discourse analysis, grammar learning
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structures available to the writer; and (3) the ‗sophistication‘ dimension, of which no
clear explanation is given.
Based on these three dimensions of syntactic complexity, various measures have
been developed to chart syntactic complexity development. These measures can be
roughly categorized into four major groups: (a) length of various production units (e.g.
sentence length, clause length, T-unit length); (b) ratios of frequency of specific
grammatical structures per specific production units (e.g. dependent clauses/sentence,
passives per T-unit, adverbial clauses per clause); (c) ratios of various production units
(e.g. clause/sentence, clauses/T-unit, T-unit/sentence); and (d) composite grammatical
complexity formula or indices, which assign weightings to different structures and
calculate a final sum as indicator of syntactic complexity.
This presentation reported the first phase of a quasi-experimental study to
investigate the role and effect of explicit form-focused instruction (FFI) on the
development of syntactic complexity in a group of advanced learners in Hong Kong.
There are two major research objectives of this phase: (1) to establish the general profiles
of syntactic complexity of this group of advanced Hong Kong learners, and (2) to analyze
how syntactic complexity is achieved in this genre of writing.
2. Methodology
2.1 Subjects
The subjects of this study were a group of advanced ESL learners in Hong Kong,
namely a group of first year students in the associate degree of Translation and
Interpretation program at a community college. Students were invited on voluntary basis
to participate in the project and stayed after class to complete the written tasks. The data
from 41 students were finally used for analysis.
2.2 Data collection and coding
Students were asked to write a composition of 200-250 words on the topic ‗Three
important aspects I find most important or useful in learning new grammar forms‘. A list
of 12 aspects was provided for students‘ selection. Their compositions were typed and
saved as word files and then printed out and coded. Firstly, each subject‘s text was coded
sentence by sentence on four aspects: (i) basic totals, (ii) sentence types, (iii) target
advanced forms, and (iv) complex nominals. Then the coded results for each script were
added up and entered into a consolidated coding sheet. Based on these raw data, 18
syntactic complexity measures (see Appendix 1, Table 1) were determined. For easy
reference, a summary of the definitions of key terms used in coding can be found in
Appendix 2. Hunt‘s (1965, 1970) definitions were adhered to.
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3. Findings and discussion
3.1 Syntactic complexity profiles
The syntactic complexity profiles of the 18 syntactic measures are presented in
Table 2 of Appendix 1. One should be cautious in comparing results of different research
studies as different definitions and data types may be involved in the calculation of these
syntactic measures in different studies. Hunt‘s figures (1965, 1970) provide the most
useful reference because his definitions were mostly adhered to in this study. The most
relevant data from the literature, figures of G12 or G13 and average adults from Hunt
(1965, 1970) and Nippold et al (2005) and those from some Hong Kong studies
(Littlewood & Nga, 1996, Yau, 1991, Tsang, 1996) are tabulated in Table 3 of Appendix
1. The findings of (a) elaborate measures, (b) sentence types, (c) syntactic complexity
strategies, (d) complex nominals and (e) target advanced forms are discussed
respectively.
3.1.1 Elaborate measures
The average performance of this group of students are 15.74 words per sentence
(w/s), 9.34 words per clause (w/c), and 14.79 words per T-unit (w/t). At the sentence
level, 15.74 w/c is shorter than Hunt‘s 1965 result of 16.9. 15.74 w/s is roughly equal to
the performance of skilled L1 adults in Hunt (1970) but to G8 students only according to
Hunt‘s (1965) results. For reference, other L1 corpuses also give longer w/s. For
example, according to Brown‘s L1 corpus (Kennedy, 1998), the average w/s is 21.06 for
informative texts and 13.38 for imaginative prose, giving an average of 18.4 for all texts.
However, compared to the results of Hong Kong studies, 15.74 w/s seems comparable.
For example, Milton (2001) notes that the average sentence length for E Grade scripts is
15, and 18 for A grade scripts in HKAL exams. The corresponding sentence length for
UK scripts as reported by Milton is 25 w/s. At the clause level, 9.34 w/c seems longer
than most L1 figures, but shorter than Hong Kong results. 14.79 w/t is comparable to
Hunt‘s (1965) 14.4 but seems longer than the 10.95 for age 17 in Nippold et al (2005),
and shorter than Yau‘s figure (15.54) (Appendix 1, Table 3). It is difficult to draw
categorical conclusions, but generally speaking it seems as far as w/s is concerned, this
group of advanced learners still falls short compared to their counterpart L1 native
speakers. However, they are comparable to L1 performance in w/c, or w/t. Their shorter
sentence length does not seem to be caused by shorter clause or shorter T-units.
3.1.2 Sentence types
Students wrote mostly in simple sentences (66%) and complex sentences (24%),
which comprised 90% of the sentences they used. However, simple sentences should be
interpreted in the sense that they may consist of (i) various types of embedded clauses
and subordinate clauses, (ii) coordinated predicates, (iii) coordinated subjects, (iv) nonfinite structures used as modifiers and nominal phrases, and (v) complex nominals. They
are not the typical short simple sentences commonly found in narrative texts. Regarding
the 24% complex sentences, a variety of subordinators were involved and they were
usually put at the beginning of sentence. Littlewood and Nga (1996) recorded that the
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percentage of error free complex sentences from Form 7 students with Grade D use of
English was 26%, very near to our findings.
There were only 6% of compound sentences. It showed that compound sentences
were not commonly employed. Unlike what Hunt (1965) encountered with his L1
children subjects. Instead most students used coordinated subjects or coordinated
predicates, which were defined as simple sentences in this study. The coordinator ‗so‘
was quite commonly used along with `and‘ and `but‘. Complex-compound sentences
comprising only 3% were the least used sentence type. It indicated that the combination
of coordination and subordination was not usually employed as a complexity strategy for
this group of learners.
3.1.3 Coordination and subordination
Coordination and subordination are two major strategies of complexity. T-units per
sentence (t/s), which is usually taken as a marker for coordination, is 1.07 in our study.
This supports the finding that compound sentences were not commonly used, even
though coordination was very often used at the sub-clausal level. It was observed that
most students tended to use A and B structures instead of the A, B and C patterns.
Largely, the role of coordination, which may be an important source of syntactic
complexity, has been neglected and under-researched due to Hunt‘s influence and his
promotion of the T-unit. For comparison, t/s is comparable to L1 data shown. Tsang‘s F1F3 data may support the claim that lower formers tend to use significantly more
coordination in L2, similar to the L1 trend.
Subordination seems a more usual strategy in complexity and is thus a major source
of complexity. Subordinate clauses may be used as embedded clauses (used in S, O, C
positions) in simple sentences, relative clauses in complex nominals and dependent
clauses in complex sentences. The subordinate clauses/sentence (sub/s) ratio is 0.64 in
our study, which means roughly one subordinate clause was used in every 1.5 sentences.
This confirms the suggestion that subordination is indeed a very common strategy
compared with t/s which is only 1.07. In the literature, two other indicators,
clauses/sentence (c/s), and clauses/T-unit (c/t) are more commonly used. They are 1.71,
and 1.60 in our research. However, while c/s includes all main clauses which may be
more than 1 in compound sentences , c/t cannot reflect clauses used in compound
sentences. Therefore, sub/s should be a better and more useful representation of
subordination and embedding when the sentence is taken as a production unit. Compared
with other studies, c/t of 1.60 seems comparable to other L1 results and significantly
higher than Tsang‘s junior form results.
3.1.4 Complex nominals
Nominals have been taken as one of the most valid indications of complexity
development in Hunt‘s studies. In our research, the average number of complex nominal/
sentence is 0.34 and 0.33 per T-unit (calculated separately from raw data). Length of

43

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

complex nominals is 6.81 words per complex nominal (wnp/np), or 2.315 (i.e. 6.81x0.34)
words per sentence. The number of words of these complex nominals is about 14.7% of
the whole sentence length (2.315/15.4). This indicates that complex nominals are a major
source of complexity. The figure reported in Hunt (1965) was 18.6% per T-unit for G12
and 17.85% for age 17 according to Nippold et al (2005). Compared with our 0.33 or
33%, our students used significantly more complex nominals in their production task.
This may explain the reason for longer clauses in our finding.
Postmodification is the commonest strategy of lengthening noun phrases. The most
common postmodification observed in the data was short prepositional phrases using `of‘
or ‗in‘. In our study, the frequency of use of relative clauses is 0.09 per sentence or 9%
per sentence and 0.09 (or 9%) per T-unit (calculated separately from raw data). The
percentage of relative clause per T-unit as reported by Hunt (1965) was 16% for G12, and
11.27% by Nippold et al. (2005) for age 17. It seems relative clause use is another
potential for complexity development for these advanced learners. This lower frequency
in relative clause use for this group of students may account for the fact that although the
students used a significantly high frequency of nominals, the average length of nominals
was only 2.315 per sentence, and may not contribute much to the overall complexity in
terms of w/s.
3.1.5 Target advanced forms
Directly comparable data do not seem available for these four advanced structures.
Participle structure is about 0.05 per sentence or 5% in our study. The other target forms
such as coordinated subordinate clauses (cosb/s=0.02), appositives (app/s=0.00) and nondefining relative clauses (ndrel/s=0.01) occurred infrequently in students‘ production.
This justifies the suggestion that they were new syntactic forms students may need to
`learn‘ to notice them, especially for the latter three forms. It should be noted that the ingstructure was quite frequently used by students as subjects and after preposition (usually
more familiarly known to students as ‗gerund‘) similar to Milton‘s observation of his data
(Milton, 2001).
3.2 Sources of syntactic complexity
3.2.1 Statistical analysis
Correlation results of sentence length (w/s) with other syntactic measures were
presented in Table 4 of Appendix 1. Results reveal that sources of complexity may come
from (i) longer clauses (w/s), (ii) longer T-units (w/t), (iii) less simple sentences (simp/s),
(iv) more compound-complex sentences (cocp/s), (v) more use of subordinate clauses
(sub/s), (vi) more clauses per sentence (c/s), (vii) more clauses per t-unit, (viii) more
complex nominals and (ix) more use of participle structures. Values of sub/s, c/s, c/t show
strongest correlation6.

6

Based on Cohen‘s suggestion, r=0.10 to 0.29 or -0.10 to -0.29 is small; r=0.3 to 0.49 or 0.30 to -0.49 is
medium; and r=0.50 to 1.0 or -0.50 to -1.0 is large (Pallant, 2005, p. 127).
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3.2.2 Analysis of real examples
A closer examination of samples of ‗longer‘ sentences may also reveal major
sources of complexity. Sentence length of scripts ranged from 3 words to 40 words.
Sentences of 30 words or above were examined (cf. Granger, 1998). There were only 24
of these sentences in 19 scripts. It was observed that weaker students would result in run
on sentences or errors when producing sentences of more than 30 words.
From the sample sentences (ten samples were given in Appendix 3) and the general
impression obtained during the coding process, it was observed that the following
features were major sources of complexity:
(1) Extensive listing of examples (e.g. sample, 6, 8, 9)
(2) Using coordination in all levels, specifically coordinated subjects (e.g. sample 8),
coordinated predicates (e.g. sample 3), coordinated clauses (e.g. sample 10) and
compound sentences (e.g. sample 1, 2)
(3) Using postmodifications in complex nominals (e.g. sample 3, 4) including defining
relative clauses (e.g. sample 7)
(4) Using combination of subordination and coordination (e.g. sample 5)
(5) Using longer and more complicated structures in the subject, object or complement
positions such as finite or non finite structures instead of short simple noun phrases
(e.g. sample 7, 10)
(6) Using serial complex sentences (not shown in the 10 sample sentences)
4. Conclusion
(1) This study has provided a comprehensive and detailed description of the syntactic
complexity profiles of advanced learners in Hong Kong in terms of both objective
measures and concrete examples of complexity strategies. The contributions of this
study are twofold. First, this study provides further empirical support for previous
research concerning syntactic complexity measures in Hong Kong. As far as syntactic
complexity measures are concerned, the profiles seem to fit in well with the limited
previous research findings available in Hong Kong. Secondly, it may serve as a useful
framework for similar research to follow in the future.
(2) This study has indicated that these advanced learners approached native speaker
performance in complexity in many ways, especially at the clause and T-unit level.
For further development in complexity, the following aspects may be worth
promoting further: (i) the use of advanced target forms such as non-defining relative
clauses, apposition and coordinated subordination, (ii) more use of adverbials in
clauses; (iii) more extensive use of coordination in all levels especially in A, B and C
structure and in coordinating subordinate clauses, (iv) the combined use of both
subordination and coordination, e.g. joining sentences into one long sentence, and (v)
more extensive use of relative clauses. However, from our sample analysis, it is
observed that the more skilled writers of these advanced learners already
demonstrated good mastery of many of these complex features and strategies.

45

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

Advanced courses may need to help the less skilled learners to notice and experiment
with `the various combinations and permutations‘ of these strategies (Hunt, 1970, p.
57). Furthermore, as noted by Hunt, skilled L1 writers may actually produce fewer Tunits per sentence, fewer clauses per T-unit or per sentence by reducing clauses into
non-clausal units resulting in longer but fewer clauses. An advanced FFI course may
draw learners‘ attention to skills and opportunities of these reductions.
(3) In this research, the problem of run on sentences was not prevalent. Excluding them
already solved the problem of over-representation of sentence length. The infrequent
use of compound sentence rendered the per T-unit and per sentence values very near
to each other. On the whole, the adoption of the sentence as the production unit seems
to be as effective as the T-unit and it seems the sentence can reflect more aptly
features of syntactic complexity at this level. As has been pointed out, the combined
use of subordination and coordination at the sentence level may be a major source of
syntactic complexity at this advanced stage. The T-unit is more limited in charting
these features of complexity or in reflecting the systematic linking of ideas employed
by users for grammatical or stylistic maneuvering.
5. Recommendations for further research
(1) Similar profiles can be established for ESL learners at different stages, for example
according to year of study or age.
(2) SLA research has largely focused on intermediate or upper-intermediate ESL
learners. There is a need to fill the gap of research on advanced learners and
professional users.
(3) It may be interesting to investigate what factors can actually trigger or motivate
syntactic complexity development. For example, would they be elicited because of
the nature of academic writing which demands more explicit, systematic, specific and
accurate information? It will be pedagogically fruitful to explore what kind of tasks
can trigger/elicit or inhibit the use of complex structures.
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Appendix 1: Tables
Table 1: Summary of 18 dependent variables

Elaborate measures

Ratio
measures of
Syntactic
Complexity

Measures

Codes

Meaning

Sentence length

1. w/s

words per sentence

Clause length
T-unit length

2. w/c
3. w/t

words per clause
words per T-unit

Ratio of
sentence types

4. simp/s

simple sentence per sentence

5. com/s

compound sentence per
sentence

6. cplex/s

complex sentence per sentence

7. cocp/s

compound-complex sentence
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Measures

Codes

Meaning
per sentence

Ratio of
Coordination
Ratio of
Embedding (or
subordination)

Complex
nominal
measures

Target advanced
structures

Ratio of
complex
nominals
Length of
complex
nominals
Ratio of
(defining)
relative clauses
in complex
nominals
Use of advanced
structures

8. t/s

T-units per sentence

9. sub/s

subordinate clause per
sentence

10. c/s

clauses per sentence

11. c/t

clauses per T-unit

12. np/s

complex nominals per
sentence

13. wnp/np

words per complex nominal

14. rel/s

relative clauses per sentence

15. part /s

participle structures per
sentence

16. cosb/s

coordinated subordination per
sentence

17. app/s

appositive structures per
sentence

18. ndrel/s

non-defining relative clauses
per sentence

Table 2: Means and standard deviation of the 18 syntactic measures

1.
2.
3.
4.
5.
6.
7.

Code

Meaning of measures

w/s
w/c
w/t
simp/s
com/s
cplex/s
comcp/s

words per sentence
words per clause
words per T-unit
simple sentences per sentence
compound sentences per sentence
complex sentences per sentence
compound complex sentences per
48

Mean values (std.
deviation)
15.74 (2.31)
9.34(1.58)
14.79(2.34)
0.66(0.15)
0.06(0.07)
0.24(0.12)
0.03(0.06)
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Code

8.
9.
10.
11.
12.
13.
14.
15.
16.

t/s
sub/s
c/s
c/t
np/s
wnp/np
rel/s
part/s
cosb/s

17.
18.

app/s
Ndrel/s

Meaning of measures

Mean values (std.
deviation)

sentence
T-units per sentence
subordinate clauses per sentence
clauses per sentence
clauses per T-unit
complex nominals per sentence
words per complex nominal
(defining) relative clauses per sentence
participle structures per sentence
coordinated subordinations per
sentence
appositive structures per sentence
non-defining relative clauses per
sentence

1.07(0.11)
0.64(0.28)
1.71(0.296)
1.60(0.28)
0.34(0.20)
6.81(1.63)
0.09(0.09)
0.05(0.07)
0.02(0.04)
0.00 (0.01)
0.01(0.02)

Table 3: Comparison of selected syntactic measures
Study

Hunt
1965

Hunt
1970

Context

L1

L1

Nippold Hunt
et al
1970
(2005)
L1
L1

Nippold
et al
(2005)
L1

Level

G12

G12

Age 17

Average Age 25
adults

w/s
w/c
w/t
c/s
t/s
c/t
sub/s

16.9
8.6
14.4
--1.17
1.68
--

12.17
7.85
11.3
--1.082
1.441
--

--10.59
--1.56
--

12.17
8.40
11.85
-1.06
1.47
--

--11.04
--1.54
--

Littlewood Yau
and Nga
1991
(1996)
L2(HK)
L2
(HK)
G13
G13

-11.1
------

Tsang
(1996)

This
study

L2 (HK)

L2(HK)

F.1-3
(G7-9)
averaged
-11.54
10.48 7.11
15.54 8.54
---1.30
-1.22
---

College
yr.1

Table 4: Correlation of words per sentence to other 17 variables
Code

Measure

2
3
4
5

w/c
w/t
simp/s
com/s

6
7

cplex/s
cocp/s

words per clause
words per T-unit
simple sentences per sentence
compound sentences per
sentence
complex sentences per sentence
compound complex sentences
per sentence
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Pearson
correlation
0.338
0.791
-0.0508
0.171

Sig

0.250
0.357

0.115>0.05
0.022<0.05***

0.031<0.05 ***
0.000<0.05***
0.001<0.05***
0.284>0.05

15.74
9.34
14.79
1.71
1.07
1.60
0.64

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

Code

Measure

8
9
10
11
12
13
14

t/s
sub/s
c/s
c/t
np/s
wnp/np
rel/s

15

part/s
cosb/s

T-units per sentence
subordinate clauses per sentence
clauses per sentence
clauses per T-unit
complex nominals per sentence
words per complex nominal
(defining) relative clauses per
sentence
participle structures per sentence
coordinated subordinations per
sentence
appositive structures per
sentence
non-defining relative clauses per
sentence

16

17

app/s

18

Ndrel/s

Pearson
correlation
0.243
0.534
0.589
0.449
0.378
0.207
0.244

Sig

0.384
0.078

0.013<0.05***
0.629>0.05

-0.178

0.265>0.05

0.070

0.664>0.05

0.126>0.05
0.000<0.05***
0.000<0.05***
0.003<0.05***
0.015<0.005***
0.195>0.005
0.125>0.05

***statistically significant p<0.0

Appendix 2: A summary of definitions of key terms used for coding
(i) Basic totals
Term
Sentence

Clause
Fragment
Run on
sentence

Definition
whatever a student wrote between a
capital letter and a period or other end
punctuation
a structure with a subject and a finite
verb
a sentence with some obligatory
sentence elements missing
a sentence with two independent clauses
incorrectly written with inappropriate
punctuation or inappropriate connectors

Unclassifiable A sentence which is difficult to make
sentence
sense of or classify(due to errors)

T-unit

`one main clause plus any subordinate
clause or nonclausal structure that is
attached to or embedded in it‘ (Hunt,
1970, p.4).

(ii) Sentence types
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Example
I am smart.

what I want to study
As I am learning translation
now.
In this task, we have to find a
long sentence ourselves, after
finding the sentence, we have
to examine it closely in order
to analyse its structure.
However, frankly speaking,
doing the text analysis is
rather boring for me that I
considered not as useful as
the three things I mentioned
before.
Though I have lecture and
tutorial notes, I still need
more grammar explanation. (a
T-unit consisting of 2 clauses)
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Term

Definition

Example

Simple
sentence
Compound
sentence
Complex
sentence

A sentence having one main finite verb

Peter came into the classroom.

A sentence having 2 main clauses joined
by a coordinator such as `and‘ or `or‘
A sentence having one main clause and
one or more subordinate clauses

Compound
complex
sentence

A sentence involving both coordination
and subordination

Participle
structure

In this research, only participles used as
noun modifiers (example 1) or
postmodifiers (example 2) were counted.
Participle used as noun phrases
(example 3) or complement of
prepositional phrases (example 4) or
premodifier of nouns (example 5) were
excluded.
It included appositive nouns (example 1)
and appositive that clauses (example 2).

Peter came into the classroom
and he greeted the teacher.
Though I have lecture and
tutorial notes, I still need more
grammar explanation when I
revised this subject.
If I read a long sentence from a
magazine or a newspaper and if
I don‘t know how to analyse it,
I don‘t understand the structure
of it.
1. After going home, I did my
homework.
2. The man working there.
3. Learning grammar is
difficult.
4. for seeing him
5. washing machine

Appositive
structure
Non-defining
relative clause

A non defining relative clause has the
function of adding more information
about the preceding NP, but does not
function to identify or define the NP. A
comma is used between the NP and the
relative pronoun.
(iii) target advanced forms

1. The topic language and
gender
2. The saying that he is clear
My father, who is a Chinese
calligraphist, has taught t me a
lot about Chinese culture.

(iv) Complex nominals
Term

Definition

Example

Complex
nominals

Nouns having postmodifiers, e.g.
NP+ prepositional phrase (example
1), NP+ participle structure (example
2), NP+ non-defining relative clause
(example 3)
A defining relative clause has the
function of identifying or defining
the preceding NP. No comma is used
between the NP and the relative
pronoun.

1. the man in front of me
2. the man sitting there
3. the man who was sitting
there

Defining relative
clauses
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Appendix 3: A sample of the longest sentences
[Sample 1]
Therefore, using the new grammar forms in the assignment can check how well I understand the
new grammar forms I have to pay special attention to and I would have a deeper memory if I
made a mistake of it. [40 words, student 17, pretest 1]
[Sample 2]
Also, as English is an inflection language, checking dictionary can help students to know more
about different forms of words or different part of speech of words, and such understanding is
fundamental for them to further study grammar. [38 words, student 27, pretest 1]
[Sample 3]
If teachers correct my work and explain why it should be changed like that, or discuss the
grammatical mistakes I‘ve made, I do think I will have a clear concept and I will not make those
mistakes again. [ 38 words, student 49, pretest 1]
[Sample 4]
It is because a formal grammar lesson is the best environment to learn a complex structure as the
lessons can emphasize on grammar usage, not diversed [sic] by the other parts of English learning
like reading, listening and speaking. [38 words, student 46, pretest 1]
[Sample 5]
It is not a problem if we use the grammar structure wrongly for the first few times, but if we could
remember the mistakes, we may reduce the chance to make it wrong in the future. [36 words,
student 50, pretest 1]
[Sample 6]
When I was in primary school and in the junior form of secondary school, teachers would spend
lessons on talking about grammar, such as sentence structure, tenses, sentence patterns, and how
verbs should be used. [35 words, student 17, pretest 1]
[Sample 7]
The students are, in fact, learning grammar by summarizing what they speak, listen and read
themselves to become grammar rules which is, of course, not as effective as teaching explicit
grammar rule directly. [33 words, student 38, pretest 1]
[Sample 8]
From my own experience, I find that reading grammar textbooks, doing grammar exercise,
memorizing grammar rule, checking dictionaries and the feedback from teachers are the most
important or useful in learning new grammar. [33 words student 27, pretest 1]
[Sample 9]
Honestly, I think those suggestions (a-l) are very useful, but for me, I would like to choose
reading quality English books or magazines, doing grammar exercise and taking a formal
grammar course. [32 words, student 40, pretest 1]
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[Sample 10]
Taking courses is useful as it comprises every week time to go to lessons, which constant time
can be used on learning grammar, and that is what an ideal learning should be. [32 words, student
46, pretest]
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Toward the Development of SWAN
(Student Writing AssitaNt) for Thai learners
Sanooch Segkhoonthod Na-Thalang
Ananlada Chotimongkol
Thepchai Supnithi7
Human Language Technology (HLT) Laboratory,
National Electronics and Computer Technology Center (NECTEC),
Thailand
Abstract
This study reports an ongoing research project at Human Language
Technology (HLT) Laboratory, National Electronics and Computer Technology
Center (NECTEC), Thailand. The main purpose of this study is to survey the use
of computer technologies to enhance English instruction in Thailand. Problems
identified include limited CALL technologies and applications, and commercial
products that are costly and yet cannot serve learners' needs. To solve these
problems, a writing tool called SWAN (Student Writing AssistaNt), is to be
developed to help Thai learners improve their writing skill. SWAN is corpusbased and integrates results from the learner error analysis, which are obtained
with the help of an error tagging tool called EAGLE (Error tAGger for Learners
of English). With the application of natural language processing technologies,
SWAN is expected to help detect errors, suggest a correct alternative, and offer
explanations to Thai learners and thereby help Thai learners of English to write
better.
Keywords: second language learner, learner corpus, writing, error analysis, error
tagging, linguistic tool
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1. Introduction
Since 1996, English has been made a compulsory subject from Grade 1 to Grade 12
in schools in Thailand with the emphasis on developing students‘ language proficiency
for a number of purposes. At the tertiary level, university students are required to take at
least 12 credit hours of English, 6 general English and the other 6 for academic English (4
English courses). With respect to the teaching approach, the shift has been made from
teacher-centered to learner-centered classroom with greater emphasis on independent
work and autonomous learning.
The trend of English instruction in Thailand thus far described is paradoxical in the
least. On the one hand, the importance of English is emphasized to a greater extent and
the awareness of its significance has been growing. On the other, based on Kachru
(1998)‘s circles of English, Thailand is placed in an ―expanding circle‖ where English is
generally restricted to classroom and chances of using English are somewhat limited.
What‘s more, Thai teachers were generally found to have poor or inadequate English
skills (Nunan, 2003), a finding corroborated by our anecdotal evidence from at least 10
years of experience in teaching English. As a result of this, the paradox remains that Thai
learners of English are expected to be good at English for all sorts of reasons and yet it
seems they have to be less reliant on the teachers and more of independent learners.
Those who suffer most from this paradox are Thai people who have studied English for
many years and yet failed to perform well on standardized tests such as the TOEFL
8
exam (Educational Testing Service, 2007, 2008).
2. Rationale of the project
The lack of qualified English teachers in Thailand and the urge to adopt a studentcentered approach have led to the use of technology in the English classroom. Computerassisted language learning, or CALL, has long been incorporated in English classes to
supplement the core traditional instruction. CALL has been recognised for its many
advantages and contribution in ESL classrooms (e.g. Lee, 2000). CALL lessons/materials
have been developed to solidify all English skills. There is one major limitation of CALL,
however. That is, technologies used to create CALL lessons/materials are still not
intelligent enough to deal with productive tasks such as speaking and writing. In other
words, CALL technologies are only capable of comparing and matching learners' answers
with the prepared answers. Sophisticated language learning software exists (e.g. Tell Me
More® and Rosetta Stone®) but it is likely to be costly and developed for a general
audience.

8

The overall TOEFL iBT and paper-based scores are 72 (a 35th percentile ranking), and 500 (25th
percentile) respectively. The percentile ranks for reading, listening, writing and speaking on TOEFL iBT
are 34, 34, 25 and 32 respectively. The percentile ranks for listening comprehension, structure and written
expression, and reading comprehension on the paper-based TOEFL exam are 20, 29 and 22 respectively.
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With respect to writing, good software should not only allow learners to produce
the language freely but also provide them with feedback to improve their skill. However,
most available software developed to enhance writing includes features such as spelling
and grammar check. This can be found in word processing software such as Microsoft
Word. Still, it is not suitable for, and hence not helpful to, language learners for a number
of reasons. First, 'errors' produced by learners are categorically different from 'mistakes'
produced by native speakers (Corder,1981) and learners from one L1 background are
known to produce errors produced by those from another L1 background, an error type
commonly known as interlingual error. Moreover, those softwares with built-in grammar
and spelling check features are primarily developed to create documents, not to enhance
the writing skill. A call for a writing assistant tool specific to Thai learners of English is
therefore a valid one.
3. Survey of existing CALL tools
There are few NLP-based softwares which are fundamentally research projects,
such as FreeText 9, a hypermedia CALL system for intermediate and advanced learners of
French, and BANZAI (Nagata, 2002) for learners of Japanese. Free softwares include
LanguageTool10, a multi-lingual open source style and grammar checker, and
SpellCheckPlus11, an online grammar checker in English. Those that are commercially
available include Check My Words12 (Milton and Cheng, 2010) developed at Hong Kong
University of Science and Technology (HKUST), to help Chinese-L1 intermediate and
advanced EFL learners from both secondary and tertiary levels, WhiteSmoke 13,
SpellChecker14, and Focus Corrector15.
As for the software developed specially for Thai learners of English, Grammar
Checker (Watson Todd, 2009), developed at King Mongkut's University of Technology,
Thonburi, is the only tool we found in our survey. This tool is based on the results of an
error analysis of the learner written corpus using n-grams to compare the language
produced by Thai learners compared with that produced by native speakers of English.
The suggestion system for correction is based on grammar rules derived from learners'
errors and on the statistical results of the analysis.
4. The Student Writing AssistaNt (SWAN) project
The SWAN project funded by National Electronics and Computer Technology
Center (NECTEC) is part of a bigger research project called English as a Second
Language (ESL). The aim of the ESL project is to create tools that help facilitate the
development of two particular skills, namely, pronunciation and writing, since they
9

http://www.latl.unige.ch/freetext/index.html
http://www.languagetool.org/
11
http://spellcheckplus.com/
12
http://mws.ust.hk/mw/account/login.php
13
http://www.whitesmoke.com/
14
http://www.spellchecker.net/
15
http://www.baggetta.com/focuscorrector.htm
10
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involve productive skills that Thai learners seriously lack. The SWAN project, launched
in March 2010, is a two-year project, aiming to develop a writing tool to help Thai
learners. Part of the project is a corpus-based study of Thai learners' English in order to
identify the kinds of errors they typically produce. We follow Corder (1967) in assuming
that the learner language is idiosyncratic and sometimes cannot be accounted for by either
the target language or the L1 grammar. Such idiosyncrasies warrant the term
'interlanguage' (Selinker, 1972) which has since been widely adopted by SLA researchers
to refer to the second learner language. The study of errors produced by Thai learners is
believed to shed some light on learners' learning processes as errors are regarded as
―device[s] the learner uses in order to learn‖ (Ibid, p. 150). Being aware of how Thai
learners perceive the rules of English would make teachers understand the status quo of
classroom learning and thereby provide them effective means to help improve their
English writing skill. Furthermore, bearing in mind the idiosyncratic characteristics of
English produced by Thais and the notion of interlingual errors, it is justifiable to create a
tool that serves specific needs for Thai learners. After all, as Kachru (1998) quite rightly
pointed out, designing teaching materials should take more into account what is specific
to the teaching context at hand than to readily adopt imported materials designed under
different classroom conditions and in different teaching contexts.
1. EAGLE (Error tAGger for Learners of English)
As mentioned above, errors in writing are good indicators of what Thai learners
have difficulty with. A significant process in developing SWAN is to collect as many
errors generated by Thai learners as possible. In order to do so, we have developed a tool,
called EAGLE (Error tAGger for Learners of English). There are some error editors or
tagging softwares available for use (e.g. UCLEE (Université Catholique de Louvain
Error Editor)) or an online annotation system (Yeh, Lo & Huang, 2006). However, they
are not suitable for our immediate purposes. The analysis of learners' errors generally
involves a number of processes, including collecting learners' data, storing the data,
sorting the data, designing a tagset, tagging errors, retrieving errors for further analysis
and so on. Our EAGLE incorporates all the processes deemed necessary for the analysis
of learners' language with the hope that it can offer flexibility to researchers who want to
make use of EAGLE with language learners other than Thai learners of English. The
details of EAGLE are as follows:
5.1 System architecture
Based on the system architecture displayed in Figure 1, EAGLE can be used by 5
groups of users. First, students access the tool in order to provide their profile information
and do an English test to identify their levels of English proficiency. They also provide
the main input, i.e. the writing tasks, for the research project, which then can be directly
uploaded into the system or manually stored (by a typist) in the system in case the
traditional paper-based data collection method is used. The design of a tagset can be
carried out by a tagset creator either before or after the written data are uploaded. Once
created, the tagset will be used by an error tagger who will assign appropriate tags to
identified errors. The results of the tagging appearing in the tagged document, along with
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some statistical results, will be carefully studied by an error analyst whose interpretation
of the results will determine the kind of input necessary for SWAN.

STUDENT

PROFILE AND DOCUMENT
TAGGED DOCUMENT

0
TAG
CREATOR

TAGSET

ERROR
ANALYST

ERROR TAGGING
TOOL SYSTEM

STATISTICS RESULTS
ERROR TAG
ERROR TAGGER

Figure 1 System Architecture of EAGLE

5.2

Sub-systems in EAGLE
In this section, we will report on the sub-systems of EAGLE. As shown in Figure
2, there will be 8 sub-systems when EAGLE is fully developed. So far, 5 sub-systems
have been completed as follows:
a) Document Management
b) Document Assignment
c) Tagset Management
d) Error Tagging
e) Group Management
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Figure 2 Sub-systems of EAGLE

A short description of each sub-system and its interface are shown in the sections that
follow.
A) Document management
Document management (Figure 3) allows the text to enter the system by either
uploading it from a file or directly typing the text in the tool. The topic of the text can be
added, edited or even deleted to allow for effective handling of the input text.

Figure 3 Document Management Interface
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B) Document Assignment
Document Assignment assigns documents to error taggers. It can be divided into 3
parts: [1] lists all the error taggers involved, [2] shows the documents assigned to the
tagger in [1] and [3] shows all the documents yet to be assigned. Given this Document
Assignment, we can assign more documents to taggers, remove some that have already
been assigned and search for documents using different search fields such as topics, or
titles. Figure 4 shows the interface of Document Assignment.

1

2

3

Figure 4 Document Assignment Interface

C) Tagset Management
Figure 5 shows Tagset Management which consists of 3 parts. [1] shows the a
hierarchical tree form of the tagset. [2] displays the details of the tagset and [3] manages
the tagset, including adding more nodes, changing the tag name and deleting tags. The
notion of the hierarchical tree tagset appeals to us since we deem that it can offer a lot of
flexibility in creating a tagset and supporting many tagsets created for different purposes
and from different theoretical frameworks.

60

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

2

1

3

Figure 5 Tagset Management Interface

D) Error Tagging
Error Tagging, shown in Figure 6, is divided into 2 parts, namely, the Tagged Data
Tagging, the part where files are selected for tagging and the part of error tagging. Once a
file is selected and uploaded, the tagger can start tagging errors by selecting tags from the
Tagset Tree Viewer which stores all the tags available [1]. In our design, we require that
the tagger provides the correct form for each error identified. This will be useful for the
analysis later on, especially when we develop SWAN. To achieve a higher degree of
efficiency in tagging, the used tags used are stored either as 'recently used' or 'most used'
for quick access. The words or phrases once tagged will be automatically marked with
superscript numbers which are displayed in the ascending order as shown in [2].
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1

2

Figure 6 Error Tagging Interface

E) Group Management
Group Management (Figure 7) displays some statistical results of the error analysis.
The results can be grouped in accordance with the kinds of errors by types of learners or
by proficiency levels. In other words, Group Management allows users to report the
obtained results to match the research goals and purposes.

Figure 7 Group Management Interface
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In section 5, we have reported the progress of the development of EAGLE which is
a tool significant for the creation of SWAN at a later stage. It is noteworthy to say that
EAGLE is considered a laboratory prototype which has not been tried for its efficiency
and flexibility. One problem we anticipate in carrying out this research project is not so
much the effectiveness of EAGLE but the difficulty in designing error tagsets and in
tagging the learner language, which is out of the scope of the report.
6. Conclusions
The goal of this paper is to report some progress in a research project called
SWAN, which is ultimately a writing assistant tool for Thai learners of English. We
started this project at the beginning of March 2010. In the period of 9 months or so, we
have developed a tool called EAGLE which mainly stores error-tagged written data.
Under EAGLE, we include a few sub-systems considered significant for the analytical
study of second language learners' written texts. Flexibility seems to be a key factor in the
design of EAGLE since we hope that the tool can be used by other researchers with
learners of different L1 backgrounds. Since EAGLE has been developed from open
source software, it can solve the problem of cost and investment which can pose as an
obstacle in carrying out a research project. What remains to be done is to create a welldesigned tagset suitable for Thai learners of English. The lesson we have learned in
developing EAGLE is that disagreement among research team members seems to be
resolved easily when we tried to match the user requirements with the design and
interface of EAGLE. It is far from easy, however, to create a tagset that most, let alone
everybody, will agree on.
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Abstract
Language teaching is becoming more dynamic and more vibrant when
technology can be exploited appropriately in language education. Specifically,
the online forum or OLF has opened up a new horizon for students to express
themselves more frequently in the language courses. The expressions reflect their
understanding of the course content, their critical assessment of what they have
been learning, and their communication abilities in writing as well as speaking.
OLF also contributes to making their essay writing task more meaningful as they
could exchange ideas in a fruitful discussion in addition to improving their
linguistic competence. There are other potential benefits in terms of language
acquisition and language learning process that the students may gain from this
forum. If it is true, in what way would the students improve their language skills
and communication skills? How much English would they have learned in terms
of vocabulary, language structure, and language expressions? What about crosscultural elements that they may encounter? To what extent would they experience
culture shocks in their encounter? This paper will discuss these questions
thoroughly.
Introduction
The denizens of the borderless world today spend most of their waking hours
clicking away on the keypad of an assortment of gadgets that come complete with
Internet connection, from desktop computers to handheld devices. It is also fascinating to
note that most of these users are students. Considering the amount of time that they
allocate on the Internet, it would be good to explore what good it does on their language
proficiency, especially those in the process of acquiring English as their second language
if they are involved in an Internet-based programme in their English lessons.
On that note, as the Internet is gaining more popularity as a tool in English classes
all over the world, many types of programmes and software applications are being lined
up to be chosen from. One of these is online forum (OLF) which utilizes the Internet to
16
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connect students in a discussion on a given theme. The posts are in written form and
retrievable at a later time, making it convenient for students to use it as another tool to
learn language structures. On another level, as the discussion involves a number of
students, OLF also brings in the use of communication skills between them in order to
create an advantageous learning environment. Apart from this, it would also be
interesting to look at the undeniable existence of cultural elements, especially in a class
with students of diverse ethnicities.
This paper thus, intends to investigate the effects that OLF would have on students‘
language and communication skills as well as their exposure to cross-cultural elements.
The questions that would set the path of this paper include (1) in what way would
students improve their language and communication skills? (2) How much English would
they have learned in terms of vocabulary, language structure, and language expressions?,
and (3) How would they react to cross-cultural elements in their OLF discussion? Using a
number of literature review and OLF sessions in class, this paper will examine to what
extent would OLF yield benefits for students in the three aspects.
Literature Review
This section presents a with literature review on previous research done within the
same perimeter of OLF and L2 acquisition. It will be structured chronologically and then,
thematically. The themes are divided into communication skill, language skills and
cultural elements.
Hudson and Bruckman (2002) in their research which centres on Internet-based
SLA community comment that online forum allows ―multiple students‖ (p. 120) to
respond to both the instructor and each other. This is an advantage over the traditional
classroom in which an instructor could only respond to one student at a time. Due to this
multiple responses, Hudson and Bruckman observe that the discussion, with students
actively responding to one another without prompting, is often taken into the students‘
own direction in ways that they find interesting.
Hudson and Bruckman (2002) acknowledge that OLF, with its characteristic delay
between each response, allows students to ―figure out complicate grammar‖ (p. 130) and
correct mistakes before posting it. OLF also helps students in the way they communicate
with each other when they discuss ―vocabulary or grammatical structures‖ (p. 130) that is
found to be tricky. Hudson and Bruckman (2002) see this as a kind of community support
among novice students which motivate and improve language as well as communication
skills. In a class with diverse ethnic backgrounds, the researchers find that students tend
to discuss about their peers‘ cultures that they seldom encounter.
Darhower (2002), in his article that focuses on CMC for L2 acquisition, comments
that because OLF creates a learner-centered community between students of the same
level of L2 proficiency, their communication is enriched by ―mutual interest, social
cohesiveness and group belonging, joking, teasing, experimenting with identities, role
plays, and even playfully insulting each other‖ (p. 273), an advantage to their social and
cultural experiences. In composing responses using their L2, they gain solidarity and
enjoyment besides improving their L2 competency.
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In a similar vein of communication skills, Fernández-García and Martínez-Arbeloiz
(2002) comment that when students negotiate for meaning in giving and receiving
feedback to ―indicate/resolve misunderstandings‖ (p. 291), their communication
contributes to the development of their L2. A forum allows students to discuss at their
own pace with peers of the same language proficiency, giving them more opportunities to
participate actively. It is also argued that this option can accommodate the needs of
individuals as its usage can be incorporated into students‘ personal learning styles
(Nuraihan & Ainol Marziah, 2005).
Johnson (2002) evinces that because OLF discussions are ―text-based and easily
retrievable‖ (p. 71), students have more opportunities to study the language structures on
their own and/or with peers. Within the thematic perimeter of the discussion, it in turn
contributes to more communication between them that subsequently nurtures a supportive
environment for L2 development. A learner-centred environment as such, comments
Johnson (2002), allows students to learn from and be evaluated by peers using their own
evaluation techniques. Johnson adds that this also could be ―a valuable tool‖ for foreign
students to learn and adjust to ―the cultural and academic norms‖ (p. 73) of a particular
university.
Payne and Whitney (2002) comment that because responses are slower in OLF
compared to the fast pace of a conventional classroom, the time that students take in
planning and composing at their own pace benefits their memory in the way that they can
remember language structures better due to the reduced processing demand of parsing,
comprehending and responding using their L2. Payne and Whitney also concur with
Johnson in acknowledging that students can learn more in ―re-reading‖ the posts due to
the nature of OLF in which posts are retrievable. This perpetual learning will later
contribute to their oral proficiency. On the overall language skills, students benefit from
the way OLF enforces the use of language instead of pragmatics such as body language
and non-oral signs which are used in conventional classroom. Payne and Whitney explain
that when students cannot use pragmatics to make their message understood, they will
have ―to experiment with the language‖ (p. 24) to construct comprehensible responses.
This practice with language also comes in the way they try to understand others‘
messages. In the long run, students will achieve better language proficiency due to these
practices and experiments.
Supyan (2008) conducted a study on the use of online forum in his English
language class, involving 30 respondents from the National University of Malaysia for
two semesters in row. He found that the majority of the students admitted that they
benefitted a lot from discussion as they had more opportunities to use the target language
in forum, could learn from another in terms of ideas and language inputs from the
discussion, and could gain more confidence when using the target language in that nonthreatening environment. He concluded that ―If an OLF is practiced properly by taking
into consideration language pedagogical principles, it could promote a bigger zone of
proximal development during the learning process. Although the size of the zone may
vary from one learner to another, depending on individual‘s abilities, learners might learn
and/or acquire new knowledge and skills continuously; subsequently, they might enjoy
becoming autonomous learners as they could explore the possibility of enlarging and
extending their learning and development zone‖ (p.8).
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This Study
Recently, an action research was carried out in an English class that caters for presectional students who had to go through six levels at International Islamic University
Malaysia. Students who participated in this study were those who had to enroll in Basic
English courses before they were admitted to the academic program in the Faculties. At
the end of the semester they had to take an English Placement Test (EPT). The class
consists of local and international students. The latter come from Thailand, Indonesia,
Saudi, Iraq, Yemen, Bangladesh, and the study was conducted in semester 1, 2010/11.
The duration of this study was from week 4 to week 13 (2 August – 19 October 2010).
Conventionally, this course used face-to-face discussion that was limited by time
and space. However, this semester an OLF facility in the IIUM Learning Management
System was employed so that students would have more opportunities to interact with the
target language, exchange ideas, and obtain more language inputs. Essentially, students
were able to communicate more often with friends and their class instructor. This study
seeks to find the answers to the following questions:
1. In what way would students improve their language and communication skills?
2. How much English would they have learned in terms of vocabulary, language
structure and language expressions?
3. How would they react to cross-cultural elements in their OLF discussion?
Each student was required to exchange opinions, share ideas and discuss issues
posted by the instructor. Each week the instructor would post questions or topic of
discussions for the students to participate. The questions or topic of discussions posted
were related to the tutorials, related topics from their textbooks or general questions, for
example, related to the language, and their essay writing assignment. Students were
expected to write two to three drafts of their essay before they produced the final copy. At
the same time, they were allowed to post questions regarding their writing assignment
too. Some questions posted in the forum were derived from the face-to-face discussions.
Students were not graded for their participation; hence, their involvement in the forum
comes from their own initiative.
They were instructed to write two essays; one at the beginning and one at the end of
the research. Two language instructors were appointed to be inter-raters assessing their
essays and assigning a grade for each paper. The assessment of the essay was based on
the IIUM English placement marking scheme. At the end of the semester, students were
asked to answer a questionnaire on the online forum activity conducted in the course and
a series of open-ended questions on their responses to the benefits of the forum in their
writing process.
Results and Discussion
The results are presented and discussed in accordance to the research questions.
Research question 1: Can OLF help students to improve their language and
communication skill?
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First, OLF was perceived helpful by the respondents since it offers opportunities for them
to improve their language competence and communication skills. Examples of students‘
responses are as follows.
Omar: …because writing in on-line discussion is a practice itself, and by doing
exercises under the observation of the teacher, it will make your mistakes and your
friends’ mistakes visible to all of us. So what your teacher can’t see, your friends
may see it.
Leila: Of course, because in on-line discussion you need to see everybody’s when
they are giving their ideas. You can save or copy your discussion and for many
times, you can repeat and reread the statements. You are more free to mention your
opinion without getting stressed.
Idris: If I read any opinions from my friends normally I would comment after
reading. Because the real knowledge is gaining from exchanging ideas
Nuree: I can improve and communicate with other friends. In on-line discussion,
there is also a teacher who is professional to correct my essay and writing as well.
Obviously I can get new ideas or opinions from them. I think I can get benefits to
improve and practice new language myself.
Maryam: In today’s world, people can improve their languages and communication
skills through the participation I on-line discussion especially Facebook which is
the famous website amongst people in the world. We can see that, almost all
people could receive lots of knowledge chatting with each other in on-line
discussion. In short, the participation in on-line may bring the advantages to
people’s lives.
Based on these responses, the study shows that
 The discussion is moderated by the lecturer who is teaching the course.
 Respondents feel free to write what they want since there is no allocation of
marks. This means that they do not feel the exam pressure when writing online.
 Students can read their friends‘ writing and comment on them. This has helped
them to improve their own language ability as well as improve their
communication style.
 The forum emphasizes on the content of the discussion and generate new
understanding and to enlarge as well as extend their learning zone.
 Students feel free to communicate with their friends.
Research Question 2: Does OLF encourage them to use the language as well as improve
their vocabulary, language structure and language expressions?
Respondents agreed that the OLF would help them in using the language as well as
improve their vocabulary, language structure and expressions. Examples of students‘
responses are as follow:
Marina: I can improve my language structure by writing down informally. In my
opinion, students can improve their language, vocabulary and language
expressions whether it is formal and informal. I think the best part is we can use
the language unlimited in on-line.\
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Amirul: By reading and commenting our friends’ work, we can also communicate
virtually thus this make our communication skill improve. Also by reading them, we
can at the same time improve our vocabulary by reading our friends’. Then, we can
find mistakes in sentences structure so we can learn from them.
Omar: …from reading my friends’ sentences on-line, anytime, anywhere, I can
learn important vocabulary or new ones that I have never used before
Nuree: Writing on-line can help pause a while and improve my writing- the
sentence structure, my vocabulary.
Maryam: I think my second is better because when I got some feedback from
friends in the forum, I then refined my paper. Yes, the forum somehow helps me to
improve my essays.
Referring to these responses, we can observe a few things in terms of writing out their
ideas, which are:
 Respondents learn from the language errors and mistakes committed by their
friends
 They practice their writing ability when presenting their views regardless of
whether they might language errors or mistakes
 They can edit their work, thus improving their language ability
 OLF enables them to find resources for their posts, whether in the form of
materials or discussions with the other participants
 The forum has some influences in the students‘ writing
Moreover, this positive influence of OLF in their writings can be seen in the scores
they gained. When their two essays were evaluated by the two raters separately, the
scores for the essays seem to speak for themselves as illustrated in Table 1. For example,
when Student 1‘s essays were examined, it shows that there is an increase in Student 1‘s
scores from Band 5 to Band 6, rated by Rater 1, and from Band 4 to Band 6, rated by
Rater 2.
In other words, observing the scores in Table 1, it implicates that the language used
in the essay must have been improved during the course, and part of the reasons for the
increase in scores is influenced by the OLF. For instance, 22 or 74% of all the students
received higher scores in the second essay as compared to their first essay when rated by
Rater 1and Rater 2.
Table 1: Students‘ essay scores based on inter-raters‘ evaluation
Student
Rater 1
Rater 2
Beginning
End
Beginning
End
1.
Band 5
Band 6
Band 4
Band 6
2.
Band 5
Band 6
Band 5
Band 5
3.
Band 4
Band 5
Band 5
Band6
4.
Band 5
Band 5
Band 5
Band 6
5.
Band 6
Band 7
Band 6
Band 6
6.
Band 4
Band 5
Band 4
Band 4
7.
Band 4
Band 4
Band 4
Band 4
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Student
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.

Rater 1
Beginning
End
Band 4
Band 5
Band 6
Band 7
Band 5
Band 6
Band 5
Band 4
Band 3
Band 4
Band 4
Band 5
Band 5
Band 6
Band 6
Band 5
Band 5
Band 5
Band 4
Band 5
Band 4
Band 4
Band 4
Band 6
Band 5
Band 6
Band 5
Band 7
Band 6
Band 6
Band 6
Band 4
Band 4
Band 6
Band 5
Band 5

Rater 2
Beginning
End
Band 4
Band 6
Band 5
Band 7
Band 6
Band 6
Band 5
Band 4
Band 4
Band 5
Band 4
Band 5
Band 5
Band 6
Band 5
Band 5
Band 5
Band 4
Band 4
Band 5
Band 4
Band 4
Band 4
Band 6
Band 5
Band 6
Band 5
Band 7
Band 6
Band 6
Band 6
Band 5
Band 4
Band 5
Band 5
Band 5

Research Question 3: Does OLF encourage them to know their friends from other
countries better?
Last but not least, respondents found that the OLF conducted in the course could help
them reduce their cultural barriers and at the same time they could learn about each
other‘s culture. For examples:
Fare: Different people come from different places have their own different culture.
Sometimes we may give examples that look okay for us but they may offend our
friends. There are some topics that are not appropriate to discuss for Malaysians
but may be its just fine for others.
Amirul: In OLF we can discuss any topic even when you come from different
culture. In addition, OLF will make you more interested to discover different
culture form others.
Nuree: I can get many ideas from foreign students via internet. When I read some
topics online I can gain and learn new knowledge from many people. Sometimes
their ideas are different but they will make me more interested to know more.
Marina: Some people feel shy to ask question face to face (like me).So with OFL I
feel free to ask any questions from my friends who are not from Thailand about
their culture.
These responses indicate that the forum is a conducive environment for students to
discuss their ideas or selected topics with friends from different countries. By so doing,
they would know one another better, and therefore, their relationship become closer;
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subsequently, they are more willing to communicate with one another using the English
language.
Implications
Due to the range of the IIUM students, OLF which uses online chatting is a shift
from the usual classroom environment. Moreover, considering the amount of time spent
in front of their PCs, Facebooking and playing games, the students are encouraged to
allocate some time for OLF. However, it is noted that the level of interest might not be
overall positive due to the students‘ different attitude in learning, regardless of methods.
Nevertheless, it is not denied that a shift from the usual could motivate students. Kuldip
and Zoraini (2004) also raise the question of long-term commitment, which could be
possible for younger students.
By participating in OLF, the students have managed to increase their
communication efficiency, which they lack in classroom environment. It is fascinating to
note that the students who are quiet in a face-to-face environment act likewise in OLF.
They are encouraged to the fact that they are able to communicate with their friends at
their own prefered time. Nevertheless, some need to be reminded several times that they
are supposed to post for the forum while a small number of the students face difficulties
in using the programme as it involves IT skills. Due to these two shortcomings, the study
does not achieve the satisfactory amount as intended by the researcher. However, with
the IT-savvy younger generation, an OLF might prove to be more appealing than the
common classroom environment.
Apparently, OLF has some contributions in making the students‘ essays better as
they could share their ideas about the content of the essay and discuss some of the
common language problems they face. The increase in scores in the second essay
suggests that the students have benefited from the discussion in the forum. Therefore,
teachers should integrate OLF in their teaching as it offers positive benefits to the
students.
OLF has created a ―virtual community of inquiry‖ (Garrison and Archer, 2001,
p.24) that allows learners to construct experiences and knowledge through analysis of
subject matter, questioning and challenging assumptions. This has helped them to not
only respect other cultures but also understand and agree that some cultures are related to
theirs.
The students also have managed to reduce the unneeded elaborative statements and
repetitions which they face when writing in the classroom or during exams at a given
time. Written communication in OLF necessarily involves exactness, organization of
thought and clear expression since it can be edited frequently.
Conclusion
An issue pointed out by Kuldip and Zoraini (2004) is the availability of equipment
necessary for online learning. This might not be that big a problem considering the
IIUM‘s state-of-the-art equipment in terms of IT. If students could not be trusted to
commit on their own, teachers could always allocate class time to be spent in labs for
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OLF. Kuldip and Zoraini (2004) also mention that a student‘s learning culture (e.g. Asian
students prefer to listen rather than take part in discussions) might also affect
participation in OLF. On the other hand, OLF could provide an alternative for students
for its anonymity. It should be noted that considering students‘ amount of time and
interest (which is colossal) allocated for IT materials, OLF could prove to be a welcome
part of language lessons.
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Abstract
Intercultural awareness is vital for international communication. Thus,
raising intercultural awareness is a pathway in preparing EFL learners for the
global market. To raise EFL learners‘ intercultural awareness, consciousnessraising (C-R) is a necessary factor. In addition, computer-assisted language
learning (CALL) can accelerate learning effectively. This study, therefore,
aimed to empirically examine whether C-R and CALL can raise EFL learners‘
intercultural awareness and international communicative proficiency. The
results of this study indicate these theoretical and pedagogical findings. First,
C-R at the level of noticing helps raise EFL learners‘ intercultural awareness
effectively. Second, CALL helps accelerate awareness-raising in engaging in
intercultural and international communication successfully. Finally, C-R +
CALL instructions are practical to EFL Thai learners with similar contexts to
this study. Future inquiry should replicate this study with EFL learners of
different contexts.
Keywords: intercultural awareness, international communication, consciousness-raising
(C-R), and computer-assisted language learning (CALL)
Introduction
Intercultural awareness is vital for international communication. Thus, raising
intercultural awareness is a pathway in preparing EFL learners for the global market.
Theorists and researchers (Kramsch, C. 1993; Byram, M., Morgan, C. et al. 1994; Byram,
M. 1997; Hinkel, E. 1999; Pennycook, A. 1994, 2001; Block, D. and Cameron, D. 2002)
agree that raising intercultural awareness is needed, which can be achieved through
consciousness-raising (C-R). Practically, C-R is an attempt to raise learners‘ awareness
or consciousness to perceive information, notice it, and turn it into understanding or
learning. To raise awareness is to draw the learners‘ attention specifically to the target
language. Prior research on C-R (Alanen, 1995; Izumi, Bigelow, Fujiwara, & Fearnow,
1999; Jourdenais, Ota, Stauffer, Boyson, & Doughtly, 1995; Izumi, 2000; Jourdenais,
17
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1998; Leow, 1993, 1995, 1997; White, 1998) reveals that raising awareness can increase
language proficiency, especially in SLA and EFL contexts. Sa-ngiamwibool (2007a,
2007b, 2008a, 2008b, 2008c, 2009a, 2009b, 2009c, 2009d, 2009e, 2009f, 2010a, 2010b,
2010c, 2010d, 2010e, 2010f) has conducted several research studies to examine the
effects of C-R in Thai contexts and noted that C-R is very useful and effective for raising
Thai language learners‘ awareness.
Drawing upon prior research, this present study, with a wider, deeper, and more
practical scope, incorporated CALL and intercultural awareness with the main purpose of
empirically examining how C-R increases Thai learners‘ intercultural awareness for
international communication. Specifically, this present study was different from those
prior studies for the following reasons. First, this study did not solely investigate the
effect of C-R on linguistic awareness but included intercultural awareness as a necessary
factor for increasing the learners‘ communicative proficiency. The position of this present
study was that increase in intercultural awareness leads to increase in communicative
proficiency. Second, this study also included a disagreement on which level of C-R all
kinds of learning including awareness, acquisition, and proficiency can occur. C-R is a
learning process which includes four factors, consists of: perceiving, noticing,
discovering, and understanding. For some theorists, learning can occur at the basic level
of perceiving while, for the others, learning occurs at the higher level of noticing. There
is no consensus on this issue. This study added this issue as a key factor in the research
design. Lastly, computer-assisted language learning (CALL) was added into the design.
CALL is useful for accelerating learning and will be more useful with a theoretical
guidance. This study therefore compared the effects of CALL only to those of CALL
with a theoretical guidance. This study was drawn upon on these features with the
following purposes of study.
Purposes of the Study
The main purpose of this investigation was to primarily examine the effects of C-R
and CALL on EFL learners‘ intercultural awareness and international communicative
proficiency, with five specific purposes:
2. To examine the effects of C-R and CALL on the learners‘ intercultural awareness
3. To examine the effects of C-R and CALL on the learners‘ international
communicative proficiency
4. To explore the learners‘ attitudes toward intercultural awareness
5. To assess the learners‘ international communicative proficiency
6. To determine the instructions for raising intercultural awareness for international
communication
Methods
Population and subjects
The population was second-year students at Krirk University who studied business
courses in the first semester of the academic year 2010. The students who had studied
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abroad or taken TOEIC and TOEFL tests were excluded. The subjects were 120 students
randomly assigned into four different groups, each of which consisted of thirty students.
Design of the study
This study used a pretest-posttest, experimental design with four experimental
groups, each of which was assigned these treatments:
Group 1: C-R at the level of perceiving + CALL
This group received C-R instructions at the level of perceiving and CALL
instructions.
Group 2: C-R at the level of noticing + CALL
This group received C-R instructions at the level of noticing and CALL
instructions.
Group 3: C-R-only instructions at the level of noticing
This group received only C-R instructions at the level of noticing. No CALL
instructions were given to this group.
Group 4: CALL-only instructions
This group received CALL instructions. C-R instructions were assigned to this
group.
Instruments
This study used these instruments to elicit information.
C-R instructions at the level of perceiving
C-R instructions were constructed to raise the learners‘ intercultural awareness.
These instructions gave no directions to search for and focus on the given intercultural
clues in various linguistic and cultural contexts. Below is a sample.
Directions: Using the following expressions and vocabulary to make suggestions or
talk about the geographical location of the market for products will leave a more
professional impression.
Situation 1: Making suggestions and talking about the geographical location of the
market
Inappropriate: I sell in a small place.
We want to sell everywhere in Thailand.
Appropriate: We market in a limited geographical area.
Our products are distributed nationwide.
C-R instructions at the level of noticing
C-R instructions at the level of noticing would specifically draw the subjects‘
attention to search for and consciously focus on the underlined clues. Below is a sample.
Directions: Using the following expressions and vocabulary to make suggestions or
talk about the geographical location of the market for products will leave a more
professional impression. Compare the following words and expressions. Notice the
underlined clues and share with the others in your group why the former set of words
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and expressions is not appropriate in terms of intercultural communication.
Situation 1: Making suggestions and talking about the geographical location of the
market
Inappropriate: I sell in a small place.
We want to sell everywhere in Thailand.
Appropriate: We market in a limited geographical area.
Our products are distributed nationwide.
CALL instructions
CALL-only instructions drawn from English Discoveries Program, a computerassisted program for self-access learning, were constructed to increase the learners‘
international communicative proficiency. Below is a sample.
Directions: Listen to the following radio advertisement and write a short answer to
the questions.
- Are you annoyed by high interest rates? Do you ever need help keeping track of
your financial records? Do you wish you could overdraw on your account without
seeing your checks bounce? If you answered ―yes‖ to any of the above questions, it‘s
time for you to check out ―Bank-Plus‖ at ABC Finance Bank. For just a small
monthly fee, you‘ll get high-quality service to help you manage your bank account.
But don‘t take it from me. Listen to one of our satisfied customers:
- At ABC Finance Bank, there‘s always someone who helps me understand my
statements and keeps an eye on my investments. The people there really care about
me. Also, since the bank double-checks everything, errors which in the long run could
cost me a lot of money are avoided. As long as my money is at ABC Finance Bank,
my savings are secure.
- ABC Finance Bank likes to be known as the bank that cares about you as well as
your money. That‘s a bank to invest in. Why don‘t you check us out? Now that you
know more about us, you‘ll be glad you did.
Questions: What is the ad primarily talking about?
Pretests and posttests on intercultural awareness
These tests were constructed to assess the learners‘ intercultural awareness. There
were two sets: item-by-item and overall.
Item-by-item pretests and posttests
These tests were assigned to each group before and after each instruction. The
posttests were constructed in parallel with the pretests.
Directions: Starting the negotiations appropriately can create a professional
impression. To show that you are ready to seriously start negotiations for future
business dealings, which of the following is more suitable for starting negotiations?
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Pretest
A. You are still interested, I take it?
B. Do you want to do business with us?
Posttest
A. I can talk about the contract now.
B. So, shall we get down to business?
Overall pretests and posttests
These overall pretests and posttest assigned to each group before and after the
experiment were drawn from the item-by-items pretests and posttests.
Pretests and posttests on international communicative proficiency
These tests were constructed to assess international communicative proficiency.
They were drawn from the listening part of TOEIC (Test of English for International
Communication), consisting of two sets: item-by-item and overall.
Item-by-item pretests and posttests
These tests were assigned to each group before and after the instructions each week.
Below are samples.
Directions: In this part, you will hear short conversations between two people, and
you will read a question about each conversation followed by four answers. Choose
the best answer to each question.
Pretest
W: It‘s a new outfit, working out of Budapest. It has some good people, a
good product, and shows a lot of promise.
M: Do you really think so?
W: Well, let‘s just say, there‘s a lot of money behind it, so if it doesn‘t
succeed, it won‘t be because it didn‘t have a chance.
What are these people discussing?
A. A new company B. A new product
C. A tour program D. A business arrangement
Posttest
W: Where should we go for vacation this year?
M: I was thinking Canada would be nice. What do you think?
W: That‘s a good idea! We haven‘t been to Canada for years.
What are the couple discussing?
A. A news item
B. Visiting a friend
C. A sports event
D. Vacation plan

Overall pretests and posttests
These overall pretests and posttests assigned to each group before and after the
experiment were drawn from the item-by-items pretests and posttests.
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Questionnaire
This questionnaire elicited the learners‘ attitudes toward the effects of the different
types of instructions on their intercultural awareness.
How much can the assigned instructions raise your intercultural awareness?
___ Very much ___ Much ___ A little ___Very little ___Not at all
Interview
The learners were required to assess their own international
communicative proficiency.
To what extent can you understand in terms of face-to-face communication?
Data collection and analysis
For data collection, the four experiment groups followed these procedures: pretests,
instructions, and posttests. All groups were assigned overall pretests and posttests before
and after the experiment. During the experiment, they were assigned item-by-item
pretests and posttests before and after each instruction. All groups were assigned to
complete the procedures of each instruction in thirty minutes. After the overall posttests,
all groups completed a questionnaire to elicit their attitudes toward their instructions.
After the completion of the questionnaire, the subjects had an interview about
communicative proficiency. The data collection lasted fourteen weeks.
For reliability and validity check, this study followed these steps. First, the
instruments constructed on the purposes of study were sent to five judges for content
validity check. The contents were then adjusted to their advice, tried out, and tested by
Alpha Cronbach Coefficient. The result of reliability check was 0.790, indicating
moderate reliability. For the international communication proficiency drawn from
TOEIC, there was no validity check of the test. The result of reliability check was 0.920.
The data analysis consisted of scoring procedure and statistical analysis. In the
scoring procedure, counts of pretest and posttest scores were compared. 1 point was given
every time when the subjects could give a correct answer and 0 when they could not. In
the statistical analysis, an ANCOVA analysis was chosen for data analysis in order to
control extraneous factors (e.g. prior knowledge) and compare the differences among the
groups.
Results of the study
An ANCOVA analysis was performed on the data and the results of the data
analysis are shown based on the research questions.
Research question 1: Are there increases in posttest scores on intercultural awareness
among the different types of instructions manipulated by the presence and absence of C-R
and CALL instructions?
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Table 1: Adjusted means (and standard deviations) for intercultural awareness
_____________________________________________________________________
Instructions
Item-by-item
Overall
___________________
________________________
Pretest
Posttest
Pretest
Posttest
_____________________________________________________________________
C-R perceiving
+ CALL

5.3333
(1.06134)

20.0667
(1.96404)

4.3000
(1.51202)

23.8667
(2.01260)

C-R noticing
+ CALL

5.5000
(1.19626)

24.5333
(1.27937)

4.4667
(.93710)

25.2667
(1.77984)

C-R noticing-only

5.6000
(1.24845)

18.2333
(19.65335)

4.3333
(1.12444)

19.0667
(3.34664)

CALL-only

4.9000
(1.32222)

10.5667
(1.75545)

4.3667
(1.09807)

10.8000
(3.34664)

____________________________________________________________________
Table 1 reveals that the C-R noticing + CALL group performed on item-by-item
tests significantly better than the C-R perceiving + CALL group, the C-R noticing-only
group, and the CALL-only group. The ANCOVA analysis on the total score on posttest
yielded a significant main effect for the C-R noticing + CALL group, F (4, 30) = 5.414, p
< .05, for the C-R perceiving + CALL group, F (4, 30) = .129, p < .05, for the C-R
noticing-only, F (4, 30) = .167, p < .05, and for the CALL-only group, F (4, 30) = 1.138,
p < .05. Interestingly, the results of overall tests were consistent with those of item-byitem tests, the C-R noticing + CALL group performed significantly better than the C-R
perceiving + CALL group, the C-R noticing-only group, the CALL-only group. The
ANCOVA analysis on the total score on posttest yielded a significant main effect for the
C-R noticing + CALL group, F (4, 30) = .810, p < .05, for the C-R perceiving + CALL
group, F (4, 30) = 1.182, p < .05, for the C-R noticing-only, F (4, 30) (4, 30) = 2.250, p <
.05, and for the CALL-only group, F (4, 30) = .012, p < .05. This indicated that C-R at
the level of noticing and CALL had effects on learners‘ intercultural awareness.
Research question 2: Are there increases in posttest scores on international
communicative proficiency manipulated by the presence and absence of C-R and CALL
instructions?
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Table 2: Adjusted means (and standard deviations) for communicative proficiency
_____________________________________________________________________
Instructions
Item-by-item
Overall
_____________________ __________________________
Pretest
Posttest
Pretest
Posttest
_____________________________________________________________________
C-R perceiving + CALL

6.2000
(1.39951)

22.1667
(1.68325)

5.6607
(1.31131)

22.6000
(2.51341)

C-R noticing + CALL

6.1000
(1.53914)

25.4667
(2.06253)

5.4000
(1.00344)

24.7333
(1.33735)

C-R noticing-only

6.9000
(1.21343)

12.5667
(2.09981)

5.7333
(2.01603)

18.2000
(2.49689)

CALL-only

6.6000
(1.30252)

19.2667
(2.09981)

5.1667
(1.46413)

22.0000
(2.66523)

____________________________________________________________________
Table 2 reveals that the C-R noticing + CALL group performed on item-by-item
tests significantly better than the C-R perceiving + CALL group, the CALL-only group,
and the C-R noticing-only group. The ANCOVA analysis on the total score on posttest
yielded a significant main effect for the C-R noticing + CALL group, F (4, 30) = .024, p
< .05, for the C-R perceiving + CALL group, F (4, 30) = 6.081, p < .05, for the CALLonly group, F (4, 30) = 5.776, p < .05, and for the C-R noticing-only, F (4, 30) = 1.198,
p < .05. Similarly, the results of overall tests were consistent with those of item-by-item
tests, the C-R noticing + CALL group performed significantly better than the C-R
perceiving + CALL group, and the CALL-only group, the C-R noticing-only group. The
ANCOVA analysis on the total score on posttest yielded a significant main effect for the
C-R noticing + CALL group, F (4, 30) = .160, p < .05, for the C-R perceiving + CALL
group, F (4, 30) = .330, p < .05, for the CALL-only group, F (4, 30) = .435, p < .05, and
for the C-R noticing-only, F (4, 30) = 2.854, p < .05, and for the C-R noticing-only, F
(4, 30) = 22.032, p < .05. This indicated that C-R at the level of noticing and
CALL had effects on learners‘ international communicative proficiency.
Research question 3: What are the learners‘ attitudes toward the effects of instructions
on their intercultural awareness? The results of their attitudes were grouped as shown in
the following table.
Table 3: Percentages (and raw scores) of attitudes toward CALL
_________________________________________________________
Positive
Neutral
Negative
_________________________________________________________
C-R perceiving + CALL 5.4 (2)
27.0 (10)
48.6 (18)
C-R noticing + CALL
72.9(27)
5.4 (2)
2.7(1)
C-R noticing-only
0.0 (0)
43.2 (16)
37.4 (14)
CALL-only
5.4 (2)
24.3 (9)
51.3 (19)
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Table 3 shows the learners‘ positive responses to the instructions as follows: C-R
noticing + CALL (72.9%; n = 27), C-R perceiving + CALL (5.4 %; n = 2), and CALLonly (5.4 %; n = 2) respectively. This indicated that the majority (83.7%) of the subjects
had positive attitudes towards C-R and CALL.
Research question 4: What is the learners‘ international communicative proficiency in
terms of face-to-face communication? Below are samples of their self-assessment
qualitatively analyzed from their interviews, ranking from the most to the least
proficiency.
A learner in C-R noticing + CALL group is able to: (a) handle task-oriented
communications; (b) participate in and react to simple intercultural business
conversations; (c) maintain fact-to-face communication; and (d)create with the language
as real autonomous speech.
A learner in C-R perceiving + CALL group is able to: (a) handle
basic and uncomplicated communications; (b) initiate and respond to statements and
questions; and (3) generally create with the language when reacting to questions.
A learner in CALL-only group is able to: (a) handle simple questions and
uncomplicated statements; (b) participate in simple conversations about more than
immediate and personal needs; and (c) use limited basic conversational strategies.
A learner in C-R noticing-only group is able to: (a) handle simple questions and
statements related to the job-related responsibilities; and (b) demonstrate a limited ability
to expand speech.
Research question 5: What instructions are effective for raising intercultural awareness
and increasing international communicative proficiency?
Based on the research questions mentioned above, it is obvious that the C-R
noticing + CALL instruction can help raise the learners‘ intercultural awareness and
increase their international communicative proficiency more effectively than other
instructions. In addition, the learners of the instruction show more positive attitudes than
those of the other instructions. Moreover, the instruction can enhance the learners‘
international communicative proficiency in terms of face-to-face communication more
successfully than the other instructions. Drawing upon the results of all research
questions, it can be conclusively determined that the C-R noticing + CALL is the most
effective instruction for raising intercultural awareness and increasing international
communicative proficiency.
Conclusion
The results revealed several major findings based on the purposes of the study and
the research questions.
First, in general, C-R and CALL have effects on EFL learners‘ intercultural
awareness and international communicative proficiency. As shown in research questions
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1 and 2, the four instructions have different effects on intercultural awareness and
international communicative proficiency.
Second, the four instructions have different effects on intercultural awareness and
international communicative proficiency. On intercultural awareness, as shown in
research question 1, the instructions with C-R performed over the instructions without CR. The higher performances of the C-R perceiving + CALL, the C-R noticing + CALL,
and the C-R-only on intercultural awareness over the CALL-only may result from the
effects of C-R. This indicated that C-R has higher effects on awareness than CALL. On
the other hand, CALL has higher effects on international communicative proficiency than
C-R. As shown in research question 2, the instructions with CALL performed over the
instructions without CALL. The higher performances of the C-R perceiving + CALL, the
C-R noticing + CALL, and the CALL-only on international communicative proficiency
over the C-R-only may result from the effects of CALL.
Third, this study indicated that the different C-R instructions have different effects
on the learners. As shown in research questions 1 and 2, the C-R at the level of noticing +
CALL performed over the C-R at the level of perceiving + CALL. This higher
performance may result from the effects of noticing over perceiving. It can be concluded
that C-R is needed and C-R at the level of noticing is more effective than C-R at the level
of perceiving.
Fourth, this study indicated that CALL helps accelerate the effects of C-R. As
shown in the results of research questions 1 and 2, the addition of CALL to C-R either at
the level of perceiving or at the level of noticing and the CALL-only performed over the
C-R-only. This indicated that CALL is effective for accelerating C-R. On the other hand,
CALL without a theoretical guidance was less effective. As shown in the results of
research questions 1 and 2, the CALL with C-R as a theoretical guidance performed over
the CALL without C-R. It can be concluded that this higher performance may result from
the acceleration of CALL.
Fifth, the instructions either with or without C-R and CALL have different effects
on the learners‘ attitudes. The instructions with C-R and CALL have more positive
attitudes toward intercultural awareness than those without C-R or CALL, one of which
showed no positive attitudes at all. The C-R at the level of noticing showed the highest
positive attitudes of all as shown in the results of research question 3. It can be concluded
that the C-R at the level of noticing is the most preferred instruction of all.
Sixth, on self-assessment of international communicative proficiency, the learners
of the instructions with C-R and CALL are likely to succeed in face-to-face
communication more than those of the instructions without C-R or CALL. Of all
instructions, the self-assessment of the C-R at the level of noticing revealed the highest
proficiency as shown in the results of research question 4. It can be concluded that the
instruction may be the most effective for increasing the learners‘ international
communicative proficiency.
Finally, on effective instructions for EFL learners, a collective pool of information
drawn upon the results of research questions 1-4 obviously shows that the C-R noticing +
CALL which yielded the highest performances of all instructions. This suggested that the
instruction is effective for raising learners‘ intercultural awareness and increasing their
international communicative proficiency in EFL contexts.
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Discussion
The results of this study were consistent with those of the prior study (e.g. Alanen,
1995; Izumi, Bigelow, Fujiwara, & Fearnow, 1999; White, 1998; Jourdenais, 1998;
Jourdenais, Ota. Stauffer, Boyson, & Doughtly, 1995; Izumi, 2000; Jourdenais, 1998;
Leow, 1993, 1995, 1997; Sa-ngiamwibool, 2007a, 2007b, 2008a, 2008b, 2008c, 2009a,
2009b, 2009c, 2009d, 2009e, 2009f, 2010a, 2010b, 2010c, 2010d, 2010e, 2010f) that C-R
is useful for raising learners‘ awareness and thus the strategy is an effective tool for
developing L2 learning. This present study was consistent with the studies in EFL Thai
contexts by Sa-ngiamwibool (2007a, 2007b, 2008a, 2008b, 2009a, 2009b, 2009c, 2009d,
2009e, 2009f) that the groups with C-R outperformed the groups without C-R in all
aspects of study.
Pedagogical and theoretical implications
This study indicates at least three pedagogical implications. First, C-R is a feasible
pedagogic strategy and C-R at the level of noticing helps raise EFL learners‘ intercultural
awareness more effectively than C-R at the level of perceiving. Second, CALL helps
accelerate awareness-raising in engaging in intercultural and international communication
successfully. Finally, C-R (especially at the level of noticing) + CALL instructions are
effective tools for EFL Thai learners and other EFL learners with similar contexts. For
theoretical implications, this study indicates that learning can occur both at the level of
perceiving and at the level of noticing. Since noticing yields higher performance than
perceiving, instructors as designers should focus on noticing to make learning the most
effective for their learners.
Suggestion for further inquiry
Future inquiry should replicate this study with EFL learners of different situational
and linguistic contexts.
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Abstract
The integration of information and communication technology (ICT) into
English teaching totally changes the traditional paper and platform (classroom)
based training that has been used for decades. More and more higher education
institutes in Taiwan are investing money to establish E-learning programs in the
hope that students can greatly improve their English and then pass proficiency
tests by regularly using those e-learning programs. Supported by ICT
technology, E-learning offers students self-paced learning whereby learners can
control their schedules and have opportunities for repeated practice, and it is
presumed to be a round-the-clock teaching aid to EFL students. After
investigating the success and failure of e-learning programs, the author argues
in this paper that E-teaching programs do not benefit EFL students to the degree
anticipated given the fact that impersonal technology and machines can never
successfully take the ―facilitator‖ role that should be played by a teacher
(Harmer, 2000). After all, the human dimension of the teaching profession
cannot be replaced by technology, but it can be supported and enhanced by
technology.
Keywords: Information & Communication Technology (ICT), E-Learning, EFL Teaching
1. Introduction
With the advent of computer technology, E-Learning has played an increasingly
important role; especially in higher education as more and more college students rely on
computers for learning and many higher education institutions are using Information and
Communication Technology (ICT) to develop course materials, deliver and share the
course content, lectures and presentations; facilitate communication among lecturers and
students; conduct research; and provide administrative and management services.
E-learning is closely associated with ICT, and the former will achieve nothing
without the support of the latter. Therefore, when we talk about E-learning, ICT will
automatically come into our mind. ICT can support learning in a number of ways. ―It
can facilitate communication, increase access to information, provide greater access to
18
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learning for students with special educational needs, model and stimulate a range of
scientific phenomena, and generally motivate students, develop problem solving
capabilities and aid deeper understanding‖ (Selinger, 2001, p.42). With so many
advantages, ICT has soon captured the attention of educators and is seen as an essential
and urgent investment in higher education by school authorities.
Undeniably, in this climate of educational and societal changes surrounding the
introduction of ICT and E-learning, ―the teacher often falls between two classifications—
that of a conservative resister of change, or that of a pioneer and interpreter of change.‖
(Watson, 2003, p. 30). It is understandable why many teachers have mixed feeling
towards ICT and E-learning. In one way, they want to use the technology to lessen their
teaching workload, as ―using technology effectively in the classroom will enable teachers
to be more successful‖ (Means & Olson, 1993). On the other hand, they do not want to
see their traditional teaching role being taken away by E-learning. However, whether you
like it or not, teachers today need to realize that in the computer age, it is an irreversible
trend that ICT and E-learning are being integrated into our teaching today.
The use of ICT in English teaching is praised by many language teachers. Some
even advocate that E-learning is the least expensive and the most effective way for EFL
students to learn English as they are able to learn according to their own schedules and
are not bothered by economic constraints. Recently, schools of all levels have been
encouraged to pour money into the establishment of E-learning systems to assist English
learning in the hope that students‘ English proficiency will be quickly improved.
The purpose of this study is to find out whether E-learning programs do benefit EFL
students in their learning of English to the degree anticipated. Following the
introduction, a literature review will cover the pros and cons of ICT and E-learning. The
methods used in this study will be described in section three. Section four will give
details of the data collection and analysis. Results and discussion will be elaborated in
section five. Finally, the conclusion will evaluate the significance of the findings in
section six. One of the limitations of this study is that, due to the constraints of time and
budget, it was not able to take a comprehensive sample from students of various
colleges/universities around the country.
2. Literature Review
With the development of internet and computer technology, e-Learning has
received a great deal of attention since the 1990s and has also become an important focus
in the field of education (Brown and Johnson-Shull, 2000; Cerny and Heines, 2001).
Because of its convenience and easy accessibility, schools of all levels have made
significant commitments to the procurement of e-Learning programs for English learning
in the hope that students‘ English proficiency will improve.
2.1. What is “e-Learning”?
Today, when we are used to enjoying the convenience of e-Learning programs, few
of us actually realize what e-Learning entails. For this question, answers vary. According
to Palloff and Pratt (1999), ―Electronic learning or e-Learning is a general term used to
refer to computer-based learning‖ (pp.15-16). He believes that e—Learning has
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introduced a whole new set of physical, emotional and psychological issues along with
educational issues.
Another definition of e-Learning given by the European e-Learning Action Plan is
as follows: ―the use of new multimedia technologies and the Internet to improve the
quality of learning by facilitating access to resources and services as well as remote
exchanges and collaboration.‖ ICT first emerged as new concepts, tools and resources in
communication and few teachers ever realized that it would be widely applied and even
bring revolutionary changes to education.
Regarding the close relation of ICT and e-Learning, Clark (2004) asserts that ―e-Learning
is a general term covering many different approaches that have in common the use of
information and communication technology‖ (p. 2). Even though there are many other
terms for e-learning, its ICT- based nature is unchanged. Jones (2003) puts it this way,
―E-learning, digital learning, computer enhanced learning, no matter which tag is applied,
all aim to exploit web-based technology to improve learning for students‖ (p. 66). With
its features of convenience and easy accessibility supported by ICT, e-Learning can
simply be viewed as: ―online access to learning resources, anywhere and anytime‖
(Holmes, 2006, p. 14).
2.2. Advantages of “e-Learning”
Of course, modern teachers are not supposed to be technicians, but they are required
to have basic knowledge of computers. Only after they know the capabilities and
limitations of ICT can they make the most of e-learning. It is widely presumed that ICT
provides new opportunities for both teachers and students to enrich their teaching and
learning experiences through virtual environments. The most important aspect of all is
that it can support learning in a number of ways.
For the benefits of e-learning, Clarke (2004) asserts that learners have freedom of
choice over ―place, pace and time‖ (p. 32). Lipshitz & Parsons (2008) also indicate that
―key advantages of e-learning are flexibility, convenience and the ability to study at one‘s
own pace at any time and any place where an internet connection is available‖ (p. 64).
The main benefit of e-learning lies in its extension of the limits in time and space for
language learning which is what traditional teaching fails to do.
Apart from the flexibility and convenience, e-learning also provides the
opportunity for ―repeated practice and ease of review‖ (Long, 2004, p. 69), which are
essential in the learning of foreign languages.
2.3. Disadvantages of “e-Learning”
―One disadvantage of e-learning is the lack of face to face interaction‖ (Bjork,
Ottosson and Thorsteinsdottir, 2008, p. 142). E-learning provides a virtual learning
environment to learners, in other words, students can only get online guidance and
direction, and this “leads to the lack of teacher supervision which traditional teaching can
provide‖ (Wang, 2007, p. 38).
Another problem of e-learning is that web and software development can be
expensive and schools of all levels might have to invest much money in it if they want to
have a sound e-learning system. Noteworthy is that countries that are not in the ―rich
men club‖ will lag far behind and even be excluded in the most up-to date pedagogical
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techniques. Even in a wealthy country like the UK, only 48% of households have
Internet access (Catherall, 2005, p. 18).
Finally, technological problems might be another factor we need to address in elearning. ―Even students with extensive technology experience can become confused and
lost on the Web‖ (Roberts, 2004, p.77). To encourage learners to use e-learning
programs, technicians need to work out more user-friendly system.
3. Methodology
3.1. Research Design
This study employs both qualitative and quantitative research methods. Major
methods used include interviews and questionnaires. Data were all collected from
teachers and students of the Applied English Department of a Polytechnic University
located in the suburbs of Taipei, Taiwan in 2010.
3.2. Participants
123 senior students in three different classes were included in the questionnaire
survey. In terms of their education and age, they are quite a homogeneous group. 76 of
these students held an A1 or A2 certificate (Elementary Level) determined from various
English proficiency tests, like General English Proficiency Test (GEPT), TOEIC, or
IELTS, 30 held a B1 (Pre-intermediate Level) certificate and 17 a B2 (Intermediate
Level) certificate. Based on their English level, students were assigned to three different
groups. Students in Group A were those holding an A1 or A2 certificate; students in
Group B had a B1 certificate; and students in Group C a B2 certificate.
Figure One: English Proficiency Level of the Three Classes
35
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25
Class A (Chin)

20

Class B (Lao)
Class C (Pu)

15
10
5
0

Apart from students, ten teachers (including two English native-speaking teachers
and eight Chinese teachers) were interviewed to get their view on English e-Learning
programs. As for educational background, seven of the ten teachers held a doctoral
degree (two from local universities and the other five from foreign universities). Eight of
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the ten teachers had more than five years teaching experience and the other two over ten
years.
At present, there are five on-line English learning programs in the university‘s
homepage, and those programs were procured in the short span of six years. Why does
the university need to have so many English e-learning programs? In order to further
understand the procurement policy and decisions of English E-learning programs in the
university, an interview was conducted with the incumbent Director of Applied English
Department and the Director of the Language Center and also their predecessors so as to
have a comprehensive picture of the university‘s procurement policy of English elearning programs.
3.3. Instruments
The instruments used in this study include a questionnaire, in which students were
first asked to provide their background information, and then were asked four questions
related to their view on E-learning programs for English learning. The survey was
conducted from Oct. 4 to Oct. 20, 2010 and was done in three different classes taught by
the author. The questionnaire was given to students who were given 10 minutes to
complete the survey in class. Of the 141 questionnaires given out, 123 valid ones were
returned. 12 students were absent on the day, and 6 students refused to answer for
various reasons. (For the detailed questionnaire, see Appendix One)
On the other hand, in conducting an interview with teachers, the interview question
outline (See Appendix Two) was formulated beforehand, then each interviewee spent 3040 minutes with the interviewer to answer the first 6 questions. However, two teachers
with administrative duties, were given two more questions on the decision making policy
of procurement of English e-learning programs.
4. Data Collection and Analysis
As mentioned above, this research adopts both quantitative and qualitative methods,
data collected was analyzed accordingly. In quantitative research, data collected from a
questionnaire was used to analyze students‘ views on e-learning programs (for details, see
Appendix A). In qualitative research, on the other hand, teachers‘ views on those
programs were gathered through interviews (for details, see Appendix B).
4.1. Quantitative
At present, there are five English e-learning programs on the homepage of the
university‘s website: AMC E-Learning, E-Touch, Easy Test, APPC TOEIC and
English/Japanese Self Taught. Almost every one or two years, the university procures a
new English e-learning program. Most of the English self-learning software programs
bought by the university contain both teaching materials and also test banks for TOEIC
and GEPT, except for APPC TOEIC which only provides 12 TOEIC simulation tests.
Of the 123 students who answered the questionnaires, almost 85% (104) had used Etouch, and 37% (45) had used Easy-Test. As for the other three e-learning programs,
only 16% (20) of the students had used APPC TOEIC, 15% (19) of the students used
AMC E-Learning and none of the students ever used English/Japanese Self Taught. In
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other words, those e-learning programs were seldom used and were even unknown to the
students of this university. The following chart shows how many senior students used
those English e-learning programs.
Chart One: Number of Students that Had Used English E-Learning Programs
ELearning
Programs
Bought in
Students
Ever Used

AMC ELearning

E-Touch

Easy Test

APPC
TOEIC

English/Japanese
Self Taught.

2010
19/123

2008
104/123

2007
45/123

2005
20/123

2004
0/123

As for the frequency of usage, of the 123 students, none used the e-learning
programs every day, and only one used those programs 20-30 times/month. Three
students indicated that they used 10-20 times/month, and 42 students used those programs
3-10 times/ month, and 66 students admitted that they used the programs less than 3
times/ month. To my surprise, 11 students had never used the programs.
Chart Two: Frequency of Student‘s Use of English E-Learning Programs
Frequency More
than 30
times/
month
0
Students

20-30 10-20 3-10
Less
Never
times/ times/ times/ than 3 times/
month month month month
1

3

42

66

11

If we further analyze the data, we can find an interesting phenomenon—high level
students used e-learning programs less than low level students. Of the 17 B2 students,
only 5 used the programs more than three times a month (29%). However, 10 of the 30
B1 students (33%) and 31of the 76 A1 &A2 students (40%) did so.
4.2. Qualitative
Qualitative data was mainly taken from interviews conducted with the ten faculty
members of the English department. Two of the ten teachers have administrative duties,
and the other eight are normal teachers evenly chosen from year one to year four classes.
Two of the normal teachers are native English speakers and the other six are Chinese
English teachers. Eight of the ten teachers do use university e-learning programs as
supplementary teaching materials in class and four of them ask their students to do
English on-line tests.
Most of the teachers (except one) do not understand why there are five on-line
English learning programs on the homepage of this university, and are loath to switch to a
different e-learning program each year. As for the question whether the e-learning
programs benefit students‘ English proficiency and are helpful for them to get relevant
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language proficiency certificates, the answer vary. Six teachers agree that e-learning
programs are helpful, but the other four hold the opposite view.
On the question whether the university has spent enough money in English elearning programs, eight out of ten faculty members believe it has, and the director of the
Language Center even provided detailed information on the 2004-10 budgets on English
e-learning programs invested in by the university shown in Figure Two.
Figure Two: The University‘s Budget for English E-Learning Programs
(2004-10)
1,600,000
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1,200,000
1,000,000
800,000
600,000
400,000
200,000
0
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(Source: The Language Center of Jin Wen University of Science & Technology)
However, eight out of the ten teachers complained that they have received little
training on how to use the English e-learning programs even though a couple of training
workshops were held prior to the installment of each program, and they argue that their
questions could not be solved just by attending one or two training sessions. In order to
gain familiarity with the technology, they needed to spend much of their free time, and
the more complicated the technology, the more time they required to gain competence in
it.
5. Results and Discussion
For long, e-learning programs have been thought to be the best tool for foreign
language learning as they avoid the limitations set on the space and time available to the
individual learner, and most important of all, they provide EFL students a chance for
repeated practice. However, from the data collected and analyzed above, the findings of
this study might not agree with the ideas on English e-learning programs. In the
following, we are going to further discuss the findings of this research.
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5.1. Students‟ Autonomous Learning is crucial to e-Learning
There is mounting evidence to show that e-learning allows learners to take
ownership over the learning process (Chong, 1998) When learning is not limited to the
classroom and lacks the supervision of teachers, autonomous learning becomes the most
dominant element of e-learning (Doherty, 1998). Clearly, the ―learn anytime, anywhere,
by anyone‖ mentality definitely requires learner‘s motivation to ensure its success.
Contrary to the myth that easy accessibility of English e-learning programs will
greatly motivate EFL students, our investigation shows that even though more than 74%
of the students polled (91 of the 123) indicate that e-learning programs do help them
improve their English and acquire relevant proficiency certificates, less than 1% of
students (10 of the 123) are frequent users (use more than 20 times a month) of the
programs which is a far cry from the common expectation. Almost 60% of students (72
out of 123) polled admit that they use those e-learning programs less than 3 times a
month, and this finding might be contrary to our anticipation that students will
automatically make use of the programs if they have access to computers and the internet.
The wide availability of the e-learning programs makes learning easier and more
convenient. However, e-learning programs will not be used successfully if students have
no intention or strong motivation to use them. In the traditional classroom, students
attend classes regularly and their presence is checked and their learning progress is
closely monitored by teachers. However, in the e-learning virtual classroom, teachers
have no way to supervise students‘ learning. Consequently, the success of e-learning
depends on students‘ motivation.
5.2. More Investment Doesn‟t Mean Better Achievement
Doubtlessly, e-learning has received the great deal of attention during the last decade
and higher education institutes in Taiwan have made significant commitments to the
purchasing of English e-learning programs with the expectation that student‘s English
proficiency would greatly improve. Partly because of the pressure from the Ministry of
Education (MOE) which demands that college students need to hold an English
proficiency certificate before they complete their college education, more and more
Taiwanese higher education institutes have begun to invest significant amount of money
on various English e-learning programs.
As we call modern students the ―e-generation‖, we tend to assume that all students
today love and know how to use information and computer technology and have little
trouble adapting to using the technology in their learning. On the other hand, we also
assume that high level students will use e-learning programs more frequently because the
function of repeated practice provided by e-learning is widely thought to be helpful to
EFL students‘ performance in doing English proficiency tests. Unfortunately those
assumptions are wrong, and it is more surprising to find that none of the 21 B2 students
in our study used English e-learning programs frequently, and six of them even said that
they had never used the programs before.
With the pouring of over 3 million NT dollars into English e-learning programs in
the last five years, the university has not seen a sharp increase in the number of students
who successfully complete English proficiency tests and this has broken the myth that
more investment on the e-learning will greatly help students improve their English
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proficiency as the system provides a 24- hour -a day and 7- day- a week English learning
environment to students.
5.3. Pre-Service Training and User-Friendly Technology Pave the Way to the
Success of E-Learning
Even though faculty and students today have little fear of the technology, they still
may lack the skills needed to use e-learning programs effectively. After all, most of the
users of the programs are not technicians and computer engineers, and they are definitely
having some problems when they first attempt to use the programs. ―It should not be
assumed that all users will automatically possess IT literacy or familiarity with the
Internet‖ (Catherall, 2005, p.75). Therefore, prior instruction on how to use some
technologies is important.
Unlike a video game, most e-learning programs involve more advanced technology
and the users might be scared or get lost when they first use the programs. How can we
expect our teaching staff and students to use the programs if they are struggling with
technology problems? The more complicated the technology the more the need to gain
competence in using it. To help users gain competence in using e-learning programs, it is
absolutely necessary to provide some kinds of pre-service training, like holding
workshops or training sessions to educate the user before they access programs.
On the other hand, a user-friendly system will also help motivate the user to use elearning programs, and in this respect, technology plays an extremely important role.
According to Knapp L. R. & Glenn, A. D, electronic technologies provide one or more of
three general roles: providing information, developing knowledge and skills and linking
different locations (1996, p. 15-6). Teachers, therefore, must make choices about the
appropriateness of the technology to meet specific learning outcomes. Whatever roles
technology plays in e-learning, we are convinced that the user will try to get information
or develop his skills only if he has easy and free access to e-learning programs.
6. Conclusion
As the use of ICT has become more and more popular in English e-learning
programs, teachers still need to be warned that technology itself is not a panacea. Elearning is well acclaimed for providing self-paced learning to students who are able to
decide where, when and what to learn. In this study, 73% of students (93 out of 123)
polled agreed that e-learning programs are helpful for them in learning English, but only
less than 1% of students are frequent users (defined as using the programs more than 20
times a month). In the unsupervised e-learning environment, student‘s autonomy and
motivation have greatest importance in the success of e-learning. If they fail to be their
own teachers, learning effectiveness is expected to be low.
On the other hand, when e-learning has brought a revolutionary change in learning,
at the same time, it also widens the learning gap between the rich and the poor given the
fact that disparity of wealth and resources has made the rich richer and the poor poorer.
To ensure its effectiveness, teachers should find out for themselves whether students have
access to the minimal technology required for e-learning. If not, e-learning programs
might not reach their goals.
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Finally, even though e-learning has attracted a lot of attention in English teaching, this
paper still argues that successful integration of ICT into teaching is dependent on the
attitudes, understanding and actions of individual teachers towards using new technology.
As Cornu (2003, p. 23) indicates, the human dimension of the teaching profession
appears to be essential, and this dimension cannot be replaced by technology, but the
human dimension can be supported and enhanced by technology, since ICT reinforces the
possibilities of communication for the learner.
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Appendix A
Class:

No:

Name:

(1)Do you hold a language proficiency certificate?
□No
□A 1 or A2 (TOEIC 350+ GEPT Elementary)
□B1 (TOEIC 500+, GEPT Intermediate)
□B2 (TOEIC 575+, GEPT High Intermediate)
□C1 (TOEIC 880+ GEPT Advanced)
□C2 (TOEIC 950+ GEPT Superior)
(2) Which E-learning program of this university have you ever used?
□E-Touch
□Easy-Test
□APPC TOEIC
□AMC E-Learning
□None
(3) How often do you use the E-learning programs each week?
□More than 30 times/month
□20-30 times/month
□10-20 times/month
□3-10 times/month
□Less than 3 times/month
□Never
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(4) Do you think that E-learning programs help to improve your English
□Yes
□No

proficiency?

Appendix B
Teacher Interview Questions
For all teachers:
(1) Please talk about the grade(s) you are currently teaching.
(2) Do you use any E-learning programs of this university as your teaching or
supplementary materials?
(3) Do you ask your students to do on-line exercises in those E-learning programs?
(4) Do you think the university has invested enough money on E-learning programs?
(5) In which way do you think that E-learning programs do benefit your students
most?
(6) In your personal view, how to encourage students to use e-learning programs of
this university?
For teachers having administrative duties only:
(7) Why does this university procure so many English e-learning programs in a short
span of six years?
(8) What is the major concern of the university‘s procurement policy over English elearning programs?
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A Study of Collocation and Pattern of High-Frequency Words
in a Small Learner Corpus
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psripicharn@hotmail.com
Abstract

This paper reports a small-scale study on the uses of collocations and patterns
of high-frequency nouns, verbs, adjectives, and adverbs in a learner corpus
consisting of 300 compositions written by undergraduate students taking a
paragraph writing course. First, using the wordlist and concordance tools of a
corpus analysis program, high-frequency words of the four word classes were
identified and their collocations and patterns examined. The extracted collocations
were then considered whether they were attested in a large native speaker corpus,
and whether the extracted patterns matched the patterns presented in dictionary
entries in a corpus-based, pattern-oriented dictionary. The results showed that
most collocations and patterns found in the learner corpus were attested in the two
respective sources. Unattested collocations were found to arise from grammatical
mistakes, untypical or wrong lexical collocates, L1 interference, untypical use and
meaning, overuse and underuse of collocation, and untypical use resulting from
creative use or references to particular topics or contexts. Pattern problems were
concerned with grammatical mistakes, untypical or wrong lexical collocates,
limited ranges of patterns, and overuse of pattern. Pedagogical implications and
applications of the study were also discussed.

1. Introduction
This study adopts principles and methodologies in corpus linguistics to study
pattern and collocation of frequent content words in EFL writings. In corpus linguistics, a
corpus (sometimes used in the plural form ‗corpora‘) can be generally defined as a
collection of naturally-occurring texts in a computer-readable format which can be
retrieved and analyzed using corpus analysis software. (Kennedy, 1998; McEnery and
Wilson, 2001; Teubert and Cermakova, 2007). To put simply, a corpus compilation
19
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process begins when a compiler locates target texts and saves the data on a computer,
usually as text files (.txt). Then the corpus users can use a special type of computer
software to manipulate and process the stored data in a number of ways such as counting
words, making frequency or alphabetical lists of words or clusters of words, presenting
examples of words or phrases with left- and right-contexts usually known as
‗concordance lines‘ (See examples in Appendix 1), identifying collocates or co-text
words or phrases of the target word, or calculating keyness values. (See more details
about corpus analysis tools and functions in Hunston (2002), and O'Keeffe et al. (2007).
In the present study, frequency lists and concordance lines of frequent words that learners
produced in their sample writings will be generated to help identify collocates and
patterns.
While uses of general corpora in pedagogic contexts has been extensively reported
(Johns, 1991; Aston, 2001; Gavioli, 2001, Bernardini, 2000, 2004; Aston et al.(eds),
2004; and Sinclair (ed), 2004), recent research and studies in corpora and language
teaching have placed more emphasis on the use of data from learners known as a ‗learner
corpus‘ (De Cock et al., 1998; Tan, 2004; Crompton, 2005; Flowerdew, 2006; and
various papers in Granger (ed.), 1998 and Granger et. al., (eds.) 2002). Most studies in
learner corpora are quantitatively oriented, aiming at counting frequent words or phrases
used in non-native-speaker (NNS) corpora and comparing and contrasting with words or
phrases found in native-speaker (NS) corpora to study under- or over-use of the lexical
items under investigation. While the use of NS corpora as a reference corpus can give
some insights into differences in terms of lexical use between the two types of corpora,
such studies can be criticized of lacking validity because some variables cannot be
controlled or are not equally comparable. This is why the present study does not seek to
make comparative generalizations between NNS and NS corpora. Instead, it aims at
conducting a thorough examination of NNS corpora drawn from writing output of a
particular group of learners to look into particular uses and problems, which are
collocation and pattern. The learner corpus compiled for the purpose of this study was
referred to as the Thammasat University Learner Corpus (hereafter called the ‗TULC‘).
In fact the learner-corpus-based studies on collocation are not new, but most studies
seek to investigate overuse and underuse of collocations in NNS corpora using NS
corpora as a benchmark such as Granger (1998) and Fan (2009). Some studies do not
seek to compare NS and NNS corpora, but look more specifically into NNS data to
identify untypical collocations or mistakes and in some cases to find explanations and
pedagogical implications from the findings such as Siyanova and Schmitt (2008) and
Nesselhauf (2003, 2004). As mentioned earlier, the present study does not seek to make
such comparisons because it is difficult to find a reference corpus which is comparable to
the learner corpus under investigation. Instead, it aims at studying whether a collocation
produced by learners is typical or not, using a large corpus such as the BNC or a
collocation dictionary as benchmarks for comparison. It also takes into account a variety
of collocations, both lexical and grammatical. And finally, this research has its analytical
focus on collocation of frequent words found in the learner corpus such as frequent
nouns, verbs, adjectives, and adverbs, in order to examine uses and problems of uses in
great details.
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Another focus of this research is on ‗pattern‘, which is used in the framework of
corpus-based pattern grammar proposed by Hunston and Francis (1999), to refer to ―a
description of the behavior of a lexical item, or one of the behaviours of that item, as
evidenced in a record of large amounts of language use‖ (p. 247). Pattern as used in this
system of analysis is different from traditional studies of pattern in many ways. The first
and fundamental difference is that a pattern can be extracted by an observation of a large
number of authentic examples in a corpus, most usefully with the help of a concordancing
tool. For instance, a study of concordance lines for the word ‗complain‘ reveal different
patterns of the word as summarized below.
Table 2 The pattern of ‗explain‘ (Hunston and Francis, 1999; 45-46)
Patterns

Examples

Vn
V with quote
V wh
V about n
V that
V to n
V

…trying to explain Britain‘s thinking on…
…Monte Fresco explains: ‗He‘s so consistent‘
This helps explain why he was not better known…
…then went on to explain about…
She explained that she never paid…
Dentists have to explain to their patients that…
Let me explain.

Another difference is the use of coding to describe patterns, for example, the use of
the upper case letters (e.g. ‗N‘) to indicate the head word; or lower case letters (e.g. ‗n‘)
to describe other types of lexical items in the pattern (See Appendix 4 for sample pattern
descriptions). This research adopts the patterns and coding described in Hunston and
Francis (1999) and those presented in the Collins Cobuild Advanced Learners Dictionary
(See more details in the method section) because the system is more detailed and better
facilitates the analysis of data derived from a corpus.
As the study aims at describing collocations and patterns of frequent content words
found in the learner corpus as well as discussing problems of such uses, two specific
research questions are put forward:
1. What are the typical uses of collocations and patterns of frequent nouns, verbs,
adjectives, and adverbs in the TULC?
2. What are the problems concerning use of collocations and patterns of frequent
nouns, verbs, adjectives, and adverbs, which can be generalized from the
instances of unattested collocations and patterns?
2. Methods
2.1 The corpus
The corpus built up for the present study (the TULC) consisted of 300 text files
with the total size of 105,389 words running words (all the instances are counted), or
8,650 word types (only different word forms are counted). The corpus consisted of
writing tasks on different topics written by the participants who enrolled in EG 232:
Paragraph Writing. The largest proportion (65%) was made up of second-year English
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major students who were required to take this course as a major subject. See Table 3 for
the summary of the corpus component.
Topics
Narrating past events
Describing people
Describing places
Describing present events
Giving opinions
Total

Number of text Words tokens Words types
files
59
20,371
2,760
56
18,220
2,782
61
22,435
3,530
60
21,347
3,391
64
23,016
3,037
300
105,389
8,650
Table 3 Summary of TULC component

Data analysis methods
The data were first processed quantitatively to extract candidates for further
analysis. That is, the TULC was analyzed using the Wordlist function of a corpus
analysis tool called Antconc (See the following website for details about the program:
http://www.antlab.sci.waseda.ac.jp/software.html). The program created a frequency list
of the total corpus, and the results were a list of all word tokens in the frequency order
(including grammatical words such as ‗a‘, ‗an‘ or ‗the‘). Then, four lists of frequent
nouns, verbs, adjectives, and adverbs were manually created. As the numbers of nouns
and adverbs are relatively high compared to those of verbs and adjectives, the cuts were
100 for these two word types, which meant only noun and adverb tokens with 100
occurrences and over were nominated for subsequent analysis, while the minimum cut for
verbs and adjectives were 60 (See Appendix 2 for lists of noun, verb, adjective, and
adverb candidates).
The next step was to establish framework for the analysis of collocations and
patterns. Combinations of collocation to be analyzed in this research were adapted from
the combinations of collocation presented in Oxford Collocations Dictionary (Deuter et
al. 2002). Appendix 3 provides lists of collocational types which formed a basis for data
analysis of the present study. The framework for analyzing patterns was adapted from the
patterns used in Collins Cobuild Dictionary (CC) (See Appendix 3 for sample
descriptions of patterns).
The final step was to use corpus analysis tools to analyze data. At this stage, the
TULC, which consisted of 300 text files, is processed using a corpus analysis tool called
‗Antconc‘. Concordance lines for each of the word candidates were displayed to help the
researcher identify collocations and patterns of the word. In terms of collocational
analysis, the collocations identified were attested against a large native speaker corpus
called the British National Corpus (BNC), which is a 100-million-word collection of
written and spoken texts (See the following website for details:
http://www.natcorp.ox.ac.uk/), and were classified into collocations attested and
collocations not attested in the BNC for further analysis.
In terms of pattern analysis, the patterns of the nouns, verbs, adjectives, or adverbs
under examination, were identified using the framework described earlier. The extracted
patterns were tested against the Collins Cobuild Dictionary (referred to in this paper as
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‗CC‘), which is a corpus-based dictionary in which the same system of language pattern
is used. The patterns found in the CC were put on the left column, and the unattested
patterns on the right column. Again, because CC is based on a large native speaker
corpus, a pattern not attested in the dictionary can be considered as untypical patterns, but
not necessarily an error.
3. Results and discussion
3.1

Results and discussion relating to Research question 1: What are the typical uses of
collocations and patterns of frequent nouns, verbs, adjectives, and adverbs in the
TULC?

3.1.1 Uses of collocations in the TULC
In general, collocations of frequent nouns, verbs, adjectives, and adverbs found in
the learner corpus range from free collocations (e.g. ‗new house‘), to medium-strength
(e.g. ‗go to school‘ or ‗have a good time‘), and to fixed collocations (e.g. ‗from time to
time‘). In this study, the term ‗free collocations‘ is used in the same sense of what Carter
(1987) describes as ‗unrestricted collocation‘ in which a word can potentially form
partnership with a wide range of items; for example, the word ‗fat‘ can draw a wide range
of noun collocates, or the verb ‗run‘ in the sense of ‗managing or operating‘ can be used
with a wide range of noun objects. Following this definition, most instances of
collocation attested in the TULC are free collocations, partly because most collocations
attested are used by the learner writers to describe a person, a place, or an action.
Medium-strength collocations where a head word draws rather restricted sets of
collocates are also found such as noun phrases (e.g. ‗a smiling face‘), delexical verbs (e.g.
‗take a walk‘), compound adjectives (e.g. ‗good-looking‘), and adverbial phrases (e.g.
‗almost always‘). Idioms or various forms of fixed expressions containing the head word
(e.g. ‗as white as snow‘) are also detected despite having a relatively low frequency.
As far as the typicality of use is concerned, most collocations of the four word
classes found in the TULC were attested in the BNC, which is a large, native-speaker
corpus. So, with some cautions, it can be concluded that the students were able to use
typical collocations in their writing. Only a few instances of collocation found in the
learner corpus data do not appear in the BNC. Although it cannot be generalized that an
instance not attested in the BNC is a wrong collocation, it can be said that such unattested
occurrences are not typical uses of collocation, which will be dealt with later on when
addressing the second research question.
3.1.2 Uses of patterns in the TULC
As far as language patterning is concerned, in terms of frequency, the ‗N‘ pattern (=
count or noncount noun functioning as subject or object) is the most commonly used
noun pattern in the TULC. The most frequent verb pattern is ‗V n‘ in which a verb is
followed by an object. In the adjective group, the ‗ADJ n‘ and ‗v-link ADJ‘ top the list in
terms of occurrence, which correspond to the regular adjective patterns in English, which
are attributive adjectives (‗ADJ n‘) and predicative adjectives (v-link ADJ). In the final
group where adverb is investigated, the patterns which occur frequently in the learner
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corpus are basic patterns of adverbs, which are ‗ADV v‘, ‗ADV adj‘, and ‗ADV adv‘, and
almost all the adverbs under examination have at least the first two common patterns.
In terms of typicality and variety, most patterns found in students‘ work were
attested in the CC, which is a corpus-based, pattern-driven dictionary, so the results are
indicative of the learner‘s ability to use various types of pattern in English. For example,
most common patterns of a verb are found in the learner corpus such as ‗V n‘ in which a
verb is followed by an object (e.g. ‗Her daughter doesn‘t want to use brand name
goods.‘); ‗V prep/adv‘ in which a verb is followed by an adverb or a preposition (e.g.
‗Who did you go with?‘, or ‗There‘s no need to go abroad.‘); the pattern in which a verb
is followed by one of the non-finite verb forms such as ‗V to-inf‘ (e.g. ‗I want to keep it
as a secret.‘); the ‗V adj‘ pattern (e.g. ‗You should make your dream come true‘.) and the
patterns in which a verb is followed by a clause such as ‗V that‘ (e.g. ‗I know that she
would be angry.‘) or ‗V wh‘ (e.g. ‗I don‘t know whether she was upset or just had
nothing to say.‘). Other verb patterns are extracted in only some verbs and their
frequencies are rather low. However, this shows how the students know how to use a
wide range of patterns. These infrequent but attested patterns are illustrated below:
V so/not
V and v
V n as n

I really think so.
A person who has no sweetheart can go and hang out with
friends.
You‘ll see her as one of the best friends.

V with quote
V as if
V pro-refl -ing

She always said, ―I‘m fat and ugly‖
I feel as if she were much younger.
I find myself standing in front of an unknown house.

There is also evidence, from this small learner corpus, to support Hunston and
Francis‘ (1999) argument that some patterns are associated, to some degree, with
meanings, and there is a tendency that a general or core pattern is related to a core
meaning (e.g. concrete or literal meaning, while subsequent patterns express extended
meanings of the noun (e.g. abstract or metaphorical meaning). Take the word ‗school‘ as
the first example. The concrete meaning of ‗school‘ seems to be linked to the general N
pattern (e.g. ‗I first came to my school with an anxiety.‘), whereas the pattern ‗pre N‘ is
more frequently used to convey an abstract meaning of the word (e.g. ‗The place I love to
relax after school is a small park.‘). In another example of the world ‗world‘, the ‗the N‘
pattern (as in ‗Many people in the world celebrate Valentine‘s Day‘) denotes the physical
world as opposed to the abstract meaning carried in the pattern ‗poss N‘ (as in ‗My world
turned into a nightmare.‘). A more subtle analysis can be made on the noun ‗life‘. The
general N pattern refers to life in general (as in ‗They can use English in daily life.‘),
while the ‗poss N‘ pattern gives more specific meaning of life as the state of being alive,
particularly when one is in danger (as in ‗It does not worth to risk your life.‘).
3.2 Results and discussion relating to Research question 2: What are the problems
concerning use of collocations and patterns of frequent nouns, verbs, adjectives, and

104

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

adverbs, which can be generalized from the instances of unattested collocations and
patterns?
3.2.1 Problems on collocations
(a) Grammatical mistakes
Some collocations are not common because one or both of the words in collocation is not
grammatical. For example, ‗*colour people‘ (= ‗coloured people‘). Examples of wrong
use of grammatical words such as wrong preposition or article were also found such as
‗*ask for reason‘ (= ‗ask for a/the reason‘). Some grammatical mistakes are involved with
wordiness or redundancy such as ‗*just already‘.
(b) Untypical or wrong lexical collocates
Some combinations are grammatically correct, but they do no sound natural. For
example, we can undergo something such as an operation, a surgery, a training, or a test,
but not ‗*life‘. Most of these untypical collocations are likely to arise from overgeneralization of meaning. For example, the students may be familiar with ‗sunshine‘ so
they assume that ‗shining day‘ or ‗shiny day‘ are common collocations, while a typical
collocation which expresses a similar meaning should be ‗sunny day‘. Some problems
occur because the typical and untypical collocates are semantically close. For example,
the collocation ‗*go to an end‘ should be rephrased as ‗come to an end‘, although ‗go‘
and ‗come‘ can be used interchangeably in some contexts. Other examples include ‗*go
window-shopping‘ (= ‗do window-shopping‘), ‗*said apologize‘ (= ‗make an apology‘),
‗*make relationship‘ (=have a relationship), ‗*take a meditation‘ (do or practice
meditation), or ‗*find a hard time‘ (= ‗have or experience a hard time‘). Others are more
subtle collocational phenomena. For example, according to the BNC corpus, the
expression ‗I can/could hardly believe‘ is more frequent than ‗*I hardly believe‘ which
was attested in the learner corpus.
(c) L1 interference
This type of untypical collocates is clearly a result of direct translation from the
Thai language. For example, ‗*when the time arrives‘ was likely to be translated from
‗meu wei la ma teung‘ (literally ‗when time arrives‘) as in Thai the verb ‗ma teung‘ can
be translated as ‗come‘ or ‗arrive‘ depending on the context. Other examples include
‗*lab room‘ (translated from ‗hong lab‘ or literally ‗room lab‘ in Thai). Examples of
verbal phrases include‗*absorb English‘ (in Thai, it is common to use ‗absorb‘ or ‗seum
sap‘ with skills or knowledge); or ‗*see someone obviously‘ (probably from the
translation of ‗chad chen‘ which can be translated into different English words such as
‗clearly‘ or ‗obviously).
(d) Untypical use and meaning
In some cases, collocations used by the students are attested in a native speaker
corpus but the meaning or use of those found in the learner corpus is not the typical use
or meaning. For example, the phrase ‗at the end of the day‘ is attested in the BNC, but it
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is largely used literally to describe the time of the day, whereas data from the BNC
suggest that the phrase is used more pragmatically to mean something happens or turns
out to be after all the facts being considered. In another example, graduate students are
used in the TULC meaning students who have completed a Bachelor‘s degree and are
now working, while graduate students in English refer to students in graduate programs
such as a Master‘s degree or a Ph.D.
(e) Overuse and underuse of collocation
A clear example is the seemingly overuse of ‗very‘. The students tended to
overuse ‗very good‘, but did not know how to use ‗dead good‘, or ‗extremely good‘. In
addition, the students use ‗very‘ to put more emphasis to adverbs quite a lot such as ‗very
well‘, while other more specific words with medium strength collocation such as
‗perfectly well‘, ‗damn well‘, or ‗well aware‘ do not appear in the learners‘ writing. One
possible explanation for the non-existence of these fairly fixed phrases could be that the
students had not seen or used these phrases before as these expressions were rarely
presented in writing textbooks or texts that they came across in class. In another example,
common descriptive adjectives such as ‗beautiful‘ only have limited collocates such as
‗very beautiful‘, while native speakers would use a wider range of adverbs to highlight
‗beautiful‘ such as ‗exceptionally‘, ‗extraordinarily‘, ‗outstandingly‘, ‗remarkably‘,
‗utterly‘, or ‗stunningly‘. These include the lack of rather fixed collocations such as
‗markedly different‘, or ‗distinctly different‘. As far as adverbs are concerned, while there
are a few adverbial phrases or fixed expressions in the TULC, some common expressions
are not found at all in the learner corpus such as ‗very much so‘, ‗almost always‘, ‗still
further‘, ‗together with‘, or ‗never ever‘. Pragmatic uses such as ‗Never!‘ is not attested
in the learner corpus.
(f) Untypical use resulting from creative use or references to particular topics or
contexts
It can be noticed that creativity in learners‘ writing may be responsible for some
untypical collocations. For instance, students used more noun phrases (ADJ + N) such as
‗Beautiful Day‘ than compound nouns such as ‗Christmas Day‘ to describe a holiday or
festival. This is because they were writing about an imaginative festival or holiday (Unit
4 writing topic) as opposed to an actual holiday or festival such as wedding day or
Valentine‘s Day. As they were being creative when describing a festival, they seemed to
use some untypical words to describe a festival such as ‗emotional‘, ‗joyful‘, ‗lovely‘,
‗romantic‘, while most instances in the BNC are words describing actual holidays such as
‗enjoyable‘ or ‗local‘. ‗Noun + Noun‘ collocation such as ‗review time‘, which is not
attested in the BNC, is another example of a rare combination of nouns when used in a
general context. However, untypical collocation can sometimes be used for creative
purposes in a specific context. For instance, ‗review time‘ in this context refers to an
imaginary holiday when people spend time reviewing or reflecting their own actions.
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3.2.2 Problems on patterns
(a) Grammatical mistakes
Some patterns were not found in the pattern-driven, corpus-based dictionary
because they contain some ungrammatical words or phrases. A common grammatical
mistake which brings about the use of wrong patterns is concerned with the non-finite
verb form such as ‗*I could see fish swam past my feet.‘ (thus producing the wrong
pattern ‗V n V-past‘ of the word ‗see/saw‘), or ‗*They make everyone wanted to be
around.‘ (thus producing the wrong pattern ‗V n –ed‘ of the word ‗make/made‘). Some
wrong patterns are associated with wrong clause structure. For instance, the word
‗make/made‘ does not have the pattern ‗V n clause‘, so the sentence ‗*The movie posters
make it is even more unclean.‘ is a marked or untypical pattern.
(b) Untypical or ungrammatical lexical collocates
Some patterns used by the students were not commonly found because the pattern
contains some uncommon combinations of words or phrases. This is why the pattern ‗N
with n‘ (as in ‗He can easily make friend with them‘) is not acceptable for the word form
‗friend‘ because the pattern strongly collocates with phrases with the plural form
‗friends‘. That is, when using this pattern, native speakers tend to say ‗become friends
(not *friend) with someone‘ or ‗make friends (not *friend) with someone‘. Other related
problems arise from ungrammatical phrases as result of wordiness or double patterning.
Take the word ‗reason‘ as an example, the pattern ‗N for wh‘ (e.g. ‗the reason for why
English is important…) is not a typical pattern, as it is a mix-up between two patterns: ‗N
for –ing‘ (e.g ‗reason for doing something‘ and ‗N wh‘ (e.g. ‗this is the reason why…‘).
One possible explanation is that students were introduced to both patterns in the textbook
or in classroom activities and in this occurrence appeared to use both patterns in the same
clause. Another possibility is that students may have learned that ‗for‘ can be followed by
a noun or a noun phrase but they thought ‗why English is important‘ was a noun phrase,
as opposed to a noun clause, and therefore could fit in this pattern.
(c) Limited ranges of patterns
Despite being able to produce correct patterns, the students failed to introduce
other common patterns of some words under study. Take the word ‗look‘ as an example.
While students came up with the four common patterns, which are ‗V pre n‘ (e.g. ‗I
turned to look at him.‘); ‗V P n‘ (e.g. ‗I looked into her expressive eyes.‘); ‗V adj‘ (e.g.
‗His black eyes look warm.‘); and ‗V like n‘ (e.g. ‗It didn‘t look like the first ghost.‘),
they failed to introduce wider range of patterns commonly used by native speakers such
as ‗V‘ (e.g. ‗If you look, you‘ll see…‘), ‗V adv‘ (e.g. ‗He looked away‘), or ‗V like/as if ‘
(e.g. ‗He looked as if he was going to smile‘.). More examples of the lack of common
patterns of rather frequent words include some missing patterns of ‗find‘ such as ‗V n –
ing‘ (e.g. ‗They found her walking along.‘), ‗V n –ed‘ (e.g. ‗to find the door opened‘), ‗V
n n‘ (e.g. ‗find me a deck of cards‘), or ‗V it adj to-inf‘(e.g. ‗They find it difficult to
believe that…‘), or patterns of ‗believe‘ such as ‗V n to-inf‘ (e.g. ‗I believe him to be
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hidden there.‘), ‗V n so/not‘ (e.g. ‗I don‘t believe so.‘), or patterns of ‗come‘ such as ‗V –
ing‘ (e.g. ‗come rushing in‘) or ‗V v‘ (e.g. ‗come visit me‘).
(d) Overuse of pattern
Overuse of one particular pattern may arise from the fact that students have
limited exposure or resources of language pattern. It may also be influenced by examples
given in the textbook. For example, the pattern ‗ADJ n v-link that‘ (e.g. ‗The most
important reason is that learning English in Thailand will take learners ages to be able to
communicate.‘) is not a common pattern of the adjective ‗important‘ in a large corpus
such as the BNC. The pattern is not even included in a corpus-based dictionary such as
the CC. However, the students used quite a large number of this pattern in their writings,
possibly because it is the pattern taught in Unit 5 ‗giving an opinion‘ as part of an
exercise to improve organization and cohesion of a paragraph (e.g. ‗The first/ most
important reason is that…‘, ‗Another reason is that…‘, ‗The last reason is that…‘).
4. Conclusion
The present study has some implications to the teaching of second writing. In
terms of research on second language writing, the corpus-based approach can open up
research opportunities both qualitatively and quantitatively. In a quantitative study,
corpus analysis tools can accurately sum up the corpus profiles such as the total number
of text files or word tokens or word types. It can also produce wordlists or frequency lists,
which is particularly useful for contrastive or comparative analysis such as a study on
overuse or underuse of words or phrases by learners in comparison with those used by
native speakers. In terms of qualitative research, equipped with corpus processing
software, a teacher or researcher can refine study on learner‘s use of language. While use
of vocabulary in general and some grammatical use such as article, word class, word
form, or sentence structure can be easily observed manually, more subtle use of language
such as collocation and language pattern can be made salient by the way corpus data are
presented. This has been illustrated in the present study in which concordance lines
generated from the learner corpus have facilitated noticing of collocation and pattern by
looking at immediate contexts of the search word or phrases.
This method of data analysis can also help determine the scope of study, thus
enabling the teacher or researcher to address specific research questions or problems. As
can be seen in this research, wordlists generated from a set of learner data have allowed
the researcher to focus only on collocation and pattern of frequently used nouns, verbs,
adjectives, and adverbs, which would in turn help the researcher to gain a better
understanding of the problems this particular group of students have on the two language
focuses, which are collocation and pattern.
An investigation into problems of collocation and pattern has highlighted an
increasing role of the Lexical Approach (Lewis, 1998), particularly in a writing lesson. In
this approach, lexis plays an integral part in a syllabus with an emphasis on different
types of lexical items such as collocation or fixed expressions. Although vocabulary has
often been taught as part of a writing course, most vocabulary exercises or drills aim at
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building up words on different notions or themes such as words used to describe physical
appearance or personality. The results of this research have shown that even advanced
students also have difficulty with collocation and pattern, particularly the problem of
having insufficient exposure to a wide range of collocates and patterns of common words
they use in their writings.
Finally, this research has suggested that more exercises should be written to raise
learner writers‘ awareness of collocation and patterns, probably starting from those of
frequent words they are likely to use when they write on some given topics, then moving
on to collocation and pattern of other common words in English. This type of lexical
materials can be adapted from different sources such as a dictionary (e.g. study pages in
the Oxford Collocations Dictionary), or language corpora (e.g. various forms of Datadriven Learning or DDL activities).

References
Aston, G. (Ed.). (2001). Learning with Corpora. Houston, Tex.: Athelstan.
Aston, G., Bernardini, S., Stewart, D., & Ta, L. C. c. (Eds.). (2004). Corpora and
Language Learners. Amsterdam ; [Great Britain]: John Benjamins Pub.
Bernardini, S. (2000). Competence, Capacity, Corpora: A Study in Corpus-aided
Language Learning. Bologna: Cooperativa Libraria Universitaria Editrice Bologna.
Bernardini, S. (2004). Corpora in the classroom: An overview and some reflections on
future developments In J. M. Sinclair (Ed.), How to Use Corpora in Language
Teaching (pp. 15-38). Amsterdam: John Benjamins.
Cater, R. (1987) Vocabulary: Applied linguistics perspectives. London: Routledge.
Charles, M. (2006). Phraseological patterns in reporting clauses used in citation: A
corpus-based study of theses in two disciplines. English for Specific Purposes, 25,
310-331.
Crompton, p. (2005). 'Where', 'in which', and 'in that': A corpus-based approach to error
analysis. RELC, 36(2), 157-176.
De Cock, S., Granger, S., Leech, G., & McEnery, T. (1998). An automated approach to
the phrasicon of EFL learners. In S. N. Y. Granger (Ed.), Learner English on
Computer (pp. 67-79). London: Longman.
Deuter, M., Greenan, J., Noble, J., & Phillips, J. (2002). Oxford Collocations. Oxford:
Oxford University Press.
Fan, M. (2009). An exploratory study of collocational use by ESL students –A task based
approach. System 37, 110-123.
Flowerdew, J. (2006). Use of signalling nouns in a learner corpus. International Journal
of Corpus Linguistics 11(3), 345-362.
Gavioli, L. (2001). The learner as researcher: Introducing corpus concordancing in the
classroom. In G. Aston (Ed.), Learning with Corpora (pp. 108-137). Forli: CLUEB.
Granger, S. (1998). Prefabricated Patterns in Advanced EFL Writing: Collocations and
Formulae. In A. P. Cowie (Ed.), Phraseology: Theory, Analysis, and Applications.
Oxford: Oxford University Press.
Granger, S. (Ed.). (1998). Learner English on computer. London ; New York: Longman.

109

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

Granger, S., Hung, J., & Petch-Tyson, S. (Eds.). (2002). Computer learner corpora,
second language acquisition, and foreign language teaching. Amsterdam;
Philadelphia: John Benjamins.
Hunston, S. (2002). Corpora in applied linguistics. Cambridge: Cambridge University
Press.
Hunston, S., & Francis, G. (1999). Pattern grammar: A Corpus-driven approach to the
lexical grammar of English. Amsterdam: John Benjamins.
Johns, T. F. (1991). Should you be persuaded: Two examples of Data-driven Learning. In
T. F. Johns & P. King (Eds.), ELR Journal Vol.4: Classroom Concordancing (pp. 116). Birmingham: CELS, The University of Birmingham.
Kennedy, G. D. (1998). An introduction to corpus linguistics. London ; New York:
Longman.
Knight, L. S. (Ed.). (2001). Collins Cobuild dictionary for advanced learners (3 ed.).
Glasgow: HarperCollins Publisher.
Lewis, M. (1998). Implementing the Lexical Approach. London: Language Teaching
Publications.
McEnery, A. M., & Wilson, A. (2001). Corpus linguistics: An introduction (2nd ed.).
Edinburgh: Edinburgh University Press.
Nesselhauf, N. (2003). The use of collocation by advanced learners of English and some
implications for teaching. Applied Linguistics, 24(2), 223-242.
Nesselhauf, N. (2004). Collocations in a learner corpus. Amsterdam ; Philadelphia: John
Benjamins.
O'Keeffe, A., McCarthy, M., & Carter, R. (2007). From corpus to classroom: Language
use and language teaching. Cambridge: Cambridge University Press.
Sinclair, J. M. (Ed.). (2004). How to use corpora in language teaching. Philadelphia, Pa:
John Benjamins.
Siyanova, A., & Schmitt, N. (2008). L2 Learner production and processing of
collocation: A multi-study perspective. The Canadian Modern Language Review,
64(3), 429-458.
Tan, M. (2004). Authentic language or language errors? Lessons from a learner corpus.
ELT Journal Volume / April 2005Q, 59(2), 126-134.
Teubert, W., & Cermakova, A. (2007). Corpus linguistics: A short ntroduction. London:
Continuum.

110

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

Appendix 1: Sample concordance lines for the word „reason‟
Table 1 Concordance lines for the word ‗reason‘
ual ledgers of the account. For some
ft the BBC virtually unmolested, the
e in America".Now there's another
n the Bush Administration offered no
fatter and fatter and that the only
tion. On Saturday, Fjortoft had more
rpassable acoustic remains the prime
mpionship and I never wanted it. The
Rail and a Government which for some
s at the Halifax, said: "There is no
many a Scottish fortune has had good
vents. But it adds: "There is little
Tony Blair had every
een fully vindicated. There is every
for such a talented player. Another
in the DIY form, costs, there is no
committed suicide, I cannot see any
d techno fan as well.But the main

reason
reason
reason
reason
reason
reason
reason
reason
reason
reason
reason
reason
reason
reason
reason
reason
reason
reason

Barclays is keeping them under wraps
being that politicians sent to tame
for putting Vail at the top of the A
for his surprise withdrawal. Mr Chen
for his weight gain was that he was
for satisfaction, emerging with nine
for its musical pre-eminence. "Until
for the change was to stop us going
has made it more expensive to go to
that we can see for raising interest
to thank Westminster ever since.
I
to fear that a few suggestive questi
to be cheerful as he enjoyed a New Y
to think that export-led output coul
was that Caplan is such a doughty pl
why the consumer should not be entit
why they should not go ahead now."
why jungle has remained such a well-

Appendix 2: Frequent words used in the data analysis
The frequent nouns under examination
Rank
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.

Word
day
people
time
room
students
friends
life
year
way
house
English
place
years
night
school
face
friend
reason
festival
person
eyes
things

Frequency
405
398
378
155
152
151
150
148
147
143
142
136
124
123
116
114
114
113
111
111
108
105
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Rank
Word
23.
world

Frequency
100

2.2 The frequent verbs under examination
Rank
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.

Word
think
go
see
make
want
know
get
made
said
feel
thought
went
left
use
look
looked
find
take
makes
saw
believe
come

Frequency
205
190
165
161
160
159
146
99
99
97
93
90
85
85
83
82
79
79
74
72
70
66

The frequent adjectives under examination
Rank
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.

Word
good
big
long
new
same
white
beautiful
old
important
small
Thai

Frequency
186
128
117
110
107
100
98
94
87
76
76
112
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Rank Word
12.
little

Frequency
72

The most frequent adverbs under examination
Rank
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.

Word
very
also
always
only
then
still
just
never
most
together
more
even
too
well

Frequent
248
214
203
183
181
150
141
141
138
129
123
117
116
112

Appendix 3 Collocational types used as framework for the analysis
3.1 Collocational types of nouns to be used as a platform of analysis
Collocational types

Examples

N+N
ADJ + N
V+N
N+V
Phrases or expressions

coffee shop
heavy rain
commit suicide
a semester begins
as a result

3.2 Collocational types of verbs to be used as a platform of analysis
Collocational types
V + ADV
ADV + V
V + PREP
Phrases or expressions

Examples
work hard
strongly believe
feel about
get a glimpse of something
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3.3 Collocational types of adjectives to be used as a platform of analysis
Collocational types
ADJ + N
N + verb-link + ADJ
V + ADJ
ADJ + ADJ
ADV + ADJ
ADJ + ADV
ADJ + PREP
Phrases or expressions

Examples
good advice
he is excellent
look sad
dim white
bitterly disappointed
old enough
new to
as white as snow

3.4 Collocational types of adverbs to be used as a platform of analysis
Collocational types
V + ADV
V + N + ADV
ADV + V
ADV + ADJ
ADV + ADV
V + GROUP
Phrases or expressions

Examples
finish strongly
know someone well
just arrive
very beautiful, well-educated
never ever
only a kid
just kidding

Appendix 4 Sample pattern descriptions (Noun patterns)
Pattern
adj N

Descriptions
A noun with a preceding adjective
e.g. a beautiful girl
N
A noun (count, uncount, or variable noun)
e.g. day
N be for n
A noun followed by a form of ‗be‘, then the preposition ‗for‘, and
then a noun
e.g. the point is about health
N for n
A noun followed by the preposition ‗for‘, and then a noun
e.g. time for a change
N for n to- A noun followed by the preposition ‗for‘, and then a noun, and then
inf
a ‗to‘ infinitive
e.g. time for students to prepare for an exam
nN
A noun with a preceding noun
e.g. coffee shop
N of -ing
A noun followed by the preposition ‗of‘, and then an ‗ing‘ verb
e.g. way of studying
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Pattern
N to-inf

Descriptions
A noun followed by a ‗to‘ infinitive
e.g. time to celebrate
N with n
A noun followed by the preposition ‗with‘, and then a noun
e.g. a man with grey hair
num
N A noun with a preceding number followed by an adjective or a
adj/prep
preposition
e.g. 20 years old
num-N-adj A phrase consisting of a number, a noun, and an adjective linked
together by hyphens
e.g. 20-year-old
ord N
A noun with a preceding ordinal number
e.g. the second semester
ord/adj/det A noun with a preceding ordinal number or an adjective or a
N be that
determiner, and followed by a form o f ‗be‘, and then a ‗that‘ clause
e.g. the first point is that
poss N
A noun with a preceding a possessive
e.g. your life
prep N
A noun with a preceding preposition
e.g. with love
supp N
A noun with a preceding supplementary information
e.g. these days
the N
A noun with the preceding article ‗the‘
e.g. the day
the N that
A noun with the preceding article ‗the‘, and followed by a ‗that‘
clause
e.g. the way (that) …
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Using a Variety of Tasks that Address Different
Students‟ Learning Styles
Dhunyawat Treenate20
Rajamangala University of Technology Krungthep, Thailand
dhunyawat.t@rmutk.ac.th
Abstract
This study aims to investigate students‘ English learning achievement through
the use of a variety of tasks addressing different students‘ learning styles. The
samples were two classes of 1st year students at a Thai university. Before the
experiment, both groups were asked to take a pre-test. The experimental group
was asked to complete a learning style survey to classify them into three groups:
visual, auditory and kinesthetic learners. The experimental group engaged in
tasks addressing their learning styles, whereas the control group completed the
tasks provided in the textbook. After the treatment, the English achievement test
was administered to both groups. It was found that the English achievement of
the experimental group was significantly higher than the control group at the 0.01
level. The finding indicated that students‘ learning styles should be taken into
account in EFL instruction.

Introduction
The era of educational reform promoted the learner-centered approach in the
classroom as learners are placed at the center of classroom organization and respect to
their diversity including learning needs, strategies, and styles is prioritized (Atlan &
Trombly, 2001). Learner differences, for example, learning styles, are broadly
categorized as cognitive, affective, and physiological traits that indicate how learners
perceive, interact with, and respond to the learning arena (Keefe, 1979 cited in Reid,
1987: 87). They are the methods in which a learner naturally prefers to collect, process,
and remember information and skills (Spratt, Pulverness, & Williams, 2005). Davis
(1993) asserts that learners‘ learning styles are varied in a classroom; some students learn
best through self-learning, some benefit from lectures, and find discussions the most
beneficial. It is beneficial for instructors to understand their students‘ different learning
styles so as to be able to provide content, teaching techniques, classroom environments,
etc. to meet individual learner needs.
In the EFL/ESL teaching arena, language learning styles have attracted a great deal
of attention and are the focus in L2 studies (Peacock, 2001). Many studies have been
20
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conducted to explore the various dimensions of learning styles. For instance, Reid (1987)
investigated learning style preferences of ESL students, while Peacock (2001) examined
the match and mismatch between learning and teaching styles. Peacock‘s (2001) study
revealed that learning failure and frustration resulted from a mismatch between teaching
and learning styles. It also suggested that EFL teachers should try to identify both their
own teaching styles as well as students‘ learning styles, and take those learning styles into
consideration. Hence, one way to facilitate students learning of the L2 successfully is to
match teaching styles with learning styles. This suggestion is an ideal; however, it is
rarely, if ever, the case that there is only one learning style in a classroom. In reality,
learning styles within a class are diverse; teachers should endeavor to balance teaching
style so that it does not excessively favor any one learning style. However, there are
limitations in terms of curriculum content and teachers attitudes that hinder the
implication of this proposal. As to learning content, Pashler (2009, cited in Glen, 2009,
para.13) states that some content cannot be delivered through different teaching styles;
some are best taught hands on, and some through lectures, while others are best conveyed
through group discussions. As for teachers, Jordan (1997), asserts that most teachers
teach in the way they were taught, or learned best, or used the same ways as teachers they
favored. Therefore, changing their teaching styles might be difficult in cases where they
do not want to change, and this may reduce their effectiveness with an unfamiliar
teaching style (Willing, 1988). These limitations can be eliminated by using a variety of
tasks that serve student learning preferences if they have been taught with a teaching style
that does not match their learning style. For this, tasks play a role as the vehicle to
encompass learning styles, teaching styles, and learning content.
Given the fact that, in Thailand, the concerns of most studies on learning styles have
dealt with surveying students‘ learning styles or exploring the relationships between
learning styles and other variables, such as gender, field of study, and so forth, there are
no empirical findings that employ the concept of different learning styles as an input in
the process in the EFL classroom and measure the benefits to students‘ learning
attainment (Kammanee, 2008). Consequently, this study was conducted to examine
whether using tasks that address students‘ learning styles promotes students to learn
English effectively. The findings will be beneficial to those in the EFL/ESL arena to
design and develop their curriculum and teaching practice for their learners.
Review of Literature
Learning Styles
There are various perspectives on learning styles used to identify learners of a
particular style. Using information processing, Kolb (1994) categorizes learners as
Diverger, Assimilator, Converger, or Accommodator. With regard to personality patterns,
Myers & McCaully (1985) classify learners in accordance with their preference as
introversion or extroversion, sensing or intuition, thinking or feeling, judging or
perceiving. As for social interaction, Grasha and Reichmann (1975) feel that learners can
be separated into avoidant, participative, competitive, collaborative, dependent, and
independent types.

117

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

In this study, perceptual style is employed to classify learners into three types. This
focus is derived from the concept of multiple intelligences mentioned by Gardner (1985).
From this perspective, Gardner (1985) and Tileston (2004) identify the following types of
learning styles:
Visual Learners
These learners learn best through seeing. They need to see the teacher‘s body
language and facial expression to completely understand the content of a lesson. They
may think in pictures and learn best from visual displays. They often prefer to take
detailed notes to soak up the information.
Auditory learners
They learn best through hearing. They prefer verbal lectures, discussions, talking
things through and listening to what others express. Auditory learners interpret the
underlying meanings of speech through listening to tone of voice, pitch, speed and other
nuances. Written information is likely to have little meaning. These learners often benefit
from reading text aloud and using a tape recorder. They also make use of explaining
things to others.
Kinesthetic learners
They learn best through ―doing‖. They prefer a hands-on approach, actively
exploring the physical world around them. They may find it hard to sit still for long
periods and may become inattentive.
Language Tasks
Definitions of task
There are many aspects within the definitions of a task. Initially these definitions
embraced a task as a piece of work, everyday activity, job responsibility, or general
activity for learners. However, in L2 teaching and learning, a task is an outcome-oriented
instructional segment or a behavioral framework for research or classroom learning
(Oxford, 2006). Nunan (2004) labeled those tasks that occur in the classroom as the
pedagogical tasks which can be defined as a piece of classroom work that involves
learners in comprehending, operating, producing, or interacting in the target language
intending to convey meaning rather than to manipulate form. Nunan supports Willis and
Willis (2001) in viewing tasks as different from grammatical exercises in that learners are
allowed to use a variety of language structures to accomplish task outcomes.
Task components
According to Nunan (2004), there are three minimum specifications of the tasks in
language teaching including goals, input and procedures, and these components are
supported by roles and settings. The goal acts as a pathway in the overall process of task
achievement and provides a link between the task and the boarder curriculum. It is
concerned with a variety of perspectives and based on communicative, cognitive
awareness, and socio-cultural factors (Clark, 1987). As for input, it refers to verbal and
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non-verbal materials, which learners have to undertake when engaging in a task, while
procedure refers to what learners will actually do with the input data.
Task types
There are a variety of language tasks proposed by language educators, especially in
the communicative instruction area. Here is a list of some task types found: decision
making (Foster& Skehan, 1996; Nunan, 1989); opinion exchange (Nunan, 1989);
information-gap (Doughty & Pica, 1986; Richards, 2001); comprehension-based (Ikeda
& Takeuchi, 2000; Scarcella & Oxford, 1992); problem- solving (Willis, 1996; Richards,
2001); sharing personal experiences, attitudes, and feelings (Foster & Skehan, 1996;
Oxford, 1990). Additionally, basic cognitive processes are proposed, such as listing
(Willis, 1998) matching or comparing (Willis, 1998; Nunan, 2004); narrative (Foster &
Skehan, 1996); structured and semi-structured dialogues (Nunan, 1989); and role-plays
and simulations (Crookall & Oxford, 1990; Richards & Rodgers, 2001; Nunan, 2004).
Objective of the Study
This study aims to investigate students‘ English learning achievement through the
use of a variety of tasks addressing different students‘ learning styles. To be more
precise, the study attempts to answer the following question:
- Are the English achievement scores of the students who engage in the tasks
addressing their learning styles higher than those of students who complete the tasks that
do not fit their learning styles?
Research Methodology
Participants
The participants consisted of 2 groups of 1 st year undergraduate students majoring
in English for International Communication, drawn from 3 classes, of the English 2
(1211102) Course in the second semester of the academic year 2009 at Rajamangala
University of Technology Krungthep. Each of two groups consisted of 28 students. The
simple random sampling method was used to select these students. These two groups
were also randomly classified into two subgroups- the control group and the experimental
group. There were 12 visual learners, 10 auditory learners, and 6 kinesthetic learners in
the experimental group.
Research Instruments
The research instruments used in this study were as follows:
1. Learning styles survey
The learning styles survey developed by Catherine Jester and Suzanne Miller
(Jester & Miller, 2000) was applied in this study. It has been publicized in the Internet
with more than 40,000 hits since 1998 and was awarded ―Best use of Technology in
Education for 1999‖. This survey consists of 32 statements with a-three point rating scale
(Often, Sometimes, Seldom) according to the frequency of students‘ preferences to deal
with learning, accessing information, and engaging in a particular activity.
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2. The English achievement test
The English achievement test consisted of 85 multiple choice items. It was
administered to both the experimental and the control groups in two steps: pre-test and
post-test. The topics of the test included asking for and giving opinions, making
arguments, gathering information through conversation and reading, reading job
advertisements, writing resumes and application forms, and participating in job
interviews.
3. Lesson plans
Two versions of lesson plans were created for both the experimental and the
control groups based on the objectives of the course English 2. The textbook entitled
English 2 developed by Dhunyawat Treenate (Treenate, 2009) was used for both groups.
The lesson plans for the control group were created to direct the students to do only tasks
assigned in the textbook, for example, brainstorming, filling in the gaps, correcting
mistakes, answering questions, completing the conversations, role playing, substitution
drills, matching, question forming and so forth, while those for the experimental group
were designed to enable the students to engage in the tasks addressing their learning
styles. The tasks that address each type of students‘ learning style were as follows:
Visual learners
This group of learners engaged in doing learning logs and mind mapping. They were
assigned to summarize important details in each lesson, explore questions that they were
still thinking about related to those details, and express the knowledge they would
remember long after each class was over.
Auditory learners
This group of learners participated in making audio recordings. They were asked to
work in groups with other learners who had the same learning style. Following this, they
discussed the topics involved in a particular lesson to examine the substance of each
lesson and prepared a radio script to deliver the knowledge they had learned from each
lesson. Thereafter, they used the prepared information to make audio recordings
pretending they were a group of instructors working in an educational radio program.
Kinesthetic learners
This group of learners took part in making video clips. Similarly to auditory
learners, they worked with other learners whose learning preference dealt with hands-on
or movement activities. They did as the auditory learners in terms of discussing the topics
and exploring the important points of each lesson. After this, they made a video clip
presenting that information pretending they were the instructors teaching their lessons on
TV.
Procedures and Data Collection
This study was an experimental research in the form of Randomized Control Pre-test
Post-test Design. Before the experiment, the pre-test was applied to both the experimental
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and control groups. Following the pre-test, the experimental group was asked to do the
learning style survey to classify them into three groups: visual, auditory and kinesthetic
learners. The researcher started teaching in accordance with the prepared lesson plans- to
the experimental group by directing them to engage with the tasks addressing their
learning styles, and to the control group by allowing them to complete tasks provided in
the textbook. Each of these two groups was taught, using seven lesson plans. Each
session lasted three hours. After the experiment, the post-test was administered to both
groups to measure their English achievement scores. All the data obtained from the
English achievement test were computerized to answer the research question.
Results
The findings were based on the results of English achievement scores of the
experimental and control groups.

Table 1: Pre-test and post-test mean scores of the experimental group and the
control group
Pre-test
Group

N
.

Post-test

x

S.D.

.

x

S.D.

Experimental

28

50.85

8.22

65.10

8.71

Control

28

50.64

7.37

57.64

7.26

As shown in Table 1, the mean score of the post-test of the experimental group
(65.10) was higher than that of the pre-test (50.85). Similarly, the mean score of the posttest of the control group (57.64) was higher than that of the pre-test (50.64). The results
indicated that both groups improved their English standard.
In order to investigate which of the two groups (the one engaged in the tasks
addressing their learning styles or the group participating in tasks provided in the
textbook) showed greater gain in English achievement, the post-test mean scores of both
were compared using the independent t-test to determine the presence of a significant
difference. The results are presented in Table 2.
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Table 2: Post-test Score of the experimental group and the control group
Post-test
Group

N
.

x

S.D.

Experimental

28

65.10

8.71

Control

28

57.64

7.26

t

p

3.479

.001**

p** < 0.01

The data in Table 2 points to a significant difference between the post-test mean
scores of the experimental group and of the control group at the 0.01 level. The students
assigned to do the tasks that address their learning styles (the experimental group)
achieved a higher mean score than those who were directed to do tasks provided in the
textbook. Thus, it can be concluded that encouraging students to engage in tasks
addressing their learning styles assisted them in enhancing their English achievement
better than directing them to do only tasks provided in the textbook.
In order to further analyze the significant difference between the pre-test and posttest scores of the experimental group by their learning style, an analysis was performed as
shown in Table 3.
Table 3: Pre-test and post-test mean scores of the experimental group by learning
style

Learning style

Pre-test

N

x

Post-test

x
67.10

S.D.
6.99

t

p

6.93

.000**

Visual Learners

12

53.58

S.D.
9.23

Auditory Learners

10

50.58

6.78

66.83

8.61

9.75

.000**

Kinesthetic Learners

6

46.50

8.36

58.33

9.43

4.21

.008**

p** < 0.01

As shown in Table 3, all types of learners in the experimental group gained a
significantly higher mean score in the post-test compared with the pre-test score. The
differences between the two tests of all leaner types stand at 0.01 level. This indicates that
tasks designed addressing students‘ learning styles enhanced the English achievement of
all learner types.
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Discussion and Conclusions
This study was conducted to examine whether using tasks that address different
students‘ learning styles can promote effective English learning among students. The
results were drawn from the English achievement test scores from both groups (the
experimental and control groups).
It was found that the English achievement scores of students who participated in the
tasks that address their learning styles were significantly higher than those who engaged
in tasks provided in the textbook. The research finding indicated that using tasks that
address students‘ learning styles encourages students to achieve learning success. This
finding is consistent with those of many linguists and psychologists who determined that
students learn effectively through learning in ways they favor (Felder & Silverman, 1988;
Oxford, 1990; Dunn &Dunn, 1993; Ried, 1995; Peacock, 2001; Cohen, 2003; Tileston,
2005). In this study, diverse tasks were given in the lessons as a means to allow learners
to process task inputs to meet learning outcomes. In the EFL classroom, tasks play a
crucial role to engage learners‘ interest, allow learners to practice language, and to apply
language taken to real world activities. Selecting tasks which are authentic, goal-oriented,
meaningful, adaptable, and themed into the language classroom is advantageous. Ideally,
those tasks are constructed to correspond with students‘ learning styles because they
encourage students to feel good about the language learning process, make faster
progress, and stay motivated.
The post-test mean scores of each type of learners (visual, auditory and kinesthetic)
in the experimental group were calculated. It was found that all types of learners‘ posttest mean scores were significantly higher than that of the pre-test. The findings suggest
that using tasks that match students‘ learning styles will support all groups of students to
succeed in learning language. For visual learners, they dealt with learning logs and mind
mappings. Both tasks are beneficial for visual learners since these learners are those who
need a mental model that they can see. Accordingly, these tasks help students understand
and remember concepts that are difficult by taking the material that they have previously
learned, and placing it in a concrete model. Using pictures and mapping are advantageous
to introduce a difficult concept and to relate new information to prior knowledge. The
auditory learners participated in making sound recordings which was effective for them
since the procedures dealing with this task comprised peer discussion, planning,
brainstorming, and verbalizing while learning. This finding supported Tileston‘s (2004)
data that shows that auditory learners make use of group discussions, peer tutoring,
brainstorming, and oral activities. With regard to kinesthetic learners, they need the
opportunity to be mobile and like to take things apart to see how they work. Making a
video clip to involve students in the task provided these learners with a chance to learn
successfully. The findings supported Tileston (2005) in that this task allowed students to
have group discussions, prepare video scripts, supply opportunities to move, and use
simulation.
Additionally, students were implicitly taught about learning strategies when they
engaged in the tasks. Learning styles have a crucial influence on students‘ choice of
learning strategies, and both of them affect learning outcome (Oxford, 1989). While the
concept of learning style refers to what students use in acquiring a new language, learning
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strategy plays the role as actions, steps, or techniques used by students to enhance their
learning (Scarcella & Oxford, 1992). In practice, it is difficult to judge how much weight
learning styles will have in learners‘ range of strategies for a given task due to other
factors, such as learners‘ age, prior experience, or proficiency in the target language,
which will play some role (Cohen, 2003). Allowing students to select their learning
strategies to fit their learning styles is useful for them to discover their own effective
learning methods. According to the tasks used in this study, writing a learning log or a
mind mapping supported visual learners in organizing, focusing, and evaluating their own
learning, while making audio recordings supported auditory learners in cooperating with
others, as well as classifying and recalling information. Making video clips provided
kinesthetic learners an opportunity to associate with others, enter new information into
memory storage, and retrieve it when needed. When students were assigned to engage in
the tasks that match their learning preferences, they acquired learning strategies that fit
their characteristics. This helps them make the learning process easier and more
successful.
It can be concluded from these findings that learning style is one important aspect
for those who are in EFL/ESL arena to consider, contemplate and regularly make use of
to understand students‘ preferences and to teach them in the ways they favor. Applying a
variety of tasks to match students‘ learning styles is an effective method since it not only
improves students‘ English achievement, but also eliminates the limitation when teaching
style does not match learning style. Moreover, it encourages students to explore their
learning strategies and use them as a toolkit to gain better English proficiency.
Implications
The findings of this study can be applied by professionals involved in EFL/ESL as
follows:
1. English language teachers
English language teachers should explore their students‘ learning styles at the outset
before designing lessons because such exploration leads to greater understanding of
learner differences. This will help teachers to organize appropriate instruction that
encourages students to maximize learning potential, understand how to study and score
better on exams and tests, eradicate limitations in the classroom, lessen frustration and
stress levels and expand existing learning strategies. Moreover, they should consider
various language tasks to be employed in their classes in order to match individualized
learners‘ needs.
2. Teacher trainers
The major concerns of a teacher training program involved language proficiency,
teaching theories and beliefs, and a practicum perspective. However, increasing
awareness of styles should be likewise included. Especially for student teachers, they
should be informed of the importance of learner differences at the outset of the training.
Generally, when they practice planning lessons, they are encouraged to state learning
outcomes, consider suitable teaching techniques, or identify assessment methods.

124

Chulalongkorn University Language Institute
CULI‘s 7th International Conference 2010
Pathways in EIL: Explorations and innovations in teaching and research
PROCEEDINGS

Although they are able to manage those tasks efficiently, they may not be successful in
practice due to ignoring the most crucial element for instructional design; that is learners.
Hence, encouraging student teachers to be aware of learner differences is beneficial as a
valuable basis for them to be effective teachers.
3. Materials developers
Materials developers should be aware of the variety of learning styles when designing
materials used in language classrooms. They should supply varied content, activities, and
tasks which can serve all types of learners because a variety of language tasks provides
opportunities for all learner types to acquire language in their own ways and allows
students to relate tasks to their own interests and experiences. To sum up, instructional
materials should be varied, dynamic, and adaptable to individual needs.
Recommendations for Further Studies
For further studies, it is vital to continue research as follows.
1. The research should be expanded to study the results at other levels, e.g., students
at the primary or secondary levels. It would be interesting to find out whether using a
variety of tasks addressing different students‘ learning styles would be advantageous to
other groups.
2. This study applied perceptual styles to classify learners into three types: visual,
auditory, and kinesthetic learners. It may be beneficial to design language tasks that
address different students‘ learning styles in other perspectives, for instance, information
processing, personality patterns, or social interaction, and employ them as a treatment to
investigate whether they could enhance students‘ learning achievement.
3. Given the fact that students‘ learning styles are very important, it is imperative to
find out how we can raise both teacher and student awareness of their own styles.
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