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Abstract

This research explores L2 English article omissions by 30
advanced L1 Thai learners. It addresses a current debate on whether
variable production of L2 functional morphology stems from target-
like (Lardiere 1998a; b) or non-target-like syntactic representations
(Hawkins and Chan 1997). The data was elicited on a grammaticality
judgment task and a translation task designed to compare article
production in different contexts. The study predicted that L1 Thai
learners would exhibit higher article omissions with second rather than
with first mention definite referents in both the production and
representation. It is assumed that L2 functional parameters not
instantiated in the L1 are unattainable by L1 Thai speakers. In line
with Lyons’ (1999) notion of definiteness, it is speculated that L1 Thai
learners do not possess the feature [Def] in their grammar, causing
their article production not to be syntactically motivated. The L2
learners’ article use was presumably the effect of referent salience

(Trenkic and Pongpairoj 2013), which would be constrained by limited
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cognitive resources (Almor 1999). The predictions of the deficit syntax
notion were confirmed by the statistical results from a dependent
t-test (p <.001). As the observed pattern of article omissions is taken
to indicate the lack of articles in the learners’ grammatical
representation, the results contradict the syntax-morphology mapping
problem view.

Key words: asymmetries, article omissions, first and second mention definite

referents, L2 English, L1 Thai
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Introduction

Variability in second language (L2) production of functional
features refers to L2 omissions and/or substitutions of grammatical
morphemes. This phenomenon is notorious among L2 leamers, even
among adult leamers (Lardiere 2000; Prévost and White 2000; Hawkins
2000, 2001; lonin and Wexler 2002; White 2003a; b; Jiang 2004; White
et al. 2004; Ellis 2009; among others). Proposals have been made as
to why post-childhood learners encounter considerable problems in
producing some aspects of L2 functional features.

One aspect of English commonly known to cause persistent
difficulties to L2 learners is English articles (Robertson 2000; Butler
2002; Dirdal 2005; Trenkic 2007, 2008; lonin Ko and Wexler 2004; Goad
and White 2004; Sharma 2005; lonin 2006; Snape 2006; among others).
Variable production of English articles has also been widely attested
among native speakers of Thai (Oller & Redding 1971; Srioutai 2001;
Pongpairoj 2004, 2007, 2013; Trenkic and Pongpairoj 2013).

The aim of this article is to investigate variable use of English
articles in terms of article omissions in different contexts, i.e. first and

second mention definite referential contexts by L1 Thai learners.
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The organization of the paper is as follows. Following the
introduction, Section 2 discusses two perspectives on L2 variable
production of functional features. Section 3 presents the notion of
definiteness. Section 4 concerns definite referents in Thai and English.
Section 5 looks into previous studies of English article omissions. It is
shown why L2 omissions of articles with first and second mention
definite referents need to be investigated. Section 6 presents the
hypotheses and Section 7 describes the methodology employed to
explore omissions in the said contexts. Section 8 presents the
predictions. Section 9 discusses the findings and implications based

on the theoretical assumptions. Section 10 concludes the study.

Lierature Review
1. Two perspectives on L2 variable production of functional
features

Two perspectives in generative grammar assume causes of
variability in L2 production of functional features.  The first view
attributes variability to target-like syntactic representations in L2
production whereas the alternate notion postulates that non-target-
like syntactic representations cause the said problem:s.

According to the first perspective, L2 learners’ syntax is
assumed to be fully specified although L2 functional morphemes are
not present in their native language. It is not always the case that
inappropriate L2 production means L2 learners’ syntax is defective.
Variability in production occurs due to problems in accessing the
representations or inappropriate mapping between syntax and

morphology although L2 learners’ grammar is fully specified. L2
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acquisition is postulated to be under Universal Grammar (UG)
(Chomsky 1986) and occurs due to the learners’ innate knowledge.
Non-existence of an L2 grammatical feature in the learners’ L1 does
not lead to failure in L2 acquisition. It is therefore assumed that L2
variable production of functional features occurs on the surface, i.e.
morphology, not in the syntactic representations. The Missing Surface
Inflection Hypothesis (MSIH) is a hypothesis based on this account
(Haznedar and Schwartz 1997; Herschensohn 2001; Herschensohn and
Stevenson 2003; lonin and Wexler 2002; Lardiere 1998a; b; 2000;
Prévost and White 1999, 2000; Sorace 2000; White et al. 2004;
Bergeron-Matoba 1997; among others).

An illustrative example supporting this hypothesis is Lardiere
(1998a). The study showed that the Chinese speaker in the study had
problems supplying English past tense marking and agreement of third
person singulars. However, she did not seem to have problems with
features related to inflection such as nominative case assignments (i.e.
subject pronouns) and the position of thematic verbs in negative
contexts. It is claimed that, as these features are associated with
inflection, appropriate production of these features implies the L2
learner’s grammatical representation of English inflection. Therefore,
the learner is assumed to possess target-like representation of
finiteness despite incorrect production of English past tense marking
and agreement of third person singulars on the surface level.

The second perspective attributes L2 variability to syntactic
impairment.  Unlike the former concept, UG is accessible in L2

acquisition only partially through L1. Any L2 grammatical features not
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instantiated in the learmers’ L1 pose the possibility of failure in L2
acquisition. That is, parameters non-existent in the L1 are presumably
unresettable in L2 acquisition. A hypothesis favoring this account is
the Failed Functional Features Hypothesis (FFFH).  (Tsimpli and
Roussou 1991; Smith and Tsimpli 1995; Hawkins 2001, 2003; Hawkins
and Chan 1997; Beck 1998; Tsimpli and Stavrakaki 1999; Franceschina
2002; Hawkins and Liszka 2003; among others).

A representative research work in support of this concept is
Hawkins and Liszka (2003). It was found that L1 Chinese learners’
incorrect production of English past tense inflections was due to the
non-existence of the feature [+past] in L1 Chinese. However, the
Japanese and the German learners in the study did not seem to have
this problem probably because of instantiations of this syntactic
parameter in the two L1 languages. It is therefore concluded that,
due to non-existence of this functional feature in Chinese, it is
unattainable for L1 Chinese speakers and therefore the Chinese
speakers’ underlying representations of the English past parameter are

non-target-like.

2. Definiteness
According to Hawkins (1991), definiteness is assumed to be a
universal concept. Some languages syntactically mark this concept
(e.g. English, German and Samoan) to indicate establishment of
referents in discourse while others do not (e.g. Thai, Japanese and
Russian).  Definiteness has been discussed mostly in relation to
languages with articles. Hawkins (1991: 414) assumes that the definite

article signals “a referent exists and is unique in a pragmatically

32 a1w1UTVaY adudl 30(2558)

FATAUNMTTHUNTADUN I INOWUAZAIANERTN TSN Y



delimited set (or a P-set) in the universe of discourse mutually
manifest to the speaker and the hearer on-line.” Note that this claim
is employed only with languages containing definite articles.
According to Trenkic (2002), this assumption can be applied to definite
referents in languages without articles. The definition can therefore be
used with definite referents which are grammatically marked and

those which are conceptually signaled.

3. Definite referents in Thai and English

Based on the notion of definiteness presented in Section 4,
this section discusses how definite referents are conceptually
expressed in Thai and how such referents are syntactically signaled in
English.

Definite referents in Thai

Thai is an isolating language or a non-inflecting language.

Articles, which are formal markers of definiteness, do not exist in the
language.  Most of the Thai nominals occur in a bare form.
Interpretations of definite features or identifiability of referents are
usually via contexts.  Put simply, a Thai referent is generally
semantically and pragmatically inferred as definite or indefinite
through relevant discourse contexts (Lekawatana 1969; Stein 1981,
Smyth 2002; Iwasaki and Ingkaphirom 2005; among others). For
example,

(1)
student PROG®  walk go  school

‘The student is walking to the school.’

* ‘PROG’ refers to ‘Progressive’.
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(in a context where there is only a student and a school in the scene)

2)

Nid buy cupboard come CL® one and table come CL* one

she put cupboard in kitchen and table in bedroom
‘Nid bought a cupboard and a table. She put the cupboard in the
kitchen and the table in the bedroom.’

In (1), the referents ‘student’ and ‘school’ are definite since it
is clear from the scene that there is only one referent each. In (2) the
referents ‘cupboard’ and ‘table’ are indefinite when they were
mentioned for the first time and definite when they were mentioned

for the second time.

Definite referents in English

As the research explores article omissions with first and
second mention definite referents in English, this section concerns
these two types of definite referent in the language. The two definite
referent types in English are anaphoric and non-anaphoric referents. A
second mention definite or an anaphoric referent is a type of referent
which has been introduced in the preceding linguistic context, usually
by the indefinite article, i.e. a(n) + NP, and mentioned again by the
definite article, i.e. the + NP. Therefore, anaphoric or second mention
definite descriptions can be traced back to their NP antecedents. The
two NP referents thus “corefer” (Poesio & Vieira 1998: 186) or

“cospecify” (Sidner 1979).” For example,

QL refers to “Classifier.
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(3) Mary looked at a doll house and a teddy bear in a toy shop. She
really liked the teddy bear.

According to Lyons (1999), the anaphoric NP referent “the
teddy bear” exists and is unique in a pragmatically delimited set in the
universe of discourse mutually manifest to the speaker and the hearer
on-line. This second mention definite referent (the + NP) is preceded
by the antecedent introduced in the previous discourse set with the
indefinite linguistic encoding (a + NP).

A first mention definite or a non-anaphoric referent is a type
of referent introduced for the first time by the definite marker, i.e.
the + NP. Unlike the second mention definite referent whose definite
status is determined by an anaphoric, this referent obtains its
identifiability via context or extra-linguistic factors. These factors
include immediate situation use, larger situation use (or non-
immediate situation use), and associative anaphoric use (Hawkins 1978,
1991), as shown:

(4) a. Pass me the pepper, please (at a dining table).
b. The conductor was brilliant in the symphony orchestra concert
last night.

c. Have you seen this movie? The sound effects are spectacular.

» oo«

The definite referents, i.e. “the pepper”, “the conductor” and
“the sound effects” exist and are unique in a P-set in the universe of

discourse mutually manifest to the speaker and the hearer on-line. In

* Such anaphoric use is referred to as “reference backward” in Halliday & Hasan (1976: 7)

and “retrospective grounding” in Givon (2005: 126).
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(da), the NP referent “the pepper” is definite through immediate
situation use as it is physically co-present (Clark and Marshall 1992:38)
between the interlocutors in the scenario of utterance. In (4b), the NP
referent “the conductor” is determined to be definite through larger
situation use because it is based on general knowledge (i.e.
encyclopaedic or cultural knowledge) that there is only a single
conductor in a symphony orchestra.” Between the interlocutors, this
definite use is “globally accessible” (Givon 2005: 102). In (4c), the NP
“the sound effect” is definite through associative anaphoric use as it
conjures up an association between a part and its components (or a
trigger and its associates (Chafe 1972; Clark 1975; Loebner 1985). The
referent “this movie” associatively links with “the sound effects”. In
other words, the mention of the former triggers or activates reference

to the Latter.7

4. Previous studies on L2 English article omissions with first
and second mention definite referents

There are a number of research works on the acquisition of L2

English articles. Since this paper explores L2 English article omissions

with first and second mention definite referents, this section reviews

research on this issue.

6 Clark and Marshall (1992: 35) refers to this kind of knowledge as “generic community
membership knowledge”.

! Givon (2005: 102) refers to this kind of definite description is as “frame-based”. Some
languages use different linguistic encoding for anaphoric and non-anaphoric referents For
example, in Lakhota, there are two types of definite articles: an anaphoric article and a

non- anaphoric article (Lyons 1999: 159-60).
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Previous studies found omissions of English articles in the two
definite contexts by L2 learners from different native languages.
Robertson (2000) studied L2 English article production by L1 Chinese
speakers. It was reported that the learners tended to omit the definite
article with second more than with first mention definite descriptions.
It was postulated that second mention definite contexts were more
pragmatically redundant than the first mention definites due to the
previous introduction and thus retrievability of definiteness in
contexts.

In a similar vein, Trenkic (2002) reported asymmetric patterns
of article omissions with first and second mentions among native
speakers of Serbian. The learners were assumed to omit the definite
article more in subsequent mention definites when identifiability of
referents is recoverable. Zegarac (2004) explored the L2 English data
from Trenkic (2002) and attributed the article omissions to saliency of
second mention definites with respect to redundancy. The L1 Serbian
learners possibly employed such pragmatic strategies with English
article use.

Sharma (2005) also found higher omissions of “the” in
subsequent than in first mention definite referents by L1 Indian/L2
English speakers.8 Redundancy of identifiability of referents is
postulated to be the cause of the article omissions.

It is worth noting that previous research seemed to report the
same tendency. That is, the definite article is omitted at a higher rate

in second than in first definite descriptions due to contextually

8 The L1 in the study was the Indo-Aryan dialect.
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pragmatic redundancy. The results from these studies were obtained
from production data only. None experimentally explored definite
article omissions in the two definite contexts from L2 learners’
grammatical representation. By adopting the two contrasting notions
discussed in Section 2 (i.e. the target-lke and the non-target-like
syntactic representations), the current research filled in the gap by
addressing whether asymmetries of English article omissions with two
definite referent types would be exhibited among L1 Thai speakers in

both production and representation.

Hypotheses
Two hypotheses based on the two opposing perspectives
were tested. Each made a different prediction of L2 English article

production in the two definite contexts by L1 Thai learners.
H1 (the target-like syntactic representation): Variability in L2
English article production with first and second mention definite
referents is attributed to syntax-morphology mapping problems,

not non-target-like syntax.

H2 (the non-target-like syntactic representation): Variability in L2
English article production by L1 Thai speakers results from deficit

syntax, not from accessing problems.

Methodology
Participants
Thirty advanced L1 Thai/L2 English learners participated in the
experiment. Their English proficiency was determined by the Oxford

Placement Test (Allan 2004). They were first-year students of
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Chulalongkorn  University from the Faculty of Commerce and
Accountancy, the Faculty of Law and the Faculty of Political Science.
They had been studying English for a minimum of 9 years and a
maximum of 14 years. Their mean age was 17;8. Biographical details
of the participants and their OPT scores are shown in Table 1 (See

Appendix C on biographical details and OPT scores of the participants):

Table 1 Biographical details of the L1 Thai participants

Participants Age Number of years of | Oxford Placement Test
instructed English scores
Advanced range | mean | SD range | mean | SD | range mean | SD
L1 Thai 16- 17.81 69 | 9-14 [ 115 2.5 | 150-164 | 156.83 | 4.56
learners 19;3
(n = 30)
Materials

Two tests were designed to explore definite article use in first
and second mention definite contexts: a grammaticality judgment test
and a translation test.

1. The Grammaticality Judgment Test

A grammaticality judgment test (GJT) is generally
employed to look into the learners’ underlying knowledge of syntactic
structures. The learners’ grammatical representations are accessible
indirectly via their grammatical intuitions (Sorace 1985: 240). In this
study, the GJT was used to reflect the L1 Thai learners’ mental
knowledge, i.e. linguistic competence of English definite article use in

first and second mention definite contexts.
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The GJT contained 30 items. 12 items were on the use
of the article “the” in the two definite contexts (6 each). In each
definite context, 3 items were on the correct use and the other 3 were
on the incorrect use of the definite article. The other 18 items were
distractors on different English grammatical aspects. Each sentence
consisted of one underlined part and the learners were asked to judge
whether it was grammatical or ungrammatical. All the items were
arranged in random order (See the GJT in Appendix 1). Examples of

test items in the GJT are shown in (5) and (6).

(5) The team won again. Now people are crazy about the goalkeeper.

(6) The boy has a computer and a radio in his bedroom. He prefers

working on computer.

ltem 5 shows the correct use of the definite article in the first
mention definite context while the inappropriate use of the definite
article in second mention definite contexts is presented in item 6

where ‘the’ was omitted.

2. The Written Translation task

A written translation task was designed to elicit English
article use in the controlled contexts: first and second mention
definite contexts. The objective was to look into the learners’ article
production.

There were 12 sets of Thai texts, 6 spots of which
contained English translation requiring the use of the definite article in
first mention definite contexts and the other 6 spots were for second

mention definite contexts.
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As the participants had to translate vocabulary and
employ different grammatical items in the task, they should not be
aware that they were being tested on definite article use. Because of
this, distractor items were not required. Like the GJT, the variables of
the targeted NP referents in the translation task were all kept
constant, i.e. concrete, countable and singular for compatibility (See

the Written Translation task in Appendix 2). For example,
(7)

11

look book REL’ |  just bought FP'’friend | COP
person design  cover
‘Look at the book | just bought. My friend is the one who

designed the cover.’

(8)

| always have torch one CL and fan one CL in

handbag

| use torch to find thing many in place dark and
use fan  when weather hot
‘| always have a torch and a fan in may handbag. | use the torch

to find things in the dark and the fan when it is hot.”

° “REL’ refersto ‘Relativizer.’

' Ep refers to ¢ ‘Final particle.”

11

‘COP’ refers to Copular.’
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In (7) the referent ‘cover’ is definite although it has not
been mentioned before. It is world knowledge that a book usually has
a cover. In (8), the referents ‘torch’ and ‘fan’ are indefinite for the first
mentions and definite for the second mentions.

The two tasks were administered in a classroom environment.
The translation papers were distributed to the participants first. The
reason why the translation test was conducted first was to prevent the
learners from seeing the use of English definite articles in the two
definite contexts in the GJT. The L2 learners were given 15 minutes to
do the test and to hand in the paper once they finished it. Then, they
were allowed to have a break for 15 minutes before doing the GJT,
whose time limit was 20 minutes. [t is worth mentioning that for both
tasks, the learners were instructed to do each item as quickly as they
could, and not to revise and/or correct their answers. The objective
of having the L2 participants do the experimental tasks under time
constraints was to lessen their chance of resorting to metalinguistic
knowledge (Bialystok 1979; Krashen 1982; Han and Ellis 1998; Ellis
2003, 2005).

In each task, each L2 learners’ total number of incorrect
answers was added up. The incorrect judgment items in the GJT and
the incorrect definite article production were calculated relative to the
total number of contexts where “the” with first and second mention
definite referents were supposed to appear.

The statistical method employed was a dependent t-test
(i.e. a paired-samples t-test). The t-test was used to determine the

significance of the participant group’s grammatical misjudgments and
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ungrammatical production of English definite articles with first and

second mention definite referents (See details in Section 7).

Predictions

Based on the hypotheses in (4), the predictions were as
follows:

1. If the assumption of the target-like syntactic representation
notion is correct and variability in L2 English article production with
first and second mention definite referents is attributed to syntax-
morphology mapping problems, the following predictions could be
made:

(a) L1 Thai learners will not exhibit asymmetric patterns of English

article omissions in first and second mention definite contexts in

their production.

(b) L1 Thai learners will not exhibit asymmetric patterns of English

article omissions in first and second mention definite contexts in

their representation.

2. If the assumption of the non-target-like syntactic
representation notion is correct and variability in L2 English article
production by L1 Thai speakers results from deficit syntax, the

following predictions could be made:

(@) L1 Thai learners will exhibit asymmetric patterns of English
article omissions in first and second mention definite contexts in
their production.

(b) L1 Thai learners will exhibit asymmetric patterns of English
article omissions in first and second mention definite contexts in

their representation.
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Results and Discussion

The results on grammatical misjudgments in the omissions of
the English definite article with first and second mention definite
referents from the GJT were compared across types and the

distribution of the misjudgments is shown in Table 2.

Table 2 Omissions of the English definite article in first and second mention definite

contexts by L1 Thai learners from the GJT

Participants First mention definites Second mention definites
Advanced proportions % mean | SD | Proportions % mean SD
Thai

learners 38/180 21.11 | 1.27 151 77/180 42.78 | 2.37 122
(n = 30)

Individual leamer proportions of grammatical misjudgment
scores out of the 12 obligatory contexts for first and second mention
definite contexts (6 contexts each) were calculated into percentages.
The result showed a higher omission rate for second than for first
mention definite referents, i.e. 42.78 % and 21.11%, respectively. That
is, the L2 participants tended to misjudge the definite article use with
second mention definites at much higher rates than those with first
mention ones (See the test items of correct and incorrect use of the
definite article in the two definite contexts in Appendix 1).

To determine the significance of the contribution of first and
second mention definite NP referents to judgment of article omissions,
a dependent t-test (or a paired-samples t-test) was performed on

judgment of article omissions in the two definite context types.
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On average, the learners misjudged article omissions with
second mention definite descriptions (M = 2.37, SE = .12) more than in
first mention definite descriptions (M = 1.27, SE = .15). The difference
was significant t(29) = -7.50, p<.001, r = .81.

The results on English definite article omissions in first and
subsequent mention definite contexts from the written translation task

are shown in Table 3.

Table 3 Omissions of the English definite article in first and second mention definite

contexts by L1 Thai learners from the written translation task

Participants First mention definites Second mention definites
Advanced proportions % mean | SD | Proportions % mean | SD
Thai

learners 38/180 21.11 | 1.23 935 71/180 39.44 | 2.57 .898
(n = 30)

Individual learner proportions of English article omission
scores out of the 12 obligatory contexts for first and second mention
definite contexts (6 contexts each) were calculated into percentages.
The result showed a higher omission rate for second than for first
mention definite referents, i.e. 39.44 % and 21.11%, respectively.
Similar to the results from the GJT, in the written translation task,
there was a tendency for the L1 Thai learmners to omit ‘the’ with
second mention definites at a much higher rate than that with first
mention ones. (See appropriate use of the definite article in the two

definite contexts in the test items in Appendix 2).
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To determine the significance of the contribution of first and
second mention definite NP referents to judgment of article omissions,
a dependent t-test (or a paired-samples t-test) was performed on
judgment of article omissions in the two definite context types.

On average, the learners omitted English definite articles with
second mention definite descriptions (M = 2.57, SE = .16) at a higher
rate than with first mention definite descriptions (M = 1.23, SE = .17).
The difference was significant t(29) = -7.10, p<.001, r = 80.

Examples of incorrect use of the definite article are shown in
(9) and (10) below:

(9) *Look at the book I just bought. My friend designed cover.

(10) *l always have a torch and a fan in my handbag. | use

torch to find things in darkness and fan when the weather is hot.

In (9) the definite article was omitted. This might be because
the L1 Thai learners probably thought it was clear that a book has one
cover and so there is no need to use an article. In (10), when the
referents ‘torch’ and ‘fan’ were mentioned for the second time, the
articles were omitted. This was probably because the L2 learners
assumed that the two referents were recoverable from the contest as
they were already mentioned. So, using only the two referents
without articles was sufficient.

The results from the GJT task showed variable production of
English articles by L1 Thais in terms of article omissions. Although
article omissions appeared in both definite context types, it is worth
observing that the article omission rate tended to be significantly

higher with subsequent than with first mention definite descriptions
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contexts, p<.001. Figure 1 demonstrates L2 English article omissions in
1" & 2™ mention definite contexts in GJT and WWT by L1 Thai

learners.

45
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25 |~

20 7

15 ¥

10

1st def 2nd def 1st def 2nd def
GJT WWT

Figure 1 L2 English article omissions in 1" & 2™ mention definite contexts in GJT

and WWT by L1 Thai learners.

The first prediction of the fully specified syntax is that L1 Thai
learners will not exhibit asymmetric patterns of English article
omissions in first and second mention definite contexts in their
production. As for the impaired syntactic view, it predicted the
opposite. As the L1 Thai learners omitted the definite article at
significantly higher rates in the second than the first mention definites,
the output from the written translation task contradicted the first
prediction of the target-like grammatical representation but confirmed

the non-target-like one.

A1w1UTVaY adudl 30(2558) ar

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



In a similar vein, the results from the GJT, which focused on
the learners’ article underlying grammatical representation, also
exhibited asymmetries in English article omissions in the first and
second mention definite contexts. The omission rates in the two
contexts from the two tasks were at a significant level. The second
prediction of the target-like syntactic representation was falsified
whereas that of the non-target-like grammars was confirmed.

According to the target-like grammatical notion, L2 learners’
syntactic representation is assumed to be intact and problems in the
production of functional morphemes possibly occur due to syntax and
morphology mapping or accessing problems. Based on this concept, if
the L1-Thai speaking learners had possessed correct syntax of
definiteness in their representation, asymmetrical omissions of the
English definite article should not have been exhibited in both the
production and the representation tasks. That is, although variable
production of the definite article occurred in the production, definite
article omissions should have occurred with both definite referent
types at significant levels.

As far as the judgment task is concerned, the learners should
have judged the use of the English “the” appropriately no matter
whether it appeared in a first or a second mention definite context as
the learners’ L2 English article use was assumed to be syntactically
triggered. The specified syntax notion therefore could not explain the
same patterning of definite article omissions that occurred in both the

production and the representation tasks.

48 Arw USWAY adudl 30(2558)

FATAUNMTTHUNTADUN I INOWUAZAIANERTN TSN Y



Both predictions of the non-target-like syntactic representa-
tions were borne out by the results. Considering the data from both
the production and the representation tasks, what was crucial was the
statistically asymmetric patterns of definite article omissions. The
hypothesis of the non-target-like grammatical representations, i.e. that
variability in L2 English article use with first and second mention
definite referents is attributed to deficit syntax is therefore confirmed.

According to the non-target-like syntax notion, as a
determiner is non-existent in languages not containing articles, it could
pose a negative impact on the L2 learners’ definite article use in the
two contexts with respect to both representation and production.
This syntactic category is not possibly transferable from the learmners’
native language into L2 English, and thus unresettable. It is then
postulated that definite article use in first and second mention
contexts is not syntactically based. This is in line with Grannis (1971:
275), which claimed that L2 learners of English often find English
definite article use problematic particularly in cases where the
learners’ L1 does not contain this linguistic marker.

As the L1 Thai participants are assumed not to possess the
syntactic category determiner in their gsrammatical representation, they
probably have to resort to a particular strategic decision in both
judging and producing articles in the two definite contexts. It is
assumed that L2 article omissions tend to occur more with more
salient referents than less salient ones.

The results seemed to be in line with those in the previous

research (Robertson 2000; Trenkic 2000, 2002; Zegarac 2004; Sharma
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2005). Previous studies on L2 English article omissions with first and
second mention definite referents tended to attribute the
asymmetrical article omissions to recoverability of contexts as well as
redundancy of the definite marker. Explicit definiteness marking is
redundant with salient referents.  The definiteness marking is
presumably redundant in second mention, but not in first mention
definite contexts. As subsequent mention definite referents are
information-redundant, they are more easily accessible than
contextually non-redundant and thus less retrievable first mention
definites (See Section 5).

However, Trenkic and Pongpairoj (2013) questioned the
explanation of the referent salience based on redundancy of
definiteness marking in different definite contexts. Firstly, referent
salience is “a transient state: relatively inconspicuous referents may
quickly gain prominence to become the most salient ones, while the
previously salient referents fade away” (153). However, the data on
asymmetric L2 article omissions from the previous research were all
derived from offline data, i.e. not in real time. What is more,
pragmatic redundancy of articles is indicated to occur in most contexts
(see Hawkins 2004). So, uneven redundancy in different definite
contexts might not be a convincing explanation (See detailed
disscussions in Trenkic and Pongpairoj 2013).

As discussed in 4.2, although both first and second mentions
exist in the pragmatic set between the interlocutors, while an
anaphoric referents are imposed by linguistic encoding into discourse

with former activation in discourse via reference to textually activated
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referents (i.e. a definite referent matching with a previous indefinite
one), a non-anaphoric referent is implicated via extra-linguistic
contexts. It is likely that definiteness of referents via linguistic
contexts is more salient than that through non-linguistic ones as they
have already been activated on the surface level of the texts. Second
mention definite referents are therefore considered more salient in
memory than first mention definite ones.

Trenkic and Pongpairoj (2013) employed an online task to
explore whether the salience effect is real by keeping constant the
redundancy of definiteness marking. In this way, such redundancy was
teased apar’t.12 The results indicated that the L2 learners’ article use
was influenced by the effect of referent salience in discourse models.
The results from Trenkic and Pongpairoj (2013) therefore “corroborate
previous offline data suggestive of the salience effect for the learners
but point against the view that this is due to the redundancy of
definite marking” (34).

It is therefore assumed that L2 learners’ article use would
depend on the effect of referent salience in discourse models to
explicitly mark the identifiability status of discourse referents.
Referents that are more salient in memory (i.e. second mention
definites) trigger higher rates of article drops than less salient ones (i.e.
first mention definites). The effect of referent salience in discourse
models would be constrained by limited cognitive resources (Almor

1999).  That is, the number of cognitive resources employed for

12 The instrument was an animated film called ‘FishFilm’, developed by Tomlin (1995).

Details of the materials and design in Trenkic and Pongpairoj 201
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marking the identifiability of definite referents in the two definite
contexts is not similarly shared. While more salient referents tend to
be constrained by limited cognitive resources in memory, less salient
ones need less, leading to higher article omissions with second
mention definites (more salient) than first mention ones (less salient).
This is in accordance with Jarvis (2002), who claims that a
tendency for L2 learners from languages without articles is to omit

articles in contexts where the definite meaning is more salient.

Conclusions

The results from both the production task, i.e. the written
translation task and the representation task, i.e. the GJT supported the
deficit syntactic representation concept. The asymmetric patterns of
article omissions occurred in both the L1 Thai learners’ production
and representation. Non-existence of the category determiner in the
learners’ grammars exerted negative influence and thus posed
problems with L2 English article use. It was postulated that the
learners employ the effect of referent salience in their judgment of
article use in the two definite contexts. Such a strategy would be
constrained by the L2 learners’ limited cognitive resources. The result
was the asymmetries evidenced.  The target-like grammatical
representation notion was contradicted as it could not account for the
asymmetrical omissions of the definite article in the learners’
production and representation. The exhibited phenomenon from the
study has some implications for the issue of the causes of variable
production of functional morphology among L2 learners.

As far as pedagogical implications are concerned, L2 learners
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should be more exposed to contexts where the English ‘the’ is used
with the two types of definite referents so they can apply the usage to
real communication appropriately.

For future research, it might be worth exploring L2 learners’
English definite article use in other definite contexts, including
comparisons of L2 learners’ English article use in both definite and

indefinite contexts.

Acknowledgments

I would like to express my gratitude to the Research Project in Honor of
Princess Mahachakri Sirindhorn on the Occasion of Her 60th Birthday, the Faculty
of Arts, Chulalongkorn University for a grant in conducting this research. | also
wish to sincerely thank the Ratchadaphiseksomphot Endowment Fund of
Chulalongkorn University (RES560530083-HS) for funding this research. | am also
grateful to the Research Section, the Faculty of Arts, Chulalongkorn University for
its financial support in presenting this research at The Third Asian Conference on
Language Learning (acll2013) in Osaka, Japan, April 25-28, 2013. My thanks also go
to Tony O’Neill for his editing assistance. | also appreciate all the insightful
comments from the readers as well as the audience at the conference. Last but
not least, | wish to thank all the participants in this study for providing me with

the valuable data.

References

Allan, D. (2004).The oxford placement test. Oxford: Oxford University
Press.

Almor, A. (1999). Noun-phrase anaphora and focus: The informational
load hypothesis. Psychological Review, 106, 748-65.

Beck, M. (1998). L2 Acquisition and obligatory head movement:

English-speaking learners of German and the local impairment

A1w1UTVaY adudl 30(2558) 53

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



hypothesis. Studies in Second Language Acquisition, 20,
311-48.

Bergeron-Matoba, J. (1997). Acquisition of the English article system in
SLA and the Missing Surface Inflection Hypothesis. The
University of Queensland Working Papers in Linguistics, 1,
1-25.

Bialystok, E. (1979). Explicit and implicit judgments of L2
grammaticality. Language Learning 29, 81-103.

Butler,Y. (2002). Second language learners’ theories on the use of
English articles. Studies in Second Language Acquisition, 24,
451-80.

Chafe, W. (1972). Discourse structure and hearer knowledge. In R.
Freedle and J. Carroll (Eds), Language comprehension and
the acquisition of knowledge, Washington D.C.: V.H.Winston
and Sons.

Chomsky, N. (1986). Knowledge of language. New York: Praeger.

Clark, H. (1975). Bridging. In R. Schank and B. Nash-Webber (Eds),
Theoretical issues in natural language processing. New
York: Association for Computing Machinery.

Clark, H. and Marshall, C. (1992). Definite reference and mutual
knowledge. In H. Clark (Ed.), Arenas of language use, Chicago:
The University of Chicago Press.

Dirdal, H. (2005). Second language acquisition of articles and plural
marking by Bengali learners of English. Unpublished
doctoral dissertation, University of Cambridge.

Ellis, R. (2003). Task-based language learning and teaching. Oxford:

54 a1w1UTVaY adudl 30(2558)

FATAUNMTTHUNTADUN I INOWUAZAIANERTN TSN Y



Oxford University Press.

Ellis, R. (2005). Measuring implicit and explicit knowledge of a second
language: A psychometric study.  Studies in Second
Language Acquisition, 27, 141-72.

Ellis, R. (2009). The study of second language acquisition. Oxford:
Oxford University Press.

Franceschina, F. (2002). Case and D -feature agreement in advanced
L2 Spanish grammars. In S. Foster-Cohen, T. Ruthenberg and
M. Poschen (Eds), EUROSLA yearbook 2. Amsterdam: John
Benjamins.

Givon, T. (2005). Context as other minds. Amsterdam: John
Benjamins.

Goad, H. and White, L. (2004). Ultimate attainment of L2 inflection:
effects of L1 prosodic structure. In S. Foster-Cohen et al. (Eds),
EUROSLA yearbook 4. Amsterdam: John Benjamins.

Grannis, O. (1971). Definite article conspiracy. Language Learning, 22,
275-89.

Halliday, M. and Hasan, R. (1976). Cohesion in English. London:
Longman.

Han, Y. and Ellis, R. (1998). Implicit knowledge, explicit knowledge and
general language proficiency. Language Teaching Research,
2,1-23.

Hawkins, J. (1978). Definiteness and indefiniteness. London: Croom
Helm.

Hawkins, J. (1991). On (in)definite articles: implicatures and
(un)grammiaticality prediction. Linguistics, 27, 405-42.

A1w1UTVaY adudl 30(2558) 55

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



Hawkins, R. (2000). Persistent selective fossilization in second language
acquisition and the optimal design of the language faculty.
Essex Research Reports in Linguistics, 48, 243-63.

Hawkins, R. (2001). Second language syntax: a generative
introduction. Oxford: Blackwell.

Hawkins, R. (2003). ‘Representational deficit’ theories of (adult)
SLA: evidence, counterevidence and implications. Paper
presented at the European Second Language Association
Conference (EUROSLA), Edinburgh.

Hawkins, R. and Chan, C.Y. (1997). The partial availability of Universal
Grammar in second language acquisition: the ‘failed functional
features hypothesis’. Second Language Research, 13, 187-
226.

Haznedar, B. and Schwartz, B. (1997). Are there optional infinitives in
child L2 acquisition? In E. Hughes, M. Hughes, and A.
Greenwell (Eds), BUCLD 21: Proceedings of the annual
Boston University conference on language development
(pp. 257-68). Somerville, MA: Cascadilla Press.

Herschensohn, J. (2001). Missing inflection in second language French:
accidental infinitives and other verbal deficits. Second
Language Research, 17, 273-305.

Herschensohn, J. and Stevenson, J. (2003). Failed features or missing
inflection? Child L2 acquisition of Spanish morphology. In B.
Beachley, A. Brown and F. Conlin (Eds), BUCLD 27:
Proceedings of the annual Boston University conference

on language development (pp. 299-310). Somerville, MA:

56 a1w1UTVaY adudl 30(2558)

FATAUNMTTHUNTADUN I INOWUAZAIANERTN TSN Y



Cascadilla Press.

lonin, T. (2006). This is definitely specific: specificity and definiteness in
article systems. Natural Language Semantics, 14, 175-234.

lonin, T. and Wexler, K. (2002). Why is ‘is’ easier than ‘-s’?: Acquisition
of tense / agreement morphology by child second language
learners of English. Second Language Research, 18, 95-136.

lonin, T., Ko, H. and Wexler, K. (2004). Article semantics in L2
acquisition: the role of specificity. Language Acquisition, 12,
3-69.

Iwasaki, S. and Ingkaphirom, P. (2005). A reference grammar of Thai.
Cambridge: Cambridge University Press.

Jarvis, S. (2002). Topic continuity in L2 English article use. Studies in
Second Language Acquisition, 24, 387-418.

Jiang, N. (2004). Morphological insensitivity in second language
processing. Applied Psycholinguistics, 25, 603-34.

Krashen, S. (1982). Principles and practice in second language
acquisition. Oxford: Pergamon.

Lardiere, D. (1998a). Case and tense in the ‘fossilized’ steady state.
Second Language Research, 14, 1-26.

Lardiere, D. (1998b). Dissociating syntax from morphology in a
divergent end-state grammar. Second Language Research,
14, 359-75.

Lardiere, D. (2000). Mapping features to forms in second language
acquisition. In J. Archibald (Ed.), Second language acquisition
and linguistic theory, Oxford: Blackwell.

Lekawatana, P. (1968). A contrastive study of English and Thai. Ann

A1w1UTVaY adudl 30(2558) 57

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



Arbor: University of Michigan.

Loebner, S. (1985). Definites. Journal of Semantics, 4, 279-326.

Lyons, C. (1999). Definiteness. Cambridge: Cambridge University.

Oller, J. and Redding, E. (1971). Article usage and other language skills.
Language Learning, 21, 85-95.

Poesio, M. and Vieira, R. (1998). A corpus-based investigation of definite
description use. Computational Linguistics, 24, 183-216.

Pongpairoj, N. (2004). Integrating implicit and explicit grammatical
perspectives on the acquisition of the English Articles.
Manusya: Journal of Humanities, 7, 1-36.

Pongpairoj, N. (2007). Are L2 English article choices UG-regulated? In R.
Arscott et al. (Eds), The proceedings for the fifth Cambridge
postgraduate conference in linguistics (CamLing 2007
proceedings) (pp. 213-20). Cambridge: Cambridge University.

Pongpairoj, N. (2013). L2 production and mental representation: A case
of L2 English article substitutions by L1 Thai learners.
Yongbong Inmun Monchong, 43, 5-39.

Prévost, P. and White, L. (1999). Finiteness and variability in SLA: more
evidence for missing surface inflection. In A. Greenhwell, H.
Littlefield and C. Tano (Eds), BUCLD 23: Proceedings of the
annual Boston University conference on language
development (pp. 575-86). Somerville, MA: Cascadilla Press.

Prévost, P. and White, L. (2000). Missing surface inflection or
impairment in second language acquisition? Evidence from
tense and agreement. Second Language Research, 16, 103-

33.

58 a1w1UTVaY adudl 30(2558)

FATAUNMTTHUNTADUN I INOWUAZAIANERTN TSN Y



Robertson, D. (2000). Variability in the use of the English article system
by Chinese learners of English. Second Language Research,
16, 135-72.

Sharma, D. (2005). Language transfer and discourse universals in Indian
English article use. Studies in Second Language Acquisition,
27, 535-66.

Sidner, C. (1979). Towards a computational theory of definite
anaphora comprehension in English discourse. Unpublished
doctoral dissertation, MIT.

Smith, N. V., and Tsimplj, I. (1995).The mind of a savant: language
learning and modularity. Oxford: Blackwell.

Smyth, D. (2002). Thai: an essential grammar. London: Routledge.

Snape, N. (2006). The acquisition of the English determiner phrase
by Japanese and Spanish learners of English. Unpublished
doctoral dissertation, University of Essex.

Sorace, A. (1985). Metalinguistic knowledge and language use in
acquisition-poor environments. Applied Linguistics, 6, 239-54.

Sorace, A. (2000). Syntactic optionality in non-native grammars.
Second Language Research 16, 93-102.

Srioutai, J. (2001). Viewing and teaching the English articles
semantically. Bulletin of the Faculty of Arts Chulalongkorn
University 30, 151-67.

Stein, M. J. (1981). Quantification in Thai. Unpublished doctoral
dissertation, The University of Massachusetts.

Tomlin, R. (1995). Focal attention, voice, and word order: an

experimental, cross-linguistic study. In P. Downing and M.

A1w1UTVaY adudl 30(2558) 59

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



Noonan (Eds), Word order in discourse. Dordrecht: Reidel.

Trenkic, D. (2000). The acquisition of English articles by Serbian

speakers. Unpublished doctoral dissertation, University of

Cambridge.

Trenkic, D. (2002). Form-meaning connections in the acquisition of

English articles. In S. Foster-Cohen, T. Ruthenberg and M.
Poschen (Eds), EUROSLA yearbook (pp. 115-33). Amsterdam:

John Benjamins.

Trenkic, D. (2007). Variability in L2 article production: beyond the

representational deficit vs. processing constraints debate.

Second Language Research, 23, 289-328.

Trenkic, D. (2008). The representation of English articles in second

language grammars: determiners or adjectives? Bilingualism:

Language and Cognition, 10, 1-18.

Trenkic, D. and Pongpairoj, N. (2013). Referent salience affects second

language article use. Bilingualism: Language and Cognition,

16, 152-166.

Tsimpli, I. and Roussou, A. (1991). Parameter-resetting in L2? UCL

Working Papers in Linguistics, 3, 149-70.

Tsimpli, I. and Stavrakaki, S. (1999). The effects of a morphosyntactic

White,

60

deficit in the determiner system: the case of a Greek SLI child.
Lingua, 108, 31-85.

L. (2003a). Fossilization in steady state L2 grammars:
implications  of persistent problems with inflectional
morphology. Bilingualism: Language and Cognition, 6 (2),

129-41.

a1w1UTVaY adudl 30(2558)

FATAUNMTTHUNTADUN I INOWUAZAIANERTN TSN Y



White, L. (2003b). Second language acquisition. Cambridge:
Cambridge University Press.

White, L. (2004). Gender and number agreement in nonnative Spanish.
Applied Psycholinguistics, 25, 105-33.

Zegarac, V. (2004). Relevance theory and the in second language

acquisition. Second Language Research, 20, 193-211.

Appendix 1
Grammaticality Judgment Test
Instructions: Indicate whether the underlined word/phrase in each item is correct

or not. Please make a correction in cases where it is considered incorrect.

« ltems with first mention definite NP referents:
« Correct use of the definite article
1. The team won again. Now people are crazy about the goalkeeper.
2. The little girl must be hiding in the kitchen.
3. What a beautiful bedroom you have! Where did you buy the wardrobe?

« Incorrect use of the definite article

4. The computer is working but | have problems with mouse.
5. After class, the teacher asked a student to lock door.

6. There must be something wrong with my car. | cannot use brake.

« [tems with second mention definite NP referents:
« Correct use of the definite article
7.1 left a book and an umbrella in the coffee shop. | got the book back, but not
the umbrella.
8. I brought a ball and a doll for my dog. He chose to play with only the ball.
eIncorrect use of the definite article
9. Laura just came back from the department store. She bought a watch and a

hat. She gave watch to her mom and hat for herself.

10. The boy has a computer and a radio in his bedroom. He prefers working on

computer.
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Note: The items are shown according to definite NP referent types with correct
and incorrect use of the definite article. Distractors are excluded. In the test, all

the items are arranged randomly.

Appendix 2

Written Translation Test

« Instructions: Translate the following sentences into English.

L. Quﬁdﬁaﬁﬁwﬁﬁaﬁ weuduluausenuuuun

2. wurtuiilsausunouiissug ﬁfu%iaﬂmﬁﬁauﬁy

3. fuiinaedlnlanenisdunasianiaalunsed Suldlnaredionvesineg Tufidauas
Tiniloainiateu

4. wldlnsfnviduiagiasusnlaetudy

5. Sudefnadnisiugnueangnuisnniu Sulignanfunaiuaiuarlignueau
VauYIY

6. nouiUszmui ATl iefasnariqunswa

7. wdmnaoudsnvanilefud dulvemnnillddulierurmenns

8. dusoadeniafinimiluaranmmesimildusuiy luilgeduinaulatouiafaull
Foannmas

9. 5etendulinnsdemisnngulvidumies gl

Note:  Appropriate translations are shown below. The items are classified

according to definite NP referent types.

« ltems with first mention definites:

1. Look at the book I just bought. My friend was the one who designed the cover.
2. Let’s meet at the hotel at noon. I’ll wait for you at the lobby.

4. He used my phone and then accidentally broke the screen.

6. The chairperson is now walking up to the stage to give a speech.

7. After the concert ended last night, | was so lucky to shake hands with the
conductor.

9. Could you bring me a Coke from the fridge?

« ltems with second mention definites.

3. I always have a torch and a fan in my handbag. | use the torch to find things in
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the dark and the fan when it is hot.
5. | bought a doll and a ball from that shop. | gave my niece the doll and my

nephew the ball.

8. | tried a jacket and a sweater in that shop. Finally | decided to buy the jacket

but not the sweater.

Appendix 3

Biographical data and Oxford Placement Test scores of the participants
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Participants Age Number of years of | Natural exposure | OPT scores
instructed English to English
1 18;2 12 - 163
2 17,5 12 - 161
3 18,5 10 - 155
4 18;8 12 3 months 152
5 18 12 3 months 161
6 16.1 12 - 166
7 17,9 14 - 159
8 17;11 14 - 156
9 18 10 6 months 159
10 174 12 - 168
11 18 12 - 163
12 17.3 14 - 167
13 18;2 10 3 months 157
14 18;1 11 1 month 153
15 18;8 10 - 159
16 17,9 12 - 161
17 17;11 12 1 month 158
63




Participants Age Number of years of | Natural exposure | OPT scores
instructed English to English
18 18;3 12 6 months 165
19 18;5 12 - 164
20 18;2 10 - 155
21 18;3 12 3 months 155
22 17;4 11 - 161
23 18;1 10 - 162
24 18;6 10 - 159
25 18;2 14 - 168
26 17,9 14 - 164
27 18;3 12 - 159
28 17;11 11 - 156
29 17,9 14 - 155
30 18;1 14 1 month 165
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Improving English conversation skills through explicit CA-
informed instruction: A study of Thai university students

AMINAILINNESAITAUNUINTHIDINGUAUATHBUNTAUNU

LUUUsEAINYYIAnIULUU CA: nsalfnentindnunlneszauuniinenae

Bunthan Teng and Kemtong Sinwongsuwat
Department of Languages and Linguistics, Prince of Songkla University

Abstract
To develop human resources capable of effectively using
English as a lingua franca, especially in response to the ASEAN
Community integration, the approach to teaching English conversation
needs to be made more efficient. This study aims to explore the
effectiveness of the CLT-oriented versus the Conversation Analysis
(CA)-informed approaches to teaching English conversation. Thirty-six
Thai non-English  major undergraduates with elementary English
proficiency (A2), that enrolled in an English conversation course at
Prince of Songkla University, were selected and equally divided into
(1) the experimental group with explicit CA-informed conversation
teaching and (2) the control group using the typical CLT-oriented
conversation teaching. The findings showed that the experimental
group outperformed the control group and the impact of the CA-
informed approach was moderately large. An evaluation questionnaire
completed by the participants confirmed that explicit CA-informed
conversation instruction helped improve their English conversation
and increased their confidence in speaking English. It is recommended
that teachers of English conversation acquire a comprehensive

knowledge of CA concepts so that they can raise learners’ awareness
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of conversation features so as to ultimately enhance their interactional

competence.

Keywords: Communicative Language Teaching (CLT), Conversation Analysis (CA),

English conversation skills, EFL classroom, interactional competence (IC)

uNAnga
nsUsSullagunsruIumsasun1saunu iliuse angaimunniu
duudsisndusgsddlunsitmumineinsyanaliaunsaldniusingy

Junwinanslunisdeansidedrediussdning wesessunisidigusswiny

9L B8U 11T U IFN YU UTIBU TN TARUN TAUNUILUULEUATS
doansrivifinisaoudsendunisiiasizsiunaunun Conversation Analysis
(CA) ngushegeidnuuduiindnwlnesesudigywailildennwdngy
$1uau 36 Audsilafivsninmeniwndanguogluseduiiugu isulduns
tndAnwingudsnanndeameidoudsuseinnsaunuiniwisangy 7
uvingndoasvaueiuni senlunguneaesdsliiunisasunisaunuiuuy
Usednddanuuuu CA  waznguetuaundsldsunisaeuiiitiunisdeans
maUnd sansAnymuiin@nunilddunisaounmsaunuinuuUssdnyda
aunsaaununwSanguldiniinguiiFoumsaunuimuuuuUnd wazan

NsinAIvUIABNSNan19adiausIngIn1saeuLuUAInadussdnsua

o o v

Aoudnege Meinanisdrseanudniuvesdiseuddududndieiinisaeu

AMFAUNULUUUSEINETRIeviNlivinwe Nsaunuifduwardainudulaly

v
a Ya v =

nsyasnu mewnll PHTeduaueuuslvagiaaunsaunuinwsingwi

Y

[%

ANnudlanazdiwuiAnigItuntsaunuiwuy CA unldlunisadiening

o < v ¢

aszvindiTessssumivesnsaunuiiiodfindaanuaiunsatunsujauiug
TAungiSeu

o o

AR N1TEBUAIWILULLTUNISEREATT N1TIATITANITAUNUYT TinBen1TaunNYn

MwgaNge TussunwsaIngulugIuEn AUsTna AuEunsalunsUJEuIus

66 Arw USWAY adudl 30(2558)

FATAUNMTTHUNTADUN I INOWUAZAIANERTN TSN Y



Introduction

Since the world is becoming smaller thanks to modern
technology and a fast growing global economy, more and more
people across the sglobe are using English as a vehicle of
communication with companies and businesses favoring employees
who can speak English. Additionally, English is an official language in
world organizations such as the UN, UNESCO, and the EU, and more
recently English has been adopted as the official working language by
the Association of South East Asian Nations (ASEAN) community
(Kirkpatrick, 2012). In 2015 and 2016, the new phenomenon which will
make every member government in ASEAN pay even more attention
to English learning and teaching is the ASEAN Economic Community
(AEQ), which brings more challenges and competition. The AEC will
lead to competitive movements in the economy, services and
workforce within the ASEAN community. Given the important role of
English, the policy of every member nation in ASEAN has been to push
their citizens to learn English and to promote English language
teaching (ELT), highlighting the important role English will play within
this new community.

In Thailand, where English is acquired as a foreign language,
the Thai government has made substantial efforts to improve its
citizens’ English speaking skills. New policies have been set to improve
ELT by launching English programs taught by native speakers of English
and promoting approaches such as communicative language teaching
(CLT) or student-centered approaches (Punthumasen, 2007 cited in
Kongkerd, 2013). According to Nonkukhetkhong, Baidauf Jr., & Moni
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(2006), CLT is one of the educational reforms considered to be at the
heart of the country’s development into a sustainable knowledge-
based society embracing English as a global language. It appears more
promising than the traditional approach because in CLT teachers have
to change their roles from tellers to facilitators or guides and from
materials users to teaching-material makers. The aim is to create a
learning environment which fosters meaningful student-centered
interactions so as to boost learners’ communicative competence and
their resourcefulness for life-long autonomous learning.

While CLT has become the most preferred and widely
adopted approach currently employed in Thai ELT (Methitam, 2009
cited in Methitham & Chamcharatsri, 2011), Thai students’ proficiency
in English still remains unsatisfactory (Atagi, 2011; Bruner, Shimray, &
Sinwongsuwat, 2014; Khamkhien, 2010; Kongkerd, 2013; Noom-ura,
2013; Phuetphon, Chayanuwut, & Sitthitikul, 2012). The students’ poor
English has in fact been hotly debated on the Internet, calling the
application of CLT into question (Teng & Sinwongsuwat, 2015). Some
researchers have argued that CLT fundamentals are too broad to be
implemented (Aliakbari & Jamalvandi, 2010; Islam & Bari, 2012), while
others have remarked that CLT cannot fit all EFL classrooms in Asian
contexts such as Thailand (See Ellis, 1996; Jeon, 2009; Le Ha &
Chowdhury, 2008; Lin, 2009; Lochland, 2013; MacDonald, Thiravithul,
Butkulwong, & Kednoi, 2002; Saengboon, 2002; Tan, 2005).

Saville-Troike (2006) strongly argues for a combination of
different methods in English language teaching to overcome

limitations of a particular approach. Brouwer and Wagner (2004 cited
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in Seedhouse, 2007) propose that language teaching should focus on
interactional skill development and move away from individual
cognition and the input-output approach and toward learning discrete
linguistic items. Many researchers argue that when it comes to
teaching speaking, Conversation Analysis (CA), a sociological approach
to the study of talk-in-interaction which originated in the work of
Harvey Sacks and his collaborators, Emanuel Schegloff and Gail
Jefferson in the 1960s, can be especially useful (Barraja-Rohan, 1997,
2011; Richards & Seedhouse, 2005; Markee, 2009; Seedhouse, 2007;
Wong & Waring, 2010).

Markee (2009) claimed that CA can offer a clear and
comprehensive picture of how learners use the structure of
conversation as a method to acquire comprehensible input and
produce comprehensible output. CA can be employed to help teach
L2 interactional competence (IC) (Barraja-Rohan, 2011) and boost
interaction-based learning (Martin, 2000). As it has been able to
uncover oft-seen but unnoticed natural features of conversation and
make explicit its underlying sociocultural norms, CA can offer not only
a firm direction in conversation teaching but a unique, innovative tool
that can be used by teachers to achieve their speaking teaching
objectives (Barraja-Rohan, 1997, 2011, Wong & Waring, 2010). However,
in the Thai EFL context, there is a dearth of research investigating the
effectiveness of CA in improving students’ speaking skills. In fact, none
of the research papers related to English conversation teaching (out of
107) listed in the Thai Library Integrated System (ThailIS) (2015) has

employed CA to teach English conversation, or considered CA as a
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tool to address critical problems in CLT.
Research Questions
This paper aims at investigating the effectiveness of CA-
informed conversation teaching and attempts to answer the following
questions:

1. Can the CLT-oriented conversation teaching and explicit CA-
informed conversation teaching approaches improve the
students’ conversation performance?

2. If so, in what respects do the two approaches improve the
students’ performance?

3. Which teaching approach better contributes to the

improvement of the students” English conversational skills?

Literature Review
1 Communicative Language Teaching (CLT)

To help students communicate effectively in real situations
outside the classrooms, CLT is a corrective approach to more
traditional ones that have apparently failed to produce students
capable of saying what they want to say in real situations. Nunan
(2001a) argues that the traditional methods are ineffective in helping
students authentically communicate beyond the classroom. CLT is an
approach to the teaching of L2 which puts emphasis on
communication as both the goal and means of L2 learning. In this
approach, students usually work in pairs or groups. Authentic materials
and tasks are employed, and the main four skills (speaking, writing,
listening and reading) are integrated from the beginning (Wong &

Waring, 2010).
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According to Richards (2006), the primary goal of CLT is to
develop communicative competence in order to employ language for
various purposes and functions; adjust the use of language according
to different contexts; create and comprehend various kinds of texts,
and keep communication going despite having limited language
knowledge. Brown (2000) maintains that CLT techniques are organized
to get students involved in the sociolinguistic, authentic, functional
use of language for meaning-making purposes. Littlewood (1981)
contends that CLT can develop students’ communicative abilities and
help them produce both functional and authentic language. CLT
activities offer students a context for various communicative functions
and opportunities for genuine interaction.

However, Teng and Sinwongsuwat’s (2015) review of critical
weaknesses of CLT especially within the Thai ELT context emphasizes
Bax (2003)’s comment that CLT has proven inadequate to help
students effectively communicate in cross-cultural settings due to its
failure to take into account such factors as learners’ needs, wants,
course materials, school and classroom cultures, and leaming
preferences. Additionally, CLT has yet to address the acquisition of
interactional competence (IC). He and Young (1998) suggested that
communicative competence oriented to CLT be replaced by IC since
individuals acquire a practice specific competence through social
interaction with others rather than by themselves in a vacuum of
social practices. Especially when it comes to conversational
competence, Sun (2014) calls for greater attention to interactions

between learners as it is co-constructed by all the speakers involved
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in the conversation. Seedhouse (2004) argues that in CLT L2
classroom, interaction is taken into account from only invariant
pedagogical concepts or a structural approach, not from any
sociolinguistic or communication theory.

Moreover, CLT does not appear to adequately highlight the
features of everyday conversations. Norms of interactions are often
ignored and no firm direction is given to conversation teaching. Barraja-
Rohan (1997) and Wong and Waring (2010) remarked that features of
everyday conversation are often undervalued in conversation teaching
books claiming to focus on oral use. Language teachers have not been
made aware of how spoken interaction works and their conversation
instruction does not reflect the way real conversation takes place.
Therefore, when they teach conversation, teachers feel perplexed and
just rely on communicative activities, their own imagination and a
selection of predesigned activities prescribed in the teachers’ manuals
(Barraja-Rohan, 1997).

2 Conversation Analysis (CA)

CA makes it possible to analyze, illustrate, and explicate how
people interact with each other in and via talk-in-interaction (Betz &
Huth, 2014). It has particularly unveiled four basic notions related to
the organization of interaction sequences: turn-taking, adjacency pairs,
preference organization, and repair. CA can be used as a pedagogical
tool to teach interactional competence, and a diagnostic tool to
reveal and diagnose sources of communication problems (Fujii, 2012;
Martin, 2000). Below are some of the fundamental concepts of

Conversation Analysis.
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2.1 Adjacency pairs
An adjacency pair is a type of utterance which conventionally
comes in pairs. For example, questions are followed by answers;
greetings are returned by greetings; and invitation is followed by
acceptance/declination (Hutchby & Wooffitt, 1998). Cook (1989)
maintains that in adjacency pairs, there is often an option of two
possible answers (e.g. a response to a blame might be a denial or
admission), and if there are no answers, it is interpreted as rudeness,
lack of attention or deafness. However, adjacency pairs do not always
occur in order (question — answer, but question —question). There
might be an insertion sequence or side sequence (See also Hutchby &
Wooffitt, 1998; Seedhouse, 2004; Wong & Waring, 2010).
For example,  A: Did you enjoy the meal?
B: (Did you?
A: Yes.)
B: So did I. (Cook, 1989, p.54)
2.2 Turn-taking
Turn-taking is an important component of interactional
practices and can vary from culture to culture. Unintentional mistakes
in cross-cultural interactions can arise if these differences in turn-taking
are not fully understood (Wong & Waring, 2010). According to (Hutchby
& Wooffitt, 1998, p. 47), in conversation, there are three basic aspects:
“(1) turn-taking occurs; (2) one speaker tends to talk at a time; and (3)
turns are taken with as little gap or overlap between them as
possible”. Uncovered through CA, turn-taking comprises two important

components: turn-constructional and turn-allocational components.
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The turn-constructional component consists of the building blocks of
turns called turn-constructional units (TCUs), each of which has a
possible completion point with transitional relevance place (TRP),
which makes speaker transition relevant (Hutchby & Wooffitt, 1998;
Seedhouse, 2004). The tumn allocational component, on the other
hand, involves speakers’ exercising their rights to take turn at a TRP via
current-speaker-selects-next, next-speaker self-selection, or current-
speaker continues (See Seedhouse, 2004; Wong & Waring, 2010).

2.3 Preference organization

Preference organization is an integral part of an adjacency
pair. It does not refer to liking or disliking something, but refers to
responses treated as preferred or dispreferred based on social norms.
Typically, there are different possible second parts in adjacency pairs;
for instance, a question may be followed by an answer or not. An
invitation or offer may be followed by acceptance (a preferred action)
or declination/refusal (a dispreferred action) (Hutchby & Wooffitt, 1998;
Seedhouse, 2004). Cook (1989) defines the notion of preference
organization with respect to commonality; that is, the response which
most frequently occurs is considered a preferred action, whereas the
other is a dispreferred one as it is less common.

For example,

First Pair-Part: Question

Second Pair-Part:  Expected Answer (preferred)
Unexpected or No Answer (dispreferred)

(See Cook, 1989)
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Boyle (2000 as cited in Seedhouse, 2004), on the other hand,
posits that preference organization deals with issues of affiliation and
disaffiliation, noticeability, accountability and sanctionability of social
actions. Hutchby and Wooffitt (1998) contend that preferred responses
are characteristically delivered straightforwardly and without hesitation
or delay, whereas dispreferred ones are performed with some delay,
and often marked or prefaced by discourse markers such as well or
um. The absence of the former is noticeable and often signals a
certain degree of problems or disaffiliation between participants. The
second-part speaker is held accountable for such absence and may be
negatively sanctioned if his or her dispreferred action is not accounted
for.

Seedhouse (2004), for instance, illustrates that the acceptance
of an invitation is seen but unnoticed because it conforms to the
norms, constitutes the default way of behaving, and is socially
affiliative. On the other hand, the declination of an invitation does not
conform with the norms, thereby being disaffiliative and dispreferred.
Especially when a rejection of the invitation is delivered without
mitigation and delay, it is considered sanctionable since it does not
attempt to minimize the degree of disaffiliation.

2.4 Repairs

Repairs are problem-preempting mechanisms used by
speakers in talk-in-interaction when they encounter and address
problems of understanding such as incorrect word selection,
mishearing, misunderstanding, and slips of the tongue. Wong and

Waring (2010) remark that there are many mistakes in everyday
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conversation such as errors, imperfections, and Freudian slips, so
repairs are brought into play to deal with all types of errors and keep
conversation going. According to Hutchby and Wooffitt (1998), there
are four types of repairs: (1) Self-initiated self-repair (the speaker of the
trouble source prompts and repairs the trouble); (2) Other-initiated
self-repair (the speaker of the trouble source carries out the repair but
the trouble is prompted by the recipient.); (3) Self-initiated other repair
(the speaker of a trouble source has the recipient clear the trouble);
(4) Other-initiated other-repair (the recipient of a trouble source
prompts and repairs the trouble.)

Over the past decade, CA has been making inroads into L2
teaching as evidenced by the burgeoning body of (1) research articles
(inter alia, Barraja-Rohan, 2011; Betz & Huth, 2014, Clifton, 2006, 2011;
2012; Fuijii, 2012; Gardner, 2008; Huth &Taleghani-Nikazm, 2006; Kasper,
2006; Mori, 2007; Quan & Zheng, 2012; Sert & Seedhouse, 2011; Sert,
2010; Tan & Tan, 2006), and (2) monographs drawing on CA
perspectives in second language acquisition (SLA) (inter alia, Barraja-
Rohan & Pritchard, 1997; Have, 2007; Hutchby & Wooffitt, 1998;
Markee, 2009; Richards & Seedhouse, 2005; Seedhouse, 2004; Sidnell &
Stivers, 2013; Wong & Waring, 2010).

Many CA researchers believe that CA and SLA can achieve a
happy marriage because SLA processes entail interactional resources
such as turn-taking, sequencing, and repair. These interactional
resources are part of the foundation of CA which learners employ to
acclimatize one another’s talk to make sense of each other’s

contribution and thereby to learn a language (Have, 2007; Markee,
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2009; Richards & Seedhouse, 2005; Seedhouse, 2004; Wong & Waring,
2010). Sert (2010) argues that CA is necessary for SLA studies and
second language teacher education. Its explication of social
organization via talk-in-interaction has vast implications for L2 teaching
(Button & Lee, 1987 cited in Barraja-Rohan, 2011).

Being an ordinary and pervasive form of spoken interaction
(Barraja-Rohan, 1997), naturally occurring conversations provide the
basics of all language learning and the medium via which language
learning takes place (Wong & Waring, 2010). Heritage (1987 cited in
Markee, 2009) affirms that the goal of CA is to reveal the interactional
competence (IC) that shapes social interaction in which participants
take turns talking and make sense of each other’s contribution.
According to Barraja-Rohan (2011, p. 482), IC can be briefly defined as
the ability to

1. engage in various interactional events to co-construct talk
with various participants and display pragmatic knowledge
through the use of conversational syntax, including
paralinguistics, kinesics, facial expressions, gaze, and
proxemics for social/institutional purposes; and

2. jointly manage the turn-taking system with co-participants
adopting appropriate interactional roles. This entails an
understanding and demonstrating of how tumns are designed
and responded to in a sequentially coherent manner,
displaying common understanding and repairing any threat to
or breakdown in communication, showing engagement and

empathy when relevant or intended, as well as
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accomplishing social actions befitting the interactional
context and goals.

Wong and Waring (2010) maintain that CA is a powerful device
for uncovering systematic verbal and nonverbal interactional practices
that constitute IC. Drawing on CA, our understanding of IC will become
more specific and more pedagogically sound. Huth and Taleghani-
Nikazm (2006) further posit that CA-based materials are important
resources for teaching and raising learners’ L2 pragmatic awareness
and recommend that L2 instructors have sufficient knowledge of basic
CA concepts in order that they can effectively teach their students.
They particularly argue that CA-based materials provide blueprints of
sequences of social interaction (e.g. greetings: hello-hello; invitation-
acceptance/declination) and effectively get students actively involved
in communicative situations when they interact with one another.

Barraja Rohan’s (2011) study using a CA-informed pedagogical
approach proved successful; the participants improved their listening
and speaking skills and increased their speaking confidence. It was
found that CA helped facilitate participants’ interactions and, as a
result, the participants became more effective conversationalists. In
Fujii’s (2012) study, the participants were able to see the differences
between contrived dialogues in textbooks and naturally occurring
conversation in authentic language situations. They also affirmed that
CA was helpful in understanding the key principles of spontaneous
conversation. Both Barraja-Rohan (2011) and Fujii (2012) showed that
CA was a powerful tool to analyze L2 interactions as well as to

identify reasons for interactional problems. Additionally, Clifton (2011)
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affirmed that students learning English for a specific purpose (ESP) can
also benefit from doing CA. The students were able to analyze
transcripts of spoken interactions using CA, reflect upon their practice,
and improve their interactional skills. It was suggested that CA could
be used as a tool to analyze interactions between learners and
instructors.

According to Betz and Huth (2014), even non-native speakers
who are highly proficient in the target language in terms of vocabulary,
grammar, and overall fluency, may not become successful
communicators in cross-cultural interaction if they are not aware of
the connection between organization of interaction sequences and
social meaning-making. They may fail to anticipate, interpret, and
produce next turns relevant to prior turns at talk-in-interaction.
Seedhouse (2004) posits that systematic interaction practices with
normative forces such as adjacency pair thus serve as an important
action template for interaction and interpretation, reflecting the core
CA question “ why this, in this way, right now?”

Many researchers and scholars have suggested a strong
relationship between CA and sociocultural theory, which sees
language learning as social practice. Interactionally constituted and
socially distributed, learning occurs via learners’ engagement in social
practice and mutual support between learners and their more
competent peers (Brouwer and Wagner, 2004; Kasper, 2006; Mondada
& Pekarek Doehler 2004; Ohta, 2001; Markee, 2009; Seedhouse, 2004,
2007; Richards & Seedhouse, 2005).
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Research Methodology
This is a quasi-experiment study, following the Farhady’s
(1995) schematic pattern.

s Control » Pretest s Placebo » Posttest
Group

» Experimental » Pretest » lreatment » Posttest
Group

Participants
Two classes of non-English major undergraduate seniors from
different faculties who took an elective English course (890-212 English
Conversation 1) in the first semester of academic year 2014 at Prince of
Songkla University (PSU) were selected for the training course. The
students had already completed the fundamental English courses (i.e.
890-101 Fundamental English Listening and Speaking and 890-102
Fundamental English Reading and Writing). To assure the homogeneity
of the participants, an online English proficiency test was administered.
Based on their test scores, 18 students from each class with the
majority level of English proficiency (A2) were chosen for data
collection. Regardless of participant’s gender, one class was assigned
to the experimental group and the other the control group. The
selected participants, 26 female and 10 male students, were in their
early twenties.
Instructional Materials
A set of materials used for data collection included a
textbook (Speak Now 3 ) and CA-based handouts adapted from
Beyond Talk by Barraja-Rohan and Pritchard (1997) as well as
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Conversation Analysis and Second Language Pedagogy by Wong and
Waring (2010) (See Appendix A for a CA-based lesson plan and
handout). The teacher researcher also used videotaped and/or
recorded non-scripted conversations taken from English movies and
[ELTS tests to familiarize students with features of spoken language
and help them to understand how conversations are conducted by
native speakers of English.
Research tools

A pre-course oral interview and post-course oral interview
were treated as a pretest and posttest respectively. A scoring criteria
and descriptors for oral interaction adapted from Barraja-Rohan (2011),
Luoma (2004) and O’ Loughlin (2001) were employed with five
different features of speaking: fluency, vocabulary, appropriacy,
comprehensibility and grammar to rate students’ conversational
performance (See Appendix B). An evaluation sheet was given to two
raters to mark each student’s conversation performance. The sheet
was composed of a 5-point scale: 1= very poor / unacceptable; 2=
poor; 3= average; 4= good and 5= excellent. An evaluation
questionnaire was also given to the student participants to assess their
reactions to the CA-informed lessons. A participant consent form
adapted from Robson (2011) was signed by all the participants.

Data Collection and Analysis

To conduct the study, a number of steps were followed in
the first semester of 2014. First, two classes of non-English major
seniors from different faculties taking an elective course (890-212:

English Conversation 1) were selected: Sections 09 and 10 with 42 and

A1w1UTVaY adudl 30(2558) 81

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



49 students respectively. Before the class started, all the participants
had to take an online English proficiency test from
http://www.transparent. com/learn-english/proficience-test.html.  The
test consists of four components: Grammar | (15 questions); Grammar |l
(15 questions), while Vocabulary and Reading Comprehension have 10
questions each. Based on the test score, there were four levels of
English  proficiency: Just Starting, Beginner, Elementary and
Intermediate. The majority of students tested at the Elementary level.
All students in Section 10 were treated as an experimental group and
those in the other section the control group.

Next, all the students had to participate in two oral interviews
with a native speaker who is an experienced English teacher. Each
interviewee had to speak with the native speaker for about one-to-two
minutes. In the pre- and post-course oral interviews, the interviewer
engaged the students in a conversation using the same general
questions about family, hobbies and future plans. All the interviews
were video recorded and scored by two raters not involved in the
research project; one was an English native speaker teacher and the
other a Thai professor of English. The students’ scores from both
raters were totaled, averaged, and used as the real score. To
guarantee the reliability of the rating process, inter-rater reliability was
computed. In the pretest and posttest score computation, the result
was 0.95 and 0.96 respectively, which were considered highly

acceptable.
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The teacher-researcher asked the student participants to sign
a consent form before the training course. The students had to
participate in their 90-minute class session twice a week. The teacher
researcher taught one class (control group) with the CLT-oriented
conversation teaching approach prescribed in the teacher’s manual of
Speak Now 3; each lesson followed the same format: (1) Vocabulary,
(2) Conversation (3) Language Booster, (4) Listening or Pronunciation

and (5) Speak with Confidence.

1. The CLT-oriented method

First, vocabulary about the lesson’s topic was introduced.
Then, a model conversation with either Additions or Expansions with
CD recordings was presented. In a conversation with Additions,
students have to listen and write down three extra sentences, not
printed in a conversation. On the other hand, in a conversation with
Expansions, students have to read four sentences below the
conversation and place the expansion sentences in the correct place.
Later, the examples of target language in a lesson were highlighted. In
the listening, main ideas and details were focused, while some
features of pronunciation or intonation were also explained. Last, the
students engaged in free practice of the target language that had been
taught. In general at the end of every lesson, CLT offers free practice
activities consolidating the aim of the lesson.

The other class (experimental group) was taught with the
same textbook but with the addition of explicit instruction in CA

concepts
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2. Teaching methods used with the experimental group:

Raising students’ awareness Introducing CA concepts + videotaped or
of conversation features. # recorded non-scripted conversation

Verbal # Interaction ﬁ Non-verbal

Having students practice Evaluation of CA based handouts or
each CA concept-based » lessons

conversation.

The teacher-researcher drew students’ attention to features
of the everyday conversation they were engaged in, asked them to
reflect on Lland L2 conversations and made them aware that
participants use both verbal and non-verbal language in talk-in-
interaction. Next the teacher-researcher introduced CA concepts such
as turn-taking, adjacency pairs, preference organization, and repairs.
Other conversation-related topics such as the role of listener,
conversation maintenance, topic initiation and topic shift as well as
telephone conversation were also included in different lessons.
Videotaped or recorded non-scripted conversations were used to
consolidate the students’ understanding of CA concepts. The
participants were asked to practice each newly introduced CA-based
conversation in every lesson. At the end of the semester, the teacher
researcher administered a questionnaire to find out students’ reaction

to the CA-based handouts and/or lessons.

3. Data Analysis
The pretest and posttest scores of the two raters were
statistically processed to determine mean and standard deviation, and

independent t-test was employed to detect significant differences in
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the students’ conversational performance before and after the
training. Based on the independent t-test run on the pretest scores,
the two groups were found homogenous in terms of their speaking
ability. At the end of the semester, the posttest scores of both groups
were processed to address the research questions. Cohen’s (1988) d
measurement of the effect size (Cohen, 1988) was also run to

determine the impact of the CA-informed approach.

Findings and Discussion
Results from the statistical operations verified the

homogeneity of the two groups of participants as displayed in Table 1.

Table 1 Independent t-test on pretest scores of both groups

Group Control Experimental t df Sig(2-tailed)

Aspects :}_{ SD :}_{ SD

Fluency 2.66 .90 277 .57 -43 28.74 .66
Vocabulary 2.75 .67 292 493 -85 34 .40
Appropriacy 272 73 294 .45 -1.09  28.24 .28
Comprehensibility ~ 3.00 .92 3.19 .57 -75 28.38 .45
Grammar 2.58 75 261 .58 -1.24 34 .90
Overall Ability 13.72 3.77 14.44 230  -.69 28.11 .49

* Significant at 0.05 level
** Significant at 0.01 level

As revealed in Table 1, the mean scores of the two groups
were similar and the result of the independent t-test showed that
there was no significant difference at the 0.05 level (t= -.69, sig=0.49).

Neither was there any significant difference in terms of discrete items,
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i.e., fluency, vocabulary, appropriacy, comprehensibility, and grammar.
It can be interpreted that the two groups had similar English ability
before the treatment, hence homogeneity was ensured.

After a one-semester treatment, the next step was to detect
any change in students’ performance and any possible differences in
terms of improvement between the experimental and control groups,

the results of the posttest are presented in Table 2.

Table 2 Independent t-test on posttest scores of both groups

Group Control Experimental t df  Sig(2-tailed)

Aspects }_{ SD }_{ SD

Fluency 3.25 .65 3.69 12 -1.93 34 .06
Vocabulary 3.44 52 3.68 .65 -1.19 34 .24
Appropriacy 3.22 .58 3.60 .56 -1.96 34 .05*
Comprehensibility 3.52 .58 3.87 .60 -1.96 34 .08
Grammar 3.24 .55 3.61 .55 -2.27 34 .03*
Overall Ability 16.68 2.58 18.46 296 -1.92%* 34 .06

* Significant at 0.05 level

** Significant at 0.01 level

As shown in Table 2, even though the total score of the
experimental group was higher, the students’ overall ability was not
statistically different at the 0.05 level (t =-1.92; p= 0.06), indicating that
both groups similarly improved their speaking ability after the
treatment. However, considering the average scores on discrete items,
a significant difference in the degree of improvement in speaking skills
was noticeable in the areas of grammar and appropriacy. This suggests
that CA-informed instruction could assist students in using English

more appropriately. In particular, those in the experimental group
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were able to respond more effectively to their interlocutor’s first- and
second-pair-part turns as well as unpredictable questions. Participants
also responded using a wider range of structures or expressions, thus
outperforming the other group in grammar. This may be attributed to
the fact that in the experimental group students’ attention was drawn
to conversational norms such as those used in conversation opening,
centering, and closing as well as various patterns of language that can
be used to perform actions according to those norms. Such
improvement in grammar was in line with Ussama’s (2013) study.

In terms of fluency, even though the statistical results did not
show a significant difference at the 0.05 level in the improvement
between the two groups, (t = -1.93; sig = 0.06), the mean score of the
experimental group was noticeably higher. In the CA-oriented group,
the students had learned techniques to keep conversation going
without leaving long pauses and causing communication breakdown
such as using response or return questions (e.g., How about you?) and
question tags (e.g., Right? Aren’t you?). The fluency difference between
the two groups became more obvious especially when the students’
interactions were closely analyzed using CA techniques, though not in
the scope of this paper.

Based on the statistical results, vocabulary and comprehensibility
seemed to be more resistant to improvement than the rest of the
speech features. This may be due to the scope of the lessons taught,
not allowing the students to use a wide range of vocabulary
necessary. Moreover, it usually takes more time for students to

acquire vocabulary and use it effectively in various contexts.
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Comprehensibility, on the other hand, was largely assessed in the
study based on the intelligibility of students’ pronunciation, which
often resists change in adult learners. To master L2 pronunciation,
students needed more practice on a daily basis. The three
improvement-resisting ~ features, i.e., vocabulary, fluency and
comprehensibility, are also in line with those reported in Ussama’s
(2013) study.

The slight improvement in these aspects may also be due to
the fact that the students often lacked motivation and were reticent
about practicing English. Additionally, they had few opportunities to
use English outside the classroom. Based on the teacher-researcher’s
observation and interaction with the students during the training
course, although the importance of daily practice was greatly
emphasized in class, the students were not enthusiastic about
speaking English; they said they feared to make mistakes, so they
preferred to speak in Thai. These problems have been identified in
many previous studies (Khamkhien (2010), Kongkerd (2013), Noom-ura
(2013), Saengboon (2002, 2006), and Wanchai (2012).

Based on the statistical results, infusing CA-informed
conversation instruction into the existing curriculum appeared to
contribute to the improvement of students’ speaking performance.
Considering the effect size of the new approach, 0.64, according to
Cohen’s (1988) d, the impact of the CA-informed approach was
moderately large. This indicated that the new approach was quite
effective in developing students’ overall conversation performance,

supporting the findings of studies using CA to teach speaking skills
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such as Barraja-Rohan (2011) and Fuijii (2012). This positive outcome
may also have been even greater if the participants had been engaged
in peer interaction, which better approximates everyday conversation
than a casual interview as evidenced in Ussama (2013). According to
Bachman (1990) and Young (1995), unlike peer interaction, interview
interactions, although casual, still may not reflect the true nature of
naturally occurring conversation. Since in the interview it was the
interviewer who controlled the overall structural practices in the
conversation such as turn-taking, topic initiation and sequence
organization, students might have been deprived of opportunities to
fully exercise their CA knowledge.

At the end of the course, the survey results on learners’
reactions to the CA-informed lessons were positive and encouraging.
Participants expressed a high level of interest in and appreciation for
the value of CA-based lessons in helping them improve their English
speaking abilities. All of the participants reported that their English
generally improved and that they felt more confident in speaking after
completing the training. The participants also reported finding the CA
handouts useful and enjoyable to work with. Most expressed
appreciation for the new learning experiences offered by the CA-
informed class and concurred that to be able to speak well it is

necessary to understand the nature and the norm of conversation.

Concluding remarks
This study has shed some light on the benefits of adopting an
explicit CA-informed approach to teaching English conversation. The

performance differences between the two groups of students receiving
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different kinds of treatment were fairly noticeable despite the
limitations posed by the nature of the interview interaction on
capturing their conversing ability. The research into this approach is
new, particularly within the Thai EFL context and more validation
studies are necessary especially ones using peer-interaction
assessment with students at various proficiency levels and for a longer
period of time. Close CA-based analysis of student interactions would
also help offer a clearer and more comprehensive picture of the real
potential of a CA-informed approach to teaching conversation and
boosting interaction-based learning. Given the evidenced merits of CA,
it is recommended that conversation teachers become familiar with its
fundamental concepts and receive training in how to apply these
concepts in the classroom to boost their students’ interactional

competence.
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Appendix A
CA based lesson plan (Sample)
Lesson one Duration: 60 minutes
Topic: Stages of conversation.
Goal: To teach the following:
1) adjacency pairs: utterances of the same type and different types
2) techniques to make small talks
3)  Pre-closing conversation expressions
Terminal Objective: By the end of the lesson students will be able to:
1)  identify adjacency pairs: utterances of the same type and different type
2) use techniques to engage actively in conversation
3) politely indicate when they should stop talking
Enabling Objectives: Students will
1)  learn adjacency pairs and practice utterances of the same types
2) talk about and change a topic in conversation
3) practice stages of conversation

4) listen to a recording consisting of a three-stage conversation

Materials/
Sequence Minutes Activities
Resources
Warm up 5 - Give students a jumbled conversation and Markers
get them to rearrange a conversation. (a Board
three-stage conversation).
Vocabulary 10 1- Introduce adjacency pairs ( utterance of the Markers
Adjacency same type: Greeting and Leave-taking) Board
pairs Greeting ( A: Hello  B: Hello) ; Leave-taking
(A: Goodbye B: Goodbye)
2- Introduce adjacency pairs (utterance of the
different type)
Questions and answers
(A: How are you? B: I’'m fine. )
3. Get students to practice the utterances of
the two types in pairs.
99
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Sequence

Structure of
conversation

Listening

Exercises

Wrap-up

Homework

Minutes

20

10

Activities

1- Hand out a CA-based handout

2- Explain the handout with demonstrations.
3- Have students practice each stage in pairs.
4- Have students practice the three-stage
conversation

1- Have students listen to a full conversation
recording and ask them to notice stages of
conversation

2- Have students work in pairs to figure out
what is said in each stage.

3- Elicit their answers.

1- Direct students’ attention to exercises 1
and 2

2- Have students match parts of conversation
in exercise 1 in pairs.

3- Have students determine stages of
conversation and practice the conversation.
4- Have students complete exercise 3.

5- Check the answers.

- Recap the important points in the lesson.

- Assign students to practice short three-stage
conversation.

CA-based handout (Sample)

Stage of conversation

Materials/
Resources
Markers
Board
Handout

cD
Markers
Board

Book
CcD
Markers
Board

Markers
Board
Markers
Board

X Any conversation has a stage with the opening, the

centering and the closing. In the opening, participants

usually say something like “hello” to each other and

sometimes add health inquiry like “how are you?” In the

centering, they talk about something, called the topic, and in

the closing, they show that they want to finish the

conversation usually by saying something like “goodbye”
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(leave-taking) to each other.

1. Opening
Greeting Inquiry into health
Speaker 1 Speaker 2 Speaker 1 Speaker 2
Good morning / Good morning / How are you? I’'m fine.
Hello /' Hi Hello / Hi How'’s it going? I’m good, thanks.

2. Centering: Topic
We can introduce a topic, talk about and change the topic.

Read them and add some more topics to the right column.

Topics

1 Have you had lunch yet? 8
2 What can | do for you? 9
3 Did you enjoy the weekend? 10
4 How was your English class? 11
5 | have some good news. 12
6 You know | just... 13
7 Did you come to the class on Friday? 14

3. Closing

3.1 Pre closing:
& Pre closing signal:
Before you say goodbye, to show that you want to finish

speaking, you may use one of the following.

OK OK then Alright Alright then Well So Anyway
I’m running late. Oh, I've got to go now. Well, nice talking to you.
Alright, what time is it now? OK, I'll talk to you later.
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o, .
** Closing
Leave-taking: saying goodbye

Speaker 1 Speaker 2
Goodbye/ Bye; Bye-bye Goodbye / Bye / bye-bye
See you later / See you on... / Catch you  See you soon / See you around / Catch
later. (+ Have a nice day ) you later. (+ Have a good day)
Thank you. You too. Thank you. You too.
Exercises

1. Match parts of the conversation below.

2. ldentify conversation stages and then practice the conversation.

1 Hello A Thank you. You too. Bye-bye.
My name is Ceta. I’m a student, too.
Nice to meet you. Nice talking to you, too.
Where are you from? I’m Chou.
Songkla. Hello.

I’m a student. And how about you? Bangkok. And you?

Well, nice talking to you. Nice to meet you, too.

What do you do?

0 N o LR~ WwWN
T & m m O 0O @

Bye. Have a nice day.

3. Read the conversation above and fill in the missing sentences.

Practice the conversation with your partner.

A Hello.

B

A My name is Ceta.

B

A Nice to meet you.

B

A Where are you from?

B
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Songkla.

Bye.

® > @ > W > W >

I’m a student. And how about you?

Well, nice talking to you.

Appendix B

Scoring criteria and descriptors adapted from O’Loughlin (2001),
Luoma (2004) and Barraja-Rohan (2011)

Fluency

Vocabulary

Appropriacy

Comprehensibility

Grammar

A1w1UTVaY adudl 30(2558)

Students can speak fluently with only occasional hesitation and
manage to keep the conversation going without making long
pauses or causing communication breakdown even though they
perform their speech rather slowly than a native speaker.

Students has a large command of vocabulary and can use a wide
range of vocabulary precisely, appropriately and effectively to
express most ideas impressively.

Students can use English appropriately and effectively according
to sociocultural norms and usually can appropriately construct
their turns in response to the interlocutor’s first- and second-pair-
part turn or even to unpredictable questions in conversation.
Students can produce speech which can be understood
effortlessly by the interlocutor or the interlocutor may
occasionally seek clarification.

Students can interact effectively by employing a wide range of

structures or expressions with only minor mistakes.
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The Use of Online Tools in L2 Writing: A Study of Thai
University Students
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Abstract

With technological advancement, the Internet plays an
important role in English language learmning. It can help university
students when they are assigned to write an essay. For example, they
may search for information from a search engine when they do not
have any ideas or they could possibly find a target equivalent to a
source item using machine translation or online dictionaries. The
purposes of this study were to investigate (1) kinds of online tools
used in writing a 200- to 300-word English paragraph by high-
proficiency and low-proficiency students and (2) how the two groups
used the tools. The subjects were 14 students in the Engineering
Faculty at a state university in Thailand. The research instruments
were introspective think-aloud, stimulated recall interview, and
observation, and a screen capture programme. The findings were that
students used seven kinds of online tools. The high-proficiency group
used all seven tools whereas the low-proficiency group used only two

tools. With the understanding of how students used online tools while
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writing, this study may guide teachers and students to use online tools
effectively.

Keywords: use, online tools, L2 writing, high-proficiency students, low-proficiency

students
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Introduction

Nowadays, the Internet plays an important role in language
learning (Zhong, 2008), and it is very popular among language learners
(Muniandy, 2010) because it is easily accessible through any mobile
devices such as laptops, mobile phones, and tablets. The benefits of
the Internet are improving learners’ motivation and independent
learning (Isisac, 2013; Pratibha, 2010; Sudartini, 2010). It also promotes
the use of L1 to develop L2 learning through Internet translation tools
(Pratibha, 2010), and it stimulates learners with rich sensory and
cognitive skills, and thus effectively encourages language acquisition
(Isisac, 2013).

In addition to the many benefits stated above, the Internet
has been popularly used in writing because it can help students to
search for content (Purcell et al., 2012) and solve language problems
(Musk & Cekalte, 2012). They may search for information from search
engines such as Google and encyclopaedias such as Wikipedia when
they do not have any ideas about the topics given. Apart from
searching for content, they probably solve language problems by
translating text into a target language using machine translation
(Google Translate) or checking the meaning of words in online
dictionaries (Oxford and Cambridge). Therefore, it is interesting to
investigate further how and to what extent these online tools are used

to help writers.
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Literature review

This section discusses the use of online tools, namely the
aspects of language, online tools, purposes of using online tools, and
strategies for using online tools.

1. The use of online tools

If we search on the Internet, we will find that the tools such
as online dictionaries, machine translation, concordances, and search
engines are used to solve language problems with different purposes

as summarised in Table 1.

Table 1 Aspects of language, online tools, and purposes of using online tools

Aspects of Online tools Purposes of using Researchers Years
language online tools
Meaning Online - Checking the Chun 2004
dictionaries meaning of words
Concordances - Checking words Jafarpour, 2013
which are near- Hashermian &
synonyms Alipour
Yeh, Liou, & Li 2007
Translating Online - Translating a word | Elola, Rodriguez- 2008
dictionaries into a target Garcia , &
language Winfrey
Machine - Translating a Garcia 2010
translation source text into a Garcia & Pena 2011
target text Gaspari 2007
KLff 2005
Shei 2002
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Table 1 Aspects of language, online tools, and purposes of using online tools

(continued)

Aspects of Online tools Purposes of using Researchers Years
language online tools
Grammar Online - Correcting Conroy 2010
dictionaries grammiatical errors
Concordances - Checking Yeh et al. 2007
collocations Yoon 2008
- Correcting Conroy 2010
grammatical errors
- Correcting verbs Hadi 2013
Search engines | - Checking Stapleton & 2010
sentence structures | Radia
- Checking function | Park 2010
words
- Correcting Acar, Geluso & 2010
grammiatical errors Shiki
Mechanics Online -Checking spelling Chun 2004
dictionaries
Register Online -Checking word Bishop 2000
dictionaries register
Style Online -Editing style Chon 2008
dictionaries Elola et al. 2008

From the previous studies about the use of online tools in

writing, the researchers have analysed and categorised the kinds of

online tools and the purposes of using online tools under six aspects

of language as illustrated in Table 1.

Regarding meaning, online

dictionaries are used to check the meaning of words (Chun, 2004)

whereas concordances are used to check words which are near-
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synonyms (Jafarpour, Hashermian & Alipour, 2013; Yeh, Liou & Li,
2007). In translation, the purpose of using online dictionaries and
machine translation is translating a text into a target language (Elola,
Garcia & Winfrey, 2008; Garcia, 2010; Garcia & Pena, 2011; Gaspari,
2007; Kliff, 2005; Shei, 2002). Online dictionaries are used to translate
at the word level while machine translation is done at the textual
level.

Similarly, for erammar, the purpose of using online
dictionaries, concordances, and search engines is correcting
grammatical errors (Acar, Geluso & Shiki, 2010; Conroy, 2010).
Moreover, the students use concordances to check collocations
(Conroy, 2010; Yeh et al,, 2007; Yoon, 2008) and correct verbs (Hadi,
2013) while search engines are used to check sentence structures
(Stapleton & Radia, 2010) and function words (Park, 2010). For the
remaining three aspects of language, online dictionaries are used to
check spelling (Chun, 2004) and register (Bishop, 2000) and to edit
style (Chon, 2008; Elola et al., 2008).

Most previous studies, as stated above, have investigated the
use of online dictionaries in writing because they provided several
functions for users to tackle meanings, spelling and usage of words or
editing style. Machine translation (MT), concordances, and search
engines offered specific functions when compared to online
dictionaries. For example, MT was mainly used to translate from L1
into L2 whereas the main function of concordances and search

engines was checking word usage.
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2. Strategies for using online tools in L2 writing

The term strategy is defined by researchers as “specific
actions taken by the learner to make learning easier, faster, more self-
directed, more effective, and more transferrable to the new
situations” (Oxford, 1990). Furthermore, it should be consciously
employed (Cohen, 1998; Oxford, 1990, Wenden, 1987). If not, it loses
the significance of being a strategy (Cohen, 1994). In addition, it
should be a mental action and used as strategy clusters for task
achievement (Macaro, 2009). Based on the definitions above,
strategies for using online tools are important because they help the
students to use online tools to achieve the purpose efficiently. For
example, if they would like to check English word usage, they may use
an online dictionary to check the part of speech of a word. In
addition, to achieve the goals of using each tool, the user may need
to use more than one or two strategies or sometimes he/she may
need a ‘strategy cluster’ (Macaro, 2009) to complete the process of
using the tool. In this study, thus, we describe strategy as “clusters of
steps of conscious mental actions used to achieve the goal.”

The studies above reveal that the four online tools, namely
online dictionaries, machine translation, concordances, and search
engines, are popular choices of users. In the next section, we will

discuss strategies for using them.

Tool 1: Online dictionaries

Online dictionaries have been developed continuously from
paper-based, CD-ROM, and electronic media to the current online
form of content delivery. Online dictionaries are “the tool which

A1w1UTVaY adudl 30(2558) 113

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



alphabetically lists the words of a language, providing descriptions or
equivalents in other languages” (Aalborg University, 2014). Based on
several studies, writers use online dictionaries to translate a word into
a target language, to check meaning, spelling, and the word register,
and to edit style. In order to achieve their purposes, they may use
the following strategies: selecting an entry (Min & Shoujing, 2009), and
using information provided by the dictionary (Koyama & Takeuchi,
2009). In addition, writers cross-reference with another dictionary
(Koyama & Takeuchi, 2009; Okuyama & lgarashi, 2007), cross-check the
meaning of the unknown word (Bishop, 2000) or translate back (Tang,
1997). Or, if none of the target words is found, writers try a different
entry in the same dictionary (Chon, 2008).

Among the studies conducted by several researchers from
many countries, Elola et al. (2008) explored the use of online
dictionaries in Spanish writing revision tasks with six intermediate-level
undergraduate students. They found five dictionary use strategies
including second word strategy (relying on the second or the third
word to get the meaning of an expression), online translator dictionary
(obtaining feedback on their performance in L2), category strategy
(being familiar with dictionary abbreviations and structure), context-
based strategy (paying attention to the examples provided for a
particular word), and familiarity strategy (being familiar with the form

or by the ending of the word).

Tool 2: Machine translation
Machine translation refers to "computerised systems

responsible for the production of translations with or without human
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assistance" (Hutchins & Somers, 1992). It has become a reality in the
late twentieth century after it was dreamt of in the seventeenth
century. Teachers in the language learning area have carried out
research by having their students use machine translation to translate
a source text into a target language (e.g. Garcia, 2010). The students
used strategies such as pre-editing (Belam, 2002; Shei, 2002; Yuste,
2002), post-editing (Allen, 2003; Garcia, 2012; Gasperi, 2002; Kliff, 2005;
Somers, 2002; Yuste, 2002), translating back (Cribb, 2000), and word-
reordering (Forcada, 2000; Stymne, 2012). Pre-editing is to modify the
source text until the target text makes sense whereas post-editing
strategy is to modify the target text until it is acceptable in the
students’ opinions. Furthermore, back translation is used to check
whether any inaccuracies occur by translating the source text into the
target text, and then translating the target text back into the source
text. Finally, word-reordering is to rearrange the words in the source-
language sentences.

Shei (2002) had Chinese students translate a Chinese
paragraph into English using two machine translations (MTs): SYSTRAN
at http://babelfish.altavista.com/translate.dyn and Beijing Golden
Bridge Translation Port Network at http://www.netat.net/. The results
revealed that the students used six pre-editing strategies: reorganising
the source text to “English style” sentence, simplifying by using clear
and easy-to-understand words, restoring any omitted subjects or
objects, replacing proper nouns with pronouns, pre-translating by
translating proper names manually before putting them into the MT,

and using proper punctuation in the source text.
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Tool 3: Concordances

Concordances are the string in question in context with the
search term(s) highlighted from a corpus or a collection of text
(Nesselhauf, 2005). The benefit of using concordances is quite limited
because they focus on the word level only. Hence, from previous
studies, concordances were used to check words which are near-
synonyms and collocations, and to correct grammatical errors and
verbs.  To achieve these purposes, writers use strategies such as
observing a grammatical pattern of the language, hypothesising how
this grammatical pattern works, and testing to see if the hypothesis is
correct (Johns, 1994; Park & Kinginger, 2010, Payne, 2008). Writers also
guess the meanings of the difficult words (Sriprichan, 2003).

Ma (2014) explored the Chinese students’ learning strategies
used with corpora and concordances in the classrooms when they
were assigned to write an English essay. He found many strategies
including using a wildcard, studying concordance outputs, searching
the whole word, studying the context around the search string,
counting the frequency of occurrence of words, inferencing, making

alternative searches, and narrowing down the search.

Tool 4: Search engines

Search engines such as Google are designed to crawl and
index the web effectively. Google indexes tens to hundreds of
millions of web pages involving a number of distinct terms (Brin &
Page, 1998). They provide a standard interface to the large amount of
information that the web contains (Levene, 2010). Based on these

definitions, search engines store information of web pages, so it seems
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that it is primarily used for searching content. Nevertheless, when it
has been applied to language learning research, it is used to solve
language problems such as correcting grammatical errors and checking
sentence structures. By means of achieving the purposes, writers use
strategies which can be divided into two broad categories: the search
term (McGraw-Hill Companies, 2003; Stapleton, 2005) and the search
techniques (Dudeney, 2000; Sharp, 2005; University of Otago, 2008).
Regarding the search term, strategies are searching by key word,
searching a related term or words with similar meaning to the key
words, searching from a very specific to a more general noun, or
narrowing the search. Moreover, the search techniques include using
the asterisk or wildcard (*) to find part of the word and using Boolean
operators such as OR and AND to broaden or narrow a search. In case
that the target information is not found by using those strategies
stated above, changing the search engine is the final strategy.

From the literature review above, it can be seen that several
studies have investigated the use of only one or two online tools in
writing.  For this study, however, we allowed the participants to use
any online tools to complete a writing task. We think that it is more
natural than restricting them to only one tool. Generally, it is very
convenient for users to access several online tools nowadays. As
researchers, we may learn more about how several tools can
complement each other in helping learners to complete a piece of
writing.

Purposes of the study

To provide more insight into the use of online tools in English
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writing of EFL learners, this study aimed to find the answers of the two
research questions below.

1 What online tools are used in writing an English paragraph by

high-proficiency and low-proficiency Thai students?

2 How do the two groups use online tools?

Research methodology
Subjects

The subjects were 14 first-year volunteer students in the
Engineering Faculty in one of the public universities in Bangkok,
Thailand. Ten of them were female students whereas four were male.
They were chosen from a pool of 400 student respondents based on
their responses to questionnaires which asked about the frequency of
using online tools and their grade obtained in the first English
fundamental course. They met the objectives of this study because
they frequently used various kinds of online tools in writing English
paragraphs. Moreover, seven were high-proficiency students who got
an A from the course while the other seven were low-proficiency

students who got a C from the course.

The task
The task was writing a 200- to 300- word English paragraph
under the topic "One of the technologies that you can't live without."
While writing, each subject was asked to type in Microsoft Word and

could use any online tools on the Internet. The time was not limited.

Research instruments
The three research instruments used in this study were

introspective think-aloud, observation, and stimulated recall interview.
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1. Introspective think-aloud

The introspective think-aloud was used as the main
instrument to collect the data from the subjects' purposes of and
strategies for using online tools while they were doing the task. They
were given instruction in Thai and trained to think-aloud before
performing the task. While writing, if they were silent for 20-30
seconds, they were prompted. The think-aloud protocol and the
computer screen were recorded by the Snaglt programme, which is a

computer screen capture programme.

2. Observation

Observation was used to triangulation of the data obtained
from the think-aloud protocol. The first researcher acted as an
observer writing down the names of tools, items searched, and search
results using the structured note, especially the doubtful items. He,
then, asked the subjects for more clarification after they performed
the task.

3. Stimulated recall interview

Stimulated recall interview was used immediately after the
subjects finished the task to clarify any unclear parts. This instrument
was also used to ask for information about the reasons of the items
searched or chosen. The computer screen video recorded by the
Snaglt programme during the task was used as a prompt to stimulate

the subjects' memory.

Data analysis

For this study, the data from the think-aloud protocol was the
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main data, and it was supported by the data from observation,
stimulated recall interview, and Snaglt. The data from introspective
think-aloud and stimulated recall interview was transcribed while the
data from observation and Snaglt was described. Then, the data from
the three instruments and the screen capture was chunked, coded,
and triangulated. The data from introspective think-aloud and
stimulated recall interviews revealed the subjects' purposes of and
strategies for using online tools. In terms of the data from observation
and Snaglt, the kinds of online tools were identified. Even though the
data obtained was qualitative data, it should be quantified into
frequencies, so that the number of searches, kinds of tools, purposes
and strategies could be clearly seen. Finally, the frequencies were
converted into percentage. The data analysis of this study is

summarised in Figure 1.

Snaglt data

Think-aloud data | Stimulated recall interview data

Transcribed

| Observation data

| Chunked, coded, triangulated |

| Quantified into frequencies |

Converted into percentage

Figure 1 Summary of data analysis
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Findings

This section reports the overview of the use of online tools in
L2 writing, the high-proficiency students’ and low-proficiency students’
strategies for using online tools in L2 writing, and strategies without the

use of tools.

The overview of the use of online tools in L2 writing
This part demonstrates the overall percentage of the high-
proficiency students’ and low-proficiency students’ kinds of tools and
purposes of using tools. Before presenting the data, the acronyms are

summarised in the following tables.

Table 2 The acronyms used in the following tables are described as follows:

Acronyms Descriptions
H High-proficiency students
L Low-proficiency students
MT Machine translation (Google Translate)

BD An online bilingual dictionary (Longdo, available at http://dict.longdo.org)

MD An online monolingual dictionary (Cambridge)

W Websites for language learning such as Trueplookpunya.com

SE A search engine (Google)

E An encyclopaedia (Wikipedia)

T A thesaurus (Thesaurus.com, available at http://www.thesaurus.com)

Table 3 presents the use of seven kinds of online tools to
serve the four purposes of using online tools (finding English
equivalents for Thai items, finding word usage, checking mechanics,
and avoiding word repetition). Machine translation (Google Translate)
was used most frequently (74.91%) for finding English equivalents for
Thai items and avoiding a repetitious word.
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Table 3 The overview of the use of online tools in L2 writing

Kinds of online tools Purposes of using online tools
Finding English equivalents far Thai items Finding ward Checking Avoiding
E Word level Phrase level Sentence isage mechanics ward
% level repetition
% H(%) | L(%} H(%) L(%) H(%) | L(%) H(%) L(%) H%} | L(%) | HO) | L(%)
1. Machine translation 7491 | 7.74 2286 | 035 9.14 - 3306 | - - - . 1.76
2. Bilingual dictionary 1625 | 7.58 1.08 0.72 - - 469 1.81 - 0.36 = 0.36
3. Monolingual dictionary 424 151 |- 0.30 . - - 1.51 i 091
4. Websites for language 283 - - - . - - 2.83
learning
5. Search engine 0.70 - - - - - - 0.35 - - - 0.35
6. Encycl 0.70 0.35 - 0.35
7. Thesaurus 035 |- - - - - - g ; R - 035
Total 100 16.25 | 24.03 | 1.77 9.14 - 37.81 | 6.71 - 127 - 2.82

As for online dictionaries, an online bilingual dictionary
(Longdo) was used to serve all four purposes (16.25%), but an online
monolingual dictionary (Cambridge) was used 4.24% by only high-
proficiency students for the purpose of finding English equivalents for
Thai items at the word and phrase levels (1.51% and 0.30%
respectively), finding word usage (1.51%), and checking mechanics
(0.91%). The remaining four tools were used by the high-proficiency
students only. Websites for language learning (2.83%) and a search
engine, Google (0.70%), were used to find word usage, but Google was
also used for avoiding a repetitious word (0.35%). An encyclopaedia
(Wikipedia at 0.70%) was used for the purpose of finding English
equivalents of Thai items, and the least frequently used tool, a
thesaurus (Thesaurus.com), was used 0.35% to find synonyms to avoid
repeating words. However, concordances were not used in this study.

To serve the students’ four purposes of using online tools,
different kinds of tools were used. In order to find English

equivalents for Thai items, four tools were used. Google Translate
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was used at all levels (7.74%, 22.86%, 0.35%, 9.14%, and 33.06%
respectively) whereas Longdo (7.58%, 1.08%, 0.72%, and 4.69%
respectively), Cambridge (1.51% and 0.30% respectively), and
Wikipedia (0.35% and 0.35%) were used at the word and phrase levels
only. Google Translate and Longdo were mainly used to translate
from Thai into English. If the students were uncertain about the
meanings of English words/phrases/sentences, Google Translate,
Longdo, Cambridge and Wikipedia were used to cross-check the
meanings. Cambridge, moreover, was used to check word usage. The
remaining three purposes of using online tools were utilised by the
high-proficiency students only.

Regarding finding word usage, Longdo (1.81%), Cambridge
(1.51%), websites for language learning (2.83%), and Google (0.35%)
were used to check the part of speech of words, collocations, and
word positions. To check mechanics, only online dictionaries (Longdo
(0.36%) and Cambridge (0.91%)) were used because the students
thought the tools were suitable for checking spelling. For avoiding
repeating words, the students used Google Translate (1.76%) to
translate words from Thai into English and Longdo (0.36%) to re-check
the meanings of words. When they were uncertain about the
meanings of English words in the search results, they searched for
thesaurus websites in Google (0.35%) and chose synonyms in

Thesaurus.com (0.35%).
High-proficiency students’ use of online tools
This part reports high-proficiency students’” use of online
tools, namely kinds of tools, and the purposes of and strategies for
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using tools as summarised in Table 4.

Table 4 High-proficiency students’ use of online tools

Purposes of
using tools

List of strategies

Kinds of tools

MT
(%)

BD
(%)

MD
(%)

w
(%)

SE
(%)

(%)

(%)

Finding English equivalents for Thai words

1. Translating
from Thai into
English

\,
W | Percentage
Nel
=

43.48

3043

2. Translating
back from English
into Thai

10.87

10.87

3. Cross-checking
the meaning of
English
words/phrases

8.70

1.45

1.45

4.35

1.45

4. Checking word
usage

6.52

217

4.35

Total

100

45.65

45.65

6.52

2.18

equivalents for
Thai phrases

Finding English

1. Translating
from Thai into
English

60.00

20.00

40.00

2. Cross-checking
the meaning of
English
words/phrases

40.00

20.00

20.00

Total

100

20.00

40.00

20.00

20.00

Finding word usage

1. Checking the
word usage in
websites for
language learning

36.84

36.84

2. Checking part
of speech of the
word in a
bilingual
dictionary

10.53

10.53

3. Checking part
of speech of the
word in a
monolingual
dictionary

21.05

21.05

4. Checking the
word order in the
sentence in a
bilingual
dictionary

10.53

10.53
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5. Checking 5.26 - - - - 5.26 - -
collocations by
seeing
concordance

lines

6. Checking 5.26 - - 5.26 - - - -
collocations in a
monolingual
dictionary

7. Comparing the 10.53 - 5.26 - 526 - - -
description of
word usage from
two websites

Total 100 - 26.31 26.31 42.11 5.26 - -

1. Checking 75.00 - - 75.00 - - - -
spelling in a
monolingual
dictionary

2. Checking 25.00 - 25.00 - - - - -
spelling by
clicking the
hyperlink function

Checking mechanics

Total 100 - 25.00 75.00 - - - -

1. Translating 37.50 25.00 12.50 - - - - -
from Thai into
English

2. Cross-checking 12.50 12.50 - - - - - _
the meaning of
English
words/phrases

3. Checking the 12.50 12.50 - - - - - -
unfamiliar word
for the meaning
of Thai
equivalents by
clicking the
highlighted word

4. Editing the 12.50 12.50 - - - - - -
English language

Avoiding word repetition

by choosing the
word from the
dropdown menu

5. Searching 12.50 - - - - 12.50 - -
thesaurus
websites by using
key words

6. Choosing the 12.50 - - - - - - 12.50
synonym from a
thesaurus website

Total 100 62.50 12.50 - - 12.50 - 12.50
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Table 4 shows high-proficiency subjects’ strategies for using
online tools to find English equivalents for Thai items (at the word and
phrase levels), find word usage, check mechanics, and avoid word
repetition.

To find English equivalents for Thai items, at the word level
the students translated from Thai into English using machine
translation (Google Translate) at 43.48% or an online bilingual
dictionary (Longdo) at 30.43%. When they were uncertain about the
meanings of English words, they used two strategies (translating back
from English into Thai (10.87%) or cross-checking the meaning of
English words/phrases (8.70%)).  Furthermore, they checked word
usage (6.52%) if they were uncertain about the grammatical aspect of
the English words in online dictionaries. At the phrase level, the
students translated from Thai into English (60.00%) in Google
Translate (20.00%) or Longdo (40.00%), but when they were uncertain
about the meanings of English words, they cross-checked the
meanings of those English words/phrases (40.00%).

For finding word usage, they checked word usage in websites
for language learning (36.84%) because this kind of website provided
Thai description for word usage. If they were uncertain about the
description in one website, they compared the description of word
usage from two websites (10.53%). Moreover, they checked the part
of speech of words in a bilingual dictionary (Longdo) at 10.53%, or a
monolingual dictionary (Cambridge) (21.05%) and checked word order
in sentences in Longdo (10.53%). When they sought to check a

collocation, they checked it by seeing concordance lines in Google
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(5.26%) or in Cambridge (5.26%).

Regarding strategies for using online tools to check mechanics,
the students checked spelling in Cambridge (75.00%). In addition, they
clicked the hyperlink function as suggested by Longdo when they
misspelt words (25.00%).

In order to avoid a repetitious word, the subjects started the
process with translating from Thai into English (37.50%) in Google
Translate (25.00%) and Longdo (12.50%). When the subjects were
uncertain about the results, they checked the unfamiliar word for the
meaning of the Thai equivalent by clicking the highlighted word
(12.50%). Besides, they edited the English language by choosing a
word from the dropdown menu (12.50%) or cross-checked the
meaning of English words/phrases (12.50%). However, they searched
websites by using key words (12.50%) when the results from the Thai-
English translation were not satisfactory. They then chose a synonym

from a thesaurus website (12.50%).

Low-proficiency students’ use of online tools
Low-proficiency students’ use of online tools includes kinds
of tools, and the purposes of and strategies for using tools as

summarised in Table 5.
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Table 5 Low-proficiency students’ use of online tools

List of Strategies

Percentage

Purpose (Finding English equivalents for Thai items)

Word level

Phrase level

Sentence level

Machine Bilingual

Translation Dictionary

Machine Bilingual

Translation [ Dictionary

Machine Bilingual

Translation Dictionary

Percentage | Percentage

Percentage | Percentage

Percentage Percentage

1. Translating from

Thai into English

44.28

19.90 1.49

7.96 -

14.93 -

2. Translating back
from English into Thai

3.48

1.49 -

0.99 -

0.99 -

3. Cross-checking the
meaning of English

words/phrases

6.47

4. Checking the
unfamiliar word for
the meaning of Thai
equivalents by clicking

the highlighted word

16.92

13.93 -

5. Editing searched
Thai words/phrases by
replacing them with

Thai synonyms

9.42

8.92 -

0.50 -

6. Editing searched
Thai sentences by
deleting

words/phrases

547

7. Editing searched
Thai sentences by

adding words/phrases

1.49

1.49 -

8. Editing searched
Thai sentences by
changing

words/phrases

3.48

3.48 -

9. Editing the English
language by choosing
the words/phrases
from the dropdown

menu

8.96

Total

100

32.24 1.49

12.94 0.00

46.77 6.47
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Table 5 illustrates that the subjects used two types of online
tools: machine translation (Google Translate) and an online bilingual
dictionary (Longdo) to find English equivalents for Thai items at the
word, phrase, and sentence levels. Using the two tools to complete
the task, the subjects employed nine strategies. The highest-
frequency strategy was translating from Thai into English (44.28%). If
the search results were unsatisfactory, they used strategies 5-8 to edit
Thai words/phrases/sentences searched (9.42%, 5.47%, 1.49% and
3.48% respectively) until the search results were satisfactory. When
they were uncertain about the meaning of the English language
translated, they checked the unfamiliar word for the meaning of Thai
equivalents by clicking the highlighted word (16.92%). Moreover, they
translated back from English into Thai (3.48%) or cross-checked the
meaning of English words/phrases (6.47%). If they were unfamiliar
with some English words/phrases, they edited the English language by

choosing words/phrases from a dropdown menu (8.96%).

Strategies without the use of tools
This part reports strategies without the use of tools from high-
proficiency students and low-proficiency students as summarised in

Table 6.
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Table 6 Strategies without the use of tools

List of strategies

Percentage

Purposes of using

online tools

Finding English equivalents for Thai

items

Word level

Phrase level

Sentence

level

Finding
word

usage

Checking
mechanics

Avoiding a
repetitious

word

H (%)

L(%)

H (%)

L(%)

H (%)

L(%)

H (%)|L(%)|

H (%)| L (%)

H (%)]| L(%)

1. Selecting a
word based on
background
knowledge

42.86

28.57

14.28

2. Finding the
English word
which does not
appear in the
translated

sentence

21.43

21.43

3. Editing English
grammatical

structure

28.57

9.52

19.05

4. Editing the
English language
by deleting
words

7.14

7.14

Total

100

35.14

14.28

9.52

42.86

Apart from strategies using tools, the subjects used four

strategies without the use of any tools as shown by the data from

stimulated recall interviews. When they could not obtain help from

any tools, they selected a word based on background knowledge

because Longdo provided more than one English equivalent for Thai

words (42.86%). The low-proficiency group edited English grammatical

structure (21.43%) because they thought Google Translate provided

results which contained wrong grammar or structure. They also found

the English word which did not appear in the translated sentence

(28.57%) because Google Translate did not provide some English
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equivalents for Thai sentences. In contrast, the high-proficiency
subjects edited the English language by deleting words (7.14%)
because they thought Google Translate provided redundant English

words.

Discussion

This section discusses the use of online tools, and the
purposes of and strategies for using online tools by the high-
proficiency and low-proficiency subjects, and provides pedagogical

implications for effectively using online tools in L2 writing.
The use of online tools and purposes of using online tools

In terms of finding English equivalents for Thai items, four
tools were used, including machine translation (Google Translate), an
online bilingual dictionary (Longdo), an online monolingual dictionary
(Cambridge), and an encyclopaedia (Wikipedia). Google Translate and
Longdo are suitable for starting the processes because they can
translate from Thai into English. Google Translate can translate at any
levels whereas Longdo primarily translates at the word level. The MT
was used at all levels, especially the sentence level, by the low-
proficiency students only because they lacked sentence structures
stored while the MT was used at the word and phrase levels by the
high-proficiency students only. However, the quality of the two tools
casts some doubt because the websites have been developed by
“bottom-up” editing (Carr, 1997). The users insert words/phrases/
sentences in the search box, and then the editor collects the words/

phrases/sentences searched. Apart from the MT and the BD,
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Wikipedia was used to cross-check the meanings of words/phrases
when the students were uncertain about the English words. This tool
can possibly be used to cross-check the meanings, but its quality may
not be high because anyone can write an article and submit it to the
website. In contrast to the MT, the BD, and the encyclopaedia, the
quality of the MD, Cambridge, is considered high when it is used to
cross-check the meanings or check the word usage because it is
monitored by native speakers. However, without the MT and the BD,
Cambridge only cannot be used to find English equivalents for Thai
items.

To find word usage, four tools were used: an online bilingual
dictionary (Longdo), an online monolingual dictionary (Cambridge),
websites for language learning, and a search engine (Google). This
result is somewhat similar to Conroy (2010) because his research
revealed that students used an online monolingual dictionary to
check collocations. All four tools can be used to serve this purpose,
but their quality remains doubtful, except Cambridge, which is
monitored by native speakers. For Longdo, the sentence examples for
the target words are in Thai, and for websites for language learning,
descriptions of the word usage which are written in Thai might not
show the same sense as descriptions written by native speakers.
Regarding the websites sourced in Google, the quality is doubtful
because some websites are written by non-native speakers, so they
might not be reliable enough.

When the students wished to check mechanics, they used

two tools (an online bilingual dictionary (Longdo) and an online
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monolingual dictionary (Cambridge) in the same way as Chun’s (2004)
result. They are suitable for serving this purpose because a dictionary
is composed of words, and spelling is an aspect of a word. Thus, using
a dictionary to check spelling is proper. Nonetheless, the quality of
few bilingual dictionaries can be favorably compared to a monolingual
one of major publishers (Scholfield, 2002), so it would be prudent for
the students to check spelling in a monolingual dictionary.

In order to avoid a repetitious word, the students used four
tools such as machine translation (Google Translate), an online
bilingual dictionary (Longdo), a search engine (Google), and a thesaurus
(Thesaurus.com). Google Translate and Longdo are suitable to serve
this purpose when students do not know English synonyms, so they
may translate from Thai into English. However, the quality of these
two tools remains doubtful because they are developed by non-
linguists; the developers are expert in computer science. If students
do not use a monolingual dictionary to check the meaning of an
English synonym, its meaning might be inappropriate.

Apart from Google Translate and Longdo, Google can be used
to search websites which include thesaurus websites, and then
students can choose a synonym from Thesaurus.com, which is in
English, so the quality of the website is high, and it provides many
synonyms for one English word. Thus, Thesaurus.com is the most
suitable tool used for this purpose. Nonetheless, avoiding repetition is
not found in the results of the previous studies.

The use of online tools and strategies for using online tools

Regarding Tables 4 and 5, it can be seen that the high-
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proficiency students’ and the low-proficiency students” use of online
tools and strategies for using online tools are different. The main
factor is due to the students’ different levels of linguistic competence.
Therefore, the high-proficiency students used fewer strategies with
online tools than the low-proficiency students because the low-
proficiency students compensated for their lower linguistic
competence with strategic competence and the use of online tools.
For strategies without any online tools, both groups used their own
backeround knowledge when they thought that they could not rely on
the tools (Table 6).

In terms of finding English equivalents for Thai items, these
patterns are based on the level of the search because their
complexities are different in terms of strategy used. The two groups
always thought in Thai and started the processes by translating from
Thai into English. This result is quite similar to the results of previous
studies (Elola et al., 2008; Garcia, 2010; Garcia & Pena, 2011; Gaspari,
2007; Kliff, 2005; Shei, 2002). It might be because both groups had
limited vocabulary size, so they could not find the English items as
they would like. Nonetheless, the high-proficiency students searched
at the word and phrase levels only while the low-proficiency students
searched at the word, phrase, and sentence levels. This can suggest
that the low-proficiency students had insufficient English sentence
structures, so they tried to translate from Thai sentences into English
in order to see English sentence structures with the use of Google
Translate.

As for finding English equivalents for Thai words, the two
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groups were primarily concerned about the strategies which are
related to the meanings between the two languages including
translating from Thai into English, translating back from English into
Thai, and editing Thai words/phrases searched by replacing them with
Thai synonyms. The translating back strategy was also found in Tang’s
(1997) and Cribb’s (2000) studies. However, both groups used some
different strategies when they were uncertain about the search results.
The high-proficiency students cross-checked the meaning of English
words/phrases with different types of tools to check the reliability of
the meaning of English words/phrases. The low-proficiency students,
on the other hand, checked the unfamiliar word for the meaning of
Thai equivalents by clicking the highlighted word.

To find English equivalents for Thai phrases, the two groups
started the processes by translating from Thai into English. Similarly,
the result achieved was in accordance with the results of previous
studies (Garcia, 2010; Gaspari, 2007; Kliff, 2005). However, both groups
used different strategies to check the meaning between the two
languages. The high-proficiency students used one more strategy
(cross-checking the meaning of English words/phrases) with different
types of tools to re-check the meaning of English words/phrases. The
low-proficiency students used three more strategies (translating back
from English into Thai, checking an unfamiliar word for the meaning of
Thai equivalents by clicking the highlishted word, and editing Thai
words/phrases searched by replacing them with Thai synonyms) with
the use of Google Translate.

Strategies for finding English equivalents for Thai items at the
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sentence level were used by the low-proficiency students only as
mentioned earlier. The strategies with the use of Google Translate
(Table 5) show that the students were mainly concerned about
meaning rather than grammar, and this result is similar to those of
previous studies (Luoma & Tarnanen, 2003; Luton, 2003; O’Neill, 2012).
Different strategies of editing the Thai language searched were
employed after the students translated from Thai into Enslish. The
result obtained is similar to pre-editing strategies from previous studies
(Belam, 2002; Shei, 2002). The students frequently edited Thai
sentences searched by deleting, changing or adding words. It might be
because the students did not understand how the MT works, so they
used several and repetitive editing strategies until they were satisfied

with the results.

Pedagogical Implications

The results from this study may help teachers understand the
purposes of and strategies for using online tools by high-proficiency
and low-proficiency students. Both teachers and students may realise
what kinds of online tools should be used to serve the purposes of
and strategies for using online tools. Each online tool has its own
particular functions and purposes; therefore, providing guidelines of
how to use online tools as an aid in English writing is essential. The
guidelines in this paper are divided into two sub-sections: suggestions
for teachers and suggestions for students.

For teachers, when teaching writing, in order to use Google
Translate  effectively, teachers should provide suggestions

(Wongkaewphothong, 2014) such as breaking a long sentence into
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shorter sentences, being aware of technical terms, being aware of
words which have several meanings, comparing the sentence before
and after translation, checking and editing some words, typing a simple
sentence before making it more complex, and especially for Thai-
English translation, deleting redundant Thai words or particles.
Moreover, teachers should advise students that there are other
machine translations available such as Altavista, SYSTRAN, and Yahoo
Babel Fish, so the students may compare the results from Google
Translate and another tool to choose the best result.

In order to use a bilingual dictionary efficiently, teachers
should tell students to read the English sentence examples in which
the target words or phrase searched are included (Pipat, 2014). The
sentence examples are short and simple. Moreover, as mentioned by
Scholfield (2002), the quality of most bilingual dictionaries is lower
than that of monolingual dictionaries which belong to major
publishers such as Longman, Oxford, and Cambridge. Hence, teachers

should encourage students to re-check any aspects of
language such as meaning, grammar or spelling in those monolingual
dictionaries to ensure the high quality of the target items searched. In
addition, there are other bilingual dictionaries available such as
Lexitron, Sanook.com, and Bing that teachers can recommend the
students to use to compare the results.

In terms of the effectiveness of strategies for using online
tools, as stated in the discussion section, the low-proficiency students
repetitively used editing strategies after translating from Thai

sentences into English. This pattern occurs because Google Translate
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may not recognise the sentence structures searched, so the editing
strategies might not be effective. Because machine translation cannot
understand all the complexities of language produced by people,
teaching students how machine translation works seems to increase
the effectiveness of using this tool, by re-organising the word order,
generating target-language sentences, and substituting words.

From the results, the low-proficiency students’ strategies and
tools used are fewer than those used by the high-proficiency students.
Therefore, the low-proficiency students should learn more strategies
and tools from the high-proficiency students. For example, the low-
proficiency students should learn the high-proficiency students’
strategy for using online tools such as cross-checking the meaning of
English words/phrases with different types of tools. They should be
encouraged to cross-check the target information with at least two
online tools because the quality of some tools on the Internet, e.s.
bilingual dictionaries, is quite low. With some websites, users can add
information without being screened by an editor. The information
added is examined by an editor only every three or six months.
Therefore, before the information is examined, it may not be reliable.
With other websites, the editor may not be a linguist; she may be
knowledgeable in another discipline such as computer science, so she
may not be fully capable of editing languages. As a result, cross-
referencing is suggested.

The low-proficiency students, furthermore, should check word
usage as the high-proficiency students do when they find English

equivalents for Thai words. Meaning is one aspect of language
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properties, but there are other aspects such as form and word usage
(Nation, 2001) that the low-proficiency students should be aware of.
Increasing language awareness might help them produce a better
piece of writing.

Apart from machine translation and bilingual dictionaries, the
low-proficiency students should use other kinds of online tools such
as monolingual dictionaries, search engines, and grammar checkers.
Because machine translation and bilingual dictionaries are mainly used
to find target equivalents or check meanings, students should be
made aware of other aspects of language such as word usage or
sentence structure. Monolingual dictionaries can be used to check
the part of speech of a word; search engines can be used to check
collocations by providing a concordance line or linking to a website for
language learning; and grammar checkers can be used to check
sentence structures such as subject-verb agreement.

Finally, both the low- and the high-proficiency groups should
be encouraged to think in English and increase their vocabulary by
getting more exposure to the English language such as by reading
books or listening to news. Thinking in Thai and then translating into
English may cause inaccuracies because the two languages belong to
different families. Besides, as suggested by Scholfield (2002), students
should ‘think in the target language’ to be efficient users of English
because it is inefficient to perform the extra step of translating from

the source language into the target language.
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Conclusion

The aims of this paper were to explore types of online tools,
purposes of, and strategies for using those tools in English writing by
high-proficiency and low-proficiency students. The results showed
that the students used seven kinds of tools to serve four purposes.
To achieve each purpose, the students used different strategies.
Regarding online tools, at the word level all seven kinds of tools were
used, whereas at the phrase and sentence levels Google Translate
was mainly used. In terms of proficiency, high-proficiency students
used all seven kinds of tools while low-proficiency students used only
two kinds of tools, namely Google Translate and Longdo. This study
could suggest that Thai students used online tools when they wrote in
English. However, teachers should recommend to students how to use
online tools efficiently. Particularly, low-proficiency students should
be guided to learn how to use several kinds of tools such as
monolingual dictionaries, search engines and encyclopaedias. They,
moreover, should be trained to use various strategies apart from

translating and checking meanings of words/phrases/sentences.
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Translation of Directional Serial Verb Constructions in
Thai into English: A Case Study of Students of

Faculty of Communication Arts
msulanisniesfivendiansluniwineiuniwdinge:

AsMANYIYeINAn AN IMARNENS

Wanlee Talhakul
Chulalongkorn University Language Institute

Abstract
This study aims to investigate how Thai students interpret the
meaning of directional serial verb constructions (SVCs) in Thai, and to
examine whether they encounter any problems in translating the SVCs
into English.  The 20 participants in the study were fourth year
students of the Faculty of Communication Arts enrolled in a
translation course at Chulalongkorn University Language Institute. The
translation task employed as the research tool included ten sentences
consisting of two to four serialized verbs. It was found that the
students’ interpretations of SVC meaning can be categorized into four
groups based on the position of verbs in a series - the first verb, the
second verb, the third verb, and the first and second verbs together,
which are viewed as a main verb in English. It also reveals that
students have two main problems in translating SVCs into English. The
first problem is related to the grammatical aspect including: tense,
aspect, voice, lack of main verb, double finite verbs, verb conjugation,
subject-verb  agreement, adverbs, prepositions, articles, and

misspelling. The second one is the semantic problem consisting of:
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mistranslation, under-translation, over-translation, and no translation.
Problems with tense were found to occur most frequently, followed
by under-translation and mistranslation respectively. It was
discovered that, to a significant degree, the more verbs an SVC
contains, the more problems that will occur with the translations.

Keywords: Thai serial verb constructions, Thai students’ translation, interpretation,

translation problems
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Introduction

With the arrival of the ASEAN Community in 2015, the
demand for greater English proficiency will increase significantly as it
will become the predominant language or the lingua franca employed
across the region. However, people in many countries in this part of
Asia still have limited ability to communicate in English effectively or
even no ability at all. This necessitates the translation of English into
numerous other languages to enable wider access to information and
guarantee effective message delivery. Like other non-native speakers
of English who wish to disseminate information within the global
arena, Thais too often must translate from their mother tongue into
English to get their message across. Thus, translation plays an integral
part in this inter-language scenario.

Generally, translation refers to the process of transferring the
meaning of a text written in one language into a text in another
language. Clearly, the goal of the process is that the meaning of the
original text is conveyed, not the form of the text. Since each
language has its own distinctive forms for representing meaning,
accurate translations may require expression of meaning in another
language to be a very different form than in the original language
(Larson, 1998). Therefore, to properly translate a Thai text into
English, the syntactic forms representing the meaning would likely be
rather dissimilar.  When Thai and English grammatical features are
compared, many characteristics differ significantly.  One of the
differences which is readily apparent is verb structure.

In English, a verb which involves various grammatical aspects
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like modality, tense, aspect, and voice, is not allowed to co-occur with
another verb in a series. However, this phenomenon frequently
occurs in Thai. Serial verb construction (SVC) is one of the most
common linguistic features in the Thai syntactic system and refers to
situations in which two or more verbs are used in juxtaposition
without any linker (Thepkanjana, 2006). The following is an example
of a Thai SVC and its English translation taken from the Thai story
named  “Hupnumds” (Looking Back, 1967) with an accurately
translated English version done by professional translators of the
Translation Center, Faculty of Arts, Chulalongkorn University (1996):
Thai (original):

we Jaden  dud A a1 ndu W Sungqu

naaj0 wilOliam2 nan0 k@@2 laa0 klapl pajo angOkri‘cl13

English (translation):  Mr. William Nan left for England.

The serialized verbs above are ‘@1+nau+ly’ /laa0+klapl
+paj0/. It can be seen that the directional concept of the SVC is
syntactically conveyed through the form of a verb followed by a
preposition in English. This conforms to Masica (1976: 150-153 cited in
Thepkanjana, 1986; Aikhenvald, 2006) who views an SVC’s meaning as
being carried over into non-serial verb languages like English through
varied linguistic devices such as adverbs, prepositions, inflections and
conjunctions. It can also be represented by another finite verb with a

conjunction, or sometimes be omitted in English (Mallikamas, 2013).

3 The LRU Transcriptions (Luksanaeeyanawin, 1993) developed at the Linguistics
Research Unit of Chulalongkorn University is used to illustrate the examples of SVCs in

this research since the study does not deal with the phonological issue (see Appendix).
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In terms of the translation perspective, translations of the SVC do not
contain word-by-word equivalence to the original as experienced
translators do not look at the original text word by word or phrase by
phrase, but look for the overall idea of the entire text (Sangaramruang,
1999 cited in Tayjasanant, 2013). However, it is notable that it is the
first verb in the series that is interpreted as most important to be
transferred into the main verb in English, not the last two verbs.

In the context of inexperienced translators like the Thai
students in this study, translations of the above SVCs may not result in
the same level of accuracy as professional ones. According to
Mallikamas (2013), verb serialization is a construction that does not
occur in formal English, so Thai learmers often face problems in using
this feature in English. Using double finite verbs is completely
erroneous in standard written English as the language does not allow
more than one finite verb to occur sequentially without changing any
form of another verb or having any conjunction in between
(Hongthong, 2013). In addition, a verb in English is also associated with
tense.

According to the Longman Dictionary of Applied Linguistics
(Richards et al, 1985 cited in Mallikamas, 2013), tense is about the
relationship between a verb form and time in which an action, an
event or a state happens. In other words, actions, events or states are
expressed through verbs in different forms. So, tense is not the same
thing as time even though they are associated. On the other hand, to
refer to time in Thai, auxiliary verbs or time markers are required to

indicate the time of an action’s occurrence (Pinmanee, 2012;
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Mallikamas, 2013). For this reason, using tense accurately in English is
one of the most difficult problems for Thai learners (Mallikams, 2013).
Therefore, it would be interesting to determine how novice
translators, namely, Thai students who are taking a translation course,
interpret the meaning of SVCs and whether they encounter problems
in translating this feature into English. If problems do arise, what kinds
of errors are most frequently committed? Even though a number of
problems of Thai-English translation have been addressed in various
textbooks, the SVC issue has been rarely mentioned. For this reason,
exploring Thai students’ ability to translate SVCs would be extremely
useful as the findings of the study will help raise awareness of
problems in conveying the meaning of SVCs among teachers and
students alike. This, in turn, could help students more accurately

translate Thai SVCs into their English equivalents.

Literature Review

1. Translation

Translation is defined differently based upon which theory a
linguist relies. Catford (1965: 20), in his linguistic theory of translation,
defines translation as ‘the replacement of textual material in one
language (Source Language or SL) by equivalent textual material in
another language (Target Language or TL)” whereas Nida (1964), using a
sociolinguistic ~ approach, emphasizes the involvement of
communication within the context of interpersonal relations. Nida’s
concept has been influential on other succeeding theorists like

Newmark (1981) and Larson (1998), whose definitions are based on a
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communicative or semantic approach in which context is the major
consideration when doing translation. Moreover, Sangaramruang (1999
cited in Tayjasanant, 2013) proposed that translation is not simply
language or code changing, as translators need to have an overall idea
of the whole text and particular conditions that influence the text.
This is consistent with Pinmanee (2006 cited in Tayjasanant, 2013),
who believes that translators should look beyond the literal meaning
of words and expressions. Therefore, contextual considerations are
the main concern that translators should keep in mind when
translating texts from the SL into the TL.

To determine the precise meaning is a critical step of a
translation process that translators must deal with carefully; otherwise,
incorrect translation of meaning could result (Borisut, 1997 cited in
Pinmanee, 2009). According to Nida (1975) and Newmark (1981), a
process of translation consists of three steps - firstly analyzing the text
in the SL, then transferring the meaning of the SL text into the TL, and
finally restructuring the result so that it fits appropriately and naturally
in the TL text. Therefore, the analysis of the SL text is the key first
step in conveying an accurate message over in the TL.

However, although translators can interpret a source text and
comprehend its original meaning correctly, they may produce an
inaccurate translation due to the use of the inappropriate or
ungrammatical language in the TL. This situation occurs often in the
case of translation from Thai into English. Pinmanee (2009) notes that
Thai translators rarely face a problem in reading to comprehend the

meaning of the source text in Thai, but have significant difficulty
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creating the necessary sentence structures to express that meaning in
English. According to Pinmanee (2000), problems in translation can be
categorized into two main groups. The first group involves a serious
problem of translation i.e., the translated meaning is distorted from
the original meaning, while the second one entails a minor problem
i.e., the translation does not flow naturally in the language in the TL
text. This categorization may seem broad and subjective since it does
not address the extent of the meaning distortion and because the
classification is based on the author’s personal judgement regarding
the problem. On the other hand, Tayjasanant (2013), based on Supol
(1998), outlines more detailed types of translation problems in the
Thai context as follows:

1. Mistranslation - involving the use of wrong words or
grammatical constructions due to misinterpretation of certain
ambiguous words in the SL.

2. Over-translation and under-translation - involving adding
too lengthy and sometimes unrelated explanations or leaving out
certain parts of the SL, which may distort the aim and meaning of the
original text or affect the reader’s understanding of the translated text.

3. Inappropriate styles and registers — using styles and registers
in an unsuitable manner.

4. Lack of smoothness — employing form-based translation by
maintaining the grammatical construction of the SL in the TL text.

5. Lack of cultural understanding — not having sufficient
understanding of the TL culture to create an accurate translation.

It can be seen that the above classifications do not directly
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include the grammatical aspect as one might anticipate for translation
from Thai into English. In regards to this, Baker (1992) states that
translators may encounter certain grammatical problems concerning
the five major categories of number, gender, person, tense and aspect
when translating across languages. These problems, based on contrastive
analysis, may derive from the linguistic differences between two
languages. In terms of error analysis, these ungrammatical products
should not be viewed negatively as they provide significant insights
into the strategies employed by learners in their second language
learning process (Corder, 1967).

According to Richards (1971), there are three types of errors
including interference errors generated by L1 transfer, intralingual
errors resulting from incorrect (incomplete or overgeneralized)
application of language rules, and developmental errors caused by the
construction of faulty hypotheses in L2. In addition, based on a study
on a corpus-based approach to translation error analysis with
Romanian EFL learners (Popescu, 2013), the researcher divided learmer
errors into three types: linguistic errors (morphological, syntactic and
collocational), comprehension errors (misunderstanding of lexis or
syntax), and translation errors (distorted meaning, additions, omissions,

inaccurate renditions of lexical items).

2. Serial verb constructions (SVCs)

Serial verb construction (SVC)-where two or more verbs are
concatenated—is one of the most common linguistic features in the
Thai syntactic system (Thepkanjana, 1986). Apart from the syntactic-
based definition, SVCs in general are also widely discussed using
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semantic-based criterion. They are semantically considered by a
number of linguists as providing certain types of information and
serving a variety of functions e.g. directional, comparative,
instrumental, purposive, aspectual, etc. (Voorhoeve, 1975; Jansen et
al,, 1978; Thepkanjana, 1986).

Moreover, some linguists view them as a single event (Lord,
1973; Filbeck, 1975; Hale, 1991), meaning that all the verbs in the
series jointly designate an event in which the initial verb carries the
true predicate meaning of the proposition and any subsequent verb
indicates a functional meaning which is related to the meaning of the
initial verb (which can be considered the main verb) (Filbeck, 1975).
Durie (1997) states that the perception of this single event expressed
by serial verbs is intuitively clear to native speakers. For non-native
speakers who study serializing languages, it may be problematic for
them to have the same perception as the native speaker. In a study
by Hongthong (2013), it was found that English undergraduates and
postgraduates who studied Thai did have the limited competence in
error awareness of basic Thai SVCs.

In terms of linguistic comparison of serial verb and non-serial
verb languages like English, it was found that many grammatical
devices in non-serializing languages are employed to represent SVCs.
A previous study by Westermann (1930 cited in Sebba, 1987), who
compared SVCs in Ewa (a Niger-Congo language) with English, shows
that several Ewa verbs may often be expressed by a single verb in
English as a leading event, while subordinate events are likely to be

rendered by means of a preposition, adverb, conjunction, or a prefix
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on the verb. Moreover, when SVCs are compared to the surface
grammar of English, they are represented by a formally disparate array
of subordinating devices including complementary infinitives, -ing
complements, modal auxiliaries, adverbs, prepositional phrases, or
even whole subordinate clauses (Matisoff, 1969 cited in Aikhenvald,
2006). Supporting these studies, Aikhenvald (2006:3) states that “SVCs
are a grammatical technique covering a wide variety of meanings and
functions. They do not constitute a single grammatical category. They
show semantic and functional similarities to multi-clausal and
subordinating constructions in non-serializing languages.”

From the perspective of translation, a number of studies have
been conducted which compare Thai SVCs with their English
translations by using a corpus as a tool in collecting data. However,
little empirical research has been conducted with non-native speakers
of English, such as Thai students, translating these linguistic features
into English. According to a study by Sutthichatchawanwong (2006)
investigating professional translators’ translations of Thai SVCs to
examine their semantic and syntactic equivalence in English, one
significant finding shows that a variety of linguistic realizations are
employed to convey different concepts of Thai SVCs. These forms
range from even a small unit of language like morpheme, single words
(verbs, adverbs, prepositions, adjective, nouns, participles, conjunctions),
phrases (verb phrases, noun phrases, prepositional phrases), clauses,
to complete sentences (active or passive). Clearly, it can be seen that
the results of this empirical study are consistent with those linguists’

statements mentioned previously. In performing a translation task,
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professional translators are known to use a variety of techniques in
translating Thai SVCs into English like the addition of conjunctions, or

the omission of one or two verbs (Decha, 2006).

Objectives of the Study
The purposes of this study are:
1. To investigate and analyze students’ interpretations of the
directional concept of Thai SVCs

2. To explore students’ problems in translating the concept of Thai

SVCs into English

Scope of the Study

This research examines students’ translation ability of Thai
SVCs with only the directional verb (DV) /paj0/ ‘¢o’ into English. This
DV was chosen because of its high frequency of occurrence with other
verbs in a series. According to Sutthichatchawanwong (2006), among
the six DVs i.e., /pajo/ ‘go’, /maal/ ‘come’, /khaw2/ ‘enter’, /?@@kl/
‘exit’, /khvn2/ ‘ascend’, and /long0/ ‘descend’, not only does /paj0/
occur most often in verb serialization, but it also denotes the
directional concept more frequently than the other concepts e.g.
purposive, sequential, etc. For this reason, SVCs with this DV denoting

the directional concept were chosen to be studied for this research.

Research Procedures

Participants
The participants were 20 (out of a total 40) fourth year

students of the Faculty of Communication Arts studying at

160 Arw USWAY adudl 30(2558)

FATAUNMTTHUNTADUN I INOWUAZAIANERTN TSN Y



Chulalongkorn University and enrolled in the course Translation for
Communication Arts Il (translating texts from Thai into English)
provided by Chulalongkorn University Language Institute. Only 20
students volunteered to participate in the study by returning a
translation task (the research instrument) to the researcher. These
students were selected from two sections of the translation course
and had different levels of language competency according to their
CU-TEP score and grade in the previous English course. This selection
process was used to ensure that the participants would create diverse
translations reflecting their individual ability in translating Thai SVCs
into English. Since this qualitative research aims to investigate
students’ translations in terms of their interpretations and problems,
such number of participants are deemed to produce a sufficient

amount of data for analysis in this study.

Research instrument and data collection

A task translating texts at a sentence level from Thai into
English was employed to examine participants’ translation ability of
Thai SVCs with /paj0/ ‘go’ denoting the directional concept. The task
contained ten sentences taken from a narrative discourse in the Thai
story named “Hupnmmde” (Looking Back) written by Phraya Anuman
Rajdhon (1967). This story was selected as a sample in the research by
Sutthichatchawanwong (2006) because of its high standard of
translation between the TL (English) and the SL (Thai) meaning
mapping. The story was evidentially found to provide a large corpus
of 1,541 Thai SVCs with six DVs. Out of this total, only 280 SVCs with

/paj0/ co-occurring with different verbs denote a directional concept.

A1w1UTVaY adudl 30(2558) 161

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



So, it would appear to provide an appropriate level of diversity in the
task for participants.

However, these 280 serialized verbs occurred in clauses and
sentences with and without a subject. Since this study focuses on
how students translate SVCs, only short clauses or sentences with a
subject were chosen to avoid other difficulties which might affect
students’ ability and effort in doing the task. Moreover, different verbs
co-occurring with /paj0/ were also purposively selected to elicit the
understanding of various meanings of verb co-occurrence from
students.

Based on these criteria, ten sentences containing two, three
or four verbs including /paj0/ in a series were ultimately selected as
the model constructions for the task in this study.  Having a varied
number of serial verbs in a sentence would hopefully provide a
chance to observe students’ ability to tackle translation of simple to
more complex constructions of Thai SVCs. Moreover, each sentence
was carefully chosen with a given context for students to understand
or interpret the sentences. Therefore, using ten sentences selected
based on the above criteria and resulting in a total of 200 student-
translated sentences was deemed to provide ample data for analysis
in this case study.

In collecting the data, since this study has a small corpus of
200 sentences of English translations of Thai SVCs, it was deemed
appropriate to use only the Microsoft Excel program to collect the
data for further comparison of students’ translations of SVCs. First,

each original text in Thai including SVCs was recorded in one column
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with its English translations of the 20 students in the next column.
Then the English representations of the SVCs of each participant were
underlined in the target texts. After that, only all these
representations were entered into another column in order to be
sorted easily by the program.

This sorting was done to aid in the examination of the
students’ interpretations of the SCVs based on those representations
and to determine their frequency of occurrence. After that, each
English representation of the 20 students was again analyzed for their
problem type. At this stage, a linguistic code was assigned for each
type. For example, MT stands for mistranslation, UT stands for under-
translation, and T stands for tense. Then each representation was
identified according to its type of problem with an assigned code in
another column. Eventually, these codes were also sorted to be

counted for their frequency of occurrence.

Data analysis

The analysis of the data was divided into two stepé:

Step 1 — Examine students’ interpretations of the SVCs with
/paj0/ ‘go’ from their English representations to determine whether
they were translated based on the meaning of the overall idea of all
verbs or the meaning of any particular verb in focus in a series.

Step 2 - Determine whether students have problems in
translating the Thai SVCs. And if they do, what are the major errors

that the students most commonly make?
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Findings

1. Students’ interpretations of the directional concept of SVCs

It was found that the 20 students translated the meaning of

the SVCs with /paj0/ ‘go’ differently. Some analyzed the meaning of
the SVCs as a whole while others interpreted them by focusing on a
particular verb in the series. From the corpus of 200 English translated
sentences, students’ interpretations of SVCs can be categorized into
four groups based on the position of verbs in a series - the first verb,
the second verb, the third verb, and the combination of the first and
second verbs, which are considered as a main verb in English. For
each group, tables showing all of the students’ translations of SVCs
are also presented in which English tokens employed by students are
systematically displayed based on similar English representations.

These four groups are as follows:

1.1 V1 of SVCs as a main verb in English translations
1.1.1 SVCs consisting of two verbs
Among four sentences with Thai SVCs consisting of two verbs,
there are two sentences in which the first verbs are given more
importance than the second one; as a result, they are carried over as
main verbs in the English translations. See Tables 1 and 2 below for

more detail.
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Table 1 Two serialized verbs — {u+lU /phaanl+paj0/ ‘pass+go’ and their

interpretations by students

Sentence with Students’ Translations of SVCs (TL) Frequency %
Thai SVCs (SL) Pre-v Main Verb(s) Post-V

1.dle 019156 - pass(ed) by/on/through/away 7 35

sy - passed - 3 15

mvva2 aalcaan0 is passing - 1 5

phaanl pajo Total 55

when teacher _ walk(s/ed) R 5 25

ass_go pass(ed)

- walked away 1 5

Total 30

was pass - 1 5

- went pass - 1 5

- was past 1 5

Total 15

Table 1 above shows that 11 students (55%) simply thought
that the first verb /phaanl/ 'pass' is the main action of the SVC, so
they used only the equivalent verb 'pass' as the main verb but in
different forms i.e., pass, passed, and passing. Interestingly, six students
(30%) interpreted the meaning of /phaanl/ as the action of walking;
consequently, the verb 'walk’ was used to convey the original
meaning. However, out of these six students, five of them (25%) also
tried to preserve the meaning of /phaanl/ in the TL by giving the
equivalent word 'pass' as the second verb after 'walk, resulting in
double verbs in the translations which is ungrammatical in English.
Nevertheless, if the overall picture is taken into consideration in terms
of its semantic aspect, most students’ English translations reflect the

correct comprehension of the original meaning of the SVC.
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Table 2 Two serialized verbs - lau+lU /dqgn0+pajo/ ‘walk+go’ and their

interpretations by students

Sentence with Thai SVCs Students’ Translations of SVCs (TL) Frequency %
(sL) Pre-vV Main Verb(s) Post-V
2.de i - walk (to) 7 35
W W eeu - walked to 6 30
mwva2 khaa2phalcao2 - walk(ed) along at/ 4 20
dggn0 paj0  t@eno into/through
when | am walking to 1 5
walk go section Total 90
nae aEny j was in 1 5
klaang0 salphaan0 went to 1 5
middle  bridge Total 10

Compared to the first table, Table 2 presents more explicit
evidence of the verb students focused on. Since 18 students (90%)
understood that the first verb /dqgn0/ 'walk' is the main action, the
equivalent English verb 'walk' was overwhelmingly employed to
express the same meaning as the original. On the other hand, one
student translated this SVC by using only 'went' (the past form of 'go)
as the main verb. Clearly, this translation leads to meaning loss in
translation.

1.1.2 SVCs consisting of three verbs

One out of three sentences with SVCs was found to show that

students again interpreted the first verb in a series as a main verb in

English. ( See Table 3 below.)
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Table 3 Three serialized verbs - Weu+lU+D4 /khiand+pajo-+thvwned/

‘write+go+reach’ and their interpretations by students

Sentence with Thai SVCs (SL) Students’ Translations of SVCs Frequency %
(TL)
Main Post-V
Verb(s)
7.3 A Weu Ay U wrote a/the letter to 12 60
g write a/the letter to 5 25
khaa2phalcao2 k@@2 khiand write Mr. William Nunn 1 5
cotlmaajd pajo thvvngd the letter
| h i L h
t (in g‘wnte ftt{er g0 reac Total %
WY Iaayu UUNn
. o send William a letter 1 5
naaj0 wilOliam2 nan0
Mr. William  Nan sent letter to 1 5
Total 10

Similar to Table 2, Table 3 strongly indicates that the majority

of students (90%) interpreted the first verb /khiand/ ‘write’ as the

main action. Therefore, they transferred the same meaning using the

equivalent word ‘write” or ‘wrote’ in English as the main verb. For the

other two students (10%), they misinterpreted the meaning of the first

verb of SVC as ‘send’, which resulted in the incorrect meaning in the

TL.

1.1.3 SVCs consisting of four verbs

Although increasingly complex SVCs were presented to

students, they still considered the first verb of SVCs as more important

than the others. This is illustrated in Tables 4, 5 and 6 below

respectively.
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Table 4 Four serialized verbs - LLdu+amL§m+11J+mu /xn2+lot3liew3+paj0+taam0/

‘run+zigzag+go+follow’ and their interpretations by students

Sentence with Thai SVCs Students’ Translations of SVCs Frequency %
(SL) (TL)
Pre-V Main Post-V
Verb(s)
8.151 A uAu amden - drive @* along 6 30
W ey - drove (a can) q 20
rao0 k@@2 Wxn2 along
lot3liaw3 paj0 taamO - drive (ziazag) on/ 3 15
we then run dizzy
zigzag  go  follow around
d - drive along 1 5
laj1 khawd circuitous
shoulder mountain R drive acar 1 5
follow
was driven circuitous 1 5
along
zigzagly drove on winding 1 5
Total 85
- wind along 1 5
- snaked along 1 5
- o* - 1 5
Total 15

* @ = No translation given by a student

As the SVC above is more complicated than those in Tables 1,
2 and 3, it can be observed that a wider variety of translations was
produced. However, most students (85%) still shared the same
understanding that the first verb /Ixn2/ ‘run’ plays a more important
role than the other three verbs; as a result, they employed various
grammatical forms of ‘drive’, interpreted as having the equivalent
meaning to /xn2/, as the main verb in English. Unsurprisingly, with the
greater number of verbs in the series, one student appeared to have

hit an obstacle in interpreting the meaning of the above SVC, so
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he/she did not produce any translation for the original sentence.
Table 5 below presents another example showing results similar to

those in Table 4.

Table 5 Four serialized verbs - wum+LaEJ+1U+5<1 /phuut2+\qgjo+pajo+thvvngd/

‘talk+pass+go+reach’ and their interpretations by students

Sentence with Thai SVCs Students’ Translations of SVCs Frequency %
(sL) (To)

Main Verb(s) Post-V
o.ud A ua 18 talk about 6 30
W fs waundy talk to/up to/ with 3 15
w3 k@@2 phuut2 talks about/further to 2 10
lggj0 paj0_thvvned talked about 2 10
nxxmasom2 Total 65
already then  talk said about/to 2 10
ass 0 reach Total 10
‘naem som’ refered* to 1 5
added about 1 5
continued to talk about 1 5
- including 1 5
- past through 1 5
Total 25

* Misspelling by a student

Verb serialization in Table 5 above firmly demonstrates the
understanding of most students that the first verb /phuut2/ 'talk' is the
major action of this SVC. This is supported by the word ‘talk(s)' or 'said'
being used by 15 students (75%) to represent the meaning of
/phuut2/ in the translations. However, five students (25%)

demonstrated an effort to interpret this complex SVC meaning as a
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whole with different words or phrases in English. Unexpectedly, only
one of these used the phrase ‘continued to talk about,” which was
the most appropriate translation among the group. This shows that
this student possessed a good understanding of the meaning of the

SVC before rendering it into English.

1.2 V2 of SVCs as a main verb in English translations

Only SVCs consisting of two verbs were found to illustrate
students’ interpreting the second verb as the main action. This is
unlike the two-verb SVCs in Tables 1 and 2 since the two-verb SVCs in
Tables 6 and 7 present interpretations of SVC meaning in the opposite

order.
Table 6 Two serialized verbs - a33+1U /trong0+pajo/ ‘straight+go’ and their

interpretations by students

Sentence with Thai SVCs (SL) Students’ Translations | Frequency %
of SVCs (TL)
Main Post-V
Verb(s)

3.6 a5t W nsw AanIng g0 to 15 75
tong2 trongd paj0 kromO g0 - 1 5
sunédla3kaaOk@@nO go straight to 1 5
must  straight go department Total 85
customs head to 1 5
il rush to 1 5
than0thii0 o ) 1 5
immediately Total 15

* @ = No translation given by a student

Although the SVC in Table 6 contains two verbs in which
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/paj0/ ‘eo’ occurs in the same position as those in Tables 1 and 2,
most students interpreted the second verb /paj0/ as the main action.
Therefore, 85% of them employed ‘go’ as the main verb in English.
However, two students attempted to interpret the first verb /trong0/
‘straight’ in the SVC as ‘head’ and ‘rush’ as the main verb. More
surprisingly, even though the SVC is relatively simple, one student was
found to be unable to transfer the meaning of the SVC into English as

he/she did not provide any translation.

Table 7 Two serialized verbs - nau+lU /klap0+paj0/ ‘return+go’ and their

interpretations by students

Sentence with Thai SVCs Students’ Translations of SVCs Frequency | %
sL) (TL)
Pre-V Main Post-V
, Verb(s)
4 e we  dnde A - went back to 6 30
ndu T e Fu - go(es) back to 4 20
tial  naaj0  jaklsong3 Total 50
ke@@2 klapl paj0 mwvang0 - R back(ed) to q 20
ciin0 - came back to 2 10
father Mr.  Yaksong then , was/get back to 2 10
retum go city  China - arrived back to 1 5
are heading back to 1 5
Total 50

The SVC in Table 7 above is another example indicating that
students view the second verb /paj0/ ‘g0’ as more important than the
first verb /klapl/ ‘return’ because 50% of them used the equivalent
item ‘went’ (30%) and ‘go(es)’ (20%) as the main verb in English. On
the other hand, the others (50%) tried to analyze the SVC and ended
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up with different lexical verbs including ‘came’, ‘get’, ‘was’, ‘arrived’,
and ‘heading’. However, it is notable that all of them employed the
equivalent phrase ‘back to’ to denote the meaning of the first verb
/klap1/ in the SVC. It is even more interesting to note that four of the
students (20%) used only this phrase without any preceding verb to
convey the meaning of the SVC. Furthermore, it is apparent that no
student using the equivalent item ‘return’, which carries both meaning

of each individual verb of /klap1+paj0/.

1.3 V3 of SVCs as a main verb in English translations

In addition to the first or second verb of SVCs being seen as
the focus of meaning, the third verb in the series is sometimes also
considered the main verb in English as shown in Tables 8 and 9
below.

1.3.1  SVCs consisting of three verbs

Even though the SVC in Table 8 contains three verbs, unlike
the one in Table 7 containing two verbs, many students
misinterpreted the meaning of the former as being the same as that of
the latter resulting in using ‘back to’ (25%), ‘went back to’ (20%),
‘goles) back to’ (10%), and ‘come back to’ (5%) respectively. This
suggests that most students (35%) considered the third verb /paj0/ as
the main action since they employed ‘went’ and ‘go(es)’ as the
equivalent to this Thai verb whereas two students (10%) gave more
importance to the first verb /laa0/ ‘leave’ and carried it over into
English in the main verb position. At the same time, one student
attempted to convey the meaning of this SVC by using a longer phrase

than the others as in ‘took the time off to come back to’.
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Table 8 Three serialized verbs - a1+ndu+lU /laa0+klap0+paj0/ ‘leave+return+go’

and their interpretations by students

Sentence with Thai SVCs Students’ Translations of SVCs (TL) Frequency | %

(sL) Pre-V Main Post-V
Verb(s)

5.8 daldey i A . i back to 5 25
a ndu W Total 25
naajo wilOliam2 nan0 - went back to 4 20
ke@@2 laa0 klapl paj0 - go(es) back to 2 10
Mr.  Willam Nan is go back to 1 5
then leave return go Total 35
Usuma  Sanqu : come back to 1 5
pralthet2 angOkritl ) quited™ back to 1 5

country  England and went
is back to 1 5
are back to 1 5
- turned back to 1 5
- took the time off to 1 5

come back to

- left for 1 5
will leave to 1 5
Total 40

* Misspelling by a student

1.3.2  SVCs consisting of four verbs
Table 9 explicitly illustrates the various ways students
translated a complicated SVC containing four verbs. These translations
include certain verbs which were seen as the equivalent of certain
Thai verbs e.g. ‘bend’, ‘curve’, ‘broke’, ‘tun’, ‘changed’, etc. It was

revealed that ten students (40%) separately employed the verbs
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Table 9 Four serialized verbs - #in-+lUuu+1As+1U /hak1+been0+khoong3+pajo/

‘bend+veer+curve+go’ and their interpretations by students

Sentence with Thai SVCs Students’ Translations of SVCs (TL) Frequency %
(sL) Pre-V Main Post-V
Verb(s)
10.0uw  g31d  weu bend(s) to 3 15
i (are) bended (a way) to 2 10
thalnond sulralwong0 is bend according to 1 5
t@@n0 nii3 Total 30
road  Surawongse o* curve(s) to 2 10
section this Total 10
% oy 18l is/was broken to 2 10
- broke down to 1 5
NN LAUD
. broke and to 1 5
hakl been0 khong3 pajo
went
thaang0 nwvad
Total 20
break veer cuve go (is) turn (away) to 2 10
way north benched to 1 5
curve leads to 1 5
refracts to 1 5
moves to 1 5
was changed direction to 1 5
..in‘a curve
form
o* into 1 5
Total 40

@ * = No translation given by students

‘bend’ (30%) and ‘curve’ (10%) in different forms as the

main verb to represent the meaning of the third verb /khong3/ ‘curve’

of the SVC. On the other hand, some students (20%) determined the

first verb /hakl/ ‘break’ to be the main action, so the word ‘broke’ or

‘broken’ was placed in the main verb position in English. In addition,
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as anticipated, two students translated some parts of the SVC in a way
they indicated they had a problem in interpreting the meaning of this
multi-verb SVC.

1.4 V1 and V2 of SVCs as a main verb in English
translations

Unlike the previous nine SVCs in which one individual verb
plays a more significant role than the others, this following three-
serialized verb in Table 10 contains two verbs in combination as the
main verb.

Table 10 Three serialized verbs - ua\1+@+1“u /m@@ng0+duu0+pajo/

‘look+watch+go’” and their interpretations by students

Sentence with Thai SVCs (SL) Students’ Frequency %

Translations of

SVCs (TL)

Main Verb(s)
6.vu A wes a W @ look 8 40
thaan2 k@@2 m@@ng0 duu0 pajo looks 6 30
thii2 khaad looked 5 25
master then look watch go at Total 95
leg saw 1 5
Total 5

In this case, the first verb /m@@ng0/ 'look' and the second
verb /duu0/ 'watch' are semantically associated and then carried over
into the TL by nineteen students (95%) with the single word 'look’ in
different forms. This could happen when the meaning of each verb in
concatenation is closely connected to each of the others and can be

adequately represented by only a lexical item in another language like

A1w1UTVaY adudl 30(2558) 175

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



English.

2. Students’ problems in translating the SVCs
It was found that the majority of the 20 students produced
incorrect English translations for each Thai SVC. These incorrect
translations were analyzed and categorized based on two main
aspects i.e., grammatical and semantic problems. Table 11 below
shows the number of students whose translations are correct and

incorrect for comparison.

Table 11 Correctness of students’ translations of Thai SVCs and their overall

number of occurrences

Students’ Number of Students Translating Each Sentence
Translations Group 1* Group 2* Group 3*

1 2 3 4 5 6 7 8 9 10
Incorrect 17 14 18 13 19 15 12 20 19 20

Translations | (85%) | (70%) | (90%) | (65%) | (95%) | (75%) | (60%) | (100%) | (95%) | (100%)

Correct 3 6 2 7 1 5 8 0 1 0
Translations | (15%) | (30%) | (10%) | (35%) (5%) (25%) | (40%) (0%) (5%) (0%)

* Group 1 = SVCs with 2 verbs, Group 2 = SVCs with 3 verbs, and Group 3 = SVCs with 4

verbs

Clearly, incorrect translations heavily outnumbered correct
translations in all three groups. Sentences 8, 9 and 10 in group 3,
which consist of four serialized verbs, proved the most difficult as it
can be seen that there was only one correct translation compared to
the sentences in the other two groups which show a higher rate of
accuracy. This significant result indicates students’ difficulty in tackling
the meanings of the complex serial verbs, consequently leading to
ungrammatical sentences or incorrect meanings. Furthermore, the

proportion of incorrect translations between groups 1 and 2 as a
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whole is surprisingly not much different. Table 12 below shows sub-

types of problems in translating SVCs in each aspect.

Table 12

Types of problems in translating SVCs and their overall number of occurrences

Types of Problems Number of Occurrences in Each Sentence

in Translating SVCs Group 1* Group 2* Group 3* |Total| %
1] 2 ]3]als]e]7][8]9]10

1. Grammatical Aspect

1.1 Tense 1 12 - 6 7 71610911 69 | 27.6

1.2 Tense/Subject- 3 - - - - 7 - - 2 2 14 5.6

verb Agreement **

1.3 Lack of Main - - - 4 |5 - - - 2 - 11 4.4

Verb

1.4 Double Finite 7 - - - 1 - - 1 - 2 11 4.4

Verbs

1.5 Preposition - 1 - - - - - - 5 2 8 3.2

1.6 Active/Passive - - - - - - - 1 - [ 5 2

Voice

1.7 Subject Verb - - - 2 2 - - - - 1 5 2

Agreement

1.8 Article - - - - - - 5 - - - 5 2

1.9 Aspect 1 1 - 1 - - - - - - 3 1.2

1.10 Adverb - 1 - 1 - - - 1 - - 3 1.2

1.11 Misspelling - - - - 1 - - 1 1 - 3 1.2

1.12 Verb - - - - - - - - - 1 1 0.4

Conjugation

2. Semantic Aspect

2.1 Under-translation 4 2 61 - (14| - - 9 [ 11| 7 63 | 252

2.2 Mistranslation 5 3 - 4 4 1 2 4 7|11 41 16.4

2.3 No translation - - 1 - - - - 3 - 2 6 24

2.4 Over-translation - - 1 - 1 - - - - - 2 0.8
Total | 250 100

* Group 1 = SVCs with 2 verbs, Group 2 = SVCs with 3 verbs, and Group 3 = SVCs with 4
verbs

** Tense/Subject-verb Agreement = Students’ translations could be either a tense or
subject verb agreement problem.
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In Table 12 it can be seen that in each sentence, different
kinds of problems occurred in the translations. In other words, some
students were found to have more than one type of problem in
translating a sentence with an SVC. Among the 16 types of problems,
it was found that tense errors occurred most frequently (27.6%), at a
somewhat higher rate than under-translation (25.2%). Mistranslation
was the third most common problem found in the students’
translations (16.4%). When all three major problems are considered, it
can be seen that it is the semantic aspect which is the main cause of
students translating incorrectly.

As for the other types of problems, they were found at a
much lower percentage (0.4% to 5.6%). Among these problems, some
translations were found to be too ambiguous to identify directly
whether the problem related to tense or subject-verb agreement
since it could have been either one. Clearly, students had significant
difficulty translating sentences with four serialized verbs, as a number
of them did not produce any translations for sentences 8 and 10.

Below are more detailed explanations and examples of some
of the major types of problems affecting translation of SVCs in this
study.

2.1 Tense

In the study, tense errors were most frequently made by Thai
students in translating SVCs as the use of an incorrect tense was found
in every translated sentence except sentence 3. The use of correct
tense in such sentences is likely because the serialized verbs in the SL

are preceded by the modal verb i.e., /t@@ng2/ ‘fpe’ ‘have to’ or
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‘must’, and all students know they must use the base form of an
equivalent verb in English. Moreover, a high frequency of incorrect
tense use can be seen in all translations of SVCs containing four verbs
(sentences 8 to 10). However, it is evident that this problem was also
made by 12 students (out of 20) when translating the following SVC

consisting of only two verbs.

Original language (sentence 2):
de A wu T eeuw nae dswu
mwva2 khaa2phalcao2 dggnO paj0  t@@n0 klaangd salphaanO
when | walk  go section middle bridge

Some students’ translations:

1) When | walk to the center of bridge

2) When | walk through the middle of the bridge

3) When | am walking to the center of the bridge

Many students translated the SVC above with the equivalent
phrases ‘walk to/through/am walking to...”. They all used the present
tense of ‘walk’, which indicates that the action happens in the
present. However, if the original text is carefully considered, it can be

understood that the event had already happened in the past.

2.2 Under-translation

As a whole, the three original texts (sentences 8 to 10) in
group 3 were all found to cause students to produce more incorrect
translations in terms of meaning incompleteness than the other two
groups. Unsurprisingly, this is most likely due to difficulty in dealing

with the meanings of SVCs with multi-verbs. For example:

Original language (Sentence 9):
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v @ =2 17
b8l il nn 1513] i, AN LAUNAN

T

w3  k@@2 phuut2 lggj0 paj0 thvvngd nxxmdsom2

already then  talk pass go reach  ‘naem som’

Some students’ translations:
1) And he talk about Nam-Som.

2) ..., and then he said about “Nam Som”.

In the example above, the meaning loss can be seen in
students’ translations as only the meaning of the first and fourth verbs
/phuut2+thvvngd/ “1QIG1+5\1’ in Thai SVCs are conveyed as ‘talk+about’,
or ‘said about’ in English. If the entire string of the original SVC is
considered carefully, its complete meaning is more extensive than
what these students translated because it includes the idea of
continuation, represented by the second and third verbs /lqqj0+paj0/
“l@e+ly’, which occur sequentially after the action of ‘talking’ is
already started. Yet, an appropriate translation of the SVC by one
student was found i.e., ‘continued to talk about’.

However, this same problem also occurs with translating SVCs

containing only two verbs as in the following example.

Original language (Sentence 3):
~Ho0 mse W s ganans Vit
tong2 trong0 paj0 kromO sundla3kaaOk@@nO thanOthiid
must  straight go  department customs immediately

Most students’ translations:
1) ... and | had to go to the customs in the same day immediately.
2) .. and in that day | had to go to Department of Custom
suddenly.
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It is found that 16 students out of 20 translated the above
SVC /trong0+paj0/ ‘ms3+lU’ with the phrase 'so+to’ only. These
linguistic representations do not cover the entire meaning of the
original since the translated texts denote merely the movement away
from the speaker with the word 'go’, but not the manner of the

movement existing in the original Thai word /trong0/ 'straight'.

2.3 Mistranslation

Students seemed to have more trouble translating SVCs that
contain four verbs in group 3 as the number of occurrences of this
problem type is rather higher than in the other two groups. The most

frequently occurrence is found in sentence 10 as shown below.

Original language (Sentence 10):

p ¥ v -
AU A7 mouw 4 dn wu I W e wile

thalnond sulralwongO t@@n0O nii3 hakl been0 khong3 paj0 thaang0 nvvad

road Surawongse section  this break veer curve go way north

Some students’ translations:
1) Surawong Rd. was broken.

2) Surawong Road curve just moves to the north right now.

In the above translations, it can be clearly seen that students
misinterpreted the original SVC; therefore, their translations are all
incorrect. As seen in 1), the meaning of the SVC in English represented
by ‘was+broken’ is completely different from the original since the
word ‘broken’ here is not equivalent to the meaning of /hak1/ ‘%in’
‘break’ in this context. Moreover, the structure of passive voice

applied with the verb ‘break’ takes it even further from the meaning
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of the original.  Consequently, the first translation conveys the
meaning that the road was destroyed by something and cannot be
used. As for 2), using the representation ‘moves+to’ as the verb
followed by a preposition to the subject ‘curve’ also makes the
meaning different from the original SVC. That is, ‘the road’ in the
original text has been semantically changed to ‘the curve of the road’
in the translated text. Moreover, the word choice of ‘move’ for the
inanimate subject is incorrect as it is impossible for such a thing to

move from one place to another place.

2.4 Lack of main verb
This kind of translation error is a severe grammatical mistake
in English since the verb system is an important element in a sentence

structure. See the following sentence:

Original language (Sentence 5):

Wy Jaden wwi A a1 ndu W Usmwve dange
naaj0 willliam2 nan0 k@@2 laa0 klapl paj0  pralthet2 angOkritl
Mr. William  Nan then leave return  go country  England

Some students’ translations:

1) Mr. William Nun also back to England.

In this example, five students do not use any verb but only
the adverb 'back' followed by the preposition 'to' in the English
translation to convey the meaning of SVC /laa0+klap1+paj0/ 'an+nau+
. This same English representation also occurs in students'
translations of the SVC with two verbs i.e., /klap1+paj0/ 'ndu+lU. That

means regardless of whether the original SVC contains two or three
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verbs as mentioned earlier, their translations are the same in this case
i.e., lacking a main verb in the translated text.

2.5 Double finite verbs

Unlike the previous problem, some students were found to
have created their English sentences with two consecutive finite verbs
to represent the SVCs. Interestingly, this problem was found most in

the translations of the SVC containing two verbs as shown below:

Original language (Sentence 1):
dlo e1nsd s W
mvva2 aalcaan0 phaanl pajo

when  teacher ass o)

Some students’ translations:
1) When teacher went pass
2) When teacher walked pass
3) When the professor walked passed us

All three translations above show students using two lexical
verbs in a series in their sentences i.e., ‘went+pass’ in 1), ‘walked+pass’ in
2), and ‘walked+passed’ in 3) respectively to convey the meaning of
the SVC. As for 3), it is so surprising to discover that the student who
wrote the sentence applied the past tense ‘-ed’ to both verbs. On the
other hand, for translations 1) and 2), even though two verbs are
employed—the first one in the past form (‘went’ and ‘walked’) and
the second one in the base form (pass)—it may be possible that
students who created these sentences were confused by the
difference between ‘pass’ and ‘past’ as the former is a verb and the
latter is a preposition.
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Discussion

Examining students' interpretations of SVCs with /paj0/, it can
be seen that there was a variety of different English translations.
However, among these differences, one commonality relates to the
position of individual Thai verbs in a series and how they are
translated into English. It is apparent that most students considered
the meaning of the first verb in the SVCs to be the most important, no
matter how many verbs there were in the string. As a result, they
carried over its meaning into the position of the main verb in English.
On the other hand, the meanings of the subsequent verbs including
/paj0/ ‘eo’ were paid less attention and resulted in students’ using
other linguistic forms like a preposition instead of a verb.

In the second case, where /paj0/ occurs as the second verb,
the majority of students considered it more important than the other
verbs; therefore, the verb ‘go’ in different forms was employed as the
main verb in English. Interestingly, although the position of /paj0/ in
these two SVCs was the same as the other two SVCs categorized as
the first group, students’ understanding of the SVCs meaning differed.
Probably, the semantic property of other verbs co-occurring with
/paj0/ plays a more important role than the verb position in SVCs. In
other words, the meaning of a certain verb co-occurring with /paj0/
guided the students’ decision in choosing a main verb in the English
translation.

Unlike the other three groups, the last group contains only
one SVC, of which the two verbs were connectedly interpreted by

almost all of the students as a main verb in English. This SVC consists
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of three verbs of which the first two verbs have a semantic
relationship. At the same time, in English there was also a specific verb
that could represent the meaning of either one of these two verbs or
of both in Thai. For this reason, it is possible to say that in this case,
students might consider the first two verbs of SVC as a main verb in
English.

Regarding the other verbs in a series which are not considered
as main verbs in English, it was found that students express their
meaning through other linguistic representations such as adverbs or
prepositions. This conforms with what Masica (1976 cited in
Thepkanjana, 1986) and Mallikamas (2013) said earlier which was that
SVCs are transferred into English via different linguistic devices such as
adverbs, prepositions, inflections, and conjunctions. But, the
correctness of the meaning in translations is another issue. Although
students’ syntactic forms of English translations of SVCs are consistent
with what linguists have claimed, it does not mean that those
translations deliver the correct meanings. Since the participants in this
study were novice translators, their interpretations of SVCs were
mostly found incorrect. In other words, students have problems in
translating this distinctive linguistic feature into English.

Noticeably, the more verbs an SVC contained, the more
incorrect the translations were. That means SVCs consisting of four
verbs tended to cause students to create fewer correct translations (or
even none) than SVCs with two or three verbs. Perhaps, this could be
due to the difficulty that students have to deal with in interpreting the

meaning of a multiple number of verbs occurring next to each other in
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order to come up with the overall meaning of these serialized verbs.
Apart from the semantic interpretation, these inexperienced
translators had to transfer these SVCs meanings into English in other
syntactic forms. And once more, as anticipated, incorrect grammatical
sentences in English were produced.

For Thai translators, tense is a particularly difficult problem of
translation because in Thai there is no verb conjugation, only verb
modifiers like adverbs or a context to serve as the time marker
(Pinitphuwadol, 1999). It can be generally understood that this
problem arises in translation of any sentences with only one verb in
Thai. When many verbs occur in a series, the combination of the
problematic feature of SVC and tense, which is necessarily inherent in
the English verbs, increasingly causes students to have even more
difficulty translating the feature into English. So in this study, it was
highly anticipated that some students would be found to use an
incorrect tense for the English verb.

The study results confirm this, particularly when looking at
the high frequency of problems with SVCs with four verbs. In this
case, students must be aware that their TL is English, which
grammatically requires the tense rules for time be reflected in the
main verb of a sentence. Therefore, they must firstly analyze the
event in the original Thai sentence as to whether it occurs in the past,
present, or future from the context (e.g. words, phrases, situations,
experiences, or knowledge of language users) and time markers
(Pinmanee, 2012) and convey the time through the tense system in

English. However, some translations of SVCs in the study were too
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ambiguous to be classified as a tense or subject verb agreement
problem as it is unclear whether students forgot to add a suffix to the
main verb to agree with the subject, or had no idea that the action
must be in a past tense.

Aside from the tense problem, many students were found to
frequently create under-translations, even with a construction of two
serialized verbs. This may suggest that these students did not read the
SL carefully, and as a result, it led to the meaning loss of the original
when translated into the TL. However, this problem can be
prevented or lessened by reading and analyzing the source text
carefully and deliberately even if the structure of the text is not
complicated or is the mother-tongue language of translators (Saibua,
1999).

For the case of mistranslation of SVCs with multi-verbs, it
could be that these inexperienced translators had trouble in deciding
what the overall meaning of the complex SVC was or which verb in a
series should be carried over into a main verb in English.
Consequently, their translations of these SVCs turned out to have an
incorrect verb choice that held a different meaning from the original.
This could have been because the students considered language
being only about vocabulary and translating only a matter of finding
an equivalent word in the TL to replace the meaning of a word in the
original text (Saibua, 1999).

In addition, the effort to find only an equivalent for each
word and put them together to represent the original brings about the

altered meaning or mistranslation, for example, in the case of phrasal
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verbs since students were many times found to unknowingly use a
phrasal verb which held an overall meaning different from the
meaning of each separate word put together, to represent SVCs. As a
result, this particular type of verb in English should be emphasized
more so that amateur translators can avoid making this type of
mistake.

For those whose Ensglish translations omitted a main verb, it
can be understood that finding lexical words having the same meaning
as the original text was the focus of students’ translating process in
this case. In other words, they only focused on thinking of a word in
English that has the same meaning as a verb in the SVC, without
considering its grammatical property to produce an accurate syntactic
sentence. Rather than omitting a main verb, some students produced
double consecutive finite verbs in a series in their translations.
Probably, their understanding was interfered with by their mother
tongue language as Thai syntactic structure does not have explicit
rules regarding finite or non-finite verbs for verb co-occurrence
(Mallikamas, 2013).

This also reflects the idea of ‘transferred habits’ (Lado, 1957),
in which the grammatical structures of the native language tend to be
transferred habitually to the foreign language by students. For this
reason, inexperienced translators should be instructed more on how
and when to use the finite and non-finite verbs in English, and
provided more practice in translating SVCs which can be added into

existing translation courses.
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Conclusion

This research presents a picture of how translation students
interpret SVCs and the problems they have in translating this linguistic
feature into English. The findings reveal that, even though 20 study
participants is not a large sample size, the 200 translated sentences
provided a variety of their interpretations of the meanings of SVCs.
These interpretations can be categorized into four groups based on
the position of verbs in a series that are viewed as a main verb in the
English translations. That is, the first verb, the second verb, the third
verb and the first and second verbs in combination. It can be seen
that most students considered a single position of a verb
independently as a main verb, except the last group in which two
serialized verbs were connectedly interpreted by almost of all the
students as a main verb in English. However, if all of the ten original
sentences are closely examined, the majority of students are most
likely to interpret the meaning of SVCs by focusing on the first verb.

It was also discovered that a large percentage of students
produced incorrect English translations for each Thai SVC. These
incorrectness occurs owing to a variety of problems deriving from two
important aspects i.e., grammatical and semantic. The grammatical
aspect includes 12 sub-types of problems ie., tense, aspect,
active/passive voice, lack of main verb, double finite verbs, verb
conjugation, subject-verb agreement, tense/subject verb agreement
(the problem that could be either due to incorrect tense or subject-
verb agreement), adverbs, prepositions, articles, and misspelling. The

semantic aspect consists of four sub-types i.e., mistranslation, under-

A1w1UTVaY adudl 30(2558) 189

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



translation, over-translation, and no translation. Problems with tense
were found to be the most frequently occurring issue in students’
translations of SVCs, followed by under-translation and mistranslation
problems as the second and third most frequent respectively. Other
types of problems do occur but with a lower frequency.

All in all, even though there were a limited number of tasks,
the participants in this study generated abundant data regarding SVCs
translations for teachers in a practical context. Certainly, the findings
cannot be considered applicable to all translation students, but they
do present a broad overview of typical translations those students
render as well as the problems they tend to encounter. Further study
on a larger corpus of these types of SVCs would be suggested in order
to provide more generalizable findings. Moreover, it would be useful
for data analysis as well if interviews were conducted with these
students to obtain a greater understanding of their perception of SVC
meanings.

Overall, for teachers of translation courses, especially from
Thai into English, the results of this study can provide helpful
information to better understand students’ thought process in making
their translations and to better anticipate what kind of mistakes will
likely be found in their work. Furthermore, based on this
understanding and ability to anticipate students’ mistakes, teachers
should be able to adapt their teaching materials to better address the
problems related to translations of SVCs. Such materials should
include specifically targeted tasks or exercises which will help students

deal with this rather difficult syntactic feature. Clearly, apart from
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having good grammatical knowledge of the target text, appropriate
interpretations of meaning of SVCs is also a must; otherwise, incorrect
translations will take place in the TL since both grammatical and
semantic aspects need to be considered together in order to produce

accurate translations.
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Appendix

The LRU system (Linguistics Research Unit of Chulalongkorn University) is
used in this research. The following are the tables of the Thai consonants, vowels,

and tones used in the transcription of the data in this study.

Table 1 The transliteration system for Thai consonants

Labial Alveolar Palatal Velar Glottal
Stop, +voice -asp. b d ?
Stop, —-voice -asp. p t c k
Stop, —voice +asp. ph th ch kh
Fricative f s h
Semivowel w j
Nasal m n ng
Lateral l
Trill r

Table 2 The transliteration system for Thai vowels

Front Central Back
Short Long Short Long Short Long
Close i i v w u uu
Mid e ee q qq o 00
Open X XX a aa @ @@

Dipthongs: /ia/, /iia/, /va/, wa/, /ua/, /uua/

Tones:  Mid = 0
Low = 1
Falling = 2
High = 3
Rising = 4
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ABSTRACT

Willingness to communicate (WTC) is crucial for English
language development. The more EFL learners are willing to use
English, the more they are likely to seek chances to speak which, will
lead to the improvement of their language performance. This paper
aims to validate the construct validity of the Latent Variables using
Confirmatory Factor Analysis (CFA); factors influencing WTC in English
of Thai EFL learners at a university level. The samples were 553
undergraduate students from four government universities in Bangkok.
The instrument was a 16-item questionnaire measuring factors
influencing willingness to communicate in English. The test reliability
score is .87. Data analysis was based on descriptive statistics and
confirmatory factor analysis. The results indicated that all latent
variables in the model including social-individual context, social-
psychological context, classroom context, and cultural context had
construct validity. The validation of factors influencing willingness to
communicate in English fit quite well with the empirical data set

(Chi-Square = 80.84, df = 57, p = 0.021, SRMR = 0.043, RMSEA = 0.028,
GFl = 0.98, AGFI = 0.96, CN = 597, ( Xz/df) =1.42). The variables in the
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four contexts will be used to develop a framework for instruction
design to increase students’ WTC in English.

Keywords: Willingness to Communicate (WTC), Thai EFL learners, Confirmatory
Factor Analysis (CFA)
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Anrududungu dnieufeudenldnivlnewnuniwdingy Wudu
avtiu madnneiissduligmengiifdestuanudlalunsdeans
voujFoulurumvesipaSovlulsemelvedenazinnuddnyesisds
maRefueuulalunisdeansniediaes (willingness to
communicate in a second language) dnaverdeluinassAusznouAIM
Walalunsfoasnwifiaes  dagnitmuntulud wa. 2501 ludsewna
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Macintyre uazanzluns@nuiuseifiudaiuieddu “awng” veanulsi
dalaldnwdanguluniseansluiossounvdnguuesindnulne sy
saynyas Tnenisdunival uarldudenguuesdadosandaduanngi
adududouresaudulalunisdoasluuiuniesSeululsemalneeendy
4 uSum egslsfnny Lﬁaamﬂﬂﬁaﬁmqméwﬁﬁé’ﬂwmmﬁu “A17ELT9
Fuilwgu (construct)”  Bslaiannsodanald Fhudsuss) Jefesendonis
nagourIutaAIa1ulukuudouaN(@InUsdunals) laen1siAsizi
29AUTENaULTNEUSU (Confirmatory Factor Analysis: CFA) Lﬁ@ﬁ@ﬁ]ﬂ’i’]ﬁ?
wUsivanuiifaudnuvuziagauduiusfuanufulalunisioans
medinguuastndnwlnglussaul3gens wisll ogls wauiilensu
anuduiusaInaiuds wshfuusaneifdenudurustuanusalaly
nsAeansnimunnseuntsadauinnssunisdsunisaeuiionszduliiin
anudissnslumsiieansnnssnguluvionSeu Suasilugiinuzduns

foansnwdanguiiiudulunan

anudinlalunisdeasmuniidesuasauiseiifisados

nsAnvidesanudulalunisdearsniwiiiasdlutlegiu Sy
WannduluUsemanauinn 1l we. 2561 Tag  Macntyre uasaay
(Macintyre, et al., 1998) AsoULUIARLAMUATsvesnnAslalung
Aoansnwiiaes (willingness to communicate in a second language)
vinefa “anumfendiaziidrudanlunisaunufuyanadumizuaglung
JUN1E” (Macintyre, et al.,, 1998, i1 547) auwdoulufididulunisyh
Tynnaidendndulaynniwsanguisiiosduszneviladeieiteanans

Usenns aalanslunIng 1
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Communication

Layer 1 s
Y Behaviour

Layer 11 Willingness to Behavioural Intention

Communicate

Desireto |3 ﬂ State

Layer 111 C(_"; u‘nunu‘\z'l:_c % Communicative Situated Antecedents
wifhaspecie Self-Confidence
person
El I I K
Layer 1V Interpersonal Intergroup 12 Motivational Propensities
Motivation Motivation Self-Confidence
I T 0
Layer V Intergroup Social Communicative Affective-Cognitive Context
Attitudes Situation Competence
[
Layer VI | Cli P i Social and Individual
-~ ate ersonality s
d ntergroup Climate ersonality Context

a1 luwarnudulalunisdeansniuniaes 98 Macintyrewazasdy (Macintyre, et
al., 1998)

Al 1 LLam@hLLUwiN‘ﬂuﬂiaULLmﬁ@ﬁ%agmLﬁnaamﬁu 2 nqu
g AefuUswuvanunTal (situational variables, layer I- IIl) wagAauUs
wuufIuAAa (individual variables, layer IV-VI) suUswuuaniunisel
Usgneuse Anudeanisfiazaunuidsazuuslumugaunun (desie  to
communicate with a specific person) waz Avwiulalunisaunulugag
Jomeladamenils (state communicative confidence) Fagidsuntasl
ALEIUNITAL a‘fm%’ummﬁaqmiﬁ%awmﬁy’uL‘?;JuwammﬂLLﬁaga‘Laam
Usziam Ae usagelalldunius (affiliation) Fadunaunainussgslanielu 1wy
mwanle aranasdu iy uazussgslamuay (control) adumamnain
ussgdlanieuen 1wy anududuiidesyaiiioliussginguszasduisedng
WU Msverutewde Wudy dwiuanuiuladlunisaununlutiedvng
1@ﬁ]’amwﬁaﬁ?u%uasﬂiﬁumwmm%mﬂﬁaqaiuﬁdqqﬁawqxﬁ?u (state anxiety)

wazn1sUssiuauaInIsanuedluanIunIsallanie (state  perceived
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competence) ﬁ’]‘i/l%l‘Ui;f’JLLUSLLUUﬁ?QﬂﬂaﬁuLﬂuﬁ’JLLUiﬁlﬁﬁLLuﬂﬁMﬁﬁ]%
Wasuwlasluaiuaniunisallditg 1y faunfvesausznintengy
(intergroup attitudes) uAdnAW (personality) Lusiu quﬁﬁL%ai’lﬁ’JLLﬂi
nauanumIniazidvinasernuiislalunisdeasnivilassnnningh
wdswuuynna

fuuslunquaniunisalainnseuluIfnyed Macintyre uazaug 1
gninunaaeuluauden1e Wy Yashima (2002) uag Yashima, Zenuk-
Nishide &  Shimizu  (2004) wu31 A usiula (self-confidence) &4
Usgnaufieaaidaniaad (anxiety) uagarundoiuluanuansoves
M1LB3g4 (perceived competence) (Clément & Kruidenier, 1985) {8vizwa
somnuinlalunsdeansnimdingy (L2 WTO) vei3ounwissngua
Juuludszmaddu  nnsinimageufelunaaunislasaing
(Structural Equation Modeling %38 SEM)

faudHmgquidsdufivensuediunivans edrdlsfiny wdad
afratunelfiieulavesdsaulussmauauind i ulssnediiniw
N19N158040191 (bilingual context) Ao NWIFINgY LazaTwIHTuAG

a

Weunwaesdilonaladnfeniwtming (target language) lodnani

a

SoUNMBTUUTEANIAIBIMINISIBIN1Y AT (monolingual context)

v
=1

fewmgil Wen and Clement (2003) FaausuwiAnizesanudulalunis

eXp X

€

deansnwnaedlagiiunisardeiisesausenavlutiunisuisuniwlu
Ussmrudadulssimanldnmusinguiuniwnsedseina

Jsmifiundnvoanuildulufiviunfesiounwlulssnaiuieg
melduTummetausssuvesiu lud ansiiyaradafniunisgnuseifiu
NYARATY (other-directed self) uazgutuUMsSounsaouiiiumside
muazuIesdilundn (submissive way of leamning) AnwasuUIUN

Wosisuresduliaundepdsiunisisounisaeuniwsengululssmalng
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9819310 Wen and Clement (2003) léiauoosdusznouaninindond
Dudinsdonsaunun SsUszneudng 4 esdusznaundn Téun udumms
d9A3 (societal context) yAdnanYMzYBLLAaLYAAA (personality factors)
w5993la (motivational  orientation) wag n13¥uUIAUB1TUAL (affective
perceptions)

SvwavesTaussmdiiionnuitlalunsdomsgnuuluauide
\B9ANIN 43U Peng (2007) Wag Pattapong (2010) Pattapong (2011) l¢1
AnnevidvinavesiamssaineiAsduanudilalunsdearslueaiou
vosinAnwilne szt TasordouwnAniugudosmmdilaluns
Aoansnwniiansves Macintyre tagmdg (1998) wag Wen and Clement
(2003) Ifiauedoagulissd anunsainisdoansluroniouazgnuus
oonfuanumssivuuiiumanis fuwuuliiunisnis Juegifuyana 7
aunudeddluiitfe o1asduasifouinduion. aoumsaiisaeauuud
wariousegdladeazidusiimunnisdndulalunisdeans

Tuanunisaluuumans nsaununasdulUludnvugiifetes
ffun15UURN13A9 (task-oriented  motives) 1Jundn gaunuiazaeiu
lvnziFesisnduiiolinisufoinmsfioqan Tarmnnsdassuinefugs 8n
fadandadendmnefin Tusafinsaunuluaoumsaifildduniems
nsaununaziduluiieanuiisnelalunsldynqosznineiu (affiliative
motives) gaunnaziisilafildnaneiu vsssnmadulusgaaynauu $15s
o19vzfimnuinsilanazndinsdevieginausireutisties 1uiiunduns
MeAtedemuamlinuanuiieidesesfulsduyana waguIunves
Fausssuifldruddgydennudulalunisdoasawidenguialailagn
nanafddunuidaduialuuuntsemaildanmdnguduniwsing
Uszneluszozaue

Aaudt U wa. 2549 fedlagtiu anAduitequnnldlauedvsnaves
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HaddnyanauazuIunlureadouiignifuiviansssuveadiiou 19y Kang
(2005) leFnudnuaresrusynevvesrmuinlalunisdeansnufiaesves
HiFsunwssnguuinmanoifeeglulssmaanizeininn 1w 4 Ay
Taeldnrsdunivel (nterviews) n1sSufinunaunuidaeded s e
(videotaped conversations) kagN1SEIANEALUUNTEALAINAT (stimulated
recal) mamsispiinudnsaranudulaluniseansdudsiasuluny
dadudiuyana ldun auAuldy (exdtement) A NFuRnveu
(responsibility)  waz ANYasnne (security) yonandifamuiauysau
aounsaififinasenisuusivdsuvesanuiulalunisdeans laun fade
(topic) Qﬂﬂaﬁﬁqmﬁw (interlocutors) kaEUIUNNITAUNUT (conversational
context)

qwuiﬁaﬁluﬂﬁﬁmm@aﬂmmw (1¥u Cao and Philp, 2006; Peng,
2007; Pattapong, 2010) flénudnuaiznsuusivdsuvesanudalalunis
doansfiduegiuuiunlunisaunun 1wy ade (topic) yarafiyadie

a v

(interlocutors) 31NNIANBINWITE AL ITRINUAN BT VDINFUAIMYTT

a

aunsnsteuledliiunan1sITeTInunIMee Pattapong (2010) 3311910

a

AsdunwaldnAnylneseAuUS 1RSI UL 29 AU ALUSANY Lawn

A7)

a

Tadudenu-Taanyana Jadediau-3ninet Jadesuioaseu uay U9de
mMeausssn ATeiiesldnadiléann Pattapong (2010) WunseuuwiAn
1934719398 Feaihluadededaululuuaeuauiievngeuesnuseney

yosmudulalunisdeasnusinguuesindnwilunguiiegiwiald

NIDUKUIANVBINUITY

nIRULUIANTRINWITElUTEneulUMERILUA | NdIHanon11w
< = Y o = a d' v a
wulalunisdearsnimdinguuesindnwilvely 4 viun (1w 2)  fsd
waviduaseluil

USUNMINTAIUETSY (cultural context) towA ALNTela AUy
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Sunilsdufer ndramsgnuseidiulunday uag anuzaIwsEninenguaz
tnFeu Wunguuesiulsiiagiouisdnvaurmeiamusssuinelunguidnu
lum3duiug (sgns 1esloR, 2516) wazuSundseu-dalanyaea (social-
individual context) \Junguvesiiudsiiisadesiudvinavesdiny ua
Hafudimyanadadudnuusionizuesyanales wazUszaunisalilyana
Tsumnanmsiduduniesdsny

Usumsiaaseu (classroom context) Ao nguduusiiigatasty
nsdeansnielurieaiou Tiud gaunuilutuou (interlocutors) sife
diousamduuazag n1sdanisFeunisanu (class management) way 91
i (tasks)  USUNNINGIAL-IHTNE (social- psychological context) @®
nguvesFulsiiierdostuangiintuaelulavesyaaalurusideans
Wy mnadaniaa sauluiml vie anundeluanuannsavesiaiedly
A5 (self-concept) SnaussnuzvdeanuamsoluFeiianzianzad

(self-efficacy) ausiula (self-confidence)

anudnlalunsaaans

medanqurasiouaing

UFLMNNIMUETSH rimdimu-tfamnyans vsmifaaizen Urumdimu-aAang1
— insela BNTwWarDIRIAn — Aaunun — AvsEnndng
= - s Y
=1 Amuniiaug fladtidanypnn —] MedRnIaTY —{ Self-Concept
naanegnusziEig
- L dnwmzhanseu |— Self-Efficacy
Tnwdau
ANMUANIBIATURY &
] .- L AraTula
unizgu

AN 2 NTOULUIAATDNIUITY
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AuYAZIUNTTITY

1. ewrUsvnaudesiis 4 Usun Téun usunmiedinu-Saine) (social-
psychological context) USunvauseu (classroom context)
USUNNN9IAIeTIa (cultural context) vSundspu-talanynna
(social- individual contexthluasdusznaufiuiaieasdaded
dawasonufinlalunisdoarsnsdinguuestindnwlnesedu
Usyaymsnassaudsdanalaine 16 fuusanunsaldiamdaded
dwmarennadslalunisdoarsnrudinguuesindnulnessfu
USayy1w3leass
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1% P

1. 5INAMMLAL AN TN INGIEY BelA1a1nN1TIE0NUUULINZ DS
(purposive  sampling) LlalldngusegiifidnwusiinundlndiAgeiu
Tnednualiidudn@nwiiniunisameideuniedidaisusieio
mwdanguitugudioraduseindnviiluresminedeniefinw
Mldvesrmrin Insauisawanuassiedanieauninedels dail
3187371 English Communication Skills | (u.Aau1ns) s183%1 EG241 n13#s-
WA 1 (W.5551A1@A35) 318791 Experiential  English | (3u1asnsal
uInende) 11831 EN 101 Uszleanwidanquitugiuuas dwsisniulu
FAnUszdriu EN 102 Usgloanwidanguiagdnyivialy (rsiudiume) nau
sregredilngiduin@nulunquaivinyveransuazdeaueans I

ydrudutdnAnwiainaivninenmansuaziranssuaians tudundnwea

IUBNNNDINGY
M99 1

IumaziosazvaInguiteg TN AnwseRuUTyy 93 IuunauauanvuzUTEYINs

AMANBAY 1Y Souay
Ll
68 163 29.48
‘WZU?Q 390 70.52
UWAINYAY
PHAIN TN 116 20.98
1.553UANERNS 147 26.58
1. IWANNY 158 28.57
1.AaUng 132 23.87
A
Tusaund 132 23.87
UYWEAARS 98 17.73

A1w1UTVaY adudl 30(2558) 207

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y




Jdeans 72 13.02

Sgrnans 55 9.95
faurans 92 16.63
Anweans a1 7.41
NeAEns 35 6.33
AMINTIUAERS 28 5.06

A
[

oo o "W
FulnmdsAnenagszaugaufnn

FuT 1 237 43.41
ST 2 144 26.37
H 3 88 16.12
HIT 4 77 14.1

1A5a9dlaNYlun1sIe

wiaslefildlun1sidendsdifuwuvasuay fsuau 16 4o wls
ponidu 4 asusyneu laun vSunm sy (cultural context)uSum
dspu-Uatanyama (social- individual context)uFumiausen (classroom
context) wag USUNNNEIAL-30INE7 (social- psychological context) N5

fnuatamaulusiazuSunedeunsausinfnvasnuddeduiugiu uwiay

3

a1 o

viundl 4 dedesilunuuasuanuuiasszanan 5 seiu waziAdug
Fuunsmi 087 wuvasuaaldiunsUsziliuaunmlaegiBeng 5
v Bausiasvirududiivssaunsaimsasunwdsnquamiudisouaulne
sefuamIne1dy inlddesndt 3 U dadvllanuaenndes (I0C) seninde
AaNAUIngUsTase s¥ning 0.6-1
nsAasvidaya
Anszsideyaiiionsisasunuasaudslasiaiiavesnuuasuaiy

WNeafueshusznouresnuiulalunmsdeasnwsngulagldnisingei
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aafUsznauLdsdiudug1diudl 2 (Secondary Confirmatory Factor Analysis)
pawlusunsndalsa (LISREL Program) Usziiiuninudonnassnaunauyed
luwaduteyaldasedny  laeAla-auwnds  deslufinaiuunnsnsediad
HodAgn9ads (p > .05) nieAla-auasduiing dardounin 2 Ardvilin
sEAUANUNANNAU (Goodness of Fit Index: GFI) m3sd@A1 > .90(Kline,
2005) mdiinseiumnunaunduiiviuniud (Adjusted Goodness of Fit
Index: AGFI) A55A1 > .90 (Kim & Bentler, 2006) A11nTidesasAiade
MN89d09URIdUNTOUINTFIU (Standardized Root  Mean  Square
Residual:  SRMR) uay A1Usza1AINAaIARAEe YRS INANdsdouadt
(Root Mean Square Error of Approximation: RMSEA) A258A1LYIAU 0 %39
nlnd 0 annfign (Kline, 2005) wagldlusunsu SPSS  AiAsnzvienaay
Festu (reliability) Faazuanas Cronbach’s Alpha Coefficient Tun1nwsiu
wazA1 Cronbach’s Alpha Coefficient 494 subscales 99 UTUNYIY
Jausssy (cultural context) USumasau-Tatanyana (social- individual
context) USUNBaNi3eU (classroom context) wag USUNNNGIAU-THINE)
(social- psychological context)
Jipziifiensiadeuanunsauddasadiwessiuusuliulna
PENITIATIZRBIAUTENBUITIBUTU (Confirmatory Factory Analysis : CFA)
frelusunsudasa  wardhinneiifiensivaeununswedlunaaunis
Tassairetudoyaideszindne laaums () Ardaifnsefumnunauniy
(GFl) AdsiiTaseiurunaunduiiusuniugs (AGF) Amsniidesvesrade
ANAAIALAR LS WBINTUTEIIAIA1 (RMSEA) Asnfidesuesaniade

[

MaaEevedILmARINIE U (SRMR) UagauilseyuauInnguiiagns (CN)
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NAN133VY
nansATIvERUBIRUTENo UL B U uvedinasIAUsYNOUAIMLAL
slaﬂumi?ilamim‘mé’aﬂqwmﬂfﬂﬁﬂwﬂw8'3:5é’uﬂ?zgzyw%mmejuéhasmﬁ
wundanuasadalasiais laglaan Chi-Square = 80.84, df = 57, p =
0.021, SRMR = 0.043, RMSEA = 0.028, GFI = 0.98, AGFI = 0.96, CN = 597

wagenla-auaasduring (’/dn wiriu 1.42 andeyaluasned 3 ez
A1 GFl wag AGFI iAndlng 1 1 SRMR uag RMSEA fidndnlnagud a1 CN
1NAI1 200 wazAla-anAsduimsiiatesnin 2 wansanlunaiinag
denndoanaunduiudeyaideuszdng Jufe ssdusznevluluina
asAvszneumudillalunsdeansnivdingquuesindnwilneseduuTaan
m3UsznoUmeY 4 asrUsznaugasuavaiunsainlaaindnlsdunals 16 @2
wls vizeo1ana il ssdusznevtenths 4 WSumduesiusynauiiniiass
gasnnafulalunsdomsnindnguresindnuinesesuuiyyniuas
foyadildanduusdunalés 16 fuvsannsaldindresdusznauaniy

< 2 Y = v a aM Y a
walalunisoansnwdsnguuesindnuilinessaud3ggnilaess
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dmihesduszneuiaduninuazay  feweszwin 016 - 0.72
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0.21 - 0.88 lngfisAusenauimuauanisaInaudee ity dfynsaing

586U 0.01 9)neN

A"5749 2 NanSInSIEvieaRUseneudusunilwaslinasssusenauanudulalunig

B o = o a ~
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a ¢ < v @ =<
HANAATIENDIAUTZNBUDUAUNLY

USUNMIRUTTTY

1. FAnnsdladieumnyainnifuly

Tuvieateuialiosnya (81) 0.40 <> <--> | 016

2. finadnswaluviestsee Az

Tisundniteuq 3dlsioennma (82) 0.51%* 0.06 9.00 | 0.26

3. ndrhieeuinazgnuesitlaiiig

Falsioennun (83) 0.74% 0.12 731 | 0.54

4. falinIuAIsNeIsEIaN
< = ' a
wansnuiudtlisenymezlsh

Faudeiuenansed (B4) 0.45%* 0.07 6.88 0.21

uviundenu-Uatanynana

5. vouynarlanalaliag mswms

Trundneu (B5) 0.50 <> <--> 0.25

6. lWegnwamszluaulivounn

g (86) -0.16% 0.05 349 | 0.03
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7. Liyamsgldiadninasldnn
(B7)

0.72%*

0.08

10.13

0.52

8. YOUNANTIEIALTUTUNITYAAY
Medumesidniuifiounaund

Uage (B8)

-0.38**

0.06

-5.43

0.08

a 4 =
UIUNNBILIYUY
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Tungy (B9)

0.64

<-->

<-->

0.41
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11. 3n1580UY99919 5L TUAIIM

v & o 1 v
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0.44

12. liegnuamszideliuiaula
(B12)

0.38**

0.05
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0.05

-4.77
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* 5 < 0.01, <- -> = lis1eaua t uez SE. Wemndumsfnesdidu (constrained
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° o P
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p9AUsTnavULaend 4 Wussrusynauniuinununndmananudulalu

N3FRANINWIDINGY
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(CULTURE) 0.76** 0.10 7.46 0.58

vsundsau-tatan

ynaa (INDIVIDUAL) 0.98** 0.09 10.37 0.96
RN DN T]
(CLASSROOM) 0.55** 0.06 9.15 0.30
UIUNNSHIAL-
Ta3nen
(PSYCHOLOGY) 0.89** 0.05 17.09 0.79
Chi-Square = 80.84, df = 57, p = 0.021, SRMR = 0.043, RMSEA = 0.028, GFl =
0.98, AGFI = 0.96, Xz/df =1.42, CN = 597
5 < 0.01, < -> = Weau SE Womnlumsfiwesdadu (constrained
parameters)
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Jmusssu (cultural  context) iAinfU.72  viundian-Uaianyana
(social- individual ~context) fawiniu .60 USUNBeNsEU  (classroom
context) AAWYINAU.69 waz USUNYNaIAN-T9INET (social- psychological
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#io vivnluviesFeu Wefinnsandulsdaunaldfifaniminesdusenay
wmsgusnndign Tuwsiazusuvlagiomzluauudunusn Tou “liyamsiy
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practices) 19U szUuNsANY AmTansmaun nisidssg awitld 1y
A wazuluARTEIUAAARINNIT A NADNTBY TAIUSTTY (culture mentalities)
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AULLANAITENINNNITITUANYINNLILALAITITUAIYN

NH09UATHARDNTTEDUNTTINUATENDINE
The Differences Between L1 and L2 Reading and Their

Implications for English Reading Instruction

welsmil Lonluaey
AFAIART PWIANNTAINIING15E

UNAnge
nssudelduiinugnsniviitd fguinilaniinwenils Tnevily
aeAUsEnaureInIsaulinvlunwilaazdseneuluimudeu a1s uay
Uff3e1seninederunazans (Singhal, 1998) usihesdusznouiloiudi
ddvaneUsznsigenldlunisswanslunniiaessgmilouniondnends
Fuildluniserunrwifindenieniviwa wifflesduszneudnnane
ssrUsznauiiddalunsyuiumssuiiiauuandieiussninanisenunim
Andlauaznssunnmiiaes uazarmuandsdoraduannamisiviliifae
guassanazdigwiluniseruanslunivilaes unanudiswetiaueainy
wANANTid Ay TEnianse U wTinianasniserun I fides uaznns
Uszgndnaiilfannisiueudisuanuunndiaunldlunisasunissiu

NYIBINY

ARy N1IBUNTINT N1IBIUNTMTEDS NTERUNITET

Abstract

Reading is one of the most important language skills. The
components of reading in any languages generally comprise the
reader, the text, and the interaction between the reader and the text

(Singhal, 1998). Although several basic components that readers use
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when reading texts in a second language (L2 reading) are similar to
those used in their first language or mother tongue reading (L1
reading), there are some main components in the reading process that
are different between L1 and L2 reading. These differences may
possibly be one of the reasons that cause problems or difficulty in L2
reading. This paper will therefore discuss major differences between

L1 and L2 reading and their implications for English reading instruction.

Keywords: Reading in the first language (L1 Reading), Reading in the second

language (L2 reading), Reading instruction
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yarfigruanslunmitlildniviudvosny uasdeyamaridanunsnidu
Useleniseniseanwuuianssunisissunisasuiietisandaymnnseusudl
AUNRNUIINAMUUANAIIFINGTY LaTFIIANUITNYENI1TEIUN WY

Tifugiseuladnee

AULANANTIFIAYSERIINTBUTuN e Rullakaznsaulun sl

o I3

1. anuuandeludsinaauiineafudAidnw (lexical knowledge)
rdunaladnlaemiluudnsdnazsussuuluawviinidmse
mMwindniilddninuefayauudnd unatedntdesaesiaud

maduisdadedeidnivazslassasidhensalideosduduiugin - Ins

'
a

UseaIn15360Ne78 6 13U 0195AIANIIUSENI 5,000-7,000 AtuAY
wilsneuilazBuseusu uaziieaunisinwisedusisen USanamdniig
o7aflundis 40,000 /1 (Grabe & Stoller, 2002) Fufunsiiadaddmily
USnasnndananenatieligerumwimiannsadddwifiasluuneiu

Ialnednlud® (Perfetti, 2007) wlaiUSauifisuiugauniwiiiass Aaw
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LLMﬂﬁhﬂ‘uL%"awmﬂ?mmﬂé’nﬁﬁwﬁlﬁané}'ué’mdn?jm%’mLf\]u FiFeunwi
asdruannaGuiSeuslunwitaeafovasnanfeafuiizuFeuniud
a09 (Grabe & Stoller, 2002) fviuuTinadmilunwifiaosdifiFousss
ADUL9AR

Tuusunesdseulneiinisasiouliiuidamvewadugnima
Musanguueainingiidadendnusenismilannandedifaiisaiu
USinaumnuimuddnyinnndanguuesgiseu (Wun wdiavn, 2553)
fsumuuIAnanudgiuseAuisuinaanianiwiaians (inguistic
threshold hypothesis) AilFainaudsslunissunriiaesazgndiin
TnemsvnmudgrsentshesUsyansamluniwiu fideldineivay
dommiiRedummitaslassaiishsnsalluauiaosimunldfessfu
fmnzaunou ferununitaesiivazuszauamnudiialuniseruasluniw
fiaedld (Tang, 1997)

'
1Y Y a1

wwaRntuinardaudsiuaudelunisaeuniseunigeunIm

12

napsagliioudidnivazliensallvigaegriiuniseu uifdussnun

'
a

Waulafiensfigeuniwnaeswinanuaunsalunisiwazdrmdnilalay

'
=

Sluitaudsigerunwiinied fefoduguassadifyusznsvilsves
Avudsaluntsenu (Akamatsu, 1998) Balunintudesfalundvesninug
suddmsivesieruniuiiaedinglanizegisbageuiiiiaduFeuinini
aeslusvazBuduoravilvgeuliaunsaldmnuasnndosszninesnus

wazide (letter-sound correspondences) 19isatiuayun1581uls (Grabe

=

& Stoller, 2002) faudsnionadesmdstadulsynisusnglunisaeunisenu

v

Tunrwifiaesheagyiedndlsnavgrelvgisouimuanuiiuddnsilvunn

a

Ju wialvnisenuanslunwnassiuse@nsanavu
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2. ANULANATIAEINUUINIUNITEIU (@amount of reading)
Auuanasilludnussifuniandrdgifinuiealesiuaiu
WA lUUTINUAIN AU TENINEB U AN TsaE BN T deY

WIBI91NNNSNALNAIUINTENUIALARTY ANAINITOIUAISTIEANANALAY

Thensallsedrafiuss@nsnmieidussdusenaudAny waznsngisoudala

Y

o v ¢

grusnnwinls wiRazdsliiudetgnnislidstliaunsasddwinay
Iﬂiqa%ﬁamahanﬂiﬂjﬁmqié’l,%aLLasLLaJuEh%u (Coady, 1995)

Judinsuiuailaemluudnsiinevaslunwfindwioniun
winnneruasluntwiiaes wazusunaniseruaislunreniiaesves
Q’L’%wmmﬂm313@8ﬂdﬂﬂ%mmmséﬂumﬂummﬁwﬁaﬁuaaLﬁ“f’]ﬁuaamm B4
11Jﬂdﬂﬁ?u%é’qLﬂmléh'wﬁ&LJL%"EJummﬁaaaﬁwmumﬂﬁéﬂumﬂummﬁaaﬂu
USunaufireudnatios (Grabe, 2010)

' P

UszinuneatuusinanseunazinudAyneatesiuusunves

Y

'
aa A

Usenelng 1losnandeyavsadfiFesUmnumssiueseulnediii
1 aulneiiuiinuniseiulasiedsAeutiesi Wy siinseunivdovesau
Tne Tulinm 2556 ndrtinanuadAuisanuihnulnesumilsdoaindenn
siamasiiivauay 37 ke Ty @ninauadnuiend, 2557) FaUSunans
sruiligetnfananidnvifislaeswunduuiinumseuansluniud
domdanwdinguieudiinianiildnneiaiesannn fafunisdanisdeu
nsaeunseuivienszfuliiAnmsfinTnamssuanslunwsangy
tasdudadefiddyusensnddunssreiauinee i dinguues

wintnele

3. Anuuansfgaiunsegelalunisdiu (motivations for reading)

TuuSunmsenu LLsagﬂaﬁm%“Umiémiz‘mf']aﬁa’mmmﬁwﬁmaz

Y

HemuwTiaeIonIuanAiueg1eun gissuniwiiaesdiulvauualuumn

Ao uAsIuN Y NFRwiiaUsElasinIanIsAnw s annIv nsidundn G
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Tnganlnguduinezsilunissulaglasunisueununeainagdaou usegdla
Tumseoramanaadunvdlusivesnisanyniudniug widmiudeu
mwindsuenmieainniseuiietaguszasdmansnyiuda usegdlalu
nssudniluginunaininguizasddu 1wy tilennnuduiiis iitedum
foya ioliiAsinegsoudviaiionusniudug dafuasdaunaldigeu
mwiivilsaziusegdlanielu (intrinsic motivation) wieussgslaandade
meludlefiizeufafntuannsfunuaueiveinissrudenuesannnii

Heunwiides wazwsepslanmeludindudnddyniidvinasgrannsenis

81uv0Is8U (Mori, 2002; Takase, 2007) Msuauksedtanigluluniseiu
aslunwiassoraduanngilsiiligSounvflaemanidsanissu
anslunwiias LLaséaﬁmf\]%ﬁﬂﬂgﬁlmmmmﬂ%mmmséwumﬂummﬁ
aositlaiifioswedalinanluluneudy
Foyandrinnuaiiwindameliifudussgdaiivinliaulng
s 6 TiulusumisdeusninaniFeunienanvhanldun auesinns
81UL04 69.9% weuslaseuaFIduasulisnNITEU 20.7% AFe1ATddNLETY
Tosnnnsenu 19.9% l9sumssussdlignnseiu 6.7% ussgslaannyanaiis
Fo1d89 6.0% LLaSS‘u"'] 2.9% (A1nauadAusiennd, 2557) §991nan
fananilfronadesiulssiuiiindeuarvivilinazsulaediadovie

wssgslanmelunndfenmesdudilug dedunisiissililiunaniseiu

U

Tunwiidemisn1wdinguuesaningindudunuwimsfithaulausens

P =

wilsiazanannisiusansssuliiausegslanmelulifeudanuseanis

U

y5admuaulaNareuansluN A IR IUAULDY

[

4. AULANAINYINUUTUIUANINUFIUNIETANGTIH  (cultural
background knowledge)

aazUiasliladnlaeniluudigerunwinniiainasideyanse

ANNFRuUgIUMTTRusIINeIfusesfisuAnieruluniviiaes &
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puiuguneiausssutuduladeninaseninudilalunissiuegiunn

Y v

(Singhal, 1998) HuAsingeulaieuiifiugiunieiausssusuiy agly

G
drunagvuusandonUsamdiontu ferufuflazannsadileamie
Asiiidvudeanisanonenldfninderudivinfiugiusmtudanann dadu
dmsuferununitaosiiitugrumeiausssuiiuandsiuinniuaussau
VI auuanseienvnelfiiadynilunisfianunienisiaag
nladsiions lnsianzegrebedanslunimiiaesiugaulufeidoniii

Rendasiudoyamadsnuuas Sausssuamzvoadiveaniu wihngewasd
arudanudladidnivielinnsaiinegfiusngluarsiufony fonall
annsadladsiiolsegregnies deauyi mudifidoudiosnisiaus (Tsai
et al, 2010)
UseiiuAefutausssudadudndadeiiddyluvunvendnlneg
iesaniamsssums Funnveainvesnwluvatsuiyuiinuuansisegng
unfuiausssilnedainsuannadanudleluiausssudsndnfoady

awmnddgneliialgymlunsfianudnsmvesisourningld

5. anuuanaafigatuanudlunisidnszurunisduwuuuuasans
(top-down reading process)
fadildnanlvludsdiuinderuntnilaesiaeitiluagiiiugiuma
avuayTausssuiitesnindlefisusugeiuniwiings feufadulula
1u€umm‘?iéwumﬂummﬁam@émﬁﬂLﬁuﬁ%v‘hmmL“?J'ﬂam’]wmwm
Awinarlassaiianshieinsal viedneniageulunuiiaosaziduns
4¥nszurunnsenuuuuastuuy (bottom-up process) (Tsai et al, 2010) 7
Wunsvianudilannuminevesdsfisnuainnsieeesdusenaudes
1w lagldanuinieniwaans Ly n1seTeiesAUsEnauLay
AMUnINEYeIAn vaeUstlen vesdeont [udy suunndifaziaediavly

NTEUIUNITBIURVVL AT MNean sruIuniseuiigeuldniug

A1w1UTVaY adudl 30(2558) 229

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



NUFIUNT DAL IUMALITBINUE DI ULNTIBLANANUAUIYNT DR AN

<3 U

' '
a‘ =

Seefienu wiedndenilaffonszuiunisiiferuienlosniiuiuasy

Uszaunsalifuanmanziniediuassvesddieny deradulainanei

HemunuiniasdlinoglinszuInunTeUMUUUNANE191ALE8911NN5UIA

- '

ANUFNUTIUN I TRUSTTUTAEITR TR UANINNTNEB U suTiagyin

q
v

anuilanumngvesmdmisngg iusnguinifuluauunsesailasiae
flazldoaduszneudu 1y amuivieuszau msalitAeitesndieviany
iladsiien ddluamnuduniaudinsfiazewldodaiuszansamiugeu
aslivienszurunIse UL VUNAsE LAz E T u L sEna R UR Az e
advayuliAnanudlalunse wildRsstu (Singhal, 1998)
dnsufizournivetudeiildndnlvlutrsiuihiagmusimssiud
ddnunfigausensuiadetguiiinandaniwvldun mmiﬁtﬁmﬁ’u

v ¢ @

NinwganguaaendulyniineatuiugIuaIuINIeInus TN Aty

Do

Y o w

wnlneeatinddesinialunisldnsruiuniseulsedafiuse@nsanuazay
Funalddnnszvaunmseuvendniveduuilduiiesdunszsuiuniserunuy
A9t uULLINNITIE I UNSEUIUASLUUULATENS ﬁaﬁy’u‘szgmﬁé’aaums
Fossnisfeffoasrhognilsfivstaelinssuiunisswisaesiuuresdizou

1 neinswaLInT Y

6. nsldnagnsni1sdnu (reading strategies) Tun1wnilauazaay
<, P ' ¢ o ' A =
Wululanazarelounagnsaenaiilisaiunieieas

2 PR A q' o & 1%

Juinsuiudddeunlssavanudusadnazannsaldnagnsly
31U laegsdiuszaniamuazldlalnednlud® (Afflerbach et al,
2008; Cohen & Macaro, 2007; Erler & Finkbeiner, 2007; Grabe, 2006;
Mizaei et al, 2014; Schrarm, 2008) agdlsfinuuiiinasidululaingeu
aunsafvzaglounagniuarinweniserungnivmuiluniseuluaiwii

wilsluldilosulunwniiaesls (Koda, 2005; Yamashita, 2002) wAgUassn
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Tundvestedriameniwimans msvamiufifeafudmdmiuazleinsally
mwiiaes o1aduguassafiinuneilvigeunwiiaesliannsadielon
nagmsnseuimildluniserununividuldfuniseunriiaestsioeisd
U52aN5nIN (Grabe & Stoller, 2002; Yamashita, 2007) Lﬁ'aaﬁmﬁdmﬁ
ANUAMafuNINeIeuwlanureAERIkag N sviAudilalasiasng
hnsal swvediasieeiinsthnagnsunutieyarudiladeieon

TuvTunvesfiseurilneaindeyalunivestodnialusuusunm

o s

nseulunwnieilaiaain ildwwilduigiseuasiamnnagninisey

3

'
o v a

e lriiseavsandaldunrggaduiieniu neusiutedndaieadiuaiug

Tudrp9n ¥ Iwar IRINsTSUMNEIT09 vintrlaniavastniseulun1siazane

=

launagnsnisenuluntwfivilandiegunldluniserulunivnassieens

Ypgadlume

A o

NFIDYNTDUANANTAIALY TZWINNNITOIUATWTINTLaTN1T81U
nwfigesiinarundsiueziiuldideudunmuiaesiesdszauiulym
wazgUassavaneusznisluniseu Tudduseluaguenanbuuimiansdn

fanssumsiseunsaeunseunavdisanlymiuazguassadndiinasnauy

Y
a =

Y ALATULATNAUINITDIUN T AD MR 89T

KUINNNITIANINTINNTTFBUNTARUN TN Y ATy vaedau

A Ndae

o

1. waanusuadwilifugiSsunteiiaas
meiuguieaItuAdnidaudAyegsBsionswilanumig

yosdafion Tunisaeunissrudaendsnnudndunvzdosinmnanuiiu

flvtudiseu egndlsfnuandululildfidaeuszaaudi dnvivnailiiu

Y Y

= PR} ydov = v A v o

i3 dedunthifddgusenisnilsvesasudedesiinidenitddniile

o

I3 o o @ o o 1 gj aaa a VY a
vJuAnan Eyjﬁ”ﬁ/ﬁ‘uﬂ'ﬁL‘UWIQUW@WUUNLL@%QSM’WHW3‘1/1‘1] ¥ NHLIYUNTEN
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aula Whle andn wavanunsathdmdwimaiululdleggndesnunzauls

ae19ls (Aebersold & Field, 1997)

fa9g19naNIIU
fegsfanssunamnsavilade quasivselosiluldvaenisnaun

1 = Yy

anuiudniliundiSouladuegad fe nisnsvduldfiSeuszay

Y

' v
o ¢ a =]

ANUAALATAIALA1USEIANYBIAAN NNz LA aluSeeiey Aanssull

aunsolfidufanssunouniseu (pre-reading activity) laidueened

WBnsdananssy

1) dledusuunidou faewmhamilieadestuidonvesdsiiaslvi
Hi3ousu viooaldtevidemddyvesseunnseduliiiSousyauaiudn
wazasumAdEwise iiisadesiitisineludesiiony sywiihdanssuil
Qﬁaums@damaiﬁﬁjﬁauﬁuﬂ%ﬁﬁwmﬁuLamm?‘iaiauﬁmwﬁ 991U
ARNfiNAes au1snliy wiuldn laediSousisfuaiiiiunauiynsy
sidnmsedndvionuszuudumesiin dviufSouluuunitlifgunsal
wiand freuenadanmauiynsuniededunifi3ouarannsnduninddw
seqldsameiagaewesinsasunumuonafuundsanuiunaedneds

vieglrimuSnuidlogSouliymifeaiumdwinlizeneg
2) wdsnduldudanguiiFounazlfudaznquadiounugd
AING (semantic map) Ineneneundesloafdyifaudnlunguiuat
1 fegaty funsudubesitisdestuaundy dasueraliiniFeu
szauANLAMABIRUmA AT stuaunTund sz nguaisunugs

o o

ATUVAY FIRE AU TTLAD T ANYaIE AT
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Carry-on bag Passport Credit card

Security checkpoint Check-in counter Duty-free shop
Airport \
Departure lounge Immigration counter

/ \ Baggage claim area \L
Gate Boarding call / \ Boarding pass

Carousel Luggage

wundl 1 fegrsunugiinnuming (@awUasann http://www.sexygatitas.com/tlh-

seman‘tic—map.htm)14

3) JaeulifiSouusasnauiiavowuiaidnivasnguay Wewasa

wiraeukariissutieiuasumdAgyyisemntaularinuainmsiiaue

o

4) gaoulvigiSeusruesiinsiaaauindidnilatneiinssiun
AALAEY

srdunaladrfanssuiivenanasrsimuanuiauadniliiu

a

AisuLamdaunsailidasunsuingisvulianudnuguieiiusesiag

DIUUINUBULNLILADNALE

v d' = o

aﬁwizLﬁuﬁ%fﬁaaLuumawmmmiwmmmmiﬁmﬁwﬁwﬂﬁl,m

Y
v ¢ v

FSHUNIEIAD  NTHRIUIAIANYIASYEA o ludIunilavealushnsung

U
'
@ ' o ' °

WRUINTTDIU mnﬁumﬁauiﬁﬂ Wiegsasaunlunsis sunsaauns

Semantic Map. (n.d.). Retreived from http://www.sexygatitas.com/tlh-semantic-

map.htm. On March 10, 2014.
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g1uvzhienelitinnsiiuyuadid Aninagnelminniswauiaugaiu
°o w v 1y 1 oA = a D v d o '
AAnsliungSeust1esieiiio Maufiadunmalalenalvdiseulaiiuiedng
nslgrAmiluusunase BvrielidseuandiwaraunsaindAnnlulgla
28190UsLANTAIMUNTU (Anderson, 1999)

ANTBIURUUN 19U (extensive reading) Wusnuileisylaiie s
PIYRNAUINNYENT81U MNUASagIeLuyuAUIaAuamdn lTLAELT oY
Mw1Bnaieg (Ro, 2013) MI9g19AINTIUNAINITAIAAMIUARUNITB MUY
nsNaietEiuANI U ANTlTLASsuRe nsviayaduiindfns
Ineftauaduiinenslidesegluguuuvesaymduay usogluglvadinglu
roNfiamesvseddountalifiseuasauionuuaiotneBumesidaud iy
goanalunistuiinadedrdnsivesnulagorarinduiuuuadiglanens
sauladfitnidouaunsatuiinddwivsedssiiuiiiaulsanmidesionu
Tnganaflinuvanunuig venaiun diiuisussnuiniaulanasnau
wananuAniusenisidauratuluuiunveniesiionu Faiseuludu
ansaiilleuuduansnnuAniiukazuanilisuseusseninaiulde

v a3 ¢ o v ¥ < =) < & 1 v = = ¢

(ulatuiiivlendmiulddeuvionvieiuleddiudiniuislaeniesauladl

' = v Yy a o a1 gy o ' 15
agununeTaaeuannsalvigseuadasldlaglidderlddne dregrauden
.«:4' vy & o 3 v = o o ¢ 2 o
enunsaldgiduwuimslunisasisudentuiinddwinagUsziduiinaula
INNNTEMUBENTNVINVITEY 19U
http://www.bloggang.com/viewdiary.php?id=goirish2 0 1 1 &month=07 -

20128&date=19&group=48&gblog=16

15 Bloggang.com: YUsWysYUIW: WiudwiaInuilads. (2555). fadleTuil 10 fiuray 2558, 91n
http://www.bloggang.com/viewdiary.php?id=goirish2011&month=07-
2012&date=19&group=48&gblog=16.

Bloggang.com: YUINysYUsIA: Fdmissnquassainssufiunaula. (2555). usletudl 10 furey
2558, 910 http://www.bloggang.com/viewdiary.php?id=goirish2011&month=12-
2012&date=27&group=48&gblog=17.
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http://www.bloggang.com/viewdiary.php?id=goirish2011&month=12-
20128&date=27&group=488&gblog=17
widmsuuunvesiSeuiininanunienlusumaluladfing1n

Hapuenaldyuuuumsiayatuiinddnigeinladie el

A5n159RNAINTTU

1) WirjSeuusarauiiaynauay 1 iunazdouiidnuslanius A-Z

@

ezl iNyuuuAIueTeINTEA BLARE LHY (MTIFIdnYINTleuNY Y30

FUTUAITNYINAIAINLTAENILIND1 TN TN TEAIBUINATT 1 wHUALS)

d

uenINHuNuiay mﬂfjmimiammmaﬂm 919l¥iEn13dnlaguendszian

o o 4 v W

Lmuﬁ"l,éf L ﬂ’]ﬂWVILﬂ?J’JﬂUGI’Ja?;ﬂi {70 VINT L?Juél’u

a

2) Lﬁaﬁgl, guissuimdnildseninaiifanssueueg1inineing

=

ﬁ%zﬁ@ﬂUu%ﬁﬂ’]ﬁ‘WﬂL‘ViaWUU‘Wiallﬂ’]’]ll‘l/ill’]EJ%’J@JOQG]’JE]EJ’]Qﬂi%IEJﬂﬁWU

v ¢

fdwindesiiouadluayn Geusslonfograndiiazdierduionos
msdfdnisazliiiudiegrsnmaihidwilldme
AanssuayatuiinddnviagdrelifSouraqasisuasiauinds

fnvivasrasluiiavidniiazias

2. nszfuligFoulfeunudoulununiisediunndy
ﬁﬁﬂmﬂi’dmwL‘%EJuifﬁ%é'mmﬂmiém (Nuttall, 2005) thufe
Vinwgniserutuamuiiluniseunieanuawsalunisiieudsiieuay
Wanldamilesildsiumn wihdaeudwlngjaznsuinnudwluvenis
grussnsRmwineenwvesiou wiluanudusdindunuinusunm
ﬂWia'msl,um‘mﬁaawmﬁﬁaumma’hmumﬂé“mau%'mﬁaa LRI
wdveanan msnsduliEiousiuneninanFeu (Extemal reading) 1udsii
msimugfulufunismesmlifieuldeuluduzeuldlfnuas

aINvaean
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o =

wonNUnthinddguindnusznivilavesy@eunanisfnass

o

enfomssuiivanyadlitugFouiludveadomimng futouazeanu
aula Anmenvesiesfiimnzay AnueIniteresnwiilisnuiedne
auiuly TnslawgagnededniunseuiligFousiuesuenduiFou sei
mnugndefimzanmsasdu i -1 dufeienitsziunvivesdiFou
\dntlee (osmnmsenusmudsuilisniiulutnazyilvgiTeutusagdlalu
nseunagyihliannsoimuinuemssnildiniiniseunudeuiionnann
AuluuaggiFoudesjiogudiunsneneumanamngyosmdny ilslsan
(Grabe & Stoller, 2002; Nuttall, 2005)
wazfiddnyiandnusemanilaveanssusanawnsmionisenu
uenduSeuferuduiivvessiu faeusesfisszAnoganeingizounsios
fiAuguaInianssunIseueEmaINTIaNEVE oI LN UIEY ATIAY
NnAtuianlduannsewaztsausgdlanasddosnniseiuduas

Juitugufidrdgfiastreimuinueniseuliiuiseussluegrenailos

U

wavdsdu

A29819NANTIU
Wuinsuiuiinluteqiudeddnnsedndlfidrauniiunuimddsy
wnBsdufunisetu dduusniniennnisnssduliidsugrunudouly
sUian faouenafiansanatvayunslinisdesidnysedng (e-book) funis
gruuvunisnsweiiouse Megrefanssuiiidedn “udenmilsdortu
109z (FAuUasain Liang, 2004) Faziauenutuneusslul uandu
fegnafanssufianssaldiu e-book Isiduoensd
WBnsiananssy
1) faouduaseToniiedesdnnsedndliiSoulsranm 5-10 1w
udweumnglifisoudunilidomaioguninqileneumauuaslideya

aeluil
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Chernobyl:

The Grim Statistics of Cancer

Two American physicists have drawn a rough but grim outline of
the spread of cancer that could result from the fallout from

Chernobyl.
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Raising Thai-English bilingual children in a native

Thai Family: Worth a Try or Waste of Time™®

wesanlidudinaasnien (Ine-sangw): dundsass wiadewian

Varisa Kamalanavin

Department of Linguistics, Thammasat University

Abstract

A common myth within bilingualism holds that in order to
become bilingual, children must live in a native environment in which
each parent strictly speaks his/her own native language to them (King
and Mackey 2007: 23). For example, for a child to become bilingual in
English and Thai, one parent should be a native Thai speaker and the
other a native English speaker. However, Khun Pongrapee
Tachapahapong, an ordinary Thai parent whose native language is
Thai, has dispelled this myth by speaking English to Peipei, his
daughter, since she was born, while his wife speaks only Thai to her.

Peipei, now eight years old, is doing quite well in her English language

** This paper is a continuation of my previous article, titled “Raising Bilingual Children”,
which was published in the Bangkok Post Newspaper on November 29, 2011. (See
http://www.bangkokpost.com/print/268363). In that article, | introduced the story of Nong
Peipei, who has been raised as a Thai-English speaker by Thai parents. | also explained
how Khun Pongrapee Tachapahapong, Peipei’s father, initiated the idea of raising bilingual
children and later created a website to promote his ideas among Thai parents. This paper
further reviews the practice of so-called elective bilingualism that has been discussed in
the literature on bilingualism. It also collected reports and opinions from the forum posts
raised by Thai parents in www.2pasa.com in order to examine the positive and negative
effects of raising bilingual children. My view towards elective bilingualism is based upon

reports from the parents reflected in such forums.
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skills. The case of Peipei has proven that raising a child to become
bilingual in both Thai and English in a family where both parents are
native Thai is not far from possible. In this paper, factors that lead to
success and failure in raising such elective-bilingual children were
compiled from over 3,756 forum posts of the website www.2pasa.com
where parents posted their stories of raising bilingual children in
Thailand.  Their experience of raising elective-bilingual children
unfolded from these forums has led me to conclude that it is worth a
try for Thai monolingual parents to raise their children to be bilingual,
as long as everyone in the family, both parents and their children, are
happy to do so, with the following suggestions: (1) your child’s home
language (Thai) must develop at a normal pace; (2) set clear objectives
of raising children to be bilingual; (3) choose the most appropriate
language strategy (OPOL, T&P, or MLP); (4) do not create tension in
introducing English with your child; (5) do not say things that you are
not certain of in English; (6) use every possible language tool at your
disposal; and (7) expose your child to native English speakers and

environments whenever possible.

Keywords: Bilingualism, Elective Bilingualism, Second Language Acquisition
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Introduction

A bilingual person refers to someone who has acquired two
native languages (Saville-Troike 2006: 186, Malmkjaer 1991: 57). On
the other hand, a multilingual person is applied to those who speak
more than two native languages. Bilingual speakers generally fall into
two types. The first one includes those whose both languages can be

claimed as native proficiency. These bilingual speakers have balanced
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proficiency in two languages.  Bloomfield (1933) called them
‘balanced bilinguals’. Such speakers are also known as ambilinguals
(Pearson 2008: 90) as well as simultaneous bilinguals (Montrul 2008:
94) though such cases of ambilingualism are quite rare. Usually, one
language is more dominant than the other. It is also common for
bilingual people that certain skills in one language are better in the
other. For example, English-Thai bilingual children, who have one
native-Thai parent and the other an English native speaker, can read
and write Thai better than English if they go to a Thai school.
Instances such as this fall into the second type of bilingualism.
Because bilingual speakers of the second type are more common,
Cook and Singleton (2014: 4-7) considered most bilingual speakers to
be ‘second language users’ while Montrul (2008: 97-99) called them
sequential bilinguals.

A common stereotype for raising bilingual children suggests
that children need to be surrounded by an environment where their
parents speak their own native languages, so that they grow to
become bilingual in their parents’ mother tongues.17 In Thailand, it is
possible that children could become natural English-Thai bilinguals by
attending schools that provide English program curricula as well as
international schools.  The International Schools Association of
Thailand (ISAT) reports that there are 113 schools which have been
registered with ISATIB, out of 39,576 schools in totallg; the number of

" In Section 2.3, | have quoted some linguists’ statement against the idea of speaking a
non-native language to one’s own children as an example of this stereotypical view.

'® About ISAT. (n.d.). Retrieved May 2, 2015, from http://isat.or.th/about-isat.
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international schools is therefore approximately 3% of all the schools
in Thailand. Keyuravong (2008: data taken from Bax 2010: 11) explains
that there are two types of English programs that are implemented in
Thai schools: one is called the Mini English Program (MEP) providing at
least two core subjects taught in English. The other is called the
English Program (EP) providing at least four core subjects taught in
English.

Bax (2010: 19) points out that the schools which offer the EP
curriculum are increasing in number, indicating that the enrollment of
Thai students in English programs is gaining ground throughout the
country. However, becoming Thai-English bilinguals also comes with
some costs. Thai parents are well aware of the extra costs that they
have to pay for their children to enroll in any type of English program.
Bax (2010: 19-20) reports that the Ministry of Education's regulations
allow a school to charge some extra fees on the English Program to
ensure its quality.

Apparently, the EP would be limited to children whose
parents can afford such high costs, not to mention the English-based
international schools which charge as much as two or three times
more in tuition costs than regular Thai schools. An alternative
method, which is free of charge, is to provide our children with a
bilingual environment by speaking English directly to them on a
regular basis. In other words, Thai parents could use English as a

medium of communication with their children. This kind of

" The total number of schools are taken from the most updated database in 2010, by

the Ministry of Education (www.moe.go.th).
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bilingualism is the concerted focus in this paper. Pearson (2008: 177)
refers to this type of bilingualism as ‘elective’, ‘artificial’, or ‘non-
native’. Personally, | prefer the term ‘elective’ since it has the least
negative connotation, and therefore | will use this term throughout
this paper in reference to this type of bilingualism.

One example of a Thai family who has decided to raise their
child to be elective-bilingual in Thai and English can be observed in
the Tachapahapong’s family. Khun Pongrapee Tachapahapong and
his wife are native Thai speakers. Despite being monolingual, they
decided to raise Peipei, their 8-year-old daughter, to be bilingual in
Thai and English. The family chose the One-Parent-One-Language
(OPOL) system, one of the most practical and well-recognized
strategies for raising bilingual children (Baker 2007: 13), whereby each
parent speaks one particular language to their child; Khun Pongrapee
speaks English to Peipei, while his wife speaks Thai to her. The couple
speak Thai to each other, so Peipei knows that her father can speak
Thai, but chooses to speak English to her.

With this method, Peipei began her journey of becoming a
Thai-English bilingual child. By using the OPOL system with several
supplementary tools such as free online dictionaries, English DVDs and
TV programs, Peipei can now speak, read, and write in Thai and English
quite comfortably. Having achieved the goal of raising Peipei to be
skillful in English conversation, reading, and writing skills, Khun
Pongrapee started to make his linguistic methods and strategies known
to the public. He has appeared in several TV programs. He has

written three books on how to raise bilingual children and has also
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created a website www.2pasa.com which has long served as a source
of information exchange for parents who have the same goal in raising
elective-bilingual children. Today, more than 16,000 Thai parents are
following this linguistic path, hoping for the same achievements. The
evidence of both success and failure in raising elective-bilingual
children was reflected in over 3,756 forum posts written by parents
who told their stories, their pride, their problems as well as some tips
for other Thai parents. In the forums we can observe their children’s
progress as well as the problems that they are facing.

In this paper, | examined the success and failure of the
families who are raising their children to be Thai and English elective-
bilinguals by collecting information from these internet forums. Before
| discuss factors that lead to success and failure of raising elective-
bilingual children, however, | will first review some research relating to
this field, including some views from linguists before moving on to the

factors that lead to success and failure in the following section.

The concept of elective bilingualism

General notions of bilingualism involve bilingual speakers
whose parents are native speakers of a language. On the other hand,
case studies in which parents speak to their children in a non-native
language are quite rare. We usually find discussions about elective
bilingualism without having any concrete evidence that supports or

disapproves elective bilingualism.20 In this section, | will first discuss

“ With one exception, as far as | know, Pearson’s (2008) supportive view was based on
the data derived from several elective bilingual children whom she considered to be

successful. The information of these successful children will be explained in Section 3.
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the language strategies that are applicable to parents of elective
bilingual children.  Then, | will show different views from some
linguists before proceeding to the relevant research studies that seem

to support the approaches of elective bilingualism.

1. Language strategies.
Parents have several options to speak a second/foreign
language to their children. The following strategies were discussed in
Second Language Acquisition not specifically to elective bilingualism,

but to bilingualism in general.

1.1. One Parent One Language (OPOL). This is the most
widely used among bilingual families, which Pearson (2008: 167) called
‘the Classic Pattern’. Baker (2007: 13) explained that this term was
originally coined by Maurice Grammont” as ‘une personne-une
langue’ over 100 years ago. In this strategy, each parent speaks one
language to the children at all times. In the case of elective-bilingual
Thai families, one parent speaks only English to their children, whereas
the other speaks Thai. Parents can speak Thai to each other, but their
children will be aware that they will communicate with each parent in
the language that has already been chosen. For example, Khun
Pongrapee is the one who speaks English to his daughter, while his

wife strictly speaks Thai to her.

1.2. Minority Language at Home (mL@H). According to
Pearson (2008: 138), the mL@H is a situation in which the minority

# Maurice Grammont wrote a paper titled ‘Observations sur la langage des enfants’

(Observations on Children’s language) in 1902. No other information was found.
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language is used by both parents at home. As the name suggests, this
strategy is used in communities which speak ‘minor’ languages as
opposed to the language of the ‘majorities’. It is therefore applicable
in foreign immigrant communities who speak languages different from
the standard language of the host country. Raguenaud (2009: 22-23)
describes a similar language strategy which she called ‘One Language
One Environment’: the languages children speak depend on the place
they are in. In the case of the Thai families specifically discussed in

this paper, this strategy is irrelevant and is thus non-applicable.

1.3. Time and Place (T & P). Parents decide to speak each
language to their children according to the fixed time of the day. This
approach is more realistic in bilingual school settings, where one
language is chosen to be used depending on the class subjects
(Pearson 2008: 138). In Thailand, however, Thai parents in Khun
Pongrapee’s bilingual language community recognize this strategy
through the name ‘One Time One Language’ as he introduced this

strategy in his book by this name (Tachapahapong 2552: 81).

1.4. Mixed Language Policy (MLP). Pearson (2008: 139)
explained that there is no fixed time or place to speak English.
Language choice depends on topics and other circumstances that the
whole family feels most comfortable with. | certainly agree with this
strategy and believe that it is the most appropriate one for Thai
families. Many parents admitted that they feel embarrassed when
strangers, especially foreigners, overheard or recognized them speaking

English with their children. Speaking English at home or when they

A1w1UTVaY adudl 30(2558) 259

FAIAUNMTTHUNITAOUNYIINOWUATAYIFNERTN TN Y



feel most secured would be the best solution.

2. Supporting views for elective bilingualism
Because elective bilingualism is not broadly discussed,
opinions about its approach are consequently hard to find in the
literature. Among a few of them include King and Mackey’s (2007)
discussion where they took a positive stance towards elective
bilingualism. They wrote:

“..it’s a myth to assume you need to be a native speaker to
provide quality second language interaction for your child. Parents
who have some limited second language skills can still provide an
important foundation in the language. The truly critical factor is rich,
dynamic, and meaningful interaction with speakers of those languages
(and this can come in many different forms)...”

(King and Mackey, 2007: 23)

Similarly, Pearson (2008) encouraged parents to speak languages
other than their native tongue to children, as she stated:

“Parents should not refrain from speaking the second language just
because it is not their native tongue and they fear transmitting their
errors and their foreign accent in it.

..There is no indication that children’s language suffers because
their parents’ nonnative status ... (children should) have a language-rich
environment with varied stimulation and an accepting atmosphere
where they are encouraged to express themselves and where their

verbal exchanges are valued.” (Pearson 2008: 146-148)

By contrast, a number of linguists disagree with the idea of
speaking a non-native language to children. We will look at some of

these views in the following sections.
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3. Views against elective bilingualism.
Williams (1992) noted that English spoken by Thai students

was heavily influenced by their ‘models’. He stated:

«

. the model of behaviour is assumed to be that of native
speakers. In Thailand,...the majority of learners in schools have access
only to models provided by teachers who themselves may only have

limited ability and fluency in spoken English.”  (Williams 1992: 86)

His view may not directly criticize elective bilingualism, but it
is quite clear in his statement that students’ models should be native
speakers of English. Baker (2007) also mentioned that non-native
parents can emerge as ‘bad models’. In his book he cited a question

from a parent: “My second language is not perfect. Should | speak it

to my child?”, to which he responded as follows:

“..If you are a bad model of language for your child, you should
not speak that language to the child. If a child begins to learn incorrect
linguistic structures or inexact expression from you speaking a second
language, you may be undermining rather than helping the child’s

language development...”. (Baker, 2007: 96)

Similar views were found on Linguist List (www.linguistlist.org),
a well-known website for linguistics professionals. In response to
similar questions, Professor Deborah D.K. Ruuskanen of the University

of Vaasa, Finland, replied:

“..Teaching a child a language that is not the mother-tongue
of either parent is usually not a good idea. Unless the parents are
completely bilingual themselves, that is, they speak two languages
as native languages, then the sounds that are produced for the child

y »

to imitate will be tinged with a strong ‘foreign accent’...
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And last but not least, Raguenaud (2009) encouraged parents
who speak minority languages to use their home language to their

children:

“If parents give up using their native language with their
children and switch to a weaker language, their interactions will be
less sophisticated in vocabulary, concepts, and thinking.”

(Raguenaud 2009: 95)
4. Examples of elective bilingual children who are considered by
their parents to be successful elective bilinguals.

In the previous section, it was noted that linguists have
different and diverging views about elective bilingualism. These views
were usually given without supportive evidence except that of
Pearson (2008: 177-185), who demonstrated four cases of children
who were raised to be bilingual (or multilingual) by parents who spoke
non-native languages to their children. In the first case, an Australian
father, a German-language teacher, spoke German to their children
whereas the mother spoke English. The second case was an American
family, where the father, a non-native Spanish user, spoke Spanish to
their daughter while the mother communicated with her through
American Sign Language (ASL).

To ensure that their daughter could speak Spanish fluently,
they hired a Spanish housekeeper so that their daughter could also
have opportunities to speak Spanish with a native Spanish speaker.
Their daughter grew up to be a trilingual speaker whose native
language was English, and who used ASL and Spanish quite well. The

third family mentioned by Pearson was also an American family whose
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parents spoke fluent Spanish as a foreign language to their children.
The parents hired a Mexican au pair so their children would be
exposed to native Spanish input. In the last case mentioned by
Pearson, an American family wished their adopted child to be able to
speak her heritage language (Spanish). The mother was a fluent
Spanish speaker. She was very enthusiastic in contacting parents who
shared the same interest in this method.

From these four cases Pearson illustrated that the parents
who spoke a non-native language to their children were fluent foreign
language users. As such the fact that their children were successful
was not so surprising. In this vein, it is more intriguing to witness Thai
families whose parents are poor English language users, yet have
successfully raised their children to be fluent English speakers. In fact,
there were quite a few Thai children as evidenced in Khun
Pongrapee’s website, who have been able to speak English beautifully
and fluently, although their parents considered themselves to be poor
English speakers.

One such example is the case of Nong Noey whose mother
used the OPOL strategy with her despite her claims of low proficiency
in English. Nong Noey’s mother started to speak English with her
when she was 2.6 years old, at which time she had already started
speaking Thai fluently. Her mother used many computer-mediated
learning tools such as an online dictionary, English for children
tutorials from YouTube, and popular cartoon series. It took the family
approximately five months before Nong Noey had started to utter

some English words.  Today she speaks English fluently with
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confidence.”’

In addition to the success of these children whose parents
have chosen to speak a non-native language to them, evidence in
support of elective bilingualism also comes from some research on
children who received impaired input in their native language.
Singleton and Newport (2004) studied the linguistic performance of a
seven-year-old deaf child whose name was Simon. Simon’s parents
were both deaf. They were late learners of American Sign Language
(ASL), as both of them started to learn ASL after age fifteen. Simon
was sent to a normal school and learned together with other normal
children except for some classes in which he had activities with other
hearing-impaired children. Since his parents were late learners of ASL,
Simon received inconsistent morphological input in ASL from his
parents. The results of Simon’s performance indicated that Simon’s
linguistic skills were almost compatible to children who use ASL as
native speakers. This is a natural case of a child acquiring incomplete
input in ASL as a native speaker.

A non-natural case study, but with a similar research
objective, was conducted by Hudson Kam and Newport (2009). In one
of their experiments, a group of children were asked to learn a new
(invented) language. In each session they were taught vocabulary
words and inconsistent grammatical forms. The results indicated that
children had the ability to regularize these inconsistent grammatical

forms. Research studies from Singleton and Newport (2004) and

# You can check out for Nong Noey’s English ability for yourself in this video clip at

go2pasa.ning.com/video/thing-to-play.
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Hudson Kam and Newport (2009) seem to suggest that children have
the ability to regularize the unsystematic grammar that they received.
These findings are therefore in favor of elective bilingualism, suggesting
that even if children were given ungrammatical language input from
parents who are non-native speakers of that language, children will
find a way to adjust and eventually master the language they are

learning from their parents.

Advantages of successful elective-bilingual children

There is no doubt that the linguistic skills of a second
language can be evaluated through several methods. In assessing
pronunciation, for example, linguists can use different kinds of Likert
scales to evaluate one’s level of foreign accent (Jesney 2004: 2).
Nevertheless, the sense of achievement in learning a second/foreign
language is by no means subjective. Parents could sense their
children’s achievement in acquiring a second/foreign language by
simply observing their children’s linguistic performance. Cases of
elective-bilingual children like Peipei are clear examples of
achievement. Peipei’s parents are happy with her English-speaking
skills. By now, Peipei has become more and more fluent in English,
and | would certainly categorize her as a “successful” young English
learner.””  In fact, there are many successful children like Peipei,
whose English skills surpass ordinary Thai children within the same age

group, as can be witnessed in video clips in www.2pasa.com. Here are

2 My last meeting with her was some time in 2013, at which time her English fluency was

noticeable.
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some positive reports that the parents of successful elective-bilingual

children wrote in their blogs:

1. Speaking English with a Thai accent is not of great
concern to parents who feel that their children thrive regardless. They
are rather concerned with their children’s English fluency. When
fluency is apparently developing, they are thrilled and satisfied. Nor
do parents feel disturbed by their children’s grammatical mistakes.
They viewed them as a natural step towards the English-language
development, and therefore such grammatical mistakes are

acceptable.

2. Their children do not shy away from foreigners. They are
proud to see that their children can communicate with native

speakers of English as well as other foreigners who speak English.

3. Parents notice remarkable improvement in their
children’s English scores. Specifically, many parents whose children
enroll in EP curricula often report that their children received higher
scores in every subject area. This is probably because students who
were in EP programs have to speak English on a daily basis. Fluency
certainly helps better communication between teachers and students
of each class subject. On the other hand, English fluency does not
have much effect on students who were in the Thai program, since
English is not a medium of communication. Improvement in English is
thus helpful for the English-language class, but not for any other.

4. Children show continuous improvement in all English

language skills. Parents feel satisfied with their children’s listening
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skills. Children showed their ability to understand simple sentences in
children’s TV programs by retelling the story in Thai and/or English.
They discussed with their parents what was going on in the story they
were listening to. Children were more comfortable to speak English
with the English-speaking parent. Many children were perceived as
risk-takers in speaking English with strangers and foreigners whenever

opportunities were allowed.

Causes of anxiety in unsuccessful families

This section is divided into four subsections. First, | will
explain children’s language behavior that concerned parents which
were derived from the most common errors discussed among parents
in the forum of the website www.2pasa.com. Then, | will show how
these problems affect parents in terms of both mental health as well
as familial relationship. The third sub-section will discuss the impacts
of elective bilingualism on children. The last sub-section were
predicaments from school and outsiders, whom | am referring to as

both non-family members as well as strangers.
1. Language behavior of elective-bilingual children

While it is evident that elective bilingualism is not entirely
impossible, there are a great number of parents who could not hide
their anxiety by complaining and seeking help in the website forum.

The most frequent problems identified in the forums are as follows:
1.1 Problems with translation

Children formed a habit of asking their parents to translate for
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them every sentence they heard. They also mixed Thai and English
words together as if they were of the same chunk. For example, they
would say ‘bird-nok’, ‘ﬁsh—pla’24 and so on. Some parents reported
that their children translated their parents’ utterance instead of
responding to the command; and children often asked for verification

of correctness, which sometimes prohibited the flow of conversation.
1.2 Grammatical mistakes

Several grammatical mistakes were detectable. Some
grammatical markers were overgeneralized from English to Thai. For
example, some children said ‘a car’ as well as ‘a /mae/’ (mother), ‘a
/ma:/’ (dog). Children were confused with how to use possessive
pronouns. For example, a child said ‘I want to sit on my lap’ ; in fact,

what she wanted to say was ‘I want to sit on your lap’.

1.3 Children’s inability to communicate with English native
speakers
Several parents said that their children could converse in
English with them, but it was totally a different case when they

encountered English native speakers.
W25
1.4 Code-switching

Children switched back and forth between Thai and English

words as well as sentences in the case of code-switching. Thai

“ /nok/ is a Thai word for ‘bird’, and /pla/ for “fish’.
® The term ‘code-switching’ is loosely chosen over ‘code-mixing’ to refer to general
circumstances in which children alternate English and Thai at either level of words,

phrases, and sentences.
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parents viewed the phenomena of code-switching as problematic,
which in fact were common in bilingual communities. Gardner-Chloros
(2009: 4) states that code-switching “affects practically everyone who
is in contact with more than one language or dialect, to a greater or

lesser extent.”
1.5 English pronunciation with a Thai accent

Parents believed that they were bad models for their children
in terms of English pronunciation. Despite many helpful learing tools
available at home, phonetic interference from Thai was obvious as

children spoke English with a Thai accent.
1.6 Habits of using fixed phrases

Children learned a limited number of English phrases that
they were taught. It became a habit to use them. They were unable
to create new phrases, and even resisted to be taught new phrases of
the same meaning. For example, one parent reported that their child
used a fossilized phrase “Give me some milk, please.” When her
mother introduced a new phrase to her “I want some more”, she

rejected and insisted on using the same old phrases that she knew.
1.7 Stuttering and lack of fluency in both English and Thai

Many parents raised concemns over the perceptions that their
children were neither fluent in speaking English nor Thai. Some
parents reported that their children stuttered in Thai. However,
Raguenaud (2009: 14) states that it is unknown if bilingualism causes

stuttering.  Stuttering is commonly found in children, whether
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monolingual or bilingual, between ages of two-and-a-half and five.
2. Negative impact on parents

Unsuccessful efforts in raising their children to be Thai-English
bilinguals causes some problems in terms of mental health as well as

distorted behavior, as explained below:
2.1. Mental health

Disappointed by the outcome of raising their children to be
bilingual, parents reported that they felt depressed, exhausted, and
moody. In addition, derogatory remarks made by strangers and
outsiders had a huge impact on parents. On hearing these remarks,
they felt ashamed for not being able to speak English fluently. They
believed that they could never improve their English. Obviously,
negative remarks from strangers are so powerful that they have the
potential to lower one’s self-esteem. They felt uncomfortable,
embarrassed, and uncertain whether they should pursue this
approach. Problems also arise when children’s English surpasses that
of their parents. Parents could not discuss a variety of topics with
their children in English when they were asked for further explanation.
Parents know only a limited number of vocabulary words. As a result,
the conversations were not thoroughly carried out in English. Parents
were upset that they had to switch to Thai when they were caught in

such circumstances.
2.2. Abnormal behavior

Some parents said that they tried to speak English as much as
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they could, even if their children had no response for their
interactions. As a result, they had developed habits of talking to

themselves even when no one was listening.
3. Negative impact on children

Children who resisted communicating with their parents in
English showed signs of strain on their mental health as well as

unpleasant behavior.
3.1. Mental health

Parents reported their children were depressed, frustrated,
vociferous, and moody. The relationship between children and
parents who spoke English to them was estranged. Children walked

away from their parents and did not want to talk to them.
3.2. Unpleasant behavior

Some children became more aggressive and violent. They
said bad words to their parents. Small children showed resistance by
crying on the floor. Some of them became so depressed that they
would not talk to their friends at school. In addition, parents reported
that their children had started to be addicted to the computer
mediated tools such as iPads, TV programs, games that they were

encouraged to use for English improvement.
4. Predicaments from school and outsiders

4.1. Further complications involved teachers, friends from
school, as well as the English curriculum. Disagreement from the

children’s teachers were common. Some native-Thai English teachers
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were offended when they learned that parents were speaking English
to their students. They felt that they were fully responsible for
teaching English to students. Once they found that parents spoke
English at home, they would discourage them to do so in order not to
confuse children. Some parents complained that English teachers
gave wrong information or introduced ungrammatical phrases/

sentences to their children.

On the other hand, parents complained that it was hard to
correct their children’s English grammar, when they found that
teachers taught some incorrect grammar to their children, as the
children were more prone to believe their teachers than their own
parents.  Elective-bilingual children sometimes find it hard to
communicate with their schoolmates. They could not get along with
their monolingual friends. In terms of the English-language curriculum,
many schools still practice the rote-learning method, by which
students have to memorize fixed phrases and sentences including the
spelling of each word, such as a-n-t “ant-mot””’. English grammar is
the main focus of the curriculum. Even in the English-Language
Program (EP), Thai teachers usually translate from English into Thai

right after an English-native teacher said each and every sentence.

4.2. Relatives or even strangers, whom | categorize as
outsiders to the family, have also had some impact on the elective-
bilingual families. When these people showed disagreement, cave

derogatory remarks, or challenged children’s English skills, parents felt

26 /mot/ is a Thai word for ‘ant’.
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depressed and worried, and had their confidence shattered in pursuing

this approach.

Suggestions to Thai parents who plan to speak English to their
children

When parents decide to speak English to their children, they
should make a careful plan in choosing the language strategies most
appropriate for their family. As we have seen from Section 4, taking
wrong steps in communicating with children could result in negative
impacts to both children’s mental and physical health. Here are
some suggestions and tips that | learned from the information that

parents shared in the www.2pasa.com website:

1. Parents should make plans for the language strategy that best
fits their family. For parents whose English proficiency is high in all
language skills, the OPOL strategy is certainly an option. They should
be able to communicate with their children in most subject matters in
a natural way. On the other hand, the OPOL strategy may not be
appropriate for parents whose English proficiency is low. In other
words, parents with limited speaking skill should not speak Ensglish to
their children at all times as if English were their home language. This
is not to say that they should not speak English to their children.
They can actually practice speaking English to their children focusing
on what they know or are learning. In sections 4.2 and 4.3 we have
seen negative impacts on both parents and children.  These
unpleasant circumstances usually occurred in families who select the

OPOL strategy when the English-speaking parent is unskillful. The
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unnatural conversation eventually results in a damaged relationship.

2. Both parents and children should have a positive attitudes
towards speaking English. It should be a fun activity in the family.
Parents who felt that their children thrived usually mentioned the

enjoyment of the whole family when they practiced speaking Ensglish.

3. In the course of the milestone of bilingualism, parents must not
forget that children should be able to acquire Thai as a native
language speaker. The natural development of the Thai language in
children is more essential than the ability to speak English as a foreign

language.

4. Parents as well as children should set clear goals in the family
of why they want to speak English at home, at which level they
expect their children to reach those goals, and what they can do to
achieve them. The goals should be realistic and based on the needs
and background of each family. For example, it is unrealistic for
parents whose English language proficiency is low at every level to
expect to raise their children to be native-like in English. Being clear
of what to expect from raising children in this way would keep them
focused on the targets that they want to reach and at the same time
keep them from feeling disappointed. Disappointment causes much
tension and frustration within the family, which in turn cause

estranged relationships within the family.

5. Parents should not discuss with children in English topics that
they find too difficult. This is because they do not know adequate

vocabulary words to discuss with their children and might give
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ungrammatical input to them. Even though studies from Singleton
and Newport (2004) and Hudson, Kam, and Newport (2009) have
shown that children have the ability to systematize wrong input,
several questions remain unanswered and further studies should be
conducted to prove this theory. Therefore, parents should not risk
their children’s failure by giving wrong language input to their children.

They should communicate in Thai when it comes to difficult topics.

6. We learned from the forum that all forms of media would be a
great help for children to learn English. | found that the most useful

DVDs are Caillou, Barney, and Dora the Explorer.

7. Though not essential, yet very helpful where possible,
children should be exposed to native speakers of English as much as

possible.

Conclusion

It has been approximately six years since Khun Pongrapee
Tachapahapong had introduced the notion of elective bilingualism to
Thai families. Today, many parents have tried to bring in English to
their home environment and make it a natural way to communicate
with their children. Comments from parents that were sent to the
forum in www.Z2pasa.com were evidence of how elective bilingual
families in Thailand are doing. Many families have assessed their
children to be successful English speakers, while quite a few reported
otherwise.

In this paper, | collected information from the forum to

examine the problems that most parents have during the course of
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the bilingual milestone. | found that children’s success is subjective
to their parents’ point of view and attitude. Children who have
reached a certain level of English proficiency may or may not be
viewed as successful, depending on the expectation of their parents.
Anxiety and emotional concerns have a huge impact on straining
relationships among family members. Parents need to create a
learning environment in such a way that children would feel that
speaking English is a fun activity.

The right choice of language strategy is also very important.
Parents with low proficiency in English should not risk using the OPOL
strategy, by speaking English the whole time to their children. In fact,
they should apply the Mixed Language Policy (MLP) at home; that is,
speak English whenever they feel like. This is to reduce anxiety for
both parents and children. Most cases where the family who raise
concerns about their children’s deteriorating behavior and emotional
well being are due to parents’ anxiety and misconstrued expectations
as well as their wrong choice of language strategy.

To answer the question raised from the title of this paper, |
would conclude that it is definitely worth helping your children’s
English by implementing an appropriate language plan, as we have
witnessed many cases of successful families. However, parents must
carefully decide on the language strategy that best fits their family and
speak English to them accordingly. Children will not be able to
improve their English if the English curriculum at school still focuses
on English spelling and vocabulary by rote-learning.  Elective

bilingualism is not only an option but is @ must as well in this case.
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