
Asian EFL Journal. Professional Teaching Articles. Vol. 62 August 2012 
 

 

Asian EFL Journal 
 

 

 

The Asian EFL Journal  
Professional Teaching Articles – CEBU 

Conference Issue  
August 2012 
Volume 62 

 

 
 
 
 

Senior Editors:  

Paul Robertson and Roger Nunn 

   



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

2 
 

 

 
 
Published by the Asian EFL Journal Press 
 
 
 
Asian EFL Journal Press 
A Division of Time Taylor International Ltd 
 
 
 
http://www.asian-efl-journal.com 
 
©Asian EFL Journal Press 2012 
 
 
 
This book is in copyright. Subject to statutory exception 
no reproduction of any part may take place without 
the written permission of the Asian EFL Journal Press. 
 
 
No unauthorized photocopying 
 
All rights reserved. No part of this book may be reproduced, stored 
in a retrieval system or transmitted in any form or by any means,  
electronic, mechanical, photocopying or otherwise, without the prior 
written permission of the Asian EFL Journal. 
editor@asian-efl-journal.com 
 
 
Publisher: Dr. Paul Robertson  
Chief Editor: Dr. Roger Nunn 
Guest Production Editors: Mark Fifer Seilhamer & John N. Cabansag 
 
 
ISSN 1738-1460 
 



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

3 
 

 

Table of Contents 
 
1. Mehdi Haseli Songhori……………………………………..……….4-29                

  Exploring the Congruence between Teachers' and Students' Preferences                          
  for Form-focused Instruction: Isolated or Integrated? 

 
2.   Minako Yogi……………………………………………………..…24-41 
  Implementing Teleconferencing for Pre-service English Teacher Training and 
  Collaborative Learning 
 
3.   Masoome Karimi & Zahra Fotovatnia……………….…………..42-59 
  The Effects of Focused vs. Unfocused Written Teacher Correction on the  
  Grammatical Accuracy of Iranian EFL Undergraduates 
 
4.   Andrew Nowlan.................................................................................60-69 
  Manifestations of Nonverbal Cues in the Japanese EFL Classroom 

 
 
 

 



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

4 
 

 
 

Exploring the Congruence between Teachers' and Students' 
Preferences for Form-focused Instruction: Isolated or Integrated? 

 
Mehdi Haseli Songhori 
Department of English 

Zahedan Branch, Islamic Azad University 
Zahedan, Iran 

 
Bio Data 

Mehdi Haseli Songhori holds an MA degree in TEFL. He is an academic staff of the 
English department at Azad University of Zahedan, Iran. He has been teaching 
English for ten years in different universities and language institutes. His research 
interests include reading comprehension strategies, grammar teaching, and vocabulary 
learning. 
 
Abstract 
Learners' and teachers' preferences regarding language learning and teaching and the 
mismatch between their preferences, which can be a source of problems for both 
learners and teachers, have been of paramount importance for a couple of decades. 
Grammar instruction is an area of language teaching in which learners' and teachers' 
preferences warrant investigation. Therefore, this study explored the congruence 
between English students' and teachers' preferences for isolated and integrated form-
focused instruction (FFI). A total of 202 English students and 30 English teachers 
completed a 26-item and a 22-item questionnaire respectively. The items were 
analyzed by SPSS 16.0 software. The means and standard deviation of students and 
teachers questionnaires were calculated separately and the Pearson Correlation 
method of analysis was employed to compare both groups. Results indicate that 
students and teachers preferred integrated FFI over isolated FFI. The comparison of 
the two groups revealed that there is a strong correlation between students and 
teachers concerning their preference for integrated FFI. However, there seems to be a 
mismatch between the reality of the grammar classes and the preferences of the 
students and teachers, which will be explained in the discussion of the study.   
 
 
Keywords: Form-focused instruction, Isolated form-focused instruction, Integrating 
form-focused instruction, Learners' preferences, Teachers' preferences 
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Introduction 

During the long period of second and foreign language teaching, it is the recognition 

of changes in the kind of proficiency that learners need that leads to changes in 

language teaching methods. Grammar instruction is a part of language teaching that 

has received much attention and has been a hot topic of controversy for a couple of 

decades. English teachers as well as English learners typically realize the benefits of 

knowing English grammar because, to them, it is the key to understanding language 

and using it to communicate (Cowan, 2008). As a result of these controversies and the 

importance of grammar in language learning, different views, approaches and 

methodologies to grammar teaching have emerged for ESL/EFL teachers to choose to 

suit their own learners and classroom environment. Teachers' perceptions regarding 

the instruction of grammar is a well studied area and the best method for grammar 

instruction is often chosen by the teachers according to their own perceptions and 

preferences. As Clark & Peterson (1986) state, teaching is "substantially influenced 

and even determined by teachers' underlying thinking" (p. 255). However, teachers 

quite often do not take into account the views and preferences of the learners, but 

choose their method for teaching grammar because they believe that their method of 

instruction is what their students expect (Borg, 1998). The ignorance of learners' real 

preferences and views about grammar instruction may lead to great conflicts in the 

language learning milieu, which in turn culminates in demotivating learners and 

increasing their anxiety. 

 

A brief historical view of the importance of grammar instruction 

The study of grammar has had a long and important role in the history of second 

language and foreign language teaching (Purpura, 2004). A glance through the last 

century of language teaching practices reveals that there are mixed ideas about the 

place of teaching language forms, depending on the method or era (Brown, 2001). 

Since its origins in classical Greece, the main aim of grammar teaching has been to 

support the learning of literacy skills (Hudson, 2010). Until the 1970s, grammar 

instruction had a dominant position among language teachers and methodologists. 
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With the emergence of Communicative Language Teaching (CLT) in the late 1970s 

and early 1980s, specially in its strong form, grammar instruction became an outcast 

and it was suggested that teaching grammar was not only unhelpful but might actually 

be detrimental (Nassaji & Fotos, 2004). Nassaji and Fotos (2004) state that: 
Continuing in the tradition of more than 2000 years of debate regarding 
whether grammar should be a primary focus of language instruction, 
should be eliminated entirely, or should be subordinated to meaning-
focused use of the target language, the need for grammar instruction is 
once again attracting the attention of second language acquisition (SLA) 
researchers and teachers (p. 126). 

 
     Grammar teaching has been and continues to be an area of some controversy (Borg 

& Burns, 2008; Burgess & Etherington, 2002; Ellis, 2006; Loewen et al., 2009; 

Nassaji & Fotos, 2004; Sheen, 2002; Spada & Lightbown, 2008; van Glederen, 2010). 

But today very few scholars and researchers cast doubts on the important role played 

by grammar in the learning of a second language (Abu Radwan, 2005; Gil & 

Carazzai, 2007; Kasem, 2009; Ozkan & Kesen, 2009; Palacios Martínez, 2007; 

Rahimpour & Salimi, 2010; Savage et al., 2010); Krashen (1982), Truscott (1996, 

1998) and Prabhu (1987) can be considered as exceptions to the rule. Therefore, with 

regard to the central role of grammar in language classes, especially in EFL milieus, 

the idea that second language teachers are great consumers of grammar (Bourke, 

2005) denotes that teaching and learning with an emphasis on form is valuable, if not 

indispensable (Burgess & Etherington, 2002). As a result, the most engaging 

questions and debates in L2 pedagogy are no longer about whether CLT should 

include form-focused instruction (FFI) but rather how and when it is most effective 

(Ellis, 2006; Spada et al., 2009; Spada & Lightbown, 2008; Cahn & Barnard, 2009). 

The next section will deal with the concept of form-focused instruction. 

 

     Learners' and teachers' beliefs and views on grammar instruction are of paramount 

importance in the field of language learning. Horowitz (1990) claims that there often 

exists incongruence in perception between students and teachers on the use of 

grammar, which may result in negative effects. Phipps and Borg (2009) say that an 



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

7 
 

extensive literature on teachers' beliefs exists in relation to language teaching and 

grammar instruction, but "… there exists a gap in the literature as regards students' 

perceptions on this important topic" (Pazaver & Wong, 2009, p. 27). However, the 

studies that have been conducted regarding the teachers' and students' view on 

whether to teach grammar or not (e.g., Burgess & Etherington, 2002; Loewen et al., 

2009; Peacock, 1998; Schulz, 1996, 2001; Phipps and Borg, 2009; Borg and Burns, 

2008; Palacios Martinez, 2007), all indicate that teachers and students support the 

instruction of grammar in language classrooms. 

 

Form-focused instruction 

According to Nassaji and Fotos (2004), the idea of focus on form has been widely 

advocated in the literature. Form-focused instruction, according to Ellis (2001), refers 

to "any planned or incidental instructional activity that is intended to induce language 

learners to pay attention to linguistic form" (pp. 1-2). Conceptualized in L2 

acquisition research, form-focused instruction differs from decontextualized grammar 

lessons. The latter emphasizes the learning and categorizing of forms rather than 

relating these forms to their communicative functions and appears to have minimal 

effect in classrooms where learners' exposure to the L2 has been primarily message-

oriented (Swain, 1996). Lightbown (1998) suggests that isolated grammar lessons 

may have only minimal effects in these contexts because learners exposed to language 

'instruction' separately from meaningful language 'use' are indeed more likely to learn 

to treat language instruction as separate from language use; this is called transfer-

appropriate learning (Segalowitz, 1997). In other words, language features learned in 

isolated grammar lessons may be remembered in similar contexts (e.g., during a 

grammar test), but hard to retrieve in the context of communicative interaction. 

Conversely, language features noticed during communicative interaction may be more 

easily retrieved in communicative contexts. Accordingly, form-focused instructional 

activities are generally considered most effective when embedded in communicative 

contexts, even though the extent to which form-focused instruction must be integrated 

into communicative activities is still open to debate (e.g., Lightbown, 1998; Ellis, 
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2002).  

 

     Since the 1980s several taxonomies have been proposed as regards form-focused 

instruction (FFI). The earliest concepts were put forward by Johnson (1982), who 

made a distinction between the "unificationist" and "separationist" positions on the 

teaching of language use and language structure. The unificationist position advocates 

the teaching of forms and structures first, which is then followed by a communicative 

stage where use is taught and forms and structures are activated. On the other hand, 

the separationist position supports the divorce between the teaching of form and 

meaning.  

 

     In 1991, Long proposed the concepts of "focus on form" and "focus on formS". 

Whereas focus on form involves discrete grammatical forms selected and presented in 

an isolated manner, focus on formS involves the teacher's attempts to draw the 

student's attention to grammatical forms in the context of communication.  

 

     Ellis (2001) uses different terms. In his taxonomy, form-focused instruction covers 

"planned focus on form" and "incidental focus on form". Planned focus on form 

involves the use of focused tasks, i.e. communicative tasks that have been designed to 

elicit the use of a specific linguistic form in the context of meaning-centered language 

use, and incidental focus-on-form involves the use of unfocused tasks, i.e. 

communicative tasks designed to elicit general samples of the language rather than 

specific forms (Ellis et al., 2002). 

 

     Doughty and Williams' (1998) "reactive focus on form" and "proactive focus on 

form" are yet other taxonomies. Reactive focus on form involves a responsive 

teaching intervention that involves occasional shifts in reaction to salient errors using 

devices to increase perceptual salience. On the other hand, the proactive focus on 

form involves making "an informed prediction or carrying out some observations to 

determine the learning problem in focus" (Doughty & Williams, 1998, p. 208). 



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

9 
 

 

     The most recent concepts pertaining to form-focused instruction are "isolated FFI" 

and "integrated FFI" put forward by Spada and Lightbown (2008). Isolated FFI is 

provided in activities that are separate from the communicative use of language. In 

integrated FFI, the learners' attention is drawn to language forms during 

communicative or content-based instruction (Spada & Lightbown, 2008). 

 

Research questions 

Research in second language learning suggests that learners' and teachers' preferences 

for instructional approaches warrant investigation. While some research has been 

carried out to investigate second and foreign language learners' views about grammar 

instruction and corrective feedback, none of them has specifically investigated 

preferences for isolated or integrated FFI (Spada et al., 2009). Thus, the following 

research questions are proposed to explore, in more detail, the preferences of learners 

and teachers for isolated FFI and integrated FFI. 

1. Which type of FFI is preferred by English students: Isolated or integrated? 

2. Which type of FFI is preferred by English teachers: Isolated or integrated? 

3. Is there any congruence between the students' and teachers' preferences as regards 

isolated FFI and integrated FFI? 

 

The method 

Participants 

The participants of this study were two groups. The first group was 202 English major 

students at Islamic Azad university of Zahedan. The participants were 150 female 

(74.3%) and 52 male (25.7%) students who were studying English for various years at 

university. In Iran, students enter the university with about six years of English 

learning background at school, starting from the second grade of junior high school 

and ending in the fourth grade of senior high school. The participants' English level 

ranged from the beginner to the intermediate and their age from 18 to 42. The second 

group was 30 English teachers teaching at universities in Zahedan. Forty percent of 
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the English teachers were female and sixty percent were male. The participants in the 

second group included lecturers (83.3% of the participants), who held MA degrees, 

and professors (16.7% of the participants), who held PhD degrees.  

 

Instrument 

The research was mainly quantitative in design, using a questionnaire to survey 

English teachers' and students' preferences about isolated and integrated grammar 

instruction. Two questionnaires, based on Spada, Barkaoui, Peters, So, & Valeo 

(2009) were used to gather the data. The first section of each questionnaire included 

questions related to the participants' demographic information and the second section 

took the form of a Likert-type scale with responses to statements made on a 1–5 scale 

of strong disagreement to strong agreement. The students' questionnaire consisted of 

26 items, of which 14 were related to integrated FFI and 12 pertained to isolated FFI. 

The teachers' questionnaire included 11 items for integrated FFI and 11 items for 

isolated FFI. For ease of understanding, the students' questionnaire was translated into 

Persian, but the English version of the teachers' questionnaire was used with some 

minor changes in its demographic section. Both questionnaires consisted of items that 

investigated students' and teachers' preference for isolated or integrated grammar 

instruction (See tables 1, 2, 3, and 4 below). The students' questionnaire was piloted 

for its reliability. The reliability of the questionnaire was calculated through 

Chronbach's α analysis, amounting to 0.78.   

 

Data collection and analysis 

The researcher, along with his colleagues, distributed students' questionnaires in 

classes and students filled in the questionnaires in class. Depending on the preferences 

of the teachers, they either completed the questionnaire in class or completed it at 

home and returned it to the researcher. The SPSS statistical package version 16.0 was 

used to analyze the data. Frequencies and valid percentages were used to analyze 

single items and 'Pearson Correlation' means of analysis was employed to compare 

both groups. 
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Results  

Research question 1: Which type of FFI is preferred by English students: Isolated or 

integrated? 

The result of the descriptive analysis of the students' questionnaire concerning the 

preference for isolated and integrated FFI is shown in figure 1. As figure 1 indicates, 

English students preferred integrated FFI with the mean of 54.16 and SD= 5.84 over 

isolated FFI with the mean of 39.48 and SD=6.94.  

                                          
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
     Results of the items concerning the students' questionnaire are presented in the 

following tables. As table 1 shows, in almost all the items students agreed with the 

integrated FFI. For instance, students showed their agreement with the instruction of 

grammar during communicative activities (55.1%). Doing communicative activities 

was the best way for them to use English accurately (46.5%). Also, it was helpful for 

the students when the teacher taught grammar while reading (50%). 
 
 
 
 
 
 

Isolated Integrated 

Figure 1. Students' preference for FFI type 
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Table 1. Students' responses to integrated items 
Frequency of responses 
(1=strongly disagree; 5=strongly 
agree) 

Valid percentages 
(1=strongly disagree; 
5=strongly agree) 

 
 
Items for Integrated FFI 

1 2 3 4 5 0 missing 
value 1 2 3 4 5 

1. Grammar should be taught 
during communicative activities. 

4 13 8 108 63 6 2 6.6 4.1 55.1 32.1 

2. I like learning grammar by 
communicating. 

7 12 22 88 73 0 3.5 5.9 10.9 43.6 36.1 

3. I can learn grammar during 
reading or speaking activities. 

5 30 19 94 52 2 2.5 15 9.5 47 26 

4. Doing communicative 
activities is the best way to use 
English accurately. 

1 17 42 93 47 2 0.5 8.5 21 46.5 23.5 

5. My grammar improves when I 
do communicative activities.  

0 11 17 111 60 3 0 5.5 8.5 55.8 30.2 

6. I find it hard to learn grammar 
by reading or listening. 

19 61 33 59 25 5 9.6 31 16.8 29.9 12.7 

7. I like activities that focus on 
grammar and communication at 
the same time. 

3 12 23 91 69 4 1.5 6.1 11.6 46 34.8 

8. I find it helpful when the 
instructor teaches grammar while 
we read a text. 

1 11 7 100 81 2 0.5 5.5 3.5 50 40.5 

9. I can learn grammar while 
reading or listening to a passage. 

15 53 39 74 18 3 7.5 26.6 19.6 37.2 9 

10. I like the teacher to correct 
my mistakes while I am doing 
communicative activities. 

9 25 4 95 67 2 4.5 12.5 2 47.5 33.5 

11. I like grammar teaching 
during communicative activities. 

15 18 167 0 0 2 7.5 9 83.5 0 0 

12. I like to learn grammar as I 
work on different skills and 
activities. 

2 15 23 105 52 2 1 7.6 11.7 53.3 26.4 

13. I like communicative 
activities that include grammar 
instruction. 

6 28 21 99 47 1 3 13.9 10.4 49.3 23.4 

14. I like learning grammar 
during speaking, writing, 
listening or reading activities. 

2 14 8 99 79 0 1 6.9 4 49 39.1 
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     Table 2 deals with the items concerning isolated FFI. As the analysis of the items 

shows, students disagreed with the separation of grammar from meaning. For 

example, they disagreed with the lessons that focused only on grammar instruction 

(44.2%). They disagreed that their English will improve if they study grammar 

separately from communicative activities (42.4%). They also disagreed that grammar 

should be taught separately from communicative activities (39.5%). 
 
 
Table 2. Students' responses to isolated items 

Frequency of responses 
(1=strongly disagree; 5=strongly 
agree) 

Valid percentages 
(1=strongly disagree; 
5=strongly agree) 

 
 

Items for Isolated FFI 

1 2 3 4 5 0 missing 
value 1 2 3 4 5 

1. I like to study grammar before I 
use it. 

2 7 10 83 98 2 1 3.5 5 41.5 49 

2. I like lessons that focus only on 
teaching grammar. 

32 88 32 24 23 3 16.1 44.2 16.1 12.1 11.6 

3. I like grammar teaching before, 
not during, communicative 
activities. 

11 66 25 72 25 3 5.5 33.2 12.6 36.2 12.6 

4. I like the teacher to correct my 
mistakes after I finish 
communicative activities. 

2 0 5 67 124 4 1 0 2.5 33.8 62.6 

5. My English will improve if I 
study grammar separately from 
communicative activities. 

22 84 40 32 20 4 11.1 42.4 20.2 16.2 10 

6. I like studying grammar rules 
first and then doing 
communicative activities. 

9 40 24 77 49 3 4.5 20.1 12.1 38.7 24.6 

7. I like learning grammar 
separately from communicative 
activities. 

22 71 40 47 16 6 11.2 36.2 20.4 24 8.2 

8. Grammar should be taught 
separately from communicative 
activities. 

3 77 33 25 57 7 1.5 39.5 16.9 12.8 29.2 

9. Doing grammar exercises is the 
best way to use English accurately. 

32 77 35 35 18 5 16.2 39.1 17.8 17.8 9.1 

10. Before reading an article, I like 
to study the grammar used in it. 11 24 28 94 43 2 5.5 12 14 47 21.5 



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

14 
 

11. I find it helpful to study 
grammar separately from 
communicative activities. 

25 47 27 75 25 3 12.6 23.6 13.6 37.7 12.6 

12. I like grammar teaching after, 
not during, communicative 
activities. 

37 91 34 30 8 2 18.5 45.5 17 15 4 

 
 
Research question 2: Which type of FFI is preferred by English teachers: Isolated or 

integrated? 

The analysis of the teachers' questionnaires (figure 2) shows that they preferred 

integrated FFI (mean= 38.45 and SD= 5.44) over isolated FFI (mean= 28.92 and SD= 

5.27). 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
     Table 3 shows the teachers' answers to the integrated FFI items. Like the students, 

teachers preferred the integrated instruction of grammar. For example, teachers agreed 

in involving students in communicative activities which included attention to 

grammar in order to develop their grammatical knowledge (55.2%) and they preferred 

grammar teaching as a part of meaning-based activities (57.1%). 

 

Isolated Integrated 

Figure 2. Teachers' preference for FFI type 
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Table 3. Teachers' responses to integrated items 
Frequency of responses 
(1=strongly disagree; 
5=strongly agree) 

Valid percentages 
(1=strongly disagree; 
5=strongly agree) 

 
 

Items for Integrated FFI 

1 2 3 4 5 
0 

missing 
value 

1 2 3 4 5 

1. Participating in meaning-based 
activities that include attention to 
grammar is the best way for students 
to develop their grammatical 
knowledge. 

5 4 0 16 4 1 17.2 13.8 0 55.2 13.8 

2. I prefer teaching grammar as part of 
meaning-based activities. 

0 5 1 16 6 2 0 17.9 3.6 57.1 21.4 

3. When students learn grammar in a 
meaning-based context, they will be 
able to successfully express their 
meaning. 

4 4 5 13 4 0 13.3 13.3 16.7 43.3 13.3 

4. Students learn grammar more 
successfully if it is presented within 
context. 

2 0 0 10 18 0 6.7 0 0 33.3 60 

5. The most effective way to teach a 
new structure is to present it within a 
meaning-based context. 

2 4 3 14 7 0 6.7 13.3 10 46.7 23.3 

6. Separate treatment of grammar fails 
to develop language knowledge which 
students can use outside the classroom. 

0 7 9 12 2 0 0 23.3 30 40 6.7 

7. Students' grammatical mistakes 
should be corrected during 
communicative activities. 

7 9 5 5 2 2 25 32.1 17.9 17.9 7.1 

8. Teaching grammar in a meaning-
based activity is my preferred way to 
teach. 

0 6 4 15 4 1 0 20.7 13.8 51.7 13.8 

9. I prefer lessons that teach 
communication and grammar at the 
same time. 

1 2 0 17 10 0 3.3 6.7 0 56.7 33.3 

10. Doing meaning-based activities 
that include attention to grammar is 
the best way to learn to use English 
more accurately. 

1 5 6 13 5 0 3.3 16.7 20 43.3 16.7 

11. Grammar is best taught through 
activities which focus on meaning. 

0 2 4 21 3 0 0 6.7 13.3 70 10 
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     As for the isolated FFI items, table 4 shows that teachers mostly disagreed with the 

isolated grammar instruction. For instance, they disagreed with the isolation of 

grammar from communication (46.7%) and with the idea that grammar should be 

taught separately from communicative activities (66.7%).  
 
Table 4. Teachers' responses to isolated items 

Frequency of responses 
(1=strongly disagree; 5=strongly 
agree) 

Valid percentages 
(1=strongly disagree; 
5=strongly agree) 

 
 

Items for Isolated FFI 

1 2 3 4 5 
0 

missing 
value 

1 2 3 4 5 

1. Teaching structures only through 
meaning-based activities can limit 
students' grammatical accuracy 
outside the classroom. 

1 8 6 15 0 0 3.3 26.7 20 50 0 

2. Doing exercises that focus 
exclusively on individual structures is 
the best way for students to develop 
their grammatical knowledge. 

2 9 11 7 1 0 6.7 30 63.7 23.3 3.3 

3. Learners will be able to 
communicate accurately only if they 
learn grammar separately from 
meaning-based activities. 

7 16 2 4 0 1 24.1 55.2 6.9 13.8 0 

4. I prefer lessons that teach grammar 
separately from communication. 

10 14 2 4 0 0 33.3 46.7 6.7 13.3 0 

5. Students learn grammar more 
successfully if it is separated from 
context. 

10 16 2 0 1 1 34.5 55.2 6.9 0 3.4 

6. I prefer teaching grammar 
separately from meaning-based 
activities.    

5 14 1 9 1 0 16.7 46.7 3.3 30 3.3 

7. Grammar is best taught through 
exercises which focus on individual 
structures. 

1 13 3 11 0 2 3.6 46.4 10.7 39.3 0 

8. Doing exercises that focus on 
individual structures is the best way 
to learn to use English. 

1 11 8 8 1 1 3.4 37.9 27.6 27.6 3.4 

9. The most effective way to teach a 
new structure is to present the 
grammar rule before a 
communication activity. 

5 10 9 5 1 0 16.7 33.3 30 16.7 3.3 
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10. Grammar should be taught 
separately from communication 
activities. 

6 20 2 2 0 0 20 66.7 6.7 6.7 0 

11. The best time to correct students' 
grammatical mistakes is after, not 
during, communication activities. 

1 1 2 16 9 1 3.4 3.4 6.9 55.2 31 

 
Research question 3: Is there any congruence between the students’ and teachers’ 

preferences as regards isolated FFI and integrated FFI? 

In order to see if the students' preferences for isolated and integrated FFI are in accord 

with the teachers' preferences, the data obtained from both questionnaires was 

compared by means of Pearson product-moment Correlation Coefficient. Table 5 

summarized the result of the Pearson correlation coefficient between teachers’ and 

students’ preferences regarding integrated form-focused instruction. 
  
Table 5. Pearson’s correlation for integrated items 
  Integrated Integrated 
Integrated Pearson Correlation 

Sig. (2-tailed) 
N 

1 
 

202 

.340 

.066 
30 

Integrated Pearson Correlation 
Sig. (2-tailed) 
N 

.340 

.066 
30 

1 
 

30 
**Correlation is significant at the 0.01 level (2-tailed) 
 
As above tables indicates, there is a positive correlation (P= .340) between teachers’ 

and students’ preferences considering integrated form-focused instruction. Thus we 

can conclude that both teachers and students prefer teaching forms in an integrated 

manner. 

     In order to investigate the teachers’ and students’ insight regarding isolated form-

focused instruction, Pearson correlation coefficient was conducted between teachers’ 

and students’ preferences in teaching form. Table 6 summarizes the result: 
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Table 6. Pearson’s correlation for isolated items 
  Isolated Isolated 
Isolated Pearson Correlation 

Sig. (2-tailed) 
N 

1 
 

202 

-.124 
.515 
30 

Isolated Pearson Correlation 
Sig. (2-tailed) 
N 

-.124 
.515 
30 

1 
 

30 
**Correlation is significant at the 0.01 level (2-tailed) 
 

 

As the above table indicates, there is a negative correlation (P= -.124) between 

teachers’ and students’ preferences regarding isolated form-focused instruction. In 

other words, while teachers prefer isolated form-focused instruction, students prefer 

integrated instruction. 

 

Discussion, implications, and conclusion 

 The data obtained from English students and teachers provide insight into their 

preferences for form-focused instruction. The findings of this research support the 

finding of previous research regarding the integration of grammar and meaning 

simultaneously (e.g., Kasem, 2005; Schulz, 1996; Borg & Burns, 2008; Palacios 

Martinez, 2007). From the results, it seems possible to make some claims that 

students' and teachers' preferences concerning the type of form-focused instruction are 

congruent and they consider integrated grammar instruction as their desirable way of 

grammar teaching. This implies that communicative activities where the emphasis is 

on meaning provide a suitable condition for the explanation of grammatical points. 

The integration of grammar and meaning seems an ideal condition, but in an EFL 

context like Iran, especially in small cities, it may not be achieved. The fact is that in 

Iranian schools, no matter in which part of the country, the method of English 

language instruction is similar to the Grammar Translation method. The English 

books have been designed in a way that emphasizes the skill of reading and the 

teaching of isolated grammar items and decontextualized vocabulary, with almost no 

communication in English. The only way that students can learn the language 
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communicatively is at language institutes. Universities offer English majors to the 

students interested in English language learning. Grammar courses are taught to the 

students for two terms. Due to the requirements of the curriculum, the teachers have 

to teach many grammatical points in around 50 sessions during the two terms, and 

teachers mostly resort to the isolated grammar instruction for teaching grammar. 

There are several reasons why grammar is taught separately from meaning in most of 

the universities. The first one was mentioned above – namely, the requirements of the 

curriculum. The second reason can be the sizes of the classes. Sometimes, there can 

be seen around 40 or even more students in a class. The third reason, which the 

researcher thinks is the most important reason, is the students' proficiency level of 

English. As stated above, students enter the university with little communicative 

ability in English language. The researcher has taught in several universities and has 

experienced the problem that teaching grammar communicatively causes a lot of 

problems for the teacher and the students, even for some advanced students. Teachers 

mostly resort to L1 in explaining the grammar. 

     

     All in all, The findings for this research shed light on the idea that integrated 

grammar instruction is a favored approach to teaching grammar and hence should be 

implemented in EFL and ESL classrooms. Teachers and learners will benefit a lot 

from this method of grammar instruction. But in some EFL contexts where classes are 

teacher–centered, teachers choose almost everything for the students, including what 

to teach and how to teach. This may bring about a great deal of discontent on the 

student's side. Therefore, teachers should try to modify their grammar teaching 

method and take into account the views of the learners' as well. 
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Abstract 
This paper examines a project that investigated whether teleconferencing could be 
effectively implemented in a teaching methodology class to strengthen pre-service 
teachers’ language and teaching skills. The aim of the course was to expose teacher-
training students (TTS) to a variety of teaching methods and materials and for them to 
actually produce and present creative teaching materials. Along this line, 
teleconferences were incorporated into this teacher-training class as an extension of 
micro-teaching. A total of twelve teleconferences were realized with four 
collaborating institutions: the Vienna and Budapest Japanese Schools, a Budapest 
public high school, and the University of Hawaii. Student teachers gathered 
information on topics related to Okinawa, created PowerPoint slides, and prepared for 
live show & tell and Q&A sessions. The results from a follow-up questionnaire 
indicate that the TTS considered this interactive experience extremely stimulating and 
motivating since they had the precious opportunity to present in front of a live 
overseas audience and obtain instant feedback from them. They viewed this 
synchronous interaction as being valuable for improving their language, 
communication skills, teaching and presentation techniques, teaching materials, and 
cultural awareness. Consequently, implementation of an innovative approach in 
teacher-training programs may have the potential to facilitate unique learning 
opportunities and heighten professional growth, which may lead to producing more 
competent language teachers. 
 
Keywords: English teacher education, Micro-teaching, Teleconference, Collaborative 
learning. 
 

 
Introduction 

A typical teacher-training course may consist of the following procedure. First, the 

students are introduced to various educational theories in order to build a theoretical 

foundation. Next, on the basis of this framework, students develop lesson plans and 

have a micro-teaching session with their course mates. Finally, feedback is provided 
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by the instructor and peers after each presentation (Passmore et al., 2005). However, 

in-class activities alone lack features of actual classrooms, such as authentic feedback 

that allows them to see the effect of their teaching, challenge their assumptions, and 

consider alternative perspectives (Johnson et al., 2006). 

 

     One of the essential goals of teacher education is to provide various experiential 

opportunities for student teachers to organize and construct their professional 

knowledge of teaching (Beattie, 2006). Therefore, teacher preparation programs must 

incorporate practical, hands-on courses so that students can expand their repertoire in 

order to become effective teachers (Hammerness, 2006). One of the vital components 

of teacher-training programs is practical field experience. Through the practicum 

experience, student teachers gain valuable classroom insights by implementing 

instructional strategies in authentic school settings (Frey, 2008).  

 

     The necessity for having extensive field experience in teacher education programs 

has been vastly considered by various specialists in this discipline. Early field 

experience can familiarize student teachers to the responsibilities of a teaching career, 

develop awareness of multiple cultures and backgrounds, and prepare them for their 

future profession (Johnson et al., 2006).  As Passmore et al. (2005) indicate, although 

authenticity in the practicum is ideal, it is almost impossible to smoothly transition 

from the artificialities of the training classroom to the realities of the teaching 

classroom. Through their research, though, they found that a virtual practicum 

experience utilizing videoconferences provides various presentation opportunities for 

the pre-service teachers and assists in the application of learning theories to practice. 

Thus, videoconferencing has the potential to help provide such a gradual transition. 

 

     Through the teleconference micro-teaching opportunities, the pre-service teachers 

can experience various rewarding cycles and expand their potential toward the 

teaching profession. It offers a safe but progressive environment for student teachers 

to experiment before going full-time into a real teaching environment (Wallace, 

1991). It also gives a chance to “examine the student teachers’ ability, values, 

relations with students, and their successes and failures in a realistic context and aid 

the path toward becoming an expert teacher” (Lange, 1990, p. 248). 

 

     Within the context of the wider studies mentioned above, this paper endeavors to 
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examine the effectiveness of expanding and enriching micro-teaching sessions in an 

English-teaching methodology class through authentic teleconferencing and 

collaborative material development projects in order to enhance pre-service teachers’ 

professional knowledge and growth. 

 

Research background 
The enhancement of globalization and information technology has opened up new 

horizons for teacher training. In recent years, the teacher education field has attempted 

to adopt various technology-enhanced learning models for effective professional 

education. Numerous studies have explored the benefits and challenges of integrating 

technology, especially video conferencing, in teacher education programs (Frey, 

2008; Hixton & So, 2009, Holstrom & Weller, 2007; Johnson, Maring, Doty, and 

Fickle, 2006; Kent, 2007; Malewski, Phillion, & Lehman, 2005; Passmore, 

Barneveld, & Laing, 2005; Pierson & McNeil, 2000; Wu & Lee, 2004). For instance, 

Passmore et al. (2005) utilized desktop videoconference technology to provide 

authentic, multiple, and virtual teacher-training lessons so that student teachers 

acquired effective pedagogical and content knowledge. According to Malewski et al. 

(2005), virtual interactive field-experience can provide opportunities for pre-service 

teachers to observe and instruct in diverse settings while at the same time providing 

for the exchange of knowledge and resources on a reciprocal basis. Video 

conferencing is progressively expanding, and teacher education continues to persevere 

with the feasibility of virtual environments to facilitate practicum in teacher education 

(Frey, 2008). Further, Johnson et al. (2006) praised the audio and visual clarity of 

videoconferencing devices, which allow face-to-face communication between distant 

locations and the building of partnerships for quality educational experiences. 

 

     With appropriate implementation, teleconferences can “facilitate knowledge 

transfer and foster the enactment of newly acquired knowledge” (Dal Bello, Knowlton 

& Chaffin 2007, p. 40). Through this experience, students can better understand their 

responsibilities, solidify their goals and teaching styles, and examine their 

professional identity, level of satisfaction, and career path (Kosnik & Beck, 2009). 

Accordingly, as Kent (2007) emphasizes, “Interactive videoconferencing is a 

powerful tool that teacher-education programs can utilize to help prepare new teachers 

to meet the many challenges inherent with educating students today” (p. 51).  
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     Another aspect of learning that needs to be highlighted is the constructivist notion 

that emphasizes the creation of knowledge through experience (Slavin, 2003). 

Learning in the “constructivist” setting is characterized by active engagement, 

problem solving, and collaboration with others” (Johnson et al., 2006, p. 60). Through 

discussion, clarification, and evaluation with peers, student teachers collaboratively 

develop critical thinking and construct new knowledge. (Pulkkinen & Ruotsalainen, 

2001). 

 

     Furthermore, as we can observe in Table 1 below, similar to the constructivist 

viewpoint, Hayashi (2002) shows participant involvement in different classroom 

situations and illustrates the effectiveness of a student-centered multi-directional type 

of class that incorporates collaborative-project work and experiential, problem-solving 

activities and enhances learner autonomy. In other words, in a multi-directional class 

where students become collaborators, they become the primary actors and utilize a 

broad range of skills in order to pursue a task. Therefore, students have a greater 

chance of developing critical thinking skills and constructing their own knowledge, 

which may lead to building a sense of consciousness, responsibility, and commitment 

through the active involvement in collaborative projects and problem-solving tasks. 
 

Table 1: 3 Types of teaching styles and classes based on participation 
Student & Instructors 1) Mono-directional Type 

Class 
2) Bi-directional 

Type Class 
3) Multi-directional 

Type Class 
Students’ Role Audience Casts Collaborators 

Students’ Activity Attendance Participation Commitment 
Students’ Outcome Knowledge Recognition Consciousness 

Teachers’ Role Lecturer Coordinator Supervisor 
Teachers’ Activity Teaching Adjusting Co-learning 

T’s Decision Making T’s discretion Consulting with students Democratic Discussion 
Adapted and translated from Hayashi (2002, p.201) Sankaku Kyoiku to Sankaku Riron  
(Education Based on Participation and its Theory) 

 
Specifically focusing on supplementing technology to language teaching, Butler-

Pascoe and Wiburg (2003) listed the following guideline for “attributes of successful 

technology-enhanced language learning environment (TELLE)”: 

1) Provide interaction, communicative activities, and real audiences.  
2) Supply comprehensible input. 
3) Support development of cognitive activities. 
4) Utilize task-based and problem-solving activities.  
5) Conduct student-centered class to promote autonomy.  
6) Provide technology to support language and academic development. 
7) Facilitate the development of English language skills.  
8) Use multiple modalities to support various learning styles and strategies.  
9) Support collaborative learning.  
10) Meet the affective needs of students.  
11) Foster understanding and appreciation of the target and native language.  
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12) Provide appropriate/encouraging feedback and assessment.                       
                                                                                    (pp. 15-19) 
 

     Integrating the various theories discussed above, the present project explores 

teleconference-enhanced micro-teaching that offers pre-service teachers opportunities 

to collaboratively develop and present their original teaching materials in a realistic 

context, interact and gain feedback from real audiences as well as classmates, and 

simulate their pedagogical skills, improve their language and teaching ability, and 

achieve professional growth. 

 

The project 

Based on the constructivist view, participation theory, and the TELLE model referred 

to above, the author organized a pilot project in a methodology class to realize an 

effective and motivating activity, teleconferencing, to provide an authentic 

environment for teacher-training students (TTS) to introduce their collaboratively 

produced teaching materials related to their regional culture, deepen professional 

pedagogical understanding, cultivate language and communication skills, improve 

teaching and presentation techniques, and harness cultural awareness. 

  

     The project was designed to see whether overseas teleconferencing, by providing a 

realistic teaching experience from within the confines of the classroom, could have a 

positive effect on the teacher-training students’ (TTS) motivation, preparation, and 

professionalism, while offering a unique opportunity to interact with students in 

locales far removed from the TTS’ local environment. 

  

     As TTS progressed through the multiple phases of the project, they would receive 

cumulative positive effects provided by the materials development experience and the 

teleconferences and accumulate knowledge and skills crucial for their future teaching 

careers. Figure 1 below illustrates the activities, processes, and outcomes of the 

teleconference–enhanced micro-teaching model. 
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Participants  

The teacher-training students were 29 junior and senior English majors who were 

enrolled in an undergraduate English-teaching methodology course during the fall 

semester, 2010-11 academic year at the University of the Ryukyus in Okinawa, Japan. 

The overseas participants were: Group 1) 10 University of Hawaii 

Telecommunications faculty, staff, and students (native English speakers); Group 2) 2 

English language teachers (1 native Japanese and 1 Austrian) and 6 Japanese junior 

high school students (studying English as a foreign language) in the Vienna, Austria, 

Japanese School; Group 3) 1 English teacher (native Japanese) and 7 Japanese junior 

high school students in the Budapest, Hungary, Japanese School; and Group 4) 1 

Japanese language teacher (native Japanese) and 15 Hungarian high school students 

(studying both English and Japanese as foreign languages) in a Budapest public high 

school. Note that due to limited space, the present article will focus on the University 

of Ryukyus students’ data for discussion. The remaining data from the foreign 

participants may be referred to in future studies. 

 
Project procedures 
Multiple email inquiries were sent to International Schools and Japanese Schools in 

Europe, negotiating for possible collaborations. The institutions that showed an 

interest were visited during summer business trips to build a foundation for an 

institutional relationship and the exchange of educational perspectives. Emails were 

frequently exchanged for detailed discussions on the topics and contents of the actual 

teleconferences. Twelve separate sessions were organized with the University of 

Ryukyus students (TTSs) and the overseas institutions.  



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

30 
 

     The Okinawa-side instructor provided specific tasks and clear instructions on how 

to prepare the content of the teleconferences. The TTSs brainstormed possible topics 

and gathered information on topics such as lifestyle, culture, language, school life, 

nature, festivals, arts & crafts, music, food, animals, tourist attractions, traditions, 

dance, and stories related to Okinawa. Then in pairs, students discussed and 

negotiated on the content and created and prepared introductions of their school and 

culture, a cultural quiz, a self-introduction show & tell, cultural reading materials 

(reading passages or dialogues), activity worksheets related to Okinawa, PowerPoint 

presentations slides, and Q&A quizzes. The pairs organized the presentation 

procedures and rehearsed English expressions, preparing answers to the possible 

questions they might be asked in the impromptu Q&A. The due date for TTS 

materials was usually a week before each teleconference. That gave time for the 

instructor to check the materials for organization, content, expressions, and grammar. 

The final product of the TTS-created materials and PowerPoint slides was sent to the 

participating schools a couple of days before the teleconferences to allow time for 

making handouts of the reading materials and preparing for projection of the 

PowerPoint slides during the teleconferences. 

 

Teleconference presentations 
Utilizing devices such as desktop computers, Logicol desktop web cameras, freeware 

(Skype), screens, digital video cameras, and the Sony video-conference system, a total 

of twelve, one-hour presentations were realized in three teleconferences with each of 

the four institutions. The technology made interactive communication with live audio 

and video possible in disparate physical locations. The teachers on both ends served 

as MC/coordinators, attempting to keep the conferences productive and on-track with 

a warm atmosphere. For group 1, the TTSs made presentations on their cultural 

materials. For Groups 2, 3, and 4, the classes took turns presenting their respective 

local information. The instructors at the foreign institutions projected the PowerPoint 

materials that had been sent to accompany the presentations. There were three to four 

pair presentations with Group 1 (University of Hawaii) per session. The 

teleconferences started with a brief greeting and the introduction of the pairs who 

would present and their topics. Each pair had around ten minutes of presentation time. 

The TTS presentations consisted of the following procedure and content: self-

introduction, presentation of dialogue or reading material that they created 

(simultaneously projected by cooperating teachers), and three to four comprehension 
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questions at the end. The native English-speaker audience answered the questions 

orally, gave comments on the content of the presentations, and related it to their local 

information. The overseas instructors provided valuable feedback with educational 

information about the similarities and differences between their culture and 

surroundings. 

 

     With Groups 2 (Vienna Japanese School) and 3 (Budapest Japanese School), the 

sessions started out with a show & tell activity connected to self-introductions from 

both sides. TTSs then presented their reading materials as they would when micro-

teaching in English. Since the overseas students were Japanese junior high school 

students, the TTSs could test out their materials and techniques as if they were doing a 

student-teaching practicum. In turn, the junior high students presented PowerPoint 

slides introducing their school, the local culture and customs in Vienna and Budapest, 

and other environmental issues. The sessions ended with valuable comments and 

suggestions from the native Japanese or Austrian English teachers who served as 

mentors to the TTSs. 

  

     For the Group 4 sessions, Hungarian senior high students presented folklore tales 

or cultural issues in the Japanese language. Then, the TTSs presented their Okinawan 

cultural materials in English. It was fascinating to experience the live interaction, 

which thrilled and motivated all participants. Note that a sample of TTS-prepared 

materials (reading script) and PowerPoint slides is provided in the appendix. 

 

Follow-up 
After each teleconference session, the TTSs were asked to write a reflective journal 

and express their impressions and what they had learned through the various 

interactions. The Okinawan instructor also exchanged emails with the cooperating 

teachers in order to gain comments for improving the program. All the sessions were 

recorded for reflective learning. At the end of the semester, questionnaires were 

administered to obtain student feedback. The questionnaire was developed by the 

researcher to obtain an overall evaluation of the teleconferences, and provided a self-

assessment of the TTS’s presentations and teaching materials and how the 

teleconference influenced their learning, knowledge, and perspectives. In particular, it 

was designed to address the following areas: teleconference evaluation, global and 

cultural awareness, the process and outcome of the collaborative materials 
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development work, effects of interaction with the foreign participants (e.g., positive 

mentoring), issues on language and teaching skills, changes in attitudes and feelings 

(e.g., raising a sense of consciousness, motivation, commitment), and models for a 

future career path. 

 

Results and discussion 
The TTS questionnaire items were formatted with a four-point response scale (1: 

strongly disagree to 4: strongly agree). Table 2 indicates the percentage of students 

who responded as agreeing or strongly agreeing to each question.  
 

Table 2: TTS’ Reflections on teleconference microteaching and materials development project  
Questionnaire Results of TTS: n=29 (Translated from the original Japanese version)  

(percentage of TTSs who agreed and strongly agreed) 
(%) 

1) Teleconferencing was a valuable experience that provided an authentic context.  100 
2) I felt the significance of English language in this global society. 100 
3) I strongly realized the importance of introducing one’s own culture as well as absorbing others. 100 
4) I became interested in the language and culture of the foreign participants. 97 
5) The teleconference exchange broadened my perspective globally. 97 
6) My motivation heightened for learning English and other content knowledge essential for becoming an English 

teacher. 
89 

7) My interest in the teaching profession rose tremendously. 93 
8) It gave me a chance to look into my potential talent for a teaching career. 96 
9) It was a wonderful opportunity to develop my knowledge and teaching skills through this practical and authentic 

experience. 
93 

10) I realized the necessity for thoroughly planning and creating teaching materials for effective teaching. 97 
11) I was able to utilize the English and content knowledge that I learned to prepare and conduct the presentation. 93 
12) I felt a sense of achievement having a chance to present my materials in front of a live native English-speaking 

audience. 
90 

13) I felt a sense of happiness, accomplishment, and commitment since I had a chance to present my original teaching 
material in front of the foreign participants and was able to have direct responses. 

90 

14) Having direct feedback from the audience stimulated my mind and raised my consciousness to look at my material 
from multiple angles. 

100 

15) I was encouraged and motivated by the questions and comments from the foreign participants. 93 
16) My motivation heightened during the materials preparation stage, just imagining the native English-speaking 

audience. 
100 

17) I think the multiple interactions with the foreign participants enhanced my pedagogical knowledge and skills. 96 
18) I felt a sense of joy though the various interactions and sending a cultural message to the  foreign participants. 97 
19) Preparing for this event, organizing my presentation, and performing helped improve my oral presentation skills and 

instructional knowledge. 
96 

20) A sense of mission and responsibility toward a future teaching career was reinforced through this event.    86 
21) There were various discoveries during the preparation stage that broadened my professional knowledge. 89 
22) I can definitely utilize this experience in my future teaching career. 93 
23) The interaction with the native English speakers gave me a foundation for improving oral English expressions that 

can be applied to my future teaching career. 
86 

24) I would like to organize and realize this type of teleconference in the future. 93 
25) The teleconference experience provided me with a test of my teaching materials and simulated effective teaching 

techniques. 
93 

26) I felt the need to build my vocabulary and to develop the ability to respond spontaneously and skillfully in English.  100 
27) I was impressed by the advanced technology that made this authentic interactive learning experience possible. 100 
28) The collaborative pair work was challenging and stimulating and built reflective skills and autonomy. 90 
29) The process of collaborative project work was valuable for creating original teaching materials with my partner and 

deepened my understanding. 
93 

 
30) I am satisfied that the material we developed through collaborative project work can be applied in future teaching 

situations. 
89 

      

     The most positive results, with 100% agreeing or strongly agreeing, were 

questions 1, 2, 3, 14, 16, 26 and 27. The entire class agreed on the significant 

impact of teleconferencing as an authentic context, and realized the importance 

of the English language globally through struggling to express themselves to 

overseas participants. They were encouraged and stimulated by the feedback 
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and responses provided by the foreign partners and were motivated to improve 

their English proficiency together with their knowledge and skills to create 

effective materials as a teacher. No doubt, everybody in class was fascinated by 

the technology that made the unique interactions possible and broadened their 

insights. Only five questions received less than 90%: Q6:89%, Q20:86%, 

Q21:89%, Q23:86%, Q30:89%, and the lowest Questions 20 and 23, still 

receiving 86% agreement. Interestingly enough, Question 20 relates to 

Hayashi’s (2002) elucidation of the participation theory. Through the student-

centered collaborative project, it was hoped that students would acquire a sense 

of responsibility and commitment toward their professional knowledge and for 

a future teaching career. However, since 14% of the class disagrees, it can be 

assumed that a single project was not enough for recognizing and building such 

a sense of mission for everyone. Perhaps multiple collaborative projects, and a 

higher frequency of teleconferences may increase their awareness toward this 

factor. Question 23 conveys whether the TTSs upgraded their oral English 

proficiency through the event. Similar to the previous description, longitudinal 

experience may be necessary to perceive their fluency based on numerous 

opportunities to use English. Although these two questions had the lowest 

percentages, too much should not be read into the results since they are still 

quite high percentages. 

 

     Through closer observation of the data, effects of the teleconference project 

could be roughly categorized into seven elements: 1) Promoting autonomy, 

reflection, interpretation, and application through implementing student-

centered collaborative project work (e.g., Q29, 93%); 2) Fostering awareness 

and appreciation of language, culture, and global issues and broadening 

perspectives (e.g., Q18, 97%); 3) Providing an authentic context with real 

audiences that raises consciousness, increases professional content knowledge, 

and enhances understanding and growth (e.g., Q9, 93%); 4) Cultivating 

language, communication, presentation, and teaching skills (e.g., Q17, 96%); 5) 

Obtaining appropriate and encouraging feedback and positive mentoring from 

the foreign participants (e.g., Q13, 90%); 6) Transforming attitudes and notions 

about teaching, motivation, confidence, stimulation, satisfaction, 

accomplishment, responsibility, and commitment (e.g. Q16, 100%); 7) 

Expanding models, goals, and ideas about a teaching future (e.g., Q8, 96%).  
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     The above-mentioned features are similar to Butler-Pascoe and Wiburg’s 

(2003) claims, which emphasize the prominence of actually being exposed to 

live contexts with a real audience. The authentic environment promotes 

language use, cultural awareness and autonomy, and helps TTSs discover the 

need to precisely express their points in a descriptive manner.  

 

     In addition, through the reflective journal responses below, we can observe that the 

TTSs appreciated the mentoring and the rewarding comments provided by the 

overseas participants. Also, the live interaction with the participants inspired and 

motivated the TTSs tremendously. It is evident that the technology was very 

fascinating and convincing. Obviously, the teleconference reinforced their career 

paths of becoming English teachers. The live settings encouraged the TTSs to prepare 

convincing content materials and to improve their English proficiency. Overall, 

teleconferencing was an influential and educational experience that captivated all the 

TTSs.  
 

TTS comments on the teleconferences  
(some extracts gathered from reflective journals) 
 It was so exciting to interact with a live, enthusiastic audience. I am glad 

that my presentation went well and the students seemed interested in my 

topic. I am thankful for their thoughtful comments and questions.  

 It was inspiring to see the junior high school students exposed to another 

culture and able to communicate in English much better than us. I was 

embarrassed by my poor vocabulary and expressions.  I must brush up on 

my English skills to become a better speaker and a teacher. Also, I really 

appreciate the English teacher’s valuable advice on our teaching materials.  

 The foreign participants were very considerate and warm. It felt like we 

were communicating next to each other. It’s really fascinating to think that 

we actually shared the same time and space together. It aroused a strong 

determination to learn English to become a better communicator for my 

future profession as a teacher.  

 I was astonished and fascinated by the technology and was thrilled to have 

the spontaneous exchange. It felt like a dream to be able to speak to people 

in far away locations and share the same moment with them. It was such a 
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motivating experience for me. I would like to try this kind of 

teleconference when I become a teacher in the future to contribute to global 

education.   

 The cultural exchange was very beneficial. I enjoyed preparing for my 

presentation since the audience was live and eager to learn from us. I 

appreciate their valuable comments and questions. I must work hard to 

improve my English language skills so that I can communicate better next 

time.  

 It was very educational to do research about our own culture and create 

teaching materials in English. It was a wonderful opportunity to send our 

important cultural message overseas. My motivation to learn and become a 

teacher strengthened.  
 

     To recapitulate, as reflected in the results of the questionnaire and journal 

comments, the teleconference micro-teaching and materials development project had 

a positive effect on the TTSs. As TTSs progressed through the multiple phases of the 

project, they received constructive and reassuring effects provided by the 

collaborative materials development experience and the teleconferences and 

accumulated knowledge and skills crucial for their future teaching careers. In other 

words, the findings reveal that the majority of the participants were satisfied with the 

content, task, and outcome of the material development and teleconference project. 

Through the positive reflection of a large proportion of the respondents, we can also 

infer that teleconferencing can be an effective tool – a valuable, motivating, and 

interactive activity that can increase learning opportunities in teacher education 

courses. 
  

     To consolidate, the findings of the present project can be summarized as follows: 
 

Advantages of integrating teleconferences  
 It provides presentation opportunities in an authentic environment. 

 It gives a specific purpose for the task – to develop effective and creative 

teaching materials. 

 Students will be committed to the task and the project throughout the 

whole process and make progress in becoming capable, reliable, individuals 

and increase their enthusiasm toward teaching.  
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 Students can improve their communication and presentation skills, and 

test out their teaching materials through actual classroom simulation.  

 Students’ consciousness of the teaching profession is raised and cultural 

and professional awareness is built. 

 Students gain effective teaching skills and pedagogical knowledge. 

 Students can obtain valuable feedback, encouragement, and advice from 

the enthusiastic live audience, which may serve as a mentor.   

 Interaction with the overseas participants is beneficial for building 

effective communication skills that will strengthen their future teaching 

techniques. 

 It can provide models or ideas for a future teaching career. 

 It is a stimulating and motivating alternative to traditional artificial micro-

teaching. 

 
 
Conclusion 

An important objective of this project was to implement an authentic, interactive, and 

collaborative environment through teleconferencing and materials development work 

in order to improve the quality of the micro-teaching experience in a teaching 

methodology course and enhance teacher-training students’ professional growth. 

 

     As shown in the students’ reflections (Table 2), a majority of the participants 

reacted favorably and were satisfied with their activities and the outcome of the 

project. Owing to this precious experience, they seem to have made progress in their 

language, communication, and teaching and presentation skills, which are all integral 

components of becoming a successful language teacher. 

 

     However, in conjunction with the positive outcomes, the author faced various 

challenges and limitations through the organization of the project. It was very difficult 

to find partner institutions with understanding and similar interests. Also, due to 

different time zones, scheduling for the perfect timing was another problem. 

Negotiating and discussing a common theme and compromising beneficial content for 

multiple ends were challenging. In addition, it was time and energy consuming to 

thoroughly check the student materials and organize the whole teleconference. 

Technical issues, such as the sound and visual quality of the connections were an 
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additional concern. These are a few legitimate issues to consider when planning a 

teleconference project. 

 

     On the basis of the findings of the present project, it is possible to conculde that  

teleconferencing in a teacher-training course may be highly effective and applicable in 

facilitating unique learning opportunities and enhancing professional growth that may 

lead to producing competent language teachers. Consequently, although traditional 

micro-teaching is beneficial as a preparation stage to build a foundation that connects 

theory and practice, teleconferences may serve as a means for bridging the various 

theories to practice and extending traditional micro-teaching opportunities. They may 

also familiarize students with the teaching career, deepen knowledge of multiple 

cultures, provide mentoring support, ensure guidance for reflective practice, develop 

creative presentations, build communication skills, and improve teaching techniques. 

It can be considered a supplementary approach that may stimulate students’ learning 

and reinforce their professional knowledge and potential.  

 

     Since the present project was a trial venture, further studies are necessary to gather 

additional data applicable to teacher-training programs in general. Future follow-up 

studies should investigate the reflections of the overseas participants since the present 

paper focused only on the results of the university teacher-training students. 

Furthermore, it may be a possibility to administer a pre-test and a post-test to focus on 

the student attitude changes and find the effective components of the project. 
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Appendix  
A sample of student-developed teaching materials (reading script) and 

PowerPoint slides 
 

Kijimuna: Goblin in Okinawa 

Introductory dialogue 
R: Hi, Megumi! I have a question. What are those strange looking creatures I often 

see in posters or statues in Okinawa? 

M: You mean Kijimuna? 

R: Yeah. What are they? 

M: They are Okinawan goblins. They have red colored body living on Gajumaru, 

banyan trees.  

Okinawan people say that they look like human children. Their favorite food is 

fish eyes. 

R: Interesting! Have you ever seen them before? 

M: No, I haven’t. But, there are many stories about Kijimuna. Let’s find out! 

 
A Tale of Goblin 

Once upon a time, there was an old man called Nako Tanme. He was a 

fisherman. He noticed that a Kijimuna kept watching him every day. One day, 

Kijimuna asked Tanme, “Please take me fishing with you! You will get a lot of fish. 

In return, please give me fish eyes.” Since that day, Tanme took Kijimuna fishing. As 

the Kijimuna said, Tanme could catch a lot of fish. On the other hand, Kijimuna kept 

asking him out every day. So, Tanme became tired and tried hard to make the 

Kijimuna go home. But, the Kijimuna didn’t and Tanme gave up. 

When they were on their way to go fishing, Tanme passed gas by accident. In 

fact, Kijimuna hated farting. So, the Kijimuna started crying and ran away. After that 

incident, Kijimuna never showed up in front of Tanme. Without Kijimuna, Tanme 

couldn’t catch any fish. 

 

Questions: 

1. What is Kijimuna’s favorite food? 

2. What kind of mischief do they like to do? 

3. What is the most effective way to send Kijimuna away? 
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Abstract 
Building on Sheen et al.'s (2009) study on the differential effects of focused and 
unfocused written correction on the accurate use of grammatical forms, this study 
aims to investigate the relative efficacy of two types of written corrective feedback 
(CF) on the accurate use of 5 grammatical structures by adult intermediate EFL 
learners of English. Using three intact classes including 82 students, three groups 
were formed: focused written CF group (FG, n=28), unfocused written group (UG, 
n=27), and control group (CG, n=27). Following a pretest-immediate posttest-delayed 
posttest design, the focused group received correction of just subject-verb agreement 
errors on two narratives while the unfocused group received the correction of errors 
related to prepositions, plural s, articles, possessive s, and subject-verb agreement. A 
series of one-way ANOVAs with post-hoc comparisons at the significance level of 
0.05 indicated that the two experimental groups gained in grammatical accuracy over 
time in some immediate posttests. That is the UG outperformed the CG concerning 
positions, and both the UG and FG outperformed regarding plural s, and in nearly all 
the delayed posttests on prepositions and plural s. This suggested that CF was often 
equally effective for the focused and unfocused groups. The FG achieved the highest 
accuracy scores for just articles, instead of subject-verb agreement that is the focus of 
instruction. This result can be explained by reason of uncontrollable intervening 
variables such as individual differences. Overall, these results suggest that written 
correction feedback is of broad pedagogic value, and focused CF and unfocused CF 
can equally contribute to the grammatical accuracy in L2 writing. 
 
 
Keywords: Written corrective feedback, Focused written correction, Unfocused 
written correction. 



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

43 
 

 
Introduction 

Differences in opinion exist regarding the effectiveness of written corrective feedback 

(WCF). Some researchers (e.g., Kepner, 1991; Sheppard, 1992; Truscott, 2007) claim 

that correction has a small harmful effect on students’ ability to write accurately. In 

contrast, other researchers (e.g., Bitchener and Knoch, 2008; Chandler, 2003; Ferris, 

2002; Sheen, 2007) reported improvement in grammatical accuracy. What makes this 

issue even more controversial is the variety of strategies used for performing written 

CF (e.g., direct, indirect, metalinguistic CF). Sheen, Wright and Moldawa (2009) 

found that the question is not only whether CF is effective, but also which type is 

effective. 

 

     In addition to these WCF comparisons, another variable in the WCF literature that 

has been under examination for the potential it might have in determining the 

effectiveness of WCF is subject/participant classification (Ferris, 2003, 2004). 

Hedgcock and Lefkowitz (1994) have proposed that a distinction can be made 

between second language (SL) and foreign language (FL) writers because of 

differences in the purposes for which they are writing and in the pedagogical contexts 

in which they have acquired their first and second language literacy. They declared 

that FL writers may be less motivated than SL writers to attend to WCF because they 

are studying to meet a qualification requirement rather than studying to increase the 

accuracy and clarity of their English so that they can become completely active 

members of an English-speaking community. Moreover, they suggest EFL learners – 

who study English in non-English speaking countries – may have varying degrees of 

motivation when it comes to the level of attention they give to WCF. Therefore, 

Bitchener and Knoch (2008) investigated differential effects of WCF between migrant 

(ESL) and international (EFL) learners concerning two functional uses of the English 

article system (referential indefinite ‘a’ and referential definite ‘the’). To fulfill these 

aims, a two-month study was carried out with 144 international and migrant ESL 

students in Auckland, and four groups were formed: group (1) was provided with 

direct corrective feedback, written and oral meta-linguistic explanation; group (2) 

with direct corrective feedback and written metalinguistic explanation; group (3) with 

direct corrective feedback only; and group (4), or control group, with no corrective 

feedback. The study found that none of the feedback options was more effective than 

another, and the international students were no more able than the migrant students 
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(and vice versa) to increase their writing improvement as a result of WCF they 

received.  

  

     There are two kinds of WCF, direct feedback and indirect feedback. Direct 

corrective feedback is defined as the provision of the correct linguistic form or 

structure by the teacher to the student above or near linguistic error (Bitchener & 

Knoch, 2008). It may include drawing a line through the wrong linguistic structure; 

the insertion of a missing word, phrase or morpheme; or the provision of the correct 

from. Direct feedback is also of two kinds, focused written CF directed at a single 

linguistic feature, and unfocused written CF directed at a broad range of linguistic 

features like what is done in traditional writing classrooms.  

 

     A limited range of research has been done to compare the efficacy of focused vs. 

unfocused WCF on accuracy improvement. For example, the results of Sheen et al.’s 

(2009) study indicated that in the short term, focused written error correction directed 

at indefinite (first mention) and definite (second mention) article errors resulted in 

greater accuracy than unfocused correction directed at a range of grammatical errors. 

Also in the longer term, the focused CF group outperformed the control group 

whereas the unfocused CF group did not. These results suggest that focused CF is 

more effective than unfocused CF.  

 

     Therefore, drawing on Sheen et al.’s (2009) study of the differential effects of 

focused and unfocused written correction on the accurate use of grammatical forms, 

this study was designed to investigate (1) whether WCF was effective in the 

acquisition of selected linguistic structures (2) whether there were any differences in 

the effect of focused and unfocused WCF on the acquisition of a focused target 

structure, i.e. subject-verb agreement (3) whether there were any differences in the 

effect of focused and unfocused WCF on adult EFL learners’ accurate use of 

grammatical forms other than that which was the focus of correction. 

 
Research questions 

The following three research questions guided the research: 

1. Is the use of WCF on narrative tasks by the teacher effective for the accurate 

usage of English subject-verb agreement? 

2. Are there any differences in the effect of WCF on narrative tasks with and 
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without focused feedback on the acquisition of English subject-verb 

agreement?  

3. Are there any differences in the effect of focused vs. unfocused error 

correction on narrative tasks on adult EFL learners' accurate use of 

grammatical features other than the one that was the focus of correction?  

 
Method 
Participants and setting 
Eighty-two Iranian EFL students attending three intact writing classes at Najafabad 

University participated in this study. While the program offered a variety of different 

classes, all the participating students were taking intermediate grammar courses as 

well as a few English teaching courses. Their ages ranged from 18 to 22. They were 

chosen by an Oxford Placement Test (Allen, 1992), which determines their level of 

English proficiency.  These participants were second year English students, who were 

taking a writing course at the time of the study and, who met once a week for ninety 

minutes. 

Table 1.    Descriptive statistics of the total number of the participants and their performance on OPT 
Groups Number Mean Std.Deviation 

Focused 28 42.31 10.072 

Unfocused 27 41.38 9.500 

Control 27 40.47 9.762 

Total 82 41.38 9.697 

 
A one-way ANOVA showed the three groups were equal regarding language 

proficiency, F (2, 85) =.262, p=.770. 
 

Operationalization 
Focused WCF was operationalized as (1) the provision of the correct form in the 

students' written texts by underling the error and writing the target structure above it, 

and (2) directing the written correction at errors in a specific target form (i.e., subject- 

verb agreement). Unfocused WCF was operationalized as (1) the provision of the 

correct form as in focused WCF, and (2) directing the written correction at errors in a 

range of grammatical structures (i.e., articles, subject- verb agreement, prepositions, 

plurals, and possessive s). The control group did not receive any kind of WCF, but the 

members practiced writing as the experimental groups did. 
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Design 
This study followed a quasi-experimental design with a pretest-treatment-posttest-

delayed posttest design, using intact EFL classes as shown in Table 2.  

 
Table 2.    Design of the study 
week Focused CF 

(n=28) 
Unfocused CF 
(n=27) 

Control 
(n=27) 

1 Pretest: written narrative Pretest: written narrative Pretest: written narrative 
2 Written Task1 Written Task1 Practice writing in the class 
2-3 Written CF on Task1+ Written 

Task 2 
Written CF on Task1+ Written 
Task 2 

Practice writing in the class 

3-4 Written CF on Task 2 Written CF on Task 2 Practice writing in the class 
4-5 Immediate posttest: written 

narrative  
Immediate posttest: written 
narrative 

Immediate posttest: written 
narrative  

8-9 Delayed posttest: written 
narrative 

Delayed posttest: written 
narrative 

Delayed posttest: written 
narrative 

 

 

Choice of target structures 
To determine the target structures, 30 pieces of students' writing (from those students 

that were supposed to be the participants in this study) were corrected a few weeks 

before the study. The most frequent grammatical error was selected as the target 

structure in the focused WCF, which was subject-verb agreement. The other frequent 

grammatical errors were selected as the target structures in unfocused WCF, which 

were subject-verb agreement, prepositions, articles, plural s, and possessive s. During 

the data analysis process, it was observed that the possessive s was not used by the 

participants; therefore, this structure was omitted from the target structures. 

 

Written narrative tasks 
For both written CF treatment groups, students were asked to complete two written 

narrative tasks in the form of short stories separately. These stories were selected from 

the intermediate section of the book Steps to Understanding (Hill, 1988). Contrary to 

the written CF groups, the control group received neither the narrative task nor the 

WCF. 

 

Written correction guidelines 
For logistical and methodological reasons, it was decided that the main researcher 

would serve as the corrector. In the case of focused WCF, the researcher corrected all 

the errors, which were related to the use of subject-verb agreement. In the case of 

unfocused WCF, she corrected the errors involving the five targeted forms including 



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

47 
 

subject-verb agreement, but to avoid swamping the learners with correction, only a 

maximum of two errors per one linguistic feature were corrected. It should be stated, 

therefore, that in the unfocused group, sometimes not all errors relating to the five 

grammatical forms were corrected. Nevertheless, if learners made errors in any of 

these forms, they were corrected at least once. 

 

Testing instrument and scoring guidelines 
A narrative writing test adapted from Sheen (2007) and Sheen et al. (2009) was used 

to measure acquisition in this study. All three groups (one control group and two 

experimental groups) took the pre-test in the form of written narrative in the first 

week of the study. Three tests (i.e., pretest, immediate posttest, and delayed posttest) 

were administered over three writing class sessions. All the three groups took 

identical pretests, identical immediate posttests, and identical delayed posttests. The 

tests consisted of eight sequential pictures, and based on these, the students were 

asked to write a coherent story (see pictures for all three tests in the Appendix). There 

were word prompts next to some pictures to elicit as many phrases as possible within 

a given time (15-20 minutes). 

 

     In scoring the written narrative test data, the accuracy score for each grammatical 

structure was calculated. For example, if one of the participants had four correct 

usages of one target grammatical structure out of ten, the accuracy score was marked 

as 40%. It is worth mentioning that the same formula was used for focused, 

unfocused, and control groups. 

 

Results 
Results will be presented first for the effects of the CF treatments on accurate use of 

subject-verb agreement, and second, on the accurate use of the other three structures 

targeted in the unfocused CF group, i.e. prepositions, articles, and plural s over three 

testing periods.  

 

Effects on subject-verb agreement accuracy 

Table 3 shows the descriptive statistics for the groups regarding subject-verb 

agreement. 
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Table 3.    Descriptive statistics regarding subject-verb agreement 
Group N pretest Immediate posttest Delayed posttest 
  M SD M SD M SD 
Focused 28 .62 .29 .72 .21 .86 .12 
unfocused 26 .71 .24 .61 .32 .84 .20 
Control 27 .76 .18 .58 .29 .61 .30 
 
     It can be seen from Table 3 that the focused group increased the accurate score 

from the pretest to delayed posttest. In addition, whereas the unfocused group did not 

gain in accuracy between the pretest and immediate posttest, it gained a higher score 

from pretest to delayed posttest. The control group, in contrast to treatment groups, 

decreased in accuracy over time. 

    Subsequent one-way ANOVAs, as seen in Table 4, showed that while the group 

differences in neither the pretest (F(2,78)=2.382,p=.099) nor the immediate posttest 

(F(2,77)=1.888, p=.158) were statistically significant, the groups did differ 

significantly on the delayed posttest (F(2,78)=10.915, p=.000 ). 

 
Table 4.    One-way ANOVAs regarding subject-verb agreement 
Tests  Some of 

Squares 
df Mean 

Square 
F Sig. 

Between 
groups 

2.91 2 1.46 2.382 .099 

Within groups 4.766 78 .061   

pretest 

Total 5.057 80    
Between 
groups 

.294 2 .147 1.888 .158 

Within groups 5.994 77 .078   

posttest 

Total 6.288 79    
Between 
groups 

1.091 2 .545 10.915 .000 

Within groups 3.898 78 .050   

Delayed 
posttest 

Total 4.988 80    
 

     According to Table 5, post-hoc comparisons revealed no significant difference 

between the UG and FG in both immediate and delayed posttest was observed – F(2, 

77)=1.888, p=.324; and F(2, 78) =10.915, P=.921. It is worth mentioning that, 

although the FG and UG performed better than the CG in the delayed posttest [F 

(2,78)=10.915, p=.000,.001], these groups did not perform differently in the 

immediate posttest, F(2,77)=1.888, p=.158. 

 
Table 5.    Post-hoc test regarding subject-verb agreement 
 groups Mean 

Differences 
Std.Error Sig. 

FG UG .02446 .06029 .921 
FG CG .25964(*) .06088 .000 

Delayed 
Posttests 

UG CG .23519(*) .06142 .001 
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Effects on preposition accuracy 
Table 6 shows the descriptive statistics for the groups regarding prepositions. 

 
Table 6.    Descriptive statistics for the whole sample regarding prepositions 

Pretest Immediate posttest Delayed Posttest group N 

M               SD M               SD M               SD 
Focused 28 .48             .27 .81             .26 .85             .17 
Unfocused 26 .54             .23 .90             .16 .87             .13 
Control 27 .61             .19 .71             .27 .71              .18 

 
     According to the above Table, the mean accuracy scores of the participants in the 

FG and UG has been increased over time. A one-way ANOVA (see Table 7) was run 

to compare the mean accuracy scores of all groups. The results showed that the three 

groups performed differently on both the immediate posttest scores (F (2, 76) =4.220, 

p=.018) and the delayed posttest (F (2, 78) =7.372, p=.001)  

 
Table 7.    One way ANOVAs regarding prepositions 
Tests  Some of 

Squares 
df Mean 

Square 
F Sig. 

Between   
groups 

.219 2 .109 1.919 1.54 

Within groups 4.450 78 .057   

pretest 

Total 4.669 80    
Between 
groups 

.486 2 .243 4.220 .018 

Within groups 4.372 76 .058   

posttest 

Total 4.858 78 .201   
Between 
groups 

.402 2 .027 7.372 .001 

Within groups 2.127 78    

Delayed 
posttest 

Total 2.529 80    
 
     Post-hoc comparisons were computed to isolate where the significant differences 

lay among the groups. The results showed that, as can be seen in Table 8, only the 

difference between the UG and CG, F (2, 76) =4.220, p=.018, was found significant. 

On the other hand, in the delayed posttest, the FG and UG did not perform differently 

regarding prepositions, but both outperformed the CG, F (2, 78) =7.372, p=.009, and 

p=.004 respectively. 

 
Table 8.    Post-hoc test regarding prepositions 
 Groups Mean 

Differences 
Std.Error Sig. 

FG UG -.08668 .06590 .425 
FG CG .0462 .06652 .296 

Posttest 

UG CG .19130(*) .06590 .018 
FG UG -.01508 .04454 .944 
FG CG .14291(*) .04497 .009 

Delayed 
Posttest 

UG CG .15799(*) .4537 .004 
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Effects on article accuracy 
Table 9 shows the descriptive statistics for the groups regarding articles. 
Table 9.    Descriptive statistics regarding articles 
group N pretest posttest Delayed Posttest 
  M SD M SD M SD 
Focused 27 .50 .29 .75 .32 .91 .16 
Unfocused 25 .53 .30 .76 .33 .61 .29 
Control 23 .54 .26 .63 .30 .65 .28 
 
     A one-way ANOVA was run to compare the mean scores. Consistent with Tables 

9 and 10, the participants in the three groups did not perform differently in the 

immediate posttest, F (2, 74) =1.347, p=.266, but the mean accuracy score of the 

participants in the FG increased from the immediate posttest to the delayed posttest. 

According to Table 11, In the delayed posttest, the differences between the FG and 

UG as well as the FG and CG are significant since F(2, 72) = 11.112, p= .000. The 

analysis of mean differences shows that students in the FG outperformed those of the 

UG, and the FG outperformed the CG in the accurate use of articles. There was no 

significant difference between the UG and CG, F (2.72) =11.112, p=.872.  

 
Table 10.    One-way ANOVAs regarding articles 
Tests  Some of 

Squares 
df Mean 

Square 
F Sig. 

Between   
groups 

.019 2 .010 .117 .889 

Within groups 6.422 78 .082   

pretest 

Total 6.422 80    
Between 
groups 

.276 2 .138 1.347 .266 

Within groups 7.576 74 .102   

posttest 

Total 7.852 76    
Between 
groups 

1.390 2 .695 11.112 .000 

Within groups 4.504 72 .063   

Delayed 
posttest 

Total 5.895 74    
 
Table 11.    Post-hoc test regarding articles 
 Groups Mean 

Differences 
Std.Error Sig. 

FG UG -.01347 .08977 .989 
FG CG .11888 .09057 .427 

Posttest 

UG CG .13235 .08792 .325 
FG UG .30001(*) .06942 .000 
FG CG .26221(*) .07097 .002 

Delayed 
Posttest 

UG CG .03781 .07227 .872 
 

 

Effects on plural s accuracy  
Table12 shows the descriptive statistics for the groups regarding plural s. 

 



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

51 
 

 
Table 12.   Descriptive statistics for the whole sample regarding plural s 

Pretest Immediate posttest Delayed Posttest group N 
M 
 

SD M SD M SD 

Focused 18 .65 
 

.33 .69 .30 .79 .24 

Unfocused 23 .56 
 

.44 .77 .29 .79 .30 

Control 20 .64 
 

.45 .40 .11 .49 .35 

 

      Mean scores where compared using one-way ANOVA.  In line with Table 14, in 

the immediate posttest, the differences between both the FG and UG were significant, 

F (2, 58) =6.760, p=.624. Although the effect of feedback is verified in these cases, no 

difference was observed between the effect of focused and unfocused WCF on the 

accuracy of plural s. In the delayed posttest, only the differences between the FG and 

CG as well as the UG and CG were significant, F(2, 65) =6.354, p=.000, .001 

respectively. 

 
 
Table 13. One-way ANOVAs regarding plural s 
Tests  Some of 

Squares 
df Mean 

Square 
F Sig. 

Between   
groups 

.104 2 .052 .306 .737 

Within 
groups 

10.678 63 .169   

pretest 

Total 10.781 65    
Between 
groups 

1.531 2 .766 6.760 .000 

Within 
groups 

3.776 58 .065   

posttest 

Total 5.307 60    
Between 
groups 

1.133 2 .566 6.354 .003 

Within 
groups 

5.794 65 .089   

Delayed 
posttest 

Total 6.926 67    
 
 
Table 14. Post-hoc test regarding plural s 
 Groups Mean 

Differences 
Std.Error Sig. 

FG UG -.07833 .08030 .624 
FG CG .28667(*) 

 
.08290 .004 

Posttest 

UG CG .36500(*) .07801 .000 
FG UG .02446 .06029 .921 
FG CG .25964(*) .06088 .000 

Delayed 
Posttest 

UG CG .23519(*) .06142 .001 
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Discussion 
Research question one in this study asked whether the use of WCF by the teacher was 

effective for the acquisition of English subject-verb agreement. The results of the 

study suggested that exposure to WCF helped the learners to use subject-verb 

agreement and other grammatical structures to manifest gains in accuracy which were 

durable.  The ANOVA test revealed improvement of test scores from pretest to 

immediate posttest in two linguistic areas, i.e. preposition (F(2,76)=4.220, P= .018) 

and plural s (F(2,58)=6.760, P=.000). In addition, in the delayed posttest, the ANOVA 

revealed a significant effect for WCF on three grammatical structures: subject-verb 

agreement (F(2,78)=10.915, P=.000), prepositions (F(2,78)=7.372, P=.001), and 

Plural s (F(2,65)=6.354, P=.003). The results of this study regarding the first research 

question are in line with the studies which showed WCF is effective, such as Chandler 

(2003, 2004), Ferris (2004), Sheen (2006, 2007), Bitchener (2008), and run counter to 

the results of a few studies, such as Truscott (1996, 1999, 2007), Kepner (1991), and 

Sheppard (1992), claiming that WCF does not affect acquisition and only assists 

redrafting.  

 

     The second research question asked whether the effects of WCF differed according 

to its type, focused or unfocused. The results indicate that focused and unfocused 

WCF had no differential effects on improving accuracy in the use of grammatical 

structures – the focused group, simply in the case of articles, was more effective than 

the unfocused group. This finding corroborates those of earlier studies (Bitchener & 

Knoch, 2008; Ellis et al., 2008; Sheen, 2006). Ellis et al. (2008) compared the effects 

of focused and unfocused WCF on the accuracy with which Japanese university 

students used the English indefinite and definite articles to denote first and anaphoric 

reference in written narratives. Both groups gained from pre-test to post-tests on both 

an error correction test and on a test involving a new piece of narrative writing and 

also outperformed the control group, which received no correction, on the second 

posttest. The WCF was equally effective for the focused and unfocused groups. In 

addition, conducting a review of studies with control groups, Bitchener & Knoch 

(2008) concluded that WCF is effective in helping ESL students improve the accuracy 

of their writing. As a consequence of results, they reported two major findings: (1) 

learners who received all three WCF kinds had more improvement in accuracy than 

those who did not receive WCF, (2) that there was no difference in the extent to 
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which migrant and international students improved the accuracy of their writing as a 

result of WCF. 

 

     The above view, by contrast, is rejected by studies of Sheen (2007) and Doughty 

and Varela (1998), which indicate that focused WCF is more effective than unfocused 

WCF. Besides that, Bitchener et al. (2005) and Sheen (2006) showed that when WCF 

is focused, it is effective in promoting acquisition, suggesting that Truscott is wrong 

to dismiss WCF. 

 

     Sheen's (2007) study is different from previous mentioned studies in that not only 

the differential effects of two types of WCF, but also the possibilities that the efficacy 

of different types of CF will vary depending on the individual learner were explored. 

She considered language analytic ability which is one major individual difference 

factor that may mediate the effect of CF. It was defined as the ability to analyze 

language by creating and applying rules to new sentences (Sawyer & Ranta, 2001). 

She examined the effects of two types of WCF on the development of adult ESL 

learners of various L1 backgrounds' accuracy and the extent to which language 

analytic ability mediates the effects of WCF in the use of articles. The study included 

(1) a direct only group (in which errors were indicated, and correct forms were 

provided), (2) a direct metalinguistic group (in which errors were indicated, correct 

forms and metalinguistic explanations were provided), and (3) a control group (tests 

were administered, but no WCF was provided). The study found that both treatment 

groups outperformed the control groups on immediate posttests, but the direct 

metalinguistic group outperformed the direct only group in the delayed posttest. Also, 

a significantly positive association was found between students' accuracy 

improvement and their aptitude for language analysis. Moreover, language analytic 

ability was more related to acquisition in the direct metalinguistic group than in the 

direct only group. Sheen approved focused WCF rather than unfocused WCF by 

pointing out the feedback was limited to two linguistic forms (i.e., articles 'the' and 

'a'), which made the processing load manageable for students.  

 

     The third research question concerned the difference in the effect of focused and 

unfocused error correction on adult EFL learners’ accurate use of grammatical 

features that were not the focus of correction. The results showed no differences 

between the groups in nearly all of the two posttests. More specifically, in the 
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immediate posttest, no difference in the effect of focused vs. unfocused error 

correction between groups were found, but in the delayed posttest, and only 

concerning articles, the focused group outperformed the unfocused group (F (2, 72) 

=11.112, P=.000). This finding is surprising. Why did the learners in the focused 

group who received corrections on just subject-verb agreement improve their 

accuracy on just articles? One explanation is that EFL students who study English in 

non-speaking English countries may have varying degrees of motivation when it 

comes to the level of attention they give to WCF (Hedgcock & Letfkowitz, 1994). On 

the other hand, while performance on the delayed posttest shows the learners' level of 

retention, it does not mean that accurate usage of articles and inaccurate usage of 

subject-verb agreement in this test was necessarily and only the result of the treatment 

provided for the focused group on the day of the immediate posttest. In any 

longitudinal research, it is not possible to control for the effect of intervening 

variables such as additional instructions that may have been received outside of class 

time, in grammar class, or additional self-study engaged in by highly motivated 

students (Bitchener, 2007). 

 

     In sum, the fact that FG gained in grammatical accuracy over time concerning 

articles is in line with other researchers’ findings especially those of Sheen (2007), 

Sheen et al. (2009) and Bitchener & Knoch (2008). In the present study, regarding 

other options – plural s and prepositions, experimental groups outperformed the 

control group, but focused and unfocused groups did not perform differently. 
 

Conclusion 
This study has focused on the efficacy of focused vs. unfocused WCF on accuracy 

improvement in written texts by undergraduate learners of English.  This research 

shows that the provision of WCF by the teacher on inaccurate grammatical structures 

is helpful in improving the use of those structures. Overall, these results suggest that 

written corrective feedback is of broad pedagogical value, and focused CF and 

unfocused CF can equally contribute to the grammatical accuracy in L2 writing. 

 

     As Sheen (2007) stated, the existing controversy surrounding the effectiveness of 

WCF can only be resolved through carefully designed studies which do not suffer 

from a number of methodological issues, such as lack of a control group, 

effectiveness on revision of first writing drafts rather than new pieces of writing, and 
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variation in measuring the effectiveness of CF. While attempting to overcome some 

of the shortcomings of the existing written CF research, this study has some 

limitations. First, both the writing tasks and the test instruments involved encouraging 

the production of relatively short texts. Second, only two writing tasks were 

completed. There is a need to investigate the effects of WCF on sustained writing 

over a longer period of time. Third, as with most of the research on this topic, there is 

the issue of how to measure the effect that CF has on learning. In the current study, 

learning gains were measured with the accurate use of five grammatical structures. 

However, it can be argued that this does not provide a complete picture of the effects 

of WCF, because it is possible that the CF influenced other features (perhaps 

negatively) that were not investigated and because it may have had a deleterious 

effect on fluency, as Truscott (1996) has claimed. 
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Appendix    
           Sequential pictures relating to three written narrative tests 
 
                     Pretest 
 

Delayed  post test (test 3) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

To see off 
Leave 
something 
behind 

Bridge 

Take a 
short-cut 
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                    Immediate Posttest 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

toe 

To tickle 

Comb 
hair 

Brush teeth 
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                  Delayed Posttest 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

glue 

Stick 
to 

Shout at 
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Abstract 
While most EFL programs encourage communicative teaching practices focusing on 
the spoken word, there are few resources that suggest ways to implement nonverbal 
content. Congruent nonverbal communication, particularly gestures, can help an EFL 
student convey meaning when attempting to use the L2. While there is disagreement 
on what percentage of message meaning is nonverbal, one cannot ignore the 
importance of appropriate nonverbal cues when communicating in any language. 
Furthermore, nonverbal communication can vary greatly in different regions of the 
world, and in certain cases, meaning of a nonverbal cue can have opposite meaning in 
two different places. Considering this, it becomes the responsibility of the EFL 
instructor to become aware of the nonverbal communication being taught and used, 
both explicitly and implicitly, in the classroom. If the instructor is able to increase 
student awareness of nonverbal communication across cultures, graduates from a 
language program will be better prepared when applying and interpreting language 
domestically and abroad. This paper will first present gesture unique to Japanese 
society while identifying those that are often observed in the EFL classroom. Next, 
the role of gesture and nonverbal communication in the L2 learning process will be 
considered before suggesting classroom implications and possible methods to 
introduce nonverbal communication to EFL students. 
 
 
Keywords: Nonverbal communication, Gesture, Cross-cultural communication, 
Japanese EFL learners 
 
 

Introduction 
In his 1998 publication, Robert Krauss of Columbia University describes gesture as 

“unplanned articulate hand movements that accompany spontaneous speech” (p. 2).  

In most cases, this applies to personal interactions where interlocutors can see each 

other, but it is interesting to note that gestures are made even when communicating on 
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the phone or on Internet messenger. In delineating the importance of gesture and 

nonverbal communication, UCLA psychologist Albert Mehrabian concluded in his 

1967 study that the total meaning of a message is 7 percent verbal, 38 percent vocal, 

and 55 percent nonverbal. Although many academics (e.g., Lapakko, 2007; Oestreich, 

1999) question the validity of Mehrabian’s 7-38-55 formula, the importance of 

introducing gesture and nonverbal communication as communicative and cultural 

tools is difficult to contest.  

 

     This paper will focus on the importance of gesture in the EFL class in Japan; 

however, it should be noted that gesture is just one form of nonverbal communication 

that will be explored as a complement to spoken communication. The first section of 

this report will focus on common Japanese gesture and how this may be interpreted 

when communicating with foreigners. With support from other studies on the subject, 

the second section primarily explores the use of gesture in the Japanese EFL 

classroom. After considering the reasons why Japanese people, and people in general, 

use gesture, it becomes clear that it is important to not only provide EFL students with 

language skills, but also cultural and nonverbal communication training in the 

classroom.  

 
Comparing gesture use in Japan and abroad 
For someone new to Japan, the etiquette involved in everyday interactions can be 

confusing and intimidating. One may feel Japanese society to be excessively formal, 

structured, and uniform. During initial interactions, the word yes, or hai, may be often 

heard and a non-Japanese person may start to realize the wide range of meanings that 

this simple, and usually direct affirmative may have. Random (1987) suggests “it may 

mean ‘no’ or ‘perhaps’ or ‘wait we shall look into this’, or perhaps an affirmatory yes 

which will mean ‘I have understood you perfectly well, I am your friend, and I am in 

complete agreement with you!” (p. 24). Considering the ambiguity of using a word as 

direct as yes in Japan, it helps a foreign interlocutor to be familiar with the range of 

gestures that may be used in conjunction with the spoken language.  

 

     Several gestures seen in Japan could cause confusion to those who are unfamiliar 

with common nonverbal practices. For example, when indicating to oneself, a 

Japanese person will usually point directly at their nose, instead of the chest, which is 

most prevalent outside of Japan. Additionally, it is not uncommon to see Japanese 
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people closing their eyes with intensity while in thought, and occasionally, waving 

their hands around when trying to explain something. In a worst-case scenario, some 

of these gestures could even be misinterpreted as rude or aggressive. For example, the 

motion of hitting the palm with ones fist means “I agree” in Japan, where in the West, 

this is more often interpreted as “I want to fight” (Aqui & Chang, 2004, p. 41).  

 

     Pease & Pease (2005) highlight the three most common cross-cultural gestures and 

how they could be misinterpreted depending on where one is in the world. First, while 

making a ring sign with the thumb and index finger indicates ‘OK’ or ‘I’m fine’ in 

many countries around the world (e.g. Canada, the UK and Australia), Japanese 

people could show this sign to mean money or condom, while some Latin Americans 

might interpret this as a rude and confrontational gesture (p. 120). Secondly, while 

raising the thumb often suggests approval in native English speaking countries, it 

could represent boyfriend in Japan or a sign of hostility in Greece, similar to giving 

one the middle finger in English-speaking societies. Finally, making the V sign with 

the middle and index finger has its roots with peace during World War II; however, 

Japanese people and others in East Asia will make this sign to communicate 

willingness and comfort when having a picture taken. Conversely, this gesture with 

the palm facing the speaker could be interpreted as aggressive and threatening if made 

to someone in the UK. From these examples, the importance of considering nonverbal 

communication in the classroom is evident.  

      

     In addition to the aforementioned gestures, perhaps the most common Japanese 

gesture used in the EFL classroom is the bow. With its origins from China (Aqui & 

Chang, 2004), the bow is used in Japan in a similar fashion as the handshake in 

western culture. As students with international experience usually greet an instructor 

with a handshake, the majority of Japanese students would use a bow ranging from a 

slight nod of the head to a full 90-degree angle. The type of bow used in a class by a 

student is usually determined by their age, professional position, and their 

interpretation of the English instructor. As a society that places a lot of importance on 

hierarchy, the type of bow received by the teacher will largely depend on how a 

student views their status in relation to the instructor. “People bowing to the emperor 

do so at a 90 degree angle while the emperor acknowledges them by merely nodding 

slightly.” (Sugimori & Hamada, 2002, p. 117).     
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     Regardless of the hierarchical structure in the classroom, the EFL language 

instructor should consider teaching culture, in addition to language, to ensure 

congruent nonverbal behavior when one is abroad. For example, if the instructor 

reciprocates a bow in the classroom, this could reinforce the idea that bowing is a 

common practice in western society. Even the savvy Japanese businessmen with 

extensive experience abroad will be familiar, and perhaps even comfortable greeting 

with the handshake, but troubles still may exist with the proper delivery of it. As 

Japanese formal culture revolves around respect, order, and gentleness, this often 

translates into a handshake that is considered limp and weak. It is important that 

Asian businesspeople become familiar with the common Western interpretation of a 

soft handshake being a sign of weakness. 

 

     Another difference in body language involves line of sight and eye contact when 

communicating. While it is often preached in Western business to look a person in the 

eye, Japanese people tend to shy away from this type of direct visual contact and even 

consider it rude. Another interpretation of direct eye contact in Japan is that it should 

only be used in intimate and romantic relationships (Aqui & Chang, 2004). The most 

common alternative to direct eye contact in Japan is to focus the line of sight to the 

right or the left of the counterpart while occasionally locking glances. Some students 

even choose to periodically close their eyes completely when communicating.  

 

     In the Japanese EFL classroom, the primary focus is on the delivery of the spoken 

word. While this is a vital component to learning language, the bigger picture needs to 

be examined. Can correlations be made relating to English ability and the gestures and 

body language exhibited in the classroom? Do students alter their body movements 

and adopt new gestures the longer they are exposed to English and English speakers? 

What other factors are involved in gesture use?  

 
Gesture and L2 acquisition 
In order to explore the issue of gesture in the Japanese EFL classroom, we must first 

understand why we use this type of nonverbal communication during interactions. 

Krauss (1998) suggests that gesture is used to help speakers search for words and 

develop coherent sentences. In corroboration with “a remarkably diverse group of 

writers over the past 60 years”, Krauss hypothesizes that gesture can in fact help one 

retrieve elusive words from lexical memory (p. 2). Krauss suggests that when a 
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concept is activated in one format, related concepts in another format can be 

activated. In other words, if one uses gesture to initially communicate, their lexical 

memory will be stimulated to the point of possibly retrieving the word or expression 

they are looking for. In an experiment to examine the use of gesture in lexical 

retrieval, Krauss observed 60 native English speakers as they tried to identify and 

describe several complex images and photographs. While a range of gestures, 

primarily involving the hands, were used while identifying the images, Krauss 

observed that a particular lexical gesture lasted on average 2.49 seconds with a range 

from .54 to 7.71 seconds. Next, to determine whether gesture does in fact help one 

retrieve elusive lexicon, two tests were conducted where subjects were given standard 

material to discuss. The material included both normal speech conditions followed by 

obscure and constrained speech conditions. The test subjects were allowed to use 

gesture in the first test, but were then forbidden to do so in the second. The first test 

revealed that both obscure and constrained conditions elicited more gesture and 

slower speech as opposed to the normal speech conditions. As hypothesized, all 

speech was considerably slower in the second test when gesture was forbidden 

(Krauss, 1998).  

 

 Do the principles and theories deduced from Krauss’ study involving native 

English speakers apply to the dysfluencies of speakers of English as a second 

language? Do Japanese people use more gesture in the EFL classroom simply because 

they are constantly in a state of lexical search? In their 2006 study, Macauley & 

Nakatani explain that Japanese people generally use fewer gestures than people from 

other countries when using the L1. However, when communicating in the L2, the 

rates of gesture used by Japanese subjects increase significantly. The subjects of this 

study were native Japanese speakers who lived in the United States for at least six 

months. Macauley & Nakatani concluded that the Japanese subjects used roughly 

twice as many gestures when they spoke English than when they spoke Japanese. It 

was theorized that “gesture production is influenced primarily by the culture and 

language in which one is living” (Macauley & Nakatani, 2006, para. 1). In support of 

this claim, the EFL instructor in Japan may observe many of the nonverbal cues as 

described in the first section of this paper – for example, intense closing of the eyes, 

occasional bows for apology when errors are made, or waving of the hands. One 

could assume that students would have slower responses with the possibility of 

completely freezing if they were not allowed to retrieve lexicon with the aid of 
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personal gestures. This sometimes proves to be the case in the Japanese EFL 

classroom due to the strict Japanese social structure that discourages gesture use. 

 

According to Japanese culture and tradition, the use of gestures in 
social situations is considered rude, especially when talking to one’s 
elders. When gestures are used in Japan, the listener may perceive 
the speaker to be lacking good verbal communication skills, lacking 
a good education, and even to be mentally impaired. For these 
reasons, most Japanese people do not use many gestures while 
speaking (Macauley & Nakatani, 2006, para.15). 

 
This presents many challenges to the EFL student in Japan, especially if gesture does 

facilitate the retrieval of vocabulary and structures, as suggested by Krauss (1998). As 

many social etiquette issues have arisen in Japanese language schools, the issue of 

gesture adds another dimension to learning barriers. Many students, especially those 

forcing themselves to maintain their rigid Japanese stature, may make a concerted 

effort to not use gesture, thus sidetracking their focus from the language task at hand. 

It could be for this reason that many Japanese students with an adequate amount of 

speaking capabilities simply freeze when they encounter difficulties while 

communicating an idea.  

 
Classroom practices 

Because there are relatively few resources for language teachers that focus on the use 

of gestures and nonverbal communication, it is generally being overlooked in favor of 

direct and spoken communication. This lack of information and guidance may 

discourage an instructor from integrating nonverbal content; however, there are 

several approaches one could take in introducing this important form of 

communication. 

 
Nonverbal warm-up 
To introduce nonverbal communication as a valuable tool in conveying thoughts, 

students can first participate in an activity where they can only use gesture, and no 

words or sounds, to identify common traits between themselves and classmates. 

Students can be placed in pairs and asked to identify three points they have in 

common with each other using only body language. For example, one student may 

point to their hair followed by a gesture using the thumb and index finger to indicate 

that they both have short hair. Furthermore, the same student could point to something 

brown to suggest they both have brown hair. In another case, a student might mime 



Asian EFL Journal. Professional Teaching Articles – CEBU Issue. Vol. 62 August 2012 
 

66 
 

the action of shooting a basketball to delineate a love of playing basketball. If the 

second student agrees, they might gesture enthusiastically to themselves.   

 

     The aforementioned activity will help students realize their ability to communicate 

without words and it can be pointed out that most nonverbal cues used throughout the 

activity can be considered as universal. To further the discussion relating to the 

importance of nonverbal communication, students can be asked to comment on 

nonverbal cues that they consider as uniquely Japanese, as well as those they 

experienced abroad that were new. 

 

Introducing students to types of nonverbal communication 
A language instructor might be intimidated by the large number of nonverbal cues 

that exist within one culture, let alone the world as a whole, and have difficulty 

deciding which to introduce to an EFL class. To facilitate this process, one can 

categorize most forms of nonverbal communication into one of six types. 

 

     Gestures, or body movements that convey information from one person to another, 

are often first thought of when exploring the different types of nonverbal 

communication. As seen in an earlier section of this paper, similar gestures can have 

different meanings depending on where one is in the world – for example, the raised 

thumb, the V-sign and the ring sign. In addition to gesture, the language instructor can 

classify additional forms of nonverbal communication. Affect displays, or facial 

expressions, are nonverbal cues that tend to have identical meanings across the globe. 

Especially for lower-level language learners, identifying emotion in pictures can 

foster vocabulary development, especially with adjectives. Another form of nonverbal 

communication, eye contact, was touched upon earlier in this paper. Different cultural 

rules exist related to eye contact depending on where one is located in the world. In 

the United States, for example, extended eye contact is expected, where such contact 

could be considered as rude or aggressive in Japan. As a fourth type of nonverbal 

communication, proxemics is the study of space between people. In some cultures, 

people have greater tolerance for others coming within close proximity. For example, 

the intimate zone, or the area immediately surrounding a person that is only welcome 

to a select few, is 25 centimeters in Italy, but increases to 45 centimeters for English 

people (Hall, 1966). A fifth type of nonverbal communication involves haptics, or the 

study of touch in communication. The use of touch, especially same-sex touch, 
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around the world depends on cultural and situational contexts. Many countries can be 

defined as either one where touching is common (e.g. India and Italy) or one where it 

is not common (e.g. Japan and Canada). Finally, dress and hygiene can be considered 

as a form of nonverbal communication as people initially assess others before being 

introduced based on sartorial and hygienic presentation. 

 

     After introducing the six aforementioned forms of nonverbal communication, the 

instructor can take different approaches to analyzing their local cross-cultural 

implications. Students could be asked to research and present regional variance of 

nonverbal forms, or role-plays could be used to help illustrate such differences. 

Alternatively, the instructor could provide a cross-cultural situation or dialogue where 

one party is in violation of nonverbal host culture norms, resulting in 

misunderstanding. For example, if the following dialogue is presented to help build 

understanding of proxemics, students could be asked questions such as 1) what is the 

possible misunderstanding? 2) What role did culture play in this scenario? 3) How 

could this misunderstanding be avoided? 

 

Emiko: I think Flavio really likes me 
Yuko: Who’s Flavio? 
Emiko: He’s the new exchange student from Italy and I think he has a crush on me. 
Yuko: Why do you think that? 
Emiko: Well, in the library, he kept moving closer and closer to me while we were 
talking. It kind of made me uncomfortable. 
Yuko: Haha, yeah, it sounds like he’s interested in you! 
 
While these types of dialogues can be acted out or simply discussed, students should 

be able to realize that many forms of nonverbal communication are culturally bound 

and that there is potential for misunderstanding if spoken and nonverbal 

communication are not congruent. Study of gesture and other forms of nonverbal 

communication can act as a segue to additional cross-cultural training.  

 

Discussion and conclusion 
Although it has been shown that Japanese people use fewer gestures when speaking 

their native language than speakers from other countries, gesture may be used in EFL 

classrooms to better communicate in the L2. These gestures might manifest during 

idle time in lexical search and in response to the gestures used by the instructor. The 

number and variety of gestures observed in class could vary depending on a student’s 

social beliefs and their interpretation of self-status in comparison to the instructor.  
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     Simply using gesture in the class will not improve the communication skills of 

students. However, if gestures and body language can be used in context and 

explained clearly as to why they are being used in a particular situation, overall 

communication could be facilitated. EFL instructors need to identify the subconscious 

nonverbal cues that they make and consider explanations as to why these are made in 

particular situations. If Krauss (1998) is correct in saying that gesture increases during 

lexical search, then it seems responsible to teach what gesture would be most common 

or accepted in a given situation. If an EFL instructor chooses to introduce nonverbal 

cues commonly used in English speaking countries, cultural sensitivity is important to 

consider. Japanese EFL learners, and language students in general, should be given 

the opportunity to learn in a comfortable environment where they feel encouraged and 

at ease to make comments, ask questions, and generally contribute to the class. That 

being said, if the foreign instructor uses unique Japanese gestures in the EFL class, 

this could be setting false examples and expectations for students. Again, this may 

help put the student at ease by decreasing the cultural gap, but this could also deprive 

students from learning the common gestures that they will encounter when in a 

foreign country. As seen, some gestures used in the Western world can have opposite, 

negative, or abrasive meanings in another culture and it is important to be familiar 

with such differences before teaching gesture and culture.   

 

     To maximize the learning experience, the EFL instructor should consider 

presenting and practicing nonverbal cues from around the world and encourage use of 

the common gestures that accompany the L2. Overall, in delivering nonverbal 

curriculum content in Japan, a balance must be established where Japanese cultural 

norms involving politeness and respect are maintained while informing the student of 

body language used to compliment verbal messages in various cross-cultural 

situations. If this can be applied to a course curriculum, Japanese EFL students will be 

better equipped to thrive in our increasingly globalized community.   
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