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ABSTRACT

In this paper the writers consider the theoretical
issues of error correction in the language classroom.
The evolution of different philosophies regarding error
correction is discussed., This is followed by an over-
view of some of the assﬁmptions behind language teaching
approaches in vogue and implications these assumptions
have for handling errors.in the classroom. Finally, the
paper presents classroom evidence to support the idea
that there is a cultura; dimension that must be considered

in the treatment of learners' errors.




" PREFACE

STUDENT: "He go to the store."
TERACHER: "Yes, yes! Excellent."
STUDENT: "He go to the store.”
TEACHER: "Careful. 'He....'"

Error correction (EC) has been a part of language
teaching for as long as people have been studying other
tongues. But only recently has it come into its own as a
subject of intense study. Researchers, however, have as
much trouble agreeing on teﬁminology (shouldn't we more
properly call it "error feedback"?) as they do on virtu-
ally evefy other aspect of error correction. What should
be corrected? When? How? By whom? These and related
guestions are being asked, examined and answered in many
different ways today. |

We would like this paper to be useful to and read by
language teachers. 1Is there such a thing as "native com-
petency"” in teaching? Rather, aren't we all in states of
"transitional competency", at_alteacher's eguivalent of
"interlanguage"? One of the themes of this paper is to make
teachers aware of the danger of fossilization within a
limited range of techniques. That this'is a problem has

been noted by some researchers {Fanselow, Holley and King}.




A contributing factor may be the teacher's identification

with any of the major language teaching approaches in vogue.
This paper advanceé the case that the complex issues involved
in EC, further compounded by the human element introduced

by differing cultural backgrounds of leafners,'require a
wider range 'of technigques of handling errors than a single

approach can offer.
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I. THEORETICAL ISSUES OF ERROR CORRECTION

Mohammed: "How long. are you here?"

Johmnr: {pause) "“How long have I been here?"

‘Mohammed: "Yes,.,"

The above exchange seems straightforward enocugh. A
student of Engiish as a second language fESL) asked a ques-
tion which the native speaker (NS) needed to clarify. Did
the second language learner commit an error? It seems he
did. Did he know at.any point that an error was committed?
He may not have. Did the NS correct the error? Yes, by
seekihg clarification of the time reference of the que%tion,
he indicated to the learner that the utterance was time-wise
at least, ambiguous. Did the learner know that he was being
corrected? Again, he might not have... He may simply have
attributed the hesitation of the NS to some ambiguity inherent
in English, an ambiguity that may or may not exist in his own
language. In tﬁé learner's mind, the above exchange may have
been no-more thaﬁia correbt, élbeit slightly unclear, request
for information, followed by a refinement to eliminate any
ambiguity. There was no error, no correction perceived.

What is an error? What is meant by error correction?
What causes errors? Do they serve any function? Are errors
to be allowed? How should they be handled? And the indivi-

dual learner? Where does he fit in? What part do culture,
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language, background and attitudes play in this picture?
Far from being straightforward, it will.be seen that in sec-
ond langcage teaching, opinions about errors and their cor-
rection vary widely, sometimes to nearly opposite extremes,
These same ektremes seem to exist in the realm of the etti-
tudes that 1earners have towards errors. Despite an in-
teresting survey {Cathcart and Olsen, 1956) which seemed to
indicate that students of ali nationalities share similar
ideas about the need for correctlon, and preferred tech-
nigues for it, classroom ev1dence indicates that the cultu-
ral dimension which can be generalized along national lines,
has to be considered by the teacher if he is to reap full
linguistic benefits froﬁ time and energy spent on learners'
errors.

James Hendricksen (i976) defines an error as "a form
or structure that a particular teacher deems unacceptable
because of its icappropriate use in a given communicative
task".l H. V. Gecrge (1972) similarly acknowledges.a need
for arbitrariness in the concept of error when he says
",..an error is an unwanted form; specifically, a form which
a partlcular course designer or teacher does not wantfz. These
writers emphasize a need for flexibility in the concept of
wrror." The word "error" itself has sometimes been challenged
as to itsrappropriateness in cases where, for example, a
student correctly applies all the rules he has learned thus

far and yet generates a form which is not standard for the
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target language (TL)., It is argued that the  learner who is
following all the rules he knows does not commit an "error"
dr a "mistake" in the same way that a student who forgets
or disregards the rules does. Alternative terms, such as
"éoof" or "deviation",do not seem to the writers to solve
the problem of negative connotation, since these words also
havémunfavorable connotations to the general reader. Rather
than substituting a new term for it, "error" can be used as
long as the teacher appreciates the flexibility in the :con-
ceﬁt; Keéping in mind -that very few teachers (native
speakers included) teach purely standard English as defined
by prescriptive grammarians, the gualified teacher is justi-
fied in regarding himself as the standard by which the stu-
dentsf performance can be measured. To put it another Way;
an error is in the eye of the teacher who beholds it. Tn
the exchange ét the beginning of this section, Mohammed's
question was clearly an error from John's point of view: the
unacceptability of the utterance underscored by the.need to
rephrase it. Another complicated issue is raised by the
notion of correction, |

In the past few years objections have surfaced to the
‘use of the term "correction" with regard to the: treatment
of erroré. These objections stem from the idea that "error
correction” implies the result desired by the corrector,
i.e. the elimination of the error, Teachers know that this

is anything but true. .Many stﬁdent errors recur despite




continual and continuous "“correction" by the teacher. 1In
addition, there are cases where a teacher, taking his cue

from the parents who delightedly acknowledge the accom—-.

_plishment of baby's one-~word sentence by supplying the full

form, reacts to the learner's seméntically correct but-
grammatically wrong utteranpe-with an approving nod and the
correctlgraﬁmatical form, The teacher neither requires nor
expects the student to repeat the utterance with the gram-
matical chahge. Can "correction" be appropriately used
here? The more neutral term “feedback“‘has been proposed
as.a less ambiguous alternative. While the authors of this
paper appreciate the need for precision in terminology,
they feel that the vast majority of language teachers, for
whom this paper is written, would use the term "error cor-
rection" to cover all cases of teacher reaction to learners'
mistakes. ‘Therefore, for the purpose of the paper, "error
correction" will be used synonymously with "error feedback”

to mean the reaction of the teacher to an inappropriate form

"by the learner.

To return once agaiﬁ to the exchange at the beginhing
of this section, John did in fact "correct”™ Mohammed, by
his request for clarification of the guestion. If Mohammed
is at the stagé in his second language where he can assimi-
late the correction, he might do so, but whether he does or
not, the fact that the rephrasing gives him the opportunity

to recognize his mistake and correct it, justifies the use




of the term.

How is it that despite all our eipériénce with language
“teaching, we have not developed an approach’whidh’preﬁents
students' errors before they are-spoken? - Isn't there any
way to avoid errors? At the time when language learning
was thought to be ‘a.process of forming speech habits, great

emphasis was indeed put on the prevention of errors. Alas,

—~

to no-avail. "The dread error guickly devélopéd an immunity
to even the audio-lingual approach and reared its ugly head
at every opportﬁnity. Along. came the cognitive code theory

of learning, which says that language learning is a process

of formulating hypotheses about the TL, and testing and
refining them until the learner is satisfied with his own

communication. Errors were now seen to have a positive func-

“tion in this process, for how could the learner test hypo-
theses without making mistakes? As Corder.(1967) says, a - ;i
totally correct staﬁement may only be the parroting of a |
memorized utterance previously heard by the learner3.
Teachers saw that a learner who was determined to avoid all
"errors was one who was reluctant to test his hypotheses any

further. Encouraging communication became more important L

than discouraging mistakes. Rather than spend energy trying
to prevent mistakes, teachers now see the need to make use
of them: undérstanding where they come from, how they re-
veél where the learner is in the language-learning process,

and what the nature of the mistake reveals about the nature




of the correction to be employed.

And where do errors come from? The Saudi studying
- English who says, "I listen you"; the Korean who says, "This
~one is best big"; and the Persian who says, "The book which
I bought it", are making mistakes of a common source; inter-
ference frog_the native language (NL). Interference occurs
when the_iearner supérimposes the TL on the NL with the
assumption that what works for the latter will work for the
former.4 (The positive aspect of this phenomenon, .in which
the learnér successfully transfers a feature of the NL to
the TL, is known as transference. Since transference in-
volves no mistakes, it will not concern us here,) Interfer-
ence was labeled second-language learning's number one, enemy
by contrastive analysis (CA) in the time of the language-as-
habit vogue. The idea behind CA is that a detailed compar-
ison of the NL and the TL will indicate points of corres-
pondence, which the learner should have little difficulty
transferring and points éf difference that might cause the
learner.some trouble.

The efforts put forth by CA were noted and appreciated
by most teachers, who gratefully accepted these predictions
of and explanations for student errors. 'Naturally enough,
since students are individuals, not all these predictions
prbved true for learners of the same background. And soon,
researchers began to notice that there were a great many

more inaccurate structures being generated by students that
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could not be attributed to interference from their mother _ g
tongues. Analysis of these errors eventually led Larry
Selinker (1972) to coin a new term: “interlanguage. Al~

though Selinker deserves credit for the name of the idea,'

the idea of the idea had been germinating for some time.
Corder. .(1967) called it "transitional competenée“.5 Inter-
language (IL) refers to the separate linguistic system a
learner creates in his attempt to préduce'the TL.6 To go
into detail on how each learner derives an interlanguage

is beyond thé scope of this paper, but it must be noted that,
as the name "transitional competence" implies, IL is a ) ;;
dynamic concept., The learner is forming rules, trying them - ’ %i
-out for communication effectivenesé, adjusting or discarding .

them, and forming new rules. Along the-way, the student

makes errors -- inappropriate surface forms stémming'from
faulty deep structures. CA could not adequately explain

the Saudi's "He can goes" or a Japanese student's "I enjoy
to study". It was possible, however, by careful observation
and analysis of the errors, for teachers and résearchers‘to
discover the strategies a learner was using to generate his

IL, as well as the development of the learner's IL vis-

a-vis the TL. Thus,’ as the CA star waned, the eérror analy-

sis (EA) star waxed.

By means of EA researchers have been able to locate the

‘reasons for students' mistakes. Although different people have




enumeraéed error origins in different ways (Cohen, 1975-and
Gebrge, 1972) Dbasically, learner errors can be attributed
to one of three general causes: interference, interlanguage
(both of which have already been discussed), and intra-TL
difficulties. (We will not concern ourselves, for the
moment, With‘mistakeé‘that might be caused by carelessness.
These can apply to native speakers as well.) Of the three
of these, intérlanguage is considered to‘be the root of the
greatést number of errors (Scott, 1974 and Cohen, 1975).

In fact, it seems necessary to point out here that inter-
language is not a "cause" of student errors, but rather a
result. of them. It is an approximation of the TL (once it
- has become identical to the TL, it is no longer an "inter-
language"). which results from some lack Qf knowledge about
the TL. It seem§ possible to subsume the other causes of
erroré under interlanguage. To illustrate the point, let
us look at an example of the third category (intra-TL, in
this case, EBEnglish, difficulties) above., When a learner
says, "I enjoy to study", the hypothesis he is testing is
éomething like this: "eﬁjoy“ is a verb of feeling, just
like "like" and "want"; and in English, verbs of feeling are
followed byrthe infinitive. This learner's IL has not

vet incorporated the exceptions to that rule. But, in

this case, the fact that "enjoy" cannot be followed by

the infinitive stems from the idiosyncratic nature of




English (and languages.inugEQeral), and the strafegy em—
pidyed by the hapless'learﬁer should probably be commended.
An aspect of interlanguage which needs mentioning is -~
the phenomenon of fossilization. This term reférs to the
congealing of an item, rule,.or Subsystem of the IL, thereby
.becomingumo;e or less .a permanent feature of it;7 Fossili-
zation is possibly a function_pf.somé aspect of the IL mov-
ing from the. learner's short—tefmﬂmemory to the long—term,
since fossilized items seem so impervibus to change. Once
. an item or structure has becomé fossilized, it becomes very
_ difficult for the learner ® make progress with”i;,m Selinker
. reports that fossilized items can be corrected out of the IL

8 Whether or not the.

only to reappear at a later time.
. learner will be able to get himself out of the fossilized
rut seems to depend‘on intangible factors, such as apti-
tﬁde, intelligence and motivation. Motivation, in partic-
ular would seem to play a key role. The American working
for an American company and living overseas in a Weétern

- compound will be far less motivaﬁed to work on the finer
points of a foreign lang;age if he only needs that language
fof shopping. ©On the other hand, those who wish to really
integrate themselves into.another-cuiture are much more
willing to invest their time and-energy in eliminating the
differences between their IL and the TL.

We have thus far been considering what may be called

"competence errors". By that we mean errors that are caused
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by the learner's imperfect system of internalized rules.

of the TL and their exceptions, or his application of the -
rules is somehow faulty. Either way,.competence errors are
those which could not be corrected by the learner alone.

One other kind of mistake can be said to be due to faulty
competence:  cases where the learner "knows" the rule but
consistently fails to apply it. He may regard the correction
as unnecessary as long as the form can be understood, or
again, ;elating to motivation, he may feel the effort to be
invested in the correction process is just not worth it. By
continual use then, the pattern becomes fossilized. Fossi-
lized errors should be considered errors of competence, be-
cause of the high probability that the learner will be-
unéble to eliminate them by himself.

Besides competence errors, there are also errors of per-
formaﬁce, or as Corder calls them, errors of carelessness,
Performance errors ére those which students -- and native
speakers -- are apt to make through carelessness, yet are
able to correct by themsglves. They know the ruleland they
are willing to apply it, but for some reason, perhaps
fatigue or indifference, have failed to do so at the moment.
Sanetimes they repair the utterance immediateély, other times
it takes a rereading of something written or a rehearing
of something spoken. But once aware of the mistake, the

learner does not need an outside source to guide his correc-

tion.
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We have had an overview of -errors: where they come
  £ | from, their function for the learner, and some different
kinds. "As we approach the problém of correction by the
:' ;§u' ‘“teachér, we will see that the picture shifts a little, that
we must change:our focus a bit. Should teachers correct
learners' errors? In the audio-lingual heyday of language-
as-habit, the answer was an unqualifiéd "yés". Bad-hébits
were to be nipped in their erroneous buds. As more and more
research in EA revealed, howéver; most teacher porrection
~had little effect on eliminating errors, and could 'some-
‘
times be seen to have an inhibiting effect on students'
attempts at meaningful communication. Some theorists

began to feel that the erronecus zone should be left alone.

- Most theorists and teachers, however, have staked out. a

position between these extremes and have chosen to correct

certain kinds, but not all, of the errors students make.

Shifting our focus, then, let us mention some of the factors
to be considered in deciding which error to correct. -/

Burt and Kiparsky (1972) made a distinction -fundamental
to thfé problem when they pointed out that certain errors
ﬁhey labeled these "global"™) affected the sentence as a whole,
whereas others. (called "local") affected only a fraction of

the sentence. A global error impaired communication while

a local error could be readily understood by an N5. Olsson

© {1972) also distinguished errors along these lines: her
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"semantic" and "syntactic" categories of errors correspond

to Burt's "global" and "local“_10

Almost all theorists agree that global errors, which

: > hinder comprehension, should be dealt with in some manner.

This may not be as easy as it sounds, especially since
there is a qood chance that the teacher was unable to in-
terpret what the student meant.

Having said that global errors should be dealt with,
we are left with the problem of what to do with the local
errors. Students say they want talbe corrected (Cathcart
and Olsen, 1976). But can teachers correct everything?
Certainly they shouldn't. Such a policy would be uneconomi-
cal timewise, and stifling in terms of communication. . None-
theless, certain local errors occur in.class which should
be given special considération by the teacher. Among these,
high 6n the list, are errors which are pedagogically rele~-
vant to the focus of the lesson. Even minor errors of this
type can be corrected with a-view towards preventioﬁ of
possible future problems. Teachers should also keep in
mind the studies by Johansson11 showing that certain student
errors, although easily understood, tend to irritate the NS
more than others. This kind of stigmatizing error may cause
the NS to "turn off and tune out" or to regard the learner
as uneducated or lazy. Correction of this type of error,
accompanied by an explanation of why the correction is nec-

essary, is generally considered to be appropriate. The
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~ teacher should also weigh the pros and cons of handling high-"

frequency errors which seem to be headed for fossilization.

In all of the cases just described the teacher must re-

- member that there is a limited amount of class time. That-

time‘shéﬁld not_be spent on errors which don't affect a
1argé segment of the class,or_on“érrors whose correction-
will have a low-probgbility of success, or on explaining
obscure exceptiéns to rules of much wider applicability.
Despite the cut and dried appearance of the foregoing

discussion,tha issues are not all black and white. Teach-

”'ers - -are individuals and will develop their OWN answers
to the problem of which errors to correct, as they should.
Often a student error, even a blatant one, may be the re-
sult of a strategy of ﬁhinking which the teacher recognizes,
and wishes to commend. In such a case, the wise teacher
may be the one who praises the content and resists the

temptation to correct the form.
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IT. APPROACHES: ROLE QOF ERROR CORRECTION

In section one we have looked at what constitutes an
error and what is meant by error cortectién;' We have also
considered the function and sources of errors, and what
some of the considerations we as language teachers need
to look at when we correct. In all of this, we have aimed
at showing why we feel EC is a valid and necessary part of
the learning situation.

Section two begins with an ékplanation of why theré
has been a;switch from contrastive‘aﬁalysis (CA} to the
newly elaborated field of error analysis-(EA); The paper
then describes the attitudes towards EC that are associated
*with the latest approache512 in language teaching. We will
state the assumptions behind these approaches and mention
techniques that are in keeping with the theories these
apprbaches are based on.

If we are to trace the emergence of some of the la-
test approaches, then it .is necessary to go back to the
audio-lingual approach, which had its actual beginnings
during World War II. It was devised so that all four lan-
guage skills (listening, speaking, reading and ﬁritiﬂg)
would be developed sequentially, with the oral skills being
practised extensively before reading and writing were intro-

duced. The approach was seen as a scientific way to learn
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”languages é%d considered t0 be much more valuable for com-
municative skills than its predecessor, the grammar-trans-
lation approach.

In the 1950's the audio-lingual approach was in the
vanguard of language teaching. Because it .was mainly:
concerned With-oral production, ;t'placed major stress on
the empirical.analysis of speech‘data. Errors were part
of the data, but because the approach emphasized avoidance
of errors, a specialiéed system developed to predict and
acdﬁﬁnt for speaker errors. As mentioned in section one,
this was the beginning of contrastive analysis), which is
the "detailed comparison and contrast of the language of
- the learner with the target language“.13

" In the early 1960's, with the emergence of trans-
formational/genefative linguistics and the emphasis on cog-
nition, there was a switch in methodology involving EA.

", ..error analysis follows closely the

psycholinguistic search for an alter-

native to the behaviorist's habit formation .
native involves viewing the learner as one who
interacts activély with the new language, de-
veloping new hypotheses about the structure

of the language he/she is learning as well as
medifying and discarding earlier formed ones.

The claim is that the systematic errors made 14
by the learner provide evidence for this view."

‘Some of the assumptions behind the audio-lingual-
approach are: (a) language is a system of habits and it
is learned behavior; (b) the mind is like a blank tablet

upon which language is engraved through habit-forming
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practices; (c¢) language is primarily oral; (d) second--

language learning is inductive; (e} the emphasis in lan-

guage learning should be on the forms of the language

rather than on meaning; language is looked at as an

arrangement of forms and the learner needs to know how to
15

manipulatelﬁhese forms.
Much of the methodology surrounding this approach is
centered around dialogues, pattern practice, and drills.
It provided for a teacher-centered classroom: the learners
were dependent on him for everythiné.
In the area of EC the role of the teacher was clearly
defined. He was encouraged to eliminate any errors made
by students lest the inappropriate forms become habitual.
A teacher was expected to step in at any time and edit
- mistakes. There were many procedures used for this editing
process, One of the most commoﬁ techniques émployed was to
stop a drill when there was a mistake, model the correct
form and have the student repeat until he was able to come
as close to the teacher'g utterance as possible. Another
technique was to have a member of the class, other than the
teacher, model or repeat the correct utterance. Each learn-

er was expected to get the pattern correct after a certain

amount of repetition and to internalize the linguistic
elements that were presented in the drill,

After the audio-lingual approach there was the




17

. cognitive approach. This approach viewed language learhing

as an activity that involved creative processes rather than

just rote memorization. The aim of the approach is to teach

. language as a system which incorporates grammatical analy-

sis and cognitive exercises.

Errors were still handled through CA. It was only
with the recognition that many errors being made by students

could not be predicted by CA that researchers began to ex-

amine and analyze errors in careful detail.

With the onset of;the 70's language teaching entered
a new era“and eclecticism was viewed as the best way to
approach.teaching. The emphasis shifted from language to
learner, and teachers were encouraged to select techniques
that were best suited to meet the individual needs.of the
learner. The affective side of the learner"could no longer
be neglected.

"...in order to bring together the wﬂole

person in the learning process...we must bas-
ically restructure our approach."l6

~This is exactly what Charles A. Curran did when he developed

the' counseling-learning (CL) approach to education. In this

approach, learning is viewed as a unified, personal and
social experienée for both teacher and learner.

It provides the learner with a feeling of self-worth.
No longerzis the learnér in iseclation or in.competition

with others, but rather he learns in and through the
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community he has become a part of. The physical, emo-
tional, intelle;tual and voluntary functions are still in-
tegrated in learning. CL is self-invested learning. Self=-
ihvestment results in a kind of retention and personal ful-
fillment rather than just sométhing memorized or informa-

tidnal.17

'fhére is little place for rule—folléwed behavior
in this type of approach. |

In the CL approach, the leérning‘process is broken
'aown into.five stages: '“(l) embryonic stage: close
feeling of dependence on the part of the learner; (2) self—
assertion:l student begins to experiment (no correction be-
cause hostility may result); (3) birth: the learner gets
help whenever he/she stumbles if he/she requests it; (4)
adolescent /reversal: the learner is secure iﬁ the target
language; (5) independent: the learner basically functions
alone.” EC can be included in stages four and five be-
cause the learner is in a position‘to handle intervention
from the téééhér.ls

The aésumptions uﬁon which this approach is based are
numerous, but there are certain underlying factors that
must be present if optimal learning is to take place.
Secﬁgity is the fundamentél element: people lé;rn best in
an atmogphere in which they can feel personally secure.

Once we are secure, we enter the learning situation with

an open and free attitude. Through trust we can allow
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' tion and familiar material, This balance is like a fine

.assertion must also be allowed to manifest itself; There

- level in regard to EC? It is clear that teachers who identi-

19

ourselves to be propelled intoc the realm of the unknown and

‘not: be hindered by fear of failure or'judgment by others,

"Security becomes a foundation upon which all other elements

are based."19

There needs to be a strictuﬁéléﬁéé between new informa-

cutting edge'that must be gauged accurately so that the

learner does not escape from self-engagement. - Learner self-

might also. be resistance to knowledge, in which case the’
adult learner might feel self?conscious and fearful of
errors, thereby failing to participate.

Another assumption that CL holds to be an important

part of the learning situation is quiet or reflective time.

A learner needs time to internalize or absorb“ﬁhat is studied

in order for retention to take place. A final factor to be-
considered within the learning situation is to know whether T

or not the student has grasped the importance of accurate

‘discrimination in sounds, meaning and grammatical usage.

Without this ability, a student may reach a point of artifi-
cial competence in which he assumes that something has al-
reédy been mastered when, in fact, it has_not.zo

How do these assumptions translate on the technigue

fy with the assumptions behind CL would at stages four and

five of the learning process provide correction. This would
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only be done at the request of the learner and rarely at
the earlier stages of learning.

It must be emphasized here that all correction should
be given in a non-threatening way by the use of the "under-
standing response‘..'.21 Later on in the learning situation
there might be opportunities for EC to be provided by some-
one else in the community. This can take place when the
teacher passes out of the all-knowing phase. It is safe to
say that EC would not be actively put in operation until a
learner had clearly passed into stage four or five.

A technique that might be used for EC is to have the
teacher stand behind the learner and, at his request, repeat
a sentence or pattern until the learner feels that he has
understood where the problem is. The teacher is to allow the
learner to decide when and if the error has in fact, been
corrected. The teacher avoids the nagging, punitive aspects
of the parent role. "In free conversation, transactions
are adult-adult, with corrections being made in the manner
one might use in supplying a word to a native-speaking
friend who had momentarily forgotten it'.'.22

"...abstracted, intellectualized correc-

tion does not provide the adult language
learner with a 'know-feel' learning situation.
The adult learner should be allowed to strug-
gle toward the target language, just as a
small child does when learning to communicate
in the native language. A direct correction
can be considered to be a rude interference
in adult awareness and it robs the learner of

his/her own identity. As aresult, it can pro-
‘duce anger and hostility."23
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Slightly.before CL surfaced as_anrapproach to language
teaching, anpther approach appeared. This was the Silent
Way, which was developed by Céleb Gattegno. It is based on
fundamentél assumptions about teaching and it attempts to
lead students to.language productlon and 1nduct1ve 1n51ghts
.about the linguistic patterns of the TL. Somelpf-Gattegno s
assumptions about teaching and learning are:

"We are retaining systems- and do not

need to stress memorization as much as

most teachers do...Students must relate

to the new language and practise it to

make it their own;...Teachers must be
concerned with what the students are

doing with themselves rather than with

the language, which is the student's
concern,.,.The ability to repeat immedi-
ately what a speaker has uttered is no .
proof:of retentlon. .Hearing somethlng o -
said several times does not guarantee
retention...Not all learning takes place
here and now; some may well be the outcome
of sleeping on it, It is possible to notice
differences between what one says or thinks
and what others say or think, but only when
one works on oneself do changes happen...
Awareness demands of the teacher that they
know what to do at every moment, facility
demands of the students that they give
themselves to the tasks and practice them...
It is the students' need for facility that
imposes silence upon the teacher."

In the SilentWay, the learner develops an inner cri~
terion of correctneés. It is con51dered wrong to correct
students 1mmed1ately instead of giving them the chance to

work out the problem by themselves because each student is -

capable of correcting his own errors.
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"...if self-correction is reguired in any
case, whether the teacher acts as a model or
not, it seems sensible to use it ideliberately.
Self-correction assumes self-awareness and it
is awareness that is educable...Each student
brings with him his capacity of becoming aware
of his functionings and proves this by.cor-
recting himself,"25

"Students are engaged in a constant series of trial and

error approximations to the language."26

The Silent Way requires that a learner come to utilize

himself fully and strive in every way to achieve personal

objectives,

- "Errors are corrected by the learner,

" who uses for this purpose the system
that he/she has already built inside
him/herself. They are not corrected by
outsiders—~a teacher or parent can only
‘bring to the attention of the learner the
fact that a difference exists between what
'he says and what is said by those around
him. This information then becomes for
the learner a new limit, challenge or ag=
' gression from outside. The learner must
decide, as with any new aggression,
whether and how to work with it."27

Although Gattegno believes that correction comes from
within the individual learner, it is part of the teacher's
concern to indicate to a étﬁdent if a response is wrong and
then the student knows further work on the word or phrase is
needed. If the teacher thinks it is necessary he might ac-
tually show the student where the additional attention
should be placed. For example, the Silent Way makes use
of color-coded charts, which give all possible orthographic

manifestations of phonemes both for instructional and EC
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purposes. Teaéhersfﬁéy indicate problems by using a
pointer to tap out correct sounds on the color charts and
they may even have a student come up to the chart and tap

out the sounds individually;, if.thefé.is{a_problem with

pronunciation, There is no répetition fbr the purpose of‘
habit formation in the absence of méaning; but repetition
may be used as a technique for corfecting.erroré.' Mény
times the teacher can depend on the other learners £6 help

with correction because students frequently learn from each

other,

The Silent Way rejects any idealthat might try to
protect a student from making a mistake. Errors are a
built-in part of the language acquisition process, and éach
learner will WO;k through his own‘errors giventhe right |
space and time factor. |

The basic difference in the handling of errors be-

tween a Silent Way teacher and others is that (1) there'is

very little positive feedback in the'sengé of telling the
student that the response .is "right" or'gdod; (2) the teach-
er's reaction to mistakes is matter;of—fact and students
are made to feel that thé*wrong response is not being correc- S
téd but is being accepted and workedrwith; and (3) the‘teacher |
learns the stﬁdenté at the same time the étudents learn the

28

language. It must be remembered that this approach is

called the Silent Way because of the necessity, as Gattegno




24

sees it, for silence on the part of the teacher. A complex
system of hand and head gestures replaces many of the ver-
balisms used in other approaches. The teacher's silence
.allows the students the space they need for generating the
TL.

B Aé language teachers continue to pursue humanistic
‘approaches to learning, another rather avant-garde theory
must be cpnsidered. Suggestopedia (Suggestology) is an
approach which originated in Bulgaria under the direction
of physicién and psychotherapist Georgi Lozanov. It was
.dgveloped in the early @Q's and has gained a lot of atten=

29 It is an instructor-

tion in other areas of training.
based classroom instructional technology borrowing from.
traditional instructional methodology, relaxation technigques,
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Zen breathing, music therapy and spaced repetition.’ The

authority of the teacher is é key factor for the success of
this approach.

Instruction under the Lozanov. approach consists of
three phases: (1) presentation of new material in the TL;
(2) review of previously learned material; and (3) relaxa-
tion cycle, which consicsts of an active portion emphasizing
concentration on‘an.eXterhal object (such as a printed text)
and the passive portion where the learner tries to concen-

‘trate on the music rather than the material.
"...Lozanov believes we are all capable of accumulat-

ing cognitive information faster, more easily, more directly
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and with greater precision than. has been traditiocnally

assumed. Each of us has worked out a set of defence me-

chanisms -- perceptual screens, really -- which protect

us from the 'blooming buzz' of the unscreened envi--ronment".32
Lozanov further states that we have anti-suggestive

_bérriers inside each of usjihét prevent us from mastering |

aﬁythipg“ye might attempt ﬁo learn. We need to overcome
these barriers, aéd language teachers can assist us in this
by taking these barriers into account When designiﬁg iessons.
They can bring instruction into harmony with these barriers.
At the moﬁentthere is not enough meaningful‘research
surrounding; Suggestology, ieas£ of all in the area of
errof correction, It seems, though, that because the author-
ity of the teacher is such a vital part of the process, per-

haps some type of direct feedback might be given to the

learner in the way of correction.
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TII. ANECDOTES: WHO? WHY? WHAT? WHEN? HOW?

The probiems and issues associated with errors and
their treatment, which were examined in section one, and
the ianguage teaching philosophies put forth in section
two must now be loéked at in relation to each other. We
must see if any single approach from section two can fit
together with the.issues raiséd in section one, to form a
harmonious whole. The pﬁrpose of section three, then, is
to examine the writers' experiences‘as teachers and see if
there'ién't a socio-cultural dimension to EC that must be
‘considered - by the teacher, a dimension which is minimized as
an issue both in EC literature and in some of the latest

teaching approaches.

To_organize!this section, it will be divided into
five parts under question word headings. Part I is Who:
that is, who the students are that the writers are dealing
with. Part II is why: why were these learners chosen to be
looked.at? The third part, What, refers back to the con-
cépts in£roduced in the first section of the paper: what
kinds of error should be corrected amdwhat should be allowed
to pass? Part IV answers the guestion, "When should errors
be dealt with?" How the writers handle'errors in the

classroom is the subject of Part V. The approach to these
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guestions is -anecdotal; based on the trial and error of

classroom experience,

PART YI: WHO?

Who are the learners to be looked at? The two ‘broad .
groups the authors would like to examine afe'Middle Eastern
and th_Egstefn students.‘The authors' experience with
Middie'Easternefs includeé four yeérs of teaching ih Saudi
-Arabia, four years of Iranians in classes in the English
panquagé Services Institute,in‘the United States, a semester
Wiﬁh Algerians in Algeria, and a good deal of contact with
| othe; Middle Eastern nationalities (Kuwaitis, Qataris, |
Libyané) in mixed classes in the USA.

_As for experience with Far Easterners; the writers
spent three years as English teachers ih Souﬁh Korea. In
the US, they have_taught ESL courses to homogeneous groups
of Japanese and to mixed classes containing various other
-Southeast Asian nationals. It is their very different ex-
periences interacting with these two.groups of iearners
that account forﬂthe evolution of their EC techniques. ‘The

anecdotes that will be mentioned will lend credibility to

the techniques that will be presented.

PART II: WHY?
The authors have decided to focus attention on error
correction techniques with Middle Easterners and Far Eastern-

ers for two reasons: (a) personal experiences with these

b
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groups have enabled the writers to examine how culture plays
a significant role in the langﬁage learning process of these
groups, and (b) the differences in culture between these
groups are distinct enough for the writers to make some
broad-based generalizations concerning EC techhiqueS-that

- teachers could employ when working with nationals from these
groups. These two diversified éroups illustrate the fact
that cultural attitudes must be taken into consideratioﬁ
when correcting errors.

As wé begin to look at some of the cultural variances
between the groups, the reader is reminded that these im-
pressions are strictly personal and therefore, somewhat
limited. The contexts of all situations.cited must like-
wiséube kept in.mind. The writers realize that individualism
prevails ih‘ali situations, especially in classrooms, and
that perceptions of others' cultural characteristics can be
stereotyping at its worst. 1In spite of this, it is essen-
tial to this paper to maké specific references to the ﬁost ob-
vious cultural traits that the writers 'and other researchers
as well have come tolascribe to these groups.

One of the fundamental cultural differences between a
Middle Easterner and a Far Easterner is the way in which they
protect their self-esteem or pride in a learning situation.
For the Far Eastern student, "face-saving" strategies are

-~ of a non-confrontational nature. If, for example, a Korean
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or a Japanese student omlts a deflnlte artlcle when. speaklng
and a teacher p01nts out the mistake, rarely will the student
overtly challenge the teacher's correction. The student
‘might‘question the validity of the cbrrection, but it will

be done in private.

A Middle Easterner, howevér, employs "face-saving"
strategiés~that are of a confrontational na_ture.34 In an
exercise in Which-the students had to complete a set of
sentences by adding an adverb of frequency, a Saudi student
in the wrifer's class complétéd the sentence "I tell a lie"
as follows: "I ﬁever tell a lie". . When questioned about
the p;obabiiiﬁf of a person never telling a lie, the student
insisted he never did. Regardless of the possible diffgrén#
ces between the English "never" and the Arabic translatlon,
the 1nc1dent illustrates the unwillingness of that Saudi (in
that situation, at least) to admit faliibility.

In 1ine with the non—confrontational attitude of a
Korean o?la Japanese, these students also employ avoiaance
tactics to get around a particular element of the TL that
they might.be feeling insécure about. An example of this
tactic was noEiced by one researcher with Japanese students_
“avoidingf tﬁé‘use of relative clauses in compositions.,35
Rather than‘make a mistake with the clause the students
were apparently choosing to use two distinct sentences to

get the idea across. This, of course, circumvented the prob-

lem. Teachers need to be aware of this and not assume that

'
1
5.
i
!




30

the student has simply chosen an alternative form. Many‘-“
times this avoidance illustrates a lack of competence on
the part of the learner.

Middle Easterners on the other hand, seldom use
avoidance tactics.36 They tend to be over-confident aﬁd
ﬁnafréid to experiment with any new form of the language.’
Many times, this type of student has notAfully mastered the
new material but a strong self-assurance enables him to at-
tempt it anyway. Verbal accuracy is not as important to the
Middle Eastern student as it is to a Korean or a Japanese.37

There seems to be an overall difference in tempera—'
ment between the two groups. The Koreans and.Japanese tena
to be much more reserved and unobtrusive in a classroom-
situation whereas, the Saudis or Iranians aré usually gre-
ga?ious and oftentiﬂés.even assertive. In tﬁe earliest
stages of language learning, a Far Eastern student demon-
strates steadfast patience which enables hiﬁ to function
well while seeking to understand the new information that
is being put fdrth. These learners have a need for accu-
racy and continuity when learning English and most of them
approach the learning process in a very systematized way.

For the Saudi or Iranian continuity is not élways an
essential element in the overall process. These students
can function more easily in a less structured sifuation. |

They don't have as great a need for accuracy as other
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students and they are more at ease with émbiguities. i
Although both groups clamor for direct, immediate i

correction from the teache.r,38

the cultural elements under-
-lying this are very different. Many times an Arab student
asks for correction because he believes that this is good -

- form, and it.is what thenfeachemwexpects. In actual-fact,

they temdto reject a lot of negative feedback as.simply the

concerns of an over-zealous teacher. This perhaps stems
39

from the situation with Arabic, called diglossia. Diglos-—
sia is the‘eXistence of two forms of one language operating
in a society: an everyday language used by the people for
ordinafy conversation, and a highly codified formal version
used by Ehé media or in literary circles;:'The.language*of
everyday use. is. believed to have no "grammar". Transferring
this concept to English, many Arab students‘tend to feel that
emphasizing grammatical accuracy in spoken. language is un-.
necessary. Diglossia in Arabic may also account for another
positive guality most teachers note in Arab students: their
ability to handle a high level of ambiguity when;engaged in
conveisation. | o

‘These are only. a few of the cultural differences the

authors have noted and worked with;.-There are others that
could be cited but here the concefh.is with those: that have

been of consequence in the classroom.
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PART IITXI: WHAT?

To come to grips with whét kinds of error to correct,
various factors must be kept in mind. Besides linguistic
considerations, which will be discussed in a moment, there
are the cultural characteristics mentioned above., It did
not take long for the authoré to realize that the reserved
Koreans and Japanese prefer the security of an accurate
utterance to the fluency §f-a possibly inaccurate one. Sau—
dis, on the other hand, with an NL background which is
verbally extroverted, value fluency above other language?‘
skills. The following exchange (between friends who happened
to meet on the street) was related by a Korean student of
low-intermediate level. Carefully constructing the senten-
ces as he spoke, he said, "I met Mr. XKim on Chilsong Street
by accident. ‘'Where are you going?' I agked. 'To the bank,’
he replied." The precision and care with which the student
spoke, traits rarely exhibited by the more exuberant Middle
Easterners, should be commended, and the "error" of a wrong
registér ignored, at leas# for a while. In a case such as
this, certainly correction from the teacher would have an

inhibiting effect and should be postponed until the student:

demonstrates by increased fluency, the confidence to generate
this kind of simple exchange more rapidly.

Arab students seem to delight in being extremely ver-

bal. Even at the early stages of learning they develop a
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fluency that easily surpasses their Far Eastern counter-

{E'
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parts. - Unfortunately, this overall Competency is not matched
by grammatical accuracy. Teachers are often surprised to see

-just how inaccurate the communicatively competent speech of
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Arab students is. Just as it is unwise to do anything

that would.inhibit the development of fluency for a Korean

S student, it would also-be unwise to ignore a Saudi‘'s con-

stantly repeaté@ errors (even if < understandable) through

which an undesirable image of the student may be projected.

To return to the guestion of which errors to correct,

the writers feel that part of the answer depends on cultural

factors inherent in the learners. This-may introduce an -

element of inconsistency in the treatment of errors “in the

classroom, especially in a group of mixed nationalities.
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Fahselow and.others have noted this inconsistency but do
'!i : not generally consider it a problem. In EC it is accept—
able to use (to paraphrase a popular saying) "different
corrective strokes for different cultural folks".

With that caveatyalgt's go back to the first section
of the paper to take a lock again at Burt and Kiparsky's

global and local (or semantic and syntactic) errors:" The:

Saudi student who said, "We were too late for making the
plane", when he meant, "We were very late but (just) made
the plane", committed a~glbba1,error. The person hearing

the utterance assumes that because the student was too late
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he missed the plane. - Thus, the correct meaning was not com-
municated. The studentr's ﬁtterance may be seen to stem
from a few sources. In everyday Arabic, first, there is no
distinction between words like "too" and "very". And stu-
dents hearing short utterances by native speakers such as,
"I'm too busy today" and "We're very happy about that" are
liable to cross-associatet the quantifiers,. and not under-
stand the implication of one student saying about another,
"He's too smart”.

- By cdntrast the Korean or Japanese who attempts sen-
tences with the_“t&o...to...“ structure rarely makes a
semantic error doing so. There is no equivalent structure
in Korean or Japanese and a sentence such as, "It's too-hot
to play footbhall" is translated into Korean as something
like, "Because it's hot, I'm not playing football". So
the idea of not being able to do something because of some
condition is transferred from their native language as they
learn the "too...to..." péttern. On the negative sidé”of
the coin for the Far Easterners is the fact that because
neither "too...to..." nor any similar structure exists in
their own tongque, it will take them far longer to incqrpor—
ate it into their English repertoire, and it becomes a ¥ic-
tim of avoidance strategy until they do,

Globél errors must be dealt with in the classroom, but

these are not the only ones. What can be done about the
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myriéd of local errors the teacher faces#é%ery:éé§? Stu-
dents say.[could they be making a global error here?) they
‘want to be corrected (Cathcart Oiéen, 1976). Although

; teachers can't correct éveryﬁhing,'certain guidelines can be

followed to help determine which errors can be wisely handled.

For example, the importance and freguency of the error must'
be kept in mind. A careless mistake with a form which the
student generally says correctly need not be repaired, but
constant omission of the COPﬁla by the Arabs cries out for

treatment. Similarly, the confusing of pronouns by Koreans

as in, "My wife, he...", could be a source of acute embar-
rassment for the speaker. Strategies of monitoring one's
& speech for this kind of error can be practised in class.-

-Teachers must also remember that ﬁhere is a limited

amount of class time, and that time belongs to the students.

R e i e e i g et T e L L,

.ﬁi - If in a class of European and South American learners there’
is one Saudi who never distinguishes between the /p/ and /b/
phohémes, it is unfair to the ciass as a whole to speﬁd mere
than a little time on that. With a whole class of Saudis

g, consistently confusing /p/dand /b/ the teacher can spend more
time on it._ But~the teacher should be aware that this kind
of prohunciﬁfiqn problem is not easily erased, and should

not expect success the first time dealing with it. The prob-

léms' the Japanese have with /l/vand/r/ presént similar dif-

ficulties. For a teacher dealing with these problems for

the first time, just giving the students awareness that there
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is a problem and that they must work on itrgrédually is
sufficient.

There is one more time-related guideline that can be
of use to teachers when deciding what to do with errors.

It caﬁ be illustrated by the following anecdcte, When an
Iranian student referred to the man prepariné the food as

the "cooker", the writer corrected it to "cook“.42f Asked
how it was that the verb form could be used as the agent,

the teacher gave the "rule" that sometimes in English the
verb form could be used ﬁnchanged as the agent of the

action. Trying to summon up a few other examples, he
could‘only think of two: "rebel" and "convertf. Not only
were these.wofds beyvond the level of the student in question,
but the verb form did change (in pronunciation) when used to
mean~thé agent. The problem was that the writer had formula-
ted a "rule" of such ;imited applicability as to be useless
to the student. More appropriately he should have told the
studggt that the "cooker" was an example of good thinking
E€ince it followed a rule of broad applicability),but an ex-
ception to the "er"—as—agént rule.

Besides the above considerations, teachers.should
correct certain errorsg that in another context they might
ignore: errors, even minor ones, that are directly rélevant
to the pedagogical focus of the lesson.43 Saudis and Iran-
ians, due to interferénce from their native languages, tend

to use the redundant object in relative clauses. Sentences
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gxﬂras:ﬂl can't find the book that I bought it .yesterday" are
common for intermediate level Middle Easterners. During a
classfof free conversation, just to take this sentence and
locateSthe error for the student's consideration would take

more time and effort than it is workh.. But when the sub-:

ject of the lesson is the formatlon of relative clauses,'
not to deal with this kind of error would be doing an injus- 3
tice to the students. -

Such are the factbrs to be borne in mind when faced
~with the problem oflwhat_types.of errors should be cor- 7 : gﬂ
rected.44 With a. moderate amount of pre-class planning and ~-ij=‘ P
a generous sprinkling of post—claéé.reflection, these con- - |
siderafions, perhaps confusing at first ¢lance, soon beéome

part of an automatic, overall approach to errors.

BART IV: WHEN?

Suppose theﬁ, the teacher has articulated for himself
1? the kinds of errors té be handled in class. The next_iséue
is when to deal with them.  Again, anﬁapparently étraight—‘
forward issue can become compllcated if handled without re-
spect for the errors being made and the learners maklng them. ) [f

it is the writer's experience that errors should not. S
45 :

be corrected during the first few hours with a new class.
Except in rare cases, a new class means new errors. The

teacher should mentally take note of the errors he is hear-

ing and establish their frequency. In this way, he will avoid
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spending needless class time trying to eliminate the care- .
less performance error that would probably not-be maﬁe again
anyway. Saving that errors should not be corrected does

not mean the teacher must accept all utterances made by the
students. Even during the process of getting to know a new
class and its weak areas, simply accepting a student's in-
comp;ehensible utterance as if it were perfectly clear 'is

as unfair to the learner as it wouid be impolite ﬁo a native
speaker. |

In addition to noting the frequency of errors, it
is also very helpful to determine their causes. The nature
of ££e correction depends very much on whether the soﬁrce
of the error is interference from the NIL, cross—associa?ion
of forms presented, defective analogous thinking on the part
of the student, an ambiguous source, or some combination of
these. And the chollary to this, that knowing the source
of'the.error is a good way to facilitate its correction is
equally true. _

Another benefit of poetponing the formal handling of
errors until after a rappert is established is to create an
atmosphere of securltyln class The need for security has
been a focus for many approaches ever since the awareness of
the 1mportance of the learner s affective side emerged
While many modern educatlonal theorists regonlze this need

they seem reluctant to acknowledge that the concéept of

security may be culture-bound. Do Koreans and Iranians feel
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"secure" in the same way and in the same kind of atmosphere?

The writers agree that there is a definite need for security
in the“cigss, but they feel that the kind of‘aﬁmosphere-that
repre;ents hinges on the backgrounds of the stuaents in-
volved.. . .
Ha&ing thus allowed‘égeriod?of adjustment to the
learners and fheir efrors, wﬁen the time comes to begin treat-
ing the mistakes, the teacﬁer stililfaceSHSOme decisions on
when to give feedback. An indisputable point is that the
student who is speaking should not be ihterrupted for a cor-’
rection. Does that sound basic? Maybe, but it is the
authors’ experiénce that most teachers, even experienced
ones( can be found interrupting students from time to time.
More frequent than that, however, are the céées of other
students jumping in and blurting out the corrected form.
(In this respect,rthe spontaneity of the Saudis and other
Arabs, may become a 1iability.) Everyone in the room must
be made to realize thatrinterrupting another is both impo-
lite ané pedagogically harmful. The létter point was proved
when_;eggarchers found thét lggrneré“errors could be de=
creased by NOT correcting, simply by allowing enough time .

(for example, five to ten seconds) for the student to re-

pair the utterance himself.

Continuing in this negative wvein, another time not to

corredtiis-when a normally quiet student summons up suffi-:
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Any negative feedback which might have the effect of dis-
couraging this kind of student from further attempts at
communication should be avoided. As mentioned in section
one, interlanguage is the system of laws and rules approxi-

- mating the TL, internalized by the learner, and used to

express himself in the TL. Observers concur that IL is
dynamic, that the student is constantly‘reformulating its
laws in his own mind, according to the feedback he receives,

Furthermore, it has been noticed that many errors in a stu-

dent's intérlanguage seem to disappear by themselves whether

or not they are corrected by the teacher. {(The fossilized

errors do not disappear and become a more or less permanent
fixture of the IL.) So, it is argued, don't'worry about most
errors because they will self-destruct sooner or later.46

The argument seems spurious. If the learner needs
feedback to reformulate his ideas of the workings of the
TL, isn't the teacher in the best position to provide that

feedback? The important thing is for the teacher to de-

velop an awareness of when the learner is at the point where

his interlanguage can tolérate the feedback. ‘A teacher who

can do this will be able to avoid the kind of situation in

which the students are bombarded with so many corrections

that they turn off and tune out.

PART V: HOW?

Having considered the issues of kinds of errors to be
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‘treated and the appropriate times to deal with them, another
perhaps more crucial problem now faces the teacher: How
does he handle the mistakes deemed impoftant enough to war=
rant correction? In.the final part of this paper, ECltebh-
niques evolved by the Writers%T—will be put forth for con-
sidefation.--Before we get'into the techniques themselveé}

a word needs.to be said about the purpose of EC. A curi-
ous situation has arisen from the general: acceptance of the
validity of the -cognitive approach's recognition that learn-
€rs continually refineathéir knowledge of the TI. by means
of the feedback they receive as they test that knowledge.
Everybody accepté the need for feedback, yet not everybody
is as tolerant towards correction. Disregarding the differ-
ences between the terms (the semantic neutfality of. "feed-
back"™ vs. the aggressive connotation of "correction"), it
seems clear that when the learner is at the point where "feed-
back" can be internalized, it should be given, If the
student is ready to refine :ules,receive an explanation of
why his utterance was inappropriate, discover how it should
- be.changed, andalearnmqthe; ways the new rule works in the
TL, it would be much more beneficial to him than a simple,

non-judgmental sign that the utterance was somehOw. wrong..

The writers feel that the purpose of EC is more than

eliciting a short-term response from the student. © It
should be to aid the learner in storing this "new" infor-

mation in the long-term memory. Only by doing-this can
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- learners incorporate the corrected form into their IL.,
There are two sides to EC techniques: the form and

the content. Although ih practice they cannot be separated,

for the purpose of clarity they will be discussed separately

here. Some aspects of the form, by which is meant the atti-

tudes the teacher projects about the student, the erfor,'and

the correction, will be looked at first.
Keeping in mind the positive role errors play in lan-
guage learning, the teacher must exhibit a supportive atti-

tude before correcting léarners. For a semantically inaccu-

rate but syntactically deviant response, the teacher can be-
gin by saYing something like, "Yes, okay, good. Good answer.
But the grammar needs some work." This kind of phrase has
"75 the advantage of unambiguously telling the student that

| the content of the answer was understood and it was right;
but there was a grammar mistake. Similarly, in the example
cited earlier in this paper of the Iranian who said "cooker”
instead of "cook", the teacher can encourage the student's
strategy of forming the agent by adding "er" to the verb,
with some positive feedb;ck like, "Good thinking. That's

an example of goed thinking because English verbs can usu-

ally be made into the agent by the addition of 'er'. But
in this case 'cook' is the exception.” In this way the
teacher communicates to the students that their successes

are understood and appreciated before their weaknesses are

comnmented on.
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The aim of introducing corrections in a supportive way : i

is to set up an ;£mosphere of security in the class. Only V
in a secure atiiosphere will students feel free to venture out
and test their kndwledge-of the TL. This is true enough of
~ Japanese and Korean ESL learners, who-génefaily lack the flu-
_ency to be confidént'with”the TL. But Miédlé ﬁésterners do
not generally.suffe; from thfé kind of diffidence. As the
'writefs see it, the purpose of éstablishing security in a
class of -Saudis is to allow them £o accept the teacher as
"knower" and to accept-what the knower knowé about the TL.
Thé'teacher.knows, for example, that a Saudi's disregard
for gnﬂmﬁtﬂxd_ accuracy can put the.studeht at a social dis-
ad?antage. VSometimes, however, the studenthéan not appre-—
ciate this. Diglossia in their NL makes'itm%ery'difficuit
for Saudis to accept the fact that "He don't”play football"
is not perfectly acceptable, but still needs some work.
There must be aucertain”amount of trust for these students
to believe that the teacher is not being overly fastidious,
that in fact, the teacher has the welfare of the student in
mind. ‘One strategy to helb thé Student understand ‘is to talk
about the socio-linguistic aspects of language. - If a learner
realizes that a fragmenééd‘bf ungrammatical utterance in the
“TL may alienate him from native speakers, séﬁé”headway can
be made in the area of EC.

' The decision of whether or not a certain form is cor-.

rect cannot be given over to a student who may be confused
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by an erroneous analogy with a diglossic situation in his
NL. Even under the guise of letting learners proceed at
their own pace,_it seems an abandonment of our dutigs as
teachers to hold students completely responsible for editing
_their OWIl errors. - B
Another way of fostering an atmosphere in which errors
become naﬁurai to the learning situation is to usé‘humor in
the feedback. For ekample, a humorous way to deal with errors
in something recently explained in ciass is to have the
erring student go through a dialogue greatly exaggerating the
nature of the peccadillo-and promising never to make that
mistake again. In a case where the student has once again
failea'to use the auxiliary ("Where you go yesterday?"”), the
following previoﬁsly memorized dialogue must be said: -
S. I'm very sorry, dear teacher, for
making that mistake. You've explained
the rule to us many times.
T. Weil, nobody's perfect.
S. But we must try to bei I promise
NEVER to forget to use DO, DOES or DID
.again.
~T. And I will try to help you.
S. Thank you, kind teacher.48
An approach that uses humor makes a clear point'in a
way that studeﬁts and teachers can enjoy togetherﬁand thus
defuses any tension in the situation.

When bringing a student's attention to an inappropriate

form somewheie in the middle of an utterance, an effective
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way to insure that the correction has a chance of moving

into the student's long-term memory is to be clear about ;ﬂ
what should be amendedand, at the same time, subtle: don't

give £he correct form; give a way to discover that form by

S g - e e

lwhichufhe student will be ablé to cﬁe.himself the next time.
A final cautionary note about the teacher's attitude
towards the aﬁplicabiiity of the rules he or;shé ¢a§£s“be“
fore the learners: be prudent in the_uée of such abéolutes
as "always" and "never", Both students and.textbboks seem
to take certain perverse pleasure in undermining the credi-
bility of teachérs"ﬁho are foolish enough to begin explain-
ing‘a rule with a phrase-such.as, "In English you never
find..;f;' The exceptions to that rule NEVER spring into a
student's mind as fast. -
With those words on the medium of the message, let us
look at some actual ﬁessages: techniques that have proven
successful in the ;1assroom. We must begin.with'some ways
to let the student know thap he has used an inappropriate
form;ﬂj(We are not, of courée; considering the‘cases in
whichlﬁhe teacher chooses to ignore the errér.)_ This can
beléoné-in various ways, depending on the natufe 6f the
feedback. Again, if the utterance was correct in some way
it is wise to begin with some positive feedback. fGoodﬁ
answer, bad grammar", is a concise way of convéyiﬁé'tb the
student that he was at least semantically correct. "Good

sentence, but that doesn't answer my guestion", tells a
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student that the'grammar of the utterance was acceptable.
(This may be significant for the student who was.testing an
IL hypothesis with his answer.) These simple sentences
offer more than matter-of-fact feedback to the student.
They give a sense of how his answer was wrong as well as a
sense of achievement at having succeeded in some way.

In a cése where the student's utterance is both seman-
tically aﬁd syntac£icélly wrong and the teacher cannot
readily understand how it was generated, the best course of
action is for the teacher to repeat the utterance prefaced
by, "Did you say...?" By doing this the teacher communicates
to the student that the utterance was heard correctly. As
a nexﬁ'step, the teacher must let the student know thatf al—-
though heard, the utterance was not understood.

Once there has been an indication of an uracceptable
form, the prbblem'is efficient location of that form. Of
course, for the student to get maximum benefit out.of the
feedback he should be allowed time to repair the utterance
alone., If students are abie to do this, they are on the
way to learning the value of monitoring their own speech.
Presuming they are unable to do so and further feedback from
the teacher is required, what are the options open to the
teacher? These have been enumerated in Chaudron (1977).
More appropriate to our purposes, however, was the study
by Cathcart and Olsen in which they evaluated thirtéen.

common reactions to learner errors. Seven of these reactions




47

centered on locating the error for the students. Interest-

ingly enough,,when asked to rate these "corrections", the

three most "useful" corrections chosen by the students were
ones in which the teacher spoonfed the answer to them. The

students were thus reguired to do very little thinking. But:

spoonfeeding does not help students avoid the same error next

time.
The error_looked at iﬂ-the.Caﬁhcart and Olsen study
was: "I go to the bank yesterday." .The'three'corrections
preferred by students were, "I went to the bank..."; "Go i

is present, you need past tense"; and "Don't say go, say

went." Experience shows that this kind of correction does

little to help the student attain the feedback. It would
be better to try to impress on the stﬁdent the importance
of morphologically including the time reference:in.the verb -
itself. The sentence, "I go to the bank yesterday®, is am-
biguous insofar as‘it would be difficult for an unbiased
observer who happened on the scene to know-definitalyf
_ ﬁhether the student is tryiﬁg to sayﬁ:“I‘EEEE to the bank
yesterday", or "I go to tﬂe bank every day". The teacher's

approach should reflect this cross-signaling. Instead of

saying, "Your verb is wrong", the time confusion can be

commupicated by asking the student to clarify. A simple

"When?" (rising intonation) indicates there was an error
regarding time. Used for the first time, this technique

needs some follow-up. The sequence often goes like this:
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5. I go to the bank yesterday.

T. When? (rising intonation)

S. " Yesterday.

T.. Oh, not every day?

S. "No, yesterday.

T. Okay. Sorry, what happened yvesterday?
S.' I go to the bank.

T. You go t6 the bénk every day?

S. No,'I went to the bank yesterday.

Despite the extra.time this kinérof technigue takes
until students get used to the cues used by the teacher,
there are many advantages to using it over others: it‘tells
the sﬁudent right away that the problem had to with time and
it reinforces that actions done every day (iteratiwve) and
actions done yesterday (non-iterative, past) must be ex-
pressed by different forms of the verb. By thus establish-
ing categories for the student to assimilate, the chances
of the éorréction's storage in the learner's long-term memory
are greatly increased. |

Qmetimes errors are so endemic to a group of learners
that correcting them at every appearance would take up an
incrdinate amount of class time., The trouble that Saudis
have with the third-person singular present tense "-g"
marker, and the omission of the copula are two examples,
These are performance errors which students can be expected

to edit out of their speech if given the necessary stimulus
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to do so. If the teacher chooses to handle these errors

Hrnstead‘of allowing them, there is a technlque Wthh is
economical in terms of time and effectiveuin terms of show- I
ing the students just how often they are makingfthe mistake.
The teacher can:nut a large number 1 cn the,builetin board

in the classroom and tell the students that #1 is'thefsig—-

nal for a missing verb {to be);‘ Large Number 2 can stand
for the dropplng of the third person 51ngular "-s" marker,

During the flrst few days of these numbers being constantly

+the center .of attention, the students begin to realize the

frequency of the error. This awareness is accompanied by a

v1sual remlnder for them to monitor thelr own speech patterns.
-Qulte a few references have already been made to ways o i;
by which teachers can help students retaln new_lnformatron. :
.Whether the feedback‘fron the teacher will be quickly lost
or retrievable wnen needed can be influenced by the teacher's
ability to deal completely with the error in all its aspects.
By .this is meant the teacher's-ability_torunderstand the

error's source and to furnish a rule which governs the situ-

ation, together with some ‘further examples of the rule. By

way of example, let's look at a common error made by Iranians,

the use of the redundant object pronoun in relative clauses.

‘“In sentences such as, “That 5 the man that I saw hlm yester—
day" 1f the teacher is aware that the student,s NL makes
use of such redundant-pronouns, part of the presentation and &_

practice is affected by this awareness. The teacher might




50

contrast the sentence on the blackboafa as iﬁ should be in
English with it as if would be if it were a literai adaption
of a Farsi structure. The teacher can point out that while
it is good Farsi, it isn't right in Ehglish. Likewise, an-

ticipating & sentence like, "That's the man that I saw him

yvesterday", the teaéher.éhould avoid any practice £hat.ﬁi§ht
inadvertently encburage the students to include the "him".
Fbr.example, the teacher may wish to try some exercises.in
which the students are required to combine the two sentences

into one using a relative clause. But the teacher should

avoid using sentences that include the pronoun rather than

the head noun. This has the effect of dampening the NL inter-

ference with regard to thislpoint, since the utterance,
"That's the man that I saw the man yesterday", would not be
so acceptable even in Farsi.

The point being made here is that the source‘df an
~exror affects the handling of it. It is likely that an ESL
teacher téaching a homogengous group in Iran or Japah wili
know something of the students' NL and will, therefore, be
able to understand errorsjcauéed by interference. It is

much less likely that the average ESL teacher with a mixed

groﬁp in the United States will know“enough of the language
background of the various students in the class to pick up
NL interference errors when theﬁ occur. Teachers can learn
a great deal from the simple technique of asking students

how they came up with a certain response. A student can tell
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the teacher if the problenm is one of interference, or if it

stems from a strategy employed by the studént, which the

teacher may, in fact, want to encourage once understood. The

following incident might help to illustrate the point. In

A N SiS AP A

a class of Japanese students the sentence,. "Unless the paint

is &émpletely dry, do not apply the second doat", appeared

in the text.  The writer asked if everyone understood the
meaning of the COnnector "unless". One student résponded
that'"unless“.meant'"until".' Because the writer was eXxpect—
ing a response along the lines of "'unless' means ;if...not'",
the student's answer puzéled him. ~The student then éointed "
oﬁf‘that_"until" could be substituted for "unless" in the I
sentence, -Acknowledging the 1ogié used by the student, the
teacher explained that "until" connotes time whereas "unless"
connotes some type of condition. |

The correction technigques mentioned above.generally
apply on an individual.levelf between the teacher and an
individual student. However, there are techniques that - ;ﬁ
allow a teacher.to deal with aare than a singié student .
at a time. Two of these Wilebe mentioned bére.49-
One problem which confrbhts the teacher who would like

to gather evidence about which areas to concentrate correc-—

tion on, is how to accumulate data. A good way to do this E
is appointing a "class recorder" to note down mistakes made
by the other students during free conversation classes.

The "recorder" is appointed on a rotating basis, giving
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everyone opportunities to sit back and look at the form of
what is being said. Over a period of weeks, a body of data
is gathered which shows the teacher the.errors which recur
and those that seem to edit themselves out. This technique
also has the advantage of.encouraging students to deﬁelop
skills in monitoring speech.

In order to show students the patterns that errors have

in their IL, students can keep error correction diaries.
Simply by writing down the teacher's feedback on unwanted
forms, each student will be able to see in unegquivocal
tefms the areas that he ﬁeedS-to concentrate on. The dia«
riés can be reviewed periodically by the teacher and the
student. At these sessions, the teacher can offer strategies
to help him eliminate the error, 7

With all of“these techniques, it should be remembered
that the best way for a teacher td work with unwanted forms
is to base a corréction on the evidenée presented by the
error and the awareness of the cultural background of the
speaker. Only by doing this can the teacher anticipate an

effective result.
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SUMRY
The fbcus of this paper hasubeén the treatment.of
errors in the ESL classroom. The authors have tried to
‘make teachers aware of the different types of error they
will be confronted with, and the significance of this
.awareness in terms of wofking effectively with those_errors.
We have looked at somé of the current ESL'apéroaches

_in an attempt to see what‘the assumptions behind thém imply
fbf cléssroom EC. We hayé'tried to inteéréte_thosé assump-
tions with an overview of researchers' recommena&tions of
haw bést to deal with second language learners'.errors, and
with the writers' experiences as teachers,

| An underlying guestion through;the paper has been:
does the cultural background of the learner, his precon-
ditioning and education, have any influence on how errors
should be treatedf The writers have ansWered this guestion
affirmatively.. Experiences with grou?s of widely divergent
culturél’backgrbunds*furnish evidence to support the idea
that.not only in overall approach but also in EC technigues
as well "...no one approach can be expected to produce the
same fésults in ali cases; nor should one approach be used

to the total exclusion of another."58 i
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linguistically deviant forms. "Communicative competencer,
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