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Editorial

Dear Readers,

Welcome to the second issue of the Journal of
Language and Education (JLE ), a quarterly publication
designed for the scientific enquiry in Linguistics,
Psychology, Language Teaching and Learning;
providing a forum for the exchange of ideas and
news within international scientific community at-
large. We would like to take this opportunity to thank
current JLE Editorial Board members for their ongoing
commitment to the standards to which the journal
aspires.

With JLE, you will have regular updates and special
feature segments of varying topics: psycholinguistics,
communication gap, language and speech, mental
health treatment, and cognitive processes. We hope
you enjoy reading JLE and find useful information,
as well as some food for thought for you and your
colleagues.

The initial article of the second issue of JLE is
a fine-drawn forum for scientific debates about
the significance and replicability of linguistic and
education phenomena, presented in Mizue Aiko’s
paper entitled “The Relationships Between the
Accuracy of Self-Evaluation, Kanji Proficiency and
the Learning Environment for Adolescent Japanese
Heritage Language Learners”. This article, representing
a research on the heritage language speakers, having
pragmatic advantages, such as gaining a qualification
and better employment opportunities. This study
sheds new light on the field of experimental studies
with self-evaluation of kanji proficiency, contributing
to improving kanji proficiency, as well as with
improvement of the underestimation on radicals skills,
giving students more awareness of radicals when
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introducing and reviewing kanji regularly in class.

The paper “West” or “Vest”? Pronunciation of
English Consonants [w] and [v] in the Utterances of
Slovak EFL Speakers” by Rastislav Metruk explored
the informative potential of the most difficult
and puzzling aspect of English for L2 learners:
suprasegmental features, containing possible pitfalls
that foreign language learners need to avoid if they
wish to communicate effectively and successfully. The
author focuses on erroneous pronunciation of the
consonants [v] and [w] in the English pronunciation
of Slovak university students as the constituents of
more information on why these errors might have
occurred. The research suggests that the distinctive
feature of the labiodental fricative [v] and the labial-
velar approximant [w] mispronounce investigations
are highly likely raise a rather vexing question since
it might be difficult to clarify why the consonant [v],
which exists in both languages, is replaced by the
consonant [w].

Flora Komlosi-Ferdinand in “Bulgarian
University Students’ Learning Style Preferences in
ESL Classrooms” explores the issues regarding the
magnitude of the task of deciphering global linguistic
behaviour, motivation, and learning style preferences.
In recent times, there has not been such a study carried
out on Bulgarian written in the English language. The
obtained results open fascinating perspectives for
further research on this issue and the development of a
comprehensive model of facilitating diverse activities,
educational materials, and assessment methods in
order to help students find the most appropriate
learning styles to gain and strengthen knowledge.

Abduljalil Nasr Hazaea and Ali Abbas Alzubi’s
paper “Impact of Mobile Assisted Language Learning
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on Learner Autonomy in EFL Reading Context” studies
the use of the advent of communications technology,
including language learning systems. The authors’
findings reveal that the participants have learned
how to acquire knowledge and search for more
information via mobiles, which acted as an outside
classroom teacher. The present study may appeal to
the international reader in terms of the need to act
autonomously and communicate with the world so
as to practise the use of the new language and make
decisions about their language learning.

The article “A Study on the Attributes of Effective
English Lecturers as Perceived by EFL Learners: The
Case of Indonesia” by Heri Mudra presents EFL learners
in Indonesia, striving for better and deeper English
knowledge and skills. The study seeks to identify the
role in ensuring that learners become skilled users of
English both formally and informally. The results of
the research show the estimation of the frequencies,
Means, and Standard Deviation (SD) of the attributes of
effective English lecturers and findings in differences
between male and female EFL learners’ choices of the
attributes.

In “Androcentrism of English proverbs and Anti-
Proverbs with Gender Components” Maria Kirsanova
studies the connection between language and sex
dates back to the ancient times when the grammatical
category “gender” started to be considered. All the
findings in this article further our understanding of
proverbs, since cultural and national traditions are
recorded via proverbs in order to be passed on through
generations. The overview revealed a need for further
research of proverbs and anti-proverbs, demonstrated
by the fact that anti-proverbs are variations of
traditional proverbs and they are ironic and humorous.

The paper “French Grammatical Accents: Practices,
Sociolinguistic = Foundations, and Pedagogical
Implications in a Multilingual Setting” by Antoine
Willy Ndzotom Mbakop, Sonia Laurel Emalieu Kanko,
and Michelle Adrienne Tida presents a study done
with new perspectives in the incorrect exposure
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perspective, from the postulate that errors can start
in one group (first generation) and then spill over
to a second (second generation) through contact. It
should be noted that studying the influence of spoken
French on the use of grammatical accents by English-
speaking learners of French in Cameroon ensures a
more profound investigation, helping curb the tide of
the errors learners made in using grammatical accents.

Deborah Azaryad Shechter in “Overcoming the
Grammar Barrier in Foreign Language Learning: The
Role of Television Series” investigates issues of the
comprehensive and insightful study of the effects
of films on language learning and critical accounts
of their strengths and weaknesses. The overview of
previous research shows that beneficial effects of
television series on listening comprehension and
vocabulary acquisition have been largely overlooked.
The obtained results open fascinating opportunities
for further research and comparative investigation
of communicative ways that can transform well-
known practices of grammar instruction and called on
teachers and scholars of foreign language acquisition
to explore how television series promote the teaching
and learning of grammar.

Lilia Raitskaya in her review on the book “Key
Issues in English for Specific Purposes in Higher
Education” by Yasemin Kirkgoz & Kenan Dikilitas
(Eds.) considers the major trends in ESP and ESP’s
position in the foreign language learning continuum
in English Medium Instruction (EMI) contexts. The
reviewer interpreted the main concepts and current
developments in ESP in the framework of English as
the world’s lingua franca and the new needs of learners
of English in the globalized world.

We believe you will enjoy this second issue of the
JLE, participate in the debate of the proposed concerns
and that you will assume submitting your abstracts
and sending comments. Please, join us by submitting
your work and suggestions for special issues in the
coming months and years.

Editors-in-Chief of Issue 2
Tatiana A. Baranovskaya
Valery D. Solovyev
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The Relationships Between the Accuracy of Self-
Evaluation, Kanji Proficiency and the Learning
Environment for Adolescent Japanese Heritage

Language Learners

Mizue Aiko
RMIT University

Correspondence concerning this article should be addressed to
Mizue Aiko, RMIT University, GPO Box 2476, Melbourne VIC
3001 Australia. E-mail: mizue.aiko@rmit.edu.au

This paper focuses on Japanese heritage language (JHL) learners
in an Australian context. The paper reports on a research project
in a hoshuu-koo institution, a Japanese supplementary school,
and explores the experiences of a group of Year 7 students. This
study was initiated by identifying to what extent JHL learners can
recognise their own skills, especially in proficiency in kanji, one
of the Japanese scripts. It was predicted that several elements
could relate to the accuracy of self-evaluation. By exploring levels
of self-evaluation skills and the elements concerned in Japanese
learning, the aim of the research was to help develop differentiated
curriculum in the future. Data were based on student performance
on kanji tests and answers to questionnaires, and the Excel Correl
Function was used to calculate correlation coefficients. Graphs
were also used to analyse the data. It was found that students who
had relatively high kanji proficiency, especially in higher year
levels, recognised their own skills but an overall overestimation
was found amongst other students. Specific areas of kanji learning,
such as okurigana and radicals, were identified as areas that need
to be enhanced for appropriate self-evaluation for most of the
students. Learning environment related to evaluation skills was
also identified. Concluding comments centre on implications for
further teaching approaches and research on the enhancement of
kanji self-evaluation skills.

Keywords: Japanese heritage language (JHL) learners, hoshuu-
koo, kanji, self-evaluation, home environment, tests

This study explores kanji (one of the Japanese scripts)
proficiency, the self-evaluation skills of Japanese
Heritage Language (JHL) learners, and the factors that
relate to self-evaluation skills. A heritage language is the
first language that children learn to speak fluently; for
example, as children grow they will come to use the local
language (e.g., English) more frequently and skilfully
and thus their first language (e.g., Japanese) becomes
their “heritage language” (Nakajima, 1998). It has been
reported by researchers that the kanji proficiency of JHL
learners has not been satisfactorily developed (Kataoka
& Shibata, 2011) and it is suspected that learners who
lack self-assurance in kanji miss the opportunities to
develop their skills as they hesitate to learn. This attitude
tends to increase as the learners become older, especially
for adolescents and adults. It is assumed that recognising
one’s own proficiency properly helps in gaining
confidence and devising one’s own learning methods.

Aiko, M. (2018). The Relationships Between the Accuracy of Self-Evaluation,
Kanji Proficiency and the Learning Environment for Adolescent Japanese
Heritage Language Learners. Journal of Language and Education, 4(2), 6-23.
doi:10.17323/2411-7390-2018-4-2-6-23

B3auMOCBSI3b MEXAY TOYHOCTHIO CAMOOILIEHKM,
BJIaJieHMEeM veporiaudamMmu U cpenoit 0GyueHus:
JJISI IOIPOCTKOB, U3YYAIOIINX
SATIOHCKUI SA3BIK

Mwn3y Aiiko
MKTU yuuBepcuret

Appec 1151 HanpaB/IeHYsI KOPPECIIOHAEHIMY 10 SAHHOI ITy6Iun-
Kauym: Musy Ajiko, MKTU yHuBepcurer, a/s 2476, r. MenbOypH,
Ascrpanus, uagec 3001. E-mail: mizue.aiko@rmit.edu.au

IlaHHas1 cTaThsl HAIIPaBJ/IeHa Ha UCCIeJOBaHMe V3YYaloIMX SITTOH-
cKuit s13bIK Hactenus (SIS1H) B aBcTpanmiickom KOHTeKcTe. B cra-
The TOBOPUTCST 06 1CCIe0BaTeIbCKOM ITPOEKTe, TPOBEEHHOM B
MHCTUTYTE XOIIyY-KY, SITOHCKOW JOTIOMHUTENbHO MIKOIe, U UC-
CJIeyeTCst OMBIT TPYIIIBI CTYOEeHTOB 7-ro Kiacca. MccnenoBanne
ObUTO HAYaTO C OmpeleneHus crerneHy usydawoimx SI9H, mpu-
3HAIOUIYX CBOM COOCTBEHHbIE HaBBIKM, OCOGEHHO BO BJIaZeHUU
KaH[A3M — OIHUM U3 STOHCKUX MpUTOB. [UMOTETMUECKN TIpe[I-
MTOJIOKEHO, YTO C TOYHOCTHIO CAMOOILIEHKY MOTYT ObITh CBSI3aHbI
HECKOJIbKO 3/IeMeHTOB. M3yuasi ypOBHM HAaBBIKOB CaMOOILIEHKU
M COOTBETCTBYIOLIUX 3JIEMEHTOB B M3YUEHUM SITIOHCKOTO SI3bIKA,
1LIeJIbI0 MCCTeoBaHus Obuta paspaboTka auddepeHIMPOBaHHbBIX
Y4eOHBbIX MPOrpaMM [jsl GYAYIOUEro MCIOMb30BaHusI. [JaHHbIe
ObUTM OCHOBaHbI Ha pe3y/abTaTax YCIIeBa€MOCTM CTYAEHTOB IT0
TecTaM KaHZA3M U OTBeTax Ha BOMPOCHUKM, a IJIs pacyeTa Koad-
¢unmenToB Koppensiuu ucnonb3oBanack GyHkuus Excel Correl.
Ilna aHanmM3a JSAaHHBIX VCIIONb30BAINCh Takke rpaduku. Bpiio
YCTaHOBJIEHO, YTO CTYHEHTBbI, KOTOPble MMeIM OTHOCUTETbHO
BBICOKMI1 YPOBEHb BiafieHus mepormbamm, 0COGEHHO Ha cTap-
IIMX Kypcax, MPU3HAIM CBOM COGCTBEHHbIE HABBIKM, HO OOIIast
mepeolieHKa Oblyla OGHapYKeHa Cpeoy APYruX CTyAeHTOB. KoH-
KpeTHbIe 06/1acTV U3yUeHusT KaHA3M, Takue KaK OKypuraHa u pa-
VKb, ObUTM OTIpefie/ieHbl KaK 061acTi, KOTOpble HeEO6XOAUMO
YAYYIINATD AJIST COOTBETCTBYIOIE CaMOOLIEHKM Y GOJbIIMHCTBA
cTymeHToB. Takke 6bla onpenesneHa yye6Has cpefia, CBsI3aHHAsK
C HAaBbIKAMM OLIEHKU. 3aK/TIOUUTEeIbHbIE BHIBOJbI CBSI3aHBI C BO3-
MOXXHBIM Pa3BUTMEM JATbHENIINX ITOIX00B K IIPeroiaBaHuIo, a
TaK)Xe MCCIe0BaHMIi IO COBEPIIEHCTBOBAHMIO HABBIKOB CaMOO-
LIEHKY KaH/3M.

KiioueBble c/I0Ba: SIM3yyalollyie SIMOHCKMIA SI3bIK HAaCAemust
(SISIH), xouryy-Ky, KaHA3M, CAMOOLIEHKA, yueOHasl Cpefia, TeCThI

Therefore, it is important to identify how accurately
each JHL learner recognises their own kanji proficiency
and to find out if there are any factors relating to self-
recognition skills so that further learning methods can
be explored to enhance self-evaluation ability.

A hoshuu-koo in Australia was selected for this
research. Hoshuu-koo are supplementary Japanese
schools outside of Japan and are organised by the
Japanese Ministry of Education, Culture, Sports, Science
and Technology (MEXT) to provide Japanese education
for first grade to ninth grade students who go to a local
school during the week. Hoshuu-koo were originally
designed for children who would eventually return to
Japan and were expected to provide these children with
access to part of the Japanese compulsory education
curriculum (Doerr & Lee, 2010). As well as teaching
Japanese language to the designated original cohort
of students, many supplementary schools also teach

This article is published under the Creative
6 Commons Attribution 4.0 International License.
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Japanese as a heritage language (JHL) (Yamaguchi,
2008). At the hoshuu-koo where this research was
conducted, almost 80% of students learn Japanese as a
heritage language. It was observed that students were
struggling to acquire kanji and often stopped learning
Japanese when they finished Year 6, i.e., at the end of
elementary school. Many of the students who do not
have confidence in kanji showed passive and negative
attitudes towards learning kanji. When students
have a negative attitude towards learning kaniji, it is
hard to acquire kanji; therefore it is crucial to make
kanji learning attractive by introducing culture and
allowing students to understand the usefulness of
kanji (Shimizu & Green, 2002). As hoshuu-koo is the
main institution for JHL learners, a solution for this
situation is necessary to encourage learning JHL.
Researchers insist that heritage language education
is important socially, culturally, and economically as
well as for maintaining a positive sense of identity
(Douglas & Chinen, 2014; Wang & Green, 2001).
Additionally, heritage language speakers have
pragmatic advantages, such as gaining a qualification
and better employment opportunities as well as
expecting to obtain good marks on exams (Doerra &
Leeb, 2009; Willoughby, 2006). Despite the recognition
of its importance, difficulties in maintaining learning
and acquiring age-appropriate proficiency have
been reported (Douglas, 2008; Oguro & Moloney,
2012), especially as learners become older, and this
may influence learning motivation. Age-appropriate
proficiency in JHL education is regarded as knowledge
of vocabulary, script, grammar, and the skills to use
them that students learn at school in each grade
based on the curriculum designed by MEXT. Difficulty
in learning and teaching kanji at hoshuu-koo as well
as at tertiary institutions is widely acknowledged,
although difficulties in other areas of JHL learning
have also been recognised. For example, an imbalance
between the four language skills of reading, writing,
speaking, and listening (Douglas, 2010; Nishimura,
2012), the use of wrong registers (Calder, 2008), and
restricted knowledge and competence in morphology
and vocabulary (Calder, 2008; Kataoka, Koshiyama,
& Shibata, 2008). There could be several factors
influencing learners’ proficiency, and Aiko (2017)
indicates that the increasing use of a dominant
language and lack of opportunities to hear or use
formal language registers could be example factors.
The complicated system of kanji and the number
of kanji characters could be reasons for the difficulty
of its acquisition. There are three types of Japanese
script: hiragana, katakana, and kanji. Hiragana
and katakana are phonetic scripts; each character
represents one sound and does not represent any
particular meaning. Ootsuki (2010) commented that
Japanese is not very different from other languages in

terms of the difficulty in acquiring the system, despite
its unique grammar; however, the most difficult part
of Japanese learning is the script system. Douglas
(2010) also found many JHL students insist that kanji
is the hardest part of learning Japanese. According
to a large-scale international investigation of the
experience of hoshuu-koo teachers, findings indicated
that many JHL learners do not reach age-appropriate
levels of kanji proficiency (Kataoka & Shibata, 2011).
Nakajima (2003) also found that JHL learners’ kanji
proficiency does not necessarily progress as they grow
older. Findings from research conducted by Douglas
(2008), reported that JHL students’ reading skills are
very similar to the skill levels of second language
learners at university. Moreover, Douglas (2010) found
that university JHL students have problems in writing
and reading combination kanji words amongst kanji
components, although they can read kanji within
context relatively well. JHL learners usually have
insufficient opportunities to be exposed to spoken
and written texts or enough opportunities to use the
language in their daily lives, which affects the amount
of acquired age-appropriate vocabulary and kanji
(Kataoka & Shibata, 2011). Unlike second language
learners, the amount of kanji that is expected to be
remembered is large and students may not be able
to grasp how much kanji they maintain. Thus, it is
suspected that students have insufficient recognition
of their own kanji proficiency.

Blanche and Merino (1989) mentioned that self-
evaluation is a source of information about abilities
and progress provided by learners themselves. This
information also includes learners’ expectations,
needs,and worries (Harris & McCann, 1994). It hasbeen
said that students can become aware of their progress
by being given the opportunities to assess themselves
and by being made responsible for their own learning
(Dickinson, 1987; Harris, 1997). As a result, self-
assessment helps students become active participants
in their education (Joo, 2016; Sloan, 1996) . Blanche
and Merino (1989) also insisted that metacognitive
skills, as well as student proficiency, can be developed
by adopting this approach. Thus, it can be said that
the effect of a self-evaluation system in language
education and how students then self-rate their
proficiency could be a key point in making the system
valuable. Research has found several tendencies which
affect the accuracy of self-evaluation, such as learning
environment and negative relations with family and
school environment (Konaszewski & Sosnowski,
2017). The level of proficiency and length of learning
are reported as affective factors. Gertsen’s (2006)
research proved that students who studied over a
longer period can evaluate their skills more accurately.
Moreover, the higher that language proficiency is, the
more accurate the self-rating (Davidson & Henning,
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1985; Heilenman, 1990). Komori and Fujisawa (2004)
conducted research on the same students over a span
of two years and found that students’ self-evaluation
abilities increased with improvements in proficiency;
however, the increasing rate of self-evaluation was
different depending on the proficiency. Students
who obtained high scores in tests believed in their
improvement, whereas students who did not perform
well on the tests rated themselves lower than their
actual improvement. Although a correlation between
accuracy of self-evaluation and proficiency was found,
this does not mean that high proficiency always leads
to accurate self-assessment. Yoshizawa (2009) found a
correlation between self-assessment and the difficulty
of reading texts but no significant relation with
listening. Therefore, the fields of learning relating to
self-evaluation and actual proficiency vary.

This research investigated whether the relationship
between self-evaluation skills and kanji proficiency
of adolescents could be identified. The importance
of self-evaluation skills and the relationship with
language proficiency have been discussed in prior
research (Bandura, 1997); however, not enough
research has been conducted in the JHL area, especially
for adolescents whose meta-cognitive skills are
developed more than elementary school students and
thus are at the age where enhancing one’s own self-
evaluating skills and organising one’s own learning
style are expected. In this research, a focus on the
kanji learning of adolescents, the appropriateness of
self-evaluation, and the elements which may correlate
with it are explored in the expectation of improving
kanji proficiency.

The context for the study was a hoshuu-koo in
Australia. The participants were students in Year 7 and
the researcher was a participant-observer. It was found
through the researcher’s observations of students
during class, and the results of kanji tests, that not
many students recognised their own kanji proficiency
and gave up memorising kanji. It is assumed that
students are able to improve their kanji proficiency
and participate in learning actively by establishing
and developing their learning styles if they evaluate
their own proficiency appropriately and recognise
which areas of kanji they are competent in, as kanji
has several elements such as compounds words and
okurigana. Okurigana are kana suffixes following kanji
that show grammatical functions of the word. In other
words, appropriate self-evaluation is one of the ways
to improve kanji proficiency and helps in setting up
appropriate goals. Moreover, finding the elements that
influence the appropriateness of self-evaluation skills
and characteristics of evaluation skills would be a cue
for improving both teaching methods for educators
and organising the environment at home as well as to
enhance evaluation competence for students.

Based on the hypothesis mentioned above, this
study will explore: How does self-evaluation of kanji
proficiency contribute to improving kanji proficiency?
To address this question, the research aimed to
explore:

» How well does each student understand their
own proficiency? Is there any relationship
between kanji proficiency and self-evaluation
skills?

* In which components of kanji do students
recognise their own skills appropriately?

* Are there any elements that influence kanji
self-evaluation?

Methodology and methods
Participants

Year 7 students studying Japanese at an Australian
hoshuu-koo in 2017 were approached to participate
in this research. There was no control group and in
total 31 students agreed to join this research, with
consent forms obtained from the participants, their
parents, and the school. Most of the students were
born in Australia and started studying Japanese at this
hoshuu-koo when they were in Year 1. Pseudonyms
have been used throughout the study.

Research design

Quantitative approaches to data collection and
analysis were used in this research. Quantitative
research helps to build a theory and a theoretical frame
that reflects a reality and observes a phenomenon in
detail. The data were collected when the participants
entered Year 7 after graduating from elementary
school (Year 6) and the contents of the test included
areas introduced before the end of Year 6. The data
were analysed to determine how accurately JHL
students analysed their kanji skills and to identify
what specific elements influenced the accuracy of their
self-evaluation. The data from the questionnaires and
kanji tests was assessed and the results used to detect
emerging patterns in student self-evaluation skills
and learning environment. The Excel Correl Function
was used to calculate correlation coefficients. Graphs
were used to analyse the data and trends of correlation
amongst each element were explored.

Materials

Materials used in this research comprised tests and
questionnaires.
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Tests:

Kanji that was introduced during elementary
school was tested. Ten words that used kanji from
each year level were selected for reading and
writing, respectively, and okurigana and the use of
kanji in context were also tested and each student’s
performance analysed. Words in the test included both
single kanji words and compound kanji words. Besides
this, the five most frequently used radicals were
selected and the students were required to write words
that included kanji with each radical.

Questionnaires:
The following items were asked in the
questionnaires:
» Confidence level in kanji and radicals for each
year level

* Confidence rating for areas within kanji
learning (reading, writing, compound words,
radicals, meaning, and okurigana)

e Details of the learning environment,
including:

- Number of family members and friends
who speak Japanese

- Ratio of the use of Japanese at home

- Items in Japanese that students have
access to, such as books, websites, and
movies

- The number of Japanese books that
students possess

Procedure:

An examination was made of the following points:

1. Differences between actual scores in the
reading kanji test and students’ self-
confidence

2. Differences between actual scores in the

writing kanji test and students’ self-confidence

3. Relationship between reading and writing
kanji scores, radical scores and differences
with students’ confidence of radicals

4. Relationship between confidence in reading
kanji and actual performance in kanji
components for each year level of kanji

5. Relationship between students’ confidence in
writing kanji and their actual performance in
kanji components for each year level of kanji

6. Relationship between students’ individual
confidence in the components of kanji and
their actual performances for each component

7. Correlation between self-evaluation and
learning environments

Results

Using the results of the kanji tests and
questionnaires, differences between actual proficiency
and self-evaluation were calculated for each area of
kanji. Correlation coefficients between the results and
the learning environment were calculated using the
Excel Correl Function to see if any relationships were
apparent.

Correlation between self-evaluation and kanji
reading, writing, and radical test results

Procedure 1

First, the correlation coefficients between reading
test results and differences with self-evaluation were
calculated. The correlation coefficients were 0.768;
therefore, a strong positive linear relationship was
found. This indicates that when students have higher
proficiency in reading kanji, differences between
actual proficiency and self-evaluation are smaller.

Figure 1 below shows the differences between self-
evaluation and actual performance based on students’
individual reading scores. The graph is sorted by
score. It was found that students who obtained
more than 40 out of 100 in reading tests had fewer
differences between actual test scores and their self-
evaluation and most of the students who obtained more
than 80 showed an underestimated self-evaluation.
This means that the higher the kanji reading skills that
students had, the more accurate their self-evaluation
was.

Next, the individual accuracy of self-evaluation
was graphed by each year level of kanji and compared
to reading scores (Figure 2). Overall, bigger differences
between self-evaluation and actual performance
were found in Years 2, 3, and 4 levels of kanji than
others. Most of the students who obtained less
than 40 in the tests overestimated their skills when
average differences were focused on; however, some
students underestimated their skills more in Year
4 levels. Besides this, some of the students who
achieved 80 in the kanji reading tests showed a degree
of overestimation in the lower level years of kanji
learning.

Procedure 2

Kanji writing test scores and the differences
between self-evaluation and actual scores are
displayed in Graph 3. This graph is sorted by score;
the correlation coefficient between the accuracy of
self-evaluation and test scores was 0.507. A moderate
positive relationship was found and this is lower than
the reading tests. Most of the students overestimated
considerably and under 20% accuracy rates were found
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Differences in self-evaluation and reading score
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Figure 1. Accuracy of self-evaluation in reading kanji and individual reading scores.

amongst students who obtained more than 60 out of
100 in the kanji writing tests. However, differences
varied amongst the students whose scores were less
than 60. Moreover, few students underestimated,
indicating that the students who achieved high-level
scores in kanji writing recognised their skills quite
accurately or only slightly underestimated them.
Individual performance in each year level for kanji
and writing scores are graphed below (Figure 4). A
relatively high overestimation was found in Year 2 and
Year 3 level kanji amongst the students who obtained
less than 40 out of 100 in the tests. Overestimation
in Year 4 level was found in most of the students,
regardless of the scores. Overestimation in Year 5 and
Year 6 levels was mainly found amongst the students
who achieved more than 20 in the tests. The number
of the students who underestimated was smaller than
in the reading test but this was found mainly amongst
the students who achieved between 20 and 30 in Year
1 and Year 2. Similar to the reading tests, the students
who attained higher scores tended to recognise their

writing skills more accurately than others.

Procedure 3

The graphs below show the relations between the
accuracy of self-evaluation skills of radicals and kanji
reading and writing scores. The graphs are sorted by
scores.

Figure 5 indicates that the majority of the
students whose reading score was higher than 40
underestimated their radical skills, while other
students varied regardless of their score.

In Figure 6, sorted by writing score, it was found
that the higher scores that students achieved, the more
underestimation they had, although there were some
variations. This means that the students whose scores
were high in the writing tests tended to underestimate
their radical skills, and this was similar to the trend in
the reading scores.

Moreover, the accuracy rates as sorted by radicals
scores below (Figure 7) show more than 50%
underestimation, mainly amongst the students who

Accuracy of self-evaluation in reading for each year level of kanji and reading scores
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Figure 2. Individual accuracy of self-evaluation for each year level of kanji reading.
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Accuracy of self-evaluation and writing score
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Figure 3. Accuracy of self-evaluation in writing kanji and individual writing scores.
Accuracy of self-evaluation in writing for each year level of kanji and writing scores
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Figure 4. Individual accuracy of self-evaluation for each year level of kanji writing.
Accuracy of self-evaluation in radicals and reading scores
120
100
80
60
40 I I | 1
® [T bbb
a1 .l ) -1
-20
.o‘zro'\.o'\-zzo\\i},o(\,%{\xo & O X X ¥R Q& O
\*S"&'Q&&Q&@é“bo@o&@ﬁc«zo& & Q’Q’&&O&'Q%@.&O\tﬁ\)
< %\2@1"2\& éo*&%& O é\&e& AR~ Q\»{Q P K & ) ®$§ S *_0 %& @5\\&9}}% %0\ w

mmm Accuracy Reading score

Figure 5. Accuracy of self-evaluation in radicals and reading scores.
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achieved relatively high scores in radicals tests.
2. Analysis by kanji components

How individual students recognised each
component of kanji skills was analysed. Confidence
in reading and writing kanji for each year level and
the actual scores for single kanji, compound kanji
words, the use of words and okurigana in context
were graphed. The students were required to make
sentences using specific words that were provided in
order to enable an examination of how much students
understood the meaning of the words and if the
students could use them in context. The graphs were
sorted by confidence levels. Figure 8 to Fugure 13 and
Figure 14 to 19 represent the confidence levels and the
performance in each kanji component for each year
level of kanji reading and writing, respectively.

Procedure 4
First, the relationship between the self-evaluation

in kanji reading and the performance of each kanji
component was analysed.

Year 1 level of kanji reading

Most of the students answered they were 100%
confident and their performance in reading single
kanji was almost 100%. Some overestimated reading
compound kanji words but the students who had
higher confidence obtained better scores in compound
kanji words. In contrast, the scores for the use of kanji
in context varied regardless of confidence levels and
actual reading kanji scores and it was found that some
students could use the words even if they could not
read the kanji correctly.

Accuracy of self-evaluation in radicals and writing scores
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Figure 6. Accuracy of self-evaluation in radicals and writing scores.
Accuracy of self-evaluation in radicals and radicals scores
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Figure 7. Radicals self-evaluation results and actual scores.
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Reading Year 1

e Single kanji Compound kanji words Use of kanji Confidence

Noriko

Kaz ka
Ichroh 4 0 3Nemki

Seiji 2 Tsurumi
Umi Heiri

Shiroh 600 Terumi

Keisuke 40 Hokuto
2 Sachi

0

Akira

Kihiji Hiro

Takeo Niko
Otoha Mao

Kimio Kurumi

Sora % Sumiko
Eri arumi

Fumiya Chie NmCToki

Figure 8. Accuracy of self-evaluation for each kanji
component: Year 1 kanji reading.

Year 2 level of kanji reading

Almost half of the students had 100% confidence in
reading Year 2 level kanji. Most performed perfectly in
reading single kanji, similar to Year 1 levels; however,
variations in reading compound kanji words were
also found. Even among the students who had 100%
confidence, not all achieved 100% in reading compound
kanji words, although quite a big variation was found
amongst the students who had lower confidence.
Regarding the use of kanji in context, the line in Graph
9 shows almost the same trend as reading compound
kanji words and this indicates that the students who
could read kanji usually understood the use of words
in context.

Reading Year 2

e Single kanji Compound kanji words Confidence

Use of kanji

Noriko

Shiroh
Akira

Umi
Keisuke
Takeo

Kohji
Kimio

Otoha

was found that overall, the students who had higher
confidence performed better in reading kanji for all
components. Most of the students whose confidence
was under 90% performed better than they believed
in reading single kanji, while the majority of them
could not reach their confidence levels when reading
compound kanji words. Similar trends were observed
in the use of kanji in reading.

Reading Year 3

e Single kanji Compound kanji words Use of kanji Confidence

Sora Kurumi
Chie Harumi
EN umiya
Ichiroh ToR mikgne

Figure 9. Accuracy of self-evaluation in each kanji
component: Year 2 kanji reading.

Year 3 level of kanji reading

At YYear 3 level, the number of the students who
showed 100% confidence was lower than Year 1 and
Year 2 levels and the differences between confidence
and actual performance levels became smaller. It

Noriko
Kazu Nuka,
Seiji 2400 Hiro
Akira Terumi
Umi Tsurumi
Keisuke 2 Hokuto
Takeo 40 0 Niko
Kimio 20 / 7 y 4~ - ; Harumi
Shiroh 0 Heiri
Ichiroh ; Nene
Otoha Toki
Sora Chie
Kohii 9 Mao
Kurumi™ Naoki
Klimiko Fumiss.ﬁmh'

Figure 10. Accuracy of self-evaluation in each kanji
component: Year 3 kanji reading.

Year 4 level of kanji reading

Around one-quarter of the students answered
with 100% confidence in Year 4 level kanji reading,
and nine students answered they had approximately
50% confidence. Some students performed almost
the same as they believed and most of the others
performed better in single kanji reading; however, few
students obtained better scores than they recognised
in compound kanji words. The students who had more
than 80% confidence performed similarly in compound
kanji words and the use of words in context but a big
variation in the use of words was found amongst
students who did not reach 80% confidence level.

Year 5 level of kanji reading

Almost half of the students answered that they had
less than 50% confidence in reading Year 5 level kanji.
The level of confidence and the performance level of
both single and compound kanji words showed similar
trends amongst the students whose confidence level
was more than 80%. However, a performance level
that was lower than the reported confidence level for
the use of kanji in context and compound words was
found amongst the students who had less than 80%
confidence.

Year 6 level of kanji reading

For Year 6 level, the trend in the confidence level was
similar to the Year 5 level kanji reading. The students
who had more than 80% confidence performed almost
to the same level in single and compound kanji words.
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Reading Year 4
e Single kanji Compound kanji words Use of kanji Confidence
Noriko
K Hir
Seiji 22400 0 Nuka
Umi I\ Terumi
Keisuke Tsurumi
Akira 69 Hokuto
Takeo 40 Niko

Kimio

20 ‘/ - g Harumi
Shiroh 0 $ Heiri
Chie
Mao

Naoki
Fumiéﬂd"

Ichiroh Nene

Otoha Toki

Sora
Kohiji
Kurumi

A

Kimiko

Figure 11. Accuracy of self-evaluation for each kanji
component: Year 4 kanji reading

Reading Year 5

e Single kanji Compound kanji words Use of kanji Confidence
Noriko
Kaz Hiro
L!QO Tsurumi
Terumi

Nuka

Seiji
Umi
Keisuke
6l

40
AZO /

0 L}
Sachi

Chie

Fumi%aoki

Akira Harumi

Kimio Hokuto

Shiroh Heiri

Takeo Nene

Otoha Mao

Ichiroh Niko

Kohji b
Kurumi

Sora
Sumiko p.

Toki

Figure 12. Accuracy of self-evaluation in each kanji
component: Year 5 kanji reading.

Reading Year 6

e Single kanji Compound kanji words Use of kanji Confidence
Noriko
Kaz Hi
Seiji 100 % Niko
Umi %0 Tsurumi
Keisuke Terumi
Shiroh K Toki
Takeo 40 Harumi
Akira 20 Hokuto
. P
Otoha ] Heiri
Ichiroh 4/‘ Mao
Kohiji / 7 Nene
Kurumi =7 / Nuka
Kimio Chie

Sora Naoki
Sumlanachi

}-'umi%i

Figure 13. Accuracy of self-evaluation in each kanji
component: Year 6 kanji reading.

Higher performance levels than confidence levels

were rarely found for the single and compound kanji
words and large variations were observed in the use
of kanji amongst the students whose confidence was
under 70%.

Procedure 5

Next, the self-evaluation skills in kanji writing will
be analysed. Single kanji, compound kanji words, and
okurigana were included in the kanji writing analysis.

Year 1 level of kanji writing

The number of the students who had 100%
confidence in kanji writing was smaller compared to
kanji reading. Most of the students’ confidence levels
were distributed between 70% and 100% and some
performed better than their confidence levels. Actual
performance in single kanji writing shows almost
the same trends as confidence levels, with some
variations. The accuracy of okurigana varied regardless
of confidence levels but actual scores in compound
kanji words and okurigana did not correspond with
confidence levels

Writing Year 1

Single kanji Compound kanji words Okurigana Confidence
Nuka .
Seiii Naoki
Keisuke gLy a0 thie
Shiroh 50 Heiri »
Takeo L I Tsurumi
. 60 . .
Akira ), TETUMI

7
Kohji 40 Hiro
Kimio 20 w Noriko

0

Fumiya Hokuto

Eri —— \ Harumi

A\
Kazu \ Sachi
Umi Niko
Otoha Mao
Ichiroh Sumiko
ene g Toki Kurumi

Figure 14. Accuracy of self-evaluation in each kanji
component: Year 1 kanji writing.

Year 2 level of kanji writing

Approximately half of the students had more than
80% confidence. However, few students reached their
confidence levels in both single and compound kanji
words. The students whose confidence levels were
more than 80% obtained 60% or more in actual tests
but only a few other students obtained high scores.
The performance in okurigana varied regardless of
confidence levels.

Year 3 level of kanji writing

At Year the 3 level, the number of students who had
more than 90% confidence was similar to the Year 2
level; however, the confidence levels of other students
were obviously lower than Year 1 and Year 2 levels.
For single and compound kanji words or okurigana,
no clear relations with confidence levels could be
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Writing Year 2

Single kanji Compound kanji words Okurigana Confidence
Noriko
Shirol 1ka,
Akira 1100 Tsurumi
Ichiroh % Hiro
Umi Terumi
Takeo 6y Heiri
Kazu 40 // Naoki
~,
Seiji B 20 Mao
Kimi 0 — .
imio = Chie
Niko

Kurumi

Keisuke /7 / \
N4\

Kohji

Sumiko ‘S Toki
Oto}[“‘?lmiya achiNene

Figure 15. Accuracy of self-evaluation in each of the
kanji components: Year 2 kanji writing.

Hokuto

Harumi

observed and the majority of students did not reach
the confidence level in actual scores. It was also found
that even the students who could correctly write single
kanji did not perform well in okurigana.

Writing Year 3

Confidence

Single kanji Compound kanji words Okurigana

Noriko
Akiray Tsuruj[lgir umi

Takeo
Kazu

Ichiroh

%0 Hiro
Heiri

Keisuke Nuka

~
Umi / 40

e

AN

Seiji

Mao

Sora Harumi

Hokuto Toki

Kimio Chie
Shiroh § Nene
Niko

Kohji

Otoha
Eri

Fumiya
Naoki

Sachi Kuru 1‘?&”“iko

Figure 16. Accuracy of self-evaluation for each kanji
component: Year 3 kanji writing.

Year 4 level of kanji writing

Similar trends in confidence at the Year 3 level were
found in the Year 4 level of kanji writing, although the
scores and confidence levels were smaller than the
Year 3 level. Similar to the Year 3 level, it was rare
that actual scores were higher than confidence levels.
The shapes of single kanji, compound kanji words and
okurigana lines for each student were very similar. This
means that the performance in single, compound kanji
words and okurigana were almost the same; therefore,
the students who reached certain levels in single kanji
could reach a similar level in other components but
no clear correlation was recognised with confidence
levels.

Writing Year 4

e Single kanji Compound kanji words Okurigana Confidence
Noriko
Ka Hir
Ichiroh - --100 " Terumi
Akira 80 Tsurumi
Takeo Heiri
Seiji ¢ 0 Mao
Umi : 40 / Harumi
Keisuke ¢ 25 / Toki
Shiroh \ 2 Nene
Kimio Niko
Otoha Chie
Sora Sachi
Kohji ! Hokuto
Kurumi . Nuka
Edlimiko Fumi§7\£\aokl

Figure 17. Accuracy of self-evaluation for each kanji
component: Year 4 kanji writing.

Year 5 level of kanji writing

Different trends were found in Year 5 level kanji
writing compared to Year 1 to 4 levels. Twelve students
had more than 70% confidence and big variations were
found in the performance in the tests amongst these
students, although most of them performed better in
single kanji and okurigana than in compound kanji
words. The students whose confidence was under 70%
did not write any kanji or wrote incorrect kanji.

Writing Year 5

e Single kanji Compound kanji words Okurigana Confidence
Harumi
Kazu: Hiro
Seiji 100 Noriko
Ichiroh %o Terumi
Takeo Tsurumi
Akira o Heiri
Umi ™ Mao
Keisuke 24 Toki
Shiroh 2 Nene
Kurumi Nuka
Kohji Chie
Otoha Niko
Sora Sachi
Kimio - Hokuto
Sumllﬂ]miya NaokiEn

Figure 18. Accuracy of self-evaluation for each kanji
component: Year 5 kanji writing.

Year 6 level of kanji writing

Overall, the figures for Year 6 were the same as the
Year 5 level. Students whose confidence was more than
80% reached certain scores in single kanji, compound
kanji words, and okurigana with some fluctuations.
More students performed better in okurigana
compared to other year levels of kanji; however, other
students barely obtained scores in any component and
they mostly underestimated their skills.
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Writing Year 5

e Single kanji

Compound kanji words

Okurigana Confidence

Harumi
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chiron 80
Takeo

60
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Akira
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Figure 19. Accuracy of self-evaluation for each kanji
component: Year 6 kanji writing.

3. Individual analysis of each kanji component.

In the previous section, the confidence levels of
students in reading and writing kanji and their actual
performance levels in each of the components of kanji
were compared. This section will examine whether or
not individuals’ confidence in the components of kanji
and their actual performances matched.

Procedure 6

In the questionnaires, the students were asked to
rate their proficiency in each area of kanji learning.
The actual results of the tests were then compared
with the self-ratings. The areas included kanji reading,
writing, compound kanji words, radicals, the use
of kanji words in context, and okurigana. The graph
below (Figure 20) shows the individual confidence
order of kanji components and is sorted by the total
scores of kanji reading and writing tests.

Confidence order

e reading writing compound

radical

use of kanji

orlg,
Harumi

okurigana

Hokuto
..I/\kira 6

Nuka

\. y
Nene
4 / Mao
[/

5 Chie

Kurumi

Ichiroh ) / Toki
-
Keisuke NS Tsurumi
Kohji o \ Terumi
. l /N v )
Kimio / N "4 Niko
Otoha ,\ / Fumiya
Sumiko »” Naoki

Sorapeirj Sachi“!!

Figure 20. Individual confidence - order and actual
performance.

It was found that reading kanji was recognised by
the largest number of students as being the easiest
part of kanji learning, followed by okurigana. Most
students chose compound kanji words as their least
or second least confident area. It was also found that
the students who achieved higher scores in the tests
answered that reading was their most confident area,
while amongst the students whose scores were not
high, the most confident areas varied.

Next, the individual order of confident areas and
actual scores in each area were compared. The most
confident area in the questionnaires was marked as
“6” and the least area as “1”. The areas in which each
student performed the best and worst in the test were
marked as “6” and “17, respectively. The differences
between each students’ confidence order and actual
competent areas were calculated and graphed below
(Graph 21). Positive numbers in the graph indicate
that the student performed better in the test than he/
she believed they would in that specific area, and the
negative numbers indicate that his/her performance
in other areas was worse than they predicted. The
graph was sorted by the totals of reading and writing
test scores. On the right-hand side is the student who
achieved the highest score in the tests.

It was found that figures for radicals were high
overall. This indicates that most of the students
considered radicals as their least confident area but
they could actually use radicals properly in making
kanji. In contrast, the line for okurigana shows
mainly negative figures. This indicates that most
of the students recognised they were competent in
okurigana but they could not actually perform well in
the tests. The line for kanji writing shows both positive
and negative figures. Students’ recognition of writing
skills varies; some recognised they could perform in
writing other elements and others diagnosed the
opposite, regardless of their actual performance skills.
Especially, the figures for the students who achieved
high scores were mostly negative. This means that the
students who reached high scores in the total of reading
and writing kanji recognised writing kanji as the
hardest area, although they could perform relatively
well in writing compared to other skills. In contrast,
relatively small differences between confidence orders
and actual test results were found in reading kanji
for most of the students. Most students recognised
reading kanji as their most competent area and
they actually performed best in this area. Regarding
compound kanji words, more positive figures were
found than negative figures. This means that more
students recognised it as a difficult area compared to
other areas but their performance in compound kanji
words was actually better than other areas, more or
less. However, the figures remained between +2 and -2,
indicating that there were no big differences between
their recognition and actual skills in compound kanji
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words.
4. Correlation between self-evaluation and
learning environments

Finally, whether the learning environment at home
related to the accuracy of self-evaluation was explored.

Procedure 7

The data from the questionnaires were used to
determine each students’ learning environment at
home. Five types of information were gathered: access
to types of Japanese media at home; those people who
speak in Japanese; the ratio of the use of Japanese at
home;thenumber of friendswho speakinJapanese;and
the number of books written in Japanese that they have
at home. Japanese media included books, television,
websites, games, letters, and magazines. The types
of people who speak in Japanese included parents,
relatives who live in Japan, siblings, and friends. The
graphs were sorted by the accuracy of self-evaluation
in reading and writing scores. The left-hand side of the
graphs shows the students who overestimated their

own skills the most; reading and writing kanji scores
were graphed separately. The correlation coefficients
between the learning environment and reading and
writing scores are summarised in Table 1.

Table 1
Correlation coefficients between learning environment
and accuracy of reading and writing self-evaluation

Reading Writing

Use of Japanese at home 0.54 0.28
Number of books written in Japanese 0.49 0.005
Access to Japanese media at home 0.19 0.02
People who use Japanese with the students 0.17 0.38
Number of friends the students speak to in ~ 0.13 0.14

Japanese

Figure 22 below shows the accuracy of self-
evaluation in reading kanji, the ratio of the use of
Japanese at home and the number of books written
in Japanese. Regarding the use of Japanese at home,
the students on the left-hand side of the graph used
Japanese less than 60% at home, and most of the others

Confidence order and rest results
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; LA A y \ /\7V~ 7 x-
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Figure 21. The difference between confidence order and actual test performance order in kanji components.
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Figure 22. Self-evaluation accuracy in reading kanji and the learning environment 1.
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used it more than 60%. This means that the students
who used Japanese at home had a better understanding
of their own kanji reading skills. Similar trends can
be seen for the number possessing books written in
Japanese, including manga. Differences between self-
evaluation and actual scores were less than 30% for
most of the students who had more than 200 books,
although variations were observed. Correlation
coefficients also indicated a moderate relationship
between the possession of books in Japanese and
accuracy of self-evaluation in reading kanji.

The next graph (Figure 23) shows the accuracy of
self-evaluation in reading kanji, the types of access
to Japanese at home, those people the students
speak to in Japanese, and the number of friends who
speak in Japanese. Twelve students had more than
twenty friends who used Japanese when they spoke
but the line in the graph has big fluctuations; some
students self-evaluated their kanji reading skills
relatively accurately while others did not. Correlation
coefficients also prove quite weak relations. Also,
access to types of media in Japanese at home and
people who use Japanese at home did not influence

self-evaluation skills.

Prior research has recognised higher Japanese
proficiency amongst students who use Japanese
with their siblings (Nakajima, 1998). The differences
between self-evaluation and actual scores in kanji
reading tests and the use of Japanese among siblings
were examined to see if the same could be said for
the accuracy of self-evaluation skills. The scores “1”
and “0” on the right-hand side of Graph 24 indicate
whether students used Japanese with siblings or not,
respectively. The graph indicates a weak relationship
between the use of Japanese amongst siblings and the
accuracy of self-evaluation in reading.

Figure 25, below, shows the accuracy of self-
evaluation in writing kanji, the ratio of the use of
Japanese at home, and the possession of the number
of books written in Japanese. Another graph (Graph
26) shows the accuracy of self-evaluation in reading
kanji, types of access to Japanese at home, people that
the students speak to in Japanese, and the number of
friends who speak in Japanese. Regarding the ratio
of the use of Japanese at home, students who used
more Japanese at home recorded slightly higher

Reading difference and learning environment 2

20

bk
o O o

(=]

\’O

-40
-50
-60

-70
e

25

. 20

15

10

> &

SRS LT FEFERL SR LSFSS & & L & $
e o «a? 0@ % % &%&o é\ T @&&@ﬂ‘\ Q@%&Q &\& S %0 «-'zr < % & 00 ?g-\ &\«{3\0

mmm Reading differences Type of access to Japanese

Number/type of people Number of friends

Figure 23. Self-evaluation accuracy in reading kanji and the learning environment 2.

Reading differences and use

of Japanese within siblings

20 1
0 e =---f Y A WY A N |
= FEIA R R
-40
-60
-80 0

O @ . 0 W RO € R RN D OO L P XL N RSSO

P FF ST F I &S N A RN E@EE FSSR G R SR SRS PN &S

O S TSI S > NS 8 > .

T e @ e 09 S SIS T s @ﬁo T TV IS

mmm Reading average siblings

Figure 24. Self-evaluation accuracy in reading kanji and the use of Japanese amongst siblings.

18



THE RELATIONSHIPS BETWEEN THE ACCURACY OF SELF-EVALUATION

accuracy levels in their self-evaluation than others. In
contrast, the opposite trend can be seen in Figure 26
showing the people that students speak to in Japanese.
Correlation coefficients for these items indicate they
were slightly related. The types of media in Japanese
that students have access to at home and the number
of friends that students speak to in Japanese did not
show any clear relationship in terms of the accuracy of
self-evaluation skills. Conversation with siblings also
showed no clear relationship with the accuracy of self-
evaluation in kanji writing (Figure 27).

Discussion

In this section, the research questions will be
discussed based on the results of the analysis. It was
predicted that the more accurately students evaluate
their competence, the higher their kanji proficiency.
It was also predicted that the learning environment
was another condition that influenced the accuracy
of self-evaluation. The research questions below were
established based on the predictions above.
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How does self-evaluation of kanji
contribute to improving kanji proficiency?

proficiency

1. How well does each student understand their
own proficiency?

In order to explore the relationship between self-
evaluation skills and kanji proficiency, how each
student recognises his/her kanji skills and performance
in kanji reading and writing tests was examined.
Overall, it was proven that students who could self-
evaluate appropriately performed better than others.

Different tendencies in accuracy of self-evaluation
were found between kanji reading and writing. First,
it can be said that students who had high proficiency
tended to understand their own skills relatively
accurately compared to other students, which is
similar to what Davidson and Henning (1985) insisted
(See Procedure 1 in the Results section). However,
it seems harder for students to recognise their own
proficiency in writing than reading overall, and most of
the students overestimated here. That means that the
students believed they could write kanji correctly but
actually they did not perform as well as they expected.

It is also assumed that students tend to judge their
own proficiency based on their kanji reading skills
in terms of the accuracy of their self-evaluation in
reading was higher than in writing and the difference
in the accuracy of their self-evaluation was bigger in
writing than in reading. Although Maehr and Stallings
(1972) insisted that learners tend to judge their skills
more accurately in difficult tasks than easier tasks,
this was not observed in the kanji writing tasks; big
differences between self-evaluation and actual scores
in the tests for higher year levels of kanji were found
amongst the students who scored in the middle range.
Moreover, some students who recorded in the middle
range or lower in the scores for the lower year levels of
kanji often overestimated their kanji proficiency. This
may be because they believed they understood the use
of lower year level kanji, although they sometimes
read and wrote them incorrectly. When students feel
confident with those kanji, they might not pay enough
attention to writing or reading the kanji. However,
some students in the middle range underestimated for
lower year level kanji. Therefore, quite big variations
in the accuracy of their self-evaluation were identified
amongst the students in the middle range compared
to other students; thus, it would be necessary to devise
learning methods for these students (Procedure 2).

2. In which components of kanji do students
recognise their own skills appropriately?

Accuracy in the self-evaluation in the components
of kanji varied depending on the difficulty of the kanji.
Regarding the accuracy of self-evaluation for each
year level, different tendencies between reading and

writing were found.

Although lower confidence was found as the year
levels increased in reading, it can be said that most
of the students reached the levels they believed that
they were at for single kanji in the lower year levels
but variations were found in compound kanji words
and the use of kanji in context regardless of the level
of confidence. In the higher year levels of kanji, in
contrast, performance levels of single kanji, compound
kanji words, and the use of kanji in context drew closer
to the confidence levels with some variations amongst
the students who performed well in the test. Moreover,
it was found that these students could usually read
compound kanji words if they could read single kanji,
even at higher levels of kanji. In summary, it can
be said that the students who had high confidence
performed almost the same as their confidence levels
for all components of kanji; in contrast, the students
whose confidence was relatively low did not reach their
confidence levels at any year levels of kanji, except for
single kanji. Therefore, it can also be assumed that
students recognised their kanji reading skills based on
their understanding of single kanji rather than other
components (Procedure 4 & 6).

Regarding kanji writing, little correlation was found
between confidence and actual performance in the
lower year levels of kanji. However, as the year levels
became higher, several trends started to be observed:
confidence levels became lower and the number
of students who reached higher scores than they
estimated became smaller, and no clear relations were
found between performance and confidence level, even
for single kanji. Incorrect okurigana were often found
even if single kanji were written correctly in the lower
year levels; however, the use of correct okurigana,
regardless of accuracy of single kanji, were observed in
higher year levels of kanji amongst the students who
had relatively high confidence. An imbalance between
single kanji and compound kanji words was found in
writing kanji for all year levels although some similar
performance was found in lower year levels for reading
kanji. Confidence in reading corresponded with
single kanji reading for all year levels but confidence
levels were not achieved in writing for either single
or compound kanji words, especially at higher year
levels of kanji. Besides this, fewer students did not
reach their confidence levels as the difficulty of kanji
increased, but differences between performance of
single kanji, compound words, and okurigana became
smaller amongst the students who had certain levels
of confidence (Procedure 5 & 6).

Regarding the self-evaluation of radicals, most of
the students underestimated regardless of the actual
test scores in radicals and kanji reading and writing
tests. Especially, students who obtained relatively
high scores in kanji reading and writing tests showed
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a high level of underestimation regardless of the
scores in radicals tests. This may indicate that most
of the students did not have a positive attitude
toward learning radicals. Therefore, enabling them to
recognise their actual knowledge of radicals would be
important to elicit positive perspectives (Procedure 3
& 6).

Thus, it can be said that differences between
confidence and actual performance can be identified
depending on the components of kanji and different
year levels and that the differences are especially big
amongst the students who are in the middle range
or lower. Regardless of performance in the tests, an
underestimation was found in radicals. Therefore,
focusing on compound kanji words and okurigana
practice for this range of students, and radicals
recognition for all students, would be necessary.

3. Are there any elements that influence kanji self-
evaluation?

It was predicted that the Japanese language
environment at home related to the accuracy of self-
evaluation of kanji proficiency. It was found that the
number of books written in Japanese that students
possessed and the ratio of the use of spoken Japanese
at home were positively related to the appropriateness
of self-recognition of kanji proficiency in reading,
although a clear relationship with the types of people
who speak in Japanese, such as parents or siblings,
and access to Japanese media such as videos and
magazines was not found. No correlation between
kanji writing and the learning environment at home
in the use of Japanese was found in this research. It is
supposed that the students have more opportunities
to come across unknown words or be corrected for the
wrong use of Japanese when they use more Japanese at
home and this may help them in understanding their
own proficiency more appropriately. Prior research
has proven that the use of Japanese among siblings
positively influences Japanese proficiency (Nakajima,
1998); however, this cannot be said for appropriateness
of self-evaluation. Regardless, it is expected that
the recognition of kanji reading proficiency and the
amount of vocabulary would be improved if students
had more opportunities to be exposed to Japanese
script and communication (Procedure 7).

Conclusion

Baased on the analysis of the results and discussion,
implications for further teaching and study will be
explored. As it was proven that students who had
high kanji proficiency were able to identify their own
proficiency more accurately than other students,

it would be necessary to investigate an effective
approach to enhance self-evaluation skills, especially
focusing on students who are in the middle level.

It was predicted that students tend to have an
optimistic view or identify their own kanji proficiency
ambiguously and that seems to make students
overestimate their own skills. It would be efficient to
enable students to develop a habit of using dictionaries
all the time, especially in writing composition. The use
of okurigana should be carefully checked by teachers
or peers. Moreover, adapting regular mini quizzes into
PowerPoint slides (for example) as a quick check of the
reading and writing skills of each year level of kanji
could enhance students’ recognition of their own skills
and increase confidence. Mini quizzes on slides might
give students less pressure compared to formal paper
tests.

Moreover, focusing on recognition skills for
reading kanji would be helpful to enhance overall
self-evaluation skills as students tend to judge their
own skills based on reading kanji skills. Therefore, it
is expected that reading kanji materials aloud may
help students improve their self-evaluation skills. At
the same time, letting students write furigana (kanji
reading) would be important as minor errors, such as
missing double consonants and long vowels, are rarely
found by reading aloud. In this way, it is expected that
students can identify what they do not understand
correctly.

To improve the underestimation on radicals skills,
giving students more awareness of radicals when
introducing and reviewing kanji regularly in class
would be necessary. Providing positive feedback on
radicals could be expected to allow students to be
more confident.

As it was also found that conversation at home
and materials written in Japanese were effective
for enhancing kanji reading self-evaluation skills,
collaborating with students’ families would be also
necessary.

Employing the approaches discussed so far could
be expected to improve students’ self-evaluation skills.
This research was conducted based on data collected at
the time when students had just finished Year 6 study
and it would be valuable if data could be collected
one year after this research to see if the approach is
effective. A continuous research period over the longer
term for the same students would be necessary.

Finally, the amount of kanji for each year level in
the tests was limited. It is expected that more accurate
data could be obtained if the number of kanji in the
tests is increased; however, this could be too much of
a burden for students. More accurate figures would be
available if data was taken from writing passage tasks
and the reading of textbooks throughout the year.
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The paper investigates the pronunciation of the labiodental
fricative [v] and the labial-velar approximant [w] in the word-
initial position in English utterances by Slovak speakers. The
objective of the study is to explore which of the two consonants
appear to be more problematic for Slovak learners of English.
40 students from a Slovak university produced spontaneous
monologues in English, which were recorded using a computer
and a standard microphone. Afterwards, two native English
speakers conducted a subjective auditory analysis in an attempt
to identify errors in the subjects’ pronunciation. The results
demonstrate that Slovak learners of English frequently encounter
difficulties in pronouncing the two consonants, sometimes
substituting [v] for [w] and vice versa. The data obtained indicate
that the subjects were beset with problems mispronouncing
the two sounds to almost the same degree. Possible causes of
the erroneous pronunciation seem to involve native language
interference, devoting extra effort to approach authentic English
pronunciation, and the neglect of pronunciation instruction.

Keywords: consonant [w], consonant [v], phoneme substitution,
Slovak EFL learners, English pronunciation

Estimates suggest that approximately one third of
the world’s population is represented by speakers of
English (Crystal, 2008a). This international language is
used as a lingua franca among learners from different
nations who have studied English as a foreign language
(McKenzie, 2010). Thus, English also plays a leading role
with regard to foreign language teaching in Slovakia
(Birova & Eliasova, 2014).

Besides other language systems and skills, it appears
that English pronunciation represents perhaps the most
difficult and puzzling aspect of English for L2 learners.
Both segmental and suprasegmental features contain
possible pitfalls that foreign language learners need
to avoid if they wish to communicate effectively and
successfully.

As far as individual sounds are concerned, phoneme
substitutions constitute a major source of erroneous
pronunciation, which may lead to intelligibility
problems (Munro, 2008; Cruttenden, 2014). Replacing
certain sounds with others may be caused by the
nonexistence of a particular phoneme in an L.2 (Zampini,
2008). Furthermore, paying insufficient attention to
problematic sounds by both teachers and learners,
especially at learners’ younger ages, may also produce
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B craTbe ucciemyeTcs: IpousHolleHue GPUKATUBHO [v] 1ab1o-
JEeHTalbHO) U TyOGHO-BeJISIPHOI aNlpoKcUManuy [w] B CI0BO-
HayajbHOM NO3MUMM B AHIJIMIICKMX BBICKAa3bIBAaHMSAX CJIOBALl-
KMX Hocutesneit. Llenb uccnemoBaHusl — U3yYUThb Kakue U3 ABYX
COITIACHBIX KaXyTcsl 6osiee Mpo6GAeMaTHMUHBIMU IJIST CIOBALKIX
MU3YYalOIMX aHITIUICKMIA A3bIK. 40 CTyIeHTOB CI0BaLKOIO YHMU-
BepcuTeTa OArOTOBIIN CIIOHTaHHbIe MOHOJIOTY Ha aHIIMIICKOM
s13bIKe, KOTOpble GbUIM 3alyCaHbl C MOMOLIbIO KOMIIbIOTEpa U
cTaHAapTHOro Mukpodona. Ilocie sToro fBa HOCUTENST aHIINIL-
CKOTO 3bIKa IIPOBe/M CyObeKTUBHBIN CTYXOBOJt aHAIN3 B IIOMBIT-
Ke BBISIBUTH OIIMOKY B MIPOM3HOIIEHNM UCTILITyeMbIX. Pesynbra-
ThI TOKA3bIBAIOT, YTO CJIOBALIKMeE M3ydaloliyie aHIIMIACKMUI SI3bIK
YacTO CTAIKMBAIOTCSI C TPYAHOCTSIMM IIPY NPOU3HOLIEHUM ABYX
COITIACHBIX, MHOIA 3aMeHsis1 [v] Ha [w] 1 Hao60poT. [TonyyeHHbIe
JlaHHbIe CBUJETEIbCTBYIOT O TOM, YTO UCIIBITyeMble MCIIBIThIBAIN
po6/ieMbl C HelIpaBU/IbHBIM IIPOM3HOLIEHMEM IBYX 3BYKOB I10U-
TU B OIMHAKOBOI CTelleHU. BO3MOKHbIe IPUUMHBI OMINOOYHOTO
MIPOU3HOILEHNS], I0-BUIVMMOMY, CBSI3aHbI CO BMeLIaTelbCTBOM B
POZHOIA SI3BIK, Y essisl 0co60e BHMMaHMe TIOAXOAY K ayTeHTUYHO-
My aHIIIMIICKOMY IPOM3HOLIEHUIO M IIPeHe6peXXeHN 0 paBuia-
MM IPOM3HOIIEHMSL.

KiroueBblie CJIOBa: COIIACHBII [W], COTIacHbIi [v], 3aMeHa (oHe-
MBI, cJioBatKkue obyuatoiiyecst EFL, mpou3sHolieHe aHIniiICKOTO
SI3bIKa

an undesirable effect on one’s pronunciation.

This study attempts to shed more light on the issue
of replacing the labiodental fricative [v] with the labial-
velar approximant [w] and vice versa in word-initial
positions by examining the pronunciation of the two
consonants in utterances produced by Slovak university
students. For the purposes of this study, two native
English speakers were asked to perform an auditory
analysis of the recorded utterances.

Differencesbetween Slovakand English pronunciation

Slovak pronunciation is rather different from its
English counterpart, and Slovak learners of English
encounter difficulties in English pronunciation for
several reasons. Firstly, there isa more direct relationship
between grapheme-phoneme correspondence in the
Slovak language when compared to English. Next,
differences are recognized in terms of the phonemic
inventories of the two languages. Thus, counterparts
of certain phonemes do not exist in one of the two
segmental systems. Finally, it is rather interesting to
also contrast Slovak prosodic features with the ones in
English since noticeable differences can be detected in
suprasegmental phonology of the two languages as well
(Abel - Sabol, 1989; Roach, 2009).

This article is published under the Creative
Commons Attribution 4.0 International License.
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Consonantal differences between [w] and [v]

Some consonants can be found both in English and
Slovak phonemic inventories such as the labial-velar
plosives [p], [b]. On the other hand, certain consonants
can only be found in one of the two languages (the
Slovak language does not, for instance, contain the
dental fricatives [d], [0], and the Slovak nasal [n] does
not exist in the consonantal system of the English
language). In connection with this, Celce-Murcia,
Brinton & Goodwin (2010) emphasize that it is vital
to recognize which phonemes and which phonemic
contrasts have a tendency to cause problems for L2
learners.

As far as [v] and [w] are concerned, the English
labiodental fricative [v] has a counterpart in Slovak,
but the labial-velar approximant [w] does not.

Consonant [v]

The consonant [v] is a labiodental fricative; it is
realized when the lower lip touches the edge of the
upper teeth and friction is produced. The contact
varies in accordance with the adjacent sound (Crystal,
2008b; Cruttenden, 2014).

Consonant [w]

The consonant [w] is known as labial-velar
approximant in English and is fairly similar to vowel [u]
(phonetically, [w] is similar to a vowel sound), except
that the lips are more rounded in comparison to the
vowel [u]. Cruttenden (2014) advises foreign learners
of English not to replace [w] with a voiced labiodental
fricative sound [v] (as in German or Slovak). Gorozny,
Sahakyan & Wokurek (2001) explain that German
speakers have difficulties when pronouncing [w] since
this consonant does not exists in modern German.
They often replace [w] with [v] in words like workforce.
Moreover, German speakers sometimes tend to
replace [v] with [w]. This is called hypercorrection, e.g.
[veri wel] is often mispronounced as [weri wel]. The
occurrence of [w] to [v] is 2.9%, and the occurrence of
[v] to [w] is 1.0%. Thus, it is vitally important that L2
learners protrude and round their lips, making certain
that the teeth do not play any part in the articulation
of [w] so that this sound is not replaced by [v].

Although the consonant [w] does not exist in the
Slovak subsystem of consonants, it is not difficult to
learn the appropriate pronunciation of this sound.
However, Bazlik & Miskovicova (2012) indicate that
Slovak learners of English often ignore the difference
between [v] and [w] and vice versa, using [w] instead of
[v] (hypercorrection). Thus, words such as very [ 'veri]
or veteran ['vetaran] are sometimes mispronounced as
*['weri] or *['wetaran].

It is apparent that improper differentiation
between the phonemes [v] and [w] may negatively
affect intelligibility. Therefore, substituting [v] for
[w] and vice versa could hinder communication as
different words are unconsciously pronounced by L2

learners: vet [vet] — wet [wet], vine [vaIin] — wine [wa1n],
vow [vau] — wow [wau], etc.

Intelligibility problems

Several studies have indicated that many of the
intelligibility issues foreign language learners face
result from phoneme substitutions. They tend to
replace sounds that are absent from their L1 with
the sounds that are close (closest) to the L2 sounds
in terms of the place of articulation (O’Connor, 1981;
Carter & Nunan, 2001; Gondova, 2012; Hornackova-
Klapicova, 2012; Hassan, 2014; Bui, 2016). Similarly,
Munro (2008) and Zampini (2008) claim that
pronunciation intelligibility is frequently hampered
by the mispronunciation of segmentals. Therefore, it
is apparent that pronunciation on a segmental level is
also of great importance.

Szpyra-Kozlowska (2015) identifies three types of
pronunciation errors for L2 speakers: errors which
lead to intelligibility breakdowns, errors leading to
amusement or irritation, and errors which result in few
such reactions and could even remain unnoticed. The
first type of error is of the highest significance because
without intelligible pronunciation, communication
breakdowns occur. The second type has also proven
important — when listeners are irritated or amused,
they may be distracted from following the message
and the ease of communication is hampered. The third
type does not appear to be of considerable significance
from the point of view of communicative language
teaching (unless L2 learners themselves aim to achieve
a native-like accent).

Taking the substitution of one member of a
minimal pair for another into account (e. g. vet [vet]
for wet [wet]), it seems that this phenomenon also
influences intelligibility. Minimal pair substitution
typically leads to communication breakdowns if the
following conditions are met: both words belong to
the same part of speech, both are likely to appear in
the same linguistic context, and both are semantically
plausible (Levis & Cortes, 2008).

According to Munro (2011), intelligibility
is considered the most important aspect of
communication. Clearly, no communication is

possible when there is no intelligibility. Therefore,
pronunciation deviations that negatively influence
intelligibility and hinder communication ought to
receive meticulous attention by both learners and
teachers.

Method
Study

The study concerns the erroneous pronunciation of
the consonants [v] and [w] in the English pronunciation
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of Slovak university students of English. The objective
of the study is to find out the extent to which the
learners mispronounce the labiodental fricative [v]
and the labial-velar approximant [w], and which of
the two sounds poses more problems for the subjects.
Furthermore, the causes of erroneous pronunciation
are indicated in order to provide more information on
why these errors might have occurred.

Participants

The subjects comprised 40 Slovak university
students of Teaching English Language and Literature
- 34 females and 6 males. Their level of English
was B2 according to the CEFR (Common European
Framework of Reference for Languages). They were
chosen randomly from a Slovak university. On average,
they were 21 years of age. The native tongue of all
the subjects was Slovak, and they had been studying
English for more than eight years. Their pronunciation
was recorded using a computer and a standard
microphone. Afterwards, the audio files were listened
to and analyzed by two independent assessors.

Assessors

Two native speakers of American English were
selected to perform an auditory analysis of the
recordings. The first assessor (A1) was a male of 25
years of age, and the second assessor (A2) was a female
who was also 25 years old. Both of them had already
completed phonetic training with regard to English
pronunciation prior to conducting their analyses.

Procedure

The subjects were asked to deliver a spontaneous
two-minute speech on a topic of their choice. They
were not given any time for preparation in order to
preserve authenticity. A computer and a standard
microphone were used for recording the utterances.
After that, the recordings were sent to the assessors
for the analyses.

Before analyzing the recorded material, the
assessors were instructed to try to report any
inappropriate, incorrect, or strange aspects of the
subjects’ pronunciation. If possible, they should give
concrete examples from the recordings. The assessors
were not given any suggestions about the focus of
the study so that they could possibly carry out an
authentic auditory analysis. Finally, the obtained data
were examined and processed.

Results and Discussion

Table 1 demonstrates the subjects’
mispronunciations of [v] and [w] in the initial positions
of words (other segmental and suprasegmental errors
identified by both assessors are not included in the
table since they were not the focus of this study).

The erroneous pronunciation of the subjects,
which was recorded by the assessors (Al and A2), is
represented by a black dot. The labiodental fricative [v]
was always replaced with the labial-velar approximant
[w] and vice versa.

Table 1
Mispronunciation of consonants [v] and [w]

Al A2

[\ W] \J

W]

0 ® Nk W

T ENEERERNES L ®»IE R EEES
e o e o e o o o
[ ] [ )
e o
[ ] e e o o
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30.
31.
32.
33.
34. . ° °
35. .
36. . °
37.
38.
39. . .
40.
Total 10 4 3 10

According to the first assessor, 10 subjects
mispronounced the consonant [v]. As far as the labial-
velar approximant [w] is concerned, the data obtained
from the auditory analysis of the first assessor
show that four subjects pronounced the labial-velar
approximant inappropriately. The data retrieved from
the analysis of the second assessor revealed that the
consonant [v] was mispronounced by three subjects
and the consonant [w] by 10 of them.

Examples which demonstrate the substitution of [v]
for [w] include words like visit ['vizit], village [ 'vilid3],
video ['vidiau], very ['veri], and victory [ 'vikteri]. These
words were erroneously pronounced as visit *['wizit],
village *['wilid3], video *['widisu], very *['weri], and
victory *[ ' wiktari].

On the other hand, examples which illustrate the
substitution of [w] for [v] involve words such as what
[wot], week [wik], watch [wotf], well [wel], and world
[wa:ld]. These were mispronounced as what *[vot], week
*[vi:k], watch *[vot[], well *[vel], and world *[v3:1d].

An analysis of the results in percentage terms
indicates the following. Assessor 1 recognized that 25%
of the subjects had problems with [v] and 10% with [w].
On the other hand, assessor 2 observed that 8% of the
subjects mispronounced [v] and 25% pronounced [w]
inappropriately.

According to the first assessor, the labiodental
fricative [v], which also exists in Slovak, was
mispronounced more frequently (10 occurrences)
than the labial-velar approximant [w] (four instances),
which does not have a counterpart in the Slovak
language. Therefore, this could be regarded as an
interesting finding since a sound that is included in the
consonantal subsystems of both languages obviously
caused more difficulty to the subjects.

Contrary to assessor 1, the data gathered from the
second assessor indicate that the pronunciation of the
labial-velar approximant [w] caused more problems
to the subjects in comparison to the labiodental
fricative [v]. Thus, a sound which only exists in one

of the two consonantal subsystems proved to be more
complicated, and this is supported by the findings of
numerous studies.

Despite the fact that auditory analyses of the two
assessors differed to a substantial degree, it is apparent
that the consonants [v] and [w] represent a source of
difficulties when it comes to phoneme substitution
errors.

The study reveals that mispronouncing [w] as [v]
occurred nearly as frequently as replacing [v] with
[w]. The first instance might arise from language
interference. Sinha et al. (2009) claim that the native
tongue interferes with the acquisition of a target
language. This is also applicable to pronunciation
acquisition per se. Slovak learners of English do not
have [w] in their L1 phonemic inventory. Therefore,
it is highly likely that the absence of this consonant
interferes with English pronunciation, and results in
mispronouncing the labial-velar approximant [w].

The latter instance raises a rather vexing question
since it might be difficult to clarify why the consonant
[v], which exists in both languages, is replaced by
the consonant [w], which only exists in the English
language. Cruttenden (2014) indicates that such a
substitution happens because some L2 learners simply
tend to use the same consonant ([w]) for both [v] and
[w]. Apart from hypercorrection, this could also be
explained by the so-called interlanguage process of
generalization (Selinker 1972). On the other hand,
Bazlik & MiskoviCova (2012) suggest that replacing
[v] with [w] takes place because L2 learners regard
the labial-velar approximant [w] as a more significant
representative of authentic English pronunciation.
Finally, pronunciation instructors paying scant
attention to pronouncing the sounds properly may
also occupy a significant role.

Different auditory analysis results demonstrate
the individuality of English native speaker assessment
with regard to the perception of segmental features
produced by Slovak learners of English. Undoubtedly,
a study which would employ a larger number of
assessors would definitely prove useful when
exploring how English native speakers perceive L2
English pronunciation on a segmental level as inter-
rater reliability would increase. Nonetheless, in spite
of different auditory analysis results delivered by the
assessors, it appears that Slovak learners of English
encounter difficulties regarding the pronunciation of
the consonants [v] and [w]. Apparently, both teachers
and learners have to tackle the formidable challenge
of paying scrupulous attention to English segmentals,
especially to those that do not have counterparts in
the learners’ mother tongue.

Conclusion
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This study aimed at examining the pronunciation of
word-initial [v] and [w] in the English pronunciation of
Slovak university students. Assessors’ analyses clearly
indicated that the subjects encountered problems
when pronouncing both sounds in word-initial
positions. The first assessor recognized 10 instances
of substituting [v] for [w] and four cases of replacing
[w] with [v]. Conversely, the second assessor identified
three substitutions of [v] for [w] and 10 substitutions
of [w] for [v]. Taking the analyses into account, it seems
that both consonants pose problems for L2 learners to
the same degree.

Substituting [w] for [v] is a well-known occurrence
in the English pronunciation of Slovak learners of
English. They typically use the labiodental fricative
[v] instead of the labial-velar approximant since the
latter does not exist in their native tongue. However,
replacing [v] for [w] raises a more challenging
question since providing a correct answer may be a
rather difficult task. Perhaps the learners simply do
not differentiate between [v] and [w], or they regard
using [w] per se as a sign of “more” authentic English
pronunciation. Furthermore, paying closer attention
to teaching pronunciation, particularly to phonemes
that do not exist in the L2, would conceivably prove
more useful.

Conspicuously, phoneme substitution is a critical
issue regarding L2 pronunciation. Both teachers and
learners need to focus on this matter since erroneous
pronunciation on a segmental level can lead to
intelligibility problems, and communication is not
possible when there is no intelligibility.

Further studies need to be conducted in this
field on a wider sample of subjects, employing a
larger number of assessors, or using speech analysis.
This would definitely enrich the research into the
Slovak-English substitution of [v] for [w] and vice
versa. Furthermore, extending the analysis to medial
and final-word positions as well as exploring other
consonantal substitutions would also be beneficial to
applied language studies.
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Students’ attitudes towards learning and the perception and
beliefs behind them may have a profound influence on learning
behaviour and learning outcomes. Teachers’ awareness of such
needs and preferences will result in more realistic and useful
teaching strategies which, in turn, will have a facilitative effect on
the learning process. Thus, learners should be given opportunities
to express their own language learning preferences, especially in
reference to the definition of objectives in general and awareness
of strategies for learning. Moved with the conviction that
learners and their preferences are of crucial importance in the
development of learner autonomy, 74 students in Blagoevgrad,
Bulgaria, were asked about their perceptions and preferences on
ESL classroom activities. The results showed that learners were
not always able to clearly define their preferences. This may be
due to the fact that learning a foreign language is a culturally
and psychologically different process than learning any other
subject via the individual’s first language. Thus, educators have
the additional responsibility to help learners to find their learning
strengths, and by cognitive training help students to expand their
learning style preferences. Also, implications from this study
clearly display that teacher training programmes should seriously
examine and implement innovative ways of teaching English
considering students’ identity, character, and limitations.

Key words: Learning styles, ESL, foreign language education,
language transfer, motivation

During the last century, the generally embraced
teaching practices were focused on the preparation
of a wide assortment of teaching materials that would
equally benefit all students in the classroom. This
approach assumes that knowledge can be obtained
regardless of students’ learning abilities and personality,
failing to acknowledge the fact that learners have
personal preferences and attitudes towards learning
a foreign language. Attitudes in the foreign language
classroom vary significantly and are conditioned
by the students’ character, previous experiences at
school, and the local education systems’ view on the
teacher-student power structure. Although university
education differs from learners’ previous experiences
at elementary and secondary school, approaches
towards language learning are usually well established
by that time. Some individuals may prefer memorising
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CTIiIb 00yYeHMS M MpeAIoUTeHNs 60JTapCKuX
cTyaeHToB npu ooyyeunn B ESL Kiaccax

®dnopa Komnocu-®epauHaHyg,
VYanbckuit yausepcureT Cesitoit Tponusl u CesiToro Jasuna

Appec 111 HanpaB/IeHYsI KOPPECIIOHAEHLIMY 10 JAHHO Ty6/u-
kauun: ®nopa Komnocu-®epayHann, YonbCKuil yHUBEPCUTET
Casitoit Tpouust u Cesitoro Tasuza, r. Kapmapren, Benmuko6pu-
Ttanus, uaaeke SA31 3EP. E-mail: flora.komlosi@yahoo.co.uk

OTHOIIIEHNWe yyalmuxcs K OOy4YeHUIo, a Takke BOCIPUSITUE U
yOeXIeHs, CTOSILIVE 3a HUMY, MOTYT OKa3bIBaTh [ITyOOKOE BIIMSI-
HJe Ha IT0BeJleHNe B TIpoliecce 06yUeHNs, a TAKKe Ha Pe3y/IbTaTbl
o6yuyenuss. OCoO3HaHME YUUTENIMU CTYIEHUECKUX MTOTPEOHOCTEN
U TIPe[IMIOUTEHNI IPUBEIET K pa3paboTKe Goiee peaTuCTUYHbIX
M TIOJIE3HBIX CTpPATETMii OOy4YeHMUs, KOTOPbIE, B CBOIO OUYEPE[b,
OKaXYT CTUMYJIMpYIOIlee BO3JeCTBMe Ha IpoLecc O6ydeHMs.
TakuM 06pa3oM, yyalyMcs AOKHBI ObITh MPEAOCTaBIEHbI BO3-
MOSKHOCTM [JJIsl BbIpaXXeHUsI CBOMX MPeANOUYTeHUIt B M3yUYeHUU
sI3bIKA, 0COOEHHO B OTHOLIEHMM OTIpeJie/eHus 1iefieil U OCBeIOM-
JIEHHOCTM O CTpaTerusx ooyueHus. Byayum yo6esk ieHHbIMU B TOM,
YTO yualll1ecs: U UX MpeAIouTeHs: UMeIOT pelliaoliiee 3HaUeHe
B PasBUTUM COGCTBEHHO! aBTOHOMUM, 74 cTymeHTa B Biaroes-
rpage (Boirapust) 6bUIM OTIPOIIEHbI KacaTeTbHO UX BOCIIPUSITHS
U TIPEATIOUTEHUI B OTHOLIEHUM yuebGHOi mestenbHOcTM B ESL
Kkiaccax. PesynabTaThl Moka3aan, 4TO ydaliyecs He BCeraa MOTYT
YETKO OINpPeNeUTh CBOM MPEAIOUTEeHMSI. ITO MOXKET ObITh CBsI3a-
HO C TeM, YTO M3yueHMe NMHOCTPAHHOTO SI3bIKa SIBJISIETCS KYIbTYpP-
HO U TICUXOJIOTUYECKY OTIMUUTEIbHBIM MPOI[€CCOM OT U3YUeHMUsT
JI060ro Opyroro mpeaMeTa Ha POTHOM si3bike. TakuMM 06pa3oM,
npernojaBaTeny HeCyT OIOTHUTENbHYI0 OTBETCTBEHHOCTb 3a
CBOEBPEMEHHYIO TOMOIIb YYAIIMMCS B 06peTeHNI MTOTEHIIVAb-
HbIX BO3MOXKHOCTEJ MAJI1 YCHEIIHOTO O6y4YeHMsI; KOTHUTUBHOE
HarmpaBJieH/e 06yJYeHMsI TOMOTAaeT CTYIAEHTaM PaCUIMPUTh CBOU
MPEeATIOYTEHNSI B CTUIIE 0Opa30BaTENbHOI AesTebHOCTH. Kpome
TOTO, pe3ylbTaThl 3TOTO MCCIAEIOBAHMUS SICHO MOKa3bIBAIOT, UTO
MPOTPaMMbl MTOATOTOBKM YUUTENEl MTODKHBI OBITh OPUEHTUPO-
BaHbl HA BHEAPEHME MHHOBALVIOHHBIX CIIOCOO0B IpernofaBaHust
QHIVIMICKOTO SI3bIKa C YYeTOM MHIMBUAYATbHOCTH, XapaKTepa U
OrpaHMYeHMI yUaluxcs.

KinroueBbie cimoBa: cTuin o6ydenust, ESL, MHOsI3pIUHOE 06pa3o-
BaHMe, I3bIKOBO TpaHChepP, MOTUBALIMS

grammar rules or words and phrases and listening to the
teacher’s explanations and taking notes. Other learners
may prefer to be actively involved in learning activities,
inclined to participate in more action-based language
learning strategies, considering this as a useful tool that
enables them to communicate with others who know
that language (Oxford, 1993 66-67).

These attitudes towards learning, as well as the
perceptions and beliefs which determine them, may
have a profound influence on learning behaviours and
learning outcomes. Therefore, it seems that language
teachers should take into account such learners’ needs
and attitudes in making decisions about the types of
activities they conduct in the classroom. Also, identifying
the learners’ needs and preferences, and devising and
implementing suitable activities will make teaching
more successful. This will help students to develop more

This article is published under the Creative
Commons Attribution 4.0 International License.
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active and autonomous attitudes which allow them to
take charge of their own learning. However, gaps between
teachers’ and learners’ views may result in negative
language learning outcomes (Mehrdad & Ahghar, 2013,
pp-102-103).

In this critical time of history, rapid demographic
changes are swiftly shaping increasingly diverse societies.
Globalization and an extensively technological world
generate strong demand for English language learning
around the world. Most developing countries assume that
if their inhabitants are fluent in English, there will be
expanded opportunities in the educational and economic
sectors (Moores-Abdool, Yahya & Unzueta, 2009, p.3).
Therefore, teaching English and other foreign languages
has recently become a world-wide phenomenon at all
educational levels for people of all ages and backgrounds.
This situation may present a challenge to teachers for
developing successful teaching techniques that enhance
both students’ knowledge and motivation. Although
considering students’ learning style preferences may
be a success factor in the classroom, these individual
differences are rarely taken into account. The reason for
this is that, except for very obvious cases, teachers may not
even realise these differences in personalities. Therefore,
deciphering motivation and learning style preferences
is of fundamental interest to language programme
designers, teachers, and administrators. Ideally, they
should not only attract students to their institutions and
educational programmes but need to provide them with
the opportunity to learn according to their preferences
and interests. Therefore, acknowledging different
learning needs, demands, and attitudes is crucial for
educators and for students themselves. Teachers should
strive to use specific pedagogical techniques that
strengthen and develop learners’ autonomy. On the
other hand, students should maintain their motivation
in order to persevere and succeed in the challenging
task of learning a foreign language (Schmidt, Boraie &
Kassabgy, 1998, p.2).

Are learning styles important to consider?

“It would seem on the face of it that required ways of
using a language might be quite closely related to preferred
ways of learning a language” (Widdowson, 1983, p.33 as
quoted in Horowitz, 1986, p. 445).

Taking individuals’ learning styles into account
is a relatively new approach. Traditionally, it was
not even considered as a concept per se, therefore,
students’ learning styles forcedly had to coincide with
the educator’s teaching style. The power structure in
education was strongly teacher centred, while students
were expected to grasp the knowledge delivered. It can
be said that the history of education had its dawn in
households, where parents passed the necessary skills

to their children. In that case, theoretical and practical
skills were both sharpened in ideal ways:

1. Parents knew the character, strengths, and
limitations of their child(ren) and could find the
most suitable approaches to educate them.

2. Social and practical skills were both developed
and tailored exactly for the needs of the child,
considering the most likely demands he/she
could meet later in life.

3. Education was not only focused on general
subjects, but aimed for a holistic development
with the intention of preparing children for life.

This individual approach grew impossible to
maintain when education became accessible, and later
obligatory, to the masses. Students with very different
personalities, interests, and backgrounds were asked
to attend classrooms where the educator’s attention
was divided in many directions. Moreover, due to
some countries’ governmental policies, the focus in
education shifted towards the goal of children passing
the exams with good marks, with an unsatisfactory
emphasis on real cognitive development. However, some
positive changes in those tendencies can be observed.
A growing body of research suggests that in a growing
number of institutions, students’ learning preferences
are taken seriously, and the findings are supported and
implemented by educators and administrators alike
(Mulalic, Shah & Ahmad, 2009, p.9).

Driven by the desire to place more attention on
students’ individual (language) acquisition differences
and processes, the following seven points were collected
as factors that help to improve the speed and quality of
learning (Moenikia & Zahed-Babelan, 2010, p.1171)

* Visual (spatial): The using of pictures and images

¢ Aural (auditory-musical): The using of sound and
music

* Verbal (linguistic): The using of words, both in
speech and writing

» Physical (kinaesthetic): The use of one’s body,
hands, and sense of touch

* Logical (mathematical):
reasoning, and systems

* Social (interpersonal): Group works,
brainstorming, or learning with other people

* Solitary (intrapersonal): Working alone and self-
study

The list of these seven points is a valuable tool in
order to gain a fuller picture about students’ preferences
and/or abilities to access and absorb information and
knowledge. However, deciphering the learning style of
an individual lies in the combination of these points.
As Mehrdad and Aghar (2013, p.103) point out, the term
‘learning styles’ is used to include three behavioural
aspects of an individual: 1) cognitive style, describing
patterns of inclinations and attitudes that influence what

The use of logic,
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the student will pay the most attention to in a learning
situation; 2) the likelihood to seek situations consistent
with one’s own learning patterns; and 3) the inclination
to apply specific learning strategies and to avoid others.

Factors determining learning styles

Learning preference and capacity is empowered by
many different factors such as (personal) circumstances,
changing motivation, teachers’ attitudes, and classroom
conditions. Since these factors are not completely stable
throughout time and evolving personalities, it is safe
to say that there is no right or wrong permanent mix
of traits that will work for an individual in all domains.
Therefore, considering that each student has specific
preferences for learning, it is easy to see the trouble of
having many small sub-groups in one classroom with
a teacher prepared to satisfy the peculiarities of each
learning category. The analysis and grouping of the most
similar learning style preferences may offer a temporary
solution to this challenge. However, after reflecting on
their learning, a few students reported that they were
able implement some of their already well-working
strategies and, based on them, develop new skills to
succeed in their less dominant learning styles over
time. This accomplishment may be of great importance,
considering that the more an individual is conscious of
his/her learning styles, and the more he/she is capable
of expanding them, this will lead to more academic
achievement and success later in life. Therefore, the
value of the consciousness of one’s own learning styles
goes beyond academic success. This process shapes the
students’ identity and the way experiences are internally
represented and acknowledged, and improves the
capability to recall previous material or apply structures
in new circumstances (Mulalic, Shah & Ahmad, 2009
p-10).

Rights versus abilities - can students determine
their own learning needs?

Nowadays, many teachers experience student
resistance when establishing educational activities in
the classroom. Some students prefer more opportunities
to participate in free conversation and dialogues,
expressing their desire towards a more communicative
approach. On the other hand, there are students who
would favour more emphasis on grammar teaching.
Collaboration can hardly be forced, but it can be
negotiated. Although educators often acknowledge the
need to decipher the ways in which learners differ in
terms of needs and preferences, they may fail to discuss
students’ opinions when conducting language activities.
This reluctance to take such preferences into account
may be found in the belief that learners are generally not
capable of understanding, analysing, and communicating

what they want or need to learn, and they lack a clear
strategy to achieve learning success unless especially
directed by an educator. Moreover, in most societies,
the teacher-student power structure in the classroom is
established in a rather rigid way, leaving no opportunity
for learners to participate in decision-making on
educational methodology. In most cultures, this would
be even seen as highly inappropriate, given educators’
established role in society (Bada & Okan, 2000, pp.1-
2). Therefore, do students have the right and/or the
capacity to express their learning style differences and
expect them to be considered? Csikszentmihdlyi’s theory
argues that an individual’s attentiveness, motivation,
and ability to concentrate will flourish when tasks and
skills are on equal levels and both are on the high end of
the spectrum. However, when the task is too hard and the
student’s skills are low, the psychological and emotional
outcome may result in anxiety. On the other hand, when
the challenge is considerably lower than the learner’s
skills, the completion of the task may produce boredom
(Schmidt, Boraie & Kassabgy, 1998, p.6). Thus, carefully
balancing students’ learning style preferences, skills,
and the learning task may lead to more motivated and
engaged individuals, resulting in more fruitful education
intellectually, emotionally, and economically.

influence on

First-language second-language

acquisition

“Language from a multilingual perspective can
be defined as a system of signs resting upon an
underlying conceptual system that is unique to
each culture. This definition implies that there
is a linguistic and a conceptual level, which
operate together in language processing and
that the conceptual level is culture-specific.
The conceptual system pulls together cognitive
constructs and knowledge; language reflects
this system”
(Kecskes, 2008, p. 31)

Second or foreign language students use their
first language structures and diverse strategies to
accelerate the acquisition of the target language. This
action occurs either consciously and intentionally by
learners in order to overcome the limitations of their
knowledge, or unconsciously because of the complete
lack of proficiency in a specific context, or because the
material learned was not fully automatized. This process
is called “language transfer” (Karim, 2003, p.49). This is
corroborated by Chomsky’ universal grammar theory, in
which he argues that individuals process and construct
language through a profound structure that allows them
to transfer their first language (L1) grammar skills to the
target (L2) language (Chomsky, 1979, p.181-184). Since
all individuals learn some language skills (including
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sign-language) when acquiring their first language,
this expertise is naturally transferable to the desired
foreign language learning strategies. Therefore,
both educators and learners should be aware of the
degree L1 structure and skills are transferred in ESL
classrooms, enhancing or hindering the acquisition
of L2. Consciousness of such practices may be an
invaluable tool to determine further educational
strategies and instructional methods (Karim, 2003,
p.53).

Karim (2003, p.54) proposes six critical points for
how to convert students’ L1 transfer into an advantage:

1. The careful observation of learners’ L1 transfer
strategies may help to comprehend the positive
influences of such processes, directing them
into correct L2 acquisition techniques.

2. Educators considering the advantage of L1
education already received may benefit from
students’ previous linguistic knowledge, skills,
and mental schemata.

3. Once learners’ positive transfer skills are
identified, teachers may help students to use
these skills effectively in L2 acquisition.

4. Educators’ in-depth knowledge of their
students transfer skills may help them to
categorise students into corresponding study-
groups according to their needs and abilities.

5. When the L1 and L2 possess similar grammar
or structures, students may need additional
instruction on how not to rely on L1 transfer in
all domains of second-language learning.

6. The study of learners’ early transfer abilities or
negative transfer practices may help educators
to identify possible common mistakes and
to develop accurate and effective learning
strategies.

Wang (2014, p. 59) reinforces the importance of
directing L1 transfer skills wisely. He argues that, from
a psychological perspective, learning in general is an
accumulative process. Therefore, past educational
experiences and activities greatly mould learners’
attitudes and the courage to face new tasks where
previous knowledge may not be completely useful.
Thus, the amount of skills and knowledge acquired
by an individual may shape his/her perceptions about
new learning processes in the future. It may be of key
importance to train learners how to direct their transfer
skills from old to new situations. In foreign language
learning, this strategy may help students to control
their own learning, develop independent learning
skills, find their authentic learning style preferences,
and expand their intrinsic motivation and grit.

The general concept of first-language influence on
second-language acquisition can further be analysed
by its application according to the four main skills,
namely listening, reading, writing, and speaking. It is

also noteworthy to examine students’ preferences for
working individually, in pairs, in small groups, and in
large groups.

Individual versus group working preferences

Some research suggests that individual learning
in ESL contexts may be successful in groups of mixed
ability, where low-achieving learners may need some
additional time to gain sufficient knowledge in order
to catch up with their peers. This hypothesis is based
on the observance that learners may devote more
attention and focus to a greater degree when they
are not distracted by the other members of the group
but are focusing on their own task (Arias & Garcia,
2013, p.4). However, many other studies maintain
that cooperative learning develops not only language
learning skills, but builds character, shapes students’
emotional intelligence, and develops better strategic
skills (Reinders 2010, p. 40). Moreover, as shown in a
study with more than one hundred college students,
group learning enhanced class attendance and
academic performance due to the pressure from the
rest of the peers (Grimm, 2004, p. 1, 2). Competition
in group-learning settings may be regarded as another
factor that intensifies the desire to achieve more, to use
the language skills acquired during the lesson, and to
develop intrinsic motivation and grit. Also, competing
against other groups awakens students’ natural
instinct to be the best when compared with the rest.
This idea seems to be greatly supported by the Situated
Cognition Theory developed by Brown, Collins, and
Duguid (1998, p. 32), that combines learners’ problem
solving skills and domain specific knowledge for
the success of collaborative learning (Grimm, 2004,
p.3). Vygotsky’s social cognition theory argues for
the benefits of group-learning too (Frawley, 1997, p.
520). In his viewpoint, social interaction and shared
problem solving are fundamental for full cognitive
development. Vygotsky argues that while working
in a group, peers’ reactions may provide feedback to
the individual on the actions displayed and reinforce
acquisition of knowledge. Moreover, every step in the
path of learning emerges and solidifies first in the
social level and only after the expected reaction from
peers or teachers can it become intrapsychological
(Grimm, 2004, p. 4). Finally, Long and Porter (1985,
p. 208-211) collected at least five points that benefit
students during group work.

1. Increased opportunities

language

2. Group work promotes the opportunities for

students to polish the quality of their language
skills.

3. Emerging errors during group work help

educators to correct specific individual needs.

to practice the
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4. Reduces performance anxiety (in contrast with
when the student is asked to perform a task
alone in front of the whole auditorium)

5. Through the variety of characters (and
emerging errors) group work motivates
students to express themselves more freely.

Listening and visual skills

“Listening, the recognition and
interpretation of auditory stimuli is
accepted as one of the most important
features in children’s learning... Listening
skills are generally considered one of the
four major components of language arts.
However, it is widely recognized that the
ability to listen attentively and critically is
generic to children achieving success in all
academic areas as well as in life in general”
(Buttery 1980, p.181)

In second language learning, listening is one of
the most complex skills to acquire. Listening occurs
in a variety of domains and contexts coming from
individuals with different accents, volume of voice,
verbal versatility, intelligence, and communication
skills. Thus, for foreign language learners, listening
and understanding the words and the grammar
structures used in a particular situation and
internalising the message sent can be a tedious and
overwhelming challenge. This is particularly true
when the learner is not only a passive observant of
the events (i.e. watching TV, listening to a lecture, or
observing a group of people interacting) but he/she is
required to be engaged in a dialogue. Therefore, to be
able to minimally function in the target language, it is
necessary to develop good listening skills in order to
have a general understanding of the situation and to
decipher the other speaker’s intention.

Although essential, teaching listening skills
effectively in a second-language learning context
has been neglected for a long time. Unfortunately,
the challenging nature of teaching this skill has
led professionals to overlook this problem. The
complications of ignoring such difficulties may lead
to students never fully developing listening skills,
which, in turn seriously hinders further development
in the acquisition of the target language. However,
teaching listening has started to evolve recently. With
new technologies in the classroom, the classical audio
tools have given way to new activities that engage
multiple senses while sharpening learners’ auditory
senses. TV, videos from the Internet, and video clips
often with subtitles help students to establish a
clearer picture in their minds about the information
they heard. Moreover, some research suggests that

audiovisual aids greatly enhance the comprehension
of listening materials and have beneficial effects on
language processing (Folley, 2015, p. 11-14).

When talking about listening and visual skills,
body language, gestures, and facial cues should by
no means be neglected. This is particularly true since
human interactions and the understanding of the
other individual(s) are often based on grasping the
non-verbal cues emitted. Empirical studies show that
English L2 learners exposed to active communication
sessions with an English native speaker over an
extensive period of time demonstrated that gestures
played a crucial role in learning success (Gullberg &
McCafferty, 2008, p. 137). Therefore, gestures and
body language in general help with internalising the
message, especially when they are used in a culturally
comprehensible context.

Reading and comprehension skills

“Reading is a conscious and unconscious
thinking process. The reader applies many
strategies to reconstruct the meaning that
the author is assumed to have intended. The
reader does this by comparing information
in the text to his or her background
knowledge and prior experience.”
(Mikulecky, 2008, p. 2)

Samuels (2007, p. 1) states that to fully understand
a text, the individual must be able identify the words
on the page and construct their definition. Therefore,
reading and the comprehension of written material is
crucial for the success in the acquisition of a foreign
language. Reading instruction constitutes a big part of
language learning: the usage of textbooks, worksheets,
vocabularies, and online exercises all require the
students to understand the meaning of the written text.
Researchers Kintsch and van Dijk (1978), Rumelhart
and Ortony (1977), Winograd (1977), and Rumelhart
(1980) developed an information processing system
to better comprehend how individuals process what
they read. According to them, there are some facets of
humans’ information processing systems that interact
continuously. When the individual concentrates on
the already-known words and constructions during
reading, this action is identified as a “concept-driven”
or “top-down” mode. The opposite happens in the
“data-driven” or “bottom-up” approaches, when the
reader predominantly focuses on the information
yet to be deciphered and on the peculiarities of the
material to be understood. Therefore, the reader
actively processes components of the text, while
contrasting and comparing that information with his/
her previously acquired knowledge. At this phase of
the task, prior understanding and knowledge initiates
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a presupposition about the text’s full meaning. This
reciprocal process extends until the individual has a
clear grasp of the text and his/her previous knowledge,
eventually leading to comprehension of the material.
As seen, reading and comprehension are complex
tasks to perform. Reading in a second language,
however, has additional complications and barriers
to overcome. Most second-language learners use
their first-language mental schemata to determine
the points to notice and the strategies to apply when
constructing the meaning, and ultimately when
interpreting the message of the material. However,
reliance on the readers’ first-language processing
system may significantly distort the meaning of
the text. Therefore, when teaching how to read in a
second language, additional care has to be placed on
clarifying surging biases based on the individual’s
cultural background and first language (Mikulecky,
2008, p. 1-2).

When considering the acquisition of any foreign
language, it is important to mention the role,
limitations, and accurate definition of fluency. Being
a fluent reader in the individual’s first language
should not be automatically assumed that he/she
will have the same ability in the foreign language
context. According to Lems, Miller, and Soro (2010,
p. 148), fluency is defined when a person has native-
like proficiency in the target language and has the
ability to synchronously decipher, understand, and
internalise the message of the text.

Achieving fluency in a second language may be a
complicated task. In most cases language, culture,
reasoning patterns, and social-behavioural norms are
strongly connected, shaping the readers’ conceptions
of the world. Therefore, readers with diverse cultural
and/or linguistic backgrounds may form different
opinions on what a text signifies (Karim, 2003, p. 49).
Thus, educators should not conclude that individuals
who have excellent reading skills in their native
language can produce the same speed, quality, and
comprehension skills while reading in a foreign
language. Consequently, professionals teaching a
second language to students should be aware of the
importance of not only focusing on vocabulary, syntax,
and fluency but advising students to learn the target
language within an appropriate cultural context. This
“secondary literacy” teaches individuals not to rely on
their first language, culture-specific interpretations,
or biased cognitive structures when interpreting the
text read.

Writing and analytical skills
The number of studies on writing in a second

language has traditionally been unsatisfactory in
comparison with the data available on the analysis

of the other main skills (Krashen, 1984, p. 41).
Some researchers suggest that students’ composing
processes in a second language are largely similar to
the schemata they use in their first language (Raimes,
1985, p. 231). This may concern both students and
educators, since writing (along with the other three
main skills) largely influences learners’ capacity and
accuracy in correctly acquiring a second language.
Based on empirical research, Williams (2012, p.1)
suggests three major areas where writing benefits,
consolidates, and polishes a student’s L2 development.

1. A comfortable pace - Students usually have
more time to analyse, build, and construct
the sentences in comparison to listening or
speaking exercises.

2. Long lasting record — writing leaves stable and
reinforced records in students’ memories. This,
in turn, enhances further positive cognitive
processes in the internalisation of the target
language.

3. The demand for greater precision — Writing
activities require continuous and careful
reviewing of students’ explicit knowledge; this
leads to more cautious planning, monitoring,
and structuring of the material to be produced.

Writing and reading skills in a second language have
overlapping dimensions; while readers are required to
decipher the formal and cultural/social facets of the
text, writers are expected to encode them. Therefore,
writing should always be seen as socially and culturally
placed. Therefore, during writing exercises, teachers
are urged to be aware of the pitfalls of breaking down
such tasks into solely component skills, ignoring
the cultural significance of the text. Thus, as writing
greatly consolidates learners’ perceptions and
comprehension of the cultural dimensions of the
target language, a holistic approach to such exercises
is highly recommended (Archibald, 2004). This, in
turn, will help learners to consciously develop specific
writing skills that will satisfy any reader-sensitivities
of the target audience (Myles, 2002, p. 2).

While cultural components are fundamental
aspects of writing in an L2, Tsang and Wong (2000,
p. 41) propose that explicit grammar instruction
enhances writing skills to a great extent. In their
research, they state that students with intensive
grammar training had increased readiness and ability
to use mature syntax in their writing. Furthermore,
Yau (1991, p. 268) argues:

“Although we should not cripple our
students’ interest in writing through
undue stress or grammatical correctness,
the influence of second-language factors
on writing performance is something
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we have to reckon with and not pretend
that concentrating on the process would
automatically resolve the difficulty caused
by these factors.”

Speaking and creative skills

Speaking is a fundamental part of foreign-language
education. Communication, syllabus contents, and any
measurable learning outcome would be much more
complicated to achieve without the spoken part of the
target language in the classroom. According to Burns
(2012, p.165) many students display the following
attitudes in foreign language classrooms when asked
to speak:

1. Most students have the ability to read and
write well, but they lack the ability to transfer
the same skills to produce speech.

2. Many learners express debilitating fear when
asked to talk in the classroom due to shyness
and lack of confidence.

3. Some students’ speech has more resemblance
to the act of reading a book. Natural expressions
and intuitive communication seldom take place
in foreign language classrooms.

4. Although some students would like to practice
more speaking, the hardship of combining
accurate vocabulary and grammar prevents
them from succeeding.

Speaking in the desired second or foreign language
is often regarded as synonymous with apprehension
and anxiety among learners. Unfortunately,
nervousness to perform well in this skill may even
hinder the progress of L2 acquisition and/or have
detrimental effects on learners’ motivation to practice
their communication skills in the target language at
all. Nowadays, the use of communication-oriented
strategies in foreign language classrooms places
a considerable amount of pressure on students.
Therefore, it is the educators’ responsibility to
consider students’ individual capacities, limits, and
character and to alleviate this anxiety while assisting
them to achieve desired performance objectives in the
target language (Tanveer, 2007, p. 1).

Researchers and foreign language acquisition
specialists also reinforce the idea that there is a
specific kind of anxiety while leaning and speaking
a second language, differentiating this from the
nervousness displayed while learning other skills
or subjects (Guiora, 1983, p.8). According to them,
this may be due to the fact that foreign language
acquisition is a “profoundly unsettling psychological
proposition” because it may pose a threat to the
learner’s cultural identity and world view. Therefore,

is there a connection between speech anxiety in the
learner’s first-language and the target language to
acquire? Individuals may be nervous in situations
involving public speech regardless of whether they
use their native language or not. However, as Tanveer
(2007, p.3) points out:

“Anxiety experienced when speaking in a

second/foreign language seems to be more

debilitating than the anxiety experienced

when speaking in the first language.

Anxiety while communicating in other than

L1 goes a step further with the addition of

the difficulties associated with learning and

speaking a foreign language. In a foreign

language, a speaker has to look for suitable

lexis, has to construct an appropriate

syntactic structure and needs to use a

comprehendible accent, plus the demanding

tasks of thinking and organizing ideas and

expressing them at the same time”.

Educators are presented with a great challenge
when teaching how to speak a second language. The
acquisition of communication and speaking skills
from a holistic perspective may enhance students’
performance and their motivation to eventually
master such skills. However, teachers should be
knowledgeable about the proper nature of speaking
competence and how diverse aspects of this skill relate
to each other (Burns, 2012, p. 166). Johnson (1996, p.
155) points out that “speaking is a combinational skill
that involves doing various things at the same time.”

In their “Second Language Speaking Competence”
framework, Burns and Goh (Burns, 2012, p. 167)
present a model that involves language knowledge,
core speaking skills, and communication and discourse
strategies. According to them, learning to speak in
a foreign language implies mastering the above-
mentioned skills in order to display fluency, accuracy,
and culturally appropriate attitudes.

Therefore, a combination of the following three
aspects should be considered to enhance speaking
skills in foreign language classrooms:

1. Knowledge of the language itself: Correct
knowledge of the sound patterns (being able to
pronounce the language), grammar, vocabulary
(lexis and spoken structures), and the speech’s
correct pragmatical and social embeddedness

2. Core speaking skills: Learners’ capabilities to
process speech accurately and to improve
fluency. It also requires aptness to structure
the speech based on previous clues: observing
anterior failures in understanding, foregoing
utterances and communication-mismatches,
as well as directing and controlling the flow of
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speech as it develops.

3. Communication Strategies: Learning and
enhancing cognitive approaches and strategies
in order to counterbalance deficiencies of
knowledge in the target language. Also,
developing metacognitive skills, such as the
conscious planning and structuring of the
speech, and mastering interaction competence
by asking for clarification, repetition, and
confirming correct understanding (Goh &
Burns, 2012, p. 53).

Hypothesis

The magnitude of the task of deciphering global
linguistic behaviour, motivation, and learning style
preferences as a whole lays beyond the possibilities of
this research. However, in recent times, there has not
been such a study carried out on Bulgarian written in
the English language. Therefore, the above-mentioned
four main skills and the individual versus group
working preferences were considered an optimal
base where Bulgarian students’ attitudes towards L2
acquisition can be analysed.

According to my hypothesis, Bulgarian university
students were rather reluctant to participate in most
educational activities carried out in the ESL classroom.
Prior to this study, during informal discussion with
colleagues and learners, most students expressed clear
ideas about their dislikes, yet most of them could not
identify their own learning strengths or learning style
preferences. Only a few students suggested having a
clear learning strategy or a learning style preference.
However, as a paradox, many declared to be very
motivated to learn English well and declared to be
working hard in order to achieve this goal. Therefore, I
was intrigued to unveil 1) what learning strategies and
activities are perceived as the most beneficial by the
learners and 2) to what extent students are conscious
of their learning style preferences.

Method

A survey was conducted in order to investigate
whether learning style preferences can be considered
a decisive factor for success in EFL classrooms
among university students in Bulgaria. In order to
collect data, quantitative research methodology was
used by inviting students to complete paper-based
questionnaires.

Participants

The study was conducted in two universities, one

private and one national, in Blagoevgrad, Bulgaria.
The number of participants was 74: 23 male and 51
female students between the ages of 16 and 57 years
old (See Figure 1). For the purpose of this study, a
convenience sampling method was used to determine
the appropriate subjects. Individuals attending
university courses were the most convenient to select
because, at least hypothetically, none of them were
forced to attend lessons. Therefore, supposedly, they
were all motivated to some degree to succeed in their
respective studies. At the time of the research the
majority of the learners were pursuing bachelor and
master’s degrees related to linguistics or/and English
language in an array of degree programmes at the
university and were studying at varied language levels
(intermediate and advanced). Some of the students,
however, attended specific EAP (English for Academic
Purposes) courses, while some who participated
were enrolled in programmes of English for general
purposes.

The wide age gap of the students was not considered
an inconvenience in this case since some scholars
suggest that attitudes start to appear at the age of 10
and are clarified and consolidated during adolescence
(Huget & Llurda, 2001, p.271). Therefore, at the time
the study was conducted, all participants theoretically
had clear learning style preferences and established
learning habits. Moreover, Grimm (2004, p.1) suggests
‘generalizations about the whole population can be
expanded when more people at different grade levels are
studied’. Before the questionnaires were distributed in
the classroom, the research objectives were made clear
and the opportunity to participate or withdraw at any
moment was given to all participants.

m Male

Female

69% J

Participants by gender

Figure 1. Participants by gender.
The proportion of the genders in this study reflects

the general percentage of males and females attending
university courses and specific English language

37



FLORA KOMLOSI-FERDINAND

courses in Blagoevgrad, Bulgaria.

Materials

The data was obtained by a self-completed
questionnaire developed by the researcher especially
for this study. The chosen quantitative research
method aimed to collect self-reported data from
students with the intention of describing existing
conditions or identifying points of reference to be
used for comparing conditions or determining the
relationships between specific events (Dornyei &
Csizér, 2012, p. 74).

The questionnaire itself consisted of some closed-
ended questions and some other questions where the
answers had to be marked on a five-point Likert-scale
(from 1-strongly disagree to 5-strongly agree).

Although the study was made in Bulgaria and
mostly with Bulgarian students, the questionnaires
were written and completed in English. However,
before administering the instrument, the students’
understanding on the wording and on the meaning
of the questions was verified. Moreover, at any
time participants could ask, clarify, and have the
meaning of some particular words or questions in the
questionnaire translated.

Procedure

To guarantee the scientific validity and
understandability of the questionnaires, a pilot
study was conducted. Two Bulgarian and two foreign
researchers on education and linguistics were
asked to read the questionnaire and provide advice
on the clarity, wording, and content of all of the
items. Moreover, a group of six students gave their
opinions on the questionnaire. After including some
of the suggestions, paper-based questionnaires were
administered to the students by the teachers working
in the respective institutions. All of the students were
informed by their English teachers about the objectives
of the research. Therefore, all participants were aware
that no monetary compensation or better grades
were offered as a reward for participating. Students
were also informed about the anonymous nature of
the questionnaire and how their names would not
appear in any article, study, or statistics. Also, a short
paragraph at the beginning of the questionnaire
informed students about their right to withdraw at any
moment.

The questionnaires were filled out in the classroom;
however, no questions were discussed aloud among the
students and a respectful attitude could be observed.
The distribution of the questionnaires took place

in May 2016. This was considered one of the most
opportune moments since learners were not over-
stressed or too busy with exams.

The results were based on the five-point Likert scale
questionnaire, from “strongly disagree” to “strongly
agree”. Two main categories were separated according
to gender and percentages were taken for each group/
question.

Results

The data obtained via the ‘students’ learning styles
preferences’ questionnaire was analysed with the
intention of shedding light on students’ inclinations,
biases, and desire to participate in different
educational classroom activities. Through the study,
gender differences, language anxiety, decisiveness,
and learners’ choices for working individually, in pairs,
small groups, or large groups in the ESL classroom
were examined.

Individual versus team working preferences

The findings showed some clearly marked opinions
on individual versus group working preferences
among Bulgarian students. To the question “Do you
like learning individually?” (See Figure 2) females
expressed mostly positive attitudes by 59 percent,
while males’ viewpoints were rather divided on the
matter. When asked “Do you like learning in pairs?”
(See Figure 3) both genders’ opinions were divided.
The most positive viewpoints could be observed when
asked “Do you like learning in small groups?” (See
Figure 4). Almost half of the participants favoured
working in small groups, while the third of the males
expressed dislike and 30 percent of the females gave
neutral answers. When asked “Do you like learning in
large groups?” (See Figure 5) viewpoints were inversely
proportional to the answers given to the question
dealing with working in small groups. Half of both
male and female students disliked or strongly disliked
collaborating in this format, while one-third of the
males expressed positive opinions while almost one-
third of the females remained neutral.

Listening/visual skills

To the general question “Do you like learning by
listening?” (See Figure 6) 61 percent of male students
answered positively, while only the half of the female
students were of the same opinion. Females did
slightly move towards being neutral on this topic.
Opinions were more clearly expressed when asked
more in detail about listening exercises. When
presented with the question “Do you like learning from
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Figure 2. Learning individually (percentages).
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Figure 3. Learning in pairs (percentages).

radio and/or podcasts?” (See Figure 7) both male and
female students expressed their dislike by 40 percent.
Although on both sides there were 35 percent positive
answers, yet the high number of negative answers
on only listening without visual aids shows that this
option may not be very successful.

When considering the question “Do you like learning
from CDs, applications or online?” (See Figure 8) male
students’ viewpoints were divided by almost the same
number of answers on the positive and on the negative
sides leaving 26 percent with neutral standpoints.

When considering the question “Do you like learning
from CDs, applications or online?” (See Figure 8) male
students’ viewpoints were divided by almost the same
number of answers on the positive and on the negative
sides leaving 26 percent with neutral standpoints. On
the same topic, female learners were more favourable,
almost half of them.

About 40 percent showed neutral attitudes on this
kind of activity. A positive turning point was clearly
observable when answering the question “Do you like
learning from television, videos and films?” (See Figure
9). About 75 percent of both sides agreed that listening
exercises were enjoyable. Viewpoints on the topic “Do
you like songs, karaoke - fill in the missing words?” (See
Figure 10) were mostly neutral, clearly moving towards
negative in the case of males. When asking students

48
43

2 2 u Male
Female
Strongly agree/agree Neutral Strongly
disagree/disagree

In small groups

Figure 4. Learning in small groups (percentages).

52 51
35
29
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20
13 Female
Strongly agree/agree Neutral Strongly
disagree/disagree
In large groups

Figure 5. Learning in large groups (percentages).

“Do you like getting information from guest speakers?”
(See Figure 11) the answers were divided between
neutral and positive, leaving very few opinions on
the negative sides. The final question on listening
and visual skills “Do you like getting information from
planned visits to museums, galleries, etc..?” (See Figure
12) had arather neutral feedback on both sides, the rest
of the opinions being equally favourable and disliked
by female students, while male students had a slightly
higher number of positive than negative thoughts on
this matter.

Reading/comprehension skills

Bulgarian students’ answers show enthusiasm
when asked “Do you like learning by reading?” (See
Figure 13). The majority of both male and female
students found reading an enjoyable activity. On the
other hand, when asked “Do you like learning by reading
and taking notes?” (See Figure 14) fewer positive, more
neutral, and even some negative answers were given.

The answers to the question “Do you like learning
from analysing written material?” (See Figure 15)
showed similar attitudes. Half of the male students
expressed neutral opinions, while 39 percent liked
this activity. Female students showed a more positive
approach with 61 percent in favour of analysing
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Figure 8. Do you like learning from CDs, applications
or online? (percentages).

written material, while the rest’s viewpoints were
divided among neutral or negative answers. The
question with the most negative answers was “When
learning new vocabulary do you like learning by reading
without looking up or translating words?” (See Figure
16). Both male and female students agreed by about
40 percent that assuming or guessing the meaning of
new words (even if placed in an already familiar text)
was not preferred by them. To the same question about

® Male
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74 75
26
19
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0

Strongly agree/agree Strongly
disagree/disagree

Neutral
Television/ videos / films

Figure 9. Do you like learning from television, videos
and films? (percentages).
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Figure 10. Do you like songs, karaoke - fill in the
missing words? (percentages).
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Figure 11. Do you like getting information from guest
speakers? (percentages).

25 percent of both genders reacted neutrally and only
an average of 32 percent enjoyed this challenge. When
asked “Do you like learning from the whiteboard?” (See
Figure 17), students showed evenly neutral attitudes,
except female students where 61 percent were
favourable of such an activity. Lastly, when asked “Do
you like learning from pictures, posters and/or cards?”
(See Figure 18) half of the students agreed or strongly
agreed on the likeability of this activity. However, 39
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Figure 14. Do you like learning by reading and taking
notes? (percentages).

percent of the males and 29 percent of the females
showed neutral attitudes, which left the category of
disagree/strongly disagree with rather weak support.

Writing/analytical skills

Bulgarian students’ preferences on writing
activities varied considerably between rather negative
and some surprisingly positive answers. When asked,
“When learning new vocabulary, do you like learning by
saying or writing words several times?”, female students

61
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Figure 15. Do you like learning from analysing written
material? (percentages).
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Figure 16. When learning new vocabulary do you like
learning by reading without looking up or translating
words? (percentages).
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Figure 17. Do you like learning from the whiteboard?
(percentages).

expressed positive attitudes with 43 percent agreeing,
while male students’ opinions tended to be more on
the negative end of the spectrum with 48 percent (See
Figure 19).

The question “Do you like learning by making
summaries?” showed strongly divided opinions. Forty-
five percent of the males liked this activity, but females’
opinions tended to be neutral at 42 percent, while the
negative answers amounted to 32 percent on the males’
side and to 24 percent on the females’ (See Figure 20).
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Figure 20. Do you like learning by making summaries?
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One of the most unexpected results emerged from the
answers to the question “Do you like learning by writing
homework regularly?” Half of the male students agreed
or strongly agreed on the usefulness and likeability of
this task, while the other half’s opinions were evenly
distributed between neutral and negative answers.
Also, the majority of female students had high esteem
for writing regularly homework, while 20 percent were
neutral and only 15 percent had negative viewpoints

65
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Writing homework regularly

Figure 21. Do you like learning by writing homework
regularly? (percentages).
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Figure 22. Do you like writing a learning diary?

(percentages).
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Figure 23. Do you like repeating what you hear?
(percentages).

on the attractiveness of such a task (See Figure 21).
The answers to the question “Do you like writing a
learning diary?” were moderately positive. Fifty-two
percent of the males and a 44 percent of the females
clearly disliked this activity, while between 28 and 29
percent were neutral. Only 19 percent of the males
liked writing a learning diary, while females’ responses
were somewhat more positive at 28 percent (See Figure
22).
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thinking of a relationship between old and new words?
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Speaking/creative skills

Bulgarian students’ opinions on speaking activities
reflect the above-mentioned language anxiety to a
certain degree. To the question “Do you like repeating
what you hear?”, half of the males expressed negative
opinions, while females showed neutral attitudes at
40 percent (See Figure 23). Similarly, to the question
“When learning new vocabulary, do you like guessing
the meaning of the new word?”, almost half of the male

m Male

Female

67 12
0y 26
9
.

Neutral Strongly
disagree/disagree

Talking with and listening to other students
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Figure 27. Do you like talking with and listening to
other students? (percentages).
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Figure 28. Do you like interviewing other students?
(percentages).
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Figure 29. Do you like language games? (percentages).

participants’ answers reflected dislike, while female
participants were mostly divided among positive and
neutral opinions (See Figure 24).

Although guessing the meaning of new words
was clearly not favoured by the majority, answers to
the question “When learning new vocabulary, do you
like using new words in a sentence?” reflected more
positive attitudes on both parts (See Figure 25). These
opinions may suggest that once the basic vocabulary
and language skills are developed, students enjoy
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building speech strategies and increasing fluency.
The question “When learning new vocabulary, do you
like thinking of a relationship between old and new
words?” divided opinions, this being the strategy more
successful among males, while females’ opinions were
rather mixed, tending to be slightly more positive
and neutral (See Figure 26). Both male and female
students expressed favourable viewpoints when
asked “Do you like talking with and listening to other
students?” (See Figure 27). However, when asked
“Do you like interviewing other students?”, viewpoints
pointed towards the neutral and negative end of the
spectrum (See Figure 28). When asked “Do you like
language games?”, most respondents expressed very
favourable opinions (See Figure 29). Similarly, to the
question “Do you like role playing?”, half of the males
were positive, while most of the females’ opinions
were divided among positive and neutral (See Figure
30). However, in rather sharp contrast, the majority
of the participants disliked or had neutral attitudes
when asked “Do you like memorising conversations or
dialogues?” (See Figure 31).

Discussion

Theresults,in percentages, were analysed according
to the four main skills, namely listening, reading,
writing, and speaking. The individuals’ genders and
individual versus group working preferences were
also taken into account. The findings obtained from
this study offer some notable insights, suggesting that
learning style preferences are of vital importance to
consider.Accordingtothe data,learners’most preferred
ways of learning English were in small groups, and in
the case of most females, individually. On the other
hand, at least half of the participants clearly disliked
studying in large groups. In any case, some figures
showed that a noticeable number of students had no
clear preference on working individually, in pairs, or
in groups. If taken positively, this may indicate the
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Figure 31. Do you like memorising conversations or
dialogues? (percentages).

adaptability of Bulgarian students for the sake of
learning. However, the number of neutral answers may
be due to either a lack of interest on the topic while
filling out the questionnaire or a lack of motivation in
attending the lessons altogether.

As for the listening activities, the results showed
that most students preferred listening activities when
accompanied by visual aids, in particular TV, videos, or
films, yet, karaoke and lyrics fill-in activities were an
obvious exception to this. The opinions showed that
learners liked, or at least were neutral, when guest
speakers (using body language and gestures) delivered
information, but listening activities that required
solely listening skills, such as in the case of the radio
or podcasts, were viewed as mostly negative.

The case of reading in a second language is
definitely a favoured activity among the participants,
particularly when accompanied by visual materials
that may help deciphering and constructing the
meaning of the text. However, opinions were more
neutral in the areas where students were supposed to
use their capacity to guess the meaning of new words,
or using their ability to predict the general message of
the text by relying on their previous knowledge.

Writing activities were viewed with moderate
success. Students disliked repetitive tasks, such as
writing words several times for the sake of memorising
them. However, writing homework and making
summaries were among the most enjoyable tasks. It
seems that writing activities that rely on students’
previous knowledge or the production of short
synopses of texts encourage learners to move out of
their comfort zones with secure steps.

Speaking exercises caused a division of opinions
as well. Students mostly disliked repeating words
and expressions to be learned, memorising dialogues,
guessing the meaning of a new word, and interviewing
other students. More positive attitudes could be
observed when the activity was related to using words
in a new sentence, thinking of relationships between
old and new words, talking to other students, role
play, and language games. Therefore, it is safe to say
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that inspiring, amusing, and brainstorming activities
that are placed in a relaxed atmosphere were largely
favoured by both genders.

The often diverse opinions suggest that learners
are not fully aware of their learning strengths and
learning style preferences. Therefore, both educators
and students should consider ways to uncover and
recognize the areas where learning strengths can be
reinforced and learning styles can be expanded for the
sake of enhancing foreign language learning strategies.

The findings were sometimes unexpected. The
result that corroborates previous theories is that
many learners were not aware of their learning style
preferences, and had no clear learning strategies
in the context of learning a foreign language. Also,
language anxiety prevented some students from liking
and/or readily participating in certain activities that
could further enhance their achievement. However,
the eagerness of writing homework and engaging in
small-group talking and problem solving suggests that
students had rather strong intrinsic motivation tolearn
English. Therefore, these results maybe interpreted as a
lack of proper guidance in discovering, understanding,
and developing the student’s individual learning style
preferences. With the educators’ assistance, these
skills could open new horizons in foreign language
learning, enabling learners to better comprehend and
widen their cognitive capacities.

Conclusion

Given its strong psychological and cultural
implications, learning a second/foreign language
is a highly complex task to undertake. Therefore, it
is important to notice that, although learners may
have consolidated learning style preferences in other
subjects or domains, their approach may need to be
re-negotiated and expanded when learning a new
language. Addressing and comprehending students’
learning style preferences and competence is a dual
responsibility. Educators should facilitate diverse
activities, educational materials, and assessment
methods in order to help students find the most
appropriate learning styles to gain and strengthen
knowledge. During this process, students should
consolidate and internalise concepts, build new
strategies on already acquired knowledge, and utilize
opportunities to engage in practicing English with
their peers. Also, advising students on their learning
strengths may eventually empower them to overcome
new challenges and persevere in remembering new
structures and difficult information while maintaining
focus, motivation, and grit. Teacher training

institutions should place more emphasis on certain
psychological aspects of teaching, such as student
motivation and paralanguage. These skills may help
future teachers decipher students’ attitudes in order to
guide learners according to their individual needs and
teach students to be more self-conscious of learning
strategies. Mutual respect between students and
teachers is fundamental in this area, since learning
style preferences are part of students’ character and
identity (Mehrdad & Ahghar, 2013, p.105). Although
this research provides readers with practical data, the
limitations are not to be overlooked. Further research
is needed to better determine how English teachers’
nationality, teaching style, student motivation skills,
attitude, and capability to guide learners to find
and develop their learning strengths affect learning
success. The second part of this research will attempt
to answer to these questions.
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Appendix A.

Questionnaire

HOW DO YOU LIKE LEARNING THE ENGLISH LANGUAGE?

I would like to ask for your help by answering the following questions concerning English language learning.
Don’t worry, this is NOT a test and you DON’T have to write your name. Moreover, there are no ‘right’ or ‘wrong’
answers. I am very interested in your personal opinions. Please give your answers sincerely. Thank you very
much for your help!

Age: Are you: [l Male /[ Female?

IN CLASS DO YOU LIKE LEARNING...
individually?
in pairs?
in small groups?
in a large group?

DO YOU LIKE LEARNING BY...
listening?
reading?
copying from the board?
listening and taking notes?
reading and making notes?
repeating what you hear?
making summaries?
writing homework regularly?

WHEN LEARNING NEW VOCABULARY, DO YOU LIKE LEARNING BY...
using new words in a sentence?
thinking of relationships between old and new words?
saying or writing words several times?
guessing the meaning of a new word?
reading without looking up or translating words?

DO YOU LIKE LEARNING FROM...
Television / videos / films?
Radio / podcasts?

CDs / applications / online?
Written material / analysis?
The whiteboard?

Pictures / posters / cards?

DO YOU LIKE THE FOLLOWING ACTIVITIES IN YOUR CLASS?
Role play
Language games
Songs/Karaoke - fill in the missing words
Talking with and listening to other students
Interviewing other students
Memorising conversations or dialogues
Getting information from guest speakers
Getting information from planned visits (Museums, galleries, etc...)
With the advent of communications technology, many aspects of life have been in a state of a flux, including
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Traditional classrooms confine English as a Foreign Language
(EFL) reading to the textbook and the classroom setting,
something that demotivates active reading. With the advent of
mobile technology, however, such boundaries can be broken to
include external reading materials where students could read and
share anytime and anywhere. This paper investigates the role of
mobile technology in enhancing Learner Autonomy (LA) in the
EFL reading context among students in the Preparatory Year
(PY) of Najran University in Saudi Arabia. A reading class of 30
students utilised mobile applications (WhatsApp and internet
search engines such as Google) to access external reading
materials and interact with their peers and teachers outside
the classroom. Qualitative data collection underwent a number
of procedures. The baseline data was constructed from the
students’ portfolios, which reported the participants’ traditional
reading practices and use of mobiles. Then, the participants were
encouraged to use internet search engines and WhatsApp group
to share their readings. Finally, five participants were interviewed.
The data analysis revealed that the participants’ LA is improved
through the use of selected mobile applications in terms of taking
responsibility for and making decisions about reading materials
and the time and place of reading. The study recommends further
investigation into the role of mobile applications for generating
learners’ own tasks and writing skills.

Keywords: EFL reading, learner autonomy, MALL, mobiles,
motivation, Saudi Arabia

language learning systems. This change is brought
about by young people, technology of communication
(Buckingham, 2001), and the worldwide use of the
English language. English as Foreign Language (EFL)
learners can enjoy their own learning through innovative
learning methods. Learner Autonomy (L.A) is an approach
that involves learners in mediated mental activities, so
they become in charge of their own language learning
(Benson & Voller, 2014).

In traditional EFL classes, Saudi learners show low
levels of motivation in reading skills. This is because
the nature of teaching and learning, reading practices
is mostly confined to the textbook and the classroom
settings at schools where most reading is done in the
form of intensive reading (Al-Nujaidi, 2003). Based on
the researchers’ experience, students join universities
as exam-driven learners. This is because they are
used to being spoon-fed with knowledge, and thus
almost zero interaction occurs. This phenomenon has
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TpaguLMOHHbIE 3aHATHS OTPAHUYMBAIOT HOPMMPOBaHME HAaBbIKA
UTEeHUA NMPU U3YYEeHUU AQHIVIMIICKOTO SI3bIKa Kak VHOCTPaHHOTO
(EFL) mocpenCcTBOM OPUMEHTUPOBAHUSI HA YYeGHUK M OCHAIEH-
HOCTb ayJUTOPUY, UTO 1€eMOTUBUPYET CAMy aKTUBHOCTb 00yYar0-
IMXCS IIPU 3aHATUN YTEHUEM. C mnosiBieHeM MOGI/IJ’II:HI:IX TeX-
HOJIOTMI, OJTHAKO, TaKMe OTPAHNYEHNS] MOTYT ObITb pa3pyIIeHbl,
IfIT06I:I VIMEeTb BO3SMOXXHOCTbD ITOAK/TIOUYEHM S BHEITHUX MaTepuaioB
JAJId UYTeHud, lITOGI)I CTYOEHTBI MOIJIM UMTATh U JEJINTHCS B JIIO60€
BpeMsI 1 B 1I060M MecTe. B JaHHOI cTaThe UCCIeNyeTCsl pOb MO-
OGUJIbHBIX TEXHOJIOTMIi B TTOBBIIIEHUY aBTOHOMMM yuamyxcst (LA)
B KOHTeKcTe yTeHus EFL cpenu CTyneHTOB MOATOTOBUTEIbHOTO
roga (PY) HapxpaHckoro yHuBepcuteTta B CaymgoBCKOl ApaBunt.
Ayputopusi 1o knaccy ureHus: U3 30 CTYAEHTOB MCIIO/Ib30Basa
Mo6mIbHbIe punokenust (WhatsApp 1 mouckoBbie cucteMbl VH-
TepHeTa, Takue Kak Google) s JocTyna K BHEIIHMM MaTepua-
JIaM [1J1 YTeHUS U B3aMMOJeCTBMS CO CBOMMM CBEPCTHMUKAMU U
YUMTENSIMU 32 MpenenaMu kiacca. KauecTBeHHbIN c60p SAHHBIX
mpotien psif npouenyp. McxoqHble JaHHbIE GbLIM TOTyY€HbI U3
MopTdOJMO CTYIEHTOB, B KOTOPIX COOBIIIATOCH O TPAAUIIMOHHOI
MPaKTHUKe UTEHUS U UCIIOIb30BaHUY MOGMIbHBIX TenedoHOB. 3a-
TeM y4YaCTHMKaM GbLIO IMpPeJJIOKEeHO MCIIONb30BaTh MOMCKOBBIE
cucrembl MHTepHeTa M WhatsApp group mjii o6MeHa CBOMMU
npuMepamu. HakoHel, 6111 OTPOLIEHBI MATh YUACTHUKOB. AHa-
JIM3 JaHHBIX TI0Ka3aJl, YTO aBTOHOMHOCTb YUaCTHMKOB COBepIIeH-
CTBYETCS 3a CUET UCIIOJIb30BaHM OTAE/IbHBIX MO6I/[JH)HI)IX TIpniIo-
SKEHUIA C TOUKU 3peHUs IIPUHATUSA OTBETCTBEHHOCTU U IPUHATHUS
pelleHNi1 0 YTeHUY MaTepuaJioB ¥ BpeMeHU ¥ MeCTe JIJIsl UX IIPOo-
yTeHus. B uccaenoBaHUM peKOMeHAyeTcs MPoJo/DKeHne U3yde-
HUST POJIM MOOWJIbHBIX TIPUIIOSKEHUIT 1151 CO3aHMUST COGCTBEHHBIX
3a/1a4 ¥ BbIpabOTKYM HaBBIKOB MUChMa.

KimoueBble cnoBa: ureHue EFL, aBTroHomusi o6yyaemoro, MALL,
Mo6uIbHbIe TenedoHbl, MoTHBaLMs1, CaynoBckas ApaBu

caused learners to become educationally isolated, less
interactive, and less motivated (Nezami, 2012). Learning
a foreign language in a country where almost all of
the people speak only the mother tongue dramatically
reduces the possibility of mastering that language
and makes it almost impossible to have constant and
immediate access to people who can assist learners with
practicing, learning, and communicating in the new
language (Kukulska-Hulme, 2016).

Furthermore, it has been noticed that although
smartphones are often prohibited in the classroom,
there are attempts by students to use them secretly for
learning inside the classroom (Hazaea & Alzubi, 2016).
This utilisation can be considered a sort of motivation.
EFL learners could use mobile applications to improve
a sense of LA (Castillo & Bonilla, 2014; Leis, Tohei, &
Cooke, 2015) in EFL reading if urged to access and reflect
on extrareading materials in connection with the reading
textbooks or various materials of their own choice. It is

This article is published under the Creative
Commons Attribution 4.0 International License.
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assumed that if students are encouraged to employ
certain mobile applications for EFL reading, they may
be motivated in terms of choice of reading materials,
time, and place of reading.

In the Saudi context, the role of mobiles in fostering
LA has not been directly addressed. The review of
literature shows a dire need to highlight a student-
centred learning approach in order to promote more
independence, confidence, and freedom of material
choice inside and outside the classroom (Al-Jarf, 2012;
Al-Shehri, 2011; Farooq, 2013; Palfreyman, 2012;
Thabit & Dehlawi, 2012).

Therefore, this may be the time to explore the
role of Mobile-Assisted Language Learning (MALL) in
enhancing the learning process in Saudi Arabia. MALL
emerged from Computer-Assisted Language Learning
(CALL) and its appropriateness has proved to be of
great value for learning (Chinnery, 2006; Kukulska-
Hulme, 2009, 2012). MALL provides EFL learners
with the chance to experience new learning modes
that go beyond the classroom context, offering them
more flexibility, choices in terms of language content,
ways of delivery, learning space, and time, thereby
enhancing autonomy (Djoub, 2014; Kukulska-Hulme,
2016).

The present qualitative paper is part of a large
project on the efficiency of using mobiles in EFL
reading contexts (Hazaea & Alzubi, 2016). It employs
an action research design to investigate the use of
selected mobile applications (namely; WhatsApp
and internet search engines) for enhancing LA in EFL
reading contexts in the Preparatory Year of Najran
University in Saudi Arabia through a) the search for
reading materials, and b) the flexibility of time and
place of reading.

Research Questions

1. What is the role of internet search engines
in motivating students’ choices of reading
materials?

2. What is the role of WhatsApp in motivating
students to read regardless of time and place
constraints?

Literature Review

In light of the research questions, this section
scrutinizes the existing literature about Learner
Autonomy (LA) in the EFL context. Then, it develops
a conceptual framework of MALL with relevant mobile
applications. In so doing, it focuses on two dimensions
of LA: the choice of reading materials, and the
flexibility of time and place of reading.

Learner Autonomy in the EFL Context

Learner autonomy (LA) refers to the capacity of
learners to learn actively in independent settings
(Little, 1991). This capacity involves the motivation
(Little, 2006) to learn without the constraints of time
and place of learning. LA is also defined as “the ability
to take charge of one’s own learning” (Holec, 1981 p.
3). This paper subsumes these two definitions and
operationalises LA as the ability of EFL learners to
take charge of their reading in independent settings.
This definition entails learners being responsible for
making decisions about their learning in terms of
finding reading materials regardless of time and place
of reading.

LA motivates learners. Little (1991) argues that
learners are highly motivated once they take charge of
their learning. In this case, the role of teachers becomes
paving the way and empowering learners to establish
a sense of responsibility and freedom to choose what
and how to learn without the constraints of time and
place of learning (Benson, 2001). Motivation can also
be seen in a reader’s independence, responsibility, and
choice of reading materials (Dickinson, 1995). It falls
into two categories: intrinsic and extrinsic motivation.
According to Ryan and Deci (2000), intrinsic
motivation entails only the free will of the reader
for being interested in doing an activity or reading a
topic as the only motive to do it. Extrinsic motivation
indicates an external pressure to do an activity like the
promise of a reward. This motivation is likely to work
in foreign language learning settings where learners
have not developed intrinsic motivation yet (Ryan
& Deci, 2000). In a word, autonomous EFL readers
must acquire both intrinsic and extrinsic motivation
(Oxford, 2003) to perform well.

Previous research shows that LA motivates
learners. Wang and Palincsar (1989) found that the
more learners are responsible for their own learning,
the more they are motivated to learn. Dickinson
(1995) argues that motivation and LA share certain
key features: reader independence, responsibility,
and choice. Chia (2005) found that the ability to self-
access learning materials helped students slightly
improve autonomy; the students welcomed the
idea of making decisions and taking charge of their
own reading. Haseborg (2012) claimed an increase
in students’ motivation based on the autonomous
learning choices. Castillo and Bonilla (2014) reported
Colombian school students’ enhancement in making
decisions for learning, doing homework, increasing
reading awareness, and motivation upon giving them
the choice of reading materials.

A review of the literature also shows an existing gap
for EFL reading autonomy in the Saudi context. Some
studies focused on teachers’ and students’ perceptions
on the use of LA. In a survey of EFL undergraduates’
reading interests, Al-Nafisah (2011) showed that
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the students read for improving their language and
academic achievements; they read to keep in touch
with local, economic, cultural, scientific, and political
developments, improving their local status, and
maintaining up-to-date knowledge of what had been
taking place. Farooq (2013) revealed that teachers
are aware of the concept of LA, but most of them do
not practice it due to the curriculum and physical
constraints. On the other hand, students want to be the
best in the class, but they lack motivation and training
to be autonomous learners. Similarly, teachers expect
learners to work independently and take responsibility
for their learning; however, teachers themselves lack
proper training and expertise in this area (Al Asmari,
2013). The lack of teachers’ expertise in employing
LA is reflected on the learners’ lower motivation
and reluctance to take responsibility for their own
learning, an over-reliance on the teachers, and the
spoon-feeding habit (Tamer, 2013).

Previous Research on MALL

Mobile-Assisted Language Learning (MALL) is
concernedwiththeimplementationoflearningtheories
and approaches to deliver English language learning
via mobile technology. According to Kukulska-Hulme
(2016), MALL provides the opportunity to extend
language learning outside the classroom settings;
it delimits the time and space settings of traditional
classrooms. MALL also promotes language skills,
including reading skills, and helps support a student-
centered approach. MALL can be more effective if
learners are equipped with certain tools: support from
teachers, and technologies and materials (Kukulska-
Hulme, 2016) that may finally result in learners taking
responsibility for perceiving a new language.

English language learning can be fostered
by MALL. Language is considered an active and
continuous process and cannot be restricted by time
and place. EFL learners always need to interact and
communicate in English for better learning outcomes.
Mobile social networking could maintain an effective
learning environment and create meaningful learning
opportunities (Almekhlafy & Alzubi, 2016) that cater
to students’ needs and promote student-centeredness
(Kim & Kwon, 2012) and collaborative learning
outside the classroom (Al-rahmi, Othman, & Musa,
2014; Huang, Jeng, & Huang, 2009). Al-Shehri (2011)
concluded that mobile Facebook would enhance
EFL instruction methods to help them become more
collaborative and enjoyable.

Mobile technology plays an important role in
enhancing reading skills. Previous research shows
that MALL affects vocabulary learning strategies,
autonomy, and reading comprehension (Nosratinia,
Saveiy, & Zaker, 2014; Zarei & Gahremani, 2010).
Technology improved autonomous learning through

an English learning model that included short stories,
newspaper and magazine articles, letters, and internet
articles (Wang, 2010). The same author found that
learners promoted English language competence,
and they became more active and positive in English
language learning (Wang, 2010). Learners can also
express themselves in a virtually-enhanced, socio-
cultural context for communicating and learning
with handheld technology (Walters, 2012). Similarly,
vocabulary self-selection strategies develop learners’
autonomous learning; learners were motivated to learn
on their own and helped encode new items effectively
(Ogawa, Nation, Webb, Daulton, & Swenson, 2012).

The use of mobile technology improves LA in the
EFL context. Almekhlafy and Alzubi (2016) found
that students developed a sense of independency to
choose what to interact on through WhatsApp in the
Saudi EFL context. In India, Ramamuruthy and Rao
(2015) argued that the use of mobiles pushed EFL
undergraduates towards autonomous learning. In
Japan, Leis et al. (2015) found that learners showed
a tendency toward being autonomous in the sense
of investing their free time and taking charge of
their own learning. Moreover, in a questionnaire on
the potential of mobiles to support learning aspects,
Djoub (2015) indicated that the limited use of mobiles
is not likely to help learners improve autonomy since
it does not go beyond the objective of enhancing their
knowledge of the language.

Therefore, EFL learners must depend on other
ways to manage and ensure that they receive enough
language practice and support. Technology that does
not have any borders in terms of time, place, open
sources, and preferences may be capable of motivating,
supporting, assisting, and even fostering learning
(Selwyn, 2010).

The present paper discusses EFL.readers’use of some
mobile applications, namely WhatsApp and internet
search engines outside the classroom to improve their
autonomous learning skills in EFL reading. Readers
are motivated through enabling them to take charge
of and make decisions about their learning in terms
of the choice of reading materials, time, and place
for reading. The following table (Tablel) shows the
aspects of LA focused on in this paper.

Table 1
Conceptual Framework of Learner Autonomy in EFL
Reading

MALL

Learner Autonomy

Internet search engines
WhatsApp

Choice of reading materials

Flexibility of time and place for
reading

In Table 1, it is hypothesized that the learners’
use of internet search engines through their own
mobiles would motivate them to expand their choice
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of reading materials. The use of WhatsApp would also
help students practice reading regardless of time and
place.

Method

This paper reports on a qualitative action research
that was conducted with a reading class at the
Preparatory Year of Najran University in Saudi Arabia.
An available EFL reading class of male students was
encouraged to use their mobiles for EFL reading.
The treatment lasted for 14 weeks during which the
data were collected via students’ portfolios, a semi-
structured interview and WhatsApp group.

Setting and Participants

The Preparatory Year (PY) at Najran University
prepares new comers for selected university
undergraduate programs. In so doing, it bridges the
existing gaps between school outcomes and university
needs. Some gaps are related to teaching and learning
practices such as rote learning, teacher-centred
learning, spoon-feeding habits. The Department of
English Language Skills introduces six courses in the
English language including Reading Skills.

Around eight hundred students are enrolled every
year, and they are categorised into sections. In this
paper, an available EFL reading class of 30 students
enrolled in the PY was encouraged to use mobiles for
learning purposes. The participants shared similar
characteristics (e.g. age, gender, English educational
background). All participants were males because
of gender separation in the Saudi education system,
and their age ranged between 18-20 years. English is
considered a foreign language for them, with some
basic English background in high school.

Procedure

The research employed the following methods
and techniques. Students’ portfolios were used
to construct the baseline data. At a later stage, a
WhatsApp group and semi-structured interviews with
five participants were used. The participants were
allowed and encouraged to use mobiles to search for
and report on reading materials. In so doing, they
were involved in taking responsibility for the decision
making for reading materials. They could work outside
the boundaries of the classroom in terms of selecting
reading materials of their own choice where they can
enjoy reading what they like and read regardless of
time and place.

The research was conducted in three stages. In
stage 1, three types of information were collected. First,

information on the students’ current employment of
mobiles to assist in learning a new language as well
as reading practices were surveyed as a starting point.
In this stage, the participants were briefed about the
nature of the experiment regarding what, where, when,
and how to employ the selected mobile applications.
Second, in the orientation session, the students were
oriented about the potential uses of mobiles for
learning purposes, and how they could be utilised.
Third, the students received sample exercises on how
to search the internet for more information. In other
words, the students came to know how to get more
information about reading by sharing, interaction,
and getting teachers’ feedback through the use of the
WhatsApp group.

In stage 2, students took the experiment of using
mobiles outside the classroom to enhance their sense
of independent learning for 14 weeks. The program
included tasks and assignments executed by learners
outside the classroom. They were required to search
the internet about topics of their choice and share
them in the WhatsApp group for interaction with
other peers and teachers’ feedback.

In stage 3, after the interventional program,
students’ uses of mobiles in reading outside the
classroom were collected through a semi-structured
interview with special attention to the motivational
aspects of reading materials, place, and time.

Materials

As a skill-based reading material, Interaction
1 Reading Diamond Edition, 2012 was deemed
appropriate for this study. According to the course
syllabus breakdown, some parts of the textbook were
left as self-study materials. For assessment, external
reading materials were expected to appear in the
tests. As the participants would be motivated by
the tests, they would search for the online external
materials suggested by the textbook. The textbook
also reflects real and actual utilisation in relation to
everyday topics such as academic life, home, culture,
etc. Each chapter includes activities and assignments
that demand learners search the internet for relevant
materials. According to the authors of the textbook,
these activities aim to encourage autonomous reading
among learners. In more detail, the teacher urged
the participants to search the internet for extra texts
based on the textbook and reflect on them in terms
of summaries, discussions, and notes with their peers.
Lake and Holster (2011) showed that teachers could
monitor participants through summaries of reading
texts, a task that examines reading speed, reading
motivation, and positive reading identity.
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Students’ Portfolios

Students’ portfolios assist in reflecting the level of
learner autonomy (Rao, 2006). Before the treatment,
the participants were asked about features and
applications they usually utilise, and their interaction
with teachers and peers outside classroom settings.
The idea was to find out the current use of mobiles
in learning in order to construct the starting points
for later analysis. More specifically, the participants
responded to the following five questions to identify
their views on using mobiles for learning EFL reading
inside as well as outside the classroom.

1)  Areyou allowed to use mobiles for reading in

English inside the classroom?

2) Do you use mobiles for learning reading
outside the classroom? Please explain.

3) Do you use mobiles for learning English
outside the classroom? If yes, Why?

4) Do you interact with the teacher and peers
outside the classroom? Please explain.

5) Do you think that mobiles can be useful for
reading in English? Please explain.

Mobile Applications

Nowadays, many applications and features can
be installed on our mobile phones. Two mobile
applications are utilised in this paper: Internet search
engines and WhatsApp groups.

Internet search engines are applications used to
search the internet for information on a certain topic.
These applications were made available through
mobiles to access the internet. The most popular
engines are internet Explorer, Google Chrome, and
Firefox. Learners can utilise such applications to
extend their reading choices in connection with the
textbook. That is to say, they can read more about
certain topics and do more tasks on their own in their
free time wherever they wish.

WhatsApp is a well-known application with many
features for external group work and interaction.
It might be a challenge to monitor external tasks of
a textbook outside the boundaries of a traditional
classroom, but WhatsApp can help as acommunication
tool that enables teachers to monitor participants’ self-
study activities and reflections in a non-traditional
classroom (Bouhnik & Deshen, 2014). Therefore, a
WhatsApp group was used in this experiment for two
purposes. It was used as an application that enhances
LA by providing and reporting flexibility for time and
place of reading. It was also used as a platform for
the teacher-researchers to monitor the interactions
among the participants in an EFL reading context.

A WhatsApp group was initiated and named with
the course name (Reading-1), section number, and the
reading textbook’s cover as the group profile picture.

The participants joined the group through their mobile
numbers. The teacher-researchers were nominated as
the group supervisors.

The 30 participants were informed about the
purpose and conditions of participation in the group:
to be in contact with each other at any time and from
any place with regard to the reading class; to share
textbook exercises and external reading materials; and
to increase reading practice using WhatsApp. It was
also stipulated that all comments and postings be in
English language. To motivate the participants to learn
the textbook, a teacher-researcher posted a passage
about the school life of Asian universities followed by
a set of comprehension questions and requested that
the participants answer them in the WhatsApp group.

For the data analysis, interactions on a topic for one
week were considered one segment. WhatsApp shows
the date and time of each posting. For time slots, a
day is divided into four slots: morning, afternoon,
evening, and night. As for locations, they are revealed
through various expressions of adverbial phrases
such as in the bus, at the gym, in the cafeteria. A coding
system was also used. For example (WTW-8) stands
for the teacher-researchers’ participation, and (WSW-
8) stands for a student’s participation; where WTW
stands for the abbreviated form of WhatsApp Teacher
Week and WSW for WhatsApp Student Week..

Semi-structured Interview

Guided by the theoretical orientation on MALL
and LA, a semi-structured interview was developed
to elicit information from five of the participants on
the motivational aspects of choice regarding reading
materials, time, and place for reading. The interview
included questions such as: Does using an internet
search engine and WhatsApp give you other places
than the classroom to improve your reading skills?
Where? Do you find that these applications help you
overcome preparing for the lesson at home? Did you
find that the online reading materials helped you
understand the relevant topics in your textbook?
How? What were the challenges you faced when you
participanted in this reading processes outside the
classroom?

The participants were interviewed individually
and informally. Five to ten minute semi-structured
interviews were conducted. The respondents’
preferences of reading materials, time, and place to
read were targeted in semi-structured interviews. A
coding system was used; For example, (SSI-1) stands
for Semi-Structured Interview and the sequence
number stands for the interviewee.

Data Analysis

The data analysis showed that the participants were
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motivated to learn outside the classroom in terms of
choosing their own reading materials, time, and place
for reading.

Analysis of Students’ Portfolios

The results of the data analysis of students’
portfolios showed that prior to the treatment, the
participants’ use of mobiles either inside (Hazaea &
Alzubi, 2016) or outside the classroom was at a lower
level with regard to EFL reading and interaction
with others for learning purposes. Students are not
allowed to use mobiles inside the class; however, they
sometimes use them secretly. They also use mobiles
for learning reading outside the classroom in a very
limited manner. They mostly use mobile dictionaries
to get meanings of new words. They use their mobiles
to call their friends and ask about class times, exams,
homework. However, real interaction with their peers
and teachers were reported negatively outside the
classroom.

This research, as a part of a project on the utilisation
of mobiles in learning EFL reading, is concerned with
the potential of mobiles outside the classroom to
enable students with more freedom in the choice of
materials, time, and place of reading. These three
motivational aspects could contribute to the learners’
overall autonomous learning atmosphere in which
they depend on themselves to practice reading outside
the classroom.

Therefore, students’ keenness and wish to learn a
new language using the latest technology of mobiles
geared this study. They have the belief that their own
mobiles could be useful to encourage them to extend
learning outside the border of the classroom, thus
allowing them more roles of responsibility and control.

Analysis of Mobile Applications

Before posting in the WhatsApp group, the
participants used their search engines to find
information. This is manifested through the links
copy/pasted from the search engine and shared
in the WhatsApp group. Because of this technical
interference between the two applications, the data
analysis collected by both applications is considered
one unit.

The data analysis revealed that although
participationwaslow at thebeginning, the participants’
interactions increased as the intervention was going
on. The participants read and shared external materials
from the internet in line with those tasks assigned in
the textbook. The materials were shared and reflected
in the form of summaries, notes, links, tables, charts,
maps, etc.

The data analysis of the WhatsApp group revealed
that the participants improved their learning time of

EFL reading. The content analysis of the participants’
posts and interactions proves the variance of time to
learn EFL reading. At the week level, the highest level
of interaction was noticed on the weekends and on
exam days. At the day level, most of the interactions
were conducted in the evenings. A good amount of
interaction happened at noon and in the afternoons.
Less interaction occurred in the mornings and most
of it at that time was irrelevant to reading purposes.
That is to say, the morning interaction was usually
about issues such as enquiries about school and
holidays. The least interaction was at nights and was
often about urgent matters such as exams and the late
submissions of assignments.

The participants have become able to search
the internet for some relevant topics and share
their reflection with their peers. The shared tasks
include topics on community living, weather, favorite
foods, history, culture, health, TV shows or movies,
friendship poems or quotes, and sports. Participants
were required to provide the links to the website
addresses. The teacher motivated the participants
to read external materials in connection with the
textbook as evidenced in the following excerpt on
community living:

Excerpt 1

‘Hi All. Today, I want you to use your mobile
search engines and find information about
community living situations on campus. Here
are some suggestions: surviving dorm life,
residence hall living, campus housing, or
student housing. Your reflection on the topic
should be in form of notes to be shared and
discussed with other classmates. Good luck.’

(WTW-1)

Some students were motivated to do the assignment
and shared their notes with peers in the WhatsApp
group as shown in the following excerpt.

Excerpt 2

‘Hello teacher, hello students. I searched on
residence hall living of University of Central
Missouri and made these notes. Main idea:
To maximize student success, first-year and
second-year students are required to live on
campus. Supporting details: making friends,
getting used to college life, sleep later, cook
less, and experience more.’
https://www.ucmo.edu/housing/reshall/

(WSW-1)

One more assignment was to do an internet search
about weather in two parts of the world.
Excerpt 3
‘Good Evening everybody. I would like you to
compare weather in two countries and reflect
on which one seems more pleasant to you.’
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(WTW-2)

One student provided the following comparisons in
the form of a table:

Excerpt 4
‘Date: 5/10/2016
‘Place: Najran & Abha
‘Temperatures: Najran/ 38- Abha/ 25
Conditions: Najran/ sunny- Abha/ partially
cloudy
‘My favourite one is Najran coz I like it as
making me feel more comfortable’
http://sa.arabiaweather.com/ (WSW-2)

The students were asked to access the internet to
look for recipes of food they liked.
Excerpt 5
‘I hope you’re having a very nice weekend. Use
your smartphones to look up a recipe including
ingredients and say why you chose this food.”
(WTW-4)

A student replied and provided the following
excerpt:

Excerpt 6
‘Pls. follow link provided to see my favourite
recipe. It is falafel. I like it coz it is yummy and
available everywhere.’
http://www.vegrecipesofindia.com/falafel-
recipe-chickpea-falafel-recipe/ (WSW-4)

The participants were requested to get information
about a different culture in the world.

Excerpt 7
‘Dear students, I want you to write five things
(food, sport, language, music, greetings,

gestures, money, architecture, etc.) about a
culture of your own choice from the internet
and compare them with your culture.” (WTW-
7)

The participants responded to the teacher’s request
and provided the following excerpt:

Excerpt 8
‘I checked the Japanese culture and got the next
info. Religion/ Shinto, get married Christian
and die Buddhist. Sports/ karate and kendo.
Social conventions/ owing, taking off shoes.
Food/ sushi, Osaka, Kobe beef. Drinks/ golden
gai, green tea. (WSW-7)’
‘In my culture, we like football, we shake hands
and kiss noses, kabsa is most famous. Our
favourite drink is shambania and religion is
Islam.’
https://www.insidejapantours.com/japanese-
culture/ (WSW-7)

Teacher asked the participants to find health advice
on the internet on one aspect of health as evidenced in
the following:

Excerpt 9

‘Pls do an internet search for advice about
any of health aspects. You can look for tips
on healthy eating, running, walking, dieting,
doing yoga, living a long life, quitting smoking,
or anything else interests you. Then express
your agreement or disagreement on three

aspects.” (WTW-11)

A student in response to the teacher’s request
provided the following:

Excerpt 10
‘I fnd some tips on how to stop smoking again
and want u to look at them. I a with tak up a
new hobby, get a stress ball, and reduc your
caffeine. I don’t support clean home drink
water a lot.’
https://quitday.org/quit-smoking/quit-
smoking-tips/ (WSW-11)

Analysis of Semi-Structured Interviews

The semi-structured interviews showed that
the participants utilised WhatsApp and internet
search engines outside the classroom freely. They
communicated in their free time and from different
places.

To illustrate more, a student provided the following
answers about using mobiles to learn independently:

‘Using WhatsApp helped me to ask for feedback
whenever I wish and at any place on any
information with friends in order to improve my
writing.” ... ‘I use my mobile to access reading
materials on the internet regardless time and
place.” (SSI-1)

When asked the following question: When and
where to use the mobile for learning? The interviewees
(SSI-3.5) respectively answered,

‘When I am free I use mobile at home for
learning. (SSI-3)

‘I can use mobile at gym and on bus whenever I
feel free to read more. (SSI-5)

The interviews revealed that participants have
learned how to acquire knowledge and search for
information using mobiles, which has become as
an outside of the classroom teacher; e.g. (SSI-2)
explained,

‘Mobile has become a great help for me. (SSI-2),
‘Mobile is like a portable teacher for me.” (SSI-4)
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WhatsApp and online access on mobiles has
reinforced the participants’ autonomy as they have
started to read more newspapers, magazines, stories,
etc. of their choice than before, for example, (SSI-1)
said,

‘Whenever I am free, I use my mobile to read
some newspapers in English.” (SSI-1)
‘I also read articles in English.’(SSI-5).

WhatsApp encouraged the participants to use
mobiles under the teacher’s direction and supervision,
as they believe that mobiles have become valuable
tools in learning. In more detail, (SSI-5) provided,

‘I really think mobile is very helpful, but it
should be used under the control of the teacher.’
(SSI-5)

The data analysis also showed that mobile features
were used outside the classroom to scan the reading
exercises and tasks to be posted in the WhatsApp
group (SSI-1, 2, 3, 5). The participants used mobile
notes outside the classroom to write difficult words as
indicated in the SSI-1 interviewee’s answer:

‘When I am outside I use mobile memos to copy
down any important thing.” (SSI-1).

The analysis of the semi-structured interviews
showed that the participants used their mobiles for
reading texts and messages (SSI-1, 2, 3, 4, 5). It was
also found that participants utilised WhatsApp to chat
in English with native speakers and access reading
sources (SSI-1, 3 ,5). Participants felt free with their
mobiles regarding place and time; they claimed that
mobiles applications like WhatsApp and internet
search engines among other features could be of
great help for the EFL learning process when doing
homework, assignments, and tasks at any place such
as the gym, home, and/ or on public transport (SSI-1,
2,3,4,5).

The interviews revealed that the participants have
developed a higher level of independence in terms of
getting and searching for information using mobile
features (SSI-1, 2, 3,4, 5). WhatsApp and online access
via search engines have reinforced the participants’
LA in the EFL context as they have started reading
external texts in newspapers, magazines, and stories
(SSI-1, 4, 5).

It was also found that a participant faced some
challenges trying to get the appropriate authentic
reading materials as reported in the following excerpt:

‘I find difficulty in choosing and selecting some
reading texts from the internet.’ (SSI-2)

Another participant was afraid that mobiles might
distract his attention and consume his time, especially
during exams as shown in the following excerpt.

‘Your friends send you a message and you will
leave the study and start chat with them.” (SSI-3).

In general, the participants showed that they
were interested in sharing their comments about
assignments. It was also found that the participants
usually shared their tasks in the form of attachments.
More time and efforts were saved for the central
delivery of the course outcomes and the learning
atmosphere inside the classroom was no longer
spoiled, i.e., students kept focused on the lesson
objectives and aims rather asking about meanings of
new vocabulary and grammar.

Findings and Discussion

It was found that the participants were highly
motivated and more interacted. The study findings
also showed that the participants increased a sense of
independence in terms of choosing reading materials.
The participants used WhatsApp and internet search
engines to look up some materials of their choice
and reflect on them in the form of summaries, note
making, critical thinking, and mind mapping and then
suggested online reading passages. Moreover, the
participants extended their self-study reading outside
the traditional classroom. These findings are reported
in line with the research questions.

RQ1. What is the role of internet search engines in
motivating students’ choice of reading materials?

The participants have learned how to acquire
knowledge and search for more information via
mobiles, which acted as an outside classroom teacher.
WhatsApp encouraged participants to use mobiles
under the teacher’s direction and supervision inside
and outside the classroom as they believe that mobiles
are becoming more valuable day by day.

These findings are in agreement with relevant
findings in the Saudi context that call for the need
to highlight student-centered learning approaches
in connection with more independence, confidence,
and freedom of material choice inside and outside
classroom (Al-Jarf, 2012; Palfreyman, 2012; Thabit &
Dehlawi, 2012). Similarly, Al-Shehri (2011) emphasised
the role of social networks like Facebook in allowing
students to improve and promote their own choice of
materials.

The findings of this study have enhanced and
facilitated the need to act autonomously and
communicate with the world so as to practise the use
of the new language and make decisions about their
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language learning. Therefore, the use of mobiles
in this study addressed the lack of practice in the
findings of a number of studies by Al Asmari (2013),
Farooq (2013), and Alrabai, (2014), which highlighted
the learners’ internal motivation to take charge of
and make decisions about language learning, but the
constraints of the lack of qualified teachers’ training,
the curriculum, and physical constraints have made
the level of learner autonomy very low.

RQ2: What is the role of WhatsApp in motivating
students to read regardless of time and place
constraints?

The findings confirmed flexibility among
participants in terms of reading anytime and anywhere.
The study findings showed that the participants
developed self-reading in terms of time and space.
It was also found that they overcame the challenge
of missing points if they were late or absent. They
could request that their classmates share the missing
parts such as solutions, exercises, assignments, or any
further explanations in the WhatsApp group. Similarly,
the participants utilised WhatsApp and online reading
resources outside the classroom such as at home, at
the gym, at the playground, and on the bus; to keep
connected with their teacher and other classmates
regarding doing assignments and homework, and
explaining any difficult or confusing points.

The findings of the study totally correspond with
what Alshammari, Parkes, and Adlington (2017)
argued, that WhatsApp can encourage the modes of
peer and autonomous learning in the EFL context,
provided that they are accompanied by guidelines on
the teachers’ contact hours and free time in order to
guarantee more chances of success and encourage
more learner autonomy (LA). The findings of this
study are in agreement with Lake and Holster (2011)
in that autonomous learning conditions that can
help students improve as self-regulated readers. The
findings of the current study also support what Leis
et al. (2015) reported, an increase in the awareness
of the benefits that mobiles can have for EFL
learning. Students extended their learning outside
the classroom in their private time and became
more autonomous. The findings are also in line with
Joseph and Uther (2009) who strongly supported and
confirmed the positive sides of technology (photos
and videos) in promoting vocabulary skills autonomy.
However, the study showed that autonomy can be best
utilised outside the classroom as a supplementary and
complementary part of what is missed or cannot be
completed inside the classroom.

Unexpectedly, although the participants have
improved a high level of LA motivation in terms of
choices of materials, time and space, it was found that

some participants faced challenges when trying to get
appropriate authentic reading materials, and others
were worried that mobiles may distract their attention
and consume their time, especially on exam days.

Conclusions and Implications

This paper reports findings on the effects of mobile
internet search engines and WhatsApp on the mode
of autonomous learning in the EFL reading context.
It focuses on the pedagogical aspects of mobiles and
making them available for non-traditional language
learning settings. It can be concluded that learners
have developed a sense of learner autonomy (LA) that
is relevant to the choices of external reading materials
and the use of mobile internet search engines and
WhatsApp.

In addition, students are no longer confined to the
classroom setting; rather they advantageously have
extended their learning outside classroom. WhatsApp
has formed an interactive and reflective platform that
kept participants in touch both synchronously and
asynchronously with their peers and teacher. They
were able to share summaries, notes, diagrams, links,
mind maps, extra readings, assignments, homework,
and tasks.

With the use of mobiles, the participants extended
their EFL learning in terms of reading materials and
time and place of reading. Students utilised WhatsApp
to reflect on the self-study parts with their classmates
and teacher and to access reading materials of their
choice. The participants were guided to establish
a sense of self-learning and confidence. Now, they
are no longer asking about word meanings, parts of
speech, or pronunciation. Teachers have saved more
time and effort during the traditional class for the
central delivery of the course outcomes. In addition,
the learning atmosphere inside classroom is no
longer spoiled. The participants focused on the lesson
objectives rather than asking about the meanings of
new words and grammar. The results of this study
could strengthen the utalisation of MALL inside and
outside the classroom

This paper is not without limitations. As is the
case in any study, the findings are limited only for the
participants of the study where a homogeneous small
size sample participated. In addition, the participants
slightly violated the rules of using the WhatsApp
group beyond the stipulated conditions of the group.
Moreover, it was a challenge to keep the students’
determination and motivation to sustain learning
outside the classroom.

This study recommends that the teaching load
should be reconsidered by the higher authorities to
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include not only on-campus hours but also outside
university campus hours. Further research is needed
to test the role of mobile features and applications in
generating learners’ own tasks and writing skills.
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This study aims to uncover the attributes of effective English
lecturers and any significant differences between male and
female EFL learners in determining the attributes of effective EFL
lecturers. The study utilized a descriptive study design by asking
52 EFL learners to be respondents by filling in a questionnaire.
The results depicted that the attributes associated with the
‘rapport’ category were friendliness, relationship, experiences,
positive attitudes, and sense of humour. An independent t-test
also showed there was no significant difference between male
and female EFL learners in determining these attributes. The
attributes of the ‘delivery’ category included enthusiasm, clarity,
correction, and encouragement. The attributes of the ‘fairness’
category included treatment and standard. The attributes of the
‘knowledge and credibility’ category included proficiency and
knowledge. The attributes of the ‘organization and preparation’
category included preparation, course contents, objectives, and
materials. As for the implications, the attributes enable EFL
lecturers to figure out various strategies for teaching English.
Moreover, it is advantageous for EFL learners in that they can
adjust their learning styles with the attributes.

Keywords: attributes of effective EFL lecturers, English as
a Foreign Language (EFL) learners, EFL lecturer style and
competence

English as a Foreign Language (EFL) learning in
Indonesia has become a more popular activity for
learners. Due to the importance of communicating in a
global context, EFL learners strive for better and deeper
English knowledge and skills. To achieve such goals, EFL
teachers play a prominent role in ensuring that learners
become skilled users of English both formally and
informally. Many EFL teachers are able to act as better
models for their learners. Moreover, those EFL teachers
are highly competent in teaching English to the EFL
learners.

EFL learners who are motivated to become skilled
English users have to be aware of which teachers are
competent in teaching English and which teachers are
not competent. In the Indonesian context, EFL teachers
are expected to be competent in teaching English.
According to A.S. Canagarajah, teachers whose language
is not English and who tend to teach English properly do
not have to be like a native speaker (1999).

A. Yilmaz (2011) investigated students’ perceptions
toward effective teachers in a Turkish university,
revealed that the characteristics of effective teachers
include those who are affectionate, warm, generous,
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JTO uccIemoBaHNe HAIpaBIeHO Ha BbISIBIEHME aTpUBYTOB 3¢h-
(eKTMBHBIX TperojaBaTeseil aHIIMICKOTO SI3bIKA M 3HAUMMBIX
pasmMuuit MeXAYy MYKYMHAMM M SKeHIIMHAMM, U3Y4JarolyMuU
EFL, B onpenenenuu aTpu6yToB 3 PeKTUBHBIX IpernogaBaTeseit
EFL. MccnegoBaHue uMeeT ONMcaTeIbHbIN XapakTep U MpeacTaB-
nsieT orpoc 52 yuamyxcst EFL-pecrioHIeHTOB, TPOIIeIMX aHKe-
TUpOBaHMe. Pe3ynbTaThl OKA3a/IM, YTO aTPUGYTHI, CBSI3aHHBIE C
KaTeropyeit «B3aMMOIIOHMMaHMe», ObUTU APYKeat06ye, OTHOIIe-
HUS, OTIBIT, IO3UTMBHbIE OTHOIIEHMSI M UyBCTBO IoMopa. He3zaBu-
CUMBIA t-TECT TaKKe [T0Ka3aJjl, YTO He ObIIO BBISIBIEHO KaKO-/M-
60 CYIIECTBEHHO PasHUIBI MEXIY MYKUMHAMM U SKEHIIVHAMU
B OIpe[eNeHn 3TUX aTpuOyToB mpu obyueHun EFL. ATpuGyTb
KaTeropmm «HOCTaBKa» BKIIOUATIM IHTY3MA3M, SICHOCTb, MCIIPaB-
JieHye u noorpeHye. K arpubyram KaTeropum «CrpaBeauBOCTb»
OTHOCATCS ob6palieHue M craHgapTbl. K aTpubyram KaTeropuu
«3HaHMS U JOBEPYE» OTHOCITCS KBamudurauyst v 3HaHUSL. ATpu-
OyThI KATETOPUU «OPTaHM3AIMS Y MTOATOTOBKA» BKIIIOUAIN TIOJ-
TOTOBKY, COfepkaHMe Kypca, ey U Martepuasbl. UTo KacaeTcs
MOC/IEICTBYI, aTpUBYTHI MO3BOMAIOT MpenogaBaTensiMm EFL Bbisic-
HUTb Pa3iIMYHbIe CTpaTerny 06y4eHus aHITIMICKOMY s13bIKY. Kpo-
Me TOro, ecTb nonb3a aus yyamyxcs EFL B Tom, 4TO OHM MOTYT
KOPPEKTUPOBATb CBOY CTUJIM 0GYyYEHMS C TOMOIIbIO aTPUGYTOB.

KmoueBbie cimoBa: aTpubyThl 3(pPEeKTUBHBIX TperoaaBartesnei
EFL, usyyaromye aHIIUACKUI SI3bIK KaK MHOCTPaHHbIN, CTWIb U
KOMIIETEeHTHOCTb Ipernopasaresns EFL

earnest, hospitable, inspiring, enthusiastic, and active.
Another study, Chen and Lin (2009), summed up the
‘effectiveness’ of teachers being mainly related to their
personality and their relationship with learners, as
opposed to their instructional competence. Moreover,
they revealed that effective teachers should be energetic,
affectionate, objective, deferential, and kind.

Koc (2012) explored the characteristics of good
language teachers as perceived by students. The study
revealed that affective characteristics play an important
role in shaping good English language teachers. These
characteristics include: being patient with what the
students do, inspiring the students, fulfilling the
students’ needs, maintaining a good relationship with
them, and establishing contact with their parents. The
students surveyed were elementary, junior, and high
school students categorized by level. Another study
on effective English language teachers conducted by
Wichadee (2010) found that there are four categories
associated with effective English language teaching:
English proficiency, pedagogical knowledge,organization
and communication skills, and socio-affective skills.

The attributes of effective EFL teachers were adapted

This article is published under the Creative
Commons Attribution 4.0 International License.
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by Faranda and Clarke (2004). They organized the
attributes into five categories: rapport, delivery,
fairness, knowledge and credibility, and organization
and preparation. Rapport is concerned with how a
teacher becomes friendly, affable, vehement, and
approachable. Delivery is concerned with how a
teacher delivers a lesson with particular strategies
or techniques. This includes enthusiasm, methods,
correction, encouragement, questioning, and
motivation. Fairness focuses on how a teacher treats
learners, which includes treatment, examination,
grading, and hard work. Knowledge and credibility
focus on intelligence, qualification, and mastery.
Organization and preparation focus on preparation,
comprehension, and delivery materials (Faranda &
Clark, 2004, p. 279).

The focus of the present study was to apply Faranda
and Clarke’s (2004) model to identify the attributes of
effective English lecturers as perceived by EFL learners.
To this end, two research questions were proposed:

1) What are the attributes of effective English
lecturers as perceived by EFL learners in an
Indonesian context?

Are there any significant differences in the
attributes of effective English lecturers between
male and female EFL learners in an Indonesian
context?

2)

Methods
Design of the study

A descriptive study design was employed in this
research. Descriptive research is a kind of research that
uses an instrument such as a scale or a questionnaire
and particular samples during data collection (Robson,
1993). More specifically, data in descriptive research
are collected by undertaking the steps of administering
and collecting, categorizing, estimating, and analyzing
the data (Glass & Hopkins, 1984).

Participants

This study was conducted by asking fifty-two senior
EFL learners to fill in a questionnaire. The participants
consisted of EFL learners who were learning English
in a public institute in Kerinci, Indonesia. They
consisted of 22 (42.3%) male and 30 (57.6%) female
learners. A convenience sampling technique was
employed to select the participants for this study. This
sampling technique enabled the researcher to select
the participants due to their readiness, willingness,
availability, and accessibility (Dérnyei, 2007).

Data collection tool

This study used a modified questionnaire as the
instrument for collecting the data. The Effective
English Lecturers questionnaire was developed by
Faranda & Clarke (2004) and modified by Barnes
(2008) to measure the characteristics of effective
English lecturers. The Effective English Lecturers
questionnaire consists of 42 items using a 7-point
Likert scale ranging from 1 (strongly agree) to 7
(strongly disagree). The questionnaire consists of five
categories which include rapport, delivery, fairness,
knowledge and credibility, and organization and
preparation (Barnes, 2008). The result of pilot studies
revealed that the Cronbach alpha of the questionnaire
is .87, which proves that the questionnaire has high
rate of reliability.

Data analysis

The purpose of the data analysis was to estimate
the Frequencies, Means, and Standard Deviation (SD)
of the attributes of effective English lecturers and
find out significant differences between male and
female EFL learners’ choices of the attributes. As the
results of normality tests proved that the data were
normal, an independent t-test was employed. The data
were estimated by dividing them into each category
employed by Faranda and Clarke (2004): Rapport,
Delivery, Fairness, Knowledge and Credibility, and
Organisation and Preparation. The quantitative data
were analyzed by using SPSS 16.

Results

The characteristics of EFL lecturers based on each
category of the questionnaire

The following table shows frequency details in
terms of percentages of learners’ preferences for
effective English lecturers.

Table 1 depicted levels of percentages viewed by
the EFL learners towards characteristics of effective
English lecturers’ rapport items. As for the first item
“are friendly,” more learners (53.8%) slightly agreed
that their English lecturers considered them as
partners in the classroom. The smallest number (3.8%)
of learners did not find their lecturers friendly to
them. The learners (50%) believed that their lecturers
have developed good relationships with them. Having
a good relationship supports each learner to learn
English in better ways. The third item “share personal
experiences” can be an additional prize for EFL learners
as their lecturers’ personal experiences become a
good example for them to follow. A larger number of
learners (48.1%) got more personal experiences from
their lecturers and they found the experiences useful
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Table 1
Frequencies, Means, and Standard Deviations of Rapport category
Items Frequencies (%) M sD
1 2 3 4 5 6 7

1.are friendly 7.7 9.6 538 9.6 3.8 11.5 3.8 3.42 1473
2.develop good relationship with students 11.5 19.2 50 5.8 7.7 1.9 38 3.00 1.358
3.share personal experiences 269 48.1 9.6 5.8 5.8 1.9 19 229 1.362
4.care about students 1.9 5.8 9.6 50 192 7.7 58 425 1.219
5.are patient 0 7.7 7.7 7.7 46.2 212 9.6 494 1.305
6.listen to students 5.8 9.6 11.5 7.7 481 11.5 58 440 1.537
7.have a positive attitude in general 23.1 462 173 5.8 1.9 1.9 38 2.38 1.402
8.have charisma 5.8 5.8 58 519 9.6 11.5 9.6 427 1.483
9.understand the students’ English education background 3.8 21.2 519 3.8 7.7 3.8 7.7 3.33 1.491
10.understand the different student levels 3.8 9.6 538 7.7 7.7 9.6 7.7 3.65 1.532
11.have a sense of humour 5.8 11,5 558 19 115 77 58 348 1.502

Note: 1= Strongly agree, 2= Agree, 3= Slightly Agree, 4= No Feelings, 5= Slightly Disagree, 6= Disagree, 7= Strongly Disagree

for their English learning. A number of learners (50%)
doubted that their lecturers cared about their English
learning.Furthermore, nearly half of the learners
(46.2%) did not agree that their English lecturers were
patient with them.

English lecturers might find more problems during
their teaching. One of the problems was related
to what their learners experienced. The sixth item
revealed that the learners (48.1%) found their English
lecturers did not accept their requests or complaints.
Fortunately, more learners (46.2%) believed that their
lecturers have positive attitudes toward their learning.
Another item (51.9%) showed that the learners were
doubtful that the lecturers come to the classroom
with charisma. The ninth item (51.9%) proved that
the lecturers managed their teaching by considering
learners’ educational backgrounds. This can be helpful
for learners with different English abilities. Moreover,
more lecturers (53.8%) knew how to face learners with
different levels. As for the last item in the rapport
category, lecturers with a better sense of humour were
considered more positive for teaching English. The
learners (55.8%) found that lecturers who were able
to give some humour could break any kind of pressure
during difficult tasks.

The lowest score, which revealed positive views
toward the characteristics of English lecturers, was
the item “share personal experiences” (M= 2.29 &
SD= 1.362). The participants were able to see that
their lecturers shared any experiences they had
when they delivered a lesson. Such experiences were
deemed helpful contributions for them as they could
learn more good things from those experiences. The
English learners reported that there were positive
attributesshowed by their lecturers in the classroom
(M= 2.38 & SD= 1.402). The lecturers developed good

relationship with their learners (M= 3.00 & SD= 1.358).

The Delivery category consists of item 12 — item
28. Each of the items describes the process of delivery
in the classroom. In item 12, it is seen that English
lecturers were enthusiastic about the teaching and
learning process. A bigger number of EFL learners
(57.7%) agreed that their EFL classroom was full of
enthusiasm, which is the most basic motivation for
both teachers and learners. However, the result of
item 13 showed that the learners were doubtful about
whether their lecturers explained any English lessons
clearly (61.5%). A small number of learners (13.5%) got
better explanations from their lecturers than expected.
Even though some learners were still in doubt about
the explanation, more learners (55.8%) were sure
that good examples given by their lecturers replaced
unclear explanations. Moreover, the lecturers did not
use different teaching methods during the delivery
(36.5%). Some of the learners (23.1%) still hoped their
lecturers would use more teaching methods in their
lessons.

Based on the result of item 16, it was revealed that
the lecturers managed to use both Indonesian and
English properly (23.1%). They used Indonesian as the
mother tongue selectively (19.2%). This helps learners
with low English aptitudes adjust themselves to an
English class. To support the learners increasing their
English skills, some direct actions were performed.
Item 17 showed that most learners (59.6%) got written
correction from their lecturers when they wrote any
sentence in English. The lecturers also corrected the
learners’ oral production when they used English
either in a discussion or in a question-answer session.
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Table 2

Frequencies, Means, and Standard Deviations of Delivery category

Frequencies (%)

Items M SD
1 2 3 4 5 6 7
12.are enthusiastic about EFL lecturing 13.5 57.7 11,5 7.7 3.8 38 19 250 1.336
13.give clear explanations 58 135 19 615 77 77 19 3.83 1.279
14.use good examples 7.7 173  55.8 1.9 7.7 7.7 19 3.15 1.349
15.use a variety of teaching methods 3.8 5.8 9.6 17.3 23.1 36.5 38 475 1.480
16.use Indonesian selectively 173 19.2 231 135 11.5 11.5 38 333 1.757
17.correct writing errors 9.6 135 59.6 3.8 1.9 9.6 19 3.12 1.353
18.correct speaking errors 0 0 100 0 0 0 0 3.00 .000
19.teach grammar 13.5 231 269 115 11.5 9.6 38 3.29 1.673
20.use group work 9.6 192 30.8 9.6 135 96 77 3.58 1.742
21.encourage student participation in class 58 115 50 13.5 9.6 9.6 0 338 1.270
22.encourage the participation of students with low confidence 1.9 135 577 58 11.5 58 38 344 1.305
23.talk slowly in English 3.8 3.8 5.8 3.8 673 7.7 1.7 481 1.269
24.use easy words 58 635 11.5 538 7.7 5.8 0 263 1.284
25.use questions frequently 3.8 5.8 77 654 17 7.7 19 398 1.111
26.ask questions then wait for volunteers to answer 3.8 5.8 58 673 7.7 7.7 19 4.00 1.103
27.ask individual students to answer questions 1.9 1.9 173 58 48.1 154 9.6 481 1.329
28.give students plenty of time to answer questions 5.8 9.6 154 58 59.6 3.8 0 415 1.349

Note: 1= Strongly agree, 2= Agree, 3= Slightly Agree, 4= No Feelings, 5= Slightly Disagree, 6= Disagree, 7= Strongly Disagree

All of the learners (100%) agreed that the speaking
correction was beneficial for their oral skills. In line
with that, the lecturers (26.9%) provided good
grammatical examples and the learners were asked to
use such grammatical rules in their writing and
speaking activities.

One of the most popular methods as experienced
by the learners (30.8%) was group work. Group work
was believed to be effective for the learners as they
were often asked to work in a team. Each learner
collaborated with other group members by asking
them to work with one subtopic. The purpose of this
technique was to let them participate in the lesson.
Most learners (50%) were encouraged to take part
in a discussion during a lesson. Furthermore, more

Table 3

learners with low confidence (57.7%) were involved in
class discussions, which motivated them to do so in
other English classes. What made the learners worried
about English class was the use of fast English. The
learners (67.3%) could not understand a topic when
the lecturers spoke faster than they expected. The
good news was seen in item 24 in which the learners
(63.5%) deemed it enjoyable for them to listen to the
lecturers’ lectures as they used easy words.

To grab learners’ attention, questioning techniques
could be more effective. Item 25 showed that the
lecturers (65.4%) did not ask questions to the learners
frequently. The learners (67.3%) were doubtful that
their lecturers offered sufficient time for them to think
of any answer for the questions. The questions were

Frequencies, Means, and Standard Deviations of Fairness category

Frequencies (%)

Items M SD
1 2 3 4 5 6 7
29.treat all students fairly 58 135 7.7 558 5.8 5.8 5.8 3.83 1.396
30.prepare students well for examinations 11.5 135 5.8 38 558 58 38 412 1.676
31.give students clear grading guidelines 3.8 9.6 9.6 3.8 538 9.6 9.6 4.62 1.510
32.require students to work hard during class 7.7 13.5 5.8 7.7 423 154 17 440 1.706
33.require students to do homework 3.8 58 673 5.8 9.6 3.8 3.8 3.38 1.223

Note: 1= Strongly agree, 2= Agree, 3= Slightly Agree, 4= No Feelings, 5= Slightly Disagree, 6= Disagree, 7= Strongly Disagree
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never addressed to a particular learner. So, the learners
(48.1%) did not believe they were expected to answer.
The fact was, based on the item 28, the learners needed
more time to think of an answer (59.6%).

As for the most positive views of the characteristics
of effective English lecturers, it can be seen from the
lowest scores of the Means and SD. The first positive
view was “are enthusiastic about EFL lecturing”
(M= 2.50 & SD= 1.336). This positive view was
interconnected with other characteristics because of
how learners can be more motivated. Another positive
view was “use easy words” (M= 2.63 & SD= 1.248). The
item “correct speaking errors” was the most positive
view as all of the learners (M= 3.00 & SD= .000) got
their speaking corrected.

The third category, fairness, was explained in the
above table. Fairness is about how lecturers see their
learners as objectively as possible. The item 29 “treat
all students fairly” was seen as a very important item
by which learners were able to motivate themselves to
interact with their lecturers more professionally. The
learners (55.8%) were in doubt whether their lecturers
treated them fairly. In this case, some learners (13.5%)
believed that they got proper treatment from their
lecturers. Improper treatment was proved in item
30, which revealed that most learners (55.8%) did
not get proper and clear instructions to prepare for
their exams. Moreover, the guidelines of the scoring
system were to given to many of the learners (53.8%).
The learners (42.3%) were not motivated to work

Table 4

more seriously during class. Fortunately, the lecturers
(67.3%) asked each learner to undertake practical and
useful activities as homework.

Two positive views of the characteristics of effective
English lecturers were identified. Some learners were
treated fairly, but others were not (M= 3.83 & SD=
1.396). Another positive view was that learners were
required to do homework (M= 3.38 & SD= 1.223).
Other items depicted negative views.

In the knowledge and credibility category, the first
item showed that the learners (15.4%) believed that
their English lecturers were qualified for teaching
English. More learners (32.7%) were doubtful with
their lecturers’ qualifications. A small number of
learners (11.5%) did not see them as qualified lecturers.
Fortunately, most of the learners (67.3%) believed that
their lecturers were knowledgeable in grammar. This
means that most lecturers used grammatically-correct
utterances during their English utterances. A smaller
number of learners (7.7%) did not trust their lecturers’
grammar knowledge. The last item revealed the same
belief. The learners (61.5%) found that their lecturers
were highly qualified when using vocabulary. Not
many learners (9.6%) disagreed with this.

The lowest score (M= 3.12 & SD= 1.182) was
concerned with a strong ability to use grammar. It was
followed by item 36, which focused on a strong ability
to use vocabulary. The only negative view was good
qualifications for lecturing (M= 3.58 & SD= 1.637).

The table above describes organizations and

Frequencies, Means, and Standard Deviations of Knowledge and Credibility category

Frequencies (%)

Items M SD
1 2 3 4 5 6 7
34.are well qualified for EFL lecturing 13.5 154 135 32.7 11.5 9.6 38 3.58 1.637
35.have a good knowledge of grammar 7.7 9.6  67.3 1.9 7.7 38 19 3.12 1.182
36.have a good knowledge of vocabulary 38 11.5 615 3.8 9.6 7.7 19 3.35 1.266
Note: 1= Strongly agree, 2= Agree, 3= Slightly Agree, 4= No Feelings, 5= Slightly Disagree, 6= Disagree, 7= Strongly Disagree
Table 5
Frequencies, Means, and Standard Deviations of Organization and Preparation category
Items Frequencies (%) M sD
1 2 3 4 5 6 7
37.are well prepared every lecture 3.8 7.7 61.5 5.8 5.8 11.5 3.8 3.52 1.393
38.provide a syllabus detailing course content week by week 38 135 577 11.5 9.6 1.9 19 3.23 1.113
39.explain instructional methods to the class 58 11.5 9.6 46.2 13,5 9.6 3.8 394 1.406
40.tell students the lesson objectives each lesson 58 154 462 7.7 154 58 3.8 344 1.434
41.stick to the syllabus 38 11.5 135 38 538 9.6 3.8 4.37 1.456
42.make their own supplemental material 11.5 635 9.6 1.9 5.8 58 1.9 252 1.407

Note: 1= Strongly agree, 2= Agree, 3= Slightly Agree, 4= No Feelings, 5= Slightly Disagree, 6= Disagree, 7= Strongly Disagree
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preparation as the last category of the characteristics
of effective English lecturers. The category, which
includes item 37- item 42, depicts how well the English
lecturers organize and prepare for their delivery. The
first item showed that the learners (61.5%) found their
lecturers prepared for a lesson appropriately. A smaller
number of learners (5.8%) did not agree that their
classes were well prepared. In line with the first item,
the second item in this category depicted the lecturers
providing a syllabus including course contents a long
time before the lectures began (57%). Some learners
(9.6%) were not sure that they could understand the
syllabus. However, more learners (46.2%) could not
follow any of the instructional methods utilized in the
classroom. As stated in item 40, the learners (46.2%)
believed that they understood the lesson objectives
well. An interesting item to note was that the lecturers
followed the syllabus (53.8%) during the lesson. They
also created their own supplemental materials (63.5%).

As for the mean scores, the lowest mean was
“make their own supplemental material” (M= 2.52 &
SD= 1.407). Supplemental materials were considered
proper sources of learning. The lecturers could adjust
the materials to their learners’ English levels. Another
lowest score (M= 3.23 & SD= 1.113) was providing a
syllabus and its contents for the learners before they
began learning. Both were positive characteristics
viewed by the learners.

Significant differences between male and female
EFL learners

TThe following tables are the results of independent
t-tests for each category: Rapport, Delivery, Fairness,

Table 6
Independent t-test of the Rapport category

Knowledge and Credibility, and Organization and
Preparation.

Having completed an independent t-test, the
results of Table 6 showed that there was no significant
differences (0.094 > 0.05) between male and female
learners’views toward the rapport category for effective
English lecturers. The views on the characteristics of
effective English lecturers between male and female
EFL learners were somewhat similar when considering
rapport.

Table 7 depicts no significant differences between
male and female EFL learners in determining the
characteristics of effective English lecturers (0.668 >
0.05). It can be concluded that male learners’ views
are somewhat similar to female learners’ viewson the
characteristics of EFL lecturers regarding delivery.

The results of an independent t-test depicted that
no significant differences (0.653 > 0.05) were identified
between male and female EFL learners in viewing the
characteristics of effective English lecturers in terms
of fairness. It can be said that male learners’ responses
were not different from female learners’ responses
towards the characteristics of effective English
lecturers regarding fairness.

Having conducted an independent t-test, it was
found that the values of equal variances assumed
(0,951 > 0,05). No significant differences were found
between male and female learners’ views on the
knowledge and credibility characteristics of effective
English lecturers.

Having finished the independent t-test, the result
revealed that no significant differences were identified
between male and female learners in viewing the
organization and preparation of effective English

Levene’s Test

t-test for Equality of Means

for Equality of
Variances
. Sig. Mean Std. Error
f Sig. t df (2-tailed) Difference  Difference
Equal variances assumed 2.918 .094 1.054 50 .297 1.630 1.546
Equal variances not assumed .988 33.456 .330 1.630 1.650
Table 7
Independent t-test of the Delivery category
Levene’s Test
for Equality of t-test for Equality of Means
Variances
. Sig. Mean Std. Error
f Sig. t df (2-tailed) Difference = Difference
Equal variances assumed .187 .668 1.278 50 .207 2.245 1.757
Equal variances not assumed 1.255 42.148 217 2.245 1.790
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Table 9

Independent t-test of the Knowledge and Credibility category

Levene’s Test

for Equality of t-test for Equality of Means
Variances
. Sig. Mean Std. Error
f Sig. t df (2-tailed)  Difference Difference
Equal variances assumed .004 951 -.568 50 573 -.303 .534
Equal variances not assumed -.569 45.796 572 -.303 .532
Table 10
Independent t-test of the Organization and Preparation category
Levene’s Test
for Equality of t-test for Equality of Means
Variances
. Sig. Mean Std. Error
f Sig. t df (2-tailed) Difference Difference
Equal variances assumed 1.956 .168 .049 50 961 .045 .935
Equal variances not assumed .047 40.098 963 .045 .963

lecturers. To verify this, the result of equal variances
assumed was high (0.168 > 0.05).

Discussion

The present study revealed attributes of effective
English lecturers in the Indonesian context. As
for the first category, Rapport, several important
characteristics or attributes were found. The attributes
were friendliness, personal experiences, positive
attitudes, awareness, and sense of humour. This is in
line with previous studies that identified friendliness
as one of the characteristics of ideal teachers and
effective teaching (Feldman, 1976; Kotsoulis, 2003).
Arikan, Taser and Sarag-Siizer (2008) stresses the
power of a good relationship between teachers and
learners. Some students’ positive attitudes toward
disciplines can enable a teacher’s -effectiveness
regarding classroom management (Zheng, 2011).
Such attitudes and beliefs on teaching are paramount
if compared with some common profiles of a teacher
(Campbell, Kyriakides, Muijs, & Robinson, 2004). To
do that, there is aneed for more experiences, support,
and intelliegence (Guskey, 1986). An effective teacher
also needs to have a sense of humour (Calabria, 1960;
Malikow, 2006) and use it during delivery.

As for the Delivery category, the study depicted
several important attributes or characteristics as being
important. This includes lecturers’ enthusiasm, good
examples, writing correction, speaking correction,
grammar focus, group work, encouragement, and
easy words. Previous studies also found that effective
language teachers have enthusiasm for teaching their

learners (Witcher, Onwuegbuzie, & Minor, 2001;
Malikow, 2006) and motivate and encourage learners
(Feldman, 1988; Brosh, 1996; Cruickshank, Jenkins, &
Metcalf, 2003).

The attributes or characteristics of the Fairness
category were fair treatment and a requirement of
hard work. These two attributes were selected by the
learners among five attributes. The learners did not
rank the other three attributes highly as they reported
that they never experienced such characteristics from
their lecturers. The importance of the attributes in
the Fairness category has been proved in several
previous studies. A study by Brosh (1996) found that
one characteristic of an effective language teacher
is treating learners fairly. Brown (2001) focused on
individual attributes of an effective language teacher
such as flexibility or fairness.

Furthermore, Knowledge and Credibility as the
fourth category consisted of two identified attributes
of effective language lecturers: proficiency and
knowledge. A number of studies have found that the
characteristics of an effective teacher include mastery
of a subject matter or field knowledge (Calabria, 1960;
Shishavan & Sadeghi, 2009; Arikan, 2010), knowledge
and professional skills (Pettis, 1997), as well as
proficiency and knowledge in English as the target
language (Brosh, 1996; Park & Lee, 2006).

The last category, Organization and Preparation,
showed several other characteristics of effective
English lecturers. They are prepared for their lectures,
providing detailed course contents, having clear
lesson objectives, and making supplemental materials.
Every lecturer is expected to prepare for their course
properly. Studies found the attributes of effective
English teachers include standards, control, discipline
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(Calabria, 1960), being well organized (Brown, 2001),
being flexible (Fettis, 1997), the ability to organize
(Brosh, 1996), and procedural knowledge (teachers’
own practical knowledge of what steps and techniques
have worked well in the past) (Walls, Nardi, Von-
Minden, Hoffman, 2002).

Conclusion

TVarious attributes or characteristics of effective
English lecturers were identified in this study. The
attributes of the Rapport category are friendliness,
good relationships, personal experiences, positive
attitudes, awareness, and a sense of humour. As for
the attributes of the Delivery category, they include
enthusiasm, clarity, correction, grammar focus,
group work, and encouragement. The attributes of
the Fairness category are fair treatment and work
requirements. The attributes of the Knowledge and
Credibility category are proficiency and knowledge.
The attributes of Organization and Preparation are
preparation, clarity, and supplemental materials.
Based on the data analysis, no significant differences
were identified between male and female EFL learners
in determining the attributes of effective EFL lecturers.
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Since the 20th century with the birth of feminism, gender studies
have undergone analysis in many areas of knowledge. Special
attention has been paid to the theory of androcentricity in the
English language and the deficiency of female images in speech.
In this article, the images of men and women presented by English
proverbs and anti-proverbs are analyzed. The objective of this
research is to find out if proverbs are androcentric and present
male mindsets and world views. The other aim is to check whether
anti-proverbs reflect the changing role of women in society. To
fulfill these purposes, proverbs with gender components (man/
woman, wife/husband, he/she etc.) were selected and underwent
a semantic analysis. In order to reveal the evolution of the images
of men and women we compared the images of men and women
illustrated in proverbs with those shown in anti-proverbs with the
same gender components. As a result, we came to the conclusion
that both proverbs and anti-proverbs are androcentric; however,
in anti-proverbs female opinions are more representative when
compared to proverbs. To sum up, it is obvious that the role of
women is changing and the changes are reflected in the language.

Keywords: gender,
androcentrism

proverbs, anti-proverbs, male, female,

With the beginning of the twentieth century, the
issue of androcentricity and gender asymmetry in the
English language has become one of the most debatable
in society.

The term androcentrism was introduced by Charlotte
Perkins Gilman in the research “The Man-Made World or,
Our Androcentric Culture”, published in 1911. According
to Perkins Gilman, androcentrism can be understood as
cultural perspectives where the male is generically taken
tobe the norm of humanness. It means that masculinity is
normative and all things that do not refer to masculinity
are defined as other. Thus, masculinity is normative and
all things outside masculinity are defined as other.

In 2015-2016 the problems of self-identification
provoked vehement debates and put the focus back on
the gender representation in a language. According
to many researchers (Lakoff 1975, Spender 1980) the
English language is androcentric and expresses male-
centered culture and an unequal position of men and
women in society.

The problem of representation of gender in a language
has been studied in a wide range of disciplines such as
cultural studies, anthropology, education, art history,
philosophy, linguistics, psychology, and psychoanalysis

Kirsanova, M. (2018). Androcentrism of English proverbs and Anti-Proverbs
with Gender Components. Journal of Language and Education, 4(2), 68-77.
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AHI[pOIIeHTpI/IBM AHTJIUIICKUX IIOCJIOBUII 1 aH-
TU-TITOCJIOBULI C TEHAEPHBIMM KOMIIOHECHTAMMU

Mapmusa KupcaHosa
HanyoHanbHbI MCCIe10BaTeNnbCKII YyHUBEPCUTET
Bricmias mkosa SKOHOMUKU

Anpec [Ji HaTipaB/IeHNsT KOPPECTIOHAEHIMM 10 JaHHO Ty6In-
Karuu: Mapust Kupcanosa, HUY “Beiciiiast mrkosaa SKOHOMUKM,
ropop Mocksa, yi1. Ctapast Bacmannas 24/4, ctp.4, ka6. B209,
Poccus, nupexc 105066. E-mail: mkirsanova@hse.ru

C 20-ro Beka ¢ poskaeHuem pemMuHM3Ma reHIepHbIe MCCIeI0Ba-
HMS TTOBEPIICh aHAIM3Y BO MHOTMX 06JacTsaX 3HaHuit. Ocoboe
BHMMAaHMe YIeleHO TeOpUM aHAPOIEHTPUYHOCTM B aHIIMIA-
CKOM $I3bIKe U JedUIUTY KeHCKMX 00pa3oB B peun. B aToii cTa-
Th€ aHAIM3UPYIOTCS 06pa3bl MyKUYMH U SKEHIIVH, [TPeJCTaBIeH-
Hble aHITIMICKMMMY MTOCTOBULIAMU ¥ aHTU-TIocaoBuIlaMu. Llenpio
3TOr0 MCCAeNOBAaHMS SIBISIETCS! BbISICHEHME TOTO, SIBISIIOTCS JIU
TTOC/IOBUIIBI AHAPOLIEHTPUYUHBIMU ¥ TIPECTABISIIOT COO0I MYK-
CKOe MBILIUIeHM e ¥ MUPOBO33peHue. [pyras 11efb COCTOUT B TOM,
YTOOBI MPOBEPUTD, OTPAXKAIOT JIM TOCTOBUIBI U3MEHEHUE PONIU
SKEeHIIVH B 001iecTBe. [ JOCTYKEHMS ITUX L€, TTOCTOBUIIbI
C TeHJepHbIMM KOMIIOHEHTaMM (MY>KUMHa/KeHIIVHa, Cylpyra/
CYIpYT, OH/OHA U T.Z.) ObLIM OTOGPAHbI U MOJBEPTHYTHI CEMaHTH -
YyeCcKoMY aHaJu3y. [IJist TOro, YTOObI BBISIBUTD BOJIOIINIO 06PA30B
MY>KYMH U JKEHIIMH, Mbl CPABHWIM 06pa3bl MY>KUMH U KEHIIVH,
MIPOMJITIOCTPVPOBAHHbIE B TOCIOBUIAX, C U300PAKEHUSIMH, T10-
Ka3aHHBIMM B aHTU-TIOCIOBULAX C OAMHAKOBBIMM Te€HIePHBIMU
KOMIIOHEHTaMI. B pesynbraTe Mbl IPUIUIA K BBIBOLY, UTO Kak
TTOC/IOBUIIBI, TaK ¥ aHTU-TIOCJIOBUIIBI aHIPOLIEHTPUYHBI, OFHAKO
B QHTU-TIOCTIOBUIAX KEHCKME TOUKY 3peHMST 60Jiee BhIPaKEHbI I10
CcpaBHEHMIO ¢ ocioBuamu. [TofBosst UTOT, OUEBUIHO, UTO POJIb
SKEHIIMH MEeHSIeTCSI, M U3MEHEHMSI OTPaskaloTCsI B SI3bIKe.

KnroueBble cjIoBa: reHuep, nocJIOBUIbl, aHTU-IIOCIOBUILbI, MY>K-
UMHA, XeHIINHA, aHOAPOUEHTPU3M

(Wilhelm von Humboldt (1836), Mills (1995), Roman,
Juhanz, and Miller (1994).

The study of connection between language and sex
dates back to the ancient times when the grammatical
category “gender” started to be considered. For a long
time, researchers connected biological sex with the
grammatical category gender. In other words, it was
believed that the grammatical category of gender arose
because of the existence of different sexes. This theory
was supported by scientists such as W. Humboldt and
others.

At the beginning of 20th century the problem of sex
reflection in a language attracted the attention of F.
Mautner. In 1901-1903, F. Mautner’s work on criticisms
of the language was published. He emphasizes the
metaphorical nature of the language. It means that
native speakers transfer their non-linguistic experience
into linguistic expression, and, thus, it determines the
subjectivity of our picture of the world. Having studied
the grammatical gender of nouns in German, F. Mautner
concludes that the grammatical division into gender is
a metaphor as it associates an object with masculine of
feminine characteristics.

O. Jespersen (1922) in his book “Language: Its Nature

This article is published under the Creative
Commons Attribution 4.0 International License.
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and Development, and Origin” stated the idea that
women’s language is deficient and subordinate.

In 1949, a book by Simone de Beauvoir entitled
“The Second Sex” appeared in France. According to the
author of this book, stereotypes of men and women are
fixed in history. The author connects a man with the
sphere of “constructing the meaning of life” - culture
and society, and women take part in such spheres of
life as reproduction and nature.

In the late 60’s and 70’s of the 20" century,
scientists began to pay attention to gender studies
thanks to the “New Women’s Movement” (as cited in
Potapov, 2002). This movement gave birth to a new
branch of linguistics - feminist linguistics, or feminist
criticism of the language.

Among the main works on feminist criticism of the
language the study of R. Lakoff “Language and Woman’s
Place”, which was published in 1975, plays the main
role. This work proves androcentricity (an orientation
toward men) and the defective image of a woman in the
world picture reproduced in the language. This theory
is called the theory of “deficiency” of female speech. R.
Lakoff examines the notion of “female language” and
“male language” (Lakoff, 1975). According to this work,
a woman’s speech is characterized by the following
traits: she is insecure, her speech is less aggressive
than a man’s speech, she is more humane in relation to
the interlocutor. Men try to take a dominant position,
they are more aggressive, unwilling to compromise.

The theory of “deficiency” of female speech,
introduced by R. Lakoff, was developed in the “theory of
two cultures”, implemented by her student, the famous
American scientist D. Tannen. In the work “You Just
Don’t Understand: Women and Men in Conversation”
(1990), D. Tannen analyzes male and female speech
tactics and concludes that the dialogue between men
and women is a dialogue between two opposite worlds
and cultures. It means that the same conversation can
be understood by men and women differently and lead
to quarrels and misunderstandings.

In feminist linguistics there are two branches:
the first and the main branch is devoted to the
identification of the language asymmetry, reflecting
the male picture of the world, i.e. language sexism. In
this case, patriarchal stereotypes that give women a
subordinate and dependent role are under analysis.

The basis for the study of feminist linguistics has
become the lexicon of European languages, since it
most clearly traces the subordinate position of women.
For example, in a number of European languages, the
same lexical unit is used for the notions of “man”
and “person”. In English, the word “man” has both
meanings (The Oxford English dictionary).

The second issue, which feminist linguistics
concentrate on, is problems and characteristics of
gender communication in mixed and same-sex groups.

Material for analysis was drawn from a variety of
sources, for example, conversations between doctors
and patients, talk shows, and socializing in the family.
The studies of feminist linguistics were based on the
assumption that the strategies of speech behavior of
men and women differ from each other. Moreover, they
differ depending on whether the conversation takes
place in a same-sex or in a mixed-sex environment
(Hancock & Rubin, 2014).

A special place in language and culture studies
is occupied by proverbs, since cultural and national
traditions are recorded via proverbs in order to be
passed on through generations.

In this article, proverbs are considered as
aphoristic sayings with an instructive meaning and
are rhythmically organized (Koonin, 1996). Proverbs
are a list of rules and norms of behavior, in which the
national cultural code that regulates people’s relations
and gives a base for self-identification are displayed.
Using this source, a native speaker generalizes and
assimilates experience, values, moral norms, and
prescriptions for the society. Therefore, by analyzing
the proverbs of the English language with gender
components, it is possible to draw a conclusion about
the stereotypes of men and women fixed in this culture.

For example:

A woman’s tongue wags like a lamb’s tail
(Kershen, 1998, p.180).

This proverb has a negative connotation and
illustrates the assumption that women are too
talkative and they never control their speech. Because
of this, a man should not treat a woman seriously.

Being subject to various changes by extra- and
intralinguistic factors, proverbs adapt to new
problems and circumstances. Dealing with this or
that situation, a person correlates it with a similar
situation, illustrated in a proverb, and follows the
example. However, proverbs are continuously used and
undergo changes adapting to new realities. It should
be mentioned that, despite the seeming randomness
of such substitutions, they meet a kind of “social
order”, reflecting the changes of reality in a language.
Thus, the formation of anti-proverbs is taking place
which means adjustment of “old” proverbs to new life
situations.

The term “anti-proverb” is quite new in linguistics.
An analysis showed that, by 2005, it was quite actively
used in paremiological studies (Mieder (1989); Gossler
(2005); Foldes, A., Litovkina A.T., Mieder W. (2006)
Batulina (2009); Smirnova (2009); Antonova (2010),
etc.). However, it was not fixed in any terminological
dictionary of the corresponding disciplines (Walter &
Mokienko, 2005).

This term is a calque from the German
Antisprichwort, was first introduced by W. Meader, one
of the well-known modern scientists who, since 1982,
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has published (one or in co-authorship) several large
dictionaries of anti-proverbs in German and English
(Mieder 1989; Mieder, 2002). W. Meider characterizes
anti-proverbs as twisted (warped, distorted) wisdom
(German verdrehte Weisheiten, English twisted
wisdom) (Walter, Mokienko 2005,). In this paper anti-
proverbs are defined as transformed paremia, which
have undergone structural and semantic changes.

For example:

Man proposes — but not always marriage / Man
proposes, God disposes (Mieder, 2002, p.137).

This anti-proverb is formed by cutting one part
and adding a new one, completely different from the
original one. In this case, it is necessary to note the
change in the semantic of the lexical unit “man”. So,
if in the traditional paremia the lexeme “man” has
the meaning “person”, since in this proverb does not
contain a direct indication of gender, then in the anti-
proverb lexical unit “man” clearly indicates a male
human. Thus, in this anti-proverb has an absolutely
different meaning. In this case this paremia plays a
role of a warning that men do not always keep their
word.

The difference between proverbs and anti-proverbs
is demonstrated by the fact that anti-proverbs are
variations of traditional proverbs and they are ironic
and humorous. They can elicit humorous effect only
if the violation of expectation is applied: the original
proverb is well known, thus the reader is able to
perceive and understand the discrepancy.

In this study, attention is paid to gender-marked
anti-proverbs because they reflect the changes that
take place in society.

This research contributes to identifying gender
asymmetry in the English language as it is devoted
to studying gender asymmetry, which is reflected by
means of English proverbs and anti-proverbs with
gender components.

The first goal of the research is to analyze proverbs
in the English language with gender component and
prove that the English language is androcentric and
this is reflected in proverbs Moreover, it is necessary
to understand whose assessment, men’s or women’s,
is reflected in the proverbs.

It is common knowledge that nowadays men
and women are becoming more and more equal in
their rights and society is endeavoring to treat them
equally. Therefore, it seems very interesting to find
out if the paremiology of the English language reflects
this tendency and if the images of men and women
represented by proverbs are different from the images
represented by anti-proverbs. Thus, the second aim
of the research is to compare the images of men
and women presented in proverbs with the images
presented in anti-proverbs in the English language
with gender components to find out if there have been

any changes in the picture of the world.

The relevance of this research is that proverbs
with gender components reflects national ideas and
traditions about men and women’s roles in society,
about requirements which representatives of both
sexes have to meet, and about differences in character
and behavior of men and women. These images, which
have been formed over centuries, define modern
gender relationships. Moreover, the evolution of
these relationships is illustrated by means of anti-
proverbs, so it allows us to analyze the representation
of men’s and women’s images in modern language.
Thus, in this research for the first time proverbs with
gender components are separated from proverbs with
components “man” meaning “person”. In addition,
the images reflected in proverbs are compared with
images illustrated in anti-proverbs. The hypothesis
of the research is that proverbs and anti-proverbs in
the English language are androcentric and reflect the
male perspective.

Method
Materials

To conduct the analysis 353 proverbs and 83 anti-
proverbs were selected from such dictionaries as Clay
Doyle, Mieder W. The Dictionary of Modern Proverbs
(2012), Preston. A Dictionary of English Proverbs
and Proverbial Phrases (2012), Simpson, J., Speake
J., Concise Oxford Dictionary of Proverbs (1994),
Mieder W., Steward W., Kingsbery A., and Kelsie B A
Dictionary of American Proverbs (1992), Titelman G.
Random House of America’s Popular Proverbs and
Sayings (2000), Stevenson B. The Macmillan Book of
Proverbs (1948), Kershen A. American Proverbs about
Women (1998), Fergusson R, The Penguin Dictionary
of Proverbs (2001), Apperson G. L, Wordsworth
Dictionary of Proverbs. (1993), Gratian V. The Sterling
Book of proverbs (1998), and Bartlett J.W Early
American Proverbs and Proverbial Phrases (1977).

For the purpose of selecting the linguistic material,
the following criteria were taken into account: 1) the
correlation with the topic 2) cultural value, 3) the
presence of a gender component in the semantics.

There are different forms of gender representation
in English paremiology. First of all, it is impossible
to take into consideration only gender differences,
since in English there is no gender as a grammatical
category. Consequently, the gender component can
be fixed only with the help of gender-marked lexical
units. A set of lexical units that are gender-marked can
be divided in three groups:

1. anthropometric lexical units. For example,
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man-woman, boy-girl, gentleman-lady, he-she.
While analyzing proverbs with the components
“man” and “woman”, it should be mentioned
that the word “man®“ has two meanings
according to the Oxford English Dictionary: 1.
A human being (irrespective of sex and age); 2.
The meaning “person” occurs only in general or
indefinite application; in modern application
man primarily denotes the male sex [http://
public.oed.com]. The American Heritage
Dictionary of English Language provides two
definitions as well: 1) An adult male human
2) A human regardless of sex (The American
Heritage Dictionary of the English language).
Thus, it is necessary to analyze proverbs and
anti-proverbs with the component “man”
meaning “person” and component “man”
meaning “male human” separately.
For example,

A man can do no more than he can

(Apperson, 1993, p.364).
In this case, a person in general is characterized
but not a man.

2. kinship terms. For example, wife-husband,
daughter-son, mother-father.

3. anthroponymic lexemes (proper names). For
example, Jack-Jill.

4. In a separate group, we can distinguish
components that are not gender markers by
themselves: fool, flower. For example:

The handsomest flower is not the sweetest
(Stevenson, 1948, p.835).

In this proverb there is no direct indication of the
gender of the referent. This example can be applied
to both men and women. The proverb warns against
hasty conclusions, which can only be made based on
appearance.

Methodology

To conduct this research we applied a semantic
analysis in order to distinguish proverbs and anti-
proverbs containing typical characteristics of men and
women that native speakers of the English language
possess.

This semantic analysis of proverbs and anti-
proverbs helps divide the paremeological units into
three groups describing various characteristics of
humans:

» biological characteristics including age,
appearance, and sexuality.

« moral and psychological characteristics
containing such traits as intelligence,

feeling, emotions as well as such behavioral
characteristics as bravery, grumpiness,
chattiness, etc.

» social characteristics including stereotypical
roles of men and women in their societies and
families, spheres of human activity.

Then, the images of men and woman belonging to
each group underwent analysis in order to evaluate
these images and find out how societies treats men
and women.

Procedure

The research is divided into two parts. Firstly, we
studied proverbs with the component man” meaning “a
person”inorder todifferentiate the proverbs describing
people in general and the ones describing male
humans. Secondly, proverbs with gender components
belonging to each group underwent analysis and the
images of men and women were compared in order to
find out the qualitative characteristics. For example,
concerning the first group, which includes biological
characteristics, we analyzed how society treats age and
appearance of men and women. In order to evaluate
the images we focused on the meaning of proverbs
and on the traits and characteristics of the people that
these proverbs criticize or praise.

For example,

When an ass climbs a ladder, we may find
wisdom in women (Apperson, 1993, p.28)

This proverb illustrates the belief that women
cannot be intelligent: women are compared to a
donkey which cannot climb a ladder. As a donkey is
not able to climb the ladder, it is impossible for women
to become wise. Furthermore, the usage of the modal
verb “may” shows that a donkey climbing a ladder is
more likely to happen.

The next step was to analyze anti-proverbs. Like
traditional paremias, they were divided into three
groups according to the characteristics they reveal.
Then, we analyzed the images of men and women
illustrated by these anti-proverbs and compared them
to the images reflected by the proverbs in order to
see if the evolution of these images can be discerned.
Then, the conclusion about androcentricity of English
paremias was made.

Results and discussion

The analysis of English proverbs and anti-proverbs
with gender components has allowed us to make the
following conclusions.

First of all, the quantitative analysis shows that
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the proverbs which describe women are the most
numerous (see Table 1).

Table 1

The Number of Proverbs with Gender Components
Proverbs Quantity (%)
Proverbs about a person in general 13
Proverbs focusing on men 20
Proverbs focusing on women 67

The analysis of the proverbs with the component
“man” meaning “person” found that very few proverbs
describe biological characteristics such as appearance
and age. It should be noted that proverbs with the
component “man” meaning “person” account only for
about 1% of the selected material. This situation seems
reasonable, as approaches to the male and female
appearance and evaluations of the attractiveness
of men and women are completely different. That is
why the proverbial standard of beauty is not fixed
in proverbs. The same situation is relevant to the
evaluation of age.

The handsomest flower is not the sweetest
(Stevenson, 1948, p.835).

This proverb does not contain the component “man”,
yet the metaphor is used and a person is meant.

Men’s years and their faults are always more
than they are willing to own (Bohn, 1855, p. 452).

In this proverb the comparison between faults and age
is obvious so it proves that the age is negatively evaluated.

In proverbs that describe moral and psychological
characteristics of such qualities as intelligence, hard
work, honesty, and strong will are praised. The qualities
that are criticized by society are envy, laziness,
selfishness, cowardice, despondency, and anger

An honest man is the noblest work of God
(Mieder, 1992, p.504).

Early to bed and early to rise makes a man
healthy, wealthy and wise (Mieder, 2002,
p.73).

An angry man opens his mouth and shuts
his eyes (Bohn, 1855, p.310).

An envious man waxes lean with the fatness
of his neighbor (Apperson, 1993, p.175).

Social characteristics are reflected in proverbs
conceptualizing roles of people in family and society.

It should be noted that proverbs belonging to this
level have not been identified. It can be explained by
the fact that women and men were assigned different
social roles, since they held different positions in a
society.

The analysis of English proverbs shows that
they reflect the male picture of the world and male
authority.

Focusing on the paremiological units with gender

components it should be stated that in general, the
stereotype of a man, expressed in the language,
includes those qualities that are highly appreciated
in patriarchal-type cultures, for example: physical
strength, intellectual superiority, rationality,
aggressiveness, sexual activity, independence, and
power over others. The stereotyped image of a woman
is represented by qualities that are assessed negatively
in the patriarchal world, namely: dependence, sexual
attractiveness, emotionality, and sensitivity.

Concerning physical and biological characteristics,
it should be stated that there are different attitudes
towards appearance. For men, appearance is not as
important as for women. There is only one proverb
describing men’s appearance and at the same time, the
number of proverbs giving positive characteristics to
women’s appearance is not large — only 1%.

A man is a man if he has but a nose on his
face (Fergusson, 2001, p.235).

A fair face is half a portion (wedding - portion)
(Bohn, 1855, p.285).

However, even physical attractiveness can be
assessed negatively (5%).

Three things breed jealousy: a mighty state, a
rich treasury and a fair wife.

Like appearance, society also treats the age of men
and women differently: an old man is wise. It is proved
by 4% of our material. There are several proverbs that
criticize man illustrating the lack of power and their
uselessness for a society, yet they are not numerous
(2%). In contrast, the stereotypical image of an
old woman is negative as not a single proverb with
positive characteristics of old women was identified.
Moreover, negative traits of character increase while
she is getting older.

Men grow weaker and wiser (Stevenson, 1948,
p.2139).

A woman is an angel at ten, a saint at fifteen,
a devil at forty, and a witch at fourscore
(Stevenson, 1948, p.2569)

Speaking about moral characteristics, proverbs
with gender components meaning “women” are
found in larger numbers than proverbs about men,
13% and 26% respectively. Moreover, it should be
noted that in comparison to women, men are less
evil and dangerous.

Man, woman, and devil are the three degrees
of comparison (Bohn, 1855, p.448).

A bad woman is worse than a bad man
(Kershen, 1998, p.75).

In English proverbs such traits of women’s
character as unpredictability and insidiousness are
emphasized. Moreover, the image of a woman is
closely connected with the image of the devil and
hell.

Women are the snares of Satan (Mieder, 1992,
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p.445).

A wicked woman and an evil are three halfpence

worse than the devil (Bohn, 1855, p.45).
According to proverbs, women are not intelligent.

Women have long hair and short brains

(Mieder, 1992, p.441).

However, women are respected for
intuition but not logical thinking.

A man thinks he knows, but a woman knows
better (Kershen, 1998, p.152).

Women’s instinct is often truer than men’s
reasoning (Gratian, 1998, p.184).

It should be noted that the number of proverbs
about female stupidity is not much greater than the
number of men’s.

Men talk wisely but live foolishly (Stevenson,
1948, p.508).
If men talked about what they understood,
the silence would be unbearable (Mieder,
1992, p.679).

However, it must be taken into account that often
stupidity is regarded as a universal vice, and the
intelligence is regarded as mostly a male characteristic.

In general, the superiority of the male mind is
proclaimed in English proverbs not in the number of
corresponding units, but through the emphasis on
female stupidity.

As mentioned above, a positive image of men
prevails in the picture of the world presented by
proverbs. Such characteristics of men as courage,
fidelity, strength of character, and persistence are
praised by the society (6%).

A man without purpose is like a ship without
a rudder (Mieder, 1992, p.674).

Man is a lion in his own cause (Stevenson,
1948, p.304).

A man of words and not of deeds is like
a garden full of weeds (Stevenson, 1948,
p.2615).

It is impossible to claim that men are
absolutely free of vices, yet most of these vices
characterize humanity as a whole:

An angry man opens his mouth and shuts his
eyes.

A man wrapped in himself makes a very small
bundle (Mieder, 1992, p.674).

A man can smile and smile and still be a villain
(Mieder, 1992, p.872).

An envious man waxes lean with the fatness of
his neighbor (Apperson, 1993, p.175).

Among purely male vices a special place is occupied
by drunkenness and lechery.

A man takes a drink and then the drink
takes the man (Mieder, 1992, p.238).
Gaming, women and wine make men pine
(Apperson, 1993, p.226).

At the same time, there are a lot of proverbs

their

(24%) that give a negative assessment to women. A
woman is characterized by such features as a weak
and illogical mind, immaturity, extreme emotionality,
unpredictability, danger, insidiousness, and chattiness.
Women are as wavering as the wind (Gratian,
1998, p.183).
Swine, women, and bees cannot be turned
(Kershen, 1998, p.71).
A woman’s tongue is the last thing about
her that dies (Stevenson, 1948, p.2580).
A woman’s thoughts are afterthoughts
(Gratian, 1998, p.183).
Women are saints in church, angels in the
streets, and devils at home (Mieder, 1992,
p.915).

In proverbs reflecting the images of women such
characteristics as beauty and youth are assessed
politely but there are some paremiological units that
shows that virtue and goodness are more important.

A fair woman without virtue is like palled
wine (Fergusson, 2001, p.181).

A wife is not to be chosen by eye only
(Kershen, 1998, p.63).

An analysis of proverbs that reflect social
characteristics show that there was a clear division
of labor in society: men support a family, and women
engage in the households.

When Adam delved and Eve span who was
then a gentleman? (Apperson, 1993, p.12).

It is interesting to mention that professional
achievements are not always evaluated positively from
the female point of view

The worse the husband, the better the
soldier (Stevenson, 1948, p.2157).

The better workman, the worse husband
(Apperson, 1993, p.53).

Concerning women, it should be mentioned that
the analysis of the proverbs showed that the only
sphere of activity available to women and reflected in
paremia is housekeeping. A woman is a mother, a wife,
a mistress in the kitchen, and a sexually attractive
object. According to traditional ideas, the woman is
the keeper of the hearth who should provide comfort
in the house and this is one of the most important
roles of a woman. This idea is supported by proverbs:

A woman’s place is in the home (Mieder,
1992, p.856).

Men build houses, women build homes
(Mieder, 1992, p.525).

Due to the fact that the main aim of women was to
get married, there are a lot of proverbs that show the
qualities an ideal wife should possess. Such qualities as
kindness, good faith, economic management, fidelity,
etc. are positively evaluated. A good wife is a pride for
her husband. The atmosphere in the house and the life
of husband depend on a wife. The importance of a wife
is proved by 8% of proverbs.
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A good wife and health is a man’s best wealth
(Kershen, 1998, p. 21).

A cheerful wife is the joy of life (Gratian, 1998, p.
110).

Two things do prolong life: a quiet heart and a loving
wife (Apperson, 1993, p. 601).

Such qualities of wives as grumpiness, inability
to conduct business, extravagance, etc. are severely
criticized. This criticism is illustrated by 18% of the
proverbs.

A sloppy, wasteful woman will waste and carry
out more in her apron than an ambitious man
can haul in a wagon (Mieder, 1992, p. 908).

It’s better to dwell in the corner of a housetop
than with a brawling woman in a wide house
(Cordy 2005, p. 130).

Three things drive a man out of his house -
smoke, rain and a scolding wife.

It is interesting to notice that there are no proverbs
which give any recommendations to men. This fact
proves that the English language is androcentric.

Another very important role of a woman is
motherhood, which is respected by society (2% of the
analyzed proverbs). Women’s roles as mothers are
traditional roles and associated with traditional gender
attitudes. It is the most important role of women in
patriarchal societies (Zhou, 2017). In English, proverbs
featuring the kindness and affection of mothers are
illustrated.

A mother’s heart never grows
(Preston, 2012, p.102).

The mother’s breath is always sweet
(Preston, 2012, p.102).

A man’s mother is his own God (Preston,
2012, p.102).

To sum up, it is obvious that women and
women’s activities are opposed to men and men’s
activities. The evaluation of activities reflects the
male perspective, reflecting androcentrism of the
linguistic picture of the world. The main results of this
research can be illustrated by the following graphs.
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Figure 2.
Characteristics of Women Reflected in Proverbs with Gender
Components.

The study shows that English proverbs emphasize
negative characteristics of women, which are more
numerous.

In English proverbs, women, in contrast to men, are
characterized mainly negatively. The value asymmetry
of gender concepts can be traced in most frames and
reflects the general tendency of patriarchal culture
to rate a man higher than a woman. According to the
representativity of negative assessments of women,
the psychological layer is leading (see Figure 2). The
overwhelming majority of the proverbs that form this
layer attribute negative moral and moral qualities and
low intellect to women. Such qualities as attractiveness,
youth, and motherhood are respected.

Men are attributed both positive and negative moral
and personal qualities: courage, honesty, integrity,
cunning, a quick temper, etc., yet positive characteristics
prevail (See Figure 1). The assessment reflects either a
male or a universal perspective. However, the assessment
from the female point of view is rare.

Thus, proverbs in the English language reflect
a predominantly androcentric worldview, i.e. male
perspective, negligent, consumer attitude towards a
woman.

Concerning anti-proverbs it should be stated that
this analysis shows that anti-proverbs about women still
prevail (See Table 2). Moreover, we did not find proverbs
with component “men” meaning “person” as the word
“person” is used.

Table 2
The Number of Anti-Proverbs with Gender Components
Proverbs Quantity (%)
Anti-proverbs focusing on men 38
Anti-proverbs focusing on women 62

The analysis of anti-proverbs, including biological
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and physical characteristics, which account for 24% of
the material, showed that significant changes in this area
have not occurred. There are no anti-proverbs focusing
on the appearance of men. As forwomen, in anti-proverbs
the close attention to women’s appearance is reflected.
Thus, these paremias also reflect an androcentric
worldview.

Hell has no fury as a woman unadorned / Hell

has no fury like a woman scorned (Mieder,

2002, p. 97).

Like in proverbs, in anti-proverbs the ages of men

and women are treated differently.
A man is always as young as he reels.
A man is as old as his arteries.
A man is as old as she feels.
A man is as young as he feels after playing with
children.
A man is as old as he looks before shaving, and
a woman is as old as she looks after washing
her face.
Awoman s as old as she looks before breakfast.
A woman is as old as she looks until she puts
her face on (Mieder, 2002, p.15).

Men’s ages are assessed according to their physical
activity while for women looking young is still the most
important problem. All these anti-proverbs prove that
appearance comes first when we speak about woman.
Age is assessed according to how she looks.

It is emphasized that appearance can be deceptive,
and beauty is false.
Appearances are deceiving: many a girl who puts
up a swell front in public is flat-chested at home /
Appearances are deceptive. (Mieder, 2002, p. 43).
For men, appearance, as before, does not play a
primary role; status and financial position do, and
appearance is determined by physical endurance and
self-perception. There were no anti-proverbs focusing
on male vices, which suggests that there have been no
significant changes at this level.

The anti-proverbs which illustrate the moral and
psychological characteristics of men, unlike traditional
proverbs, show mostly women’s points of view due to
the fact that most of them are ironic. However, they do
not appear in large numbers and account for 11% of the
analyzed anti-proverbs.

A good man is hard to find / Good men are scarce
(Clay Doyle, 2012, p.17).

Men are only good for one thing — and sometimes
they aren’t even good for that/ Men are only good
for one thing (Clay Doyle, 2012, p.101).

The anti-proverbs representing the moral and
psychological characteristics of women are numerous
(32%) and mostly ironic. Moreover, an emphasis is placed
on negative qualities, such as capriciousness, laziness,
vindictiveness, etc. Therefore, anti-proverbs also reflect
the androcentric picture of the world.

Beware of women bearing gifts: remember Eve /
Beware of Greeks bearing gifts (Mieder, 2002, p. 53).
A woman’s word is never done / A woman’s work is
never done. (Mieder, 2002, p. 28).
A woman on time is one in nine / A stitch in time
saves nine. (Mieder, 2002, p.24)/

In the English anti-proverbs characterizing men, the
female ironic view of men is reflected. The anti-proverbs
which represent social characteristics illustrate that
the most obvious changes have happened in the social
sphere of life (29%).

First of all, men and women are becoming equal in
their rights and, nowadays, keeping a home is not only
women’s responsibility.

A man’s home is his castle; let him clean it / A man’s
home is his castle.

A married man’s home is his castle, with him being
the vassal (Mieder, 2002, p.18).

No man can serve two masters, unless he has a wife
and a grown-up daughter / No man can serve two
masters (Mieder, 2002, p.154).

A married man and his money are soon parted / A
fool and his money are soon parted (Mieder, 2002
p-10).

Secondly, this group is characterized by anti-proverbs,
indicating the expansion of women’s activities.

A woman’s place is in the car / A woman’s
place is in the home (Mieder, 2002 p.26).

However, the opinion about women’s ability to drive
a car is very ironic.

A woman driver is known by fenders she keeps
/ A man is known by the company he keeps
(Mieder, 2002, p. 16).

Hell hath no fury like a woman driver / Hell has
no fury like a woman scorned (Mieder, 2002,
p.97).

According to these anti-proverbs women have the
opportunity to drive cars but it is obvious that they
cannot do it properly. It should be mentioned that
we were not able to find any anti-proverbs criticizing
men’s ability to drive a car.

Now a woman can enter any profession, and she is
able to able to climb to the top of the career ladder.

A Woman’s Place Is in the House. .. and in the
Senate / A woman’s place is at home (Mieder,
2002 p.26).

The sphere of family life has undergone significant
changes too, so these changes are reflected in anti-
proverbs. On the one hand, there are anti-proverbs
declaring the independence of women and the lack of
the usefulness of marriage. On the other hand, a number
of anti-proverbs emphasize the importance of a happy
family life.

A woman without a man is like a fish without
a bicycle / A woman without a man is like a
handle without a pan (Mieder, 2002, p. 25).
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A man’s castle is his home, and his wife has the
key to all the rooms / A man’s home is his castle
(Mieder, 2002, p.18).
It should be noted, that having conducted theresearch,
we did not find any anti-proverbs about a woman as a
mother. This fact can be explained by the idea that anti-
proverbs are a kind of humorous saying, and the image
of a woman as a mother cannot be ridiculed. Since anti-
proverbs are humorous in nature, they serve as a way
of ridiculing women’s shortcomings, such as gossip,
non-punctuality, etc. Estimates reflect mainly the male
perspective.
The results of the analysis are illustrated in Figure 3
and Figure 4.
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To sum up, it should be mentioned that the analysis
of anti-proverbs with gender components proves that
the English language is still androcentric and in anti-
proverbs, women characteristics, especially negative
ones, prevail and are emphasized. However, there is a
tendency to criticize men as well. Figure 3 illustrates
that in the groups of biological characteristics and moral

characteristic the emphasis is on the criticism of men.

Conclusion

The comparative analysis of proverbs and anti-
proverbs with gender components leads us to the
conclusion that there are asymmetrical representations
of “male” and “female” in proverbs. Women and women’s
activities are opposed to men and men’s activities. The
image of women is characterized mostly by negative
traits while the negative traits of men are often attributed
to people in general. Assessment characteristics are
asymmetric and, as a rule, reflect the male perspective.
This fact proves that proverbs and anti-proverbs in the
English language are androcentric.

It appears promising to continue studying anti-
proverbs in order to distinguish and analyze the changes
that are happening in the social roles of men and women.
It seems obvious to compare images of men and woman
represented by proverbs in the English and Russian
languages, since the methods of studying parmeology
can be used with other languages as well.
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The present paper probes the use of French grammatical accents
by English-speaking learners of French in a multilingual country:
Cameroon. Its aim is twofold. First, it highlights the extent
to which the various appropriative uses of French by French-
speaking Cameroonians influence the form of the language
spoken by their English-speaking counterparts. Then, it checks
the effect of the language spoken by these learners on their
written language. The data were collected among 160 Form 3
and Form 4 pupils from two high schools in the town of Maroua,
Far North Region, Cameroon. Six tests and fifty tape recordings
were carried out among the target population. Also, four French
teachers were tape recorded during the exercise. The analysis of
the errors made by the informants revealed significant patterns of
acute and grave accents in the spoken language of respondents.
These patterns of oral usage were found to strongly correlate
with their written production. It therefore appears that Cameroon
French displays some specific phonological characteristics,
which severely spoils the acquisition of grammatical accents by
English-speaking Cameroonians. These findings may revive the
debate over whether French in former colonies should adapt to its
contexts or keep its native purity.

Keywords: grammatical accents, multilingualism, second
language acquisition, French, Cameroon, language teaching

Although Cameroon is, by its Constitution, an
officially French-English Bilingual country, space
dynamics reveal the overwhelming importance of French.
In fact, the language is spoken in 4/5 of the territory,
while English is spoken in 1/5. French is the dominant
official language in Cameroon. It is the major language
in the administration, the army, and most official spheres
in the country. In addition to French and English, there
are about 300 indigenous languages shared among
six to eight ethnic groups (Lewis, 2009; Kouega , 2007,
Altapedia online, 2003; Grimes, 2000; Ngoh, 1987; Dieu
& R.Renaud, 1983). The French-English distribution was
based on the Mandate granted to France and England by
the League of Nations, following the Treaty of Versailles
that marked the defeat of Germany in World War I
(Mendo Ze, 1992). Another aspect of its Constitution is
that the two official languages have no territorial right,
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(hpaHILy3CKOro sI3bIka B MHOTOSI3bIUHOI cTpaHe: KamepyH. Llenb
MCCIeOBaHMS IBOsIKasl. Bo-mepBhIX, MOAUYEepKMUBAETCS, B KaKOi
CTeIeH Pas3iIMYHble BUIbI HAAJIEXAIETO MCIIONb30BaHus hpaH-
I[y3CKOTO sI3bIKa (PPAaHKOSI3bIUHBIMM KaMepPYHILAMM BIMSIOT Ha
dhopmy s13bIKa, HA KOTOPOM T'OBOPSIT U X AHIVIOSI3bIUHBIE KOJIIETH.
[lanee v3yyaeTcsl BAMsSIHYME SI3bIKA, HA KOTOPOM TOBOPST yYally-
ecsi, Ha ero MMUCbMEHHbI KBUBAIEHT. JlaHHbIE GbLIM COGPaHbI
cpeny 160 yyammxcst 3 1 4 KJIaCCOB ABYX CPeJHMX LIKOJ B FOPO-
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€TCsI, YTO KaMePYHCKMIT QpaHITy3CKuii I3bIK 06/1aaeT HEKOTOPBI-
MK crenyduueckuMm (HOHOMOTMYECKUMY XapaKTePUCTUKAMMA,
YTO Cepbe3HO 3aTPyLHSET YCBOEHMe rpaMMaTUUYECKUX aKI[€HTOB
aHIVIOSI3bIYHBIMM KaMepyHILaMM. DTU Pe3yAbTaThl MOTYT OXM-
BUTD AMCKYCCUIO O TOM, JOJIKHBI Ji (PAHILy3bl B GBIBIIMX KOJIO-
HMSIX alalITUPOBATHCSI K CBOMM YCIOBMSIM JUIM COXPAHUTH CBOIO
eCTeCTBeHHYIO UVCTOTY.

KiroueBbie ¢jIoBa: rpaMMaTvyeckue aKUeHTbl, MHOTOSI3bIUMeE,
OBJIAfIEHME BTOPBIM SI3bIKOM, (bpaHIy3ckuit, KamepyH, oGyueHue
SI3BIKY

although the Francophone/Anglophone dichotomy is
very strongly felt. This distinction is felt even more in the
educational system where two sub-systems of education
co-occur at nursery, primary, and secondary level.

In a context where French is numerically, and
even politically and socially the dominant language,
major human agglomerations are French-inclined.
Unfortunately, the language, through its various statuses
in the country, namely first, second, official, and foreign
language, has undergone several appropriative uses
in Cameroon. These uses are determined by a few
interferences, which sometimes result in impressive
lexico-semantic and stylistic creativity by its speakers.
These interferences were investigated by Wamba &
Noumssi (2003), who probed four regional accents of
French, as well as a few creative processes in the uses
of the language. The four regional accents were the

This article is published under the Creative
Commons Attribution 4.0 International License.
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Bamileke, the Northern, the Centre/South, and the
Littoral accents. In the Bamileke accent, back sounds
tend to be replaced by front ones for functional reasons.
In that vein, Bamileke speakers usually fail to pronounce
/8/ in final positions as in the excerpt ‘Il n’est pas mon
frére’ /inepamonfke/. Also, as the previous excerpt shows,
when the phonemes /1/, /¥/, and /n/ occur in implosive
situations, they are not clearly pronounced or are simply
not pronounced. The Centre/South accent is marked,
among other things, by a slow and melodic intonation
where consonants that precede the vowel ‘0’ tend to
be labialised. The Northern accent has a characteristic
lengthening of the phoneme /r/, while the Littoral
accent, especially the Basaa trend displays the difficulty
to pronounce such vowel sounds as /y/, /o/, /ce/, and
/@/ which are not found in that language. The creative
processes included collocational change, denotational
modification, and translation (Fosso, 1999). In the
case of collocational change, a lexeme is inserted in an
environment where it does not naturally collocate to
build a new meaning. An expression like ‘a la sueur de son
front’ [to work hard and sweat] is turned into ‘a la sueur de
son sexe’[to earn something through sex] where ‘sexe’does
not collocate with ‘sueur’. In denotational modification,
the denotational meaning of a lexeme is replaced by
another one, so that a verb like ‘assurer’, literally meaning
the ability to carry out one’s duty as expected, is changed
into having sex with a woman. Translation is used here to
refer to a metaphorical or metonymic naming of things
(the woman vagina is referred to as la forét [the forest]
for example. Each accent is peculiar regarding specific
sounds in the language, and underscores the fact that the
French phonetic system differs quite significantly from
that of most Cameroonian languages (Mendo Ze, 1992;
Zang Zang, 1999). The problems faced by Cameroonians
are not limited to phonology. (Onguene Essono, 2012)
showed that the use of prepositions by some journalists
revealed the influence of their mother tongue, although
some of the errors made could not be traced to any
Cameroonian language. A key aspect of this misuse
of prepositions is the overgeneralization of a, which,
to the author, is coherent with the structure of many
local languages that usually do not have more than four
prepositions (especially Bantu languages). The above-
mentioned examples have raised the dangerous effects
of these deviant uses, while others have championed the
benefits of the appropriative use of the language. In that
vein, Nzesse, in 2008, had this to say:

Normalement, pour que le frangais langue d’origine
étrangeére, devienne fonctionnellement la langue du
camerounais dans la praxis quotidienne, il faut bien qu’il
Padapte a sa culture, a I’environnement qu’il cdtoie, c’est-
a-dire qu’il finisse par se donner une variété vernaculaire,
sorte d’interlangue grace a laquelle il peut communiquer
avec les autres, se reconnaitre et se particulariser. (p.308)

[Normally, before Cameroonians can functionally

use French, a foreign language, in their daily practices,
they must adapt it to the culture, the environment
around them; that is, they should eventually create a
local variety, a sort of interlanguage through which
they can communicate with others, self-identify, and
particularize]

To Manessy (1979), French in Africa appears as a
continuum with one extreme featuring the ‘very pure
language’ (p. 93) used by many writers and intellectuals,
and another one where the language can hardly be
traced to the original French that fathered it. This can
be explained by the fact that linguistic features can serve
to distinguish social, racial, and language groups (Labov,
1966; Trudgill, 1974). Unfortunately, although errors
made by French-speaking Cameroonians in the use of
French have been highly investigated, no researcher
seems to have ventured, to the best of our knowledge,
into the area of investigating errors made by English-
speaking Cameroonians in the use of French, especially
from the perspective of the influence of Cameroonian
French on the written production of this population.
This gap owes a lot to a number of factors. First, French is
theoretically one of the languages that requires the least
number of instructional hours in order for an English
speaker to reach a high level of speaking proficiency; the
Defense Language Institute Foreign Language Center
regards French as a Category 1 language in that respect
(Bullock, 2009). Next, the putative problems French can
pose to an English-speaking learner seem to be obvious
enough to Cameroonians, some of which include
phonological variations between the languages of some
phonemes, grammatical variations in terms of verbal
structure, and lexical gaps, just to name a few. Bullock,
for example, lists some French sounds that English
speakers usually fail to pronounce well, including /y/.
An English speaker will also have problems with French
gender, as French proceeds quite differently from
English (Vinay and Darbelnet, 1977). This awareness of
differences and similarities between French and English
is the consequence of habit, as well as some language
awareness developed through Contrastive Studies of
English and French in most State universities through
such coursebooks as Stylistique comparée du frangais et
de I'anglais by Vinay and Darbelnet (1977). This course
book is studied in Cameroon at the undergraduate
level in the Bilingual Studies Department in most
state universities. It is a stylistic comparison of French
and English, which covers general differences and
similarities between French and English. Many other
works have underscored the differences and similarities
between English and French, as well as the implications
of such differences and similarities on the acquisition
on the other language. Studies of the acquisition of the
postverbal location of L2 French manner and frequency
adverbs by L1 English-speaking learners (White, 1989),
the structure of English and French clauses (Pollock,
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1989), and the acquisition of French verb movement
by native speakers of English (Hawkins, Towell, &
Bazergui, 1993) are a few illustrations of the interest
in the use of French by English speakers. The case
of Cameroon requires a different perspective on
the issue. Most works along these lines were carried
out in Canada, a French-English bilingual country
like Cameroon. Unlike Cameroon, English-speaking
Canadian learners of L2 French are usually exposed to
a specific variety of French, which, although it differs
slightly from the Parisian variety, differs greatly from
the variety spoken in Africa, as shown by Cameroonian
researchers. For example in Cameroon, the English-
speaking Cameroonian has a local language as his
or her mother tongue, Pidgin-English as a vehicular
language, and then English. The French he or she is
exposed to comes from people who do not have French
as a mother tongue and for whom several appropriative
uses have evolved that have ‘polluted’ the original
language. In fact, after WWI, France took possession
of one part of Cameroon where French became the
main language. However, as Wamba & Noumssi
(2003), Onguene Essono (2012), and Mendo Ze (1992)
have demonstrated, Francophone Cameroonians
have evolved a local brew of French. Given that the
main contact Anglophone Cameroonians have with
French is through their Francophone counterparts
(either via direct contact or through teaching, French
teachers either having been trained by Francophones
or being themselves Francophones), they learn or
acquire a form which is not like the original (polluted).
Therefore, in the process of acquiring L2 French, the
learners’ upheavals are doubled, mainly because of
incorrect exposure both on the playground and even
during French classes.

Two approaches to the analysis of errors faced by
second and foreign language learners have generally
been adopted, namely contrastive analysis and error
analysis. Error analysis emerged in reaction to the
shortcomings of contrastive analysis, and intends to
study the problems faced by second language learners
as ‘errors’ whose origins are not only found in the
source language of the learners, but also in their target
language (Gass & Selinker, 2008). Studies in error
analysis usually group the sources of errors into three
broad categories, namely interlingual, intralingual
(Gass & Selinker), and teaching-induced errors
(Filipovic, 1972). Interlingual factors mean errors in a
learner’s performance that can be attributed directly to
interference from his or her mother tongue (Selinker,
1972). This has been the main cause of errors made
by Francophone learners of French in Cameroon, as
highlighted above. According to Tarone (1969, 1979),
interlingual factors lead to three types of transfer:
negative, positive, and divergent negative transfers.
With negative transfer, the learner uses inappropriate

sound patterns and other elements from his or her
mother tongue in place of the target language model.
Thereis positive transfer when no difficulty is displayed
by the learner. Divergent negative transfer occurs when
the learner perceives the target language element as
the most difficult. Generally, interlingual factors have
usually been blamed on the mother tongue. In that
respect, several scholars have recognized the impact
of the mother tongue on the acquisition of a second
language (Lado, 1957; Ferguson, 1975; Selinker).
Intralingual factors, on the other hand, are usually
‘developmental’ since they are related to the L2. They
are usually broken down into overgeneralization,
ignorance of rule restrictions, incomplete application
of rules, and false concept hypothesis (James, 1998;
Scovel, 2001). Teaching-induced errors have been
acknowledged by Corder (1974) and Filipovic. These
errors are usually attributed to ‘bad teaching’ or
‘incorrect exposure’. In that vein, the problems faced
by students are usually believed to be due to the fact
that they are more in contact with poor models than
good models of English.

The present paper builds on the incorrect exposure
perspective, from the postulate that errors can start in
one group (first generation) and then spill over to a
second (second generation) through contact. In first
generation errors, the difficulties faced by the learner
are directly associated with either the L2 or the L1 of
the learners, where the L.2 maintains all of the original
properties. This is the case when an Anglophone
learner of French as a second language has problems
with French pronunciation (/y/ for example is a major
challenge to those learners), verbal complements,
gender, etc. (Onguene Essono, 2012; Bullock, 2009;
Nzesse, 2008; Wamba & Noumssi, 2003) The problem
lies in the intrinsic nature of French, as opposed to
English, which is their first language. In fact, with
intralingual factors, the learner is still the initial
cause, since there is no mediator between the learner
and the problem he or she faces. However, when the
problem the learner faces is neither of his or her direct
making, nor that of the language, one can rightfully
speak of a second-generation source. In fact, if the
language s/he is exposed to has already been perverted
by a first generation of users (in this case Francophone
Cameroonians who speak or teach French with or to
their Anglophone counterparts), the problem becomes
more complex since solving it would require solving
language problems faced by Francophones first. The
work assumes that the various appropriative uses
of French by Francophone Cameroonians hamper
the acquisition of the language by their Anglophone
counterparts. These learners of French do not have a
native model to begin with, French being their second
official language and a de facto foreign language for
most of them. They are exposed to an already “polluted”
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version of the language, a second-level pollution
that adds to the very difficulties learners of a foreign
language are faced with such as overgeneralization,
poor implementation of the rules, etc. This study
therefore hypothesised that the oral form of the
language spoken around the learners, and which they
reproduce in their daily communication, influences
their written production. This position is established
inrelation with grammatical accents. These accents are
believed to influence the spelling of words they belong
to. In fact, consonant doubling is often influenced by
the “accentedness” or not of a letter, especially “e”,
which, when accented or not determines the doubling
or not of the following consonant. Thus, this work
intends to establish that appropriate pronunciation
can be associated with proper writing, at least to some
extent. The difficulty to cope with this aspect of French
may stem from the fact that the grave and the acute
accents display very complex features in their usage.
The present paper therefore aims to probe the effects
of the pronunciation of French grammatical accents
on the written performance of Anglophone learners of
French as a second language in Cameroon.

Materials and Methods

The data for this investigation were collected
and analysed following Corder (1975), with a focus
on errors induced by incorrect exposure. In a typical
Corder’s (1975) model, the first step is the description
of learners’ errors. Next, the errors are classified,
and finally the sources and causes of the errors are
examined. This study follows a similar pattern. First,
the errors are identified and classified into patterns;
finally the sources and causes of the errors are
discussed.

Participants

In all, 160 secondary school students and four
French teachers were case-studied in this research
paper; 95 Form III and 65 Form IV students from the
only two schools that offered an Anglophone sub-
system of education in the town of Maroua, namely The
Government Bilingual High School Maroua and Jacques
de Bernon Bilingual College Maroua. The choice of
these students was not fortuitous. In fact, after Form 4,
students get into more specialised classes where very
few continue to take French lessons. The four teachers
were in charge of the classes in both schools (so their
students were used to them), two at Government
Biilingual High School Maroua and two at Jacques
de Bernon Bilingual College Maroua, respectively.
However, although all 160 students took the written

test, only 45 took part in the oral evaluation, given its
difficulty and time constraints.

Materials

The instruments were a test, a tape recorder,
and participant observation. The test was actually a
two-stage dictation comprising four different texts
(see Appendix). Each text was devised to display
the different accent variations for each of the four
patterns identified for the verbal forms involved with
the grave and acute accents on the “e” grapheme.
The dictations were tape-recorded to describe the
teachers’ handling of the accents in a bid to sort out
possible mistakes they made and the effect this could
have on their learners. Two other texts were submitted
to the learners for reading. The reading was read aloud
and tape-recorded. The researchers took part in all the
testing operations through participant observation,
sitting at the back of the class with the tape recorder.

Administration

In each of the four classes selected for the
investigation, the students underwent two different
dictations, one by their French teacher and another
by a “model reader” (the researcher). The dictation
was carried out as follows: the text read once for
acquaintance, a second time for writing, and a third
time for verification. The tape recording took place
after the class with 45 students over four days, with
many being reluctant to undergo the second phase.
They were asked to read the two texts they were
subjected to, and their production was recorded for
analysis. The teacher’s dictation was tape-recorded as
well.

Measures

The error count was the most difficult part of
the endeavor. For each test, one item was chosen to
represent one pattern, and all the informants were
evaluated on that item. This means that for each
pattern, good performance referred to the number
of respondents who provided the correct spelling.
The oral production was measured against the
International Phonetic Alphabet recommendations.
The respondents’ productions were therefore
transcribed as heard. The analysis of the data involved
identifying the errors made by the learners and the
teachers. Next, the source of the errors made by the
learners was sorted in connection with the language
they were exposed to through their teachers. Although
the focus was not the first language of the learners, its
effect was also examined.
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Results and Discussion

This section deals with the patterns of
grammatical accents in French as classified for the
purpose of this study. Next the learners’ oral and written
performance and the sources of errors are considered.
Finally, the sociolinguistic and pedagogical implications
of the endeavour are discussed.

Patterns of variations of grammatical accents in
French

French grammatical accents include the acute accent
(accent aigu), the grave accent (accent grave), and the
circumflex (accent circonflexe) (Grevisse & Goose, 2011).
These accentuation marks are referred to as grammatical
accentsinthat theydiscriminate among otherwise similar
words. They also contribute to the “grammaticality” of
conjugation.

The placement of grammatical accents is a major
area of difficulty in French, both to Francophone and
Anglophone Cameroonians. The number of rules that
govern this placement is huge and unstable. In addition,
the oral rendition of some of them can vary significantly.
The absence of an accent can sometimes be very difficult
to anticipate. However, in Cameroon French, data have
shown the tendency for some local accents of French to
distort the rules of pronunciation in one way or another.
One, which may be pertinent in this regard, is the
difficulty for most Cameroonians, and not just Bamileke,
to use the schwa in certain areas. Wamba and Noumssi
(2003) highlighted, for example, the unexpected insertion
of a schwa in certain words, especially in final position,
after a nasal vowel, even in an environment where one is
not expected. Thus, ‘Il mange’ [He eats] will be rendered
as /ilma3a/, where the final vowel is not necessary.

In fact, the presence or not of an accent (acute and
grave) may be very difficult to predict. Grevisse and
Goose lists a few rules that can guide spelling in French
as follows:

1° Pour les voyelles toniques, 'opposition entre é et é est
nette : (...) Il n’y a plus d’exception (...) que pour certaines
formes verbales suivies de je (...) 2° Pour les voyelles
atones, oli I'opposition phonétique est moins marquée, on
a en principe é quand la syllabe suivante est formée d’une
consonne et d’'un e muet, et é dans le cas contraire (...) 3°
Sauf devant s final, on ne met pas d’accent aigu ou d’accent
grave sur un e qui ne termine pas la syllabe graphique (...)
4° Dans une syllabe ouverte (...) le son [e] s’écrit € et non e.

[1° There is a clear-cut opposition between é and &
for strong vowels : (...) Exceptions are limited to a few
verbal forms followed by je (...) 2° For weak vowels,
where phonetic opposition is less marked, ¢ is obtained
in principle when the following syllable is formed by a
consonant and a silent e, and é is obtained otherwise

(...) 3° With the exception of a following final S, there
is no acute nor grave accent on an e that does not end
the graphical syllable (...) 4° In an open syllable (...) the
sound [e] is written é and not e.]
(pp. 109-110)
On the grounds of these rules, along with the
numerous exceptions and variations, four patterns of
variation of grammatical accents were established in this
work, and are discussed in detail below. Note that the list
is illustrative, and was established by the authors for the
purpose of the present study.

Pattern I

This pattern comprises nouns and their derivatives
in which the grapheme “e” is not accented in the
penultimate position because the final syllable is
accented, as described in Rule 2 above (Grevisse and
Goose). They are actually very few in number and are

sampled in Table 1.

Table 1
Pattern I type of accent variation
Word Transcription
Médecin [Medical doctor] /me(e)dse/
Pélerin [Pilgrim] /pelre/

Table 1 shows that the second “e” is silent in all
four words, however, they are usually pronounced with
an acute accent by Francophone Cameroonians. Their
derivatives: Pélerinage/Médecine.

Pattern II

Pattern II is made up of verbs whose accentuation
varies per tense and person. They usually change from
silent in the infinitive to grave or silent (or reduced to
/3/) when inflected (cf. Rule 2, Grevisse & Goose). Some
of those verbs are displayed in Table 2.

Table 2
Pattern II type of accent variation
Word Transcription

J'emméne / amen/=¢ [l bring]

Emmener /amne/  Jemménerai / amenre/ =¢

J'emmenais / amne/ =@

Tu harcéles /assel/ =¢  [You harass]
Tu harcélerais /asselse/ =¢
Tu harcelais //assle/ =0

Il souléve /sulev/ =¢

Harceler /assle/

[I lift up]
Soulever /sulve/ Il souléverait /sulevse/ =¢

Il soulevait /sulve/= @

Je séme /sem/ [T sow]

Semer /same/ Je semerais /semys/

Je semais /some/
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Tu créves /csev/ [You starve/You yearn for]

Crever /csave/ Tu créverais /csevre/

Tu crevais /ksave

1l enléve /alev/ [He abducts/removes]
Enlever Il enléverait /alevse/

Il enlevait /alve/

The change from /@/ to /¢/ is noticeable, although
there is no major orthographical implication. It
appears that the accentuation of the grapheme “e”
depends on whether the following syllable is accented
or not. When it is accented, the grapheme is not, and
when it is not accented, the grapheme is accented.
This principle also applies to nouns derived from
these verbs: enlever [to abduct] takes a penultimate
unaccented “e” and an accented final “e”, while its
derived noun, enlévement [abduction], reverses the
order of accents. The “accentedness” is also useful in
discriminating the noun gréve /gsev/ [striking action]
from the verb grever / gsave/ [to negatively affect],
which are wrongly used interchangeably by many
Cameroonians to mean “a striking action”.

Pattern III

This pattern is made up of verbs whose infinitives
are not accented, but whose conjugated forms display
various accents as well as some orthographic changes,
namely consonant doubling when the accent is
concealed. It is especially the case of verbs with “eter”
and “eler” such as: projeter/proste/ [to project], appeler /
aple/ [to call], renouveler/sanuvle/ [to renew] and atteler
/atle/ [to hitch up/to couple]. They are recapitulated in
Table 3 below.

Table 3
Pattern III type of accent variation
Word Transcription
J'appelle / apel/
Appeler /aple/ J'appellerai /apelse/
Jappelais /aple/
Tu renouvelles /sonuvel/
Renouveler /sanuvle/ Tu renouvelais /sanuvle/
Tu renouvellerais /sanuvelse/
Il projette /pyozet/
Projeter /prozte/ Il projetterait /psozstse/
Il projetait /psoste/
IIs attellent /atel/
Atteler /atle/ IIs attelleraient/atelse//

IIs attelaient /atle/

One major feature of this pattern is that the
grapheme “e” moves from silent in the infinitive to
either silent or /¢/. Just like the preceding pattern, the

absence or presence of the accent is determined by the

“accentedness” of the following syllable. But unlike
Pattern 2, there is consonant doubling and the accent
is always implicit through that doubling.

However, the above-mentioned rules have a few
nuances. They are presented below:

1. Nouns derived from these verbs can be included in
accent changes. This is the case of the words: appel
[a call], projet [a project] that are written with an
accent but in oral production are pronounced /
apel, proze /. Nevertheless their verbs are /aple/,
/proste /. For the verb renouveler, its noun form
takes the grave accent: renouvélement/ ranuvelma
/ [renewal].

2. The rule stated above does not apply to the verb
sceller [to seal]. The infinitive sceller, instead of
being pronounced /sele/ is pronounced /sele/, and
the conjugated form is /sele/ in all the tenses and
persons of conjugation except in the past participle
where some changes occur depending on whether
it agrees with a masculine or a feminine noun.

Example:
(1) Un seau scellé /cesosele/ [a sealed bucket]
(2) Une porte scellée /ynportsele/ [a sealed door]

What is very significant here is the fact that the
accent is never physically present, something that
makes sense in a French-English bilingual context
like Cameroon. Having two languages with clear-
differences in the use of grammatical accents may
be difficult to handle. Anglophone Cameroonians,
because of their exposure to English, are not well
acquainted with those accents, although they are
aware of their existence. In that vein, hearing an
accent where one is not physically present can be very
troublesome to such learners.

Pattern IV

Pattern IV is made up of verbs which, in the
infinitive, take the acute accent and whose conjugation
in some tenses and persons may change the acute
accent to the grave one. It is the case with the verbs:
pécher/pefe/ [to sin], sécher /sefe/ [to dry], alléger /aleze/
[to alleviate/lighten], empiéter/apiete/ [to encroach on],
révéler/sevele/ [to reveal] and aérer/aese/ [to air] as
highlighted in Table 4 below.

Table 4
Pattern IV type of accent variation
Word Transcription
je péche /pef/

Pécher /pefe/ Je pécherai /pefse/

Je péchais /pefe/
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Je séche /sgf/

Tu séchais /sefe/

Je léche /lsf/

Tu léchais /lefe/
Jallége /ales/
Jallégeais /aleze/
Jallégerais /alezse/

Sécher /sefe/

Lécher /lefe/

Alléger /alese/

Je révéle /sevel/
Je révélais /sevels/
Je révélerai /sevelse/

Révéler /sevele/

Jaére /ask/
Jaérais /aess/
Jaérerai /aes’se/

Aérer Jaexe/

Table 4 above presents a particular point that
somehow opposes this pattern to other patterns.
Actually, the accent is usually easily identified through
pronunciation, and the occurrence of the unaccented
/a/, which seems to be the most troublesome sound
throughout this analysis, does not come into play in
different variations.

These four patternsofaccentvariationinconnection
with the grave and acute accents reveal one major
parameter: in the conjugation of verbs, the presence
or absence of an accent is very significant, especially
to orthography. In fact, the presence of an accent may
determine the doubling of the grapheme “1” in some
verbs, while the “accentedness” of the penultimate
“e” of the root of the verb usually determines the
“unaccentedness” of the last grapheme. This has a
tremendous didactic implication that doubles with a
sociolinguistic one. A good knowledge of these accent
variations can contribute to alleviating mental tension
on the part of the learner when faced with words
involving such structures. However, they are faced
with an exposure problem whereby the model they are
usually exposed to comes from a speech community
where a variety of the language that diverges from the
native accent has already evolved.

Learners’ performance

This section discusses the oral and written
performance of the learners. The learners’ oral
performance is discussed first.

Learners’ oral performance

The learners were asked to read one of the six texts
used for the collection of the data. Their performance
is summarized in Figure 1 below.

50
45
40
35
30
25
Good occurrences

10 Wrong occurrences

Pattern | Pattern I Pattern III Pattern IV

Oral performance
Figurel. Learners’ oral performance.

Figure 1 above shows that only Pattern IV seemed
easy to the learners. This pattern comprises verbs
whose infinitive changes from acute to grave in
their finite forms, and displays the least variability.
Pattern III appears to be the most complex, probably
because of the orthographical change induced by the
“accentedness” or not of the preceding “e”. Also, the
accent did not physically appear, so as to indicate
whether an acute or grave accent was required. It
was rather the following consonant that was usually
doubled. In general, the learners faced some difficulty
with this unstable structure of grammatical accents
in French. For each pattern, a number of wrong or
improper cases were identified.
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Table 5
Major deviant forms identified in association with
Pattern I

Correct form Learners’ Number of
pronunciation occurrences
/medsg/ /medesg/ 26
/pelginaz/ /pelerinaz/ 19

These forms are congruent with impressionistic
observations (/medesg/;/pelerinaz/) among
Francophone Cameroonians. Pattern II revealed a
high occurrence of /e/ before an accented final “e”
grapheme. Such examples were /amene/, /suleve/, /
seme/, and /afete/. This clearly breached the general
tendency for the penultimate “e” to be unaccented in
French. Similarly, Pattern IIl underscored the tendency
for the informants to pronounce the penultimate “e”
with an acute accent in such words as appeler /apele/
and atteler /atele/.

Learners’ written performance

The written performance of the learners, although
it contrasted a little with their oral performance, seems
to meet our expectations as Figure 2 below shows.

160
140
120
100
80
60
40
20

Good production
Faulty production

0

Pattern [ Pattern II Pattern III Pattern [V

Written performance

Figure2. Learners’ written performance.

In general, as Figure 2 above shows, faulty
productions overwhelmingly outdid good or proper
production in the written performance of the learners.
The difficulties learners faced with Patterns I, II, & IV
can be seen in the variability of the accents involved.
However, what is striking is the very high number of
good productions in Pattern III. In fact, this is the only
pattern with a specific characteristic, namely that of
physically featuring no accent. This is due to the fact
that once a consonant is doubled the preceding accent
is allowed. Perhaps most importantly, the absence of
grammatical accents, which doubled with the absence
of grammatical accents in their first language, can
better decipher this complexity. Actually, it was found
that most informants avoided the accent when in
doubt. Therefore, it can be intimated that although
they could not properly pronounce words using this

pattern, they accidentally performed well because of
their general penchant for not accenting letters, which
in turn is due to the absence of grammatical accents in
their first language (English).

The major errors connected with each pattern
clearly highlighted the poor mastery of accentuation
rules, and the influence of both Cameroonian French
and English. The absence of accents in English
is shown in the very high frequency of the forms
*pelerinage and “*medecin in Pattern I, as well as their
good performance in Pattern III. All of these revealed
important sociolinguistic and pedagogic stakes
associated with the use of grammatical accents by
Anglophone learners of French in Cameroon.

Sources of errors

In this section, the errors are globally tackled in
terms of interlingual, intralingual, and errors induced
by incorrect exposure.

Interlingual errors

It is difficult to identify any error that could be
said to depend on the differences between French and
English, although as a general matter grammatical
accents in essence constitute an aspect where the two
languages sharply differ. However, none of the errors
made by the learners could be directly attributed
to that difference, mainly because one of the two
languages (English) does not feature grammatical
accents, except with a few foreign words of French
origin. Very contradictorily, English contributed
positively (accidentally) to the good performance
of the learners in the production of the Pattern III
type of accent variation. As Figure 2 shows, 135 good
occurrences were found with this pattern, while only
25 wrong occurrences were noted. In fact, this pattern
featured no grammatical accent at all. The accent,
when it occurred, was concealed by the doubling of
the following consonant (appeler/appelle, renouveler/
renouvelle). Given that English does not make use of
grammatical accents, learners can be said to have
accidentally performed well by leaving out the accent
as they usually do when they write English texts. This
cannot be called a positive transfer since it is not the
result of an existing rule for grammatical accents in
English. If one considers that in cases where the accent
was not displayed, many learners failed to double the
following consonant, then this cannot definitely be
called a positive transfer, nor can it be considered an
intralingual error.

Intralingual errors

This category of errors could be said to be the most
important in the data collected. In the case of the
Pattern I type of accent variation, the major problem
was ignorance of rule restrictions. As a general rule,
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accents in French are consistent with both spelling and
writing. In that vein, Grevisse & Goose (2011) point out
“Paccent aigu et accent grave se mettent sur la lettre e
pour indiquer la prononciation: é pour [e], & pour [¢]”[the
acute accent and the grave accent are placed on the
letter e to indicate the pronunciation: é for [e], & for
[€]] (p- 109). However, there are a few cases like médecin
where the acute accent is rendered as a grave one. The
analysis of the learners’ written productions revealed
140 wrong occurrences against 20 good ones. But
again, as will be seen later, one can hardly relate this
to the rule alone. In Pattern II, the learners seemed
to clearly have a poor mastery of the rules, and this
can be understood given the complexity of those rules
as described above. Although orthographic memory is
important too, it appears that they did not only lack
knowledge of the rule, but they also overgeneralized
the little they thought they knew. The following
occurrences underscore the fact that they had very
poor knowledge of the words as well as the rules that
govern the variations of the grammatical accents with
different patterns:

- Emméné

- Harcélais

- Sémais

The same can be applied to Pattern IV where they
usually mixed up acute and grave accents for such
words as allege/allégeais and léche/léchais. However,
as this work intends to show, the main cause of those
errors can be traced to the environment of the learners.

Errors induced by incorrect exposure

This paper hypothesised that the learners were
exposed to a low-quality language. More than ‘bad
teaching’, it is ‘incorrect exposure’ that is highlighted
here. In effect, learners’ spoken performance
is strongly in favour of this stance given that it
correlated with their written performance. Also,
some of the mistakes seemed to be a mixture of the
teacher’s pronunciation, the learners’ background,
with the learners’ background overdoing teacher’s
pronunciation. However, this teacher-induced error
cannot be related to bad teaching. In fact, teachers
themselves, as the literature has revealed, belong to
the Francophone community, whose French has been
shown to display several faults (Wamba & Noumssi,
2003; Onguene Essono, 2012).

Figure 1 above showed that only Pattern IV was
easy for the learners. This is certainly due to the fact
that there were little accent variations as compared
to other patterns. However, this was not the easiest
as far as writing was concerned. This means that the
influence of oral production on written production is
not glaring with this pattern.

On the other hand, although Pattern III was
troublesome in the oral form, the informants did not

face major difficulties when putting it into writing. But,
as mentioned earlier, this is an ‘accidental’ positive
transfer, and their oral performance clearly reinforces
this stance. It is accidentally positive in the sense that
the learners did not conscious implement any rule
to achieve that performance. It was their reluctance
to use accents that resulted in that apparently good
achievement. As for Patterns I and II, the presence
of the silent vowel or the schwa was a breakthrough
in this study. Actually, this phonological detail had a
tremendous impact on vowel variation. The learners
were found to have as much difficulty in the oral
production as the written production of grammatical
accents when this was involved. A comparative table
of learners’ performance upon teacher’s reading and
model readings revealed very interesting facts in that
respect. This is summed up in the Table 6 below.

Table 6
Comparative learners’ written performance in Pattern I

Total Students Teacher Reading Model Reading  Total

Passed Failed Passed Failed

105 23 137
65,63% 85,63%

160
100%

Number of students 55

Percentage 34,37% 14,37%

The table highlights the fact that, in Pattern I, the
model reading induced many more mistakes on the
part of the learners than did the teacher readings. This
can be accounted for by the fact that teacher readings
were closer to the local variety that corresponded to
the mental model the learners had constructed as a
referent to that physical shape. A word like ‘Médecin’
which was found to be consistent in the teacher
readings and the local pronunciation /medesg/, was
a real challenge to a learner when pronounced /medse/
or /medse/. This falls in line with the correlation
established by Grainger & Hannagan (2014) between
the mental image of words and the way their phonetics
are shaped. Therefore, it can be postulated that
pronunciation X triggers spelling Y. In cases where
the pronunciation changes, the spelling is likely to
differ, leading to the type of mistakes obtained with
this pattern of grammatical accents. According to
Grevisse & Goose (2011), the presence of a silent ‘€’ in
the penultimate syllable is due to the ‘accentedness’
of the vowel of the last syllable, as in the word
‘appeler’. Each time the ultimate syllable features
an accented vowel sound, the ‘e’ in the penultimate
syllable is silent. This rule, which combines elements
of phonology and orthography, can be significant in
solving accent-related orthographic problems in non-
native settings. It is a rule that is generally breached
in the local variety (as observed in the data and also
impressionistically), so that when it was respected by
the model reader, the learners potentially felt some
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embarrassment, since the phonetic shape that was
provided to them did not match any known physical
shape in their visual repertoire.

Sociolinguistic foundations

Linguistic features have been established in
renowned literature as major classifying elements
among different social, racial, and linguistic groups
(Labov, 1966; Trudgill, 1974). However, the use of
French grammatical accents by English-speaking
learners of French in Cameroon, as displayed by
the current work, points to the assimilation of one
language group (let us call it group A) by another (let
us call it Group B) in a contact situation, and where
Group Bwas originally assimilated by another language
group (let us call it Group C). These labels refer to
Anglophone Cameroonians (Group A), Francophone
Cameroonians (Group B), and Frenchmen (Group
C). As a reminder, part of Cameroon was mandated
to France by the League of Nations after WWI, while
another part went to England. The French colonial
masters imposed French as the language of education
and administration (Mendo Ze, 1992) on its possession.
Therefore, Cameroonians living in French Cameroon
were assimilated. Today, decades after independence,
many Anglophones are rejecting what they call the
Francophone assimilation of Anglophones (Takam,
2003). Knowing that Francophone Cameroonians have
developed some appropriative forms of French, the
latest assimilated group (the Anglophones) has been
exposed to a mediated form of the language that has
already been transformed by the second generation of
its users.

In fact, and this has not been highlighted in
previous works, even the Cameroonian elite seems to
speak a Cameroonian variety of French, at least to a
certain extent. This can be illustrated by a number of
neologisms invented by Cameroonians to stigmatise
those who speak with a Parisian accent. Some of
those expressions identified in Telep (2017) and also
observed impressionistically include:

- Whitiser (Meaning: to speak like a Frenchman)

- Chirac, sors de ce corps! (Literally meaning that

the person speaking has a Frenchman’s spirit
that speaks through him; Chirac, one former
French president, epitomizes the Frenchman
in this case)

The existence of such expressions to refer to those
speaking with a Parisian accent simply reveals that
the accent Cameroonians are versed with differs from
the native accent. It also reveals the negative attitude
people have towards those who want to affect when
speaking the language. This attitude, although it
has not been clearly linked to either people’s poor
performance or the attitude towards the former
colonial power, potentially anticipates the accents

used in the country.

Therefore, the English-speaking Cameroonian who
learns French is exposed, right from the beginning, to
a non-native accent. This can be illustrated both by
their personal oral performance, which betrayed the
quality of the language they are exposed to, and by
the major oral errors made by the French teachers who
read out the dictation to their students. The tendency
to produce accented “e” when none was required was
highlighted in their oral production as illustrated
below.

Table 7
Major deviant forms associated with Pattern I

Médecin* /medesg/, emmenait*/amene/, relevait*/seleve/
Revela* /sevela/, attelions*/ateljo/, projétaient™/pyozete/
Elevage*/elevaz/, appela*/apela/, achetait*/afete/, projeter*/psozete/

Elevage*/elevaz/, renouvelait*/renuvsle/, harcelait*/arsele/

The analysis of the learners’ performance correlates
thisuse of accents by their teachers. This sociolinguistic
environment therefore seems to determine what the
language learners are exposed to. This language he or
she is exposed to, in turn, influences the language he
or she writes, as the analysis has shown. The problem
is therefore not in French per se. There seems to be
only a loose link between the mistakes made by the
learners and the structure of the language itself. The
problem lies in the quality of the input the learners
are usually exposed to. This input later influences
their written production. On the other hand, the
first language of the learners surprisingly reduced
the number of mistakes, especially when no physical
accent was required. This means the mistakes made
here are not to be blamed on the first language of the
learners.

This language use may revive the issue of the purity
of French. Although neither party seems to be wrong,
it seems that the way French is spoken may have
tremendous implications far beyond the appropriative
use point raised by those for the development of a local
form of French ( (Nzesse, 2008) and the purity of the
language raised by the guardians of the norm (Mendo
Ze, 1992). Actually, if one could establish the link
between the proper use of a language and the written
productions of learners, whitising (approximating
standard French accent (Telep, 2017) or speaking with
a Parisian accent could appear a necessity.

Pedagogical implications

Although this paper does not intend to solve
the debate over the appropriative use of French in
Cameroon, it clearly shows that the use of the correct
phonological features of a language affects the spelling
of that language, especially with a syllabary language
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like French. The problem arises in non-native settings
where French is both a second and a foreign language.
As a second language in Cameroon (to Francophone
Cameroonians) it is said to have gone through a
number of appropriative uses that have transformed
it. This transformed French is then taught to those
for whom French is a foreign language, namely
Anglophone Cameroonians, by Francophone teachers.
These teachers have already adopted a form of the
language that is very much corrupt and which they
teach to their Anglophone students. Their students are
thus exposed to a non-native accent that affects their
written language, as this paper has shown. Hence, a
Parisian accent could definitely influence the mastery
of some aspects of French orthography, especially
those related to accents. Actually, the analysis above
has established beyond a reasonable doubt that the
pronunciation of certain words influences their
writing and that French orthography is deeply rooted
in the mastery of its phonology. There seems to be an
apparent neglect for this aspect of literacy, in most
works focusing on reading, and orthography as a
major aspect of literacy (Bouma, 1971; Chanceaux &
Grainger, 2012).

Yet, phonological consciousness, which should not
be confused with linguistic pretention or arrogance,
may contribute to a certain extent to the mastery of
such areas of French. This means that teachers of
French should create this linguistic awareness in their
learners that could ignite in the latter the development
of mnemonic techniques in relation to those words. It
can be foretold that a child who is taught that there is
a strong correlation between the “accentedness” of the
last vowel and the “unaccentedness” of the penultimate
vowel would use oral clues to identify the appropriate
grammatical accent. This will surely be incremental in
the development of orthographical skills, although it
will not solve all the learners’ problems.

Furthermore, the consciousness of the role of
accents in the doubling or not of consonants can help
guide students during conscious reading. In fact, when
one reads, the brain captures the picture of words
that are being read, before the phonological shape
of the word itself is produced. This may be because
‘orthographic processing in humans makes use of a
small part of a brain region (ventral occipital-temporal
cortex) known to be involved in the identification of
various kinds of visual objects’ (Grainger & Hannagan,
2014, p.13).

“Whitising” in this form shifts from the
sociolinguistic sphere to the pedagogical one, mainly
because it neither prevents the appropriate use of
the language in former colonies, nor does it foster
it. It is even more so because it can intrude into the
intercultural knowledge of the learners and wipe out
some of the prejudices linked to a certain form of

French, especially the one spoken by Africans living
in France who are believed to affect it in order to
highlight their French heritage and their success. The
major challenge of this situation may reside in the
fact that it could only be solved permanently after two
generations, teachers as well as their learners having to
be trained in an appropriate way, so that neither could
later transfer these errors into the next generation.
Actually, not only should learners be aware of these
slight variations, but teachers also should be made
to understand that their speech greatly influences
the acquisition of some aspects of the language they
teach. They should expose learners to correct input by
reducing their own errors so the learners’ errors could
be significantly reduced.

Conclusion

This paper aimed at probing the potential link
between spoken and written language in a multilingual
setting. It specifically examined the influence of spoken
French on the use of grammatical accents by English-
speaking learners of French in Cameroon. It was
hypothesised that the language used by those learners
would be influenced by the quality of the input they
are exposed to. The case revealed some interesting
facts. Firstly, the French language those learners are
exposed to is already “polluted”, as shown by previous
works as well as impressionistic observations and data
collection. Then, this polluted language is transposed
in the learners’ written and spoken language. This
shows that the problem is not the internal structure of
the language per se that hampered the mastery of this
aspect of the language. This sociolinguistic foundation
to the errors English-speaking Cameroonians make in
the use of grammatical accents in French announced
the pedagogical stake of the purity of French. The
work finally portended that the use of standard French
could help curb the tide of the errors learners made
in using grammatical accents. This study underscores
the fact that the use of a Parisian accent is not just a
luxurious choice, but a reasonable one.
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Appendix

Dictation 1

Apres le diné organisé par le médecin a ’occasion du renouveélement des voeux de fidélité a I’endroit de son
épouse, il révéla a I’assistance que le scénario de cette scéne si réussie était grace a sa femme. Apres ce discours,
nous nous attelions a alléger la tache du nettoyage aux domestiques qui emmenaient tour a tour la vaisselle
a la cuisine. Ce geste du couple relevait d’une confiance totale en nous. Ceux d’entre nous qui projetaient de
vivre le célibat encore longtemps ont descellé les portes de ’amour.

Dictation 2

Un samedi soir ou nous étions tous crevés de fatigue, apres la longue journée de pélerinage et de jeline,
nous dégustions des cerises quand la secrétaire appela pour nous informer d’un incendie a I’'usine. A la gréve de
la journée, les employés avaient décidé de mettre le feu a 'usine. Ce geste semait ainsi la haine entre tous, un
péché trés dangereux. Les urgences dépéchaient les blessés a I’hopital et emmenaient les morts a la morgue.
C’est ainsi que s’acheva cette journée de soulévement dans la plus grande des tristesses.

Dictation 3

Mon papa, grace a I’appui de son frére géomeétre, investit dans 1’élevage du gros et du petit bétail. Il appela
du village cing autres cousins pour lui alléger la tache. Chaque semaine, il achetait de nouveaux produits,
renouvelait ses techniques de travail afin de rendre son élevage plus rentable. Pour le bon suivi des animaux,
il harcelait ses cousins en ces paroles : « on éléve un animal tel un enfant qu’on aime ; on éloigne de lui tout ce
qui achéverait ou empiéterait sur sa croissance ». A I’age de 40 ans il dit alors a son frére : « tout ce temps je
me suis consacré a mes animaux et j’ai formé des personnes capables d’en prendre soin. Il est temps pour moi
de projeter autre chose, je ne ferai pas la géométrie mais plutot la poésie. » Aussitot, je compris pourquoi malgré
les occupations de mon papa il restait tant accroché aux vieux poémes d’Hugo et de Shakespeare.

Dictation 4

Des amis, j’en ai eu. Des scénes, j’en ai vécu. Des expériences, j’en ai aussi vécues; mais la plus grande fut
la disparition de grand-pére. Lui, c’était un vrai, grand ami, toujours fidéle. Tout le monde péche ; mais ses
péchés, étaient-ils plus grands que les notres pour qu’il s’en aille si tot ? Etait-il tout simplement vieux pour
continuer a vivre ? Si seulement j’avais eu assez de force, je I’eus soulevé lorsqu’il tomba de sa chaise roulante.
Méme la médecine n’a pu lui redonner vie. 11y’ aurait certainement eu quelque chose qui allégerait sa peine.
Hélas ! Il n’est plus. Je me souviens encore de ses paroles « fais toujours le bien ». C’était un vrai semeur de joie
et d’amour. Mon cceur est en gréve de joie depuis qu’il est parti. On dirait que le vent de la mort a tout dévasté
en moi. Comme un pélerin je me promets de faire renaitre en moi I'amour et je le sémerai en chacun de mes
fréres pour le bien de mon grand-pére
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Mastering the grammar of a foreign language requires learning
the rules as well as the contexts within which the structures
are used. Formal grammar instruction should therefore be
augmented by exposing learners to authentic language. According
to the literature, watching television series in the target language
improves listening comprehension and enhances vocabulary
acquisition. No study to date, however, has investigated the
recursive use of one series, in the classroom and over an entire
course, to explicitly teach grammar. Presenting apt pedagogical
arguments substantiated by the literature on grammar instruction
and evidence from the classroom, this article maintains that
a television series can be an invaluable source of authentic
language and an excellent means to teach grammar in context.
It recommends using the dialogues in the scenes to teach and
illustrate grammatical structures, especially those that are very
different or do not exist in the learners’ mother tongue. The
article also proposes giving students pertinent writing tasks
and adequate corrective feedback to help them internalize these
structures. Consistent with recent studies indicating a strong
connection between emotion and cognition, this method raises
the students’ motivation and enhances grammar learning; as
such, it can supplant or complement conventional practices of
grammar instruction and thereby warrants empirical studies.
Finally, the article delineates directions for future research to
elucidate how television series contribute to the teaching and
learning of grammar.

Keywords: grammar learning, television series, communicative
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Research has generally explored television with
regard to incidental language learning. Drawing
upon the findings of several studies, Richards (2015)
reports that extensive television viewing as an out-
of-class activity fosters listening comprehension and
vocabulary development. He points out the higher
level of English fluency in countries where television
films are not dubbed, indicating the effectiveness
of extensive viewing. According to the literature,
watching films in the target language improves
listening comprehension (Cakir, & Kana, 2015; Danan,
2004) and enhances vocabulary learning (Frumuselu,
De Maeyer, Donche, & Colon Plana, 2015; Linebarger,
Moses, Garrity Liebeskind, & McMenamin, 2013;
Yuksel & Tanriverdi, 2009). Studies also show that
watching television series contributes to cultural
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OBazeHye rpaMMaTUKOl MHOCTPAHHOIO sI3bIKa TpebyeT U3y-
YeHMs] MPaBWJI, & TAKKE KOHTEKCTOB, B KOTODBIX UCIIONb3YIOTCS
CTPYKTYpBL [ToaTOMy hopManbHOe 06yueHye rpaMMaTHKe JJOJK-
HO GbITb JOTIOTHEHO NPeOCTaBIeHVIeM YYalMMCSI BO3MOKHOCTHU
U3y4yaTh ayTeHTUYHbI s13bIK. COINIACHO JIUTEPAType, MPOCMOTP
TeJlecepuaioB Ha M3y4aeMOM SI3bIKe YIyYlllaeT BOCHPUSITME HA
CIyX U CIIOCOBCTBYET YCBOEHUIO JIeKCMKU. OIHAKO HYU OLHO MC-
ClefoBaHKe IO CUMX IOP He M3YYalo PeKypPCHMBHOE MCIIONb30Ba-
HUe OfHOJ cepuu B KJIacce M B TeUeHUe BCEro Kypca s Gomee
TOYHOTO 00y4eHus] rpaMmaTtuke. [IpencTaBisisi TOUHbIE TeHaro-
TMYecKyie apryMeHTbl, 0G0CHOBAHHbBIE JUTEPATYPHBIMOG30POM
M0 TrPaMMaTUYeCcKOMY OOy4eHMI0O U (AKTUYECKUMY JaHHBIMU
U3 KJlacca, JAaHHasl CTaThsl YTBEPKAAET, UTO Telecepuan MOKeT
OBbITh GECLIEHHBIM MCTOYHMKOM ayTEeHTUYHOTO SI3bIKA U OTINY-
HBIM CPeJCTBOM OGy4YeHMsI paMMaTyKe yepe3 KOHTeKCT. CTaThbst
PeKOMeHyeT MCII0/Ib30BaTh AYAJIOTH U3 CLIEH JIs TPeNoiaBaHyst
Y WUTIOCTPALVM IPAMMAaTUYECKUX CTPYKTYP, OCOGEHHO TeX, KOTO-
pble OTIIMYAIOTCS WY He CYIECTBYIOT B POLHOM SI3bIKe YUaLIMXCSI
B crathe Takke INpenJiaraetcsl JaTh CTYLEHTaM COOTBETCTBYIO-
IMe MUCbMEeHHble 3aJaHusl U aJeKBaTHYI0 KOPPEKTUPYIOILIYIO
06paTHYIO CBSI3b, UTOObI TOMOYb MM YCBOMUTB 3TV CTPYKTYDBI. B
COOTBETCTBUY C HeIaBHUMM UCCIeNOBAaHUSIMM, YKa3bIBAIOIMU
Ha CMJIBHYIO CBSI3b MEXKIY 3MOLMSIMMU U TIO3HAaHUEM, 3TOT METOZ,
MOBBILIAET MOTUBALMIO CTYAEHTOB Y [TOBBILIAET U3yYEeHME IPaM-
MaTMKM; KaK TAKOBOE, OHO MOXKEeT IOAMEHSITh WM [IOTONHATh
TPaIVLIMOHHYIO IPAaKTUKY NPernofaBaHusl PaMMaTUKK U, TAKUM
o6pasoM, TpebyeT SMIMPUUECKUX MccrenoBaHuit. HakoHen, B
CTaThe OYEPYMBAIOTCSI HANpPaBIEHUS HATbHENIINX MCCIeNoBa-
HUJ1, HAIIPaBJIeHHBIX Ha BBIICHEHNE TOTO, KaK Teecepyarbl CIo-
COGCTBYIOT IPETNIONABAHMIO U M3YUEHMIO TPAMMATKMN.

KnwoueBble ci1oBa: rpaMMaTuU4vecKoe OGYHEHME, Tejlecepuanl,
KOMMYHMKaTUBHOE 06yquMe SI3BIKY

awareness (Hammer, 2008; Iscan, & Akturk, 2014). A
comprehensive and insightful overview of the studies
investigating the effects of films on language learning
and critical accounts of their strengths and weaknesses
can be found in Vanderplank (2010, 2016).

While previous studies have acknowledged the
beneficial effects of television series on listening
comprehension and vocabulary acquisition, their
potential as a resource to explicitly teach grammar
has been largely overlooked. One study attempted to
see if children incidentally acquire grammatical rules
following a short, subtitled movie and did not find any
evidence for grammar learning (Van Lommel, Laenen,
& D’Ydewalle, 2006). The authors suggest that future
research should examine whether grammar acquisition
occurs ‘with a sequence of several movies, spread over
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a longer period of time’ (p. 255). A more recent study
found that watching an enhanced subtitled video,
combined with explicit teaching, helped students to
better understand the context of the past perfect in
English (Mohammed, 2013).

This article draws upon the performance and
attitude of a second-year Turkish class (equivalent to
A2/B1 of CEFR - the Common European Framework
of Reference) at Tel Aviv University to present
pedagogical arguments supporting the effectiveness
of television series for grammar instruction, and thus
attempts to fill an important gap in the literature.
Scenes from a popular Turkish television series
(Karaday1) that the author selected and transcribed
became an integral part of our classroom lessons for
the entire academic year. Approximately three times
a month, we dedicated about half the class time (45
minutes) to watching a scene without captions or
subtitles, reading the transcript, understanding the
language, focusing on the grammatical structures,
eliciting or explaining the rules, illustrating with
more examples, and watching the scene again while
rereading the transcript. The successful case of second-
year Turkish, both in terms of the students’ positive
attitude and their high achievement levels indicates
that this method merits empirical studies. Therefore,
this article is also an attempt to arouse the interest of
the academic community to explore this arena more
thoroughly and shed light on this promising resource
for teaching grammar.

Issues in the Teaching of Grammar

2.1. Different Approaches to Grammar Instruction

Grammar is often a source of controversy among
teachers and learners. Some students say they
absolutely need rules and drills to learn grammar;
others vehemently oppose rote learning, claiming that
more intuitive and less structured ways work better
for them. Although similar extreme positions may
exist among teachers, many are looking for ways to
reconcile the different learning preferences and help
students from both camps within the same classroom.
Research shows that teaching grammar works, while
students can also learn a great deal of grammar
naturally (Ellis, 2006). Ellis crystallizes the key issues in
grammar instruction that still lack clear-cut solutions
and recommends combining a variety of approaches
to teach the grammar of a foreign language. He urges
teachers to recognize why certain approaches work and
others do not, so they can develop their own theories
of grammar instruction.

2.2. Grammar and Communicative Language
Teaching

Communicative language teaching (CLT) basically
refers to language teaching practices that aim to
foster a learner’s ability to communicate in the target
language. Richards (2006), in his comprehensive review
of CLT and its relevance today, writes that grammatical
competence, i.e., the knowledge of grammar rules and
structures that enable the learner to produce correct
sentences in the target language, is an essential step
in language learning, but not sufficient by itself for
communicative competence, i.e., the ability to use
language for meaningful communication. According to
Thornbury (1999), grammar is a resource for authentic
communication,and in order to achieve communicative
competence learners need to focus on form as well as
on meaning. Likewise, Nassaji & Fotos (2011) claim
that form-focused instruction is particularly effective
when incorporated into a meaningful communicative
context. Within the CLT framework, grammar learning
does not drive teaching practice but results from it.
Prominent researchers in the field agree that grammar
instruction must be included in CLT programs (Cullen,
2012; Ellis, 2006; Richards, 2006; Richards & Reppen,
2014; Thornbury, 1999).

2.3. The Gap Between Grammatical Knowledge
and Grammatical Ability

According to Richards & Reppen (2014), we can
view grammar both as knowledge and as an ability.
Grammatical knowledge helps us produce grammatical
sentences.Grammatical ability,onthe otherhand, helps
us use grammar as a communicative resource to create
spoken and written language. Similarly, according to
Cullen (2012), grammar is a communicative resource
that enables us to understand the language that we
read or hear, and to be understood when we speak
or write. As such, it is at the service of the language
user, and communicative grammar instruction should
reflect this. He explains that we exhibit grammatical
ability when we use the correct grammatical forms in
the correct context; that is, when we make the correct
choices, not merely at the sentence level, but at the
text level, both in speech and in writing (Cullen, 2012).
Hence, when grammar is taught not in isolation but
in a communicative context with real life examples,
learners have a better chance to connect theory with
practice, so that they will not only be able to read a
text and understand it, but also understand spoken
language, and speak pertinently and in a way that
native speakers can understand. A communicative
context can help learners bridge the gap between their
grammatical knowledge and their grammatical ability.

The skill to make the correct choices when speaking
and writing in a foreign language is not something one
can take for granted. It often requires years of steady
effort and practice. A foreign language is probably best
learned in the country where it is spoken. However, a
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long-term stay in a foreign country is often a luxury
that few foreign language learners can afford. Thus,
many people study foreign languages in their country
of residence where teachers do not only need to teach
the grammar rules, structures, and vocabulary of the
language, i.e., deliver formal language instruction, but
also face the challenge of bringing the language to
life for their students in a setting where the language
is rarely heard or spoken. In less commonly taught
languages (LCTLs) such as Turkish, the gap between
grammatical knowledge and grammatical ability is
often more acute.

The question arises as to what is an authentic
communicative context that can bring a language
to life for learners in a foreign country. In the past,
classic audio-visual lessons attempted to simulate
real life conversations to illustrate language use.
Today, however, in our post-technological age where
the Internet is ubiquitous, language teachers have
easy access to authentic resources including spoken
language through podcasts, commercials, news items,
songs, and films. All of these can become excellent
teaching materials, taking into account among
others, the students’ levels, fields of study, and the
time available. An additional resource that language
teachers can easily access on the Internet is television
series. They constitute an authentic communicative
context to assist with bridging the gap between
the learners’ grammatical knowledge and their
grammatical ability.

Television Series and Grammar Instruction

3.1. Rationale for Teaching with Television Series

Television series in LCTLs like Swedish,
Danish, Korean, Turkish, and others have achieved
international success in recent years and can be
watched freely on television in many countries. This
article focuses on series and not on films or other
programs. The recursive use of the same series which
interests the class is an effective means to promote
grammar learning. When the students are fascinated
by the story and the characters, they look forward to
these lessons. Unlike a film, which tells a story in two
hours, the plot in a series develops more slowly and
continues for many episodes. The teacher thus has
a huge bank of scenes, rich in authentic language,
from which lessons can be designed. Television series
break the monotony of traditional classroom lessons
and they can entertain and motivate the students.
Some extremely popular series enslave the viewers,
who happily follow them season after season. For our
purposes, the addictive nature of a television series is
an advantage. This is one addiction that has a positive
outcome: learning a foreign language.

Until now, research has generally overlooked the
potential of television series for teaching the grammar
of a foreign language. Yet, when appropriately chosen
for the student population and duly integrated into
classroom instruction, they are an invaluable source
of authentic language and an excellent means to teach
and reinforce grammatical structures (e.g., word order,
subordinate clauses) and verb forms (e.g., tenses,
passives, subjunctives, conditionals), especially when
these structures do not have an equivalent or are very
different in the learner’s mother tongue. This is the
case for LCTLs such as Turkish, where the syntax is
drastically different and completely counterintuitive
to most learners. Teachers can avail themselves of
television series as an innovative means to teach and
illustrate grammar in a communicative context.

3.2. Why Television Series Can Foster Grammar

Learning
This section is an account of why a television

series is an effective tool for teaching grammar and
why future research should investigate this resource
more thoroughly. The discussion below is a dialogue
with the literature on grammar pedagogy: first, the
statements of previous research are presented and
then, in order to clarify how they bear on television
series, my arguments are conveyed in the bulleted
paragraphs.

The need to bridge the gap between grammatical
knowledge and grammatical ability is a recurring issue
in recent research. In their practical book, Gerngross,
Puchta & Thornbury (2006) address the difficulty
of transferring grammatical knowledge to effective
use. In the opening, they state that the ‘discrepancy
between knowledge and putting it to use’ (p. 5) led
them to look for alternative ways to practice grammar
more efficiently. They found the solution in language
awareness activities and creative grammar practice
imbued with imagination and humor. Advocating that
grammar learning can be fun, the authors emphasize
the importance of making the language in these
activities as memorable as possible for effective
learning.

* Grammar learning can indeed be fun. Television
series have an infinite supply of memorable
dialogues, enhanced with memorable acting and
drama, in memorable settings, that contribute to
effective learning. Evidence of this is the fact that
students often remember chunks of speech and
even full sentences from scenes that impressed
them the most and later use these in speech or in
writing.

Thornbury (2002) argues that a grammar-focused
pedagogy enhanced and perpetuated by commercial
grammar books delivering an ‘atomized view of
language’ (p. 99), precludes authentic language use.
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A core assumption of current CLT is that ‘meaningful
communication results from students processing
content that is relevant, purposeful, interesting, and
engaging’ (Richards, 2006, p. 23). In CLT, ‘meaning is
viewed as the driving force of learning’ (p. 26).

«  When students watch a television series, they
experience authentic language. Their interest in
the developing plot and the plight of the leading
characters makes them want to understand
everything. Meaning indeed becomes the driving
force of learning, and thus grammar is neither the
sole focus of the lesson, nor a deterring factor for
students who are “afraid” of it. Television series
help students move away from the fragmentized
view of grammar books and acquire an integral view
of the language. This exposure to real language
prepares students for real communication in
the target language by also developing their
sociolinguistic and pragmatic competence.

A good pedagogy of grammar instruction should
‘develop awareness of differences between spoken
and written language’ (Richards & Reppen, 2014,
p. 9). According to Cullen (2012), EFL course books
are predominantly based on written grammar and
generally ignore the distinctive features of spoken
grammar.

» This is no doubt also true about course books in
other languages. Yet, certain syntactic structures
occur only in speech. When we adhere to grammar
books, our students do not learn very important
aspects of spoken language. Thanks to television
series, students become familiar with the spoken
grammar of the language, which is essential
to achieve grammatical ability. For instance,
although Turkish is categorized as SOV, verb-
initial sentences are common in speech. Such
sentences in the dialogues help students become
aware of the pragmatic functions of Turkish
word order. Another idiosyncrasy of Turkish, the
suffix —mlsy (conveying the meaning of “I heard
that” or “it turns out that”) is very common and
best illustrated in spoken language. Besides
noticing syntactic differences between written
and spoken language, students begin to make a
connection between the written word and how it is
pronounced. For instance, in spoken English ‘going
to’ is often pronounced ‘gonna’. Similar changes
occur with many Turkish words or phrases, where
the written form is different from the spoken form:
degil mi sounds dimi; gidecegim sounds gidicem; ne
yapiyorsun sounds naapyosun etc.

While discussing content-based instruction as
an extension of CLT, Richards (2006) enumerates a
number of processes from which language learning
results. One of these is ‘paying attention to the
language one hears (input) and trying to incorporate

the new forms into one’s developing communicative

competence’ (p. 28).

o Television series have an infinite supply of
auditory input with new structures for students to
incorporate into their developing communicative
competence, and therefore can contribute greatly
to grammar learning.

‘Learners need to be able to notice features of
grammar in natural, realistic contexts of use’ and
classroom instruction should aim to speed up this
process (Cullen, 2012, p. 260). Similarly, according to
Richards & Reppen (2014), teachers should ‘provide
opportunities for guided noticing’ (p. 13). Furthermore,
since noticing is ‘fleeting’, like attention (Vanderplank,
2016, p. 242), ‘and very far from internalizing’ (p. 243),
the teacher should make sure that the students do not
just notice the form but also learn its meanings and
uses (Ellis, 2006). Thornbury (1999) calls this process of
becoming aware of grammar ‘consciousness-raising’,
and emphasizes that it is essential for learning to take
place.

* Noticing is an important process in foreign
language learning and a basic principle in
grammar pedagogy. Television series provide
ample opportunities for students to notice
features of the foreign grammar as they occur
in natural, realistic contexts. The students may
notice and point out the structures to the teacher,
or the teacher may lead the class to notice certain
forms. If a structure has several uses/meanings,
teachers can raise the students’ consciousness by
reminding them of other instances encountered,
or illustrate the structure with examples from
additional scenes and other authentic resources,
such as online newspapers. This helps students
internalize the new forms and promotes learning.

According to Cullen (2012), learning results from
opportunities to form hypotheses about how grammar
works. Ellis (2006) and Cullen (2012) propose using
both inductive and deductive methods. Similarly,
Richards & Reppen (2014) suggest that we use a variety
of pedagogical approaches for teaching grammar.

e Television series afford students repeated
opportunities to discern characteristics of the
target language and to develop their own notion of
how the language functions. They may reappraise
and revise their hypotheses based on additional
forms that they notice, and again when they
become more proficient in the language. As in the
case of noticing, the teacher can accelerate this
process. When we use an inductive approach, we
can try to elicit the rules from the students, which
causes the class to be more alert and the lesson
livelier. This process also gives the students a sense
of achievement, increasing perceived self-efficacy
which contributes to their motivation to learn
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(Bandura, 1993). When necessary, teachers can
rephrase the rules and give additional examples
to corroborate what the students have formulated.

If the grammatical structure is one that can be

more easily understood deductively, then teachers

should choose that approach and save time.

Ellis (2006) holds that instead of trying to teach
the entire grammar of a language, teachers should try
to focus on grammatical structures that are known
to be particularly problematic to learners. Similarly,
Gerngross, Puchta & Thornbury (2006) highlight
English structures widely known to be difficult for
learners of a variety of nationalities and show ways to
teach these structures imaginatively and with humor.
o Television series provide an ideal context to

achieve these goals. The dialogues in the scenes

represent authentic, spontaneous language
and, as such, they contain not only the most
common structures that learners need in order to
communicate, but also those that are challenging,
completely different, or even inexistent in
the learners’ mother tongue. In the selected
scenes, teachers can focus on the grammatical
structures that they know to be problematic or
that students point out as challenging. More time
can be dedicated to the study of these structures
depending on the students’ needs and interests.

This exposure to linguistic structures in their

authentic communicative contexts, besides raising

the students’ awareness, helps them confirm what
they already know and correct their previous
misconceptions of these structures.

According to Richards & Reppen (2014) grammar
and vocabulary are often intertwined and making
connections between grammar and vocabulary
contributes to learning how to use grammar as a
communicative resource.

e The authentic everyday conversations in the
scenes often include grammatical structures that
the students originally learned as vocabulary. For
instance, students know colloquial expressions
such as goriisiiriiz (see you), tesekkiir ederim (thank
you), gecmis olsun (get well), kolay gelsin (good
luck) before they learn the grammar in these
expressions. When such grammatical structures
occur in the dialogues, a language segment
initially learned as a lexical item is now taught as
grammar. The communicative context of the scene
makes it easier for the students to understand the
meanings/functions of the grammatical structure.

According to Thornbury (1999), effective grammar
teaching is one that arouses attention, provides good
contextual information, and is memorable; to achieve
this, teachers must create optimal conditions for
learning with relevant and engaging materials that
motivate the students.

* Scenes from a favorite television series that are
highly engaging, reasonably challenging, and
relevant to the students’ needs fulfill the above
conditions for effective grammar instruction.
Thanks to the dramatic events and the authentic
dialogues enhanced by the visual medium,
grammar is no longer a set of rules to produce
correct sentences yet divorced from other
components of the language, but an integral part
of successful communication.

The arguments above present a strong case
for teaching grammar with television series. Any
21t century instructional pedagogy that focuses
on grammar as a communicative resource should
integrate grammar with the four skills - reading,
writing, listening, and speaking (Richards & Reppen,
2014 among others). A television series constitutes an
efficient method to achieve this goal, using a relatively
small proportion of class time. Watching a scene
and listening to the dialogue, reading the transcript
and focusing on the grammar, followed by pertinent
writing tasks and speaking activities can help students
bridge the gap between their grammatical knowledge
and their grammatical ability.

3.3. Affective Aspects of Learning Grammar with
Television Series

Learning a language has a strong emotional side,
similar to learning to play a musical instrument. It is
common wisdom that in order to play an instrument
well one has to love it. This view is also supported
by research on neurobiology indicating a strong
connection between emotion and cognition with
clear implications for the role of affect in learning
(Immordino-Yang & Damasio, 2007). In any kind
of learning one has ups and downs, and learning
a language is no different. To be able to sustain the
right atmosphere conducive to learning is perhaps a
teacher’s greatest challenge. Students are often tired
from other courses or distracted due to personal
reasons. Sometimes the language just becomes too
much. This is especially true when learning a LCTL
drastically different from one’s mother tongue;
students cannot rely on linguistic similarities that
make the learning process easier. The teacher must
acknowledge how challenging the language actually
is and make it manageable for the students. When
teachers are aware of their students’ state of mind
they can fine-tune the lessons accordingly.

A sound psychological argument supporting the
use of television series in the classroom comes from
popular science. In her New York Times bestseller,
psychology professor Angela Duckworth (2016) writes
that the secret to achievement is not talent or IQ, but
a combination of passion and perseverance that she
calls ‘grit’. Based on empirical studies and interviews
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with high achievers, she concludes that loving what
we do and working hard to achieve it account for our
success more than any other attribute.

It has been my experience that particularly in the
case of a LCTL like Turkish, the inability to cope with
the grammar of the language can discourage students
to the point of wanting to drop the course. When
grammar is learned as a by-product of a fun activity,
such as watching a fascinating television series,
students develop perseverance of some kind. Because
they are engaged in something they enjoy, they sustain
an intrinsic motivation to learn the language. This,
in turn, increases their willingness to try harder to
understand the grammar in the dialogues. This quality
of a television series makes it an invaluable resource
for teaching a foreign language and specifically, its
grammatr.

The connection between emotion and cognition,
and the importance of emotion in learning is also
acknowledged in a recent article on Spanish as a
foreign language. The author discusses the importance
of affect in grammar learning and stresses the need
to create optimal emotional conditions conducive to
effective and long-lasting learning. While the article
does not deal with television series, it has a similar
approach to grammar instruction. The author suggests
breaking the classroom routine by teaching grammar
with innovative methods, such as games that surprise
the students and arouse their curiosity (Mendez
Santos, 2016).

3.4. The Importance of Choosing the Right Series

Television series have a universal appeal and many
countries produce original series in the local language.
Therefore, teachers of most LCTLs have a variety
of series to choose from. When classes consist of
students studying the same academic subject, teachers
can choose field-specific series appropriate for their
student population: youth series for teenagers,
hospital series for nursing students, law series for
law students, historical series for history students,
etc. When students come from different disciplines,
the series should be chosen with care to appeal to the
entire class. An engaging story guarantees learning in
a pleasant atmosphere. When the students love the
series, they will be motivated to learn.

Before watching the first scene, it helps to give
students some background information. The teacher
can write a brief synopsis in simple language and
familiarize the class with the main characters. I chose
Karadayi, a crime drama taking place in Istanbul in the
1970s. I was watching it with great interest and it was
appropriate for my class, consisting mostly of students
in Middle East History, some of whom also take courses
on Modern Turkey. In Karadayi, universal values such
as integrity, honesty, the quest for justice, respect for

parents, together with the suspense of the plot, the
excellent acting, the beautiful Istanbul locations, and
the developing romance between the hero and the
heroin enchanted my students. When students form
an emotional bond with the lead characters, follow the
actors on social media, and watch the series in their
leisure time, the teacher has surely made the right
choice.

Anonymous language teachers all over the world
are probably using television series in their lessons for
different purposes, including grammar. In a post in the
British Council magazine, an English teacher describes
how she uses two minutes of a film to illustrate a
grammar point that she is teaching (Urisman, 2014).
She shows a clip to explain ‘neither do I’ from Sherlock,
another clip that illustrates the use of tag questions
from Mad Men, etc. However, I believe that using
isolated scenes from many different series does
not have the same motivating effect. My students’
familiarity with the characters and their interest
in the developing story created a low-stress, high-
involvement environment that is perfect for language
learning. They were looking forward to our Karaday1
lessons and were always happy to watch a new scene.
They did not even pay attention to how hard they were
working on the language. Grammar learning was an
outcome, enjoying the film came first.

Throughout the academic year, we viewed a total of
18 scenes that were rich in tension, aroused curiosity
or induced laughter. In addition, they were not
extremely complex in terms of linguistic structures.
The length of the scenes varied from two to six
minutes. Depending on its length, a scene had a word
count between 120 to 480 words approximately (see
Appendix B for a sample scene and transcript). Before
the viewing, I gave the students a little background
information to put the scene in the right context.
Using one series throughout the course is crucial for
meaning-driven learning; each scene is another piece
in the puzzle. The series constitutes a content unit
and is an integral part of the course curriculum. This
is in line with content-based teaching, which better
reflects the learners’ needs and where language is
used as a means to acquire information and not as an
end in itself (Richards, 2006).

In the Internet era where learning management
systems are increasingly replacing textbooks, we
can turn a television series into teaching material by
transcribing the dialogues and putting links to the
relevant episodes/scenes on the course website. Most
series are freely available on YouTube and dedicated
websites. Ideally, the course website should have a
separate unit for the series where all the links and
the dialogue transcripts can be easily accessed. For
a detailed account of a course site layout and how to
incorporate a thematic unit, see Azaryad Shechter
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(2016).

From Grammatical Knowledge to Grammatical
Ability

The ultimate purpose of learning grammar is to be
able to use it to communicate. According to Richards
& Reppen (2014), a pedagogy of grammar instruction
should ‘provide opportunities for meaningful
communicative practice’ (p. 14) where learners share
real information. Similarly, according to Cullen (2012),
in order for learning to take place, one must practice
using grammar in meaningful contexts. Cullen further
asserts that practice is essential for the learner to
acquire ‘the ability to access language more or less
automatically, without undue attention or conscious
thought’ (p. 261). Whereas learners of English, the
lingua franca of the Internet and most of the world,
may attain this ability after a few years of study, such
a level of automaticity is an extremely ambitious goal
for the learner of an LCTL like Turkish. Considering
that the students in question are only in their second
year of Turkish, they cannot be expected to have such
a spontaneous ability in the spoken language. A more
modest and realistic goal would be to expect the
students to be able to use the grammatical structures
for writing in meaningful communicative contexts.
The writing assignments should be done outside the
classroom, so as not to waste precious class time
that can be dedicated to teaching and practicing.
Furthermore, students should not feel pressured to
think that they need to access language automatically.
They can decide how much time to dedicate for the
writing task, with as much care and conscious thought
as they like. I always gave writing tasks for homework
and was not concerned about their using machine
translations, since digital translations from Hebrew
or English into Turkish produce ungrammatical and
often unintelligible sentences.

The various writing tasks that they were required to
do throughout the year gave my students opportunities
to put into practice the grammatical structures we
studied in class. Furthermore, these performance tasks
were an excellent means to assess their progress and
to adjust my teaching goals. It was rewarding to see in
their essays, words, expressions, verb forms, and other
grammatical features that they had picked up from the
dialogues in the scenes. The students reported that
only when they attempted to actually write, did they
begin to discover their weaknesses and where they
needed more explicit teaching. Since each writing task
was about 150 words and the topics were interesting
and relevant, they wrote willingly and asked for more.
They felt that their grammar improved greatly thanks to
these tasks and the corrective feedback they were given.
In my opinion, correcting student errors individually,

or as a class activity (with the student’s consent or in
anonymity) is an indispensable component of a good
pedagogy of grammar instruction. This is in line with
Ellis (2006, 2008), who delineates the importance
of corrective feedback in the teaching of grammar.
Similarly, Richards & Reppen (2014) recommend using
student errors ‘to inform instruction’ (p. 18).

At the end of the year, the progress that some
students had made was phenomenal. They were able
to produce grammatically correct sentences putting
into practice the most challenging aspects of Turkish
grammar that we had targeted in the dialogues (e.g.,
word order, subject and object participles, passives,
causatives, subordinate clauses, the uses of certain
tenses). A detailed account of the writing tasks
is beyond the scope of this article. I recommend
Richards & Reppen (2014) for a thorough discussion of
pedagogically sound classroom practices to enhance
language production.

Directions for Research

As previously stated, the literature so far has
primarily explored the effects of extensive television
viewing on incidental language learning outside the
classroom. By contrast, this article argues in favor
of selective-intensive viewing to intentionally teach
grammar in the classroom. The arguments presented
here rely on one teacher’s successful experience with a
small class, as evidenced by the students’ enthusiasm
in the classroom, their high performance levels, and
the unanimous positive feedback that they gave
during and at the end of the course. See Appendix A
for a detailed account of the students’ feedback.

What emerges is that watching television series
indeed improves listening comprehension and
enhances vocabulary acquisition, as previous studies
have attested. What also emerges is that television
series provide an excellent communicative context for
explicit grammar instruction, an area that researchers
have not yet probed. Often, the realities of the
classroom inform theory and research. The literature
on grammar instruction reviewed in this article and
the successful experience of the second-year Turkish
class at Tel Aviv University provide adequate grounds
for further research on television series as a resource
for teaching grammar.

Are transcripts of dialogues in a television series
pedagogically superior to other texts? Empirical
studies are called for with additional classes and
control groups to compare the performance levels
achieved by learners who are taught grammar with a
television series and those who are taught using other
resources. Future research should also try to explain if
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and how learning a foreign language with a television
series helps students bridge the gap between their
grammatical knowledge and their grammatical ability.
In order to test the effectiveness of this method,
studies must be carried out during an entire course
and not for a brief instructional period. Furthermore,
the differences in students’ attitudes and achievement
levels must be quantified with structured measures.
Standardized questionnaires and performance tasks
are needed to assess the differences in attitude and
achievement, respectively. It may be particularly
interesting to conduct a study with three groups,
whereby the same grammatical structures are taught
by (a) watching scenes from a television series and
reading the transcripts, (b) reading the transcripts of
these scenes like a play, without telling the students
that this is actually from a television series, and (c)
using grammar books and texts.

To help students internalize the grammatical
structures, studies can also incorporate productive
tasks, such as writing. In this case, the same writing
tasks must be assigned to all three groups described
in the previous paragraph, followed by the same
types of corrective feedback as Ellis (2008) mapped
out in his insightful typology. Alternatively, studies
can be carried out with two groups, where both
groups are taught the same grammatical structures
with a television series but only one group receives
supplementary writing tasks. In addition, at least one
of the issues that Ellis (2006) raised in the conclusion
of his article can be adapted to television series: How
does teaching grammar with television series affect
the acquisition of implicit knowledge?

Studies can also investigate the effect of viewing
scenes from one series as opposed to scenes from many
different series. I do not know how this will influence
achievement outcomes, but 1 believe affective
differences will emerge favoring the consistent use of
only one series throughout the course. In other words,
the bond that students form with the characters and
their interest in the story have a motivating effect
which cannot be achieved by showing a scene from
a different series each time to teach or illustrate a
particular grammatical structure.

Using a television series throughout a language
course opens new research directions for investigating
different aspects of language learning. For
instance, how does this method affect the students’
sociolinguistic and pragmatic competence? Learning
is surely not a compartmentalized process. While
we were focusing on the grammar in the scenes,
the students were also paying attention to words,
colloquial expressions, songs, poems, historical events,
Turkish culture, traditions, etc. On many occasions,
students expressed how much they appreciated this
diversity of input and how helpful the series were in

enriching their vocabulary and familiarizing them
with Turkish values. With regard to vocabulary
acquisition, field-specific series such as legal and
medical dramas can surely enhance the learning of
professional vocabulary. Researchers can investigate
whether the use of the same series throughout the
course has a stronger effect on vocabulary learning
and retention. Studies can also explore the topic of
cultural awareness among learners who were taught
a foreign language with a television series and those
who are taught with other methods. While learners
of English can readily familiarize themselves with
American culture or Western values in general, the
cultures of many LCTLs are not as accessible. It is not
surprising, therefore, that a television series in a LCTL
contributes more significantly to the learners’ cultural
awareness.

The effects of teaching grammar with a television
series can also be examined across populations.
Studies can compare high school pupils with university
students or adult learners in language -classes.
Researchers can also try to clarify the implications of
using transcripts, as described in this paper, as opposed
to captions or subtitles. Transcripts are convenient as
students can take notes, highlight words, and read the
entire dialogue again and again. Captions, if available,
usually change too quickly for learners to be able
to read. Are transcripts more effective for teaching
grammar than captions or subtitles? Studies can also
compare the use of captions in the target language with
the use of subtitles in the learner’s mother tongue.

An additional parameter and arguably the most
important one in the success of any type of instruction
is the teacher. Future research should take this into
account, and if the same teacher does not teach both
the experimental and the control groups then every
effort must be made to assign to each group a highly
enthusiastic teacher who will earn the trust of the
students and motivate them to work hard. Ideally,
teachers should be assigned to the groups where they
will teach grammar through their preferred method.
Thus, researchers will be assured that the teachers in
the groups are doing their utmost, wholeheartedly.

The possibility should not be ruled out that my
passion for Karadayi, my enthusiasm in class, and
my conviction that this was a sound way to teach
grammar played a role in my students’ motivation
and how they performed throughout the course. While
my belief is grounded in intuition, it is also supported
by leadership studies. In their highly acclaimed
book on leadership, former U.S. Navy SEALs Willink
and Babin (2015) convincingly argued that when all
other variables are controlled, the team leader is the
sole factor that determines success or failure. Hence,
when we, as ‘leaders’, slacken, it affects our students
negatively; when we love and believe in what we do, we
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inspire and motivate our students. Therefore, future
studies must also try to elucidate the teacher’s role in
the effectiveness of any teaching method, including
the use of television series for grammar instruction.

A television series sometimes causes social and
linguistic repercussions which researchers can look
into. The universal appeal of a television series and its
unifying effects are particularly salient in the Facebook
forum titled ‘Karadayi for English speakers’. Greeks,
Turks, Arabs, Israelis, South Americans, and Canadians,
along with fans from many other nationalities
devotedly wrote on this forum to interpret the events,
predict what will happen in the next episode, reassure
one another with regard to worrying developments,
criticize the scriptwriters, etc. It was a true support
group that I silently followed, amused but also with
admiration. Most of the fans around the world did not
know any Turkish and they were nevertheless watching
Karaday: directly from the Internet when it was aired
on Turkish television, or as soon as it was on YouTube.
The forum administrator would initially post a quick
summary of the episode in English and some days later,
the entire episode in English which she had translated.
The passionate fans would wait for these translations
impatiently and thank her ceremoniously. This social
phenomenon was also linguistically interesting. Fans
had acquired new jargon using Turkish words from the
series, correctly and in the right context, particularly
words with strong emotional connotations, to season
their posts that were often in broken English.

The aforementioned is by no means an exhaustive
list of research directions. The possibilities for
research are vast and no doubt scholars will come up
with creative ideas and conduct empirical studies with
different populations, in a variety of languages, and
with bigger samples that will contribute greatly to our
understanding of television series as a teaching and
learning tool.

Conclusion

Learning a foreign language is an exciting
experience. It is a fantastic journey into a new culture,
a means to get in direct contact with different customs
and different people. Television series are a fun way to
learnalanguage.Theybreak the monotonyof classroom
lessons, arouse curiosity, and help students who are
apprehensive about learning grammar. The authentic
communicative context of the dialogues brings the
language to life for the students, exposing them to the
grammar of spoken language and familiarizing them
with native pronunciation and intonation. Besides
improving their linguistic competence, students also
develop sociolinguistic and pragmatic competence in

the target language. Watching scenes from a television
series in the classroom raises the students’ motivation
and contributes to effective learning.

This article discussed television series as a
communicative resource that can transform well-
known practices of grammar instruction and called on
teachers and scholars of foreign language acquisition
to explore how television series promote the teaching
and learning of grammar. I encourage teachers to use
television series for intentional language teaching and
learning, in particular, to enhance the acquisition of
grammatical structures and to improve grammatical
ability. Although watching a film is a receptive task,
reading the dialogues out loud, paying attention to
grammatical forms, and learning their meanings and
functions in an authentic communicative context,
reinforced with writing tasks and speaking activities,
can foster the learners’ grammatical ability along the
path to communicative competence. When we do not
follow a particular grammar book, we let the dialogues
in the scenes introduce the grammatical structures and
delight in the serendipitous teaching opportunities
that constantly come our way.
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Appendix A

Student feedback

1. Questionnaire responses

One month before the end of the year, I asked the
class to give me feedback on our lessons with Karaday.
Out of the six students enrolled (five young women
and one young man), four women were present on that
day.

I told them they could write their answers
anonymously and in their mother tongue. I was
interested in their “gut feelings” and did not want
the language difficulty to affect their writing. I hoped
they would write spontaneously, the first thing that
came to their mind, without putting their thoughts
through any filter and without embellishing them.
Furthermore, writing in their mother tongue would
only take about five minutes. They complied willingly
and wrote sincerely. Three of the students wrote their
names on their response sheets. The truth is, since I
knew them so well, I would have guessed who wrote
what anyway.

I showed the following questionnaire on the
screen.
What is your opinion on the use of Karaday: in the
Turkish lessons? Write freely what comes to your
mind. You can write in isolated words or in partial or
complete sentences.

Did you like the lessons with Karadayi? Why?

Did they contribute to the learning of the Turkish
language? Explain.

In your opinion, are there any other reasons for using
Karaday besides the language? Explain.

In your opinion, how often should it be used? If you
think it should be used less often than we did this year,
or not at all, please explain why.

Student A: Learning Turkish through Karaday: is
great for a number of reasons:
1. To learn new syntactic structures that are
used in spoken language.
2. To hear other Turkish people speak (besides
Deborah) sharpens our hearing.
3. Vocabulary, of course.
It adds interest to the lesson and it’s not dry
like textbooks/worksheets.
5. It teaches a lot about Turkish culture, beyond
the language.
6. If it were up to me, we would watch the entire
lesson © but I am biased.

7. Suggestion for improvement. It could be
time-consuming, maybe it can be given as
homework: give us a scene to try to transcribe
by ourselves. It’s much more challenging and
will teach us a lot, in my opinion.

Student B: Very, very beneficial. Besides adding variety
to the lesson contents that are diverse regardless of
Karadayi, the series allowed us to experience the
language as it is spoken. In other words, the way it is
actually spoken in real life, as opposed to the lesson
where the teacher speaks slowly and clearly. I enjoyed
the lessons with Karaday1 for the reasons above. With
regard to frequency, I think during the semester we
watched one scene every week. This, in my opinion, is
a logical frequency. Once every two weeks can also be
fine, but less frequently than that seems a pity to me.

Student C: I enjoyed very much the fact that Karaday1
was incorporated into our Turkish lessons. First of all,
it creates an immediate connection with the characters
and a desire to get closer to Turkish culture and to
understand daily life in Turkey.

Secondly, listening to speakers who speak freely
(even if their Turkish is a little old-fashioned)
contributes a huge lot to the learning of the language.
It turns the language into something alive, changing,
human, practical. It’s really fun!

Likewise, listening to Turkish regularly helps to
acquire common expressions and to begin to think
in Turkish. That’s what happened to me when I
began watching the series at home, after the initial
stimulation of watching it in class.

And I think it’s an interesting and wonderful way to
teach grammatical phenomena in the language.

[ warmly recommend to continue this way!

Student D: The use of Karaday1 has contributed a lot
to my learning of Turkish. Reading the accompanying
transcripts and watching the film helped me to connect
the knowledge gained from reading with the spoken
language, and I could identify the words in speech.

The series is interesting and teaches us not only
the pronunciation of words, but also gives us an inside
look into Turkish culture.

The frequency of three times a month worked
well in my opinion, and helped a lot to foster my
understanding and learning of the language.

In general, viewing a series contributes greatly
to learning, and studying the language becomes a
pleasant, light, and relevant experience. Thank you!

Student A was completely carried away by the series
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and also watched it at home, often without subtitles,
as soon as a new episode was available on YouTube.
She chose and transcribed a beautiful scene after the
course had ended and emailed it to me for corrections.
She and Student C (who also watched the series at
home) had better speaking skills than the other four
students in the class. The male student also watched
the series outside the classroom. Thus, 50% of the
students were watching Karaday1 in their leisure time.

1. End-of-the-year feedback

As an essay-writing task and a component of
the final grade, students were required to choose
three tasks/activities in the course that they found
particularly beneficial for their language learning and
to write a brief essay in Turkish on each one, describing
its benefits. Karaday: was mentioned by five of the six
students as one of the three most beneficial language
learning activities. Students A, B, C, and D rewrote and
elaborated on the questionnaire responses in Turkish
that they had written in their mother tongue a month
earlier. The male student also chose Karadayi as one of
the three most beneficial activities and emphasized,
among others, the importance of exposure to daily
spoken language.

2. Oral comments

The comments that the students occasionally made
during the year reinforced my conviction that showing
scenes from a television series is a sound method for
teaching a language.

Student A commented that she watched a
particularly emotional scene countless times and kept
missing a word. One day, when she was watching with
her earphones on, she finally discerned the word. It was
a common word that she knew (hakikatler “realities,
truths”) but in a quickly uttered sentence she had
been unable to make it out. On another occasion, she
said that she wanted to ask me a grammar question,

but she got her answer from Karaday:. It was about the
location of the conditional suffix, and a conditional
sentence in the episode she was watching that evening
answered her question. The sentence was Karadayim
dediyse, yapar “If my Uncle Kara said it, he will do it.”

Student B said that even if one does not continue
to watch the series outside the classroom, it makes the
lessons more interesting.

Student C said that she continues to think in
Turkish and has Turkish words in her mind for a few
hours after she watches an episode. Many months
after the course had ended, she told me that she was
beginning to forget her Turkish, so she went back to
watching the series and her Turkish quickly started to
come back.

The male student contributed with his excellent
grammatical/syntactic = observations during the
reading of the transcripts. For instance, he would
point out the yes/no question particle ml in the middle
of a sentence, rather than at the end, where it normally
occurs. This would be a good opportunity to explain
the pragmatic function of word order in Turkish and
how the meaning/focus of the sentence changes when
a different word order is used. He also paid attention
to grammar in the episodes that he watched at home
and asked perceptive questions.

The female student who did not give any written
feedback clearly enjoyed the Karadayi lessons very
much and told me so. She described herself as “not
an intuitive learner” and that as far as syntax was
concerned, she benefited particularly from grammar
rules and traditional grammar drills.

Student D who described herself as “an intuitive
learner” said that she was especially relieved when I
started to teach grammar through Karadayi, because
she did not like even the occasional fill-in-the blank
or transformation exercises. She commented that the
series brought life to her learning and that her mind
opened up to the language.
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Appendix B

Sample scene and transcript

We viewed “the interrogation scene” from minute 49:19 to 51:32 in episode 77.
https://www.youtube.com/watch?v=3wMi-tqZXCk

After viewing the scene, I distributed the transcript of the dialogue. The students took turns reading the
dialogue out loud. This short scene is rich in verb suffixes and other interesting grammatical features. We
focused on the uses of —mIs, the place of the question particle mlI, causatives, passives, and subjunctives. The
students asked to view this scene three times.

Savci:  Bu siikiinetiniz beni daha da siiphelendiriyor, Mahir Bey.
Neticede bas stipheli sizsiniz.
Ciineyt Yanbal’1 6ldiirmek isteyecek yegane insansiniz.
Soyleyin hadi! Hastaneden nasil ¢ikardiniz adami?

Mahir: Ben mi ¢ikarmisim?
Kim gormiig?
Var m1 sahidiniz?

Savci:  Sorulari ben soruyorum, Mahir Bey!
Sizin vazifeniz hakikati soylemek!
Mahktmu hastaneden kagirdiniz mi, kagirmadiniz mi?
Ona cevap verin!

Kemal: Savci Bey...
Savci:  Bu ne densizlik efendi! Sorgu var burada sorgu!

Kemal: Kusura bakmayin!
Yasin Komiserim konuyla alakali olarak génderdi beni efendim.

Savci:  Anlagildi. Cikabilirsin.
Tanidik geldi mi bunlar, Mahir Bey?
Isterseniz daha yakindan bakalim.
Bunlar Ciineyt Yanbal’in egyalarrymais.
Bogaz’da bulmuslar.
Gergi siz biliyorsunuzdur.
Yalniz iyi akilmisg!
Adamu tut, Bogaz’a at. Sulara gomiiliip gitsin.
Ne oOliistinii bulsunlar, ne dirisini.
Is burada kapansin, sizin de i¢iniz sogusun.
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English for Specific Purposes (ESP) is an established
and fast-developing discipline. ESP got a boost in the
early 1960s, when it became integral to most university
curricula.

The reviewed volume entitled ‘Key Issues in
English for Specific Purposes in Higher Education’ was
published in 2018 in the English Language Education
Series of Springer International Publishing.

The book provides a panoramic analysis of the
major trends in ESP and ESP’s position in the foreign
language learning continuum in English Medium
Instruction (EMI) contexts.

The volume is divided into four parts, starting
from an introductory chapter with a general overview
of the field and Part I focusing on ESP materials
design and development, progressing toward ESP
teacher development, analyzing curricular issues in
ESP courses, and ESP correlation with Content and
Language Integrated Learning (CLIL) and EMI.

The introductory chapter ‘Recent Developments
in ESP/ EAP/ EMI Contexts’ by the volume editors Y.
Kirkgoz and K. Dikilitas dwells upon the history of
ESP, which arose after World War II as an approach to
language teaching for academic or occupational needs
of learners.

Kirkgoz and Dikilitas successfully attempted to
introduce the main concepts and current developments
in ESP in the framework of English as the world’s
lingua franca and the new needs of learners of English
in the globalized world. The authors underline that
ESP is concerned with real communication rather than
formal language use.

Kirkgoz and Dikilitas delineate the emergence of
new global phenomena (EMI and CLIL), underlining
that each of the approaches bring different sets of
outcomes for learners. The authors consider various
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definitions (by M. Aguilar, J. Dearden, D. Graddol, and
others) of ESP/ EAP/ EMI/ CLIL to show their scope and
peculiarities. They highlight that ESP is also important
in securing employment for university graduates.

The first strand of the book (Part I. Materials
Design and Development in ESP) bifurcates into four
empirical studies in the form of chapters. They deliver
a deep and evidence-based analysis of material design
processes and beliefs of experienced university ESP
teachers; innovative ESP teaching practices for
materials development; corpus-based approaches to
the selection of medical vocabulary for an ESP course,

This article is published under the Creative
Commons Attribution 4.0 International License.

105


https://jle.hse.ru/OAS
https://jle.hse.ru/article/view/7802

LILIA RAITSKAYA

and the selection of grammatical structures for ESP/
EAP materials.

The first chapter of Part I by H. Bastiirkmen and
A. Bocanegra-Valle reports a case study in university
settings in Spain. The authors draw on data from in-
depth interviews with experienced ESP teachers. A
generic problem typical of ESP materials, i.e. most
of the published materials are not always relevant to
the needs of their learners, was found and confirmed
by all the interviewees. They underlined that most of
the published materials are not always relevant to the
needs of their learners.

The chapter ‘Innovative ESP Teaching Practices
and Materials Development’ by F. L. Stoller and M.
S. Robinson concentrates on the transition from
general academic English to ESP. The authors use
two approaches to ESP instruction (read-and-notice
approach; read-analyze and write approach) as
innovative teaching practice for chemistry majors,
helping them make a transition to the ESP genres of
their field of study.

The following two chapters are based on corpus-
based approaches. The chapter ‘Using a Corpus-Based
Approach to Select Medical Vocabulary for an ESP Course’
by B. Quero and A. Coxhead makes an interesting point
about the use of multiple corpora and high-frequency
word lists in a ESP course, using the twofold approach
(corpus comparison and semantic rating scale). The
authors suppose that the lexical component of any
ESP course is a key to efficient meaning-focused and
language-focused activities and fluency development.

In the chapter ‘Selecting Corpus-Based Grammatical
Structures for ESP/ EAP Materials’, H. Farhady, K.
Tavassoli, and F. Haghighi Irani cover an often ignored
aspect of ESP, the selection of grammatical structures
with reliance on a corpus of professional texts. The
objective of the research is to bring to the fore the most
significantly frequent grammatical structures. The
research shows that, in addition to the use of diverse
grammatical structures in 6 macro and 29 micro
disciplines, many of them show a preference to a set
of limited structures. The findings of the chapter urge
ESP course developers to concentrate on introducing
more frequent and common grammatical structures.

Part Il entitled ‘ESP Teacher Development’ comprises
five chapters and starts with a study on an innovative
form of collaborative teacher development, Lesson
Study. The form originates from Japan. It implies
that a group of teachers share subject-specific and
teaching content knowledge via the joint planning of a
lesson, teaching a lesson to a control group in front of
their colleagues, peer evaluation, teaching to another
groups of students, and a final joint evaluation. The
chapter by ]. Norton highlights the potential of
Lesson Study for ESP teachers to foster collaborative
engagement and strengthen ESP practitioners’ subject

knowledge as well as increase their awareness of the
student learning process.

T. Lehtonen, in the chapter headlined ‘Practitioner
Research as a Way of Understanding My Work: Making
Sense of Graduates’ Language Use’, describes how
research helps individual teachers grow professionally.
The author highlights the supportive environment as
a requisite for doing or following research. Although
the findings of the chapter cannot be generalized due
to the limitations of the study, they may be of help
to ESP practitioners in self-development and gaining
new insights into ESP.

The chapter °‘Expanding Possibilities for ESP
Practitioners Through Interdisciplinary Team Teaching’
by T. Stewart attempts to define the place of ESP
practitioners within academia. A special model called
‘Collaborative Interdisciplinary Team Teaching’ was
used to reflect on the issue of the professional identity
of ESP practitioners, whose professional profile is
often perceived as quite low in academia due to the
comparative novelty of the profession and it is still an
unclear professional area. The latter is often referred
to as the periphery of the curriculum. Stewart’s model
suggests a technology providing for collaborative
work on an ESP course of ESP teachers with discipline
specialists that enhances the professional status of
ESP practitioners.

The chapter ‘Perceptions of Students, Teachers and
Graduates About Civil Aviation Cabin Services ESP
Program: An Explanatory Study in Turkey’ is based
on data received via semi-structured interviews and
pattern-coding. The findings reveal similarities in the
perceptions of the participants (students, teachers,
graduates) regarding the expectations, problems, and
improvements in an ESP course (i.e. Aviation English
Course).

Part III ‘Curricular Issues in ESP’ consists of five
chapters. The first of them headlined ‘Introducing
Innovation into an ESP program: Aviation English for
Cadets’ presents a comprehensive analysis of the ESP
course stakeholders (graduates, experts, instructors,
and cadets), evaluating the New Turkish Air Force
Academy Curriculum. The authors - M. Er and Y.
Kirkgoz — show that aviation English curricula need to
be constantly revised and updated to reflect the fact
that aviation is a fast changing industry.

The next chapter entitled ‘From EFL to EMI: Hybrid
Practices in English as a Medium of Instruction in
Japanese Tertiary Contexts’ by N. Fujimoto-Adamson
and J. Adamson explores the methodological
aspects of teaching sociolinguistics to Japanese
undergraduate students in EMI contexts. The research
is based on teaching practices and evidence extracted
from a collaborative autoethnographic account of the
perceptions of the two practitioners concerning their
professional practices connected with their shift into
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teaching content using EMI.

The chapter ‘Fostering Active Learner Engagement
in ESP Classes’ written by N. Macianskiené and
V. Bijeikiené touches upon an important aspect
of teaching ESP that urges learners to be actively
involved in the learning process. The study follows
the Mixed Method Approach and analyzes ESP courses
in respect to course descriptions, learner needs, ESP
course methods and activities, and opportunities.
Macianskiené and Bijeikiené suggest that ESP courses
can be enhanced with a learner-centered approach
and active learning and teaching methods, the pillars
of ESP practitioners’ practice.

Another chapter ‘Are We Really Teaching English for
Specific Purposes, or Basic English Skills? The Cases of
Turkey and Latvia’ explores ESP as an essential sub-
field of English language education, ranging from
academic to professional and vocational areas. The
authors handle the touchy subject of insufficient
resources, lack of skilled teachers, and other challenges
and problems an ESP course may face. The chapter
is based on a study carried out in two universities in
Turkey and Latvia to find out the teachers’ evaluation
of their ESP practice. The findings demonstrate that
the obstacles and limitations related to poor planning,
overcrowded classrooms, students’ low level or lack of
basic English skills, and others often prevent students
from going beyond a general English course. The
authors suggest some improvements for overcoming
the existing deadlock.

The final chapter of Part III headlined ‘Listening
Comprehension Strategies of EMI Students in Turkey’
discusses the peculiarities of EMI in higher education,
with a listening comprehension strategy survey at
the core of the research which aims to reveal the
preferences of EMI students when listening to their
lecturers in English. The strategies turn out to depend
on gender, context, major, and other aspects. The
study also found that there is a correlation between
higher student scores and better comprehension.

Part IV entitled ‘ESP, CLIL and EMI’ covers issues
of interrelations and overlappings of the basic
approaches in English language instruction. The
chapter ‘ESP/ EAP in University Programs in a Non-
target Language Community — Issues and Challenges’ by
]J. O’'Dwyer and H. Handan Ath looks into the strengths
and weaknesses related to EMI in universities in non-
English speaking countries. O’'Dwyer and Handan Ath
outline the complexity of the system that students
have to enter while sometimes at an elementary level.
Concerns are also expressed about lecturers with
little EMI experience and other negative factors. The
authors discuss the role of language instructors in
EMI contexts and the training of content and language
teachers.

I. Alonso-Belmonte and M. Fernandez- Agiiero
in their research ‘The C of Cognition in CLIL Teacher
Education: Some Insights from Classroom-Based
Research’aimto consider foreign language (FL) practice
in state bilingual schools in Spain in the CLIL context
with the goal of mapping the key classroom tasks to
encourage critical thinking. Their findings show that,
at present, the prevailing practice boils down to low-
order thinking skills. Thus, the research confirms the
discord within the CLIL teaching community over the
adequacy of CLIL routines in the primary classrooms
and calls for a broader discussion about further CLIL
application.

The sensitive issue of widening EMI contexts
with more disciplines delivered in English is
studied by ]J. Dearden in the chapter ‘The Changing
Roles of EMI Academics and English Language
Specialists’. As universities worldwide seek to become
internationalized by attracting more foreign students
and giving local students a competitive edge on the
labour market, they urge academics and lecturers to
teach their academic subjects in EMI settings. The
transition cannot be smooth and problem-free, as
subject specialists do not tend to be ready and willing
to teach in English. As Dearden underlines ‘going EMI’
for universities implies structural changes (a new
language policy; training and re-training, etc.) and
takes time.

The final chapter of Part IV and the volume
‘Quality Assurance of EAP Programs in the EMI
Context’ by D. F. Staub scrutinizes the mechanisms
assuring compliance with high quality standards for
EAP programs. Staub indicates that today’s systems
of quality assurance often lack expertise and know-
how. That leads to failures or inadequate depth of
assessments. Staub suggests using some established
accreditation model implies getting the involved staff
members well prepared for possible variations within
the framework. Thus, professional development
enhances the efficiency of quality assurance.

The book makes a significant empirical contribution
to ESP teaching and learning. Some of the chapters
are too narrow-focused, and their findings cannot be
generalized for the ESP field. But they prompt the
readers to revise their attitudes and reflect on some
ESP challengers. Overall, this is a well-researched and
well-designed book. The authors have successfully
presented a comprehensive and insightful narrative
on the key trends in ESP and the related realms of EMI,
CLIL, and EAP.

The potential audience of this volume includes
researchers, postgraduate and graduate students
majoring in the field of applied linguistics, as well as
university teachers and ESP practitioners.
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