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FOREWORD

The 14th Annual Korea TESOL International Conference, was held at 
Sookmyung Women’s University on October 28-29, 2006. Over 1000 interna-
tional attendees traveled to Seoul, South Korea for a weekend of professional 
development focusing on the theme of Advancing ELT: Empowering 
Teachers, Empowering Learners. On offer were three plenary sessions, fea-
turing Dr. Jack Richards, Dr. Nina Spada, and Dr. Andy Curtis. Featured 
speakers totaled nine: Dr. Gillian Wigglesworth, Prof. Chris Candlin, Dr. 
Susan Barduhn, Marc Helgesen, Chris Kennedy, Ritsuko Nikata, Susan 
Stempleski, Dr. Liying Cheng, and Melanie Graham. 

The papers included in this volume include two of our Featured Speakers. 
Susan Barduhn writes about the impetus for teacher development despite its 
inherent challenges, and Andy Curtis presents data relating to a study on a 
cost-benefit analysis of professional development. The remaining papers from 
29 authors fall into six general categories: Technology; Methodologies and 
Techniques; Learner Strategies and Styles; SLA and Applied Linguistics; 
Curriculum and Materials Development; and Professional Development. In 
Technology, we have four papers related to an ELT niche still relevant in the 
current digital age. In Methodologies and Techniques, we have entries on 
games, activities for use with large classes, and grammar tasks. The five pa-
pers on Learner Strategies and Styles range from study abroad to multiple in-
telligences to students taking on the role of teachers. SLA and Applied 
Linguistics comprises four papers, including diverse topics such as inter-
language errors, managing one’s anger, and student expectations. Curriculum 
and Materials Development contains nine papers. Finally, Professional 
Development, a high-interest topic since 2006, consists of four papers, which 
ask readers to reflect on their own state of professional awareness.

From reading these contributions to KOTESOL Proceedings 2006, it is 
truly evident how much time and energy EFL practitioners devote to develop-
ing personally and professionally. A common thread seen throughout is the 
ultimate goal of empowered teachers empowering their students.

It is our pleasure to present to you this long-awaited volume of KOTESOL 
Proceedings 2006 papers. We are especially thankful for the patience of our 
contributors, each of whom anticipated an earlier publication. It is also our 
sincere hope that readers benefit from the results and implications of these 
studies.

Jake Kimball
David E. Shaffer
Supervising Editors 
KOTESOL Proceedings 2006
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What Keeps Teachers Going? What Keeps Teachers 

Developing? 

Susan Barduhn
School for International Training, Brattleboro, Vermont, U.S.A.

ABSTRACT

What helps great teachers persevere in spite of everything? This pa-
per describes how some teachers are solving the everyday challenges of 
our profession. My interest in the question goes beyond mere persever-
ance, however; I also look at teachers who continue to be energized, fas-
cinated and happily, committed to teaching. These are the ones who 
keep going to conferences, keep reading new books on teaching, keep 
learning from other teachers and from their students. What keeps these 
teachers developing - in spite of everything? And what are the im-
plications for teacher education?

INTRODUCTION

Through my long association with IATEFL (International Association of 
Teachers of English as a Foreign Language), I have had the privilege of con-
siderable exposure to teachers’ organizations like KOTESOL, and I have no-
ticed that those who volunteer to serve in teachers’ organizations tend to be 
those teachers who remain passionate and jazzed about teaching. I have long 
had an interest in what it is that makes people do things differently from the 
norm, and so this time I wanted to study people like us.

This paper will cover the following topics:

Why teachers go into teaching
Why teachers drop out
Why teachers stay in the profession
Why teachers not only stay in the profession, but actively keep developing
Implications for teacher education

WHY TEACHERS GO INTO TEACHING

It is possible to consider three categories for why teachers go into teach-
ing: practical or external reasons, personality type, and passion.
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PRACTICAL OR EXTERNAL REASONS

Some of you became teachers because you were good in the subject of 
English, and so you found yourselves encouraged or even channeled into be-
coming teachers of English. In other cases, when parents were also teachers, 
there can be an inclination towards the teaching profession or an expectation 
of following the family career path. For others, it is the only job possible un-
der given circumstances.

PERSONALITY TYPE

What types of personalities are attracted to teaching? Maslach, in her 
book Burnout, the Cost of Caring (2003), states that people who choose the 
helping professions (including nursing, social work, and police work, as well 
as teaching) tend to have high needs for approval, and heightened expect-
ations of ourselves. Nieto, in What Keeps Teachers Going, her 2003 study of 
teachers who remain in the profession in spite of challenging contexts, found 
that the attraction is the opportunity to teach well and know it matters. A re-
lated belief was that teachers could change lives. One of the teachers in the 
inquiry group she formed to gather research for her book stated that teaching 
was “a life’s work that is very, very dignified and very high level because you 
grow every day, you learn every day, and you change people’s lives. And I 
don’t know what else there is” (p. 61).

Some describe it as a vocation, a calling. A 2000 study of nearly 900 
teachers in public and private schools in the U.S. found that an impressive 
865 believed that only those with "a true calling" should be teachers, while 
72% said that what was most important in teaching was contributing to soci-
ety and helping others (Farkas, Johnson, and Folen, 2000).

Ayers (1993), in his book To Teach: The Journey of a Teacher, sums it up:

People are called to teaching because they love children and youth, or 
because they love being with them, watching them open up and grow 
and become more able, more competent, more powerful in the world. 
They may love what happens to themselves when they are with chil-
dren, the ways in which they become their best selves. Or they be-
come teachers because they love the world or some piece of the world 
enough that they want to show that love to others. In either case, peo-
ple teach as an act of construction and reconstruction and as a gift of 
oneself to others. I teach in the hope of making the world a better 
place. (p. 8)

PASSION

Related to a sense of calling is one of passion. We can differentiate be-
tween what passionate teachers are and what passionate teachers do. Fried 
(1995) states that: 

To be a passionate teacher is to be someone in love with a field of 
knowledge, deeply stirred by issues and ideas that challenge our 
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world, drawn to the dilemmas and potentials of the young people who 
come into class each day or captivated by all of these. A passionate 
teacher is a teacher who breaks out of the isolation of a classroom, 
who refuses to submit to apathy or cynicism. I believe that we all 
have it within ourselves to be passionate teachers, and that nothing 
else will quite do the trick. (p. 1)

As for describing what they do, Fried goes on to say that passionate 
teachers organize and focus their passionate interests by getting to the heart 
of their subject and sharing with their students some of what lies there 
the beauty and power that drew them to this field in the first place and that 
has deepened over time as they have learned and experienced more. These 
teachers are able to convey their passion to their students by working as 
partners in learning with them. “As partners, they invite less experienced 
learners to search for knowledge and insightful experiences, and they build 
confidence and competence among students who might otherwise choose to 
sit back and watch their teacher do and say interesting things” (p. 23). 

Intrator and Scribner (2003), in Teaching with Fire: Poetry That 
Sustains the Courage to Teach, describes passion in teaching as he shares the 
recollection of one of the teachers in his study: 

One of the first things I learned when I started college was which 
teachers to take and which to avoid. There are two lists that students 
circulate to each other: teachers with heart and teachers without. 
Teachers with heart are passionate, caring, alive, present, inspiring, 
and real. I am drawn to these teachers because they possess a love for 
what they are teaching and for their students. (p. xxx)

For some teachers, however, this passion is not enough to keep them in 
the profession. The drop out rate amongst teachers is high, with some of the 
reasons being burnout; isolation; and lack of status, respect, and rewards. 

WHY TEACHERS DROP OUT

Even under the best of circumstances, teaching is a demanding job, and 
most teachers do not work under the best of circumstances. The enthusiasm 
and idealism that bring teachers to the profession quickly dissipate for many. 
This is not a new problem: As early as 1963, a study reported that the annual 
net loss of teachers through what was called "teacher dropout" was 8%. A 
look at recent statistics confirms the continuing high rate of teacher turnover: 
About 20% of new teachers leave during the first three years of teaching, and 
the rate has generally increased in the recent past. Even more alarming, the 
schools most affected by teacher dropout are those that could most benefit 
from stability in the teaching force: Researchers have found that nearly half 
of all new teachers in urban public schools quit within five years (Nieto, 
2003; Stinnett, 1970).

Burnout is certainly one significant cause. Burnout is a syndrome of emo-
tional exhaustion, depersonalization, and a reduced sense of personal 
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accomplishment. It culminates in a build-up of negative feelings about our 
students, colleagues, and administration. As motivation decreases and frus-
tration increases, we lose the desire and energy to be creative, developing 
teachers. Physical and emotional stress play on self-esteem as we lose the 
sense of being in charge of our lives. The three sources of burnout are:

Involvement with people
The particular job and its environment
The personal characteristics of those of us who choose the helping 
professions

The burnout syndrome appears to be a response to chronic, everyday 
stress, rather than to occasional crises. Teachers, especially those in less than 
ideal learning environments, often find themselves involved in a continuous 
and limited focus on what their students are NOT able to do. As our view of 
people is affected by their responsiveness to us, if in spite of all efforts to 
make an appreciable difference in someone else’s development as a learner, 
nothing has changed or improved, feelings of personal failure and ineffective-
ness may set in, and it becomes all too easy to blame our students for their 
problems by seeing them as inherently defective, unmotivated, bad or weak 
(Barduhn, 1989; Maslach, 2003).

Isolation is another cause. As will be discussed below, peer support 
amongst colleagues is one of the strongest forces for teachers not only staying 
in the profession, but remaining enthusiastic. The opposite of this is found in 
staff rooms where teachers do not talk to each other, perhaps because of be-
ing on different schedules or the stress of the job. This may occur even when 
the school has teacher development sessions, for one obstacle to true dialogue 
is that many teachers are reluctant to expose to others what they perceive to 
be their shortcomings. If teachers are to develop as intellectuals, having to 
engage in what may be disquieting dialogue is part of the price to be paid 
(Nieto, 2003).

Other reasons for teacher dropout are lack of status, respect, and rewards. 
What Jacques Barzun (1945) said about teaching 70 years ago remains true 
today, at every level of education: “Teaching is not a lost art, but the regard 
for it is a lost tradition” (p. 12). Parker Palmer, the author of The Courage to 
Teach (1998), was the son of two teachers. When he informed his father that 
he had decided to go into teaching, his father was dismayed. When Palmer 
asked him why, he said: 

Throughout history, sons followed in their fathers’ occupational 
footsteps. Sons of carpenters became carpenters. Sons of tailors be-
came tailors. Sons of artists became artists. There was honor in pass-
ing the family trade across generations. The father was honored to 
have the son follow in his stride because society cherished the work of 
the father. But our society and the system I worked in offers only 
lip-service honor false honor. There’s not a lot of honor in the way 
schools work and the way society treats and compensates teachers . . . 
What’s sad is that you come to the job eager to do wonderful things, 
but it’s hard to sustain your heart. If a teacher doesn’t have energy 
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and if a teacher’s heart is not in his work, everybody loses and noth-
ing will get better. (Intrator & Scribner, 2003, p. xxvi)

Palmer’s father went on to say:

We’d better figure out how to get good people into our classrooms 
and then figure out how to keep them fresh and alive. We don’t recog-
nize how hard teaching is on the spirit. We think it’s about little tech-
niques and tricks, but techniques only take you so far. We need teach-
ers who care about kids, who care about what they teach, and who 
can connect with their students. On top of that, they need to have 
faith in the importance of their work. Keeping that faith over time 
hasn’t been easy for me. (p. xxvi)

One of the contributors to Intrator and Scribner’s (2003) publication ex-
presses a similar sentiment: 

I am at a decision-making point. I truly enjoy teaching, but I feel buf-
feted by the public assault on teachers; the strain of dealing with es-
pecially needy students; the day-in, day-out structure of teaching; and 
my own personal development issues. At times I feel drained, unin-
spired, and just plain tired. I’ve considered leaving teaching and in 
fact have taken classes in preparation for a change in career. I want to 
love this job, and there are times that I do. But I’m getting jaded, and 
I’m losing my vim and vigor fast. I came to teaching to be there for 
students, but every memo and missive that comes through my mailbox 
tells me to prep for the test or remind students about how important 
their scores are. Important for whom? Important for the institution, 
maybe. I came to teach students, but that’s feeling harder and harder 
to do. (p. xxxviii)

So what is it that undermines the energy and vitality of teachers? 
Teachers say they feel underappreciated, undermined, overwhelmed, isolated, 
and vulnerable. In the next section, we will look at what factors are sig-
nificant in keeping teachers in the appreciation.

WHY TEACHERS STAY IN THE PROFESSION

In spite of the difficulties, many teachers persevere. The reasons that will 
be presented below are peer support, early rewards, student success, knowing 
that the subject matters, enjoying the intellectual challenge, enjoying the life 
of a teacher, the combination of hope/optimism/faith, empowering experi-
ences working within an educational system, and variety and opportunities 
for risk taking.

PEER SUPPORT

Studies show that turnover among teachers, even under the most difficult 
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conditions, is remarkably lowered when successful peer support exists. The 
people who are best qualified to provide job-related help and support are the 
people on the job your co-workers. Peers can provide help, comfort, in-
sight, comparison, rewards, humor, and escape. Burnout rates are also lower 
when good working relationships with supervisors flourish, and this happens 
when supervisors are able to relate as peers, share personal experiences, and 
sensitize staff to the risk of burnout (Maslach, 2003).

EARLY REWARDS

Some teachers early in their careers receive validation from their in-
stitutions and this proves motivating. Others had been successful as students 
themselves, and thus teaching provides a rewarding environment on its own. 
Some teachers are given early responsibility, such as mentoring a teacher 
even newer to the profession. Being mobile and able to change jobs means 
that some teachers are able to seek out a rewarding context early in their 
careers.

STUDENT SUCCESS

Positive, observable student success is a great motivator for novice 
teachers. Caring teachers are often at the center of student success. We may 
think we are teaching grammar or literature or exam preparation, but studies 
have shown that the amount of success which students experience is less de-
pendent upon the knowledge and experience of the teacher than it is on three 
factors or attitudes: congruence, unconditional positive regard, and empathy 
(Rogers, 1989). 

In 1976, Aspy and Roebuck conducted a major research project to learn 
more about how these qualities actually affected learning. They recorded and 
assessed nearly 3,700 hours of classroom instruction from 550 elementary 
and secondary teachers. They found that students whose teachers were high 
in congruence, positive regard, and empathy missed fewer days at school, had 
increased scores on measures of self-concept, made greater gains on academic 
achievement measures, presented fewer disciplinary problems, were more 
spontaneous, and used higher levels of thinking than students with teachers 
low in these qualities. This is a clear correlation between student success and 
teacher attitude.

KNOWING THAT THE SUBJECT MATTERS

Students know when a subject is of use to them, and many learners (and 
parents) these days recognize the importance to their futures of being an ac-
complished speaker of English. This is certainly not true in all contexts, but 
teachers of students who have a keen desire to learn the subject matter enjoy 
a mutually positive influence. 

INTELLECTUAL CHALLENGE

The first official “graduate tedium index” was published on July 27, 2006, 
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on the U.K. government news network. 

Pollsters interviewed more than 2,000 graduates aged from 21 to 45, 
and found half said they "often feel bored at work." But there were 
big differences in the answers from different professions. The least 
bored were teachers, who made up for modest salaries with great 
work satisfaction. Four out of five said they found the job interesting 
and no two days were the same. (Carvel, 2006)

The poll found 86% of teachers said they enjoyed being involved with 
people, and 64% appreciated the opportunity to use their creativity.

ENJOYING THE LIFE OF A TEACHER

A non-teacher, seeing this title, would perhaps immediately think of the 
long summer vacations that teachers in public sector schools often have, but 
they come at a cost: long days and weekends of planning and responding to 
student work. A member of Nieto’s (2003) inquiry group, when asked what 
advice she would give to a new student teacher, made this reply:

I think I’d say, “Thank you for coming in.” Every day, “Thank you! 
Thank you! Thank you for coming into the Boston public schools! You 
really could be doing other things and make so much more money 
and have much better [working] conditions.: But one thing I said 
when Chris, [her student teacher] was talking about how all the stu-
dent teachers, once they come in here, they’re like, “I don’t have a life 
anymore! I don’t have a life!” And I said, “You know something? This 
IS a life!” You come in, you grow, you learn, it’s never the same, it’s 
always different. You heal, you help, you love. What’s wrong with 
that? Is that a life or is that a life? (pp. 61-62)

HOPE/OPTIMISM/FAITH

In The Dialectic of Freedom, Maxine Greene (1998) writes, “My focal in-
terest is in human freedom, in the capacity to surpass the given and look at 
things as if they could be otherwise” (p. 53). The capacity, in fact, the NEED 
to look at things “as if they could be otherwise” is a good definition of hope. 
Hope explains why many teachers in spite of the hardships and low status 
and working conditions continue to teach. They have an abiding faith in 
the promise of education. For teachers who have remained in teaching for 
more than 20 years, it can well be said that it is because of hope, even 
though this hope is constantly tested. It is also optimism and faith and con-
fidence in trusted colleagues that holds these teachers in the profession.

EMPOWERING EXPERIENCES WORKING WITHIN AN EDUCATIONAL 
SYSTEM

Burnout rates are also lower when good working relationships with super-
visors flourish, and this happens when supervisors are able to relate as peers, 
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share personal experiences, and sensitize staff to the risk of burnout. 
Institutions which do not operate exclusively top-down in their management 
can give opportunities for the staff to share positions of responsibility, which 
gives the teachers opportunities to learn about the operation of the school as 
well as to influence its development. I worked for over ten years at such an 
institution (International House London) and the commitment of the teachers 
to the institution and to its development was indeed powerful.

VARIETY AND OPPORTUNITIES FOR RISK TAKING

I have mentioned variety above in being able to try out multiple roles in 
management and administration. Variety in teaching ages and levels and ma-
terials is also essential for avoiding burnout, as is having opportunities for 
risk taking. “Passionate teachers are always taking risks, and they make at 
least as many mistakes as anybody else (probably more than most). What’s 
different is how they react to their mistakes: They choose to acknowledge and 
learn from them, rather than to ignore or deny them. Thus, they help make 
the classroom a safer place for students to make their own mistakes and 
learn from them” (Fried, 1995, p. 27).

All these factors above in why teachers stay in the profession are 
illuminating. My interest goes further, though, to those teachers who not only 
stay in the profession, but who are devoted to their own professional 
development.

WHY TEACHERS NOT ONLY STAY IN THE PROFESSION, BUT 

ACTIVELY KEEP DEVELOPING

Perhaps another way of saying this is simply persistence. I realized this 
when I was attending a talk about persistence in literacy students who keep 
at it until they are successful. The talk wasn’t about which techniques were 
most effective for achieving success, but looking at the students, and what 
was in their personal make up and experience that made them the ones who 
persisted.

Nothing in the world can take the place of persistence. Talent will not; 
nothing is more common than unsuccessful men with talent. Genius 
will not; unrewarded genius is almost a proverb. Education will not; 
the world is full of educated derelicts. Persistence and determination 
alone are omnipotent. The slogan, "press on" has solved, and always 
will solve, the problems of the human race. 

(Calvin Coolidge, U.S. President)

All of the reasons for why teachers remain in teaching apply, of course, 
but I think we can consider further these topics: growing with colleagues; a 
commitment and joy in lifelong learning; making opportunities for reflection; 
intellectual satisfaction (revisited); respect and belief in our students; and 
congruence, or what might be called presence, during teaching.
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GROWING WITH COLLEAGUES

Some teachers are blessed by working in institutions in which there is 
rapport and support amongst the staff, but those who thrive on learning and 
sharing with colleagues will find or make these opportunities if they don’t ex-
ist at hand. Certainly one reason often cited for teachers accepting volunteer 
leadership in IATEFL is the enjoyment of being part of the IATEFL “family.” 
Sonia Nieto (2003) wrote:

Although most teachers don’t have many school-sanctioned oppor-
tunities to meet with colleagues to prepare classes or talk about the 
latest research or just to try out ideas they’ve been playing with, some 
teachers nevertheless make the time to do these things in other ways. 
In spite of the limited time they have on their hands, some teachers 
join inquiry groups and professional organizations; they attend and 
participate actively in conferences; they present workshops together; 
and, in a myriad of other ways, they demonstrate that collegiality is 
essential for good teaching. For them, having colleagues in whom they 
can trust is one of the ingredients that keeps them in teaching. (p. 58)

In a writing group, mentioned in the same book, the question was posed: 
What do we do for us, to keep our batteries charged, so that we can do our 
best for our students? This question is key, for if we are truly to remain 
growing, developing teachers, the focus must first be on us.

A COMMITMENT AND JOY IN LIFELONG LEARNING

It is at conferences that you will most often find those teachers who are 
not only keen to remain at the cutting edge of their profession, but are often 
the ones doing the cutting through. They may not be the most famous in our 
profession, nor the ones remunerated the best, for it is the joy in learning 
and discovery and development that provides the reward.

MAKING OPPORTUNITIES FOR REFLECTION

“Experience alone, as John Dewey reminds us, is hollow without 
reflection. My own evolution as a teacher might not have resulted in any par-
ticular insights were it not for the ongoing opportunities I’ve had to think 
about my experiences as part of the larger context in which education takes 
place” (Nieto, 2003, p. 9).

Opportunities for reflection enable teachers to apply these constructive ap-
proaches to coping with burnout:

Working smarter instead of working harder
Setting specific, realistic goals rather than noble, abstract ones
Doing the same thing differently, while changing what can be changed
Breaking away, including honoring breaks as time to refresh oneself
Taking things less personally
Accentuating the positive
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"Knowing thyself" (perhaps keeping a daily Stress & Tension Log)
Rest and relaxation techniques
Making a real transition between work and home each day
A life of one’s own
And, when necessary, changing jobs 

  (Maslach, 2003)

INTELLECTUAL SATISFACTION

A famous quotation attributed to Henry Moore is: “The secret of Life is to 
have a task, something you devote your entire life to, something you bring 
everything to ... and the most important thing is it must be something you 
cannot possibly do!” This harkens back to the statement that teachers find no 
two days the same; there are always new challenges, new learnings. 

Good teachers think deeply and often about the craft of teaching and 
the process of learning. They are not simply technicians who know 
how to write good lesson plans and use collaborative groups effec-
tively, although this, too, is part of what they do. Above all, excellent 
teachers are engaged every day in intellectual work, the kind of serious 
undertaking that demands considerable attention and thought . . . As in-
tellectuals, they will combine reflection and action.” (Nieto, 2003, p. 76)

RESPECT AND BELIEF IN OUR STUDENTS

In his book Lives on the Boundary (1989), Mike Rose describes teaching 
as “a kind of romance.” If respect and belief can be said to be equated with 
love for our students, love is one major force for keeping our passion for 
teaching alive. Our effectiveness as teachers pivots around the ways in which 
we demonstrate our love and how our students respond to these 
demonstrations.

Teachers at every level walk into their classrooms and literally close 
the door on their work, isolating themselves in ways that make colle-
gial connections unlikely. Of course, self-isolation takes a great person-
al toll. But when teachers reach out, they find themselves less lonely, 
less afraid, less exhausted, less bored, and more alive. And the fruits 
of reaching out are professional as well as personal; a teacher who 
connects more deeply with students and colleagues is likely to find his 
or her work life transformed. Connecting with the need of our stu-
dents leads us to challenge all the ways in which ‘business as usual’ 
fails to serve them well. Connecting with our colleagues gives us the 
collective courage necessary to make our teaching less responsive to 
arbitrary rules and more responsive to the truth of our students’ 
lives.” (Palmer, 2002, p. xxii)

CONGRUENCE, PRESENCE, JAZZ!!

The definition for congruence is in the section above on student success: 
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Whatever the teacher is on the inside is also what he or she is on the 
outside. Parker Palmer (1998) in his seminal work The Courage to Teach
wrote: “In every class I teach, my ability to connect with my students and to 
connect them with the subject depends less on the method I use than on the 
degree to which I know and trust my own selfhood and am willing to 
make it available and vulnerable in the service of learning" (p. 11). Palmer is 
also well known for stating that “Good teaching cannot be reduced to techni-
que; good teaching comes from the identity and integrity of the teacher” (p. 
10). We teach who we are.

A colleague of mine who, like me, has been teaching for over 30 years, 
believes that for those of us who stay in the profession and continue loving 
it, the increasing fascination is with presence, being truly aware and mindful 
during teaching, connecting with the energy and dynamics of the actual learn-
ing that is taking place at each moment. 

IMPLICATIONS FOR TEACHER EDUCATION

Awareness of burnout should be available at the workplace and as part of 
training. If trainees had more accurate expectations about the work they are 
getting into and what the future offers in that profession, there would be few-
er reality shocks. Training should also include developing the special "people 
skills" that will be required to deal with delicate problems such as telling stu-
dents that they have failed, for example. The value of learning to use both 
objective detachment and sensitive concern could be explored before the emo-
tions are pushed.

Numerous researchers over the years have found that there are character-
istics in common of successful teachers of culturally and linguistically diverse 
students. These teachers:

Are among the most experienced teachers
Place a high value on student’ identities (culture, race, language, gen-

der, and experiences, among others)
Connect learning to students’ lives
Have high expectations for all students, even for those whom others 

may have given up on
Stay committed to students in spite of obstacles that get in the way
View parents and other community members as partners in education
Create a safe haven for learning
Dare to challenge the bureaucracy of the school and district
Are resilient in the face of difficult situations
Use active learning strategies
Are willing and eager to experiment
View themselves as lifelong learners
Care about, respect, and love their students 

(Nieto, 2003, pp. 38-39)

What leaps out from this list is that so few of the professional develop-
ment activities in which teachers engage (university courses in teacher prepa-



Proceedings of the 14th Annual KOTESOL International Conference Seoul, Korea, October 28-29, 2006

What Keeps Teachers Going? What Keeps Teachers Developing? 24

ration, in-service workshops, and so forth) focus on these skills or qualities. 
How, for instance, are prospective teachers taught to hold high, rigorous ex-
pectations for all students? Where do they learn to challenge the bureaucracy 
in schools? (Nieto, 2003, p. 39).

Teacher education programs need to emphasize that, in the long run, what 
energizes and re-inspires teachers are lifelong opportunities to grow with col-
leagues, a commitment to and belief in the value and joy of lifelong learning, op-
portunities for reflection and intellectual satisfaction, belief in our students, and 
the power and fascination of being truly present during teaching.

CLOSING

To Be of Use

The people I love the best
jump into work head first 
without dallying in the shallows
and swim off with sure strokes almost out of sight.
They seem to become natives of that element,
the black sleek heads of seals 
bouncing like half-submerged balls.

I love people who harness themselves, an ox to a heavy cart, 
who pull like water buffalo, with massive patience,
Who strain in the mud and the muck to move things forward.
who do what has to be done, again and again.

I want to be with people who submerge
in the task, who go into the fields to harvest
and work in a row and pass the bags along,
who are not parlor generals and field deserters
but move in the common rhythm
when the food must come in or the fire be put out.

The work of the world is common as mud.
Botched, it smears the hands, crumbles to dust.
But the thing worth doing well done
has a shape that satisfies, clean and evident.
Greek amphoras for wine or oil
Hope vases that held corn, are put in museums
but you know they were made to be used.
The pitcher cries for water to carry
and a person for work that is real.

(Marge Piercy, in Intrator & Scribner, 2003, p. 4.)
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ABSTRACT

Professional development may be a key component in empowering 
teachers and students and enabling them to achieve more. However, al-
though the costs and benefits of education have been explored ex-
tensively over the last 40 years, no systematic analysis of the costs and 
benefits of teacher professional development has yet been carried out. 
This plenary paper starts, therefore, by exploring the origins of 
cost-benefit analysis followed by a consideration of such analysis in 
education. As some of the early work in this area was carried out in 
South America, cost-benefit analyses of education in Peru, Chile, and 
Venezuela are considered. In the next part of the paper, some recent de-
velopments and recurring themes in cost-benefit analyses of education 
are identified and summarized. In the last part of the paper, cost-benefit 
analyses of education are applied to teacher professional development 
and it is argued that such analyses need to be carried out in English 
language teacher professional development. 

THE ORIGINS OF COST-BENEFIT ANALYSIS 

According to Professor Thayer Watkins of San Jose State University, 
Cost-Benefit Analysis (CBA) “estimates and totals up the equivalent money 
value of the benefits and costs to the community of projects to establish 
whether they are worthwhile. These projects may be dams and highways or 
can be training programs and health care systems” (emphasis added; n.d.). 
It is Watkins’ reference to “training programs” that connects the notion of 
CBA to Teacher Professional Development (TPD). 

Watkins traces the origins of CBA to Jules Dupuit, a French engineer 
“whose 1848 article is still worth reading,” according to Watkins (n.d.). The 
American government’s Federal Navigation Act of 1936 “required that the 
U.S. Corps of Engineers carry out projects for the improvement of the water-
way system when the total benefits of a project to whomsoever they accrue 
exceed the costs of that project” (Watkins, n.d.). This may be one of the first 
recorded instances of a government mandating that the benefits of a publicly 
funded project outweigh the costs. Unfortunately, this requirement appears to 
have been waived in the modern politics of many nations. 
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A more recent definition of CBA is given by the American National 
Institutes of Health (NIH), which inverts the term, making it a Benefit-Cost 
Analysis (BCA), and which it defines as: “A systematic quantitative method of 
assessing the desirability of Government projects or policies when it is im-
portant to take a long view of future effects and a broad view of possible 
side-effects” (National Institute of Health, 1999). This definition is different 
from Watkins’ in a number of important ways. For example, in BCA, the ben-
efits come first, the cost second. Also, the NIH definition focuses on the sys-
tematic and measurable assessment of benefits, as well as giving the gov-
ernmental perspective on such an analysis, which is relevant to education as 
this is generally government-funded; therefore, the government’s beliefs about 
what constitutes a “benefit” is important. Another aspect of the NIH defi-
nition is the highlighting of the need for a long-term perspective. Such a view 
is especially relevant to language teaching and learning, as language educa-
tion takes time. 

COST-BENEFIT ANALYSES OF EDUCATION

In April 1969, Joseph Froomkin published a short paper on the “Cost 
Effectiveness and Cost/Benefit Analyses of Educational Programs.” The fol-
lowing year, two other American researchers, Paul Feldman and Neil Singer 
(1970) published a paper (in the same journal as Froomkin, Socio-Economic 
Planning Sciences) entitled “Benefit-Cost Analysis of Public Programs for 
Education and Training.” This shows a history of trying to measure the rela-
tive costs and benefits of education stretching back nearly 40 years. However, 
this long educational history does not appear in the history of language 
education.

By the mid-70s the importance of benefit-cost analysis had been 
established. James Bruno (1975), working at that time in the Department of 
Education at the University of California, Los Angeles, concluded that bene-
fit-cost analysis was “now becoming an integral part of comprehensive in-
structional evaluation” (p. 293). It is possible that this attempt to measure 
the benefits of education in relation to its costs was just a socio-economic 
planning phase or fad of the 1970s. However, not only did interest in this re-
lationship between the costs and benefits of education persist, it spread.

By the 1980s, this interest had grown beyond America and had become 
an area of international research. In 1982, Kenneth Cann, a Professor of 
Economics at Western Kentucky University, published an economic evaluation 
of elementary education in Indonesia. The study focused on what Cann re-
ferred to as “dropouts” and the article presented “the results of a benefit-cost 
analysis for an experimental and prototype elementary education program,” 
(p. 67) which was designed “to solve a serious dropout problem” (p. 67) in 
Indonesia. The program used “nonformal and self-paced methods to return 
10,000 children to elementary school in order to complete grades four 
through six” (p. 67). It is not clear whether the program was a success, but 
this study may constitute one of the first large-scale international cost-benefit 
analyses of education. 

The focus of cost-benefit analyses in the 1980s appears to have been on 
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“disadvantaged groups,” such as Indonesian “drop outs” and the Harijans of 
India. According to the Columbia Electronic Encyclopedia (Harijan, n.d.), the 
Harijans are “individuals who are at the bottom of the Hindu caste system. 
They were traditionally sweepers, washers of clothes, leatherworkers, and 
those whose occupation it was to kill animals.” In 1986, Raman Marar and 
Stewart Fraser, two Australian researchers, published the findings of their 
study of a cost-benefit analysis of a Harijan education program in the south-
western Indian state of Kerala. Although Marar and Fraser’s findings showed 
that the program was “not directly an economically viable program” (p. 29), 
they also found that the program had “bestowed and generated a considerable 
number of other non-quantifiable and non-measurable benefits” (p. 29). This 
finding raises the important issue of what is and what is not quantifiable and 
measurable in education. Marar and Fraser concluded that the program had 
“considerable social and political advantages and therefore should be con-
tinued” (p. 29). They also stated: “Unfortunately, apart from this preliminary 
and tentative study conducted by the authors, no attempt has been made to 
date by either the Indian or Kerala governments to appraise the cost and 
benefit of such an important program” (p. 29). This may be at least in part 
because of the difficulties of quantifying and measuring aspects of a process 
as complex as education. 

COST-BENEFIT ANALYSES OF EDUCATION IN SOUTH AMERICA

By the 1990s, the attention of education cost-benefit analysts turned to 
South America, based on work being carried out by World Bank education 
economists studying Peru, Chile, and Venezuela. In 1990, two World Bank re-
searchers, Rosemary Bellew and Peter Moock, reported their findings of a 
cost-benefit analysis of vocational and technical education (VTE) in Peru, and 
concluded that “VTE in developing countries fails to offer a return commen-
surate with its cost” (p. 365). According to Bellew and Moock, the reason for 
the cost of such programs outweighing their benefits leading to programs that 
were not cost effective was that “VTE institutions in Peru are funded at the 
same level as academic institutions” and as a result “they cannot afford the 
inputs that make VTE genuinely technical. Therefore . . . students get little 
hands-on technical experience in school” (p. 365). 

In the same year as Bellew and Moock’s study appeared (1990), another 
World Bank researcher, Luis Riveros, published an analysis of 25 years of ed-
ucation in Chile, covering the period 1960 to 1985. Riveros focused on what 
economists call the internal rate of return, known as the IRR or IROR, which 
is the economic return that an organization or a country would earn if it in-
vested in itself, rather than investing elsewhere. Over the 25-year period, 
Riveros “found a declining time-trend in rates of return” and gave three rea-
sons for this: “the expansion of the educational system, the shift of labor de-
mand from middle education to primary skills and the increasing real costs of 
education” (p. 111). Riveros also identified as another cause of this declining 
IRR “the explicit policy used by Chilean governments of targeting fiscal ex-
penditures to socially more profitable education” (p. 111). This raises the im-
portant but highly complex question of what constitutes more profitable edu-
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cation and who profits the government, the schools, the individual and/or 
their families?

In 1993, Ariel Fiszbein and George Psacharopoulos, two other World Bank 
education economics researchers, published the findings of their cost-benefit 
analysis of educational investment in Venezuela, using the Venezuelan 
Household Survey. Fiszbein and Psacharopoulos found that primary education 
was “on the top of the benefit-cost hierarchy” by which they meant it yielded 
“the highest returns per unit of its low social cost” (p. 293). They also found 
that higher education showed “the lowest returns among the three levels of 
education mainly due to the high cost of university provision” and that secon-
dary education was “in between on the cost-benefit calculus” (p. 293).

RECENT DEVELOPMENTS IN COST-BENEFIT ANALYSES OF EDUCATION

Twenty-five years after Joseph Froomkin’s paper on the “Cost 
Effectiveness and Cost/Benefit Analyses of Educational Programs,” two other 
American professors, Elchanan Cohn and Woodrow Huches (1994) presented, 
as part of the 1991 Dan Saks memorial lectures, their cost-benefit analysis of 
investment in college education in the United States between 1969 and 1985. 
Cohn and Huches found that the internal rate of return declined between 
1969 and 1974, but that by 1978 the IRR was “nearly equal to what it was in 
1969” (p. 109). They also found that between 1978 and 1982, the IRR 
“increased according to one estimation method and slightly decreased accord-
ing to another” (p. 109), indicating that the methods by which the costs and 
benefits of education are calculated have a considerable bearing on how the 
relationship between the two are represented. 

Only relatively recently have education economics researchers turned their 
attention to international education in terms of students from one country 
studying in another. One of the few studies attempting to assess the cost and 
benefits of international students was reported in 1998 and carried out by 
two researchers in the Department of Economics at Macquarie University in 
Australia, Christopher Heaton and David Throsby. Their paper focused on 
postgraduate education, specifically postgraduate students from Fiji studying 
at Australian universities. 

Most recently, attention has turned to Asia, as shown by Hiroshi Ono’s 
paper (in press), due to be published in 2007. Ono, a Japanese economist at 
the European Institute of Japanese Studies in the Stockholm School of 
Economics in Sweden, carried out a cost-benefit analysis of “an extreme man-
ifestation of examination hell” known as ronin. According to Ono, typically 
30% of Japanese college students “choose the ronin option under which they 
spend years in addition to high school preparing for the next year’s college 
entrance examinations.” Using the mean scores of the entrance examinations 
as a measure of college quality, Ono found that “college quality significantly 
improves the internal rate of return (IRR) to college education among the 
sample of male graduates in Japan.” Ono also reported that “Ronin increases 
earnings indirectly by improving the quality of the college attended.”
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RECURRING THEMES IN COST-BENEFIT ANALYSES OF EDUCATION

This brief review of the history of cost-benefit analysis of education from 
1969 to the present day identifies a number of important themes:

The benefits of publicly funded projects such as education should out-
weigh the costs.
Any attempt to assess costs and benefits of education should be system-
atic and should take a long-term view, as education takes time. 
As education is a complex process, there may be important benefits that 
are difficult to quantify and to measure.
Regarding the benefits part of cost-benefit analyses of education, it is 
important to identify who benefits.
How costs and benefits are calculated is a key factor in determining 
how these two aspects of education are related and equated.

APPLYING COST-BENEFIT ANALYSES OF EDUCATION TO TEACHER 

PROFESSIONAL DEVELOPMENT

If we accept that professional development is a key component in educa-
tion, which includes English language teaching, including EFL in Korea, then 
the five themes identified above could be applied to a cost-benefit analysis of 
professional development for TESOL professionals:

The benefits of TESOL teacher professional development should out-
weigh the costs.
Any attempt to assess costs and benefits of TESOL teacher professional 
development should be systematic and should take a long-term view, as 
this kind of development takes time.
As teacher professional development is a complex process, there may be 
important benefits that are difficult to quantify and to measure.
Regarding the benefits part of cost-benefit analyses of teacher pro-
fessional development, it is important to identify who benefits.
How costs and benefits are calculated is a key factor in determining 
how these two aspects of teacher professional development are related 
and equated.

CONCLUSIONS

Based on a review of research in this area, and to the best of my knowl-
edge, apart from a few very recent articles (Curtis, 2006, in press), a system-
atic cost-benefit analysis of teacher professional development may have never 
been undertaken. However, such an analysis may be essential if English lan-
guage teaching organizations in Korea and elsewhere are to continue to invest 
in the professional development of their teachers. This raises many complex 
issues and difficult questions, such as how costs and benefits of professional 
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development are calculated, but without a cost-benefit analysis, the commit-
ment of schools, colleges, and universities to this kind of growth may be re-
duced or even eventually cut all together. Therefore, cost-benefit analyses of 
teacher professional development need to be undertaken as soon as possible. 
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Using Corpora in ELT: A Few Ideas
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ABSTRACT

Corpus Linguistics, the study of language patterns using large collections 
of authentic language samples, is a relatively new discipline. Its influ-
ence on English language teaching (ELT) has gained very significant 
momentum in recent years: corpus, and corpus-based have become veri-
table buzz-words among many in the ELT community. This short paper 
sets the scene with a brief look at what corpora are and then looks at 
potential benefits of using corpora. Finally, three practical ideas of how 
corpora could be used in ELT will be presented. This will hopefully 
spark readers' interest and creativity with regards to incorporating cor-
pus-based approaches into their own teaching practice. Examples are 
drawn from the author’s use of corpora to tackle lexico-grammatical 
problems, explore collocations, and grade reading materials. A short 
bibliography of selected corpus tools and materials will also be provided 
to enable readers to follow up on the topic.

BACKGROUND

We can define corpora as collections of naturally occurring language 
samples. The three central concepts in this definition merit a closer look. 
Collection: a single source would simply be a text rather than a corpus. How 
samples are collected depends on the desired nature of the corpus. Language 
samples: Samples can be both spoken and written texts, although for the sake 
of analysis, spoken texts are usually transcribed to make them machine read-
able and searchable. Quite often, samples are also tagged with additional in-
formation such as grammatical codes or information about the sources. 
Naturally occurring: Corpora are made up of naturally occurring (i.e., au-
thentic) samples. Authenticity is usually understood in ELT to exclude text 
which was produced specifically for ELT purposes, but corpus linguists see 
the authenticity criterion as simply excluding the production of samples for 
the very purpose of corpus analysis. There are in fact specialized corpora that 
consist entirely of language produced by learners of English in response to 
language learning tasks (for example, the Cambridge Learner Corpus).

Notably, size is not a defining criterion of a corpus, although with the ar-
rival of the ever-increasing capacity of modern data storage and processing 
technologies, there are now corpora with a billion words or more. 
Representative corpora, wishing to represent the language per se, not only 
need to be very large but also carefully weighed across spoken and written 
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language genres. The British National Corpus (BNC) (100 million words), the 
Cobuild Project's Bank of English (over 500 million words), and the 
Cambridge International Corpus (1 billion words) are examples of representa-
tive corpora. The Internet could be seen as another example of a representa-
tive corpus, being not only huge but clearly going right across genres and in-
cluding language very similar to spoken language (chat rooms). Specialised 
corpora, on the other hand, focus on sub-genres: the Bergen Corpus of 
London Teenage Language (COLT) or Michigan Corpus of Academic Spoken 
English (MICASE). Many specialised corpora are relatively small, with ad-hoc 
corpora, such as the author's corpus of a semester's worth of handouts, 
amounting to only a few thousand words in size.

Corpus data are used in a variety of fields, including sociolinguistics, dis-
course analysis, historical linguistics, or natural language processing (NLP). 
The phonetician J. Harrington, for example, bases his conclusion that Queen 
Elizabeth II's speech has become less posh over the years on data gained 
from corpora (Harrington, 2006). The relationship between corpus linguistics 
and ELT started in earnest with the Collins Cobuild Learner's Dictionary (1st 
ed., 1987) and the field has since seen a steady increase in corpus-based ma-
terials with all major ELT materials publishers building up their own corpora. 
Apart from learner's dictionaries, which are all now based on corpora, cor-
pus-based publications across the whole spectrum of ELT resources are now 
available, including grammars, textbooks, and vocabulary learning resources.

WHY USE CORPORA IN ELT?

As will be apparent from the practical activities described in the next sec-
tion, there are a number of important advantages to using corpora in ELT. 
Three aspects I would like to highlight are authenticity, learner independence, 
and a shift in attitude. 

Instead of having to rely on intuition, tradition, and hearsay when de-
scribing language use, corpora provide the investigator with a window on real 
and objectively verifiable language use. This makes for a significant improve-
ment of what is taught and firmly and sometimes refreshingly grounds us in the 
descriptive rather than prescriptive approach to language study. Encouragingly, 
much of traditional textbook grammar has been proved by corpus analysis to 
not be far off the mark; however, there are always surprises: Ascher (2006), 
for example, found that whereas traditionally textbooks introduce can primar-
ily for ability, corpora show that it is far more often used to express permis-
sion and prohibition: One can't ignore that.

Corpora are also a powerful tool for promoting learner independence. As 
will be shown below, empowering language learners to derive information 
themselves using a corpus creates a climate in which the teacher is a guide 
rather than an indispensable source of knowledge. Furthermore, the skills 
employed in corpus-related activities (discovering information, working out 
solutions, and checking hypotheses) require a deep level of processing and in-
volvement on the part of the learner. This has been found to lead to higher 
retention rates (Craik & Lockhart, 1972).

Finally, the kind of information corpora yield suggests to teachers and 
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learners the necessity of an attitude shift away from perceiving language as 
essentially a system of rules towards language as a social construct, consisting 
of patterns with varying degrees of frequency. The place of right and wrong 
in a rule system is measured on a scale from the less common to the more 
common, from the odd to the natural, the marked to the unmarked. Students 
working with corpora will find odd language use in corpora alongside the 
more numerous, more usual patterns. Constructions may be found that are 
intelligible, yet not terribly natural. A rule-based view of language would have 
to classify it as either right (no need to improve) or wrong (completely use-
less), while corpora reveal degrees of regularity quite naturally through fre-
quency levels. An attitude shift of this sort requires teachers and students to 
develop a tolerance for ambiguity, an attribute, incidentally, of successful lan-
guage learners. 

USING CORPORA IN ELT: THREE PRACTICAL IDEAS

Naturally, one way to take advantage of the resources that corpora offer is 
by using published materials based on corpora. The ideas described below, 
however, seek to encourage teachers to take corpus work a step further by 
suggesting three adjustable activity templates based on the author's own 
classroom experience.

HELPING STUDENTS TACKLE LEXICO-GRAMMATICAL PROBLEMS

The first activity was developed in response to student language such as 
the following:

I convinced the Mozart Effect. The Mozart Effect is sceptical.

These written examples were collected from a quiz, but they might also 
come to the teacher's attention through writing assignments or during class-
room activities. By way of feedback on this quiz, the handout shown in 
Figure 1 was produced. Let us first look at how such a handout could be de-
vised and then how it could be used. First, the BNC sample search facility 
(http://www.natcorp.ox.ac.uk/) was queried with the string sceptical and 
convinced. Of the results, suitable (i.e., relevant and clear) instances were se-
lected, others were discarded (such as lines one and four in Figure 2, which 
show a verbal use of convinced rather than an adjectival one, or line 3, which 
may be confusing). Furthermore, unlike a Key Word in Context (KWIC) out-
put that would have a fixed number of words on either side of the queried 
word, an attempt was made to represent full phrases. This was in response to 
student reactions to earlier handouts that suggested a degree of confusion 
caused by the presentation of arbitrary cut-off points within phrases or irrele-
vantly long lines that are difficult to understand.
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ame: _____________
1) Look carefully at how the words 'convinced' and 'sceptical' are used below.
2) Write a sentence with 'convinced' and one with 'sceptical' and hand it in next 

time.
   convinced: ________________________________________________
   sceptical: _________________________________________________

`I'm not convinced that consumer confidence or business confidence is going..
.. but it was less convinced that they needed to be raised to cool down...
He became convinced that the horses were sensing his moods and feelings...
The new university resident tutors were convinced of their ability to ...
There may well be teachers in the school who will not be convinced that...
For some obscure reason, Tawell was convinced that installing himself in... 
But we were convinced we could make the series without the need to...
But not everyone is convinced.
Instead I am convinced they are done by those literary graffiti artists...
But she sounded less than convinced.
Edmonds is convinced about the efficacy of school reform in developing...
Maura still wasn't convinced.

... antitrust fines levied by Brussels, but rivals and critics were sceptical.
Voters tend to believe the news on television but remain sceptical about... 
Motor manufacturers have been sceptical about the efficiency of catalysts.

CH3 4691 But he returned to the side in last week's UEFA Cup match with 
Torpedo Moscow and his performance against Brighton finally convinced Fergie 
that the little winger still has a part to play.

CHT 173 He or she will want to be convinced that you are serious in intent, and 
will also want to be reassured of your staying power.

CKM 263 And it's now made Jamie even more convinced that he can be one of 
the best.

CKS 1277 To take the initiative yourself, however is often too difficult: your mind 
may have convinced you that your confusion is so much greater than other peo-
ple's, your backlog of work so much longer, your reputation so much lower, that 
to open yourself to the social confirmation of these frightful facts would be 

Figure 1. Handout (shortened) Using Data from the BNC 

 (From http://www.natcorp.ox.ac.uk/)

Figure 2. Lines of an Unedited BNC Output for “convinced”

Students who are used to corpus work of the sort presented in the hand-
out could simply be asked to follow the instructions on the handout, either as 
a classroom exercise or for homework. Learners who are new to this type of 
task, however, will profit from being guided through the steps a few times 
before they acquire the skill set necessary to successfully deal with this new 
task type, which will likely be unfamiliar and confusing at first. For example, 
using convinced, the teacher could work towards eliciting a grammar pattern 
for the word: directing the learner's attention first of all to the subject of the 
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sentences on the handout, which will be found to be a person in most 
instances. Attention should then be drawn to the verb between the subject 
and convinced, which will yield the conclusion that the most common pattern 
is a form of the verb to be. The teacher may then proceed to elicit what fol-
lows the target word, which will be either nothing at all, that + a sentence 
(though that is optional) or the preposition of or about followed by a noun. 
Thus the following patterns can be elicited:

(a) subject + be-verb + convinced + that + clause (that is optional)
(b) subject + be-verb + convinced + ø
(c) subject + be-verb + convinced + of / about + noun phrase

Based on this, learners can then be encouraged to correct the mistaken 
example of student language above or try out their own sentences, applying 
the pattern they derived. 

This procedure avoids an abstract grammar exposition and instead in-
volves the learner in discovery. A pattern so derived by the learner, albeit 
with help of others, will not only be understood, but likely far better 
remembered. No special equipment apart from handouts is needed in the 
classroom and there is the possibility to personalize (class size allowing) for 
individual student needs by providing different concordance lines for different 
learners struggling with different areas of lexis and grammar.

HELP WITH COLLOCATIONS

In this second activity we will explore a setup where learners take an 
even more active role with corpora and corpus tools put directly at their 
disposal. This requires access to a computer laboratory with Internet access, 
but it could be adapted for implementation using printed corpus output on 
handouts. The starting point for this particular activity is student language 
exemplified by the following expressions:

She has a good career in her job. His career is good.

The first one exemplifies an observed overuse of the collocation have a 
career. This collocation appeared to be the only one available to the partic-
ular group of learners observed, indicating limited lexical flexibility. 
Additionally, in her job is a somewhat odd way of putting things, although 
one would hesitate to call it a mistake. The second sentence, in the context of 
other language produced by the group of learners, was interpreted as an 
avoidance of verb collocation, due to either uncertainty or ignorance of ap-
propriate collocations that could be used.
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Figure 3. Google Search for “career”

The nature of corpus data as reflecting degrees of usuality, as mentioned 
above, needs to be introduced to learners before more detailed work can take 
place. As a starting point, students are asked to search a corpus (in this case 
the Internet) with an obviously inaccurate spelling of the word career,
“carrer” (which had shown up in student writing in that class). The results as 
shown in figure 3 reveal that there are indeed examples of this inaccurate 
spelling (though some instances shown are not of course instances of the 
word career). This indicates to the learner that 1) one needs to look carefully 
to be sure one is looking at an instance of the expression in question, and 2) 
the mere fact that a form is found in a corpus does not indicate that the 
form is usual (or correct in the traditional terminology). It should then be 
pointed out that frequency of occurrence is key in deciding what is usual and 
what is unusual. Incidentally, students tend to be amused at finding profi-
cient speakers of English (one would think) making the same or even more 
grave mistakes than themselves.

Though adequate for this first search, Google is a somewhat cumbersome 
tool for accessing the Internet as a corpus. WebCorp (webcorp.org.uk) uses 
the Google engine to search the Web, but provides a number of display and 
sort options as well as additional search criteria to make data analysis easier. 
Figure 5 below shows a WebCorp output.

In the next step, students are asked to search for verbs collocating with 
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wishing to follow a career in the Leisure 
intention to pursue a career in the socio- 
aspiring to pursue a career in dance [p] bull; a 
potential to follow a career in one of the 

that I base a career on it. I used to die 
own. She will carve a career, pay her mortgage 

about how to pursue a career in this field 
us to. He's built a career on beckoning his 

up law to pursue a career in dressmaking, 
years, then took a career break for two years 

bigots. He's made a career out of playing 
anything. He scored a career-best of 236 not out 

life, following a career, or pursuing 
have been offered a career in radio. But he was 

spinner returned a career-best five for 115 
Cilla. She has made a career out of her own 

Minnesota to start a career in television and it 
Wednesday launched a career as a rap artist last 

is now planning a career in education. [p] 
to kick-start a career [p] What can we 

City, saved the career of the fledgeling 
year-old Young took a career-best 5-36 as 

is set to launch a career in management by 
guy who has made a career of going out for 
one slip could end a career. [p] And it is 

career. Since the word career very often appears in titles on the Internet, a 
simple Google or WebCorp search will yield a vast amount of useless data for 
this task. A tagged corpus that allows more accurate search parameters to be 
used is necessary. The Bank of English is such a corpus and a search facility 
capped at 40 lines of concordance is available free on the Web 
(http://www.collins.co.uk/Corpus/CorpusSearch.aspx). Entering the search 
string VERB+DT+career (DT = determiner) yields a host of relevant results 
(Figure 4). Students are asked to enter the search string and investigate the 
results. Finally, the teacher elicits results using a diagram as the one below:

a career

Figure 4. Extract from Search Results for String: VERB+DT+career 

  (From www.collins.co.uk/Corpus/CorpusSearch.aspx)

Looking at Figure 4, frequent verb collocations appear to be pursue, fol-
low and perhaps make. Incidentally, none of the examples show instances of 
have, suggesting that it is not terribly frequent. To make students aware of 
its frequency, students do a search of “have@+DT+career” (which will catch 
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1. ways to prepare for a career in international affairs. He will share

2. experiences can lead to a career in international education. Sean Camberra

3. you are interested in a career in Materials Science & Engineering or just

4. is very useful for a career in archaeology. But there are also

5. the probability of finding a career in this field or what is

6. Frequently Asked Questions about a career in archaeology in the U.S

7. asked questions about starting a career in archaeology in Britain, by Curren

8. search Andre Agassi's career in pictures submitted by iFelix46

9. have decided on a teaching career in one of disciplines. Students work

all forms of the verb have, a determiner, and career). This will confirm that 
there are sufficient instances of this to warrant a listing on the diagram. One 
will then wish to start filling the right side of the diagram. Again looking at 
Figure 4, it is apparent that the most frequent word to follow career is in.
The more attentive students will also notice that there is a pattern within a 
pattern in that make on the left will always collocate with of or out of on the 
right. If no-one notices, this will need pointing out and it will become clear 
at this point that the semantics of the make collocation are different from 
that of the others on the diagram.

Carrying on further to the right, one can push on to clarify what follows 
in. This could be done with Figure 4, or a more specific search, this time us-
ing WebCorp, for instances of career in, will yield the data shown in Figure 
5. Students soon catch on to the pattern of a noun representing a field or 
profession following in. Herein lies the oddity of the student example cited 
above: her job is not a field or a profession.

At the end of this first activity, the diagram elicited from learners will 
look similar to the one presented below.

have

pursue       in + noun (field / profession)
      a career

    (out) of something
     follow

make

As an individual or group activity following on from this, learners could 
be asked to produce similar diagrams on their own for other problematic 
words and then present their results. Alternatively, students could be asked to 
correct collocation mistakes marked by the teacher in their own writing. 
Again, there is the potential for targeted personalization according to student 
needs and after going through the process a few times, students will have ac-
quired a very potent tool to help them help themselves when in collocation 
trouble.

Figure 5. Search Results 1-20 for 'career in' Using WebCorp
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10. students interested in exploring a career in library and information sciences

11. undergraduate students interested in a career in the biological, geological,

12. 1) i wana make career in acting,how to start? pls

13. old, Natalie Portman began a career in modeling, which she later bypassed

14. Fordham University to pursue a career in journalism before getting involved

15. in Wonderland" that launched her career in acting. Before Benicio del Toro

16. vacancies for students considering a career in the professions. This job ser

17. advice for students considering a career in one of the UK professions

18. their marketing department, starting his career in recruitment at EMDS Con

19. international environment. She began her career in the recruitment adveris

20. Shanghai, China. She began her career in recruitment at Grammy Asia in

Different Words % of Running Words in Average Text

44,831 99.0

12,448 95

5,000 89.4

3,000 85.2

2,000 81.2

1,000 71.1

10 23.7

Naturally, corpus data such as the ones shown can also help teachers 
check their intuition, keep language attrition in check, or find out about uses 
of world Englishes unfamiliar to the teacher.

GRADING READING MATERIALS

Corpus tools can be used to assess the likely level of lexical difficulty in a 
reading text and make appropriate adjustments. According to research by Hu 
and Nation (2000), at least 95% of the vocabulary of a text should be known 
in order for the reader to be able to guess the remaining 5%. Further, it has 
been shown that the 2,000 most frequent words account for around 80% of 
running words of an average text as shown in Table 1. The remaining 20% of 
running words tend to be genre-specific. Adding Coxhead's (2000) Academic 
Word List (AWL) of 570 word families to the 2,000 most frequent word fam-
ilies as listed in the General Service List (West, 1953) results in a coverage of 
approximately 90% for academic texts.

Table 1. Number of Words and Percentage of Running Text 

                            (From Carroll et al., 1971)

In adapting authentic reading for classroom use, teachers wishing to pro-
vide a coverage of around 95% for their students can use the online 
Vocabulary Profiler at http://www.er.uqam.ca/nobel/r21270/textools/web_vp.html 
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(originally developed by Paul Nation, adapted and made available online by 
Tom Cobb) to screen the text according to frequency bands. It provides a 
breakdown for the 1,000 and 2,000 word frequency levels as well as the 
AWL. An example is shown in Figure 6.

Figure 6. Example Extracts from the Results Page of the Vocabulary Profiler

 Families Types Tokens Percent
K1 Words (1 to 1000): 152 179 411 76.11%
 Function: ... ... (225) (41.67%)
 Content: ... ... (186) (34.44%)
> Anglo-Sax= 
Not Greco-Lat/Fr Cog: ... ... (90) (16.67%)
K2 Words (1001 to 2000): 23 25 29 5.37%
> Anglo-Sax: ... ... (13) (2.41%)
 1k+2k ... ... (81.48%)
AWL Words (academic): 17 21 25 4.63%
Off-List Words: ? 54 75 13.89%
 192+? 279 540 100%

OFF types: [ ?:54:75 ] abuse_[2] addiction_[1] adenekan_[1] alcohol_[12] ameri-
can_[1] assaults_[1] banned_[1] banning_[1] beer_[1] binge_[5] birch_[1] bom-
barded_[1] britain_[1] british_[1] campus_[1] campuses_[3] celebrated_[1] cid-
er_[1] cocktails_[1] combat_[1] coping_[1] dorothy_[1] drunken_[2] flyers_[1] gil-
lian_[1] kebabs_[1] lager_[1] laura_[1] lifestyle_[2] london_[1] mary_[1] mug-
ged_[1] 

The level of the target learner's vocabulary knowledge relative to the fre-
quency bands and the AWL can be tested using Nation's Vocabulary Level 
Test (1990). Even if giving students this test is not feasible or appropriate, 
grading a text is made far easier by the Vocabulary Profiler's breakdown of 
common and uncommon words, in particular, the off-list shown in the bot-
tom half of Figure 6. Teachers can glance at it and decide whether to replace 
some of them with more common words or provide glosses for others.

Corpus tools like the Vocabulary Profiler can also be used to assemble 
wordlists for specific text genres or collections. After collecting a specialised 
corpus of, for example, 20 texts on woodworking and running them through 
the Vocabulary Profiler or a similar tool, one will be able to use the most 
common words of the off-list to produce a wordlist of common words in 
woodworking. The coverage of this list can then be tested by designating it an 
exclusion list (a further feature of the Vocabulary Profiler), running the texts 
through the profiler again, and comparing the resulting figures with the ini-
tial ones. A similar procedure was used to derive unit word lists containing 
difficult words from a semester's worth of reading texts and other textbook 
materials.

CONCLUSION

With the increasing availability of corpora, corpus tools, and corpus in-
formed publications, coupled with the distinct advantages corpora are able to 
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bring to the field of language teaching, the question is increasingly not whether, 
but how corpora should be used in ELT. With the necessarily brief overview of 
the three practical ideas presented above, readers can get a glimpse of some of 
the possibilities of using corpus-based approaches as well as tested templates 
for actual activities. The reader is referred to the list below for tools and re-
sources mentioned in the article and some additional ones.
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ABSTRACT

Despite the best intentions of English language instructors and pro-
grams, implementing technology into a curriculum introduces a number 
of obstacles. The WebLinks project attempts to overcome some of these 
while simultaneously raising student awareness of the benefits of using 
the Internet as a way to improve language skills. WebLinks give stu-
dents easy access to authentic, high-interest content on the World Wide 
Web related to their English conversation course textbooks. A procedure 
in which students are encouraged to visit the pre-selected Web sites be-
fore participating in their speaking-skills classes allows them to be more 
prepared for their lessons by activating schemata and arming them with 
points for discussion about previously unfamiliar topics. Furthermore, 
the WebLinks raise student awareness of the use of technology as a lan-
guage-learning tool. Two components of this project will be discussed 
below: the methodology behind the creation of the WebLinks and the 
results of a survey that measured its effectiveness. 

INTRODUCTION

As Computer Assisted Language Learning (CALL) continues to find a 
place in classrooms around the world, teachers and curriculum designers ex-
plore innovative ways to use computers as a tool to help students learn. 
Whether it is the use of forums, chat rooms, self-study sites, isolated skills 
practice, or even the creation of whole multimedia-based courses, it appears 
that CALL in one form or another is making inroads into many language 
programs. However, due to curricula restraints, hardware and software limi-
tations, and in some cases a wariness about abandoning traditional practices 
(Holliday, 2005; Widdowson, 2003), some teachers and schools have yet to 
implement this valuable language-learning tool into their curricula. 
Furthermore, many instructors and institutions remain dubious about the effi-
cacy of having computers come between language learners during communi-
cative tasks (O’Donnell, 2006; Timucin, 2006). 

Aware of these hurdles, the authors of this study have attempted to find 
a simple, yet innovative way to use CALL in university-level speaking-skills 
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courses. Students can be provided with opportunities to encounter new lan-
guage and explore new ideas by introducing them to authentic materials on 
pre-selected web sites that are germane to the topics and themes introduced 
in their course textbooks. 

WebLinks is a multifaceted project that attempts to make conversation 
courses more productive while concurrently raising student awareness of the 
language resources available to them on the Internet. WebLinks only requires 
that students have access to the Internet either at home or school, and it can 
be considered one component of a homework program or for class prepara-
tion purposes. No time in the classroom need be used viewing it and it does 
not require any institutional funding. 

Despite the increase in students’ computer literacy and the technological 
savvy of this generation of learners, many Japanese university students are 
not aware of or are hesitant to tap into the vast storehouse of language-learn-
ing materials that are available on the Internet. Lacking proper search techni-
ques and hindered by limited English proficiency, students often deprive 
themselves of language growth opportunities by eschewing the English side of 
the Web, which accounts for approximately 65-75% of the total (VeriSign, 
2005). To measure this problem quantitatively, as well as to investigate the 
applicability and appropriateness of the WebLinks, a survey comprised of 
questions seeking to examine how students use technology to support their 
learning was conducted. The methodology behind the WebLinks project will 
be provided below in conjunction with a discussion of the survey results. 

STUDENT MOTIVATION AND TECHNOLOGY

Much has been reported in professional literature about the role of motiva-
tion in language learning (Dörnyei, 1994, 2001a, 2001b; Gardner & Lambert, 
1972; Gardner & Tremblay, 1995; O’Donnell, 2003). Enter technology, and a 
whole new field of exploration has emerged. Examining the various ways in 
which technology can enhance motivation and language learning lies beyond the 
purview of this paper. However, a short review of recent studies shows its scope 
and breadth in the foreign language classroom. Computer-mediated communica-
tion has allowed students to practice target language, self-correct, and interact 
more comfortably with others because of the anonymity provided by nicknames 
used on forums and in chat rooms (Chen, Belkada, & Okamoto, 2004; de la 
Fuente, 2003; Roed, 2003). The role of movies and DVDs in the CALL class-
room has proven to be important in teaching specific skills (Meskill, 1996) as 
well as culture (King, 2002; Shawback & Terhune, 2002). Reading instructors 
have also benefited from the use of technology (AlKahtani, 1999). The use of 
computers for improving the communicative competency of students is also be-
ing actively investigated (Lamy, 2004; Rosell-Aguilar, 2005). While this work 
reflects significant strides made in implementing motivating activities in the lan-
guage classroom, a serious commitment in the area of materials design, facili-
ties, and technical skills is required for such projects. Partaking in such en-
deavors is often beyond the reach of many language teachers. As a result, in-
structors often turn to the Internet for ready-made classroom materials and 
ideas, once again meeting a potential obstacle. As the Internet continues its 
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exponential growth, it becomes increasingly difficult, especially for the inex-
perienced, to separate the wheat from the chaff. 

TECHNOLOGY AND STUDENT NEEDS

The WebLinks project is a two-pronged attempt to use technology to mo-
tivate learners to speak more in their conversation courses while making the 
sea of information and Web sites on the Internet more accessible. Rather 
than just being simple guides to the Internet, WebLinks serves as an in-
troduction and provides links to certain Web sites that contain content re-
lated to the topics found in students’ conversation course textbooks. 

This project revolved around first-year Japanese university students study-
ing English as part of a required general education curriculum. These students 
had by this time studied English for a minimum of six years, primarily through 
a traditional grammar-translation methodology geared towards entrance 
examinations. They were now enrolled in what was probably their first speak-
ing-skills course, which met once a week over a fifteen-week semester. Each class 
meeting was for ninety minutes and the class size was approximately thirty 
students. The department required the students to use the same theme-based 
commercial textbook series for all speaking-skills classes and both full-time and 
part-time instructors taught the courses. All of the teachers were native speakers 
and were familiar with the textbooks and student needs.

Familiarity with the textbooks and students’ needs in this program was 
essential for the first stage of the WebLinks project. A group of instructors 
concurred that one of the obstacles to student productivity in conversation 
courses the previous year was a lack of confidence that may have been 
caused by unfamiliarity with some of the topics in their texts. By building on 
schemata (Anderson & Pearson, 1988; Carrell, 1984; Carrell & Eisterhold, 
1983), students may have some of their anxiety removed (MacIntyre, 1999; 
Young, 1991), and can have more productive classes through extending speak-
ing opportunities (Swain, 1985, 2005; Towell, Hawkins, & Bazergui, 1996). 
Acting on this premise, the instructors combed the Internet and sorted through 
Web sites that were related to the themes in the course books. Web sites were se-
lected according to ten agreed-upon criteria, shown in Table 1. 

Table 1. WebLinks Selection Criteria

Criteria

Accuracy of information 

Authentic language

Frequency of maintenance and updates 

High-interest content

Introductions to aspects of foreign culture, customs, and traditions

Objectivity and lack of bias in content

Student-appropriate content

Student-appropriate level of language difficulty

Textbook-related topic support 

User-friendly interface
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Once a Web site that met all of the selection criteria was located, an in-
troduction was first written for a student version. Figure 1 shows a sample 
student WebLink. When the title is clicked, students are brought to the site 
to which it connects, shown in Figure 2. In this example, students are in-
troduced to a popular magazine feature on American college rankings (US 
News & World Report, 2006). The content on this site helps them with a 
unit in their textbook that introduces North American colleges, majors, and 
other issues related to tertiary education.

Figure 1. Student’s Version of WebLink 

Figure 2. Screenshot of Linked Site

Figure 3 shows the more detailed teacher’s version, which was written to 
include useful notes and ideas for optional classroom activities. Both versions 
of the WebLinks were uploaded onto a department server at the beginning of 
the semester. While students and teachers were periodically informed of 
WebLinks and the benefits of accessing them, they were at no time compelled 
to do so. Accessing WebLinks did not directly affect student grades, and their 
usage was not considered as a factor in end-of-semester teacher quality evalu-
ations for future course assignments and contract renewals.
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Figure 3. Teacher’s Version of WebLinks

STUDENT PERCEPTIONS OF TECHNOLOGY AND ENGLISH

To receive feedback on the effectiveness and appropriateness of the 
WebLinks project, a survey was conducted immediately before the in-
troduction of WebLinks into the program to measure students’ confidence in 
speaking English, the role English plays in their lives, their familiarity with 
the topics in their textbooks, and their attitudes toward using technology to 
study English. Students were instructed to respond along a six-point Likert 
scale with 1 representing “strongly agree” and 6 representing “strongly 
disagree.” The seven survey items are shown in Table 2. The results would 
show the relevance of WebLinks as well as provide insights for future in-
troductions of technology into the language classroom.

Table 2. List of Survey Items

Item Statement

1
2
3
4
5
6
7

I am familiar with the topics in my textbook.
I use computers to help me with subjects other than English.
I use computers to study English.
I use English when using the Internet.
I use the Internet to study subjects other than English.
I have access to a lot of English materials.
English is important to me and my future.

An acknowledgement that English was important to students and their fu-
ture was a good starting point for justifying the WebLinks project. The survey 
results, shown in Table 3, indicate that 76% of the respondents either agreed 
or strongly agreed with Item 7, that English is important to them. 
Nonetheless, the perception that students do not have access to English mate-
rials was troubling. This view was reflected in the response to Item 6 with al-
most 80% of the students responding negatively. This perceived limitation of 
access correlates with responses to Item 4 and Item 5. Less than a third of 
the students indicated that they use the Internet in English, while more than 
half use the Internet to study other subjects. Closing this gap between the use 
of the Internet to study English and other subjects and raising awareness of 
the benefits of using the English side of the Internet was always one of the 
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goals of WebLinks. Another goal was to complement themes appearing in stu-
dent course books by providing more background information on a number of 
topics. With over half of the students responding to Item 1, that they were 
not familiar to a certain degree with the topics in their textbooks, providing 
a means for students to be more confident in their conversation lessons was 
imperative. WebLinks therefore served their original purpose. 

Table 3. Survey Results

Item Results (%)

Strongly
Agree

Agree
Slightly
Agree

Slightly
Disagree

Disagree
Strongly
Disagree

1
2
3
4
5
6
7

1
18
7
5
12
1

46

15
27
19
11
21
2

30

38
31
29
17
29
16
15

27
16
16
29
19
31
6

14
7

16
28
11
38
1

5
1

13
20
8
12
2

N = 141

CONCLUSION

The WebLinks project has attempted to overcome any hardware, software, 
technical, or institutional limitations to the use of technology by introducing 
students to Web sites that tie into the materials being presented in their con-
versation courses. This approach to the integration of technology into a tradi-
tional speaking-skills course serves two purposes: teachers are provided with 
students who have schemata activated, and students are provided with 
high-interest content that will promote more meaningful exchanges during 
classroom speaking practice. Furthermore, students who have not explored 
the English side of the Internet are given an introduction to its potential for 
language study. 

Survey results of student use of technology to study English have brought 
to light some of the beliefs of the participants in this project. While these 
students use the Internet to study other subjects, their use of the medium for 
the study of English has been limited. Hoping to remedy this problem while 
also providing students with background knowledge of unfamiliar topics and 
the ability to speak more in conversation courses, a selection of Web sites 
have been vetted and introduced to students. While this approach to building 
schemata is new, observations of students who regularly accessed WebLinks 
shows that it works. 

While the use of technology in the language classroom has made great 
strides and CALL has become a well-received aid to a variety of language ac-
tivities, some instructors and programs will continue to be unable to take full 
advantage of it. It should be noted here that WebLinks do not necessarily re-
quire online housing and accessibility teachers can provide the same in-
formation to colleagues and students on paper.

While this project has raised a number of other research questions revolv-
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ing around the increased use of the Internet in English, how to create more 
confidence in English conversation courses, and how to heighten awareness of 
the benefits of using technology to study English, the preliminary results of 
this study have been promising and consistent with current research.
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ABSTRACT

One of the main challenges in teaching presentation skills in a foreign 
language context is finding ways to get our students to present in 
English, with a meaningful purpose, outside the classroom. There are 
several factors working against our learners speaking English, such as a 
lack of perceived need to communicate in English, fear of making mis-
takes in front of peers, and/or a lack of contact with speakers of English 
(Howarth, 2006). This paper aims to establish a clear definition of video 
journaling: a technique that has been used to get learners to present in 
English both in and outside the classroom, while at the same time ad-
dressing the problems mentioned above. 

INTRODUCTION

This paper is concerned with providing a definition of video journaling
and takes a rather unorthodox approach in doing so. Before the definition, 
there shall first be a brief overview of how videotaping has been used in lan-
guage learning and teaching, and what is meant by the term journal, as used 
in this paper. To establish a clear definition of video journaling, two possible 
uses of how video journaling will be examined. 

VIDEO USAGE

There are various ways that teachers and researchers have used 
videotaping. For example, Murphey and Woo (1998) and Murphey (2001) re-
port on a technique in which students transcribe their own output after re-
cording conversations with other students in class. This process of conversing 
and then transcribing led to, among other things, learners noticing some of 
their own errors. A second possible use of videotaping is relinquishing control 
of the camera to the students, allowing them to make up their own pre-
sentations and later show to the rest of the class (Assinder, 1991). Assinder 
further states that this can lead to an increase in learner autonomy, class 
participation, and motivation and accuracy in speaking output. 

A third possible use of videotaping is as a feedback tool for presentations. 
For example, Cotton (2001) notes when evaluating student presentations, 
teachers videotaping are able to notice more than teachers who only took 
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notes. Another example of videotaping as a feedback tool is stated in 
Thornbury (1996), who reports the benefits of videotaping teaching practices 
during PRESET (pre-service teacher education and training) programs the 
main benefit being that videotaping allows beginner teachers to see for them-
selves just how much they talked and what they were actually doing in con-
trast to what they had planned. 

Lastly, and most importantly for this paper, is the use of videotaping as a 
personal journal. Unfortunately, there is very little research in this area. 
Bowman (1983) used videotaping as a tool for charting personal growth in 
his students. He had his students, who were not language learners, keep a 
journal on film over the course of a year. Student kept journals as a means 
to charting how they changed while studying various topics. This use of visu-
ally being able to see change in students was one of the reasons why I began 
to explore video journaling in my own teaching context. 

With the exception of this last use of videotaping, all of the uses of video-
taping tend to focus on in-class activities and/or consist of videotaping only 
once. The aspect of taping several times over time does not seem to be some-
thing that has really been researched in the field of English as a Foreign 
Language.

JOURNALS

In this part, the focus is concerned with defining what is meant by the 
use of the term journal, as used in this paper. A review of the literature will 
not be conducted regarding the various possible uses of journals in language 
teaching. For readers who are interested in this area, please see Allwright and 
Bailey (1991), Brown (2006), Dyment and O’Connor (2003), Kerka (1996), 
Leung (2002), Li and Tse (2002), Montgomery and Collette (2001), 
Parkingson et al. (2003), Simard (2004), and Suzuki (2004). The research on 
journaling is extensive, and the possible uses are truly imaginative. For exam-
ple, Brown (2006) writes of the use of written journals as an evaluative tool, 
whereas Suzuki (2004) charts a comparison between traditional written jour-
nals and blogs.

DEFINITION

The use of the term journal can be defined as “a log (or ‘account’) of 
one’s thoughts, feelings, reactions, assessments, ideas, or progress toward 
goals, usually written with little attention to structure, form, or correctness” 
(Brown, 2006, p. 260). There are several aspects of this definition that are 
relevant to video journaling, such as journals not always being in written for-
mat, that there are several entries within one journal, and that the entries are 
done at different times. 

One reason journals are often thought of as being written is because of 
the nature of the written word it is something that is permanent; a record 
of some sort. The spoken word is not often thought of as being permanent. 
With the advancement of technology, it is now possible to have a permanent 
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record of not only what is said, but also how it is said. This is significant be-
cause as Brown (2006, p. 260) notes, a journal allows the learner to see the 
importance of self-reflection in the process of their own language learning. 

Of importance here is the power of journals to assist in self-reflection in 
the language learning process and how teachers can use journals to assist 
learners through their own language learning. The role of self-reflection in 
learning is a controversial issue but for those who are interested in learning 
more, please see Moon (2004). 

VIDEO JOURNALING DEFINED

Video Journaling can be defined simply as the use of videotaping, or oth-
er visual recording medium, to make several permanent personal speaking 
entries over time. Embedded in this definition is the notion that the video 
journalist has the ability to review recorded material. This simple definition 
can have a dynamic effect on the learning environment, as will be illustrated 
in the next section. 

USAGES OF VIDEO JOURNALING

The following two examples of how video journaling can be used in an 
existing syllabus are taken from my own teaching situation in Japan. In both 
cases, the classroom study focus is about presentations, which as Richards 
(2006) states, is a form of performance. A performance is one of three major 
types of spoken interaction or speech type, with conversations and encounters 
making up the other two (Brown & Yule, 1983). According to Richards (2006, 
p. 4-6), features of a performance include, one person speaking (a mono-
logue); a beginning, a middle and an end; formal language; output strongly 
resembles written language; grammar is considered important. Lastly, a per-
formance is seen as the speaker having created a product of some form, such 
as in a speech. 

EXAMPLE A: RAISING AWARENESS OF PROGRESS

The first example of using video journaling in the classroom and is based 
in a research institute in Japan. Students are at the graduate level or higher 
and have a learning focus in the field of genetics. The relevant course ob-
jective regards preparing students to present their own research at interna-
tional conferences. A technique used to address this objective is to have stu-
dents converse in class with other students about their professional back-
ground, their current research, and the progress that they had made in their 
own research the previous week. After each conversation, students would 
change partners. This would be repeated three times per class, with the third 
time being videotaped. At the end of five classes, each student, with their 
teacher, watched each of their recorded conversations, and students were in-
vited to make comments on any changes they noticed. Of interest was that 
each student took note of something that they had not previously been aware. 
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For example, one student noticed that in the first entry her eyes tended 
to be “searching” when she talked, but over time, she got progressively better 
at focusing on her partner. That was attributed, according to the student, to 
an increase in comfort with speaking about her topic. For this student, notic-
ing a change in a non-verbal cue meant improvement. Although she could 
have chosen other areas to focus on, such as word choice, grammar, or pro-
nunciation, what she took away from this experience was that as part of her 
pre-presentation preparation, she needs to practice in front of others until 
she is comfortable with the topic. She will know she is ready when she is 
able to present while focusing on the different people. This is important to 
her, as she is interested in doing poster presentations, where the ratio be-
tween speaker and listener is often one to one.

Almost all the learners commented on non-verbal cues, such as eye con-
tact, gesturing with the hand to emphasize a point or to show quantity (i.e., 
expanding hands to show something that is larger), or head movement. The 
teacher`s role was mainly to facilitate and counsel. Interestingly, there was 
very little discussion on grammar or word choice, but a few students did 
comment on their intonation. The use of video journaling here was useful be-
cause students, overall, were able to reflect on the physical message that they 
were giving out whenever they talked about their background or research and 
how their physical message changed over time. This would be an interesting 
activity to replicate at other institutions where there are scientists studying 
presentation skills. 

EXAMPLE B: GUIDED REFLECTION

The second example is set within an undergraduate program at a uni-
versity in Japan. For the past three years, 2nd-year students have kept video 
journals outside of the classroom. One reason why students are asked to keep 
a video journal throughout the year is that most 2nd-year students turn 20 
years of age and officially become an adult. It is hoped that students will be 
able to see differences in themselves from the start of the year to the end. 

Students have complete freedom of what topics to talk about, but the use 
of Japanese is not allowed, unless it involves explaining a Japanese concept. 
In this case, students are encouraged to say the concept in Japanese and then 
explain it in English. Students are encouraged to write out what will be said, 
but reading word-for-word is strongly discouraged. Referring back to 
Richards’ (2006) description of the speech act performance, reading a script 
is one reason why most video journals resembled written discourse more than 
spoken discourse As students have been taught the importance of introducing 
their topic, the video journals tend to have a pattern similar to that of a per-
formance (a beginning, a middle and an end). Lastly, somewhat contrary to a 
performance (which is usually thought of as a speech act that is done in front 
of an audience), the focus of a video journal is on students communicating 
their thoughts and so correction is limited to only when the message is not 
understood. This is consistent with Chaudron’s (1988) guideline for making 
error corrections. 

One way that video journals have been used as a reflection tool is in the 
following outline. Step 1: Students watched a previous entry that they liked. 
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Step 2: Students then transcribe the entry. In class, students received exam-
ples of transcriptions. Also covered in class was the purpose for transcribing, 
to write what is heard and seen, and to not correct or change in any way the 
output of their entry. Students wrote down any non-verbal cues, such as nod-
ding of the head or use of the hands. Step 3: Students answered four ques-
tions: What did you like about what you saw? What did you notice about 
your own speaking? Did you notice any mistakes? and What would you like 
to change about your English speaking/communication style? In the final 
step, students reported what they had discovered. 

A follow up one-to-one discussion with students was truly interesting. 
Some of the feedback from students could have come from a teacher’s re-
source book. For example, one student reported that she did not like keeping 
a video journal because there was no interaction. According to most literature 
on spoken discourse (for example, Hatch, 1992; Brown & Yule, 1983; Mercer, 
2000), one of the hallmarks of spoken discourse is the social interaction be-
tween the listener and the speaker. For this student, there was no interaction 
when speaking to the video camera. Perhaps not surprising, in order for the 
student to perceive interaction, the student would have to be able to perceive 
an imagined audience, which is an advanced skill, according to Brown and 
Yule (1983). This stated, I still think video journaling is useful as it made this 
one student more aware of what she liked about speaking English, the 
interaction. Other comments included such things as being able to say what 
they wanted without fear of what others said, lack of emotion in speech, 
grammar mistakes, mismatches between speech and body language, the use of 
a loud, clear voice, and the ability to communicate their own thoughts. 

CONCLUSION

In this paper, I have given a clear understanding of video journaling and 
provided examples of what video journals can do. Video journals have the po-
tential to be a powerful tool when teaching and learning presentation skills. It 
is hoped that teachers will use video journals, or any other technology 
(Sanders, 2006), only when it is appropriate, as was the case in the two ex-
amples provided. In the first context, Example A, students needed a mecha-
nism that allowed them to become aware of how others perceive them when 
they talk about their own research. In Example B, video journals provided a 
means for learning about what students liked about their own English speak-
ing and provided a direction from which to make changes they wanted to 
make to their own communication style. It also served as a means to see 
changes over the course of a year at a significant time students lives.

The examples used here have focused the use of a video camera as the re-
cording medium. Other possible mediums could include a webcam (though one 
drawback to this medium is that it restricts the speaker to wherever the web-cam-
era is fixed) and cell phones. In conclusion, for teachers who need to teach 
presentation skills, video journaling can be another tool at their disposal. 
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ABSTRACT

More and more teachers throughout the world are facing greater de-
mands on both the quality and quantity of their teaching in an increas-
ingly discontinuous workplace. This work intensification, coupled with 
the trend in education toward the application of business models and 
temporary staffing practices, has led to a questioning of both profession 
and purpose. This is in stark contrast to many contemporary theories of 
leadership, which embrace concepts of empowerment, trust, and shared 
responsibility. This paper takes the position that teacher empowerment 
is best gained through self-leadership and collaboration, which enable 
enhanced educative outcomes. As an illustration, a collaborative pilot 
project on the supplemental use of Information and Communication 
Technology (ICT) for the EFL classroom will be presented.

INTRODUCTION

Vision without action is a form of hallucination.
- Manfred F.R. Kets De Vries (1995, p. 199)

Teachers today often find themselves struggling to keep up with all the 
demands of their profession. Teachers usually have to complete a number of 
tasks related to preparing materials and teaching, as well as a growing ple-
thora of administrative duties under the light of an increasing scrutiny of 
performance. This intensification has created very tenuous positions with very 
perceptible outcomes for education (Smyth, 1989; Bates, 1995; Grace, 1995; 
Creanor & Littlejohn, 2000; Barth, 2001; Crowther, Kaagan, Ferguson, & 
Hann, 2002; Limerick, Cunnington, & Crowther, 2002). Teachers and stu-
dents are made aware of this shift in emphasis on assessment scores and 
concentrated evaluations, and have been forced to shift their focus. Numerous 
researchers have recognized this troubling trend such as Barth (2001, p. 446), 
who wrote, “Every moment of every teacher’s day is being scrutinized by oth-
ers to discover what changes might raise students’ scores.” Perhaps Kenway 
et al. summed it up best: 
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Education is seen less and less as a means towards self-expression and 
fulfillment or towards the development of cultural and social under-
standing and responsibility, and aesthetic, critical and creative 
sensibilities. Its purposes become frankly utilitarian and its quality is 
defined accordingly. (as cited in Bates, 1995, pp. 12-13)

Not surprisingly, teachers often submit to increased workloads and imple-
ment measures they may feel are pedagogically unsound in order to display 
their loyalty and thus avoid the risk of replacement. Bates (1995, p. 12) sees 
this as a purposeful tactic of many corporate administrations including educa-
tion:

It is surely not coincidental that the demand for such commitment 
and loyalty to corporate culture coincides with the replacement of long 
term employment by short term contracts for principals and teachers, 
no less than among other workers. Vulnerable employees may, of ne-
cessity, be more eager to display their loyalty and commitment to 
management visions.

This all paints a dismal picture of education and teaching in particular. 
Yet, many teachers are able to find success despite these impediments 
through determination and careful attention to the dynamics of their 
situations.

SUCCESS IN DISCONTINUITY 

Teachers who strive for progress must first recognize any disparities be-
tween what they have and what they want. This necessarily includes an ob-
jective assessment of the work setting and pupils, as well as their personal 
qualities and needs. Once the teacher has this objective picture in mind, then 
they can begin to determine when and where they may be able to affect 
measures for improvement. Nevertheless, this form of self-leadership is not 
without risk or uncertainties. If teachers begin to make changes that concern 
other teachers or their superiors without first soliciting their involvement, 
they can overlook the dynamic and interrelated nature of the education 
system. It would appear that a new skill set is required to bridge the de-
mands of the local workplace with those of the teacher’s theoretical goals. 
Limerick et al. (2002, p. 45) offer a new understanding of organization as the 
‘fourth blueprint,’ referring to a new paradigm based on both “loosely coupled 
structures and higher levels of synergy in organization.” In other words, the 
fourth blueprint implies networking relationships that allow the individuals 
(both internally and externally) to maximize the strengths of their differences 
without applying traditional restrictions or other burdens based on hierarchal 
structures and position. One of the benefits of this view is a more fluid con-
cept of leadership that can be realized throughout an organization and thus is 
independent of position. Ideally, this vision of leadership would not exist 
within a hierarchal structure at all, but would be vested in individuals work-
ing in collaboration toward shared ends. Limerick et al. (2002, p. 241) see 
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this shift in thinking toward the individual as the key to the new paradigm.
This different perspective, approaching issues in behavior in an organized 

effort from the viewpoint of the participant, is perhaps the most fundamental 
shift required for the study of organized post-corporate action (Limerick et 
al., 2002, p. 241). 

Hence, training in the principles of self-leadership, collaboration, and the 
use of new technology will best enable teachers today. Each of these concepts 
will be briefly addressed below, followed by the presentation of a collabo-
rative pilot project by the authors.

SELF-LEADERSHIP

Who better to know the real effects of educational policies on students 
and teachers than those who spend most of their time in classrooms living 
and implementing them? To put it more succinctly, the teaching/learning re-
lationship is the raison d'etre for the lumbering juggernaut that we call edu-
cation, so why do teachers continue to play such a small role in deciding its 
direction? The answer may be that teachers are simply too busy teaching. 
Alternatively, as Barth (2001, p. 446) points out, there may be any number of 
reasons:

In the world of teacher leadership, danger abounds. It can be equally 
unsafe to lead or to follow the lead of another, especially when the 
leader has not been officially “designated” . . . Inertia, risk aversion, 
lack of confidence, and primitive adult relationships all thwart teacher 
initiatives toward school leadership.

Nonetheless, there is a clear need for teachers to take initiative through 
self-leadership if education is to realize its inherent purpose reflected in its 
primary agents. 

Self-leadership is defined as “the process of influencing oneself to estab-
lish the self-direction and self-motivation needed to perform” (study by Neck 
et al.; as cited in Williams, 1997, p. 140). Within the scope of this paper, oth-
er similar theories such as self-influence (Bandura, 1986), self-regulation 
(Kanfer, 1970) and self-management (Manz & Sims, 1980) can be seen as 
prerequisites or components of self-leadership, and so distinctions will not be 
made here (in Lee & Koh, 2001). Self-leadership emphasizes that the agent 
(the teacher in this case) does things for their intrinsic value. This is similar 
in principle to transformational leadership in that teachers do not do things 
only to accomplish specific tasks, but work toward a general improvement of 
self (Avolio & Bass, 1988). The obvious difference being that self-leadership 
involves transforming oneself, while transformational leadership derives from 
the hierarchal leader’s endowment (much like empowerment). Teachers need 
to view their position not only as a teacher within a given work context but 
also as an educator within a milieu of education and exploration of personal 
potential. Self-leadership, through its emphasis on long-term growth through 
intrinsic development can be very empowering to the individual, especially in 
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favorable settings. 

COLLABORATION

Teachers, like other employees and businesses in the world, can no longer 
work in isolation if they are to flourish professionally. Spurred on in large 
part through advances in communication technology and the Internet, the 
need to establish networks (both locally and globally) is becoming the basis 
on which all forms of production are dependent. As Lunsford and Bruce 
(2001, p. 53) put it, “the image of the isolated Dr. Frankenstein in his labo-
ratory, always something of a myth, has now become thoroughly displaced.”

Collaboration by nature involves two or more parties with similar goals; 
the basis for their relationship is a mutual desire to help each other to ach-
ieve those goals (study by Van Manen; as cited in Dallmer, 2004). In the 
case of most teacher-to-teacher collaboration, the impetus for solving these 
goals is based on the recognition of a disparity between theory and practice 
garnered from firsthand classroom observations. This is an important aspect 
in terms of trust and the willingness of participants to share information. 
Trust within collaborative relationships is reaffirmed on a daily basis; if an 
imbalance in expectations persists, then the lesser party will take measures to 
end the collaboration with resultant effects upon the other’s standing.

Another key to the success of collaboration is the retention of individual 
differences (Limerick et al., 2001; Dallmer, 2004). Dallmer (2004, p. 43) be-
lieves working collaboratively means “parleying all the diverse positions and 
roles that people bring to the relationship” without “trying as I did, to mini-
mize those differences and make us all generically equal”; for her, “it means 
that we must trust in those differences to accomplish our mutually agreed 
upon purposes.” Therefore, collaborations are based on common goals and 
maintained by mutual trust reaffirmed through daily interaction while pre-
serving individual differences, which enables shared leadership. 

NEW TECHNOLOGY AND COLLABORATIONS

Teachers working in various locations around the world are no longer 
bound by or limited to the circumstances and resources available locally, and 
so can regularly and easily ‘meet’ online to work on a project. Rapid in-
creases in technology such as the availability of wideband or high-speed 
Internet connections and advances in encoding and file compression have 
contributed to the ease and flexibility of these modern collaborations. 
However, as the use of technology by individual teachers is dependent upon 
individual skills and experience, many teachers may need training or support 
in order to become comfortable with using technology. Therefore, collabo-
rations can moreover play important roles for motivation and self-leadership, 
and help alleviate fears by teachers who “may feel threatened by the rapidly 
advancing technologies” (Creanor & Littlejohn, 2000, p. 272). Also apparent 
in the consideration of collaboration is the lack of reference to any hierarchal 
structure. Collaboration is not necessarily an institutionally-approved relation-
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ship and/or empowered by supervisors; it has flat structures and functions 
only when a balance of power is maintained by all through mutual trust. This 
makes collaboration particularly attractive and useful to motivated teachers in 
discontinuous settings wishing to affect change within their classrooms. 

A project being conducted by the authors will now be presented as an il-
lustration of the concept of collaboration with new technology. 

THE SKWRL PILOT PROJECT

Through a presentation on a collaborative effort in Japan given at the 
13th International KOTESOL conference (“Interactive Reading: Teaching 
Reading Skills and Authentic Materials with CALL” by Mark Sheehan and 
Andrew Johnson), the authors were able to become familiar with one another

despite not meeting due to circumstances that prevented Andrew Johnson’s 
attendance. As the impetus for this collaboration was the desire to extend les-
sons and support for university English classes through a supplemental Web 
site, it was agreed that the SKWRL site would be a perfect match. 
Specifically, the authors were able to make contact by email and soon devel-
oped a plan for adapting Andrew Johnson’s SKWRL Web site for use with 
classes to be offered during the following spring term at Ewha Womans 
University. This project was later re-framed to serve as a pilot for potential 
application within the entire English Program Office (EPO) at Ewha. The fol-
lowing section will provide an overview of the site. More information can be 
gained by contacting Andrew Johnson: andy@english-trailers.com.

SKWRL WEB SITE DESCRIPTION

SKWRL stands for SpeaKing, Writing, Reading, and Listening and is what 
is referred to as a Learning Management System (LMS). Numerous LMSs ex-
ist including commercial sites such as BlackBoard and Open-Source Moodle, 
which allow teachers to create online educational environments for learning 
and offer activities such as quizzes, forums, and chats. The appeal of an LMS 
is that it offers the teacher an additional component to the classroom that is 
flexible enough to be utilized as much or as little as the teacher deems 
necessary. When Andrew Johnson and Mark Sheehan began the preliminary 
work on this project, no LMSs specifically crafted for language learning 
existed. As a result, the SKWRL LMS was created, offering pedagogically 
sound language learning activity templates. With these templates, teachers 
could tailor-make activities that matched the particular needs of their 
students. In the interest of brevity, only the essential collaborative elements 
of the SKWRL LMS will be provided here. 

SKWRL consists of two main pages - a teacher course creation page and 
a student page (Figure 1) - each with their own menus and subsections. 
Teachers first use the course creation page to create a new course (Figure 2), 
add activities (Figure 3), and finally insert content into the activities (Figure 
4). While students are denied access to the teacher components, both teach-
ers and students can access the student components. When a teacher logs in-
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to the student area, additional features are available for classroom manage-
ment purposes such as class scoring and activity activation. Students on the 
other hand, only have access to the activities and their own scores. 

Figure 1. The Student Page (http://skwrl.org) An Example Activity

Figure 2. The Teacher Course Creation Page (http://skwrl.org/teacher_index.php) 
Create New Course Section
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Figure 3. The Teacher Course Creation Page (http://skwrl.org/teacher_index.php) 
- Edit Courses Section. Teachers can build meetings from twelve different 
activity types.

Figure 4. The Teacher Course Creation Page (http://skwrl.org/teacher_index.php) 
- Edit Activities Section. Teachers use forms to add the content of their 
activities.
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SKWRL allows collaboration on two fronts. First, teachers can share their 
activities. This means that if one teacher would like to use another teacher’s 
materials in their own course, they can contact the webmaster and have it 
added. It should also be noted that a SKWRL repository is currently being 
developed to allow teachers to be able to bypass contacting the webmaster 
and add other teachers’ materials directly. Through such sharing, the time 
teachers spend on material development can be dramatically decreased. This 
is ideal for team teaching or teachers who teach the same content as it allows 
them to work together and easily share their materials. 

Secondly, as teachers gain experience in this online environment, ideas for 
new ways of using current activities, improving classroom management fea-
tures, adding new activity types and improving the overall site are discussed 
and implemented. In this sense, SKWRL is an organic site, building upon the 
various strengths of the teachers involved. For example, two new activity 
types were added during the second semester of use. One of these was de-
signed to emulate grammar type questions of the TOEFL test where a sen-
tence is presented with four underlined words or phrases. The user must se-
lect which underlined part is incorrect. One of the authors was able to take 
that activity and utilize it in a very creative way to check the truth-value of 
a sentence. This is a prime example of how collaboration need not require 
more work, but instead can simply be new ways of utilizing existing 
materials. Additionally, to assist communication, a teacher forum is available 
so that teachers can share their ideas, informing others of what works and 
what does not, and allowing teachers to grow from each others’ experiences.

METHOD AT EWHA

Two sections of Ewha Womans University freshman English I students (in 
non-CALL classrooms) were chosen to take part in the first phase of the 
study. The SKWRL Web site was employed in the 15-week semester as an 
out-of-class supplement for both reading homework activities and assessment 
(10), and listening requirements (6) as well. As part of this process, meetings 
were held with the Pearson/Longman Korean representative and the English 
Program Office director to obtain permissions for use of materials online. A 
pre-questionnaire was conducted at the beginning of the course by students 
to determine background variables and predisposition to English learning and 
technology use. A similar post-questionnaire was also employed to determine 
attitudes on the project, problems and overall satisfaction with the course 
(survey results are still being analyzed at the time of writing). 

The course Web site began with a foundation of elemental designs based 
on the SKWRL templates that were gradually developed over the semester in-
to a complex and pedagogically sound course supplement. It incorporated a 
variety of activities and media regularly customized through detailed ob-
servations and student feedback. While no trial can run free of errors, no 
concerns proved serious, or in any way impeded the progress of the course. 
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IMPLICATIONS OF THE PROJECT

It is believed that this project will help provide an important first step to-
ward the future of language learning in Korea involving the intelligent applica-
tion of ICT in classrooms without computers to achieve significant increases in 
study time and interaction. The educational implications for this study are nu-
merous due to the practical nature and impetus for the work. The motivation 
for conducting this research was a genuine desire to improve learning without 
further taxing the schedules of already overworked second language teachers. 
Therefore, the development of administrative functions on the Web site for 
teachers, together with more interactive assignments and coursework for stu-
dents, will effectively free-up teachers and allow students to take charge of their 
own progress. Students will be limited only by their own input, motivation, 
and creativity in learning without an equal increase in teachers’ workloads. 

CONCLUSION

In 1994, Peter Drucker (p.66) predicted, “Education will become the cen-
ter of the knowledge society, and the school its key institution.” If this is 
true, then teachers and students, as the axis of the school, will become the 
center of society. It is hard to imagine a society based on disempowered in-
dividuals, much less passive consumers of commercial products and dictums. 
Yet, if teachers remain locked in organizations with rigid hierarchies that dis-
courage self-leadership, this is exactly what they will become. It is not enough 
for teacher-leaders to envision the future of education; they must form strat-
egies of action to make it so. Teachers need to act persistently in order to 
learn what is possible and what is not. As Mintzberg (1994) related: 

But strategy making as a learning process can proceed in the other di-
rection too. We think in order to act, to be sure, but we also act in 
order to think. We try things, and those experiments that work con-
verge gradually into viable patterns that become strategies. (p. 111)

Students, who are shaping their potential self-leadership vicariously 
through their teachers, also learn these lessons. Indeed, students learn as 
much from observing what teachers do as from listening to what they say. If 
teachers become passive agents of learned helplessness, what message does 
this send to the students? Instead, teachers should realize their own 
strengths, nurture them, and determine how well they fit with their school’s 
needs (Bennis & Nanus, 1985). Thus, “empowered” teachers teach real life 
lessons to students that empower them to act as well. 
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ABSTRACT

Research clearly indicates there is a strong link between what a person 
feels and what they learn and recall. Play might be considered “fun,” 
“frivolous” and “unnecessary” by some. However, when genuinely en-
gaged in “play,” young children learn on a deep intrinsic level and can 
recall with accuracy what was learned. Many phrases associated with ev-
eryday conversation can be learned through play. Play can be com-
petitive or co-operative, and play does not have to stop with age! Games 
provide a hands-on experience of learning while students play. This re-
port goes some way to proving that play and learning go hand, in addi-
tion to providing a tool kit of games you can use in class immediately.

PLAY AND GAMES ARE METAPHORS ON LIFE

From the earliest days of life, a child explores their world, and in so do-
ing, there is one thing that can be evidenced in every child whatever their 
culture or creed, the basis of their learning is pseudo-mimicry. The child 
wants to be part of the community it was born into, and as like attracts like, 
the child will observe and attempt to enact the roles it sees occurring around 
it, thus our roles and social norms are defined from our earliest life. 

The child’s motivation is a strong intrinsic emotion to belong, and there-
fore to conform is a powerful emotional stimulus to learning. As a result, the 
child learns, amongst other things, customs, culture, traditions, tastes for par-
ticular foods, and gender-roles. As well, the child learns language.

All this learning takes place informally and is frequently seen by adults as 
play, amusing activities that occupy a child for endless hours. However quaint it 
may appear, play is serious work! Then, at various points we term as 
“milestones,” the child can say one word . . . then two, three, ten, twenty, and 
soon follows sentences, songs, and reading and writing. How did the child learn 
this? Through this pseudo-mimicry, role play, in other words, simulation. Why 
did they learn this: because they were highly emotionally motivated. 

If you look at how people learn, the level of retention increases to its 
highest as they simulate tasks. "People learn best when challenged" (Norman, 
2006). Through their astonishing powers of observation, a child absorbs all 
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the information they need to become part of their community, then rather than 
simply repeating as would a parrot; the child reconstructs their observation 
through play (Chomsky, as cited in Mason, 2006). Sometimes play is a solitary 
activity that the child does because it feels good, later play becomes more or less 
constructed as games, which become powerful learning tools because they encour-
age active problem solving and strategic thinking, emphasizing exploration and 
self-discovery rather than learning by rote (Bruner, as cited in Mason, 2006).

However, games are still dismissed by many adults as inappropriate in 
the educational setting, and are frequently seen as a waste of time. Parents 
do complain that their child is having fun, when they should be learning! But 
where is it written that learning and fun are an antithesis, mutually exclusive 
and opposed to enhancing each other for the benefit of the learner? In fact 
games can enable players to experience places and events that are not readily 
accessible, or are too dangerous to experience in the real world . . . Players 
can experience these things knowing that they can learn by making mistakes. 
Through play, children learn to be flexible. In language there are many ways 
to say the same thing. Language is not a rigid construct where there is only 
one right way; children learn positive ways of coping with discouragement. If 
games are at an appropriate challenge level, children become more highly 
motivated and skilled at multi-tasking, decision-making and evaluating risks 
(Stapleton study; as cited in Hill, 2005).

From an educators perspective, the role of games and play in the ESL 
classroom is considered to be highly beneficial (NZ Ministry of Edication, 
2000). The pedagogy behind the proposition that game play can effectively 
promote confidence, or competence, or scaffold higher order learning skills, 
especially reflection, relates to a longstanding understanding of the role of 
games and play in learning. This is where the skilled ESL teacher can use 
games to facilitate personally meaningful and significant learning, that can be 
immediately useful to the language learner. Games can encourage positive ap-
proaches to learning because games often immerse players emotionally and 
provide opportunities that encourage the learner to keep trying, rewarding 
persistence and encouraging experimentation. Games also teach young learn-
ers more words and language constructs than simply focusing on the teaching 
of the target language alone would provide, thus developing the ESL learners 
fluency in English as a “living language” by increasing the learners useful vo-
cabulary through subtly scaffolding the language target and supporting lan-
guage - as the game progresses.

Educationally focused play and games have the same ability as any nor-
mal play activity or game to emotionally immerse learners using fun and ex-
citement or strategy. But the difference is the subtly disguised intention that 
players will learn as they play, with progress checkpoints acting as a platform 
for knowledge and content assessment to be plausible. There are several con-
siderations that a teacher must make when they incorporate games into their 
teaching practice, these are:

 1. Does the proposed game relate to the lessons target language?
 2. Does the game build the social skills of communication using the tar-

get language?
 3. Does the game encourage co-operation through communication in the 

target language?
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 4. Does the game model ‘fair-play’ concepts in the target language?
 5. Does the game provide a form of ‘healthy competition’ using the target 

language?
 6. Does the game inspire students to plan in the target language?
 7. Does the game inspire students to think in the target language?
 8. Does the game inspire students to strategize in the target language?
 9. Does the game inspire students to execute their plans, thoughts and 

strategies in the target language?
10. Does the game promote concentration?
11. Does the game promote observation?
12. Is the game student centered? Can the language be immediately useful 

outside of the classroom?
13. Can the game be adapted or modified by the teacher or students to 

meet the language needs of the learners?
14. Can the game be co-constructed by students with the teacher using ev-

eryday materials, recycled materials?
15. Can the game be used for assessment? See Appendix A for a Games 

Evaluation and Reflection Sheet.
To provide the opportunity to intrinsically deeply touch the player, games 

must also have several qualities that provide motivation to participate for the 
learner these include such things as:

1. Be carefully crafted 
2. Be authentic or realistic
3. Be abstract enough to allow creative construction of ideas and ex-

pression
4. Provide for risk free reflection
5. Be satisfying enough that participation is its own reward
6. Allow for voluntary expression
7. Provide a momentary separateness from real life
7. Provide sufficient challenge and risk so effective learning occurs.
9. Give opportunity for players to use choice and constraint (Bowers, as 

cited in Shears & Bowers, 1974; Caillois, 1961)

Games are personally meaningful, significant and emotionally engaging ac-
tivities that enhance the learners’ ability to learn and retain information. 
Children adapt and change games to suit their needs and resources as they 
play, so can it be for teachers. It is important that teachers realize every 
game or activity need not be expensive, commercial, or new, but rather 
take something that works well and adapt it. Change  the vocabulary, the ac-
tions, the tools; in effect, introduce a new awareness to an old game or 
activity. Let’s look at some simple games and activities that can be used as 
they are described or adapted to fit your circumstances.

SO LET’S PLAY

1. FRUITSALAD

This is a transitional game; it signals the end of one activity and the start 
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of another and is fun, requires constant observation, develops listening skills 
and enables the teacher to maintain control, an aspect that has validity as of-
ten children can get excited, loud and exuberant when playing games.

HOW TO PLAY “FRUITSALAD”

If your target language was Fruit, you give each student a card with a pic-
ture (if your students are low language level) of a fruit or the name of a fruit 
written on it (higher language level students), or a sentence using a fruit 
word (for yet higher language level students). If your target language is class-
room items, you would use words such as desk, chair, pencil, blackboard, 
teacher, student, textbook, notebook, etc. If there are ten students in the 
class, give out two cards with apple, two cards with banana, two cards with 
orange, two cards with watermelon and two cards with strawberry, so there 
is more than one student in each “fruit” category. At some place in your class-
room, draw a shape on the floor, this shape must be large enough to hold all the 
“fruit,” in which case, it is called the “Salad Bowl,” but it could be a “pencil case” 
or a “house” or a “dinner table,” depending on the target language.

When the teacher wants to stop an activity, the teacher calls out a fruit, 
such as “watermelon.” At this point, the students must stop what they are do-
ing and jump into the salad bowl. Smart students will start to realize that the 
teacher is calling out fruit names, and even if their fruit has not been called, 
will jump into the bowl. The last fruit is a “rotten apple” or “broken pencil,” 
or whatever is appropriate to the target language.

Transitional games grab students’ attention and facilitate the ending of 
one activity and the start of another. For young language learners, this is an 
important distinction to be able to make and recognize. Used in a well or-
ganized and structured way, transitional games or activities become part of 
the class culture that students recognize. These games ensure students are 
concentrating throughout the entire lesson, and if not, an activity such as this 
helps them get back on task. Although this game is called “Fruitsalad,” you 
can change the name by changing the topic. If your students are keen on 
something, they can choose a topic, in this way, you co-construct your teach-
ing and learning. To further co-construct the game, students can draw or la-
bel or write sentences on a card, which is then used to play the game. In a 
typical language lesson, use the target language for that lesson or unit.

2. THAT’S ME!

Give your students 2 or 3 blank cards. Get them to write their name on 
the card, (low-level language), or some information about themselves (for 
higher level language learners) The cards can have the same information or 
different information, i.e., one card might have the students name, the other 
card their birthday, the other card their favorite food. Again, the information 
on the cards can be altered to fit the target language.

HOW TO PLAY “THAT’S ME!”

The teacher collects the cards, shuffles them, and deals them face down. 
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The students must not look at the cards until they play their hand. Students 
sit in a circle and, as they play the cards in their hand one card at a time, 
everyone calls out “Who’s this?” As the card is turned face up, the student 
who recognizes their card calls out “That’s me. I’m . . . (their name),” or their 
birthday “That’s me, my birthday is . . . ,” or their favorite food (That’s me. 
My favorite food is . . .). This activity is student-centered, encourages co-op-
eration, communication, and healthy competition. If a student misses seeing 
their card, the game continues until they recognize their card.

3. CONCENTRATION

The above game can be played like Concentration if the student has two 
or more cards with the same information or with information about them-
selves or a specific topic they are studying as the target language. 

HOW TO PLAY “CONCENTRATION”

All cards are laid face down on the table and students attempt, to collect 
all their cards by picking up one card at a time and keeping it if it is their 
card, or putting it back face down if not their card. It is important students 
read what is written on the card. A dialogue that can be practiced with this 
is everyone says “Is that yours?” as one student picks up the card, to which 
the student must read what is written on the card and say “Yes, that’s mine,” 
or “No, that’s not mine.” The winner is the first person to collect all their 
cards, but as everyone must continue saying “Is that yours?” Every student is 
involved until the last student collects their cards. To make it more fun, have 
a wildcard, such as an ugly monster, or a card which says the student must 
perform a task such as saying the alphabet backwards. Every time it comes 
up, a student must enact the task, and as it has no partner card, it ends up 
to be the student’s whose turn it is after the last student picks up their cards. 
This can keep the game alive until the last card is played, as there is the pos-
sibility of reward and punishment right up to the last moment.

TEAMS

HOW TO PLAY “TEAMS”

The cards from “That’s Me” can be used to form teams while playing a 
game. Take one card from each student, divide the cards at random into two 
or more piles, depending on how many teams you require. Put one lot of 
cards face down at one wall in the class, another lot of cards at the opposite 
wall; have all the students stand in the center of the room or at some con-
venient place and count down 10, 9, 8, 7, 6, 5, 4, 3, 2, 1, GO! The students 
must rush to any lot of cards, and once they find their card, stay with the 
others in that team. The fastest team to gather all its members wins (smiley 
faces make good awards)! This game is good for forming teams and groups, 
and separating students from those they always work with. It encourages 
team building, communication, and healthy competition. Sad faces can be 
awarded if students don’t use English as they form the teams.
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JIGSAWS

Jigsaws are both a tool for teaching that is suitable for sharing large 
chunks of information in a short time, and a puzzle-style game that can liter-
ally be used as a jigsaw.

A jigsaw, as a puzzle, can be completed individually or in pairs or as a 
team effort. In these interactions, the students are exercising their social, 
co-operative, communication, and strategizing skills, amongst others, and 
there is a certain amount of higher-level thinking involved. Students are able 
to work together, even if their language levels vary, which is the case in many 
ESL classrooms. 

HOW TO MAKE A JIGSAW PUZZLE

a) At the start of the term, take photos of your class. Snap as many as 
you can get. The kids love it and there is lots of language involved. As 
well, it is a great way to get to know your students. These photos can 
be used for administrative purposes, but they make great class learning 
tools.

b) Select any suitable photos and have them enlarged to A4 size. You can 
do this yourself with a photocopier if the photo is clear enough, but it 
will be black and white!

c) Paste speech bubbles over each person: "Hi I'm ..." or "My name is ..." 
This can be done in class as a dialogue activity for meeting and 
introducing.

d) Paste the picture onto a card to give it stability and laminate it for 
durability.

e) Carefully choose a way to insert the picture into a puzzle that is not 
too easy or too difficult for students to put together. 

The puzzle described is basic, but puzzles can be made from just about 
anything. Packaging makes great puzzles; wash a milk carton, flatten it, paste 
it onto a backing card, cut. Do the same with cookie cartons, butter boxes, 
any wrapping from the supermarket. Make big bold bubbles, drawing atten-
tion to the English words on the wrapping/packaging, and paste these onto 
the puzzle. Cut the puzzle and you have got a theme of puzzles from the 
supermarket. Another idea is to use the student’s textbook/storybook to re-
view or preview; photocopy the page being studied enough so there is one 
for each student. Cut, be careful each student gets all the pieces to make the 
page - if you photocopy on different colored card/paper, then you know all 
the pink pieces go together, and all the blue pieces go together. Puzzles can 
be specific colors as described above; students are learning colors as well as 
content. It is these peripheral words that are part of games and play that are 
a real bonus to student’s language development. So puzzles can be cut into a 
specific number of shapes/pieces and student’s can count how many pieces in 
this puzzle? 1, 2, 3, 4, 5, 6 . . . etc. Then we have shapes, squares, triangles, 
rectangles, even circles and ovals; but how? By cutting these shapes as holes 
in the puzzle that must be filled with the correct piece to finish the puzzle. 
Homework is another good puzzle - make a master sheet of answers from the 
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homework you have set and photocopy enough for each student, then collect 
the student’s homework answers and photocopy. 

HOW TO PLAY “JIGSAWS”

Give out the pieces and let students put it together in pairs or teams or 
as individuals. If using to check homework, give each student any classmates 
answer sheet and a master sheet, cut into shapes to make a puzzle. The stu-
dents put the homework and the master sheet together and correct as they 
do so. To create a competition or game or quiz using the jigsaw, add a chal-
lenge: the first finished, e.g., the team that can say all the word bubbles or 
the person who can make a sentence from the word bubbles. Or it can be a 
partner or team challenge, with one puzzle but several players as each per-
son puts a piece of the puzzle correctly together and is able to say or use the 
words they can see (this gets more complex as the puzzle gets nearer com-
pletion), they get points. If the student can not say or use the words cor-
rectly, they do not get points, and the next person can try their luck. 

Jigsaw is also a teaching method used to teach large chunks of 
information. Give each student or pair of students or group, if you have a 
large class, in fact this works very well with large classes, something you 
want the whole class to learn, e.g., food on a menu.

1 pair/group will have drinks
1 pair/group will have soups
1 pair/group will have salads
1 pair/group will have mains
1 pair/group will have desserts
1 pair/group will have prices

Depending on the language level of your students, you may use words or 
pictures to mindmap the theme: On a piece of colored card have student’s 
gather all the information they can about their topic, words, pictures, dia-
logues, etc. When they have completed their mindmap, cut it up to make a 
puzzle. Use a different color for each topic of the theme, then cut all puzzles 
the same way. Make it a race for each pair/group to put the puzzle they have 
(not their own puzzle) together. They must assess what it is about, come up 
with key vocabulary, etc. Each group can put all the different topic puzzles 
together, quickly gaining a good overview of the target language. After the 
task is completed, the last pair/group to put that puzzle together present 
their completed puzzle to the class. It is a good idea to paste the puzzle to a 
backing paper - newspaper or butcher’s paper is fine - then students can peer 
teach what they can see, what words are relevant, what vocabulary ties in 
with their text and lesson.  Maybe they can role play the dialogue, and later 
these can be put on the wall to reinforce the lesson. In this way, you can 
cover a wide range of material quickly. This can be done as a pre-teaching 
activity, as a review activity or as the bulk of the lesson.
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“SNAKES” SOLVES PROBLEMS

Snakes or trains or worms or chains or interlocking strips of card are 
great for teaching any language task that requires order, such as dialogue or 
the alphabet. For beginners, the task can be as simple as ABC or 123. It can 
progress to days of the week (Monday, Tuesday, Wennesday), months of the 
year (January, February, March), and on to years. Or it can be about personal 
information gained about students, such as the shortest to the tallest, the 
youngest to the oldest or the person who lives furthest away to the person 
who lives closest. Snakes are also good for teaching higher-order thinking 
such as questions and answers, or problems and solutions, or order involved 
in doing a task such as brushing ones teeth. Order is very important in 
language. Without order many letter combinations, sentences, paragraphs and 
dialogues would be nonsense, and language is about sense because it helps 
people make sense of the world around them.

HOW TO MAKE SNAKES

Use card strips which will dovetail one into the other or toilet roll tubes 
or kitchen wrap tubes, or make strips of paper that can be stapled or taped 
together in chains, or alternatively draw and photocopy shapes such as a 
train with carriages or a worm or caterpillar in segments, even a road curving 
into the mountains traversing rivers and going through towns. Cut the copies 
into single segments and write something on each segment according to the 
target language you are teaching. If using card strips, you will need glue or 
tape to attach the snake to the wall. If using rolls, will need string to thread 
them on. If using paper strips, to make a chain, you need tape or stapler to 
make the links. Photocopied shapes need to be glued to paper or the wall. 
Make a snakes head and tail, or an obvious start and finish according to the 
theme or shape you have chosen, i.e., a train engine and a caboose.

HOW TO PLAY

Questions and Answers: According to your target language theme, write a 
question on one paper strip/shape or roll; write the answer on another:

Q: Is an apple a fruit?
A: Apples, oranges and grapes are all fruit.
Q: Do fish swim?   
A: Fish swim in the sea and in rivers and lakes.
Q: How do you spell "April"?   
A: A - P - R - I L

Give questions to some students and answers to others. Students must 
match their question to the correct answer. The first students come up with 
their paper strips/rolls/shape, etc., and get the points for being first. After ev-
eryone has finished, you will have a snake (or whatever). Now your students 
must read the questions and answers.

Snakes can be made with matching themes or opposites or order such as 
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ABC (for beginners) or complex dialogue (for advanced learners). Write on 
the roll/strip of paper/shape, or various segments of the order, e.g., "A," on 
one piece, "B" on another, "C" on another, through to "Z."  You can make it 
more complex by writing "A" on one piece, "a" on another, etc. As a more 
complex task, a dialogue can be used: Person 1 says ". . ."; Person 2 replies 
". . . ," etc. Have the students in two teams standing at one end of the 
classroom. The teacher drops the strips/rolls/ect. in random order in two 
piles at the other end of the classroom, and then counts down: 3 2 1 GO! 
This is a relay; one student from each team must collect the dialogue in or-
der; the next student collects the next piece of dialogue. Students can have a 
copy of the dialogue or ABCs, etc., so they know what is next or more prac-
ticed students can have a verbal model before the game starts. Each team 
must have exactly the same amount of rolls/strips/shapes. The first team fin-
ished are the winners.

The snakes can decorate the classroom floor, lay coiled on shelves to be 
read at random or referred to by students for exercises. Trains can chug their 
way around the walls, and paper chains can swing from the ceiling any time 
of year, but colorful ones make good Christmas decorations and teach order. 
Write one line of a Christmas song on one piece of paper and play the relay 
race. Practice singing the songs before playing and have the songs playing on 
a repeating tape as you play.

FLOOR SCRABBLE

HOW TO MAKE FLOOR SCRABBLE

You need floor space: inside or outside the classroom, the hall or a wall.  
Or put your desks together to form one large surface and lay newspaper over 
the desk. Tape the paper together to make one very large sheet. Cut square 
pieces of paper. You can do this for your students or with them by making a 
square template for students to trace around. 

Students can cut three or four layers of paper at a time. In doing this, 
you save your preparation time, but this is good for teaching, shapes, drawing 
around, tracing, cutting, how many, etc. Make squares from new paper, or 
better still (economically), recycled paper.

To give letter points value, use the commercial Scrabble game letter 
values. Print a card A3 size with the letter values so all students can see 
them. See Appendix B.

HOW TO PLAY “FLOOR SCRABBLE”

Students can play as individuals but teams are good, especially if your 
class has mixed levels/abilities. To play, initially, for students to get the idea 
of the game, let them choose any words they want, but for future games, as 
a teaching tool, give them specific vocabulary. A student must think of a 
word and paste it vertically or horizontally on paper/floor. They must say the 
word. Points are awarded according to the value of the letters the student has 
chosen. Write this on a score sheet and on the squares with the letters as 
well write the students name on the squares, too. This saves disputes from 
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happening later! The next student thinks of a word that will fit with the first 
word, and pastes that down or across to fit with the first word, and so the 
game goes on. This is why the paper must be square pieces of paper - rec-
tangles do not form a crossword style grid, so lines of letters do not meet well. 

To make it harder, the words must have four or more letters, or they can 
only be verbs or nouns, or a student can paste the word, if they can say it, 
in a sentence. To simplify the game for beginners, make a master sheet with 
the target vocabulary as a drawing with the word next to it. The student then 
knows they need, for example, 5 squares for the word apple. They can write 
the letters and paste onto the grid. Preview this game with the target vocabu-
lary beforehand, using a math notebook, writing in at random the target 
vocabulary. In this way, you know it is possible to use these words for Floor 
Scrabble. This game is a good introduction to the more complex commercial 
Scrabble.

PICK UP STICKS

HOW TO MAKE PICK-UP STICKS

 At the local store, there will be wooden skewers for kebabs. Soak these 
in water for 24 hours. Drain the water off; then place a number of sticks into 
a bowl of colored dye made from paint wash or dyes if you can get them. 
Leave the sticks to soak a day or two. Take them out; let them dry. Rub ex-
cess color off. Keep together with a rubber band. You will need about 100 
sticks for a worthwhile game.

HOW TO PLAY “PICK UP STICKS”

This is a well-known game where each player takes turns at picking up a 

colored stick from a pile that has been formed by the bundle of sticks having 

been released from a clasped hand. The skill is to remove the selected stick 

without moving any other stick. If the player is successful, they claim the 

point value for that stick. Each color has a point value: black 10, red 8, 

orange 6, yellow 4, blue 2, green 1. Instead of points being awarded, students 

can pick letters from a letter bank. When they have enough letters to form a 

word, they get points for that word. Like Scrabble, each letter in the letter 

bank has a value. A list of words - target vocabulary - is made to show 

students which words they are attempting to make. This game could be 

played using a die.

AWARDING POINTS AND REWARDS

The ultimate aim is for students to value doing the activity for the pleas-
ure they derive from the activity, rather than for an extrinsic award or re-
ward they may receive. However, even the awarding of a smiley face can add 
more interest and language to a game. A good method of awarding is to get 
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each student to write their name on the white board at the start of class. 
This gives them practice at writing their name in English. Then as a game is 
played, smiley faces get toted up beside the winner’s names. Likewise sad 
faces can be drawn up beside students who “break the rules.” At the end of 
the lesson, the sad faces are deducted from the smiley faces, and a first-, sec-
ond-, and third-place getter will be announced. These students get 3, 2, or 1 
point on a classroom chart.

Another method is to give each student ten stars at the start of the class. 
These can be handed to each student as they come in, or drawn on the board 
beside their name. As they win games, a star is given to them; if they break 
rules a star is taken away. At the end of class, the student with the most 
stars is awarded 3 points; second, 2 points; third, 1 point. These points go 
onto the class point chart. Using these two methods, at the end of the month, 
the student with the highest tally is the “English Student Pro Gamer of the 
Month” A certificate is given, and their photo taken and placed on the wall 
next to their “prestigious title.”

Another method is to have losers select from a pile of cards a task, such 
as cleaning the white board, emptying the rubbish bin, sharpening pencils, 
collecting books, putting games away, etc. If the students enjoy the game, the 
points will become of less value to them than playing the game for its own 
sake. However, there is a lot of language in the concept of winning, losing, 
rewards and punishments.

SUMMARY

Finally, games are not time fillers. They can be the method by which a 
lesson is delivered. However, before any game is used, it must be previewed. 
Test games with colleagues or other students prior to using them as teaching 
tools.

Appropriate games, played in a well-managed classroom, put into practice 
the ideologies expressed by many contemporary theorists and reflect cutting- 
edge pedagogical practices. Games also put into practice many of the theories 
from the most renowned pedagogical theorists, including such ideologies as 
learner styles and learner preferences, multiple intelligences, experiential 
learning, the learners’ developmental stages, and reflective practice. As well, 
games follow the methodology of our most successful and well-known con-
temporary ESL practitioners. 

As pedagogical teaching and learning tools, games address these theories 
and practices as they use target language, include the use of the textbook, use 
spatial, kinesthetic, visual, oral, and number intelligences; and use essential 
skills of strategizing, competition, and co-operation. Games authentically scaf-
fold the student from their ZPD, can be useful for anecdotally/formatively as-
sessing each students level, can be used to reinforce learning, and can be-
come personally significant and meaningful. As well, they can be used for 
checking homework, and reviewing before a test. Games can demonstrate to 
parents and others how carefully constructed fun and play can be a teaching 
tool which is cheap, uses everyday easily accessible materials, and gives stu-
dents language that is immediately useful.



Proceedings of the 14th Annual KOTESOL International Conference Seoul, Korea, October 28-29, 2006

The Games People Play88

THE AUTHORS

Susan Pryor currently teaches English for the tourism, hospitality and airline in-
dustries at Tamna University. She is continuously studying TESOL and is train-
ing as a NZ Speech ESOL examiner. Susan uses a mixture of experiential and 
co-constructive pedagogical practices to teach English. She enjoys teaching young 
learners and adults. Email: thehobbitsdaughter@yahoo.com.au

Jong-min Viki Park studied English in London. On her return to Korea, she 
taught English and now operates her own English Language school. Viki uses an 
enthusiastic approach to teaching young learners, she develops learners intrinsic 
motivation through an experiential, kinesthetic methodologies, employing a varie-
ty of learning intelligences. Email: nijana76@hotmail.com

REFERENCES

Mason, T. (n.d.). Didactics. Retrieved March 6, 2007, from http://www.timothyjpmason. 
com/WebPages/LangTeach/Licence/CM/OldLectures/OldL1_Introduction.htm 

Caillois, R. (1961). Man, play and games (M. Barash, Trans.). New York: Free Press 
of Glencoe.

Finch, A., Finch-Park, H., & Hyun, T. (2006). Time to speak. Daegu, South Korea: 
Kyungpook University Press.

Ministry of Education. (2000). The New Zealand curriculum framework. Wellington, 
New Zealand: Author.

Hill, J. (2005, September 1). Games are serious business. The Sydney Morning 
Herald. Retrieved August 22, 2006, from http://www.smh.com.au/news/live-
wire/games-are-serious-business/2005/08/30/1125302569708.html

Shears, L.M., & Bower, E.M. (1974). Games in education and development. Springfield, 
IL: C.C. Thomas.



KOTESOL PROCEEDINGS 2006

Susan Pryor and Viki Jongmin Park 89

1.Does the game: Activity Activity Activity Activity Activity Activity Activity Activity Activity Activity

Relate to the 
lessons target 
language?

Build social 
skills?

Develop 
co-operation?

Provide for fair 
play?

Provide for 
healthy 
competition?

2.Inspire
students to:

Plan?

Think?

Strategize?

Execute?

3. Does the game 
promote:

Concentration?

Observation?

4. Is the game 
student-centered?

5. Can the game 
be:

Adapted?

Modified?

Used as it is?

6. Can the game 
be constructed 
using:

Everyday 
materials?

Recycled 
materials?

APPENDIX A

EVALUATION AND REFLECTION

Evaluate your classroom games for suitability.
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7. Can the game 
be used for:

Formative
Assessment?

Anecdotal 
Assessment?

Summative 
Assessment?

When and how 
can I use this 
game as it is or 
adapted or 
modified?
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APPENDIX B

Crossword Game (Variant of Scrabble) by Max Ploys International Co Ltd. 
Thailand.

A = 1
B = 3
C = 3
D = 2
E = 1
F = 4
G = 2

H = 4
I = 1
J = 8
K = 5
L = 1
M = 3
N = 1

O = 1
P = 3
Q = 10
R = 1
S = 1
T = 1
U = 1

W = 4
V = 6
X = 7
Y = 4
Z = 10
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Group Work for Large Classes in Korea: A Curious Dialogue

Adrian Smith 
Cheongju University, Cheongju, South Korea

Shelley Price-Jones
Cheongju University, Cheongju, South Korea

ABSTRACT

Group work has always been highly valued in the Communicative 
Approach to teaching English. However, it would appear that few teach-
ers use it with confidence, if at all. Part of the problem has been that 
in the literature on the topic there has been very little instruction on 
how to organize large classes into groups, and on how to use, adapt, or 
create materials. This teacher-based research paper will describe a pos-
sible solution, the Curious Dialogue System based on the work of Ms. 
Price-Jones. It will provide a theoretical rationale for the system draw-
ing upon the work of Vygotsky. It will also provide a method for arrang-
ing large classes swiftly and effectively into groups as well as in-
formation on how to adapt materials.

INTRODUCTION

How do we get our students to speak in English? The development of 
speaking skills among Korean learners of English was once again raised as a 
topic of discussion on October 18, 2006, in The Korea Herald. In an article 
entitled, “Why Korean students don’t speak English, Kim Sung-Jin (2006), a  
high school English teacher in Busan, noted that this is now a seemingly in-
surmountable problem for the current educational system. The article sug-
gested, among other things, that cultural attitudes worked against Korean stu-
dents’ attempts to speak English. For example, the ‘good’ Korean students 
would rather stay silent out of shame and group solidarity rather than speak 
out. This cultural attitude is perceived as presenting a huge problem that is 
undermining the national project of creating an increase in the English 
speaking population. The article by Kim Sung-Jin presents a representative 
picture of the situation in Korea. In this situation, “teachers are being urged 
to speak more English than ever to provide students with maximum compre-
hensible input.” At the same time, this process is to be carried out in large 
classes with students of mixed language abilities. However, the result is that 
students are not speaking in class. The problems are methodological, organ-
izational, and cultural. This paper will address the issues raised and suggest 
some ways of overcoming these problems in the classroom. 
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GROUP WORK IS THE KEY 

As teachers of English in Korea, we have found over time that current 
TESOL methods do not fully succeed. We discovered that groupwork in our 
classes has been far more successful. For us it is the key to getting students 
to speak in the classroom. Typically, groupwork has not been used much in 
the teaching of English in Korea or for that matter in other countries as well. 
One reason has been the predominance of overly large classes and the lack of 
workable systems available in current TESOL literature. In this paper, we will 
introduce a system we have for carrying out groupwork especially effective 
system for use in large classes. We call it the Curious Dialogue System. My 
colleague, Ms. Price-Jones, initially developed the system over ten years. I 
came to use her groupwork method after other conventional ways of teaching 
simply did not work with my large classes, and after having spoken with 
many other colleagues who told me that it simply could not be done. To-date, 
my classes have been run very successfully using the system. 

The paper is the result of teacher-based research and presents the overall 
system and our impressions. The paper will also attest to the fact that Korean 
students want to talk; that they have much to say, and that they are often far 
more motivated than has been previously, and currently, purported.

RATIONALE

Of current accepted approaches in TESOL, Vygotsky’s works provide the 
best basis for a rationale for the Curious Dialogue System. Vygotsky saw lan-
guage as being developed in social settings. Language is viewed as developing 
and maturing, as opposed to being labeled input. As such, teachers need to 
provide appropriate material in their classrooms, and a means of social par-
ticipation in order to enable the development of language. The call these days 
for a significant increase in comprehensible input means that teachers are 
probably going to be talking a great deal, and that the students will be pas-
sively listening. However, over time, the students are going to become bored 
and frustrated with this approach; furthermore, the teacher may burn out, 
and the students’ language levels will not reach their maximum potential for 
development.

Vygotsky introduced the concept of the Zone of Proximal Development 
(Vygotsky, 1986, p. 187). He was referring to the optimum learning potential 
a student could achieve. He believed optimum achievement would occur in a 
social setting mediated by peers or adults. More recently, this idea has been 
further developed to include the venue of learning. As Vygotsky saw language 
development as the result of an overlap of learners’ innate genetic features 
and participation in a situation, it has been found useful to recognize that the 
environment, and the participants in it, is also part of the ZPD (Ohta, 2000; 
Soltero, 2004) 

We have tried to bring this core concept into the classroom as a way of 
creating social participation and thus provide students with many oppor-
tunities for speaking. At the same time, we have striven to make the whole 
process easy and quick for teachers to administer. The Curious Dialogue 
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System makes groupwork the central focus of classroom activity in a con-
versation class. According to Vygotsky, it is only through social participation 
in which meanings are constructed and developed that language learning will 
take place. To do this in the classroom, a method is needed to create sites for 
conversations. 

METHOD 

In order to teach successfully according to these principles the teacher 
needs to create student groups quickly and to arrange them as well. Part of 
the success of this system for us has been the way we can achieve great vari-
ety in student social encounters. Given our nature and identity as a species to 
love talking, students are rarely, if ever, bored. Consequently, the Curious 
Dialogue System involves creating many Zones of Proximal Development 
within the classroom. 

The Curious Dialogue System works best with groups of three or four 
students. Before the class, you will have already set and assigned the ques-
tions as homework that will be used in class. This is very important to re-
member, as it gives all of the students time to think about what it is that 
they really want to say; they can also check their dictionaries for new vocabu-
lary before class. For about 10 minutes, at the beginning of the class, refer to 
any problematic areas in the pre-assigned set of questions. This is a great 
time to raise grammar points, write down examples of sentence structures, or 
brainstorm additional responses on the board. Students will easily be able to 
refer to the board when needed. 

The key organizational structure of this system is the group. The problem 
for teachers has been that it is difficult, time consuming, and sometimes cha-
otic to organize students into groups. You need to ensure that the teacher or-
ganizes the seating arrangements, not the students. In our classes, there are 
no outsiders, and no individual student dominates the groups. Students bene-
fit best in this system in groups of three or four students. 

To begin with, let us assume that the class seating is arranged in the tra-
ditional way with rows of students facing the teacher. We are first going to 
cluster the students into groups. Imagine the class has four rows of students. 
The rows are numbered one to four going from the front to the back. First, 
have the second row of students bring their chairs around in front of the first 
row. Students in the new row will need to turn their chairs around in order 
to face the students in the first row. Second, the third row now turns their 
chairs around to face the fourth row. This way the second row is left vacant 
for overflows. At this point, students will form groups of three. Two will be 
side-by-side and one will be sitting across from them. This is where you will 
have to move the excess students into row two, which is now vacant. Finally, 
each student is given a number (1, 2 or 3). When I first began, I handed out 
color-coded paper that denoted the positions. This helped the students and 
me in the first few weeks of classes.

Once you have set up the groups you are going to get the students to 
work together on the questions. Students should address each other by name, 
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so some introductions need to take place first. They have to ask each other 
the questions, by name, in turn. For example, Student 1 asks Student 2 ques-
tions, and then he/she asks Student 3, who in turn will ask Student 1. This 
way every student gets the opportunity to talk. While one student answers 
the questions, the other two will write down the answers. Thus, listening 
skills are used as well as some writing. In the groups, the students cannot 
use traditional Korean forms of address. They must remember each other’s 
names: no honorifics such as “oni” [older sister] or “opa” [older brother] are 
allowed. Each student gets a chance to speak; each student has to practice 
listening and some writing. No one is excluded. When building upon the is-
sues of inclusion, personal comfort, and safety in the classroom, we are all 
working together and helping each other. It also does something else that is 
very important. When speaking Korean, the relationship between a speaker 
and his or her subject is paramount. However, without the need to discern 
where the person stands socially in relation to them, they achieve a quasi lev-
el of equality. Self-introductions are always first. These are usually followed 
with a question, or questions, that may or may not be related to the subject 
being discussed that day. I have found this is a great way to initiate some re-
view of the material we have looked at previously. For example, during the 
first actual class, I have them ask about their hometowns and hobbies. Once 
these areas are covered then they move on to the discussion questions. 
Moreover, listening and paying attention promotes the overall sense of peer 
validation.

Throughout the groupwork phase of the class, the teacher circulates, visit-
ing each group to listen, encourage, question, provide corrections, and work 
on achieving accuracy, answer questions, and assess. Both Ms. Price-Jones 
and I have discovered that we are asked far more questions than in a pre-
vious class discussions. This may be because the new conversation system di-
minishes the cultural inhibitions related to the Korean concept that a ‘good 
student’ is a quiet student. This student could also have been the product of 
a lot of traditional grammar-translation teaching. 

FOLLOW THE “S”

To rearrange the groups, you have all Student 1s stand up; you then get 
them to move to the next group in a clockwise direction. Next, you get all 
Student 3s to stand up, move one place in a counter-clockwise direction, and 
join the next group. In one to two minutes, every student in the class has 
collaborated with two new students. For visual learners, it may be a good 
idea to diagram this on the board before group discussions begin. One point 
to mention here is that the groups are not fixed. In the case where friends 
might inadvertently be too close together, or for variety, you can easily have 
them move two groups clockwise or two counter-clockwise. The choice is up 
to you. There is always flexibility. In the case where one group is taking lon-
ger than the rest of the class, you can just skip their group in the overall 
move and they can work together longer. We call each of these changeovers 
a turn. In each lesson, you may get three or four turns, which can take about 
an hour or more for students to complete, depending on your material.

The students in the new groups then ask the questions one more time, 
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bringing about recycling and the opportunity to create more elaborated 
answers. While the questions are the same, the answers that each student re-
ceives will be different. The students are not bored because they are driven 
by their curiosity to find out information about their partners, to talk about 
themselves, and to have others listen to them.

MATERIALS

For university freshmen in Korean conversation classes, the main tool in 
the groups are questions that derive from the topic being studied. They are 
personalized and relate to the students’ known world and experiences. 
Materials, however, could easily be converted to any age of learner; you just 
need to address the students’ needs at different ages. For freshmen, the levels 
are anywhere from low beginner to intermediate, with the occasional ad-
vanced student added to the mix. With high-level students, you may also 
want to do cooperative tasks like jigsaws or problem solving, as the method 
of group arrangement is equally useful. The questions for each class could be 
from a shared textbook or you could make them yourself. You can also find 
pictures to provide visual prompts. Generally, the kind of questions you use 
will be meant to provide a stimulus, or prompt, so that students can make 
more elaborated or creative responses. One effect we noticed in these classes 
was a marked increase in fluency. Accuracy, it should be noted, can appear to 
develop less quickly. While confidence in speaking can lead to linguistic flu-
ency, we found the best way to promote accuracy was to make grammar 
worksheets. For this, David Nunan’s Grammar provides an excellent range of 
activities for all levels. With the freshman students, worksheets were made 
based on his list of activities in Nunan (2005, p. 46). The advantage of mak-
ing your own materials is that you can specifically target the needs of your 
students in a particular class and for that particular lesson.

DISCUSSION

Using the Curious Dialogue System brought about quite a few changes in 
the classroom. The atmosphere of the class changed significantly. Students 
were far more relaxed and would talk to me routinely about everyday 
matters. This rarely happened in the past. The students definitely seemed 
happier and laughed much more. During exam time, when I tested 
one-to-one orally, students were far more confident than when I had used 
conventional methods. Their fluency was greater, and I understood a lot 
more.
Some other advantages experienced were:

 1) Multi leveled classes could be handled well; the teacher has built into 
the methodology the means by which to mix students; also, the teach-
er could smoothly and easily provide graded (scaled to order of diffi-
culty) material to the mixed groups.

 2) Because of the more open spaces created in the class when the stu-
dents are in groups, the teacher had the mobility to make individual 
contact with students. Mobility is usually restricted in large, conven-
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tionally arranged classes. 
 3) Students were very interested in speaking because of the communal 

nature of the groups; also, every student was guaranteed time to speak. 
 4) Different kinds of materials could be used; for example, cooperative 

activities or grammar could be fully utilized in a group.
 5) The system made use of the natural desire of humans to talk.
 6) The tight structure meant that at all times students knew what they 

needed to be doing and the teacher could easily monitor their progress.
 7) Students had many opportunities to speak; in a 90-minute class from 

45 to 75 minutes of class time is used solely for conversation.
 8) Classes could be taught in a teaching cycle that gradually shifted lin-

guistic autonomy in the lesson to the student through scaffolding and 
through many opportunities to recycle language.

 9) The teacher could readily make materials. As questions form the basis 
of the groupwork, if all you have is a large class, a blackboard, and 
chalk, you can set up the materials for students to copy down, and 
then move them into groups. It can be a very low-cost system.

10) The Curious Dialogue system was very helpful for us as teachers at-
tempting to teach speaking skills in very large classes. There have 
been no problems with class sizes of up to almost fifty students.

CONCLUSION

In conclusion, the Curious Dialogue system is theoretically sound and has 
been shown to work. It provides a viable alternative to the situation today in 
many Korean English speaking classes where it has been publicly stated that 
students are not speaking because of a combination of methodological, organ-
izational, and cultural factors. The system uses an organized structure, which 
in turn creates many opportunities for students to develop to their full 
potential. Likewise, it affords opportunities for educators to create material 
that is relevant, and well received by those students whom they want to 
speak. Our classes are energetic. There are no sleepers. Attendance rates are 
high. Future possibilities seem endless.
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ABSTRACT

In the context of learning English as a foreign language at the university 
level in Algeria, combining task-based language teaching with grammar 
consciousness-raising appears as a suitable solution to allow learners to 
achieve accuracy and fluency. Grammar consciousness-raising tasks aim 
at drawing learners’ attention to specific structures, enhancing their 
comprehension and raising their consciousness to facilitate their notic-
ing of the targeted structure in subsequent communicative input. 
Learners often search for the rules to allow them to codify the linguistic 
data. Grammar consciousness-raising tasks help them discover the rules 
for themselves, build up their explicit knowledge, engage in interaction, 
enhance their motivation, autonomy, and responsibility for learning; and 
promote self-confidence. To prove this, we have conducted an experi-
ment with first year students of English where the effects of traditional 
teacher-fronted grammar lessons and grammar consciousness-raising 
tasks in the English tenses were compared. Which tense to use in which 
contexts is indeed a problematic area for Algerian learners. They are 
confused by the number of tenses and the various forms of the different 
tenses used for expressing time in English. The experiment has shown 
that grammar consciousness-raising tasks helped in improving grammat-
ical accuracy, grammatical explicit knowledge, and negotiated inter-
action, as well as autonomy and motivation. 

INTRODUCTION

In the consciousness-raising (CR) approach, the learner's attention is 
drawn to specific structures, enhancing the learner's comprehension and rais-
ing consciousness to facilitate the noticing of the targeted structure in sub-
sequent communicative input. In task-based language teaching (TBLT), atten-
tion is focused on meaning and on saying and doing something with language. In 
the context of learning English as a foreign language at the university level in 
Algeria, combining the two in grammar consciousness-raising (GCR) appears 
as a suitable solution to allow learners to achieve accuracy and fluency.

In this paper, we will refer to the place of grammar in language teaching, 
the rationale for CR, and the fundamental principles of TBLT, and will ex-
plain how integrating the two in grammar consciousness-raising tasks 
(GCRTs) can prove to be worthwhile in certain contexts, more particularly in 
the context of our situation: first-year university students of English.
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THE PLACE OF GRAMMAR IN LANGUAGE TEACHING

The issue of grammar has always fascinated both the theorists and the 
practitioners in the field of education. A historical view of the studies related 
to grammar shows that, for a long time, grammar has become a deeply estab-
lished discipline for the teaching of languages throughout the world. In the 
twentieth century, the role of grammar in developing grammatical proficiency 
was questioned. However, teachers and learners remain convinced that gram-
mar is a useful subject; what needs to be agreed on is how it should be 
approached.

Overall, the different approaches to language teaching and learning recog-
nize the role that grammar plays in learning languages. They agree that the 
grammatical component should not be neglected. They emphasize language 
analysis, and the need for learning the code and practicing it in a systematic 
manner in order to achieve linguistic proficiency. This view is not shared by 
the proponents of the Communicative Approach, which is based on the belief 
that language use will lead to a command of the target language.

Second language theories have broadened the understanding of the nature 
of the learning processes and the factors positively or negatively affecting 
learners’ interlanguage development. Different second language learning mod-
els have revealed that the persistence of grammatical errors can be regarded 
as a natural phenomenon indicating restructuring, replacing, readjusting, and 
developing communicative strategies. Foreign language learning has been 
found to be determined by a range of variables derived from the natural 
route of development, exposure, comprehensible input, attitude, motivation, 
personality, memory, interaction, and cognitive processes. Consequently, 
grammar pedagogy has to take into account the sound findings of linguistics, 
psycholinguistics, sociolinguistics, neurolinguistics, and cognitive psychology.

CONSCIOUSNESS-RAISING: A COGNITIVE APPROACH

One of the developments in these related disciplines is conscious-
ness-raising, a cognitive approach to grammatical instruction developed by 
Sharwood-Smith (1981). In this approach, aspects of grammar are focused on, 
without necessarily using explicit rules or technical jargon. It seeks to help 
learners discover the rules by themselves. It is compatible with research find-
ings related to how learners acquire second/foreign language grammar the 
learnability hypothesis involving the mechanism of progression from one state 
of knowledge to the next. CR has proved to be useful at an initial stage of ac-
quisition, the stage of controlled processing, to trigger declarative knowledge, 
paving the way to gradual proceduralization and automatization when learn-
ers focus attention on higher-order skills, attending to message content rather 
than form (Ellis, 2003).

It has been repeatedly argued that comprehensible input alone is in-
sufficient for the acquisition of grammatical accuracy because it does not al-
ways provide appropriate evidence (White, 1988). Comprehensible input does 
not solve, for example, overuse of a particular grammatical feature, like the 
present continuous (Yip, 1994), which is a common mistake with Algerian 
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learners of English. What is needed is negative evidence: the information that 
a structure is ungrammatical or inappropriate in the target language (Yip, 
1994). In this context, CR activities represent a wide range of activities where 
the focus is on noticing, a cognitive ability that leads to awareness about the 
use of a language structure. They can be useful if the learner is concerned 
about form accuracy and the nature of the structure in question. They have 
been found to be effective for second/foreign students, especially at an ad-
vanced level (Yip, 1994).

TASK-BASED LANGUAGE TEACHING

Nunan (1988) reports that Doyle (1979, 1983) was one of the first to sug-
gest that the curriculum could be viewed as a collection of the academic 
tasks, which specify the products students are to formulate, the operations 
that are required to generate the product, and the resources available to the 
students to generate the product. Starting from this view, other researchers 
(e.g., Richards, Platt & Weber, 1985; Willis, 1996) have specified the various 
aspects of a task and have stressed the primacy of meaning and the fact that 
a task offers the opportunity to solve a communicative problem, comparable 
with real world activities, with an outcome (Candlin, 1987; Nunan, 1989; 
Long, 1989). A task has a goal (the general purpose of the task; for example, 
to practice the ability to describe objects in such a way as to provide an op-
portunity for the use of relative clauses), an input (verbal or non-verbal in-
formation supplied by the task; for example, pictures, maps, a written text), 
conditions (the way in which information is presented; for example, split ver-
sus shared information), procedure (the method followed in performing the 
task; for example, group versus pair work), and predicted outcomes (the 
product; for example, a completed table, and the linguistic communicative 
processes the task is hypothesized to generate; Ellis, 2003). A task with the 
above characteristics can be an information-gap activity, involving a transfer 
of given information from one learner to another, one form to another, or 
one place to another; a reasoning-gap activity involving the discovery of new 
information through inference, deduction, practical reasoning, or a perception 
of relationships or patterns; or an opinion-gap activity in response to a given 
structure (Prahbu, 1987). In this sense, tasks are cognitive processes involving 
selecting, reasoning, classifying, sequencing information, or transforming in-
formation in order to carry out a task (Ellis, 2003). They should engender ac-
curacy, fluency, and complexity (Skehan, 1998). To achieve this, learners 
should participate in a variety of tasks which encourage them to negotiate 
meaning when communication problems arise to ensure that they get suffi-
cient comprehensible input for the acquisition of linguistic competence (Long, 
1983) and to provide the conditions needed to develop the kind of strategic 
competence which is necessary for the development of fluency (Brumfit, 
1984).

The assumption of TBLT is that meaning-primacy interaction creates the 
optimum conditions for communicative development which will lead to inter-
language development (Robinson, 1995). This point of view raises a reaction 
as to the validity of this aspect, with the argument that processing language 
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to extract meaning does not necessarily guarantee automatic sensitivity to 
form and the resulting interlanguage development. Long (1991) and Schmidt 
(1990) support this reservation. They argue that interlanguage development 
requires the noticing of form; otherwise, aspects of second language syntax, 
phonology, and vocabulary that are not salient may go unnoticed. The ques-
tion of the focus of tasks has been the object of several debates. What is the 
place of form, i.e., structure, in a task? On the whole, specialists in the field 
agree that an important feature of TBLT is that learners are free to choose 
whatever language forms they wish to use to convey what they mean in order 
to fulfill the tasks (Willis, 1996). The structure-task relationship is charac-
terized by three aspects: naturalness (the use of a structure during a task 
would not stand out; alternative structures would do equally well); utility (the 
use of a structure would raise the efficiency of completion of the task, but it 
could be avoided through the use of alternative structures or communication 
strategies); and essentialness (a particular structure has to be used in order 
to complete a task) (Loschly & Bley-Vroman, 1993). The selection of struc-
tures has to be guided by task difficulty and the objectives to be achieved. 
They should make the students aware of why they are asked to perform 
tasks, adopt an active role, negotiate meaning, take risks, and experiment 
with language. The primary focus is on meaning when performing a task, but 
opportunities for focusing on form are required (Ellis, 2003).

To create a balance between form and meaning TBLT is recommended. In 
such an approach, the tasks are natural, but through the task choice and 
methodology, attention is focused on form to increase the chances of inter-
language development (Long, 1988). Focus on form can be a proactive focus 
(the choice of the form is made in advance; in the design of the task, we en-
sure that opportunities to use problematic forms while communicating a mes-
sage will arise) or a reactive focus (the learners notice and are prepared to 
handle various learning difficulties as they arise; Doughty & Williams, 1998). 
Willis (1996) has developed a framework for the implementation of the TB 
approach where focus on language is more or less prominent at different 
times. The framework is organized in three phases: pre-task, task cycle, and 
language focus. The pre-task activities serve to activate schematic knowledge, 
They are to make the task interesting and authentic, to provide opportunity 
for a focus on form, and for noticing. The task stage involves doing the task, 
engaging in planning post-task, and reporting. It provides an opportunity for 
language use and the development of accuracy, fluency, and complexity, con-
tributing to the interlanguage development and the automatization of 
language. The teacher’s role at this level is to ensure that the learners’ atten-
tion is drawn to form-meaning relationships. In the language focus stage, the 
activities are of a CR nature, requiring an element of analysis. Learners are 
required to process input in a way which makes features more salient. The 
aim is to get learners to identify and think about particular features of lan-
guage form and language use in their own time and at their own level. This 
will help them to recognize these features when they meet them again and 
will lead to a deeper understanding of their meaning and use. So, the lan-
guage focus comes after a task has been done with the intention that any lan-
guage that is focused upon is relevant to the learners and required for a com-
municative purpose. A similar model was developed by Skehan (1998). In this 
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model, an information-processing approach, the tasks should cover a wide 
range of structures. They should (a) be selected on the basis of the utility cri-
terion, (b) be selected and sequenced in such a way as to achieve a balanced 
development of accuracy, fluency, and complexity, and (c) offer maximum 
chances for focus on form through manipulation, reflection, and awareness. 
The aspect of negotiation of meaning is stressed in this model as well, for, as 
has been mentioned, it provides the appropriate conditions for interlanguage 
development to occur.

TBLT was tried in several parts of the world. I would like to refer to the 
case of China reported in Hu (2001). Li, Zhou, and Li (2001) found that a 
group of PhD students were highly motivated to carry out their tasks. The 
students showed interest and enthusiasm in using English; they took part in 
the activities negotiating the meaning required to communicate their message. 
Ma (2001) observed that TB pair work is a favorable environment for self- 
and peer correction with grammatical errors being corrected most and dis-
course errors being the least corrected. This shows that the learners’ noticing 
of the grammatical features that are felt to be important in the acquisition of 
a second/foreign language have to be focused on.

GRAMMAR CONSCIOUSNESS-RAISING TASKS

It is possible to integrate the teaching of grammar with the provision of 
opportunities for communication involving an exchange of information. 
Learners are given grammar tasks which they solve interactively in order to 
formulate both implicit knowledge (i.e., knowledge that is intuitive and proce-
dural) and explicit knowledge (i.e., knowledge we learn). Krashen (1981) 
maintains that the two are completely distinct; however, Sharwood-Smith 
(1981) holds that one type changes into the other. Fotos and Ellis’ (1991) po-
sition is in-between. They refer to the studies undertaken by Ellis (1990) and 
Long (1988) investigating the effects of formal instruction on the acquisition 
of grammatical knowledge. These studies suggest (a) that formal instruction 
helps to provide more rapid second language acquisition, (b) that it may suc-
ceed if the learners have reached a stage of developmental sequence that en-
ables them to process the target structure, (c) that it is effective in developing 
explicit knowledge of grammatical features, and (d) that it may work best in 
promoting acquisition when it is linked with opportunities for natural 
communication. Therefore, formal instruction, it is argued, helps in develop-
ing explicit knowledge of grammatical features, which contributes to second 
language acquisition in that knowing about a grammatical feature makes the 
learner more likely to notice that feature in input and therefore to acquire it 
as implicit knowledge. The role of tasks in this context skill development 
begins with declarative knowledge (facts about language) and ends with pro-
cedural knowledge (target-like communication behavior) is to provide op-
portunities to practice forms that have been first presented declaratively and 
to receive feedback on the mistakes under real-operating conditions (Ellis, 
2003). They are, in this case, of a focused kind, as they serve to practice 
pre-determined linguistic features, for example, tasks on prepositions of time 
where the learners use the data supplied to complete a table by classifying 
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the time phrases into those that use “in,” “on,” or “at,” and where they try to 
work out a rule to describe how these prepositions are used (Ellis, 1991). This 
case illustrates a GCRT that is designed to cater primarily to explicit learning 
to develop awareness at the level of understanding rather than at the level of 
noticing and where the content is language itself.

These tasks, designed to promote communication about grammar (grammar 
tasks), and thereby raising the learners’ consciousness about the grammatical 
properties of the language, require the exchange of information in order to 
reach an agreed solution to a problem. They are an information-gap activity. 
Fotos and Ellis (1991) have developed task cards with sentences illustrating 
the grammatical feature to be studied and task sheets with some basic gram-
matical information concerning the grammatical feature supplied with some 
useful metalinguistic terminology. The task sheet contains a table to be filled 
in. It instructs the learners to formulate the rules about the different kinds of 
uses. In pairs or groups of four, the learners are (a) to exchange the in-
formation on their task cards, (b) to talk about the information in order to 
agree on the results, and (c) to report to the class the rules they have 
formulated. This study demonstrated that grammar tasks used to develop the 
learners’ ability to judge the grammaticality of sentences involving the use of 
dative verbs helped the students (Japanese students of English as a foreign 
language at college level) to increase their knowledge of this difficult rule. 
There were significant gains in the understanding of the targeted structure. 
The learners had the opportunity to learn about grammar while taking part 
in communication-centered exchanges of information by negotiating meaning. 
Fotos and Ellis concluded that grammar tasks emphasizing conscious-
ness-raising rather than practice appear to be an effective means of achieving 
focus on form while at the same time affording opportunities to 
communicate. Fotos (1994), who worked on GCRTs dealing with word order, 
also indicates that these tasks successfully promote both proficiency gains and 
second language interaction. She recommends the use of GCRTs as one way 
of combining the development of knowledge about a problematic second lan-
guage grammatical feature with the provision of meaning-focused use of the 
target language.

THE STUDY

In the context of English as a foreign language at the university level, we 
undertook to find out whether GCRTs were effective for developing grammat-
ical accuracy and promoting grammatical explicit knowledge of English 
tenses. Mistakes made in this part of English grammar require, we believe, 
both formal instruction and CR activities that will help the learners use tens-
es accurately in an appropriate context. In order to find out whether GCRTs 
in the context of the subject of “Grammar” (Grammar is a separate module in 
the curriculum) were more appropriate than the currently used traditional 
teacher-fronted grammar lessons, we compared the results of two groups of 
first-year students. (Grammar is taught in the first and second year of the 
four-year period of instruction.) One group continued having TTFGLS, and 
one group was taught and evaluated through GCRTs. The English tenses have 
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been selected because they are a problematic area for these learners who are 
usually confused by the present, the past, the future, and the conditional in 
their simple and continuous forms, and in their perfective aspects (which 
gives 16 tenses), in addition to the complexity of the uses of each tense. The 
other motivation for our choice is that the students often ask for rules to 
make them aware of the use of the tenses and consequently use them 
correctly. The TTFGLS consisted of traditional grammar teaching and written 
practice. In the presentation stage, thorough explanations of the forms and 
uses of the English tense under study were provided. Then, the students were 
presented with a context and required to find the rules governing the tense 
use. Once the rule was given, a diagram showing the relation between the 
past, the present, and the future was drawn. At the practice stage, students 
were presented with an exercise (a short text) where they had to put the 
verbs in brackets in the correct form and to provide oral answers. The texts 
made use of a particular tense.

The GCRTs consisted of (a) information-gap activities where the students 
had to complete a given input, (b) reasoning-gap activities where the students 
had to use their cognitive abilities in order to induce the rules underlying the 
given sentences, and (c) decision-making activities where the students had to 
reach a negotiated decision. They were designed in conformity with the task 
components proposed by Candlin (1987), Breen (1989), Nunan (1989), and 
Ellis (1998): goals, input, procedures, learner roles, teacher roles, and 
outcomes. In terms of goals, the tasks were expected (a) to raise the students’ 
consciousness about the English tenses, (b) to help them gain grammatical 
explicit knowledge of this aspect, (c) to promote grammatical accuracy, (d) to 
provide them with opportunities to interact, communicate, and negotiate 
meaning in order to improve their fluency and consequently achieve implicit 
knowledge, (e) and to enhance their autonomy, self-confidence, and 
motivation. In terms of input, task cards and task sheets were handed out to 
the students who were required to work in subgroups of four. Each student 
of a subgroup was provided with a task card containing one form and one 
use of the tense under study. The students were instructed to discuss the 
content and form of the input of the task cards until an agreement about all 
the forms and the use of the tense was arrived at. Then, they were to write 
them on the task sheet. The task sheet consisted of (a) a heading with one 
form of the selected tense (affirmative, negative, interrogative, and intero-
negative), (b) short yes/no answers and the pronouns (I, you, . . . ) followed 
by dots to be filled in with the appropriate verb forms (c) four sentences 
showing one use of the tense, and (d) four rules reflecting the various uses of 
the tense. The students were required to select the appropriate use governing 
the different uses in their respective task cards. The procedures involved the 
students in the analysis of their task card input in order to find the required 
tense form and the appropriate rule governing their set of sentences. The 
members of the subgroup had to interact and negotiate the answer provided 
by each one. Once the right answer was agreed on, it was submitted to the 
whole class for general agreement. These activities required the students to 
take an active role in both the process of learning and the development of 
the lessons through the exchange of information. In this context, the teacher 
acted as a guide, controlling and monitoring the students’ work. In terms of 
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outcomes, the students had to exhibit an understanding of the forms and the 
uses of every tense and the ability to choose the correct rule underlying the 
tenses. They also had to develop interaction, autonomy, and motivation. 

At the beginning of the experiment, both groups (the control group and 
the experimental group), were administered a proficiency pre-test made up of 
a multiple-choice test where the students had to choose one tense out of four 
alternatives and a justification test where they had to provide a grammatical 
justification of the selected tense. After the administration of the traditional 
grammar lessons (to one group) and the grammar tasks (to the other group), 
the two groups took a post-test identical to the pre-test. The post-test results 
indicate that GCRTs are more effective for developing grammatical accuracy 
and grammatical explicit knowledge than TTFGLs. The students in the ex-
perimental group had higher scores both in the multiple choice test and the 
justification test than the students in the control group. Classroom ob-
servation revealed that GCRTs were also more effective for fostering inter-
action and comprehensible output and for enhancing students’ autonomy, 
self-confidence, and motivation. The amount of the students’ negotiated inter-
action in the experimental group was significantly more important than in the 
control group. These elements allow us to claim that GCRTs enable the stu-
dents to get an in-depth knowledge of English tenses. They help them to be 
more independent, more dynamic, and more collaborative. This gives us 
grounds to advocate the integration of CR and TBLT through GCRTs, which 
we recommend as a motivating methodology to the teaching of grammar.

CONCLUSION

As the general goal of language learning is fluent accuracy and pragmati-
cally effective use of the target language, all practice to make the students 
more skilled at fluent production of the language should avoid being ex-
clusively form-focused or exclusively meaning-focused. The primary concern 
of a teacher should be how to integrate attention to form and meaning, either 
simultaneously or in some interconnected sequence of tasks. GCRTs, requiring 
learners to discover learning through problem-solving, are in accordance with 
the general principle that what learners can find by and for themselves is 
better remembered than what they are simply told.
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ABSTRACT

How do we learn new words? What connections do we make between 
words? How can we use our knowledge of the mental lexicon to further our 
learners’ lexical development and classroom teaching? Word-associations tests 
have been used in a range of disciplines from cognitive psychology to 
linguistics. However, there has been only limited research in second language 
acquisition. Classroom research into word associations, the mental lexicon, 
and learning vocabulary can help to bridge the gap between theory and prac-
tice, linking research, teaching and learning. A reflective learning approach to 
vocabulary development may help to deepen as well as broaden word knowl-
edge, whilst fostering learner autonomy. This paper proposes that the class-
room introduction of word-association tasks, questioning frameworks based 
on word associations and the five senses, and a concept-checking matrix can 
provide learners and teachers with practical tools for encouraging and en-
hancing lexical development.

INTRODUCTION

The question of how we learn new words is a small part of the greater 
questions of how we learn languages and how we learn in general. Word-as-
sociation tests offer us insight into how words are connected, inputted, and 
stored in the brain, and retrieved (Aitchison, 2003; Carter, 1987; McCarthy, 
1990). This knowledge and understanding might therefore be used to illumi-
nate foreign and second language learning and teaching.

This paper considers some aspects of word association and vocabulary 
development. It is divided into three parts. In Part I, three types of word-as-
sociation test are illustrated, with a brief introduction to the mental lexicon, 
a metaphor to model how words are inputted, stored in the mind and 
retrieved. Six main types of word association are also described. Part II ex-
amines learning and teaching implications in three areas: conscious-
ness-raising vocabulary-learning questions; teaching to the senses; and con-
cept checking. Finally, classroom research and further reflections on learning 
and teaching vocabulary are discussed in Part III.
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PART I. WORD ASSOCIATIONS: A WINDOW TO THE MENTAL LEXICON

Word-association tests have been used in a number of disciplines, includ-
ing cognitive psychology, verbal learning, semantics, and linguistics, to inves-
tigate a variety of areas from human behavior to language learning (Richards 
et al., 1992; Aitchison, 2003). However, only limited research into word asso-
ciations and second language acquisition has been conducted, for example, by 
Carter (1987), Grabois (1999), Meara (1983, 1987, 1996), Read (1997, 2004), 
and Schmitt & McCarthy (1997).

There are a number of different types of word-association test and they 
may be administered in a variety of ways, namely using spoken or written 
stimuli and spoken or written responses with or without a time limit (Brown, 
2003a).

THREE TYPES OF WORD-ASSOCIATION TEST

Basically, word-association tests may be divided into three categories: first 
word, brainstorm, and lexical network. These are illustrated in more detail 
below. Whilst there are other more elaborate word-association tests (see 
Grabois, 1999, for instance), they are beyond the scope of this paper.

FIRST WORD 

This is the classic and simplest type of word-association test. Respondents 
are presented with a stimulus word (i.e., prompt) then respond with the first 
word thought of, termed an associate, as illustrated below (see Table 1).

Table 1. “First Word” Word-Association Test

Stimulus Word First Word Associate

Korea career

love peace

a the

in on

really certainly

red blue

Brainstorm As one would expect, respondents produce as many associates 
as possible in response to a stimulus, such as ‘education,’ illustrated below 
(see Figure 1).
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teacher

skillsMinistry

studyingeducationlearning

Secretaryknowledge

student

Figure 1. Brainstorm: A Word-Web Based on the Stimulus “Education”

LEXICAL NETWORK/CHAIN

As per the simple “first word” word-association test above, in response to 
a stimulus word, respondents initially produce and record the first associate. 
However, this word then becomes the stimulus for the next associate, which 
in turn becomes a stimulus for a third associate, and so on, thus creating a 
network or chain, as shown below (see Figure 2).

Figure 2. Lexical Network/Chain
laugh  smile  frown  clown  circus  animal  lion  tiger

dragon fire

THE MENTAL LEXICON: A BRIEF INTRODUCTION

The metal lexicon is fundamentally a metaphor for how words might be 
stored in the mind, a phenomenon that would otherwise be impossible to 
depict. Despite the limitations, common analogies include a web, a thesaurus, 
a computer or a library. McCarthy (1990), for example, illustrates a number 
of different associations that might be made with television to represent a 
small portion of the mental lexicon, shown below (Figure 3), whilst more re-
cently, Brown (2006a) and Kuehne (2006) have proposed an Internet meta-
phor which is less constrained by time or space (Brown, 2006a).
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Plain English Definition (and examples) Technical Term

Words at the same level of meaning
(e.g., television, radio), including opposites

Coordination
(including antonyms)

Figure 3. A Small Portion of the Mental Lexicon (McCarthy, 1990)

radio

/3/collision

sofa/table

sex/ 
violence

[tele-]
telegram

documentary/ 
comedy

/3/fusion

newspaper

lamp

[tele-]
telephone

Baird
(1936)

BBC/ITV

Aitchison (2003) provides a comprehensive overview of how words might 
be recognized, stored in the mind, and retrieved. The mental lexicon is per-
ceived as ever changing, affected by a wide range of variables, differing from 
one individual to the next, and having multiple dimensions, as indicated by 
word-association tests (Aitchison, 2003; Carter, 1987; McCarthy, 1990).

Classroom research (Brown 2003a, 2003b) and workshops (Bolstad, 2006; 
Brown, 2006c) provide evidence that we each make different types of con-
nections between different words, and at any particular moment, a particular 
association may be stronger than any others. This in turn supports the notion 
that meaning is not fixed nor exact, but negotiated, and varies from culture 
to culture as well as individual to individual indicated by schema theory and 
prototype theory (McCarthy, 1990).

SIX MAIN TYPES OF WORD ASSOCIATION

Although interconnections between words are highly complex and thus 
impossible to model satisfactorily, McCarthy (1990) proposed six main types 
of word association, exemplified below (Table 2).

Table 2. Six Types of Word Association



KOTESOL PROCEEDINGS 2006

Philip Shigeo Brown 117

Hierarchically related words
(e.g., furniture television, sofa, lamp)

Hyponyms

Words which co-occur frequently
(e.g., watch + TV, on + TV, TV + channel)

Collocation and colligation

Words with the same or similar meaning (e.g., 
TV, television, telly)

Synonyms

Words with the same or similar sounds
or spelling (e.g., TV, TB)

Phonological/ Orthographical links

Historical information, etymology, etc.
(e.g., television, Baird, vision, tele-)

Encyclopedic/ word knowledge

Questions elicited from the students Notes

(1) What does the word look and sound like? Spelling, pronunciation, stress, etc

(2) What words have the same or similar meanings? i.e., synonyms

(3) What are the opposite words? i.e., antonyms

(4) What group of words does it belong to? i.e., hyponyms

(5) What words does it go together with? i.e., collocation, colligation

(6) What grammatical features does it have? i.e., word class, prefixes, suffixes

(7) What experiences can you relate to it? cf, word knowledge

Table 2 provides plain English definitions of technical terms and will be 
contrasted with student-generated vocabulary-learning questions (Table 3) in 
Part II below.

PART II. LEARNING AND TEACHING IMPLICATIONS

Brown (2003a) summarizes a number of pedagogical implications that 
arise from word-association and language research. In this paper, however, 
we shall focus on three key areas: consciousness-raising vocabulary-learning 
questions, teaching to the senses, and concept checking.

CONSCIOUSNESS-RAISING: VOCABULARY-LEARNING QUESTIONS

The word-association tests described in Part I can all be used as class-
room activities. Brown (2003a) developed the “first word” word-association 
test into a series of tasks which encouraged learners to think about and dis-
cuss why they answered as they did, explore and categories the different rela-
tionships between words by comparing answers and their reasons, then devel-
op vocabulary learning questions to consider when encountering new words. 
Seven questions for learning and remembering new words were elicited from 
the students, as depicted below (Table 3).

Table 3. Seven Vocabulary Learning Questions Students Can Ask Themselves
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Associations Soldier Warrior Fighter Killer

Uniform
Maybe or a 
costume (e.g., 
in sport)

No, not usually

Weapons Yes Maybe

It is notable that questions (2)-(5) are essentially identical to the first four 
items in Table 2 (above). Questions (1) and (6) may be compared to recogniz-
ing phonological and orthographical links, whilst questions (6) and (7) some-
what relate to etymology and word knowledge.

Farooq (1998) also observed the importance of experiential knowledge,
which might be assumed under word knowledge except for the fact that it is 
not knowledge of or about the word itself, but the learners’ experiences relat-
ing to the word that define the relationship between the stimulus and 
response. In some respects, this is generally true of all word associations and 
thus poses problems for categorizing. However, it also suggests that person-
alization and relating new words to one’s own life is not insignificant with re-
spect to vocabulary retention and recall.

TEACHING TO THE SENSES

Bolstad (2004, 2006) and Kuehne (2006) demonstrated how we create 
strong associations with our five senses (sight, sound, smell, taste, touch), and 
emotions. By asking questions, we might help to develop these associations 
and, hopefully, aid retention: The more associations we make and the more 
often we make them, the more likely we seem to remember (Aitchison, 
2003). Listed below are five questions we may ask learners in class then en-
courage them to ask themselves and each other when learning new words 
(Table 4).

Table 4. Five Sensory Questions for Aiding Vocabulary Retention and Recall

(1) What does the word look like and/or what image do you associate with it?

(2) What does the word sound like and/or what sound do you associate with it?

(3) What does the word smell like and/or what smell do you associate with it?

(4) What does the word taste like and/or what taste do you associate with it?

(5) What does the word feel like and/or what feeling do you associate with it?

CONCEPT CHECKING

Our knowledge of word associations can help us in establishing con-
cept-check questions (Darn & White, 2006). They may also be used to develop 
a concept-checking matrix, which learners can complete with the aid of a learn-
er dictionary, thesaurus, and/or teacher, as illustrated below (see Table 5). 

Table 5. A Concept-Checking Matrix: Discovering the Differences Between 
“Soldier,” “Warrior,” “Fighter,” and “Killer”
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Belongs to . . .
Army, band 
of warriors, 
tribe, clan

Maybe a secret 
organization (e.g., the 
mafia, the CIA) or 
individual

Paid/contracted Yes Maybe

Animals
Only “soldier 
ants,” 
otherwise, “no”

No Yes
dangerous dogs, tigers, 
etc.; and killer whales,
killer bees

Nuance Neutral

Positive (e.g., 
determined) 
or negative 
(e.g., rebel)

In response to a student question about the difference between warrior
and fighter, a class of upper-intermediate and high-level students were asked 
about words associated with the most familiar word, soldier. First, in open 
class, the students were asked relevant questions, such as “Does a soldier 
where a uniform?” and “Does a soldier use weapons?” and their answers were 
inputted into the matrix. The students then attempted to finish the first col-
umn in pairs. Answers were checked in plenary. Next, students used diction-
aries and worked together to complete the matrix before discussing their 
findings as a class (Brown, 2006b)

PART III. CLASSROOM RESEARCH, DISCUSSION, AND REFLECTION

WORD-ASSOCIATION TESTS AND CLASSROOM RESEARCH

The three types of word-association test examined in Part I can and have 
been used in classrooms for introducing, learning, and reviewing vocabulary 
in the form of tests, tasks, activities, and games (Brown, 2003a). As illus-
trated in Part II, a series of tasks may be devised to raise learner-conscious-
ness concerning word associations and how we learn and remember words. 
Rather than tell learners the types of word association, which might take less 
teaching time, this approach essentially encourages learners to discover how 
they themselves and their classmates learn through a process of reflective 
learning. Student feedback reflected observations that they had found the les-
son interesting and motivating, and that it helped them to learn and re-
member new words (Brown, 2003b).

Having students analyze, compare, and discuss the reasons for their an-
swers to the first word word-association test was also revealing, as I dis-
covered that my analyses were not necessarily correct or complete. For exam-
ple, some respondents gave the same response to a stimulus, but for different 
reasons (Brown, 2003a). Without interviewing or following up with re-
spondents, certain highly idiosyncratic associates would also have been im-
possible for me to analyze and categorize with any degree of certainty.

In addition, it was fascinating to discover that the seven student-gen-
erated vocabulary-learning questions very closely resemble much of the eight 
types of word knowledge described by Nation (1990) and summarized by 
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Form
Spoken form

Written form

What does the word sound like?
How is the word pronounced?
What does the word look like?
How is the word written and spelled?

Position
Grammatical patterns

Collocations

In what patterns does the word occur?
In what patters must we use the word?
What words or types of words can be expected before/after 
the word?
What words or types of words must we use with this word?

Function
Frequency

Appropriateness

How common is the word?
How often should we use the word?
Where would we expect to meet this word
Where can we use this word?

Meaning
Concept

Associations

What does the word mean?
What word should be used to express this meaning?
What other words does this word make us think of?
What other words could we use instead of this one?

Table 6. Eight Types of Word Knowledge

Batty (2006) below (Table 6).
Nation’s eight types of word knowledge explore form, meaning, and use of 

vocabulary more deeply and might be used to further enhance learners’ un-
derstanding of word-knowledge depth (i.e., how well learners know a word 
and its usages) as well as vocabulary breadth (i.e., how many words).

LEARNING WITH THE SENSES

Vocabulary learning is commonly cited as an eternal goal in language 
learning and learners frequently ask for advice on how to learn (and re-
member) new words. Learners have responded positively to the five sensory 
questions being introduced in class as a means to help achieve this (Brown, 
2006d; Kuehne, 2006). It appeals to a range of learner types with a different 
balance of preference for visual, auditory, and kinesthetic learning styles 
(Bolstad, 2004, 2006; Helgesen, 2003, 2006; Kuehne, 2006). 

THE CONCEPT-CHECKING MATRIX: A TOOL FOR LEARNERS AND 
TEACHERS

Devising effective concept-check questions can be especially challenging 
for new teachers. Darn and White (2006) offer a simple, readily applicable 
approach. The concept-checking matrix, based on their work, attempts to cre-
ate a learner-centered, discovery approach to foster greater learner in-
dependence and vocabulary learning strategies, particularly for intermediate 
students and above. Whilst this consumes more immediate class time, it is 
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hoped that the reward is a greater depth of learning and learner involvement, 
the development of long-term vocabulary learning strategies, and better re-
tention through greater use and exposure. In a private language school con-
versation room context, where learners do not have a fixed curriculum or ex-
am agenda and time is a relative luxury, this approach appears not only ac-
ceptable but beneficial, too.

CONCLUSION

Word-association tests have had a positive role in a wide range of dis-
ciplines, including foreign and second language learning and teaching. Despite 
the limited research in our field, some practical implications and applications 
have been proposed and discussed, principally in three key areas: conscious-
ness-raising about word associations and vocabulary learning; teaching to and 
learning with the senses; and concept checking from both a teacher and 
learner perspective.

Whilst further research is always wise, perhaps including longitudinal 
studies to evaluate the learning outcomes, tentative results of classroom re-
search suggest that there are immediate benefits of developing a greater un-
derstanding and awareness of word-association tests and their potential role 
in language learning and teaching.
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ABSTRACT

This paper reports a small-scale study of foreign language anxiety 
among Japanese students studying at British universities. Data were col-
lected through an open-ended questionnaire and semi-structured inter-
views from eighteen Japanese students studying at universities in 
England and Scotland. The data give detailed descriptions of their expe-
riences of living and studying through a foreign language, the difficulties 
they have faced, the negative effects of foreign language anxiety they 
have gone through and the strategies they have used to cope with them. 
It is concluded that foreign language anxiety is manageable, and that it 
can facilitate the success of one’s study abroad experience greatly if 
learners use appropriate affective strategies. 

INTRODUCTION

Affective factors in learning a foreign language have been drawing atten-
tion of researchers and practitioners in the field of EFL in recent years. 
Foreign language anxiety is one of the research areas which has been rigor-
ously investigated in this topic area. 

I became interested in investigating foreign language anxiety when I met 
a Japanese student who studied in an MA program in the UK several years 
ago. Her TOEFL score did not meet the minimum score the university re-
quired but she was given a conditional acceptance: She was accepted on the 
condition that she would have to complete a three-month pre-sessional 
course. She spent three months at a language center, and finally got an offi-
cial acceptance on the MA program. However, studying on the Master’s 
course in English was too challenging for her to manage, and she suffered ex-
treme anxiety about her English proficiency. She was unable to complete the 
course and decided to go home. Even now, she is still feeling the effects of 
this stressful time. Her story affected me greatly and made me determined to 
work in this area of study in order to improve situations such as hers.

Cases like this raise a number of questions. What could have been done 
by her or those around her before she suffered that much? What could have 
been done to help her to develop strategies to survive the MA course? Should 
she not have been accepted to the program in the first place? What English 
proficiency level do non-native speakers realistically need to have then, in or-
der to enjoy their experiences in studying in English-speaking countries and 
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to be successful on their academic course? How can they overcome anxiety 
and mental instability? 

In order to answer these questions, one fundamental question needs be 
considered: What was the cause of the foreign language anxiety that this 
Japanese student experienced? One key factor was the fact that she was a 
non-native speaker of English who managed to reach the minimum English 
proficiency requirement to enter an English-medium postgraduate course in a 
foreign country. Would she have been more successful had she had a higher 
level of English proficiency? If this is true, does it mean that the lower the 
English proficiency level is, the more anxious a learner becomes? 

This paper begins with a brief literature review, followed by a report on 
the present study and the introduction of a theoretical model generated from 
the findings of this study. Finally, implications of the findings of this study 
for the institutions which send exchange students to overseas are given. 

LITERATURE REVIEW

Anxiety is a feeling that many people experience, but it is not easily 
defined. This section will discuss definitions of some key terminology.

DEFINITIONS OF ANXIETY

According to Scovel (1978), anxiety refers to feelings of uneasiness, frus-
tration, self-doubt, apprehension, or worry. Anxiety is a subjective experience 
of feelings of tension, apprehension, nervousness, and worry associated with 
an arousal of the autonomic nervous system (Spielberger, 1983), often linked 
to a fear of failure (Ehrman, 1996). Psychologists distinguish two types of 
anxiety: state anxiety and trait anxiety. State anxiety is experienced in partic-
ular situations, whereas trait anxiety is a more permanent predisposition of 
being anxious (Brown, 2000). 

FOREIGN LANGUAGE ANXIETY

Foreign language anxiety is generally considered to be situational; i.e., it 
is a type of state anxiety (Horwitz et al., 1986; Oxford, 1999). On the other 
hand, trait anxiety can be considered as a product of state anxiety repeatedly 
experienced. It is, therefore, possible that foreign language anxiety can be-
come trait anxiety. However, Ehrman (1996) insists that language teachers 
and learners should consider foreign language anxiety as state anxiety and, 
therefore, something that is manageable. 

Horwitz et al., (1986) identify three components of foreign language anxi-
ety: (1) communication apprehension, (2) fear of negative social evaluation, 
arising from a learner’s need to make a positive social impression on others, 
and (3) apprehension over academic evaluation. These components provide a 
conceptual framework for a description of foreign language anxiety. Horwitz and 
her colleagues propose that foreign language anxiety is a distinct complex of 
self-perceptions, beliefs, feelings, and behaviors related to the foreign language 
learning process rather than simple combinations of these fears (1986). The 
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task of learning a new language itself is “a profoundly unsettling psychological 
proposition” (Guiora, 1983, p. 8) which cannot be described in simplistic ways; 
for example, by providing explanations in terms of affect variables only.

DEBILITATIVE ANXIETY AND FACILITATIVE ANXIETY

Foreign language anxiety has long been believed to be a cause of negative 
effects on the learning process. Anxious learners may experience reduced flu-
ency or difficulty in recalling what they know. They may suffer from adverse 
physical symptoms such as headaches, sweating or palpitations. 

Scovel (1978) distinguishes between debilitative anxiety and facilitative anxi-
ety, which Oxford (1999) calls harmful and helpful anxiety respectively. The 
feeling of nervousness before giving a public speech, for example, can be debili-
tative if the speaker cannot perform as planned, and it could be facilitative for 
experienced speakers who do well because of the increased state of alertness. 

AFFECTIVE STRATEGIES

Amongst various factors, affect is an important factor influencing success 
or failure in language learning. In fact, Oxford (1990) claims that affective 
factors probably have the biggest influence on success in language learning. 
Affective factors include emotions, attitudes, motivations, values, self-esteem, 
anxiety, culture shock, inhibition, risk-taking, and tolerance of ambiguity. 
Oxford also claims that coping with negativity and ambiguity and having a 
positive attitude are key strategies for dealing with affective factors and mak-
ing the learning process effective and enjoyable (1990). 

There has been growing awareness of the importance of learning strat-
egies in foreign language learning (Bialystok, 1981; O’Malley & Chamot, 1990; 
Oxford, 1990). Oxford (1990) suggests three types of strategies related to af-
fective factors. The first is “lowering anxiety.” Relaxation and using laughter 
are examples of this type of strategy. The second is “encouraging yourself.” 
Learners reward themselves and take wise risks. The final one is “taking your 
emotional temperature.” Keeping a diary and talking to someone about one’s 
own feeling are included in this category. 

THE PRESENT STUDY

This study was conducted in the United Kingdom during the academic 
terms between October 2001 and June 2002 with the cooperation of eighteen 
Japanese students who were studying at British universities. 

PURPOSE

The purpose of this study is to gain an understanding of Japanese stu-
dents’ experiences of foreign language anxiety that they experience during 
their studies at British universities. This study focuses on the effects of anxi-
ety experienced by a group of Japanese students as non-native speakers of 
English in classroom and in social situations and on the strategies they used 
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to cope with the negative effects of anxiety. 

RESEARCH QUESTIONS

The research questions for this study are defined as follows: (1) In what 
situations have the Japanese students studying at British universities experi-
enced foreign language anxiety? (2) What are the effects of foreign language 
anxiety? (3) What kinds of affective strategies have they used to cope with 
the negative effects of anxiety?

PARTICIPANTS 

Eighteen Japanese students enrolled at British universities participated in 
this study during their academic terms, not during the vacation. All of the 
participants took a pre-sessional English course prior to their academic cours-
es in the UK although the length of the language courses varied, ranging 
from four weeks to eleven weeks. Five of them were exchange students, who 
were registered in undergraduate courses, but not for a degree. Three of the 
participants were English language students, who were all enrolled in English 
for academic purposes programs. The rest of the participants were registered 
as degree-course students: one in an undergraduate program, and the other 
nine in master’s programs in various subject areas. 

DATA COLLECTION AND ANALYSIS METHODS

Data were collected in two ways: through open-ended questionnaires by 
e-mail and through follow-up interviews. The set of questions asked in the 
e-mail was: (1) How well have you adjusted to living and studying in Britain? 
(2) Please describe yourself as a non-native speaker of English in your class 
and in social situations. (3) What are your feelings about being a non-native 
speaker studying in this country? (4) Could you give an example of the expe-
riences you have mentioned above? The questionnaire helped to identify the 
issues to be focused on later during the interviews. In the interviews, partic-
ipants were asked to talk more specifically about what they had mentioned in 
their questionnaire. 

The data collection was conducted all in English according to the prefer-
ence of the participants. The participants are still in the process of developing 
their English language proficiency, and therefore, their answers to the ques-
tionnaire as well as their interview scripts contained grammatical mistakes. In 
order to demonstrate the real voice of the participants, a minimum number 
of corrections were made only when the mistakes interfered with compre-
hension of the meaning they had intended to convey; all participants con-
firmed corrections that were made. Most of the direct quotations in this pa-
per, therefore, contain grammatical mistakes. 

The following six categories were used for pre-coding of the data: (1) feel-
ings (negative or positive), (2) self-perception (negative or positive), (3) any 
key words which indicate possible causes of anxiety, (4) effects of anxiety 
(negative or positive), (5) anxiety reduction (learners’ own effort or solutions 
given by others), and (6) consequences (negative or positive). 
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After the pre-coding, a number of categories emerged from the data. In 
order to answer the research questions for this study, all the key words, 
which indicated (1) causes of anxiety, (2) effects of anxiety, (3) anxiety reduc-
tion strategies, and (4) consequences were categorized. 

RESULTS 

The data from the students’ questionnaires and interview contain rich in-
formation about their life in the UK. This section reports what caused them 
foreign language anxiety, in what situations they experienced anxiety, how it 
affected the students, and how they coped with the effects of anxiety. 

CAUSES OF ANXIETY

The causes of anxiety indicated in the participants’ response to the ques-
tionnaire and the interviews are negative perceptions of their own English 
language proficiency, difficulty in communication, poor results in their aca-
demic work, negative beliefs about foreign language learning, and perceived 
pressure from other people. 

When the participants described themselves as non-native speakers of 
English living and studying in Britain, they expressed negative feelings using 
the following words: inferiority complex, frustration, isolation, stress, nervous-
ness, fear and worry. These are all considered as different indicators of 
anxiety. Many of the participants felt that their negative perception of their 
own language proficiency, including social and communicative competence, 
was the main cause of their anxiety. They perceived themselves negatively 
mainly because they had difficulties not only in understanding lectures but al-
so in communicating with other people in situations such as during breaks 
between classes or at their accommodation. 

Difficulty in listening and speaking are the most common problems they 
had. Student D10, for example, explained her problems in listening in class: 
"I wasn't very positive, mostly because due to my poor listening ability, I 
couldn't follow what lecturer/tutor/other students were talking about, which 
kept me from speaking up.” (Answer to Q2 by D10.) Similarly, student E2 
stated: "I have just a little opportunities to speak English because, especially 
in the class, I have difficulty with understanding English! They are so quick! 
I sometimes feel scared and feel lonely.” (Answer to Q2 by E2.) Student E1 
gave similar views: "When I didn't understand what was going on in class, 
it was not exactly that they were looking down on me, but I felt inferiority 
complex.” (Interview with E1.) The students studying in Scotland expressed 
particular difficulties in understanding Scottish accents. As for difficulty in 
speaking, student D1 explained that she felt worried that people might mis-
interpret her mistakes and see her as rude. She wrote: “Always worried 
somehow. It is mainly about speaking in which I might let them misunder-
stand what I speak to them, and it might be impolite to them. As my 
English is better than before, not everyone would take it as my mistakes be-
cause of the lack of ability in English, but as what I was planning to say.” 
(Answer to Question 3 by D1.) 
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Another cause of anxiety many participants commonly shared is the eval-
uative aspects of students’ academic courses, e.g., exams and assignments. 
Even merely waiting for the results of assignments caused some students 
sleepless nights. A lack of academic skills including time management and 
even basic filing skills increased anxiety, which led one of the participants in-
to a huge panic. Student D4 shared his experience of failing in one module, 
resulting from his mishandling the floppy disc on which he saved his 
assignments. He erased his assignments by mistake, and it caused him so 
much anxiety resulting in adverse physical symptoms such as temporary para-
lysis of his arms. All of these responses are from students with a relatively 
high level of English proficiency who were enrolled in postgraduate programs. 

EFFECTS OF ANXIETY

The participants reported a number of different negative effects from the 
anxiety they experienced, but no one reported positive effects directly result-
ing from their anxiety. As negative effects of anxiety, they experienced phys-
ical symptoms (e.g., headache, stomachache, palpitation, abnormal perspi-
ration), emotional behaviors (e.g., reacting to what other people say with 
strong emotions, crying suddenly), a sense of isolation, unwillingness to com-
municate or even avoidance of communication, unsatisfactory performance in 
class or temporary language deficiency. 

One of the participants had a headache, backache, and felt nauseated ev-
ery time she had a class. The night before she went to class, she became very 
emotional and cried, especially on the weekends. This post-graduate student 
who was the only non-native speaker of English in her class described her 
situation as follows: "Because I had a class three days a week in my course 
and then we can have a free week, then again three days a week and then, 
I had such symptoms only three days a week when I had a class. So it’s ob-
vious why I got such symptoms. After I finish the class, I feel better. So the 
reason why I got such symptoms is very clear.” (Interview D2.) 

Many of the students reported that when they were anxious, their English 
level, especially in speaking and listening, went down temporarily. Student E1 
shared her experience of attending a tutorial: "Sometimes we had to give a 
comment about novels, and when my turn comes, . . . actually, I already 
prepared for what I should talk, what I was going to talk about in my 
mind but I couldn't say exactly what I wanted to say because I felt much 
stressful. . . . sometimes I don't understand what they are talking about, so 
I just felt that they are not understanding [about me not understanding 
them], which makes me feel worse, and it affects me badly and I can 't 
speak English as usual. I don't know . . . I just feel bad. So something stop-
ped me from speaking English as I prepared before.” (Interview E1.) 

Students E3 always compared herself with her friends, who were also 
non-native speakers of English, and began to avoid communicating with 
them. She said that her English did not improve at all, compared to her 
friends, and that she felt inferior. She felt worried about her English in all 
skills, and stopped using English in front of her Japanese friends. 
“Everything, but especially in speaking. I realize I gradually came not to 
speak English. When I don’t have class, I stay in my flat on my own, and 
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I sometimes watch TV. But I use Japanese when I talk with other Japanese 
flatmates. I have to switch to Japanese. So my brain is more used to 
Japanese. I came not to speak English comparing to before.” (Interview E3.) 

D2 avoided communicating with her classmates, all native speakers of 
English, during the lunch break. "I had lunch on my own during the first 
term, because I didn't want to any stress even out of classes and the having 
a chat with classmates was the most painful time for me at that time rather 
than having a lecture.” (Answer to Q2 by D2.)

OVERCOMING ANXIETY WITH AFFECTIVE STRATEGIES

The participants reported that they not only used general relaxation strat-
egies, such as aroma therapy, getting a massage, going for a walk, taking a 
bath, or talking with someone (e.g., a friend or a counselor), but they also 
used various affective strategies to reduce their anxiety, such as positive think-
ing, self-talk, self-encouragement, acknowledgement of their own achievements, 
redirection of attention, and reminding themselves of their priorities.

Some students with relatively high English proficiency demonstrated a high 
level of self-confidence, and they used similar approaches or strategies to deal 
with anxiety. They tried to reduce their anxiety by not trying to be perfect in 
their use of English. Even though their English still contained mistakes, they 
were not worried about it because they believed they had already achieved a 
high standard of English proficiency as non-native speakers. Even though they 
were not fully satisfied with their current English proficiency, their self-per-
ception of being “highly advanced” non-native speakers of English helped them 
not to be anxious. Instead of worrying, they redirected their attention to higher 
goals. Student D7 wrote: “Worry about my English? Not really. I didn't have 
much trouble in communicating with my colleagues and tutors. However, I 
should have built up more vocabulary to sophisticate my writing.” 

Some students with low English proficiency also said they were not wor-
ried about their English, as they believed that even though their English was 
not good enough, they could compensate by taking time to negotiate meaning 
in interactions and making efforts to understand what other people say. 
Student D3 explained: "Not very much worried, because I almost give up! 
Relationships are more important. If we are patient, we can make time well 
to understand each other. If not, impossible!” (Answer to Q3 by D3.) Student 
E4 also expressed a sense of giving up from a different perspective: “I try to 
persuade myself like that they don't expect so much from international stu-
dents, take it easy, and that is the way we learn English, so sometimes I need 
to show I’m stupid (= don't afraid of making mistakes).” (Answer to 
Questionnaire, E4.)

Student D1, a mature student who attended an undergraduate program in 
Britain after she completed an undergraduate program in Japan, felt frus-
trated when her young British classmates showed no sensitivity to her diffi-
culty in communicating in a foreign language and never slowed down when 
they talked to her. However, she attributed this lack of sensitivity to their age 
and decided that it could not be helped. D1 stated: “I just found out it’s OK, 
it’s OK because they are quite young. I my case, my classmates are just in 
teenage” (Interview with student D1.) Student D2 used a similar strategy. She 
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was living in a university flat, where all other flatmates were close friends 
with each other except her, and she felt they were unfriendly to her. One of 
the flatmates did not even say hello to her, which caused her a severe sense 
of isolation. She tried to overcome her negative feelings by redirecting her at-
tention to more important things, i.e., her studies and by lowering her ex-
pectation of others. She stated: “They were always together because they 
knew each other already from the previous academic year. And . . . I didn’t 
expect them to be friendly to me because I didn’t want to use my energy to 
make a good flat. I wanted to concentrate on my work. And I thought their 
culture, young undergraduate student culture was very different from me. 
So rather than spending my energy to communicate with them, or change 
behavior of either mine or theirs, I thought I should concentrate on my 
study.” (Interview with D2.)

There were students who tried to overcome negative feelings about them-
selves by redirecting them to other people. Student E1 discussed her mixed 
feelings, trying to be positive by thinking about something even more neg-
ative about herself and other people. She wrote: “I had a difficulty in building 
up a good relationship with my two team members (both are boys), who ei-
ther don't like me or don't like working with other people. But I thought that 
I shouldn't have any prejudices about English People (cold, not helpful, hating 
foreigners etc). I mean, if I were them I would NOT like someone like me, be-
cause I don't speak English properly.” (Answer to Questionnaire, E4.) This 
statement indicated that learners attempt to use strategies such as positive talk, 
which can be found in the literature (Oxford, 1990); however, this student ex-
hibited a rare characteristic, i.e., controlling her emotions by holding negative 
assumptions about other people. She was trying to justify the perceived cruel 
attitudes of her classmates’ towards her by assuming that they did not want 
to do groupwork with her because she did not speak English properly and al-
so that she would feel the same way in their shoes. 

Thus, the results show that although it is a common view that positive 
thinking helps enormously to reduce anxiety, students also use negative atti-
tudes towards other people to control their negative feelings about themselves. 
This indicates that affective strategies vary depending on individuals and are far 
more complicated than one can explain. The in-depth interviews help to deepen 
our understanding of this complex psychological activity.

OVERCOMING ANXIETY BY IMPROVING ACADEMIC PERFORMANCE

In addition to their affective strategies, the participants commonly used 
strategies to turn their anxiety into a driving force to work harder, which 
brought them positive experiences. In order to reduce anxiety, they tried 
harder in class; they tried to manage their time better, spending more time 
on assignments or preparation for lectures; and they tried to be courageous 
to ask questions in class. They felt they needed courage to say that they 
didn’t understand. The most common among these strategies is to make more 
efforts to do better in class so that they would become more confident. As a 
result, they performed better and received high grades. 

Student D4 was worried about his presentation skills but overcame that 
feeling by trying harder. He explained: "I was nervous because everyone 
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looked bored during my presentation. One of them was drawing a picture, 
cartoon or something in his notebook, right in front of me while I was 
talking. It turned me on, and I decided to try harder so that I can do a bet-
ter presentation. I wanted my classmate to feel he has to take notes from 
my presentation! Later in the term, my classmates began to take notes, and 
showed interest in talking to me. That was a surprising discovery. Even 
though my presentation is not good enough, if I express my opinion with 
enthusiasm, then they will understand.” (Interview with D4.)

 
OVERCOMING ANXIETY WITH SUPPORT FROM OTHER PEOPLE

Empathy shared with other people, solutions suggested by other people, 
and encouragement or positive feedback from other people played an im-
portant role for some participants in reducing anxiety. Admitting that they 
were anxious and finding the courage to ask for help were the first step to 
successfully dealing with their anxiety in most cases. 

Student D4 asked for an extension to complete his course assignments af-
ter he lost all of his data for those assignments. He managed to complete the 
course because he was able to ask for help before it became a full-blown 
disaster. D4 explained: “One thing I've come to know about myself is that I 
am not very strong. I mean mentally. I am not so strong as I thought. And 
I realised that I should ask for help when I get stuck. In this country, I 
learned that I would have to admit that I had a problem. In Japan we have 
a bad habit to hide a problem and expect that it will be solved soon without 
telling anyone else.” (Interview with D4.) His statement indicates that factors 
such as personal reflection and personal and cultural values influence one’s 
decision whether or not to take action to ask for help. He did not mind com-
promising his identity and values as a Japanese in order to survive in an aca-
demic context in a foreign country. 

Sometimes the solution came unintentionally from other people. In some 
cases, the moment of release of anxiety came naturally when they received a 
high mark for their assignments or examinations. The following is an example 
of the case where the student's effort caused positive reactions from other 
people, which led to a reduction of anxiety. Student E1 stated: "When I gave 
comment on a novel, someone, one girl just showed her expression to which 
she has agreement, with my opinion. At that time, I thought she understood 
my English, she understood what I was talking about, and she agreed with 
me. And after that I felt better. And I felt I'm joining the tutorial. Before 
that, I didn’t feel like that because I didn't talk a lot. And I couldn't some-
times understand what they were talking about. But at that time she under-
stands me. She agreed with me, my opinion. So after that I felt better.” 
(Interview with E1.) 

Participants who achieved success in communication or academic per-
formance also shared similar positive feelings such as a sense of equality, 
achievement, superiority, confidence, belonging, or sharing. They felt any pos-
itive experiences helped them to reduce anxiety. The ability to manage the 
course requirements was the most common cause of positive perceptions. 
Most of the participants felt positive about themselves when they received 
high marks and positive comments from professors on their assignments after 
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spending some anxious waiting time. 

THEORETICAL MODEL

The data from the students’ questionnaires and interview contain rich in-
formation about foreign language anxiety and coping strategies. Figure 1 is a 
model derived from the findings of this study and attempts to show how 
learners undergo a cycle of foreign language anxiety. 

The white arrows indicate two possible successful patterns of overcoming 
foreign language anxiety. When anxiety arises, it may cause some negative ef-
fects, but if learners are able to cope with them by using strategies, they will 
be able to reduce their anxiety and produce a positive outcome as a result. 
Some learners may use anxiety reduction strategies right away, and they will 
be able to reduce or release their anxious feelings even without going through 
any negative effects. 

The black arrows indicate unsuccessful pattern of coping with anxiety. 
When anxiety arises, it will cause negative effects resulting in learners’ neg-
ative self-perception or negative self-evaluation, which causes more anxiety. 
When learners cannot go out of this negative cycle, they will start avoiding 
communication.

This does not necessarily mean that learners will go through only one or 
the other cycle, nor does it mean they will experience each stage only one 
time. They may repeatedly go through the negative cycle (anxiety arousal and 
negative effects) before they are able to go into the positive cycle (anxiety 
arousal but coping with it). This model shows that the process is dynamic 
and complicated rather than simple. 

Figure 1. Cycle of Coping with Foreign Language Anxiety

Avoidance 
Unwillingness to Communicate

Coping Strategies

Anxiety Arousal

Negative Effects

Reduction of Anxiety

Negative Self-percep-
tion as Non-native 
Speakers of English

Positive Effects
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SUMMARY OF THE RESULTS 

The findings of this study are summarized as follows: (1) foreign language 
anxiety comes largely from students’ negative perception of their own English 
proficiency; (2) foreign language anxiety can be debilitative, but not always; 
(3) if a student has strategies to cope with anxiety, it can lead to a positive 
outcome, but anxiety itself is not facilitative; (4) anxiety can be manageable 
with appropriate strategies and a supportive environment; and (5) the degree 
of anxiety depends on individual differences, not one’s language proficiency. 

IMPLICATIONS

For a student who is seeking an opportunity for study abroad, being ac-
cepted to a course of study is not the ultimate goal but merely a start. There 
are so many things to learn after they attain the minimum English profi-
ciency score required by the university. Students’ insights are a rich source of 
information about their experiences overseas,which can be used for teachers 
to improve their practice. It is impossible to guarantee students’ success in 
their overseas experience because we cannot control or change someone else’s 
life for them. However, we can offer them a good environment, helpful in-
formation, and ample opportunities to prepare themselves for their upcoming 
experience prior to their departure. In order to help students in a more effec-
tive and realistic way, a well-designed pre-departure program is needed for 
universities, which send their students overseas as exchange students. The 
pre-departure program should include not only academic skills but also affec-
tive strategy training. 

CONCLUSION 

This paper has discussed some causes and negative effects of foreign lan-
guage anxiety and strategies learners have used to cope with them in a 
study-abroad context. The findings show that not only low-proficiency stu-
dents but also high-proficiency students experience high degrees of anxiety; 
however, they can convert these into positive experiences if they use appro-
priate strategies. By providing opportunities for developing those strategies, 
teachers can help students make their study-abroad experiences more suc-
cessful and enjoyable.
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Using Multiple Intelligences to Empower Asian EFL 
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ABSTRACT

Two decades have passed since Howard Gardner introduced the Theory 
of Multiple Intelligences (MI), challenging the notion of intelligence as 
a single, unitary concept and the evaluation of this concept as a single, 
quantifiable I.Q. score. Gardner's MI Theory takes into consideration the 
cognitive profile of a student, providing a more inclusive indicator of ca-
pabilities and potential, which are not measured by traditional I.Q. tests. 
In general, Gardner's theory has been well-received worldwide by the 
field of general education, as it offers an opportunity to include and em-
power all students in the learning community, not just those with ver-
bal-linguistic and/or mathematical-logical skills. However, little research 
exists as to the applicability of MI Theory in the EFL classroom, and 
how it can be used to motivate and advance the language learning 
process. This paper examines the place of MI theory in the Asian EFL 
classroom. Specifically, the paper raises the questions: How aware are 
Asian university students of their own cognitive profiles? How effectively 
can they utilize this knowledge to enhance their language learning po-
tential? Is there any noticeable connection between cognitive profile and 
performance on the TOEIC test? Findings of a small-scale study, based 
in Japan, are discussed and analyzed in terms of their implications for 
further study. The hope is that student awareness of their own cognitive 
profiles will empower them in their quest for second language learning 
competence.

INTRODUCTION

Any learning situation, in order to be fully effective, must be considered 
in terms of the entire learning context. EFL teaching and learning is no 
exception. However, because of the single-subject nature of English language 
teaching, there is always the danger of pedagogy becoming subject-centered 
rather than student-centered. As Brown (1994) put it, "Total commitment, to-
tal involvement, a total physical, intellectual, and emotional response is nec-
essary to successfully send and receive messages in a second language" (p. 1). 
For this reason, it is necessary to incorporate pedagogical principles of main-
stream education into EFL teaching and learning. One such principle, widely 
accepted by general education at all levels, is Howard Gardner's Theory of 
Multiple Intelligences. Yet, little research exists into the applicability of 
Multiple Intelligence (MI) Theory in the EFL classroom. This paper contends 
that MI Theory has the potential to enrich and enhance English language 
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learning, and empower Asian learners in the process.

OVERVIEW OF MI THEORY

In the quest to understand Gardner's Theory of Multiple Intelligences, it 
is necessary to examine the notion of intelligence itself. Traditionally, in-
telligence has been defined in terms of I.Q. tests. Therefore, the ability to 
complete verbal and/or visual analogies; to envision paper after it has been 
cut and folded; or to deduce mathematical sequences was interpreted as an 
indicator of intelligence. The apparent over-emphasis on verbal and mathe-
matical abilities in this measurement of intelligence has increasingly been 
called into question in educational circles. Some have attempted to broaden 
the definition of intelligence to include behaviours such as creating artistic or 
musical masterpieces, the ability to be highly organized and systematic, the 
proclivity for entrepreneurship, to name but a few. Gardner's Theory of 
Multiple Intelligences attempts to address these concerns.

Gardner (2004) posits that each individual possesses multiple intelligences 
so broad in nature and scope that traditional I.Q. tests can only measure a 
small range of these intelligences. He further states that each intelligence type 
is comprised of numerous sub-intelligences and develops independently, at its 
own rate. Therefore, Gardner claims, it is more beneficial to focus on cogni-
tive profile, rather than I.Q. score, since the former potentially offers a great-
er snapshot of human capabilities. His definition of each intelligence is 
threefold. First, it involves the ability to solve problems, invent processes, and 
create things. Second, an intelligence requires the ability to find or create 
new problems to solve, "thereby laying the groundwork for the acquisition of 
new knowledge" (p. 61). Finally, Gardner includes a cultural component in 
the definition of intelligence by defining it as the ability to make a valued 
contribution to society within a cultural context. To date, Gardner has identi-
fied eight intelligences, with the possibility of more to be added in the future. 
The eight intelligences are: verbal-linguistic, visual-spatial, musical-rhythmic, 
mathematical-logical, interpersonal, intrapersonal, bodily-kinesthetic, and 
naturalist.

MI THEORY AND EFL

THEORETICAL CONSIDERATIONS

MI Theory has much to offer the field of EFL especially when viewed 
from the perspective of holistic learning. Because society requires a diversity 
of skills, it makes sense to cultivate as many of the intelligences as possible, 
not just in mainstream settings, but also in specialist settings such as the 
EFL classroom. Incorporating MI Theory into instruction offers the possibility 
of accommodating learners at all stages of life by addressing their "differing 
psychological, social, and physical needs" (Schmidt-Fajlik, 2004, p. 19). 
Therefore, MI Theory has the potential to benefit EFL learners of all ages. 
Currie (2003) points out that focusing on students' strengths helps to make 
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the learning process more accessible, and since MI Theory incorporates more 
than the traditionally valued mathematical and verbal aptitudes, more student 
strengths can be utilized in the learning process. Furthermore, MI Theory can 
have a positive impact on EFL teachers' perceptions of students (Coustan & 
Rocka, 1999; Christisan, 1999). Coustan and Rocka referred to teachers using 
"MI glasses" to view students, to better understand their learning choices and 
preferences (p. 2), while Christisan highlights the value of viewing "each stu-
dent from the perspective of strengths and potential" (p. 2). She goes on to 
point out that incorporating MI Theory into the EFL classroom allows a 
greater number of students to experience success than in traditional class-
rooms, since a greater variety of strengths and skills are being called upon to 
maximize learning. 

There are a number of growing trends in the field of EFL that can be ad-
dressed through the use of MI Theory. One example is the increasing aware-
ness of the value of metacognitive strategies in language learning. Because MI 
Theory can be utilized "as a tool to help students develop a better under-
standing and appreciation of their own strengths and learning preferences" 
(Christisan, 1999, p. 2) it has the potential to facilitate and enhance meta-
cognitive processes. Coustan and Rocka (1999) also cite the value of this 
awareness especially in terms of its potential to facilitate learner autonomy 
(another concept gaining momentum in the field of EFL). MI based in-
struction seemed to encourage students to seek out "their own ways to learn 
and (develop) confidence in their choices" (Coustan & Rocka, 1999, p. 5). 
This idea is central to the small-scale study described in this paper, and will 
be discussed further later. Another concern, in the field of EFL, is the chal-
lenge of accommodating different language levels within the same class. MI 
theory allows for differentiated instruction which can address this challenge, 
as Christison (1999) acknowledged, "When multiple activities are available, 
more students can find ways to participate and take advantage of language 
acquisition opportunities" (p. 3).

CULTURAL CONSIDERATIONS

When viewing learning in its entire context, it is necessary, particularly in 
the field of EFL, to include cultural considerations in planning instruction 
process. Christisan (1999) alludes to the potential of MI Theory to accom-
modate learners from cultural backgrounds were intelligences other than ver-
bal and/or mathematical are valued. Armstrong (1999) elucidates this point 
further by pointing out that, "MI Theory celebrates the diversity of ways in 
which different cultures show intelligent behaviors . . . the tracking abilities 
of Himalayan Sherpas; the classification methods of Kalahari Bushmen; the 
musical genius of the Anang culture of Nigeria; the mapping systems of 
Polynesian Navigators" (p. 16). MI based instruction also encourages students 
to become more open to non-traditional learning activities, thereby increasing 
their learning options (Constanzo & Paxton, 1999). On a cautionary note, it is 
important to be aware of the danger of mismatches between teaching ap-
proaches and learning preferences in specific cultural contests. Zhenhui 
(2001) examines the issue of teaching/learning styles in East Asian contexts, 
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and recommends that, "teachers employ instruments to identify students' 
learning styles...and plan lessons to match students' learning styles, while at 
the same time encouraging students to diversify their learning style prefer-
ences" (p. 8).

PRACTICAL CONSIDERATIONS

It is important to note that incorporating MI Theory into EFL instruction 
does not, and should not imply replacing previous teaching approaches. Like 
any piece of the learning puzzle, MI Theory has the potential to enhance 
pedagogical practices already in place. Offering activities to accommodate 
each intelligence type, however, necessitates an understanding of the in-
telligences themselves. What follows, therefore, is a brief overview of the 
eight intelligences and sample activities to accommodate them. It is also 
worth noting that each intelligence is multi-faceted, and can therefore be ac-
commodated in a variety of ways. 

The verbal-linguistic intelligence, which incorporates a proclivity for lan-
guage is generally well-catered to in EFL classrooms. Activities including 
storytelling, word building, and pangrams can be useful for the verbal-linguis-
tic intelligence (Berman, 2002). According to Campbell et al. (2004), it is 
necessary to consider the three facets of visual-spatial intelligence: external 
imagery; internal imagery, and imagery created. Therefore, activities involving 
graphics or visuals, guided visualization, and drawing are important to in-
clude all aspects of this intelligence type. Musical-rhythmic intelligence is be-
coming increasingly relevant as more researchers are acknowledging the link 
between music and language (Lieb, 2006). Music can be used in tandem with 
textbooks in EFL classrooms as a basis for listening, speaking, reading, and 
writing development. The mathematical-logical intelligence, characterized by 
strong deductive and inductive reasoning skills, may be harnessed through 
the use of logical and analytical activities such as crosswords, sequencing, and 
error correction. 

Interpersonal intelligence, or the ability to relate to others effectively, can 
be accommodated best through a variety of collaborative activities ranging 
from pairwork to teamwork to large group activities. Since intrapersonal in-
telligence is characterized by a strong sense of self awareness, it is also im-
portant to foster its development through reflective activities such as journal-
ing, creative writing, and self-directed learning. Bodily-kinesthetic intelligence 
offers unique potential for second language learning since a large percentage 
of communication is non-verbal. Campbell et al. (2004) points out that this 
intelligence type involves tactile learning (touch and manipulation) as well as 
kinesthetic learning (whole body learning) and can be addressed through the 
use of manipulatives, as well as whole body activation activities like mingling 
or charades. Finally, learners with highly developed naturalist intelligence 
constantly look for patterns in the natural and in the man-made world. 
Therefore, activities that offer classification or categorization opportunities are 
ideally suited to this intelligence type (Campbell et al., 2004).
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THE SMALL SCALE STUDY

With the above in mind, a small-scale study was undertaken, the purpose 
of which was to raise questions, to test ideas, and to serve as a springboard 
for further study into the incorporation of MI Theory into EFL instruction. 
The study was centered in the belief of the value of metacognitive awareness 
in language learning. According to Morris (2002), "An understanding of one's 
multiple intelligences promotes proactivity and self-direction, and enhances 
self-esteem, self-confidence, and feelings of self-worth." Therefore, the follow-
ing three research questions were devised.

1) How aware are Asian university students of their own cognitive pro-
files?

2) How effectively can they utilize this knowledge to enhance their lan-
guage learning potential? 

3) Is there any noticeable connection between cognitive profile and per-
formance on the TOEIC test?

STUDENTS

This study was conducted with a sophomore Communicative English class 
(whose TOEIC scores ranged from 320-610). The class consisted of 29 
students. However, the final number included in this study was 18, since only 
students who completed both of the testing instruments were included. Of 
this 18, 10 were female and 8 were male. It is important to note that these 
students show evidence of high motivation to learn English, as they had ach-
ieved Level 3 status within a streaming system of six levels.

METHODOLOGY

Students were introduced to the basics of Howard Gardner's Theory of 
Multiple Intelligences and were given a handout with a simple explanation of 
each intelligence type. They were then asked to reflect on which intelligence 
type they felt they were strongest in and were asked to complete the state-
ment: “I think that I am . . .” Next, they were asked to rank two lists of 
learning activities (based on the 8 intelligences) on a scale of 1 to 8. A rank-
ing of 1 indicated that the activity was the most helpful for them, while 8 
was an indicator of the least helpful learning activities (see Appendix A). The 
purpose of this first questionnaire was to establish students' awareness of 
their own intelligence strengths, and to see if this awareness matched their 
choice of learning activity (research questions 1 and 2).

The next step was for students to complete a multiple intelligences in-
ventory (Ivanco, 1998). This inventory required them to select behaviors that 
matched their personalities, within the categories of the eight intelligences. 
The purpose of this inventory was to provide a clearer picture of each stu-
dent’s actual cognitive profile.

Students' self-perceived cognitive profile were then compared to their 
choices of learning activities on the first questionnaire, and their suggested 
cognitive profiles as indicated by the MI inventory. Students were then allo-
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Lack of 
Awareness 

(Score of 0)

Limited 
Awareness

(Score of 1)

Some 
Awareness

(Score of 2)

Significant 
Awareness 

(Score of 3)

Strong 
Awareness

(Score of 4)

2 students 7 students 1 student 5 students 3 students

cated a Cognitive Profile Awareness Score (CPAS). CPAS scores were de-
termined as follows. If their self-perceived cognitive profile correlated strongly 
with their answers on both testing instruments, they were allocated a CPAS 
of 4. Strong correlation was determined by the same intelligence type show-
ing up as #1 on both testing instruments. If their self-perceived cognitive pro-
file demonstrated significant correlation with their answers on both testing 
instruments, they were allocated a CPAS of 3. Significant correlation was de-
termined by the same intelligence type showing up as #1 on one testing in-
strument and #2 on the other. If their self-perceived cognitive profile demon-
strated some correlation with their answers on the testing instruments, they 
were allocated a CPAS of 2. Some correlation was determined by the same 
intelligence type showing up as #2 on both testing instruments. If their 
self-perceived cognitive profile demonstrated limited correlation with their an-
swers on the testing instruments, they were allocated a CPAS of 1. Limited 
correlation was determined by the same intelligence type showing up as #1 or 
#2 on one of the testing instruments. If their self-perceived cognitive profile 
demonstrated no correlation with their answers on the testing instruments, 
they were allocated a CPAS of 0. No correlation was determined by no match 
between their self-perceived intelligence type and their answers on the testing 
instruments. A strong correlation (or a CPAS of 4) was interpreted as strong 
awareness of cognitive profile, whereas no correlation (or a CPAS of 0) was 
interpreted as lack of awareness of cognitive profile. 

Finally, to address the third research question, students' suggested cogni-
tive profile (as indicated by their responses on both testing instruments) were 
compared with their TOEIC scores to determine if any patterns would 
emerge. This question was extended by comparing students' suggested cogni-
tive profiles with their overall grade for the class. Students were assured that 
participation in this case study was entirely voluntary and would in no way 
impact their course grade for the semester. 

RESULTS

To address the first research question, "How aware are Asian university 
students of their own cognitive profiles?" results are summarized in Table 1. 

Table 1. Student Awareness of Cognitive Profile

On a scale of 0 to 4, (0 indicating lack of awareness and 4 indicating strong 
awareness) the overall average CPAS was 2, indicating some awareness. The 
average for female students was slightly higher than for male students, at 2.2 
and 1.75 respectively. Half of the students (9) seemed to exhibit some aware-
ness of their cognitive profile. Their self-perceived cognitive profile are in-
cluded in Table 2 which also shows the CPAS for each individual student. Six 
students perceived themselves as interpersonal; four perceived themselves as 
naturalist; four as musical-rhythmic; two as bodily-kinesthetic; one as ver-
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Student
I think that I 
am...

Selection of 
learning activities

Inventory 
answers

Suggested 
intelligence 
strength

CPAS

1 Intrapersonal
- Intrapersonal
- Verbal

- Intrapersonal
- Verbal

Intrapersonal/
Verbal

4

2 Intrapersonal
- intrapersonal
- Bodily 
Kinesthetic

- Intrapersonal
- Naturalist

Intrapersonal 4

3 Musical
- Musical - Musical

- Interpersonal
Musical 4

4 Intrapersonal
- Verbal
- Musical

- Intrapersonal
- Visual

Intrapersonal 3

5 Verbal
- Verbal
- Naturalist

- Intrapersonal
- Verbal

Verbal 3

6 Musical
- Musical
- Verbal

- Intrapersonal
- Naturalist
- Musical
- verbal

Musical 3

7 Musical
- Intrapersonal/
Visual
- Musical/Visual

- Musical Musical 3

8 Musical
- Musical
- Intrapersonal

- Intrapersonal
- Musical

Musical 3

9 Bodily

- Musical/
Mathematical
- bodily/
interpersonal

- Intrapersonal
- Bodily

Bodily 2

10 Naturalist
- Mathematical
- Musical

- Naturalist Naturalist 1

bal-linguistic, and one as visual-spatial.
Table 2 addresses the second research question, “How effectively can stu-

dents utilize this knowledge to enhance their language learning potential?” 
Table 2 compares students' self-perceived cognitive profile with their selected 
learning activities. The third column lists the intelligence strengths indicated 
by their selection of learning activities. The fourth column lists their top two 
intelligence strengths suggested by their answers on the MI inventory (Ivanco, 
1998). The fifth column lists the actual intelligence strengths suggested by the 
evidence collected. In cases where no clear intelligence strength was apparent, 
the box contains N/A. Finally, the last column indicates their CPAS on a 
scale of 0 4. Students who perceived themselves as intrapersonal and mu-
sical seemed to have the closest match between their self-perceived in-
telligence strength and their selection of learning activities. They also ap-
peared to have the highest CPAS of 3 - 4. However, students who perceived 
themselves as naturalist and bodily-kinesthetic tended to have the least match 
with their answers on the testing instruments, and the lowest CPAS of 1. 
Notable exceptions, however, are students 12, 14, and 17 with self-perceived 
intrapersonal intelligence, but a CPAS of 1, 1, and 0 respectively. 

Table 2. Selection of Learning Activities Based on Cognitive Profile 



Proceedings of the 14th Annual KOTESOL International Conference Seoul, Korea, October 28-29, 2006

Using Multiple Intelligences to Empower Asian EFL Students142

11 Naturalist
- Verbal
- Mathematical

- Interpersonal
- Naturalist

1

12 Intrapersonal
- Verbal
- Musical

- Intrapersonal Intrapersonal 1

13 Bodily
- Verbal
- Intrapersonal

- Mathematical
- Bodily/ 
Intrapersonal

1

14 Intrapersonal

- Musical/ 
Mathematical
- Intrapersonal/ 
Verbal

- Naturalist
- Intrapersonal

Intrapersonal 1

15 Naturalist
- Musical/Bodily
- Intrapersonal/ 
Verbal

- Intrapersonal
- Naturalist

Intrapersonal/Nat
uralist

1

16 Naturalist
- Bodily
- Intrapersonal

- Bodily
- Naturalist

Bodily/naturalist 1

17 Intrapersonal
- Visual
- Verbal

- Naturalist
- Mathematical

0

18 Visual
- Verbal
- Verbal

- Logical
- Bodily
- Intrapersonal

0

Student
Suggested Intelligence 

Strength
CPAS

TOEIC
Scores

9 Bodily 2 610

5 Verbal 3 570

8 Musical 3 545

13 N/A 1 510

1 Intrapersonal/Verbal 4 500

3 Musical 4 495

6 Musical 3 490

11 N/A 1 485

14 Intrapersonal 1 475

15 Intrapersonal/Naturalist 1 470

The third research question, "Is there any noticeable connection between 
cognitive profile and performance on the TOEIC test?" is addressed by Table 
3 which lists students in order of their TOEIC scores and includes their sug-
gested intelligence strengths and CPAS. Although no clear pattern is evident 
at this point, it is interesting to note that the student with the highest TOEIC 
score appears to have strong bodily-kinesthetic intelligence. It is also note-
worthy that three of the top ten scores were achieved by students with musi-
cal-rhythmic intelligence, while the lowest score was achieved by a student 
with intrapersonal intelligence. Predictably, the student with verbal-linguistic 
intelligence had the second highest TOEIC score. 

Table 3. Student TOEIC Scores, Suggested Intelligence Strengths, and CPAS



KOTESOL PROCEEDINGS 2006

Margaret-Mary Lieb 143

17 N/A 0 465

4 Intrapersonal 3 460

16 Bodily/Naturalist 1 460

18 N/A 0 455

12 Intrapersonal 1 415

10 Naturalist 1 400

7 Musical 3 390

2 Intrapersonal 4 320

Student Suggested Intelligence 
Strength

CPAS CE grade

17 N/A 0 97%

9 Bodily 2 97%

7 Musical 3 95%

3 Musical 4 93%

5 Verbal 3 93%

13 N/A 1 92%

16 Bodily/Naturalist 1 91%

2 Intrapersonal 4 91%

11 N/A 1 90%

8 Musical 3 90%

The third research question was extended by comparing students' 
end-of-semester CE grades with their intelligence strengths. The reason for 
this extension is that it could be argued that an end-of semester grade is con-
siderably more comprehensive, and therefore a more reliable indicator of stu-
dents' language performance. Another reason for the extension was to search 
for parallels with performance on the TOEIC test. The results are summarized 
in Table 4 which lists students in order of the grade they received for the CE 
class in the Spring of 2006. Their suggested intelligence strengths and CPAS 
are also listed. While strong patterns did not emerge, there are some interest-
ing parallels with TOEIC performance that are worth exploring further. First, 
the student with bodily-kinesthetic intelligence ranked second in the class 
grade list, and first on the TOEIC list. Second (and perhaps not surprisingly), 
the student with verbal-linguistic intelligence ranked high on both lists - sec-
ond on the TOEIC list, and fifth on the class grade list. Third, students with 
musical-rhythmic intelligence ranked highly on both lists with one student (3) 
ranking 6th on the TOEIC list, and 4th on the class grade list. However, 
there are exceptions to this with students 6 and 7 ranking low on the class 
grade list and the TOEIC list respectively. Perhaps most notable is that the 
student with the highest grade in class was one with an indeterminate single 
intelligence strength based on the testing instruments used in the study. 

Table 4. Student TOEIC Scores, Suggested Intelligence Strengths, and CPAS
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12 Intrapersonal 1 90%

15 Intrapersonal/Naturalist 1 86%

1 Intrapersonal/Verbal 4 86%

4 Intrapersonal 3 82%

10 Naturalist 1 80%

14 Intrapersonal 1 75%

6 Musical 3 71%

18 N/A 0 61%

DISCUSSION AND ANALYSIS

It is encouraging to discover that most students (all but 2) showed some 
awareness of their cognitive profile, with half (9 students) exhibiting some 
awareness or higher. Increasingly, research is highlighting the importance of 
metacognitive awareness in the learning process and the role played by learn-
er autonomy in students' success. The fact that the students exhibiting the 
greatest awareness appear to be those with highly developed intrapersonal in-
telligence is particularly noteworthy. It is possible that awareness of one's 
own cognitive profile could facilitate greater control over the learning process, 
and more effective learning. Awareness of cognitive profile has the potential 
to empower language learners to select learning strategies that best match 
their ability to learn. It is possible that the intrapersonal intelligence plays a 
key role in metacognition, since this intelligence involves the ability to seek 
out and understand inner experiences. Since everyone possesses this in-
telligence to some degree, it is worth considering the cultivation of this in-
telligence in the quest for greater metacognitive awareness. Although such a 
discussion is beyond the scope of this paper, an examination of the impact of 
intrapersonal intelligence on the other intelligences and on language learning 
in general, would be highly illuminating.

Conspicuously absent from the list of intelligence strengths that emerged 
in the study were the mathematical-logical, and interpersonal intelligences. It 
could be argued that both of these intelligences are also key for successful 
language learning. The ability to discern patterns, to think inductively and de-
ductively, to utilize logical thinking are key to mastering the underlying pat-
terns and structure of a foreign language. It makes sense, therefore, to devote 
attention to mathematical-logical intelligence. Much of Communicative 
Language Teaching relies heavily on the interpersonal intelligence, and could 
be more successful with greater attention to the cultivation of this intelligence 
type. The fact that neither of these intelligence types was evident in the re-
sults of this study could suggest a need for greater attention to both. 

The fact that students with musical and intrapersonal intelligences ap-
peared to have the closest match between their cognitive profiles and selected 
learning activities could suggest the value of these intelligences in language 
learning in general. Studies are increasingly suggesting a link between music 
and language learning, which is worth exploring further (Lieb, 2005). The 
fact that students with bodily-kinesthetic and naturalist intelligence had low 
CPAS, however, does not necessarily mean that these intelligences do not play 
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a role in language learning since the student with bodily-kinesthetic in-
telligence performed well on TOEIC and CE class grades. It may simply sug-
gest that while they are not consciously aware of their cognitive profile, they 
could still possess a subconscious awareness that guides their choices when 
selecting learning activities. 

The lack of a distinct pattern between cognitive profile and performance 
on the TOEIC test and class grade list is significant. MI theory could suggest 
that students with a predominantly strong verbal-linguistic intelligence are 
the ones who perform best on the TOEIC test. As expected, in this study, the 
student who appeared to exhibit verbal-linguistic intelligence performed well 
on TOEIC and on the class grade list. However, the fact that students with 
other intelligence strengths (notably, bodily-kinesthetic, and musical-rhythmic) 
performed well, would suggest that other intelligences also play an important 
role in the EFL classroom, and as such, need to be accommodated. The fact 
that the student with the highest score on the class grade list has an in-
determinate intelligence strength could suggest that this student has a variety 
of well-developed intelligences. This raises more questions about the breadth 
of cognitive profile, and the value of developing all intelligences in all 
learners. While MI Theory can help assist the learning process by catering to 
student strengths, it can be just as valuable to cater to their less developed 
intelligences. In this way, learners may become equipped with a greater ar-
senal of learning strategies that can increase the likelihood of successful 
learning. It is possible that with greater attention to a variety of intelligences, 
students who are moderately successful could become highly successful. This 
creates an even stronger argument for EFL professionals to incorporate MI 
theory into their instructional design, and attempt as much as possible to ac-
commodate a variety of intelligence types. 

CONCLUSIONS

Awareness of cognitive profile has the potential to play an important role 
in metacognitive strategies for language learning. The fact that 16 out of the 
18 students in this small scale study showed some awareness of their cogni-
tive profile raises questions as to how best to raise this awareness, and if 
such awareness can positively affect language learning. The fact that students 
with strong intrapersonal awareness appeared to have the best awareness of 
their cognitive profile, and the strongest ability to utilize this knowledge in 
their learning choices, suggests that the intrapersonal intelligence could be a 
key component in metacognition and learner autonomy. However, the lack of 
clear patterns between cognitive profile and TOEIC or class scores suggests 
that further study is needed. Finally, the apparent lack of verbal-linguistic 
dominance may point to the importance of incorporating all intelligences in 
the language learning process.

FUTURE DIRECTIONS

The relative small size of this study implies that many issues need to be 
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addressed on a larger scale. First, there is the question of measuring cogni-
tive profile. Perhaps cognitive profile is best measured by observation of se-
lected learning activities in addition to the completion of testing instruments 
and inventories like the ones in this study. However, this raises further is-
sues, particularly with regard to whether cognitive profile awareness or free-
dom to select learning activities has the greater impact on language learning. 
It would also be worth investigating which of the eight intelligences (if any) 
has the greatest impact on language achievement, and whether this is a func-
tion of teaching methodology. Furthermore, more research needs to be con-
ducted on the cultural appropriateness of MI Theory, and how best to in-
corporate non-traditional approaches to learning into cultures which value 
more traditional approaches. Finally, it would be worth measuring the poten-
tial of MI based instruction to increase motivation among low-proficiency stu-
dents whose intelligence strengths were perhaps not addressed in EFL class-
rooms thus far. 

To conclude, this paper contends that successful learning depends on con-
sideration of the entire learning context. Viewed from a holistic perspective, 
in all its complexity, language learning can benefit from such an approach. As 
Brown (1994) stated, “Many of the pieces of the language learning puzzle are 
not yet discovered, and the careful defining of questions will lead to finding 
those pieces” (p. 3). Perhaps MI Theory, and the questions it raises, can sup-
ply one of the key pieces of the language learning puzzle. 
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APPENDIX A. MULTIPLE INTELLIGENCES QUESTIONNAIRE

Research shows that there are many different types of intelligence. 
Depending on background and age, some intelligences are more developed 
than others. This activity asks you to think about what your intelligences 
are. Knowing this, you can work to strengthen the other intelligences that 
you do not use as often.

Please answer all these questions honestly and as best you can. Your an-
swers will be kept strictly anonymous, and will have no effect on your final 
course grade. Please answer the questions by yourself. Your true opinions 
are very important. If you choose to participate, please indicate your con-
sent by writing your name and student number and today's date below. 
Thank you!

Name:_______________________________
Student Number:_______________________
Date:_____________________

Read the descriptions of the eight types of intelligence, then choose which 
one you think you are strong in.

Verbal Linguistic
If you are good at language in general (Japanese, English, or any other 

language), you probably have strong verbal linguistic intelligence. You might 
also be good at telling stories or debating and learning meanings of words. 
You are probably good at listening, reading, speaking, or writing in your own 
language (and maybe other languages too).

Visual Spatial
If you like to learn by seeing pictures, charts or diagrams, or by drawing, 

you might be visual spatial. You might also have a good imagination. You 
might also be good at understanding gestures and body language.

Musical Rhythmic
If you are musical rhythmic, you are good at some type of music. Maybe 

you are a good singer, or you can play a musical instrument. Or you might 
be good at dancing or karaoke. Or maybe you just really enjoy music and you 
spend a lot of time listening to it.

Mathematical Logical
If you are mathematical logical, you might be good at mathematics. Or 

you might be good at solving puzzles and problems in general. 

Interpersonal
If you are interpersonal, you probably enjoy working in groups. You like 

pairwork, teamwork, and group discussions. You learn well from other people. 
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Intrapersonal
If you are intrapersonal, you prefer to study by yourself. You like thinking 

deeply about things and know yourself pretty well. You probably enjoy keep-
ing a journal, and learn well by yourself.

Bodily Kinesthetic
If you are bodily kinesthetic, you learn by doing activities. You like to 

have something to touch, like game pieces, or cards. Or you might enjoy 
moving around the room to ask other students questions. You might enjoy 
movement like dancing, drama, or sports.

Naturalist
If you are a naturalist, you probably enjoy being in a place with a lot of 

nature. You might like to look closely at nature. You are good at finding pat-
terns and putting things into groups.

What do you think?

I think that I am ________________________________because 
________________________________________

Which of the following activities helps you learn best? Put them in order 
from 1 (most helpful) to 8 (least helpful).

____ Reading an English book
____ Looking at a chart.
____ Listening to an English song.
____ Finding mistakes.
____ Pairwork.
____ Studying by myself.
____ Having something to touch (like game pieces)
____ Matching sentence parts.

Now do the same with the following activities. Which ones help you learn 
best? Put them in order from 1 (most helpful) to 8 (least helpful).

____ Writing in English.
____ Looking at pictures.
____ Singing new vocabulary or grammar.
____ Figuring out grammar rules by looking at examples.
____ Working in a group.
____ Keeping a journal or notebook.
____ Gestures.
____ Putting words in groups.
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International Group Work in the Classroom: Beating the L1 

Stranglehold

Ariel Sorensen
University of Kitakyushu, Kitakyushu, Japan

ABSTRACT

It is a well-known problem in EFL that students often will speak their 
mother tongue in classroom settings, rather than using the target 
language. This report will demonstrate one way to get the students to 
use the target language in a genuine setting, while physically located in 
a classroom. The author was able to set up various forms of synchro-
nous chat with other EFL learners in other countries. These forms of 
chat require the students to use English as the means of common 
communication.

INTRODUCTION

Many Japanese students have gone through six years of formal schooling 
without having a genuine communication experience with a foreigner. There 
are many ways to substitute for this experience in language classrooms. In 
Japan, however, this is most commonly replaced by grammar studies and 
tests. English language learning is done for the sake of getting in to the next 
level of education. One way to counter this trend is to set up com-
puter-mediated dialogs between Japanese students and students in other 
countries. This report is about one teacher’s efforts to make this happen.

STARTING MY CAREER AS A CALL TEACHER

Many years ago (1998), I was confronted with 114 students in a room 
containing one hundred twenty Windows 98 PC’s. I had never taught CALL 
before, but neither had any other teacher in this newly opening university. At 
the time, computers were still not commonly used. According to a survey I 
did on the first day, out of the 114 students, only three had ever touched a 
computer before. Although they quickly caught on, my first lessons included 
“This is a mouse.” Times have changed greatly since then.

With the volume of students I was teaching, it was clear that attempts to 
speak with them frequently would be impossible. Naturally, they resorted to 
speaking in Japanese, their mother tongue, amongst themselves. I found 
some software that used speech recognition, hoping to get them to speak 
English more. The speech recognition engine was of course limited, but it was 
helpful. We attempted email partners with foreign students, but that fell 
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apart. Not only did my students frequently neglect to write, they often got no 
responses from their partners. I found it difficult to make a meaningful dia-
log part of the lesson.

MY DISCOVERY OF SYNCHRONOUS TEXT COMMUNICATION

As I learned more about how to make these wonderful machines do new 
tricks, I discovered text chat. There were a few synchronous chat networks 
for learners of English on the web that we could use in the classroom. As I 
worked with them, I found that the students did not react to them as I had 
hoped. The chat environments (MOOs, MUD’s etc.) that were consistently 
populated with friendly learners from other countries were very text-heavy. As 
a student opens the Web site and logs in, she is faced with a full screen of 
text, explaining rules, directions, and the virtual environment. It was difficult 
to get them past this stage.

At this point, I decided that if other people can make a computer do that, 
maybe I could too. I learned how to set up a simple text chat environment 
using a Perl script. With more verbal instruction and less text introduction, 
my students finally took to it. They started writing in the target language for 
fun, something they had never experienced before. After working in this envi-
ronment for over four years and doing extensive text analysis of the chat 
logs, I found myself wishing that my students would enjoy verbal speaking as 
much as they enjoyed text chat. They certainly enjoyed being on the 
telephone.

By this time, I had changed universities. My new (current) university is 
very tech-friendly. I wondered if the time had come where students could ac-
tually speak in real time with students overseas. I researched different mes-
saging services, hoping to find something we could use. I found several for-
mats that could very nearly do what I wanted to do in class. 

At first, I experimented with NetMeeting. This program is pre-installed in 
all Windows computers, and only needs to be activated. A simple script in a 
Webpage can easily activate this program, and it has audio-video capability. 
Although that program demonstrates the possibilities that are open now, it 
did not work for me in the classroom. I had classes in two rooms full of 
Windows computers, and in one room full of Macintosh computers. 
Macintosh computers have no support for NetMeeting. 

I also experimented with Microsoft Net Messenger. Using this I could use 
the headsets and the Webcams for synchronous chats. Using the group fea-
ture, we could create groups by invitation. The technology fit the require-
ments I was looking for, as far as PC’s. On the other hand, groups were not 
dynamic. There was no prospect of getting a stable connection for the 
Macintosh computers. There was also a fatal problem. The computers in our 
CALL labs did not allow ports to be opened by other than the system admin-
istrator, and MSN Messenger was not, and could not be installed on the com-
puters due to permissions issues.

The Macintosh computers had their own software installed in order to run 
the cameras. This program seemed stable, had both audio and video, and did 
not require further installation. At the same time, this software was only good 
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on the Macintosh computers. To connect with another computer required the 
same program to be installed. This left out the PC’s. These Macintosh com-
puters could only really connect with other computers in the same room, and 
required users to find and insert their partner’s IP address manually.

GETTING STARTED IN TELECOLLABORATION

Using Yahoo to find other possibilities, I found an advertisement in 
Macromedia that claimed anyone using their Flash Communications Server 
(Now Flash Media Server 2, bought by Adobe) could set up a Web chat fo-
rum in ten minutes. This forum could include audio, video, and text chat. I 
had previously used Flash before to create dynamic Web pages and I thought 
this might be worth checking into. I downloaded a trial version and set up 
the server. I must admit that it took a lot more than ten minutes the first 
time. I did get it working though. I reported about it to my department and 
asked for a budget to get the necessary licenses to set up a real server to 
host these applications. It was approved, and I was given unrestricted access 
to a high-speed server to install it.

Armed with a book, I started building the simple applications offered as a 
free download by Macromedia. It did not take long before I was able to put 
together a simple application in ten minutes as promised. After that, it was 
just a matter of adjusting the style and tweaking the code to make it do what 
I want. I think that the most difficult part was the style, as I have very little 
sense for that.

There were many advantages to doing it myself. As I previously men-
tioned, there were port blocking problems in my CALL classrooms. I was able 
to use port 80, the common http port. Doing this, I had no problems getting 
the server to communicate with the applications on the client machines. It 
would get through any firewall and anti-virus software, even though it was 
using rtmp protocol. I no longer had trouble with communication software 
that you must install, or that is specific to one brand of camera. The viewer 
is the Flash Player. For most computers this is pre-installed. If it is not 
pre-installed, most computers have already downloaded it to view common 
animations through the Internet. In short, the vast majority of computers al-
ready have this available. It also has plug-ins for every major Web browser.

Flash also has a native method of limiting the bandwidth used. This is 
important as most (if not all) CALL rooms have a large number of computers 
running through one or a series of only a few routers. Using a lot of band-
width, multiplied by a large number of computers, most software that uses 
audio and or video cannot be squeezed through one or two routers fast 
enough. Audio and video get progressively jittery, and soon fail altogether. 
Limits can be placed on the maximum amount of bandwidth the audio and 
video can use. Even with a class of twenty five to thirty students, connecting 
one-on-one with a similar sized class, the audio quality is still intelligible, and 
the video is good enough to see who each student is talking with. After using 
this technology for a few years, there were some upgrades, which reduced the 
echo effect, and improved the audio quality.
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OTHER OPTIONS

While I was working on these applications, other technologies that also 
serve well were being developed. When I finally had these applications work-
ing well enough to test them, I tried introducing them to people interested in 
teleconferencing at Japan Association of Language Teachers conferences. Each 
time I introduced what could be done with them, someone always asked me 
how they compare to Skype. This forced me to check into what had changed 
since I became involved with this project. I realized that as I was working 
hard to learn this new technology, I had neglected to keep up with other 
technologies.

The most well-known program for audio and video conferencing these 
days is Skype. Skype is currently free software used for making telephone 
calls. There are different plans under Skype. Skype In is software that is com-
pletely free to people who register. Using this plan, users can call any com-
puter that is also hooked up to and running Skype, just as you would a tele-
phone call. You can also use your Webcam in conjunction with the call, mak-
ing it a videoconference. Skype Out allows users to make a real phone call to 
any landline in a large list of countries. This plan does require a small fee 
when connecting to a real telephone, but does not charge for com-
puter-to-computer calls.

There are obstacles to using Skype in classrooms. Skype is a down-
loadable program that must be installed. If your systems administrator allows 
this, you may be able to use this, but many will not allow it for security 
purposes. Users must register. This gives them an identity to use on the 
Skype platform, but may be a hindrance to large classes. In a large class, the 
teacher must keep track of the students including their usernames and possi-
bly their passwords. Groups formed in Skype are not dynamic. Students can 
invite other students to join them, forming a group call, but changing the 
users in a group is not so easy to manage. Bandwidth also becomes an issue, 
because the bandwidth is not as compressed. This makes the audio quality 
better, but in a busy router, may make the whole system screech to a halt. 
This is a great platform for individual students to use and practice speaking 
to others, but does not work so well for entire classes to pair up and do 
group work. Other issues such as closed ports, firewalls, and antivirus pro-
grams also may hinder or stop a class from using it.

Mixxer deserves a mention here. Mixxer is a very popular program devel-
oped for language learners to use. One can find another learner of nearly any 
language in use today with whom to practice. The main obstacle to using this 
in a large classroom is that the entire program is based on Skype. To use 
Mixxer, you must first download and register a version of Skype. Then you 
can go to the Mixxer site and register your username and target languages. If 
you can use Skype, Mixxer is a great way to practice another language, but 
obviously if you can not use Skype, this is not an option.

There are a number of instant messaging services that also allow audio 
and video conferencing. Windows Messenger, Yahoo Messenger, and a host of 
clones exist. Some of these are even compatible with other messenger 
services. Again, these are easy to use, and can be set up for groups. They in-
clude text, audio and video, plus file sharing and other services. They also 
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suffer from the same problems as Skype. The groups created on these serv-
ices are not dynamic. Ports and program installation may be blocked by sys-
tem administrators for security. Friends using these services may accidentally 
intrude on a class session by simply logging in.

All these services, and many similar services on the Internet, are suffering 
from another problem. They are popular. As they become increasingly popu-
lar bandwidth decreases. More servers must be installed to keep up with the 
demand placed on them. This puts more financial demands on those that run 
such servers. Advertisements are more prominent, making it difficult to know 
where to click sometimes. As demand gets higher, usually the servers get 
slower and increasingly fail. In the end, the company that kept the service 
free often gets bought by another company that sees the popularity and wants 
it. Then the free service changes to a pay service.

Other possibilities include asynchronous forms of computer-mediated 
communication. Online bulletin boards are a common form of asynchronous 
text-based communication. However, the lines have recently become blurred. 
Using a free service called Odeo, a user can register, and then use a headset 
to record an audio message. After recording, the user is given some computer 
code to copy. This code can then be pasted directly into most bulletin boards, 
including those on Moodle. Another user that has access to the bulletin board 
sees an audio control that will play the audio. This allows for asynchronous 
audio messages.

Another service by the same group is called Hellodeo. This service allows 
a user to record an audio-video message using a headset and Web cam. 
Again, the user is given some code to copy and paste into any bulletin board. 
This makes it possible to set up a bulletin board and yet use any form of 
asynchronous communication. They are not limited to text format any longer. 
Unfortunately, the Odeo group also suffers from the problems of popularity. 
Recently for several weeks, it was impossible to record anything to upload to 
Odeo’s servers. Downloading the audio was all the servers could handle. 
There have been improvements lately however. Due to its recent success, it 
would be reasonable to suspect that it will also be bought by a larger com-
pany, or become a commercial site. Odeo is run on the Flash platform, so it 
has very few of the restrictions common with major synchronous programs. It 
is a very useful tool for teachers that want students to record pre-planned 
speech.

RATIONALE FOR USING STUDENT GENERATED AUDIO IN THE CLASS

There are many very basic reasons to use and record the verbal communi-
cation of students. The most basic purpose of a class is to assist learners to 
gain a new skill set. These new skills are supposed to be used by the 
students. Currently, in most Japanese schools, primary through tertiary, the 
emphasis on learning grammar and vocabulary is so great in an effort to have 
them pass the next test that practical application of their language skills is 
nearly completely ignored. Students usually start their college education with 
a wide, but passive knowledge of rules of English. Instructions are rarely giv-
en in the target language, and in almost every case, if instructions are in the 
target language, there is also a translation available. While they are required 
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to understand the language, they are not required to use it in any practical 
situation. The excuse commonly heard is that if the students do not under-
stand what to do, it is unfair. While this may be a stereotype, it is a rather 
consistent one.

Using verbal skills in a classroom does not require special equipment. 
Students can engage in conversations with the teacher, other students, or in 
some cases with guests. While these may be practical and useful for building 
skill sets, there are some fundamental issues. In Japan, classes are over-
whelmingly monolingual. Even in mixed classes, students from other classes 
can most often speak in Japanese with reasonable proficiency. Japanese 
teachers of English are often expected to conduct their classes in Japanese, 
the common language.

MY APPROACH

What I want to do is take away this mother tongue crutch, and give them 
a genuine chance to speak with other students from another culture. These 
things are possible in any classroom. However, in a computer-enhanced class-
room, more possibilities arise.

The applications I created include text-based chat, audio, video, and 
shared whiteboards in various combinations. Students use a password to gain 
access, given to them by their teacher. Students then log in with a username. 
On this main page, they have a text chat box and several choices of virtual 
lobbies to enter. Teachers decide which lobbies students enter. In the lobby, 
there is another text chat box. These text chat boxes allow teachers to coor-
dinate their efforts and troubleshoot. In the lobby, it is possible to make a 
large number of rooms for the students to enter. The rooms can be made by 
a teacher in advance, or by the students themselves. Students can enter the 
rooms for pair work or small group work. Each lobby has a different combi-
nation of text, audio, video, or whiteboard. Each lobby/room combination has 
a different background color assisting the teachers in traffic management.

I have used these applications to connect my students with classes in 
South Korea and other classes in Japan. This was a tremendously popular ac-
tivity in my classes. The students found that they could communicate with 
foreigners, a group that apparently does not include me. Many of them had 
the chance for the first time to communicate with someone that does not un-
derstand their mother tongue and found the experience liberating. For the six 
or more years of formal English education prior to entering their university, 
they were drilled in grammar to the point that they felt that any mistake they 
made would cause a terminal breakdown in communication. With this genu-
ine communication opportunity, they realized that there were many levels of 
mistakes. Most mistakes did not cause a complete communication breakdown. 
In addition, for the first time they were introduced to repairs. They learned 
that even a serious grammar mistake could be repaired, a concept most of 
them had never considered, or had reason to consider before. They learned 
that cultural awareness was related to language learning. This was something 
that teachers in Japan often tell them, but with which the students have no 
experience.
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To sum up, my students had a genuine chance to speak with people in 
English. The crutch of using their mother tongue behind the teacher’s back 
was eliminated, if only for a limited time. They learned about culture, com-
municative cooperation, and logical sequencing. They learned about repairs, 
delay tactics, and many other communication strategies. They gained a cer-
tain amount of confidence in their communication skills.

PRACTICAL PROJECTS

There are a number of things teachers can have students do in these vir-
tual environments. As a practical exercise for my engineering students, I de-
signed an exercise in engineering. I divided my students into small groups. 
Then I gave each group fifteen sheets of A4-sized paper, four meters of twine, 
and five centimeters of cellophane tape. Their instructions were to build a pa-
per bridge between two chairs. After they finished their bridge, they were to 
drive a toy car across it. The bridge must allow the car to cross safely. If the 
bridge broke, or the car could not cross it, points were subtracted. This in-
cluded the car not crossing because of poor driving technique. They were giv-
en only one chance to drive the car across. Extra points were added for the 
longest successful bridges. No extra points were given for artistic bridges. The 
students were given the rules a week in advance and were required to hand 
in a written report of their bridge building plan before they could get the 
materials.

I had been doing this challenge in class each year. On one occasion, I had 
the opportunity to link one of my classes with a class in South Korea. Before 
the day of the bridge building challenge, we were able to do small group con-
ferencing and they used the whiteboard to draw their bridge plans and dis-
cuss them using text chat. The South Korean students were also given the 
same challenge and this allowed our students to make international collabo-
ration groups. These international collaboration groups discussed strategies 
for lengthening their bridges and strengthening them. Admittedly, my stu-
dents did not take this exercise very seriously at first. Their text dialogs with 
their foreign counterparts tended to be mainly about music, sports or food, 
rather than real collaboration in the preparation weeks. They were more in-
terested in social chat and culture. Although this was not the intended object 
of these chat sessions, this is not a bad thing.

When we actually built these bridges in class, they were again in small 
groups, using the Web cams. This enabled them to see what their counter-
parts were doing. At the same time, I set up a large room Webcam. This al-
lowed them to see what the class was doing as a whole. When they saw the 
South Korean students building good bridges, they got quite motivated. The 
change in motivation and attitudes was dramatic.

Another very successful project we tried was called the culture capsule. 
This was an idea presented by Christopher Chase and Paul Alexander at both 
the KOTESOL 2006 conference and the JALT 2006 conference. My students 
were instructed to bring something to class the next week to give to the 
South Korean students they were linked with. The item they bring did not 
have to be expensive, but it should demonstrate a bit of Japanese culture. 
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These were placed in a box and sent to the South Korean class. The South 
Korean class did the same, sending us a capsule. After the exchange was 
complete, the students got into pairs or small groups with their foreign 
counterparts. They used the Webcams to show each item they took out of the 
box, and discussed it and its cultural significance. The students were allowed 
to keep anything they wanted after the class. This gave them a genuine 
chance to discuss culture, see whom they were talking with, and it gave them 
something physical to remember their experience. Somehow, physical contact 
with items like these makes the exchange more real and meaningful.

For those who are interested in doing a project such as these, there are a 
number of forums available to collaborate with other teachers. The KOTESOL 
organization’s CALL SIG has a great Web site that has a very dynamic dis-
cussion about this subject. A large number of links to other organizations in-
terested in linking classes can be found there. Webheads is another organ-
ization that has been doing similar projects for a long time. Dave’s ESL Café 
is a site that should not be overlooked. Then there is TESOL, Inc. and 
IATEFL. There has been some discussion of this subject on IATEFL’s 
Learning Technologies SIG forum. It is also turning into an interesting place 
to find links to other Web sites involved with similar technologies. 

There are many organizations out there, but generally they are widely 
scattered and finding a compatible collaborating teacher is still not easy. 
Fortunately, due to the resurgence in interest in this subject, and the fact 
that this technology is finally maturing enough to be practical, more teachers 
are searching. These people are including more links to other organizations 
doing similar things.

CONCLUSION

In conclusion, I believe that computer-mediated communication is the 
way of the future in teaching languages. Advances in technology make this a 
near certainty. I cannot say that this will be “superior” to unwired classes - that 
will still be up to the skills of the teacher. However, for teachers interested in 
trying out this form of communication, it is getting much easier. Some of the 
benefits are obvious. While it will not replace teachers any time soon, nor 
will it make a bad teacher a good one, it can be a very useful tool.
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ACTIVE ONLINE FORUMS:

http://callsig.org/moodle/
This is the URL of the KOTESOL CALL SIG. It has the most dynamic discussion of 

CMC I can find at this time. You can also find a lot of links to information and 
other organizations here.

http://dekita.org/
This forum has a good worldwide base of teachers interested in synchronous and 

asynchronous communication.
http://iatefl.org/
The official site for IATEFL. From here you can find links to the Learning 

Technologies SIG and forums.
http://www.eslcafe.com/forums/
This is the famous Dave’s ESL Cafe. Forums have a good amount of information.
http://www.eslwebcamforkids.com/
This is a forum for teachers of all ages. 
http://icp.is.env.kitakyu-u.ac.jp/~sorensen/web/short.htm
This is my Web site. The applications I described in this report are linked from here. 

You must get in contact with me directly to get the password.

FOR FURTHER INFORMATION ON AUDIO-VIDEO PROGRAMS MENTIONED 

BY THE AUTHOR

Flash Media Server 2: http://adobe.com/products/flashmediaserver/
Skype: http://www.skype.com/
Mixxer: http://www.language-exchanges.org/
Microsoft Windows Messenger: http://get.live.com/messenger/
Yahoo Messenger: http://messenger.yahoo.com/
Windows NetMeeting: http://www.microsoft.com/windows/netmeeting/
Odeo / Hellodeo: http://odeo.com/
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Students-as-Teachers Situation in Language Courses

Sandra Wyrwal
Chonbuk National University, Jeonju, South Korea

ABSTRACT

Class activity is sometimes a problem, especially in bigger groups. There 
are always students who want to be invisible, but that is not the point 
in language courses. So one question is, how can you improve class ac-
tivity when you as a teacher become (part time) invisible. The answer 
could be in Students-as-Teachers situation as an interesting and suc-
cessful idea of teaching language AND culture, and this not only at the 
university, where my examples will be from. The Students-as-Teachers- 
program can be a good opportunity for students, regardless of the lan-
guage level, to improve their language and social skills. This paper will 
give a conclusion of the ideas and discussions shared during the work-
shop “A Topsy-turvey World: Students as Teachers” at the 14th Korea 
TESOL International Conference in Seoul. 

INTRODUCTION

Students in Korea try very hard to study a language, especially English, 
but most of them still have problems feeling confident enough to speak in a 
foreign language. When I taught a seminar for the first time for students of 
the education faculty at the Chonbuk National University in 2005, the stu-
dents expected to translate just chapters from a theory book. Nevertheless, 
that was not my idea of teaching them the subject “Teaching Methods.” 
Therefore, I made the point: If you want to become a (German-English) 
teacher, learn how to teach! I developed a seminar plan for a whole semester 
(four months) to give the students the opportunity of being a teacher for the 
first time. That means also the students had to give a presentation about a 
subject in a foreign language.

WORKSHOP REPORT

1. PREPARATION / MANAGEMENT

PRAXIS AT UNIVERSITY

To make a bigger group work more efficiently, splitting is effective. The 
students choose their own group members. One group should have five to 
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eight members, which of course depends on how many students are in the 
class. The next step is in creating a group name to have a group identity for 
the whole semester. The students can feel stronger in a group than as lonely 
fighters. Moreover, the teacher can better organize the class and remember 
the names. 

In the next level each group can choose (or get from the teacher) a main 
topic. That can be MUSIC, POLITICS, FOOD, HOBBIES, etc. The main topics 
should be interesting and depend on the age and the language level of the 
students. After each group gets their topic, each group member has to find 
two subjects for the topic. For example if the main topic is MUSIC, subjects 
could be classical music, hip hop, world music, music in the USA, music in 
Korea, special singers, music groups, etc. The group can discuss if the subject 
is interesting and relevant or not. From that subject, pool each group mem-
ber chooses one subject for his presentation. After the students make their 
decisions, they write a list with the name and email-address of the group 
members and the presentation subjects. Now can the teacher create a semi-
nar plan in a rotation principle, which means in every meeting another group 
gives a presentation? Of course, if there are too many students, there can be 
several short presentations during one class.

PRAXIS AT THE WORKSHOP

There were around 30 workshop attendees, so it was a good opportunity 
to practice the concept of class management. After splitting them in four 
groups, the group members had to create a group identity, which was like a 
little get-to-know-each-other. There were very interesting and funny group 
names found and you could see, that it isn´t so easy to find a good name.

I gave the main topics: food, holidays, professions, and movies. In addi-
tion, the difficult part, thinking about topic related subjects, began. This was 
solved after several minutes. The workshop attendees realized that the topics 
can be very flexible and that everyone can bring their own ideas and experi-
ences into the group and so participate in the process. We agreed that a 
10-year-old student will have other subjects for movies than a university stu-
dent, but that exactly is the point of that idea. Therefore, the teacher can be 
flexible too. To give just grammar topics isn´t necessary, because the students 
will make grammar and/or pronunciation mistakes during the presentation, 
which the teacher will improve afterwards.

2. PRESENTATION

PRAXIS AT THE UNIVERSITY

For university students the presentation should be 30 to 50 minutes, 
which depends on the number of students and how many hours you teach. 
The presentation language is a foreign language that means in my case 
German or English. However, the students can use Korean for short ex-
planations or vocabulary. The student teachers need to prepare materials for 
their students (classmates). Materials can be exercises from teaching books, 
games, handouts with information, definitions, etc. Also it´s important to en-
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courage the student teachers to use multi media (CD, DVD, Internet, power 
point presentation) and of course, also the old style black or white board. The 
(real) teacher per se is not part of the presentation. He or she should be in 
the back of the class and make notes for the discussion afterwards. The notes 
include grammar and pronunciation and subject mistakes, but of course also 
positive marks. These notes are also important for you, if you have to give 
grades.

DISCUSSION AT THE WORKSHOP

There was no time to prepare presentations in the groups during the 
workshop. However, there was a discussion about how effective that activity 
could be. It was made clear that the idea of Teachers-as-Students-situation 
can work in every school type. Of course, the topics and the time should be 
modified. For example, when you are teaching elementary school students 30 
or 50 minutes presentation time would be too long. However, 10 minutes 
seems to be effective. In addition, you have to be aware of the speaking level 
of the students. So for example, politics could be a topic for an advanced 
level. However, food or hobbies can be a topic for each level.

3. AFTER THE PRESENTATION

PRAXIS AT THE UNIVERSITY

When the student teacher finishes the presentation it is time for the (real) 
teacher to answer questions about the subject, improve mistakes and give 
more information and exercises. The students have also the opportunity to 
talk about the presentation and criticise. Through this, they can learn how to 
express their opinions.

Optional homework for the presenter is writing a conclusion about the 
presentation in the foreign language. The paper should include the subject, 
resources, (self) critic and problems. It should be a reflection about the 
presentation. In my seminars, some students dislike the beginning, but in the 
end see it as most effective part of the whole process, which brings a lot of 
positive feedback to me.

DISCUSSION AT THE WORKSHOP

Some workshop attendees were suspicious about the success of the whole 
concept at their schools, especially about the conclusion paper. This seminar 
idea is just a suggestion. There is no guarantee that it works all the time.

4. EXTRA ACTIVITY 

The question for me was also, what the rest of the class should do during 
the semester. Just waiting for their presentations did not seem the best way 
for me. Therefore, I decided to let the group members help each other in 
finding materials. So each group member has to prepare one handout for ev-
ery subject of his own group additional to the own presentation. That means, 
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if there is a group of five members. Member 1 will have a presentation (with 
all the conditions explained earlier in this paper) and four extra handouts till 
the end of the semester (one handout for the subject of Member 2, one hand-
out for the subject of Member 3, and so on). The extra material is only for 
the teacher and shows that the student learns how to use resources like li-
brary and Internet. Of course, the members can share their ideas and 
materials. For that reason brain storming time in every meeting is necessary. 

CONCLUSION

Of course that teaching method is not new. The workshop made clear that 
there are so many different teaching types in schools, and that not everybody 
can or would want to use the Students-as-Teachers situation. However, for 
me it was more an opportunity to show my way of teaching classes with dif-
ferent language levels. The idea is successful for me because each student has 
to do something and has to participate. The students have to use a foreign 
language and learn to be more active and how to articulate their opinions. 
For some of them it is the first, but not the last time, when they will speak 
and react in front of people. In the classroom with their friends, they can try 
themselves and get more self-esteem. 

Finally, sometimes there are problems when the teacher and the students 
come from a different cultural background. The Students-as-Teachers sit-
uation gives the opportunity for the student teachers to explain a topic of a 
different culture from the same point of view as the students. Therefore, 
there are no cultural misunderstandings or misinterpretations between the 
presenter and the students. Students-as-Teachers situation encourages learn-
ers to become active and can give a new perspective and a cultural exchange 
not just for the students especially for the teacher.
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A Catalogue of Errors Made by Korean Learners of English
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ABSTRACT

When teaching Korean learners of English, the educator must remember 
that in addition to the typical problems that students from many back-
grounds have with English (e.g., the third person singular construction), 
there are also problems that often are uniquely Korean. An awareness 
on the part of the language educator of these typical problems can go 
a long way to improving student L2 production and to minimizing time 
spent deciphering classroom student utterances and written production. 
While the errors collected in this study are representative of what might 
be termed “intermediate learners,” many of the production mistakes are 
equally discernable in advanced learners of English who would be able 
to identify such mistakes on a paper-based test. Errors collected in this 
study include pronunciation, grammatical, and syntactic errors resulting 
from L1 interference, as well as other errors of written and spoken 
production. This presentation aims to benefit English instructors, both 
native English speakers and Korean non-native speakers of either chil-
dren or university students. It should also be of interest to program ad-
ministrators of public schools and private institutes, because the more 
serious kinds of pervasive errors described also prompt questions as to 
how Korean students are being, in some respects, failed by both the 
public and the private education systems in the country. 

INTRODUCTION

This short catalogue of errors commonly made by Korean learners of 
English is based on my observation of language in the classroom and outside 
of it. Since September of 2004, I have observed nearly every age group and 
level of English speaking ability in this country, from elementary children to 
adults in their early sixties. Most of the adults I have taught have been either 
students or elementary schoolteachers. 

I did not set out to create a catalogue of errors intentionally when I came 
here. Rather, I noticed recurring patterns of mistakes made by both my chil-
dren and my adult students when I taught at the Language Teaching 
Research Institute in the Gwanghwamun area of Seoul. In the main, I have 
continued to see these errors prevalent amongst the student body at my pres-
ent employer, Sookmyung Women’s University. These errors remain present 
in the speech of those learners of English who have not lived abroad.
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In collecting these errors, my intention is not to dwell on the negative or 
to minimize the linguistic abilities of Korean learners of English, almost all of 
whom have a far greater mastery of English than I have of Korean. Rather, 
this paper aims to serve as a resource for educators in this country who seek 
to avoid mass-producing the kinds of errors described below. The prevalence 
of the errors across so wide a segment of the population seems to indicate 
that there is substantial room for pedagogical improvement. The treatment of 
these problems becomes critical when the Korean learner of English intends 
to go abroad, where those using English as either a primary or secondary 
language are not used to the unique types of errors present amongst English 
learners in South Korea. Anecdotal evidence of this is when I was growing up 
in multi-lingual Vancouver, Canada, I had more difficulties understanding 
Korean speakers than any other linguistic group. It is often the case that 
Koreans have more difficulty than other groups in making themselves under-
stood there.

The actual catalogue of errors that so urgently needs to be addressed is, 
for various reasons, much smaller than it might be; perhaps someone will 
build on the material presented here at a future date. I have divided the cata-
logue that follows below into three areas: pronunciation, grammar and word 
choice, and writing.

PRONUNCIATION

Unlike in the other categories of this paper, I have deliberately chosen ex-
amples of pronunciation problems from humorous and extreme examples to 
illustrate my points. There are two main areas of pronunciation errors: seg-
mentals and suprasegmentals. I have further divided the section on segmen-
tals into two parts, comprising major and minor errors. Some educators 
might find the distinction useful, even if they might not agree with the specif-
ic category to which a given error might belong. Many of the segmental er-
rors can be thought of in terms of the binary opposition of similar sounds.

SEGMENTALS (“INDIVIDUAL SOUND ERRORS”)

Some of these more serious errors (i.e., errors making comprehension 
more difficult) result from the influence of English loanwords in Korean on 
the target language (L2) learning process.

MAJOR ERRORS

1. /b/ vs. /p/
This is a very important distinction in English. While native speakers are 

used to hearing many accents, the interchange of these letters by Korean 
speakers is very confusing. For example, if a Korean student says, "I'm allergic 
to peas," her Canadian friend might take her on a mountain trail near some 
beehives, not realizing that she had really meant "I'm allergic to bees." Perhaps 
she will get stung and die, all because she didn't rattle her voice box!
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2. /f/ vs. /p/
This is another crucial distinction in English. There are many English 

words where the only difference is the initial sound; for example, "for" and 
"pour," "feel" and "peel," etc. 

3. /b/ vs. /v/
As above. I could have put this into the category of lesser mistakes, but 

it still does inhibit understanding.

4. “j” or “ch” vs. /z/ and z-Sounds
This problem occurs when Korean speakers pronounce the letter "z" like a 

"j" or “ch.” The same problem applies to /tz/ and /tz/-sounds. A word like 
"pizza" ends up pronounced as "peach-eu," for example. Another example: 
"result" often gets pronounced as "rezhert" [where /zh/ indicates a voiced 
sh-sound] by Koreans learning English. In this case, the word sounds more 
like "dessert" than anything else. The u vowel's metamorphosis into a short e 
can often be a problem for English learners; here I suspect it has to do with 
the following letter l, which is often confused by Koreans with the rhotic 
r-sound.

5. /s/
Many Koreans have a tendency to simply drop /s/ when is us a plural 

marker or a present tense verb inflection. This is unfortunate, as /s/ carries 
a lot of meaning in English. While one can probably get away with saying 
"He eat broccoli, not ham," the speaker will confuse people if she is talking 
about nouns. For example, "peas" are vegetables, while "pee" is urine!

Another example is the /s/ that separates "he" from "she." An acquaint-
ance of mine, who is a nurse in Vancouver, says that many Asian immigrant 
nurses (those whose L1 is Korean are not the only ones) regularly confuse the 
gender of the third person singular pronoun. One can imagine how this could 
lead to some very dramatic problems.

The problem of mispronouncing /s/ as the sh-sound is also widespread. 
Usually this happens with an i-class vowel following the /s/. An innocent 
Korean learner of English will often make mistakes like this: "He shit on the 
bed." The act of “sitting,” unfortunately, has suddenly morphed into that of 
defecating, and to make things worse, a word associated with profanity was 
used to describe the act.

6. Extra eu- and ee-Sounds
Now that I have lived in this country for over a year, I have become used 

to hearing this extra syllable added to English words. However, while in 
Canada, I found I had more trouble understanding Koreans than any other 
linguistic group, largely because of very strange errors like this one. 
Particularly with the ee-sound, an English speaker might think the Korean 
learner of English is trying to make an adjective and consequently will still be 
listening for some other information that is not coming. For example, the na-
tive speaker hears “church,” mispronounced as “church-ee,” and thinks the 
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noun is an adjective.

7. /l/ vs. /r/
"I want lice, please.” Our hypothetical student has just asked for a noto-

rious blood-sucking little animal that lives in the skin at the top of one’s 
head, when all he wanted was a simple dish of rice. The letter "r" in English 
can be quite difficult to pronounce, but students should be encouraged to try. 
Also, students should be encouraged to remember to pronounce “l” always as 
the “l” in "la-la." The position of “l” in a word, initial or medial, doesn't usu-
ally affect its pronunciation.

8. Long "o" vs. Short "o"
I have noticed that Korean learners of English often have difficulty with 

vowel length and quality, and the two sounds associated with the single letter 
"o" are no exception. For example, my former adult students, who were most-
ly elementary school teachers, often talked about "novels," but they pro-
nounce the short "o" as a long one, and then they turn the /v/ into a /b/. 
The result was a completely different English word: “nobles.” This and other 
problems in this section are still in evidence among many of my university 
students.

9. Short "a" vs. Short "e"
An excellent example is the English word "fax," which commonly gets 

pronounced by Korean learners as "pekseu." In this case, only one sound in 
the original English word is left, the /ks/ or x-sound. Not only has /f/ been 
turned into /p/, but the short "a" vowel has been turned into a short "e" 
vowel. One would expect that English speakers would fail to understand this 
short word when only one sound remains correct.

MINOR ERRORS

1. Unvoiced “th” vs. /s/
English speakers are used to hearing this mistake and can usually under-

stand what is being said. However, when combined with all the other pro-
nunciation errors common to the Korean community, this error can contrib-
ute to making understanding difficult. To make this sound, one must position 
the tongue between the upper and lower teeth, and breathe out quickly. 
When one is unwell, she wants to say "I'm sick," not "I'm thick" (which could 
mean either “fat” or “stupid”!).

2. Voiced “th” vs. /s/ or /z/
As above. There is a voiced "th" in the word "this."

3. Short "i" vs. Long "e"
This error on its own is usually not a serious one. The problem occurs 

when this error is combined with others, as it frequently is by Korean learn-
ers of English. A word like "city" can be quite problematic for Korean learn-
ers of English. First, they turn the soft /s/ sound of the letter "c" into /sh/. 
Then, they sometimes turn the short "i" vowel into the long "e" vowel. The 
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result is a “word” sounding like "sheedy." English speakers are left wondering 
whether that means "CD," "shitty" (a rude adjective pertaining to fecal mate-
rial), or "shady.” None of these are right, but educators can hopefully see the 
problem that English speakers have when listening to people who have most 
of the class of errors described here.

SUPRASEGMENTALS (RHYTHM AND STRESS)

Rhythm and stress are more important in English than in many 
languages. Unlike in Korean, English tends not to give vowels equal length or 
stress. Also, voice inflection in English, like body language, carries a great 
deal of meaning. Look at the following examples:

I am eating rice.
I am eating rice.
I am eating rice.
I am eating rice.

These all answer different questions or exclamations:

Who is eating rice?
You're not eating rice!
Are you cooking rice?
What are you eating?

Many Korean learners of English (and, for that matter, many learners 
from Cantonese and Mandarin linguistic backgrounds) speak in an almost in-
audible monotone. I think that, in particular, many boys think they will 
sound effeminate if they make the right intonation. Unfortunately, they are 
actually hurting their ability to communicate. Educators of boys should en-
courage them to avoid this pitfall.

Intonation, rhythm, and stress are best taught and learned orally. 
Listening carefully to one’s English teacher, language partner, friend, or re-
cording is crucial to learning to imitate these suprasegmental features of 
speech.

GRAMMAR AND WORD CHOICE

The errors in this section have been drawn from actual speech utterances 
or writing productions made by Korean learners of English. The actual errors 
are italicized, while I often use quotation marks to enclose one correct way of 
expressing the original thought. 

“THE IMPOSSIBLE TENSES”

She’s eat broccoli.
I’m expect a good time.
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She did hike of a mountain.
I skate. and Skating. (In response to the question, “What did you do yes-

terday?”)

The third example would be grammatically correct if the preposition had 
been correct, but the tense error occurred, as those of this type tend to, in a 
situation where the student intended to produce the simple past tense un-
marked for emphasis. The four errors above, and many others like them, are 
quite common with very low-level students, even at the university level. The 
use of the gerund apparently relates to a superficial study of textbooks that 
use gerunds to gloss pictures. It may also relate to pedagogical failure.

MISUSE OF TENSES

This is mostly a matter of lack of mastery of verb tenses. Typical mistakes 
might involve, for example, writing the present perfect where the simple past 
was required. Many students also use imperative forms when a past, present, 
or future tense is required. This may be due to language books that begin 
with “classroom language” where only imperative verbs are presented.

THE DEFINITE AND INDEFINITE ARTICLES

Errors involving the definite and indefinite articles are prevalent, but of-
ten not particularly important. One pattern of error that should be easy to 
eliminate is the definite article coupled with the name of a location: I went 
to the Seoul last Saturday.

Another common error involves speaking in general terms: You should 
read the English book. (a student’s advice on learning English), rather than 
the more customary “You should read English books.” There are also three ir-
regular situations (“I go to school/church on Fridays.” “I go home after 
church.”) that give rise to errors like these:

I go to the school on Fridays.
I go to the church on Sundays.
I go to the house after church.

Each of these errors was taken from university student assignments. I 
have noticed the same errors in both speech and writing.

LACK OF PREPOSITIONS AND PRONOUNS

She lives husband. “She lives with her husband.”

IMPOSSIBLE POSSESSIVE PRONOUNS

She lives with she’s father.
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EXTRANEOUS PREPOSITIONS

When I was in high school student . . . 

This error would seem to be a conflation of two structures: “When I was 
in high school . . .” and “When I was a high school student . . .” the interest-
ing thing is just how many times I hear and read this on a regular basis 
it is not an isolated mistake by one student. This may also be a function of 
an imperfectly memorized formula, as quite a few of my students have ac-
tually said or written When I was a high school . . . !

PROBLEMS WITH SINGULARS AND PLURALS

1. Extra “s” on irregular plurals: childrens, mens, womens, peoples

2. Use of the singular to speak about a general situation: Gun and knife 
are dangerous and I like comedy movie. Also: The television program that 
shows on the weekends is usually about the entertainments for the viewers 
to enjoy and relax for “Television programs on weekends are usually enjoy-
able and relaxing.”

USE OF “VERY” WITH STRONG ADJECTIVES

I felt very fantastic. rather than “I felt fantastic.”

USE OF AWKWARD CIRCUMLOCUTIONS TO DESCRIBE PEOPLE AND 
THEIR CONDITIONS

Type 1. His height is tall. and My condition is not good. for, respectively, 
“He’s tall.” and “I’m not feeling well.” The errors in these constructions are 
due to L1 interference.

Type 2. He is the runner who can run fast. for “He’s a fast runner.” The 
juxtaposition of the article and the “one who does X” construction creates the 
error.

USE OF ERRONEOUS “TO ME” CONSTRUCTIONS”

This pizza’s taste is good to me. for “This pizza is good.” This error is 
quite ubiquitous. Other examples: When I broke my arm, it was painful to 
me. for “It hurt.” and The movie was so exciting to her. Sometimes, it is ap-
propriate to use the verb “to find” in such situations: “She found it 
interesting.”

INCORRECT IDIOM: “SHE LOST HER WEIGHT.”

Possibly this is a conflation of “She lost weight.” and “She lost her 
eraser.”
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INCORRECT USE OF “PLAY” WITHOUT AN OBJECT BY AN ADULT 
SPEAKER

[An adult speaking]: I played with my friends. for “I hung out with my 
friends.” I suspect this relates to the fact that Koreans are often given English 
education as children, where “play” without an object is an appropriate part 
of the vocabulary, and are not taught that, in English, only children “play.” 
(Of course, adults “play sports,” “play instruments,” or “play games.” This is 
an important mistake not only because potential listeners would be led to 
(incorrectly) question the maturity of the speaker, but also because of the po-
tential sexual connotations sometimes inherent in “play” (without an object) 
when used by adults.

INCORRECT USE OF ADVERBS

I slept lately today. for “I slept in.” or “I slept late.”

INCORRECT USE OF PREPOSITIONS

She did hike of a mountain. This sentence was also used previously as an 
example, and illustrates the fact that multiple errors are often found in the 
same sentence.

INCORRECT USE OF “MY”

I met my friend for lunch. where “my” incorrectly limits the number of 
friends a speaker has to one rather than “I met a friend for lunch.”

INCORRECT INTRODUCTION OF THE MEMBERS OF A GROUP

My family is three: my father, mother, and me. and The group members 
are four.

SPECIFIC VOCABULARY PROBLEMS 

1. “Funny” vs. “Fun” or “Interesting.”
I saw a comedy movie last night with my friend. It was very funny 

time. for “A friend and I saw a movie; it was a fun time.” Similarly, the 
speaker often means to say “The movie was interesting.”

2. “Power” vs. “Energy”
This food gives me power. when “This food gives me energy.” would be 

preferable.

3. “Bright”
She makes me bright. for “She gives me energy.” 

4. “Grade” vs. “Year”
I’m in third grade. when the speaker is a university student who means 
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“third year.”

5. General Confusion Between Verbs of Speaking: “Tell,” “Say,” “Talk,” 
and “Speak”

6. General Confusion Between Verbs of Desire and Anticipation: “Want,” 
“Hope,” and “Expect”

I want that they are great movie actor forever. for “I hope that they will 
be great movie actors for a long time.”

I’m expect good time with my mom. for “I’m looking forward to a good 
time with my mom.” “Expect” could be used in this construction, but I often 
find that “expect” is used by students when they really mean “anticipate” or 
“look forward to.”

7. General Confusion Between Verbs of Seeing: “Look,” “See,” and 
“Watch”

8. Incorrect Use of “Comfortable”
First, you must reservation your ticket to Busan. You can reservate 

on internet. I think that it is comfortable for you. This sentence, taken from 
a response to a proficiency exam, illustrates a number of errors, including the 
substitution of “comfortable” for “convenient.”

9. Incorrect Use of “Sorry to”
I was very sorry to her. for “I felt terrible, and apologized to her.”

10. Confusion of “Loan” and “Borrow”
He loaned it from her. when the context requires “borrowed.”

11. Incorrect Use of the Expression “Do you know X”
When most Korean learners of English use the expression Do you know 

X? “Have you heard of X” or “Do you know what X is?” is really what is 
required. “Do you know X?” is usually reserved for a personal acquaintance 
with someone.

CONFUSION OF WORDS WITH -ING AND -ED ENDINGS

I think that she was boring with the movie. for “. . . bored with the 
movie.”

OVERUSE OF ACRONYMS AND ABBREVIATIONS

Quite often, these come out as industry-specific acronyms that are used 
without clarification in general conversation or writing.

INCORRECT USE OF BORROWED ENGLISH EXPRESSIONS. 

In the example in this section on the incorrect used of “comfortable” 
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above, the following sentence was Then you can ride a train at Seoul Station 
on d-day. “D-Day” is incorrectly used here, as this expression in English is 
not identical to its Korean counterpart, where the expression occurs as a 
loanword.

USE OF EXPRESSIONS WITHOUT REGARD FOR THE SOCIO-PRAGMATIC 
REQUIREMENTS OF A SITUATION

One common error here is I got your email and have understood it well.
In certain situations, this can sound arrogant, overly familiar, or just strange. 
Another situation concerns the communication of a Korea-centric view of the 
world when this is inappropriate, as when the word “foreigners” is used in 
conversation with a non-Korean to describe other people in their native 
countries. I think this is due to L1 interference.

WRITING

General problems include starting sentences with prepositions, use of sen-
tence fragments (often involving words like “because,” unbalanced by an apo-
dosis clause), lack of proper capitalization, spelling, paragraph structure, im-
proper use of contracted forms from speech (e.g., wanna), etc. One interest-
ing error is the overly chatty tone that is often wrongfully employed in aca-
demic essays. Other typical problems exist also. In giving little space to this 
area, it is not my intention to minimize its importance. For many Korean 
learners of English, written interaction with others in English occurs more 
frequently in writing than in spoken communication.

CONCLUSION

This catalogue presents most of the most frequently occurring errors 
made by Korean learners of English that I have observed over the past two 
years. The pervasiveness of these errors is cause for genuine concern; their 
presentation and description here, I hope, will stimulate educators to new in-
sights and ways of teaching the English language in order to overcome these 
problems. 
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ABSTRACT

The purpose of this study was to identify and examine in what different 
ways native speakers of Korean (ESL) and native speakers of English 
write English argumentative compositions regarding error types 
(grammar). This study involved 46 American students and 46 Korean 
students who were enrolled in a university in America. The findings 
from this study suggest that, in general terms, the Korean ESL students 
showed more errors. The Korean students made article errors most of-
ten, and the American students' errors were, to a lesser degree, with 
prepositions and articles. With the results of this study, some peda-
gogical suggestions for both ESL/EFL students and the teaching of ef-
fective writing to ESL/EFL students have been made. 

INTRODUCTION

Despite the growing number of Korean students studying in colleges and 
universities in the United States and a great deal of research in second lan-
guage acquisition, ESL writing research on Korean students is still in its be-
ginning stages when compared to other areas such as reading and speaking. 
An examination of the differences in English essays written by Korean ESL 
students and those written by American students is necessary to help Korean 
ESL and EFL students and teachers ascertain ways to achieve their academic 
goals in the United States. In addition, it can provide helpful guidance to 
Korean ESL students who are struggling with their academic writing in the 
United States and in Korea. 

The purpose of this study is to identify and examine in what ways native 
speakers of Korean (ESL) and native speakers of English write English argu-
mentative compositions, and to analyze, via an in-depth text analysis and sur-
vey, if and how Korean ESL students have difficulty writing English. By pro-
viding information about differences in writing between Korean learners and 
native speakers, analyses of student texts provide insights to help students 
achieve their academic goals. In addition, they can provide teachers with 
more effective teaching strategies, helping them to target students' most fre-
quent and intractable errors (Matsuda et al., 2003). 
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LITERATURE REVIEW

Even though grammar instruction has recently been assigned a less prom-
inent role in ESL writing classrooms, grammar was often the main curricular 
focus in ESL writing instruction until the introduction in the 1980s of com-
municative language teaching. Though the focus on grammar has changed, it 
seems to be clear that, for writing to be successful in its overall purpose, it 
must conform to the conventions of English syntax and usage, generally re-
ferred to as “grammar.” In other words, some degree of focus on form is not 
only beneficial for ESL learners, but also necessary (Frodesen & Holten, 
2003). Grammar is an essential element of second language writing in-
struction, and the errors found in ESL students’ written texts give crucial 
clues to ESL composition instructors. 

Since Corder’s error study (1967), it has become more and more evident 
that errors have a positive value and are more important than correct forms 
in the teacher's point of view. The learner is viewed not as a producer of de-
viant, imperfect language full of errors, but as an active participant in the 
creation of his language through a process of hypothesis formation and test-
ing (Cook, 1978; Corder, 1967). Much emphasis should be laid on ways to 
help students overcome the errors they make, not on prevention of errors.

Error analysis has derived its impetus and importance from Corder’s 
seminal paper (1967). Error analysis is considered by ESL researchers to be a 
more developed research paradigm because it deals with real language pro-
duced by second language learners. It sees language learners' errors as a de-
velopmental process and provides L2 teachers with information for devising 
the most efficient way to teach the target language. A review of various lin-
guistic factors governing ESL students’ written language may provide insights 
to help teachers and researchers better understand and evaluate student per-
formance (Kim, 1983; Lee, 1995).

METHODOLOGY

A survey questionnaire was distributed to 46 Korean ESL students and 46 
American students. The survey contained a variety of questions regarding per-
sonal background, educational background, and questions of personal prefer-
ence or expectation about composition instruction. Basic descriptive statistics 
such as percentage and frequencies were used for the survey analysis. 

The writing samples were collected over a period of three months. For 
American students, all samples were obtained by the classroom instructors of 
several subjects. The researcher met with these instructors to explain the ad-
ministration procedure. Written directions were also provided to insure uni-
form administration of the data collection (see Appendix A). Students were 
requested to write on an assigned topic during their regularly scheduled 
classes (40-50 minutes). Two instructors who have taught ENGL 101 and 102 
classes were chosen to evaluate students’ texts. Since they have taught writing 
composition courses for several semesters and are proficient in determining 
grammatical errors, the only additional training the raters received was on 
which variables to focus on and how to mark them.
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Koreans Americans

Grammatical Items Most Least Most Least

Articles
Prepositions
Conjunctions
Word choice
Agreement
Verb tense
Single/plural nouns
-ing/-ed endings
Comma/period
Spell/capitalization

4
9
10
4

20
14
13
11
17
18

19
11
6
13
1
4
2
6
5
6

18
15
14
12
15
18
16
20
13
11

16
17
19
15
12
13
14
16
15
19

For the written text analyses, in order to compare differences between the 
Korean students’ writings and those of the American students, basic descrip-
tive statistics and regression analysis were run using the Statistical Package 
for the Social Sciences (SPSS), a statistical computer program.

CONCLUSION

SURVEY RESULT

When writing in English, the Korean students felt most confident in using 
agreement and least confident in article usage. On the other hand, the 
American students felt most confident about -ing/-ed endings and least con-
fident about conjunctions and spelling/capitalization. Korean students consid-
ered articles and text organization the most difficult, and conjunctions and 
text organization the easiest to accomplish in English writing. On the other 
hand, there was no consensus by the American students with regard to spell-
ing and text organization; spelling and text organization were both the most 
and the least difficult to accomplish in their English writing (Table 1). The 
American students revealed that they were more focused on the overall writ-
ing process such as getting to the point, getting started, developing ideas and 
flow, while the Korean students were interested in smaller and more specific 
factors in English writing: articles, grammar, preposition, and idioms. 

Table 1. Students' Confidence Level for Using Grammatical Items 

RESULT OF TEXT ANALYSIS

The result of the passage length analysis showed that, with one exception, 
both groups showed consistency in the average number of errors in essays. 
The students who wrote longer essays made more errors and the Korean stu-
dents who had studied 7 and 8 years in the United States made the most 
number of errors. This shows that ESL students did not significantly improve 
their writing ability, in terms of length and grammar, though they had been 
educated overseas for a longer period. 

Overall, the Korean students made more errors than the Americans did. 
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 Error types Koreans Americans

Syntactic errors
   Articles
   Prepositions
   Conjunctions
Total
Lexical errors
   Nouns
   Adjectives
   Adverbs
   Verbs
Total
Morphological errors 
   Subject-verb agreement
   Tense marker
   Plural use
   -ing and -ed form
Total
Orthographic errors
   Comma/period
   Misspelling
   Capitalization
Total

232
107
17

356

50
29
20
76
175

40
88

224
26

378

59
104
40

203

36
41
22
99

27
11
12
28
78

25
34
43
3

105

134
160
14

308

However, the American students did not seem to have effective command of 
orthographical usage compared to the Korean students. This is under-
standable when taking a closer look at the error types in this category, such 
as commas, periods, misspelling, and capitalization. These errors can be seen 
as miscellaneous in writing tasks for the American students. Consequently, 
they usually do not pay attention to these grammatical items, making more 
errors. A number of specific types of error were distinctive of the Korean stu-
dents in terms of frequency compared to the American students. They had 
much difficulty with several areas: articles in syntactic errors, verbs in lexical 
errors, plural usage in morphological errors, and misspelling in orthographic 
errors. Among the overall errors, the morphological errors (plural use and 
tense marking) and syntactic errors (articles and prepositions) appeared more 
frequently in the Korean students' writings. It is natural in that these gram-
matical items cannot be mastered by rote memorization or a short period of 
education, compared to lexical and orthographic errors. Below is the overall 
result of error analysis (Table 2).

Table 2. Frequency of Errors

Means, standard deviations, and intercorrelations among four sub-
categories of error types, such as the syntactic, lexical, morphological, and or-
thographical errors, are reported in Table 3. 
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Syntactic Lexical Morphological Orthographic

Syntactic
Lexical
Morphological
Orthographic
Mean
 SD

__

4.9
4.0

.439**
__

2.7
2.5

.661**

.571**
__

5.2
5.2

.082

.027
.078
__
5.6
4.2

Table 3. M, SD, and Intercorrelations for Each Sub-error Type

Note. **Correlation is significant at the 0.01 level (2-tailed). Unit: number of words.

Syntactic errors were positively related to morphological errors and lexical 
errors, and lexical errors and morphological errors correlated. Especially, syn-
tactic errors and morphological errors correlated highly with each other 
(.661), compared to other correlations. The other errors did not show sig-
nificant correlation to each other. This means that if students made many 
syntactic errors, they had a tendency to make many lexical and morphological 
errors, too.

IMPLICATIONS

The identification of errors is significant in three different ways. First, it 
is indispensable to the learner as a device to further learning. Second, the 
teacher can address how far towards the goal the learner has progressed and 
what remains to be learned. Thirdly, this provides the researcher with evi-
dence of how language is learned and what strategies the learner is employ-
ing in the discovery of language (Corder, 1967).

The results of the error analysis suggest that students need to devote time 
to specific areas of English syntax, morphology, and the lexicon in order to 
help both Korean ESL/EFL students and American students increase their 
writing competency. Students should be trained to produce correct and basic 
sentence patterns through extensive and systematic grammatical practice. 
Students can best learn grammar not by memorizing rules or definitions but 
by thinking through problems as they arise (Shaughnessy, 1977). Teachers 
should be aware that the mastery of grammar lies in the direction of general-
ization rather than memorization. Articles, for instance, can be learned by 
continuous exposure to sentences with correct article usage. In addition to 
the grammar practice, Korean ESL students need massive vocabulary training 
in order to convey their ideas and thoughts effectively in written 
communication.
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APPENDIX A

Essay Question
Directions:

To the students: Read the paragraph below carefully, and, in writing your 
composition, imagine trying to persuade your friends to take your opinion.

Write on the paper provided. 
You may use scratch paper for preliminary notes. 
You have 40 minutes to plan and write. 
Write more than 250 words (approximately one double spaced page).
Do not use any dictionary or writing sources. Write by yourself.

To the faculty: There should be no prior discussion of the topic.
If the students do not want to participate, please let them leave the class.

Topic: Read the following statement and write your response.
Do you agree or disagree with the following statement?

 "Technology has made the world a better place to live."
 Use reasons and specific examples to support your opinion. 
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Enabling Young Learners to Manage Anger: Extending the 

dangerous animal Metaphor

Adriane Moser
Chonnam National University, Gwangju, South Korea

ABSTRACT

Strong emotions in cross-cultural English language learning experiences 
can be perplexing and difficult for young learners to express. Conceptual 
metaphors for emotion, many of which cross linguistic boundaries, can 
provide access to this emotional complexity and also provide children 
with a rational way to examine, express, and control powerful emotions. 
When this happens, communicative and affective barriers in the lan-
guage-learning environment are broken down. Empowering young learn-
ers to solve their own problems in the classroom and at home rather 
than depending on adults to take care of them or expressing them 
through violence is a powerful technique for the English language 
teacher. Instructors can discard the misconception that strong emotions 
are beyond the control and influence of young children and are an un-
avoidable part of teaching young students, and teach even very young 
children that they are able to have control over their emotions. Research 
shows young Korean learners of English can acquire emotion metaphor 
through exposure to authentic children’s literature. Building on this 
idea, teachers can use shared reading to enable young English language 
learners to acquire anger metaphor in English, and then guide these 
young learners towards adopting their own personal “dangerous animal” 
and developing an emotional control model they can put into practice 
using physical and ultimately internalized control.

INTRODUCTION

The ability to express emotions is important for all learners, but especially 
those in cross-cultural environments where students are immersed in a new 
language, such as those found in an English as a Second Language setting in 
an English-speaking country or an English as a Foreign Language classroom 
with an instructor who is a native speaker of English. 

The complex experience of strong emotions can be perplexing and difficult 
for children to express. As young as two or three, children begin to under-
stand their own emotions and the situations that trigger different emotional 
states (Lagattuta, 2005). Emotional development and adjustment, along with 
academic competencies, are elements of school readiness in young children 
and an important predictor of early school success (Raver, 2003). The early 
school years are a time in which children are developing academic as well as 
social skills, and early peer relationships and social behavior can contribute 
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or detract from later school adjustment. (Park, 2006; McClelland, Morrison, 
& Holmes, 2000).

Metaphor can provide conceptual access to emotional complexity and can 
give learners a rational way to express and examine powerful emotions. 
Emotion metaphor can be used as a technique to help children reduce the 
complexity of their emotions and handle them in a more manageable form 
(Marrero, 2002). A variety of techniques can be used to help learners ac-
quire, use, and manipulate metaphors to understand, express, and control 
their emotions.

ENABLING LEARNERS TO ACQUIRE ANGER METAPHOR

Parents, teachers, and other adult caregivers should be encouraged to give 
young learners opportunities to explore, recognize, and verbalize emotions 
(Sorin, 2003). Raver (2003) suggests methods that teachers can use to in-
struct young learners in the skills of identifying and labelling feelings and 
communicating these feelings with others utilizing short amounts of instruc-
tional time within the classroom context. Moser’s research (2005) showed 
English language learners as young as five years old can acquire and produce 
emotion metaphor through the experience of shared reading of authentic chil-
dren’s literature during an English language development or English language 
arts instructional block.

In the children’s literature surveyed and, not coincidentally, children’s us-
age, the conceptual metaphor anger is a dangerous animal occurred with 
greater frequency than other metaphors for anger. This conceptual metaphor 
is thought to occur in languages other than English, including Spanish 
(Soriano, 2003) and Korean (Song, 2004). Because this metaphor is easily ac-
quired by young learners and crosses language and culture barriers (creating 
the opportunity for positive transfer between English language learners’ L1 
and English), it is an appropriate tool for teaching the skill of anger manage-
ment to young English language learners. 

However, adults often wish to avoid discussing negative emotions with 
young children. When surveyed, parents, English teachers, and classroom 
teachers of English language learners indicated they felt it was more im-
portant that children acquired language to express positive emotions includ-
ing confidence, acceptance, happiness, and love. The absence of neg-
ative-valence emotions in their responses may be due to a fear of anger or a 
fear of a loss of control (Whitehouse, 1996). While caregivers often celebrate 
and encourage the expression of positive emotions, they encourage children to 
suppress and change or eliminate their negative emotions (Sorin, 2003). 
When adults tell children not to experience or show negative emotions, they 
minimize the children’s emotional experience, invalidating the emotions and 
sending the message that the children’s own understandings about their emo-
tions are erroneous. 

When learners are enabled with permission and the necessary skills to 
freely express their true emotions using metaphor or other strategies, they 
lower their affective filters and are better prepared to learn. Young children 
may experience a decrease in social capabilities when they are angry or upset 
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and students who can understand and express their emotions have better so-
cial experiences and present fewer discipline problems at school. Moser 
(2005) presented anecdotal evidence demonstrating this effect. Following ex-
posure to anger metaphor through shared reading of authentic children’s lit-
erature, two students had an encounter in the school hallway. While disagree-
ing about who would stand in line next to a mutual friend, one student who 
had not shown any productive acquisition of emotion metaphor scratched a 
second student across the face, leaving reddened welts. The second student, 
who had demonstrated the use of anger metaphor, maintained control over 
her emotions and was not upset by this negative interaction. The first student 
was extremely upset, screaming and crying and running away from the 
teacher. Unable to express her overpowering emotions through language, she 
resorted instead to physical violence. Students who have alternative and ap-
propriate means for expressing and managing their emotions have more pos-
itive and successful educational experiences. 

Other research studies conducted over the past 20 years have shown that 
those children who experience difficulty in paying attention, following direc-
tions, getting along with classmates, and controlling their negative emotions 
like anger and distress do not do as well in school as their peers who have 
these skills. Raver (2003) and Park (2006) found that students who were ag-
gressive towards, as well as victimized by, their peers in the first grade had 
higher mental health symptom levels than normal children by the third grade. 
They also demonstrated lower academic competence and school engagement 
in the third grade. 

Learners who have not yet acquired emotion metaphor also blamed out-
side influences for their anger. These outside influences were often siblings, 
teachers, or parents, which learners described using language such as “when 
they say in la escuela (=the school), clean up,” and “when my sister say 
‘gimmie’ all my things” (Moser 2005). There may well be negative con-
sequences for the child who identifies other people as their anger triggers. 
Students who are beginning to develop a metaphor for anger use different 
figurative outside influences from which they feel safe from censure or neg-
ative repercussions. When they express their anger using conceptual meta-
phors such as anger is a dangerous animal or anger is a natural force, they 
do not have to fear retaliation from animals or from nature. Students may 
use metaphor to alleviate threats to their self-esteem resulting from ex-
pressions of disapproval from adults or peers (Cameron, 2003). Using this af-
fective function of metaphor, children mediate their expression of anger in a 
way that is socially acceptable and leads to positive interpersonal 
relationships. When students have the ability to examine and discuss their 
emotions metaphorically, they avoid placing blame on themselves or others 
and can come to see anger as an entity that is within their control. 

GUIDING LEARNERS TO ADOPT A DANGEROUS ANIMAL

Sorin (2003) emphasizes the need for parents and caregivers to accept 
and help children to work through their negative emotions. Sorin (2003) and 
Whitehouse (1996) both provide suggestions for adults to model appropriate 
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emotional expression and anger management. Park (2006) calls for the con-
sideration of classroom processes that shape the adjustment of children who 
are aggressive towards their peers and/or victimized by their peers. 

Greif (1993) gives suggestions for adventure therapy practitioners to create 
a safe environment where people can develop personal metaphors. The activ-
ities that create personal metaphors create an atmosphere which is conducive 
to trust and honest communication. This leads to acceptance and under-
standing people who can communicate their emotions. When they have the 
ability to safely share their emotions, personal growth and learning can 
result.

Greif describes an extension to an activity called “Wish You Were Here,” 
in which photographic postcards of animals can be used. Group members 
pick an animal that represents their emotions at present and then one that 
represents the emotions they want to experience at the end of their program. 

In classroom practice, students who had participated in Moser’s study 
where they were exposed to emotion metaphor through shared reading of au-
thentic children’s literature revisited the topic one year later, between the 
ages of six and eight. After reviewing the literature through shared and in-
dependent reading, the students were asked to choose an animal that shows 
how they feel when they are angry. The teacher then helped them to choose 
an appropriate photograph from the Internet, printed it out, and asked the 
children to write and dictate about the animal they had chosen.

The dangerous animal photographs, students’ writing, and posed photo-
graphs of the students showing angry facial expressions were then made into 
a classroom book, which was read and re-read by the class with great 
enthusiasm. This allowed the students to identify with the dangerous animal 
they had chosen and learn their peers’ personal anger metaphors as well.

Because the students had already shown they had acquired the conceptual 
metaphor anger is a dangerous animal, they were given the opportunity to in-
novate in their choice of Vehicle. The emphasis was not on “dead metaphors,” 
or frozen, conventional usages, but on the learners’ own expression within the 
constraints of the conceptual metaphor. In their metaphorical innovations, 
some students explicitly stated the Topic and the Vehicle: “When I’m angry, 
I’m a lion.” Others stated only the Vehicle: “I’m a wild dog.” However, the 
majority of students explicated some features of the Vehicle: “I use my sharp 
teeth when I’m angry,” and “I howl like a wolf. Ow-hoooo! I eat you! I eat all 
the people!” All students chose Vehicles that conformed to the domain of 
dangerous animal and therefore, while innovative, were available to be in-
terpreted by adults and other children who understand the underlying con-
ceptual metaphor.

Permitting students to freely create original metaphors enabled real own-
ership of the personal anger metaphor, allowed for cultural differences be-
tween the learners and the teacher, and gave additional insight into the 
learners’ life experiences. One student chose a wild dog as her dangerous ani-
mal and found a photograph she felt was appropriate. While the teacher re-
served comment on the student’s choice at the time, it was thought that per-
haps this Vehicle did not clearly exhibit the features of the dangerous animal 
domain. The student’s choice became clear when the animal photographs 
were later displayed in the classroom, without any label or other indication 
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that they were being used to discuss anger. When the student’s older brother 
saw the photograph, he immediately told the teacher that it looked just like 
his uncle’s dog, which had attacked his young cousin at a recent family 
gathering. By allowing learners complete autonomy in choosing their personal 
anger metaphor Vehicle, the teacher, who might not actually know what 
makes particular young learners angry, allowed them to address pertinent is-
sues in their own lives.

Some parents expressed concern that all animals are part of the natural 
world and are not inherently dangerous. However, the decision was made to 
let children develop a metaphor for anger using their own experience and 
judgment. Children’s developmental view of their world may differ from 
adults’. One student chose a shark as his Vehicle: this may indicate not only 
his understanding of the conceptual metaphor anger is a dangerous animal, 
but also a preference for a secondary anger metaphor anger is cold over an-
ger is heat or fire. While the literature created by adults for children uses 
some imaginary or extinct Vehicles, including monsters, dragons, aliens, and 
dinosaurs, these Vehicles were typically not chosen by children themselves. 
For them, anger is not imaginary; rather, it is a very real and living thing. 
Allowing and encouraging children to choose and adopt their own metaphor 
Vehicle is much more effective than having one assigned to them according 
to an adult’s perception of a dangerous animal.

Winner (1988) explains that the links between Topic and Vehicle domains 
develop in sequence: Children first make perceptual and sensory connections, 
then relational and functional connections, and finally physical and psycho-
logical connections. In order to process metaphor, children must construct 
links between the Topic and the Vehicle domains. In developing a metaphor 
for anger, six- to eight-year-olds chose Vehicles that express the uncontrol-
lable, violent, and destructive features of the Topic.

DEVELOPING A CONTROL MODEL

Adults as well as children can develop the understanding necessary to re-
alize that emotions are inevitable, inalterable, and beyond our influence 
(Marrero, 2002). Rather than telling young children “Don’t be angry!” adult 
caretakers need to enable them with tools to manage their anger and learn 
how the uncontrollable can be controlled. Rybski Beaver (1997) describes cop-
ing as “the individual’s cognitive and behavioral efforts to manage internal 
and external demands that are judged as a threat or challenge to that per-
son’s resources.” Rybski Beaver found that 81% of the coping strategies used 
by elementary-school students involved problem-solving, or changing the sit-
uation by altering one’s self or the environment, while only 19% of the chil-
dren’s coping skills incorporated emotion management. The environ-
mentally-focused coping strategies were more frequently used in situations in-
volving anger than those with other emotions like fear or sadness. A meta-
phorical control model is one skill young learners can use to balance the de-
mands of appropriate classroom behavior with the instinct of self-preservation 
when students are faced with a frustrating or threatening situation.

As learners increase the sophistication of their knowledge of the domain 
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of the Vehicle dangerous animal, this understanding can be extended to the 
Topic anger. When children see their anger as a dangerous animal, and then 
learn that this animal can in fact be controlled and is not necessarily danger-
ous, they can extend this understanding to their own emotional states as well. 
This domain knowledge development can be facilitated through educational 
activities, media exposure, and personal experience.

After students adopted their own dangerous animal and reinforced their 
personal anger metaphor through the use of their classroom book, the next 
step was to introduce a control model. Cut-outs of the photographs of dan-
gerous animals chosen by the students were mounted on foam board for du-
rability, attached to magnets and placed in a corner of the classroom 
whiteboard. A simple paper “cage” was displayed as well. (With the objective 
of making the metaphor more tactile for the learners, a model using a wire 
cage and small stuffed animals was considered. However, the stuffed animals 
available were too cute and not at all dangerous in their appearance, so in-
stead a two-dimensional model was adopted.) When students began to show 
anger in class, the teacher intervened and instructed them to put their dan-
gerous animal in the cage. 

The use of metaphor mediates values and attitudes (Cameron, 2003). 
Rather than the teacher taking the lead in discussing and judging or evaluat-
ing the place and appropriateness of anger in an educational setting, a pos-
itive non-personal suggestion or command to control the external force invad-
ing the security of the language-learning classroom can be invoked. By asking 
the student to put the dangerous animal in the cage, the teacher can avoid 
threatening the student’s face. When used in this way, metaphor has a dis-
tancing effect and makes the conflict that triggered the anger seem less 
personal. The use of metaphor implies that the problem of anger in the class-
room does not come directly from the students themselves, but rather from 
an external force. This affective use of metaphor maintains the learners’ dig-
nity and integrity, lowering their affective filters, maintaining the language 
learning classroom as a safe environment, and keeping learners receptive to 
language input. 

PRACTICING USING PHYSICAL AND INTERNALIZED CONTROL

In classroom practice, the cage model was placed away from the usual 
center of activity; when students went to put their dangerous animal in the 
cage, they also had to physically remove themselves from the situation that 
triggered their anger. Students soon learned to identify their own feelings of 
anger and put their dangerous animal in the cage independently or with a re-
minder from a peer, rather than with prompting from the teacher. Through 
this, we can see a shift from a teacher-centered, dictatorial classroom where 
emotions are controlled through fear to a student-centered, self-directed 
learning environment where students take responsibility for their own 
emotions. The adult relinquishes control over the child’s emotions and en-
courages autonomy in emotional regulation, leading to autonomy in learning 
and social interactions.

When the teacher models the use of anger metaphor in the classroom, 
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two-way communication of negative emotions can occur. Raver describes in-
terventions that parents and other adults can use to reduce the use of strict 
and severe discipline and classroom management practices when the adults 
themselves experience anger (Raver, 2003). In actual classroom practice, the 
students eventually learned to cue their teacher to put her dangerous animal 
in the cage when she began to show anger in the classroom. Due to the 
teacher’s practice of the technique she wished for the students to acquire, the 
students learned that not only their own anger but also that of people around 
them can be examined, discussed and controlled in a non-threatening manner 
using metaphor.

Over time, the students began to show signs of avoidance towards the act 
of putting their dangerous animals in the cage. When prompted by their 
teacher or peers, they indicated that they had their emotions under control 
and did not need to cage their dangerous animals. This is the beginning of 
the internalization of emotional control; while they are still using the meta-
phor, they are breaking away from the physical representation of their anger 
and instead using language for emotional mediation.

Children learn to explore their emotions independently and develop a bet-
ter understanding of the situation, and then suitable means for expressing 
their negative-valence emotions (Sorin, 2003). When learners internalize met-
aphorical control over their anger, they are learning a strategy they can use 
outside the classroom, where they lack access to the physical dangerous ani-
mal model and an adult is not available to help mediate their strong emo-
tions or protect them. While this emotional control is essential in the lan-
guage-learning situation of the classroom, it is a transferable skill, which is 
also useful in a Korean or Spanish L1 environment where the metaphor is al-
so applicable. In this way, the English language teacher is also connecting 
with and validating the home culture. 

CONCLUSION

Control over negative emotions in an educational setting is an important 
skill for young learners to acquire, especially as they navigate the cross-cul-
tural experience of second language learning. Through the experience of 
shared reading, even very young English learners can acquire metaphorical 
language to use to express negative emotions in a non-threatening way, elimi-
nating the need to blame others, or use violence to communicate their 
feelings.

By helping learners to develop and adopt their own personal metaphor for 
anger, and then extending that metaphor through the concept of control, 
English language teachers can enable students with powerful tools for under-
standing, expressing, and controlling their emotions in socially acceptable 
ways.

Future investigations might explore the use of an emotional post-mortem, 
where teachers and students take an opportunity at the end of class to take 
their dangerous animals back out of the cage and examine what triggered 
their anger in the first place and possible resolutions. Reliable measurements 
of social interactions before and after emotion metaphor development could 
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give quantitative support to this technique. Park (2006) uses the MacArthur 
Health and Behavior Questionnaire, the Berkeley Puppet Interview, and the 
Teacher Rating of School and Social Adjustment for similar purposes. Other 
negative emotions that can adversely or negatively affect the learning environ-
ment (as suggested in Kort, Reilly, and Picard, 2001) can also be submitted 
to a metaphorical treatment.
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ABSTRACT

The study examined how Korean college students in an English class-
room expected their native speaker English teachers to be. A sample of 
386 students was administered a Teacher Expectation Scale (TES). The 
questionnaire included 25 items in three dimensions: qualifications, per-
sonality, and appearance. Students in all four years of school and study-
ing a variety of majors at four universities in Choongnam province were 
asked to rank the importance of each item. Collected data was subjected 
to descriptive statistics, reliability coefficients, t-test, and ANOVA to ad-
dress the research questions. The results of the study showed the same 
expectations regardless of the students’ demographic background. 
Teachers’ personality was determined to be the most important, closely 
followed by qualifications. Appearance was always ranked the lowest. 
Although the ranking of three dimensions was the same, statistically sig-
nificant differences were found between schools, majors, ages, gender, 
and year in school. The differences were then analysed and discussed. 
An open-ended follow-up question was also included in order to verify 
the results from the statistical analyses. Suggestions were made for uti-
lizing the findings and improving the quality of English education at 
universities across Korea.

INTRODUCTION

Native Speaker (NS) English instructors in South Korea face a number of 
hurdles before they can be successful in the English as a Foreign Language 
(EFL) classroom. Not only must they be well versed in current teaching 
methodologies but they must understand how to apply them in the classroom. 
Additionally NS English teachers must understand what attributes Korean 
university students’ value in their NS English instructors and what factors 
motivate Korean university students to participate actively in language classes. 

What is a teacher’s job? Pollock (2003) wrote that teachers are respon-
sible for facilitating, counselling, and motivating in addition to teaching. 
Helping students learn the curriculum is often secondary to helping them 
learn about life. In the same vein, Park (1999) stated that the goals of teach-
ing English in Korea are to help students 1) acquire the four language skills 
in English, 2) appreciate Korean culture through the understanding of English 
speaking cultures and 3) understand the global society. Teaching culture also 
has value and should be taught hand-in-hand with the curriculum. Brown 
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(2000) believed that teachers must understand how learners learn and then 
create a learning environment that best suits the students’ needs. 
Relationship building is paramount to successful teaching and will guide the 
instructor in creating a suitable learning environment. 

A teacher might feel that possessing a teaching certificate or having ten 
years of classroom experience in their home country makes them eminently 
qualified to teach English in South Korea, but that is not necessarily the case. 
If the teacher’s expectations for the class do not match well with the stu-
dents’ expectations, serious problems can arise. Research has shown that dif-
ferences in culture can cause students to harbor negative feelings towards 
their foreign instructors (Ryan, 1998; Li, 2004). Differences in culture are al-
so one of the factors that cause differences in expectations. Korean students 
have had Confucian traditions ingrained in them from childhood. These tradi-
tions affect the way that they approach education and their relationships with 
their teachers and classmates (Ho, Peng, & Chan study; as cited in Han, 
n.d.). Therefore, some knowledge of Korean culture and language can help a 
Western NS English teacher be more successful in the language classroom in 
a Korean school (Cronin, 1995). Since Korean students generally expect teach-
er-centered lessons (Lacina, 2001), a successful Western NS English in-
structor should explain to the students that the next exercise might be 
strange or uncomfortable for them before attempting group work or a class 
discussion. Explaining the rationale behind certain lessons will reduce the lev-
el of discomfort that activities, such as debating or making a presentation to 
the class in the second or foreign language (L2), cause students who aren’t 
used to active classes that they are expected to participate in.

Hadley and Evans (2001) found that Japanese students’ expectations were 
very different from their teachers’. These differences can affect student moti-
vation, not only in the classroom but to continue studying the language 
(Shimizu study; as cited in Hadley & Evans, 2001). Differences in culture can 
turn subtle stylistic differences into points of contention. Differences between 
teaching styles and learning styles can actually keep students from succeeding 
in the language classroom (Oxford & Lavine, 1992). NS English instructors 
must take their students’ expectations and learning styles into consideration 
in order to be successful as language instructors. Understanding that what 
works in one learning environment might not work in another is the first 
step toward success in the EFL classroom. By attempting to understand stu-
dents’ expectations for NS English teachers, the teachers have a better chance 
of meeting their students’ expectations.

In Korean high schools, students are motivated to study English because 
English makes up a large part of the university entrance exam. What moti-
vates them to continue studying English at the university level? Researchers 
recommended motivating university students through classroom activities that 
make them more comfortable (Lim, 2003; Norris-Holt, 2001; Niederhauser, 
1997). Good teachers find out what makes their students comfortable. 
Motivation is essential for learning to take place. However, motivational fac-
tors can be as diverse as students’ individual learning styles. English majors 
or students who plan to use English for their job or life after university might 
have made their goal to master the language and will be motivated 
intrinsically. Students who don’t plan to use English in a practical capacity 
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Gender Major Year in School

School M F Tech. Lib. Ed. Eng. 1 2 3 4

Private 1 140 95 121 59 0 55 23 145 46 21

Private 2 21 16 0 6 0 31 0 29 4 4

after university will only be interested in their grade and will be motivated 
extrinsically. Regardless of the type of motivation, what is constant is the 
need for motivation to exist in the students in some form and be fostered by 
the teacher. By understanding our students and their individual needs and 
expectations, teachers can do a better job of motivating them to participate 
and develop in the language classroom.

Reasons have been discussed for why a NS English instructor may suc-
ceed or fail in a Korean university English classroom. However, one of the 
most under-researched areas is Korean university students’ specific expect-
ations for their NS English instructors. This study was designed to examine 
Korean university students’ opinions regarding what factors are most im-
portant in a good NS English teacher. Three specific factors: a teacher’s per-
sonality, qualifications, and appearance were examined in order to determine 
how best to reach across the cultural divide and motivate Korean learners. 
Based on the research outcomes, the study offers some practical suggestions 
for teaching English in the South Korean tertiary education system.

The following research questions formed the basis for this study. 
1. What do Korean university students feel is most important in a good NS 

English instructor: qualifications, appearance or personality?
2. What do Korean university students feel is least important in a good NS 

English instructor: qualifications, appearance or personality?
3. What differences exist between Korean university students’ preferences in 

relation to their demographic information (gender, school, major, and year 
in school)?

RESEARCH DESIGN

PARTICIPANTS

The subjects of the study were four hundred and two Korean university 
students who have studied or are currently studying English with NS English 
instructors at the university level. Undergraduate students from four uni-
versities in Choongnam province, 386 in total, took part in the study. 
Thirty-two students omitted at least one survey item and the mean score of 
each omitted item was inserted in order to validate their surveys. Of the 386 
valid participants, 235 (61%) came from Private University 1. Thirty-seven 
(9%) came from Private School 2. The National University had 61 participants 
(16%) and the Education University had 53 participants (14%). Table 1 shows 
the distribution of participants based on their school, gender, major and year 
in school.

Table 1. A Description of the Research Participants’ Demographic Information
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National 30 31 41 18 0 2 54 2 3 2

Education 16 37 1 0 51 1 1 52 0 0

Total 207 179 163 83 51 89 78 228 53 27

M=Males, F=Females, Tech.=Technical, Lib.=Liberal Arts, Ed.=Education, Eng.= 
English

INSTRUMENTS AND PROCEDURES

A survey (see Appendix B) which consisted of twenty-five items which de-
scribed aspects of a NS English instructor was also administered. Subjects 
rated the importance of each item on a 7-point Likert scale with one being 
not important at all and seven being critical. An open-ended follow-up ques-
tion requesting additional items that were important to the participants was 
also included to validate the survey items. One hundred eighty six partic-
ipants (48%) answered the optional follow-up question. Both the information 
page and the survey were administered in Korean to ensure students under-
stood the survey items (see Appendices C & D). The survey that was ad-
ministered consisted of a demographic information page (see Appendix A) 
which asked the participants’ age, gender, school, year in school, major, num-
ber of years they had students with a NS English instructor, and whether or 
not they had a NS instructor in high and in middle school.

For the purpose of simplification, majors were divided into four catego-
ries: technical, liberal arts, education and English. Technical majors included 
computer science, Internet commerce, business, engineering, medicine, and 
science. Liberal arts majors included music, history, religion, tourism, and so-
cial studies.

DATA ANALYSIS

For an analysis of the data, descriptive statistics, reliability coefficients, 
t-test and analysis of variance (ANOVA) including Tukey’s test were used. 
Reliability for all 25 survey items and all participants was .85. Factors were 
combined into three categories: qualifications, appearance and personality, 
which will be referred to as QUAL, APP, and PERS. QUAL consists of ques-
tions 1-11 and 24-25. APP consists of questions 16-18. PERS consists of ques-
tions 12-15 and 19-23. The reliability coefficients for QUAL, APP, and PERS 
were .76, .73, and .83 respectively. The relatively high alphas indicate that the 
participants’ feelings regarding what they consider important in an NS 
English instructor are quite consistent.

RESULTS

Results of the survey will be described and the responses to the 
open-ended follow-up question will also be discussed. The results are sepa-
rated based on the research questions.
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 Mean Standard Deviation Rank

QUAL 5.02 .75 2 

APP 3.46 1.34 3

PERS 5.47 .88 1

What do Korean university students feel is most important in a good NS 
English instructor: qualifications, appearance, or personality?

Table 2. Descriptive Statistics for QUAL, APP, and PERS

Table 2 shows that for all Korean university students surveyed, the PERS 
factor was the most important in determining a good NS English instructor. 
All four schools ranked the PERS factors highest, followed by QUAL. 

Table 3. Descriptive Statistics for Each Survey Item

Description Mean SD Rank

1. Plans every minute of class 5.96 1.21 2

2. Uses a variety of activities 5.56 1.42 9

3. Doesn’t hesitate or say “ummm” 3.55 1.82 23

4. Explains things clearly 5.95 1.23 3

5. Answers questions immediately 5.31 1.43 14

6. Answers questions with confidence 5.79 1.32 5

7. Is an expert in his/her field 5.64 1.44 8

8. Has a Masters degree 3.82 1.71 21

9. Has a PhD 3.64 1.61 22

10. Has more than five years of experience 4.67 1.52 17

11. Has more than ten years of experience 4.34 1.61 20

12. Speaks to students in a friendly manner 6.26 1.06 1

13. Chats with students before or after class 5.48 1.40 11

14. Talk to students outside of class 5.24 1.46 15

15. Smiles often 5.75 1.34 6

16. Dresses neatly 4.56 1.65 18

17. Is handsome/pretty 3.35 1.73 24

18. Wears a suit/dress 2.48 1.60 25

19. Makes the students laugh 5.39 1.46 13

20. Entertains the class 5.89 1.14 4

21 Has a lot of energy 5.70 1.31 7

22. Moves around a lot 4.51 1.55 19

23. Uses big gestures 5.04 1.46 16

24. Gives prompt feedback on assignments 5.44 1.30 12

25. Corrects mistakes in a non-threatening manner 5.54 1.57 10
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Rankings were also tabulated based on the mean scores for each item as 
displayed in Table 3. Two of the five highest means and six of the ten highest 
means were personality-related items. No personality-related items were in 
the lowest five means. Qualification-related items made up three of the five 
highest but also three of the lowest five. Item 12 “A good teacher speaks to 
students in a friendly manner” had the highest mean score and was the only 
mean above six. How a teacher interacts with the class (Item 12) and makes 
him/herself available to the students (Items 13 & 14) ranked higher than the 
teacher’s academic achievements (Items 8 & 9) or even experience in the 
classroom (Items 10 & 11).

In addition, the most common response to the open-ended follow-up 
question describing a good NS English teacher was “is kind, friendly, cares 
about students.” Other answers included: understands about Korean culture, 
will teach about their own culture, should recognize and pay attention to stu-
dents’ different English speaking ability levels in their classes, is patient and 
will not give up when trying to explain something to the students, has good 
pronunciation/is easy to understand, makes the students comfortable or re-
laxed, and is witty or funny. The majority of open-ended responses dealt with 
a NS English teacher’s personality.

What do Korean university students feel is least important in a good NS 
English instructor: qualifications, appearance, or personality?

Table 2 showed that Appearance-related items (Q16-18) were dramatically 
less important than qualifications and personality. Table 3 shows that the 
APP group had two of its three items in the bottom five. Out of all twen-
ty-five items, Item 18 “A good teacher always wears a suit/dress” was the on-
ly item with an average below three. The highest ranking Appearance item, 
number 16 “A good teacher dressed neatly,” was ranked 18 out of 25 with a 
mean score of only 4.56, demonstrating that teachers are expected to dress 
appropriately.

The low mean and rank for Q17 speaks to Korean university students’ cas-
ual attitude towards the way their teachers look. This comes as a surprise 
considering the number of comments teachers hear regarding their appear-
ance or the appearance of other foreign teachers. Teachers who are often 
compared to Western movie stars and singers will likely be surprised that 
their supposéd resemblance is not what causes them to be or not to be a 
good teacher in the minds of their students. 

What significant differences exist between Korean university students’ 
preferences in relation to their background information (gender, school, ma-
jor, and year in school)?

Based on the QUAL, APP, and PERS factors, significant differences were 
noted between schools, majors, ages, genders, and years in school. 
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Major QUAL APP PERS

Mean SD Mean SD Mean SD

Technical 4.99 .76 3.47 1.46 5.68 .79

Liberal Arts 4.91 .77 3.65 1.39 5.52 .91

Education 5.02 .78 3.48 1.02 5.10 .94

English 5.14 .73 3.29 1.24 5.29 .87

SCHOOL

Table 4A. Descriptive Statistics for QUAL, APP, and PERS Based on Students’ 
School

School QUAL APP PERS

Mean SD Mean SD Mean SD

1 5.08 .76 3.74 1.41 5.60 .90

2 5.16 .71 3.19 1.19 5.38 .70

3 4.77 .70 2.63 .96 5.36 .70

4 5.03 .77 3.49 1.03 5.13 .96

Table 4B. ANOVA for QUAL, APP, and PERS Based on Students’ School

F Significance

QUAL 4.874 .002

APP 13.972 .000

PERS 4.455 .004

Analysis of the Tukey’s test revealed that the importance of a teacher’s 
qualifications (QUAL) was significantly different between Private University 1 
and the National University (α=.002) as well as between Private University 2 
and the National University (α=.018). Significant differences regarding ap-
pearance (APP) existed between Private University 1 and the National 
University (α=.000) and the National and Education Universities (α=.001).
Significant differences regarding the importance of a teacher’s personality 
(PERS) existed between Private University 1 and the Education University (α

=.003). 
Overall, the four school ranked the items virtually identically. Every 

school’s results had Items 1, 4, 6, and 12 in the top six mean scores and 
Items 3, 9, 17, and 18 in the bottom six means.

MAJOR

Table 5A. Descriptive Statistics for QUAL, APP, and PERS Based on Students’ 
Major
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Gender t P

QUAL .008 .994

APP -.204 .837

PERS 2.887 .004

Table 5B. ANOVA for QUAL, APP, and PERS Based on Students’ Major

F P

QUAL 1.298 .275

APP 1.1018 .384

PERS 7.698 .000

Comparing majors, significant differences were found between Technical 
majors and Education majors (α=.000) as well as between Technical majors 
and English majors (α=.003) regarding the importance of a teacher’s personality. 

AGE

Based on age, a significant difference (α=.037) in the importance of a NS 
English teacher’s appearance was detected. 20-year-old students (M=3.15) felt 
that a teacher's appearance was less important than 21-year-old students 
(M=3.78). 

GENDER

Table 6. Independent t-test Based on Gender

Based on gender, the QUAL and APP factors were virtually identical and 
there were no significant differences. However the PERS factor was sig-
nificantly different, with means of 5.60 for males and 5.34 for females and an 
alpha of .004. Inexplicably, males rated all nine PERS items higher than 
females.

YEAR IN SCHOOL

Table 7A. Descriptive Statistics for QUAL, APP, and PERS Based on Students’ 
Year in School

School QUAL APP PERS

Mean SD Mean SD Mean SD

Freshman 4.76 .75 2.92 1.30 5.47 .85

Sophomore 5.08 .75 3.68 1.35 5.53 .89

Junior 5.12 .74 3.29 1.20 5.39 .89

Senior 5.02 .83 3.63 1.24 5.23 .79
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Table 7B. ANOVA for QUAL, APP, and PERS Based on Students’ Year in 
School

F P

QUAL 3.672 .012

APP 6.899 .000

PERS 1.171 .320

Based on students’ year in school, significant differences existed based on 
the QUAL and APP factors as shown in Table 7B. Regarding qualifications, 
the differences were significant between freshmen and sophomores (α=.009)
as well as freshmen and juniors (α=.042). Based on the importance of ap-
pearance, significant differences occurred when comparing freshmen and 
sophomores (α=.000). 

DISCUSSION AND CONCLUSIONS

This study has demonstrated that Korean university students feel that per-
sonality is the most important factor in determining a good NS English 
teacher. This was true across schools, majors and class (year in school). 
While some significant differences existed regarding students’ preferences, NS 
English teachers’ personalities and qualifications were considered to be a 
great deal more important than their appearance.

The differences between the private universities and the national uni-
versity regarding qualifications can be explained by the high number of fresh-
men surveyed from the national university. Freshmen ranked the importance 
of a teacher’s qualifications lower than sophomores, juniors, and seniors. 
Freshmen also ranked appearance (APP) lower than the other classes. The 
education university’s participants were over 95% education majors. 
Education majors ranked personality-related items much lower than the other 
majors which accounts for the difference in mean scores. Note that education 
majors and English majors also rated the importance of qualifications higher 
than technical majors. Students who are studying education or English expect 
their English teacher to be more qualified and professional since the subject 
is relevant to their majors. Students with technical majors want to have more 
fun and thereby prefer a teacher with a more engaging personality.

The difference between 20- and 21-year-old students mirrors the differ-
ences observed between freshmen and sophomores’ opinions regarding 
appearance. Freshmen rated all three APP factors significantly lower than 
sophomores. Freshmen gave lower scores to both QUAL and APP factors than 
the other three classes. They appeared to have reserved higher scores for 
PERS factors. 

The results aren’t surprising if one considers the Korean education 
system. Secondary schools in Korea are very formal and students are often at 
school until late at night as well as on weekends. They endure a rigid curric-
ulum, the goal of which is to maximize their test scores to enter university. 
Once the students have entered university, the pressure to study hard is re-
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duced and the students’ expectations for their university experience are fo-
cused more on social activities and less on tests. Students who feel like they 
need English proficiency to succeed after university will still demand that 
their NS English teacher have appropriate qualifications but as the research 
has shown, being friendly is even more important.

Based on the research results, the researcher recommends the following in 
order to improve university English classes in Korea taught by NS English 
teachers:

Understand students’ expectations. Conduct a needs analysis.

Surveys such as the one used for this research should be administered to 
determine what students expect from their NS English teachers. Different 
schools, majors, year in school create significant differences in the expect-
ations of the students. Knowing who your students are and what they expect 
will help build rapport between teacher and students.

Don’t hire teachers based solely on their resumes.

Require face-to-face interviews to judge a prospective NS English teacher’s 
personality. If sample lessons are used during the interview process, have stu-
dents sit in and watch how they respond to the teacher. Qualifications are 
important but teachers who genuinely enjoy forming relationships with their 
students are the most likely to be successful in the classroom. School admin-
istrators who hire teachers based on expectations that are dramatically differ-
ent from that school’s students’ expectations are setting up the new teacher 
to fail.

Let students know who you are and where you are coming from.

Successful EFL teachers enjoy a positive relationship with their students. 
They show an interest in who the students are as individuals and share their 
experiences with their students. By forming relationships and showing stu-
dents that their teachers care about them, what is accomplished in the class-
room goes beyond teaching English grammar, vocabulary and pronunciation.

By explaining the purposes of certain lessons and teaching methods, 
teachers gain students’ trust and improve their relationship with students. 
McKenna (1999) advocates bringing items from your personal life and native 
country to class to help students get to know you better.

Understand that students’ expectations for NS English teachers are not 
necessarily the same as for their Korean English teachers.

Students don’t always expect their NS English teachers to behave the 
same way that their Korean teachers do. Differences in teaching style, dress 
code, and expectations regarding the teacher-student relationship may exist in 
Korean university students’ minds. We are, after all, from different cultures.

By understanding Korean university students’ expectations, NS English 
teachers can take steps to focus on what is most important to them. This in-
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creases the students’ motivation and enables the NS English teachers to meet 
and exceed their students’ expectations. While a background in teaching 
methodologies and practical classroom experience is important, the way a 
teacher interacts with the students as a class and individually is vital.

The limitations of this study include: unequal sample sizes (gender, 
school, year), some confusion regarding how to correctly fill out certain sec-
tions of the survey, as well as geographical and cultural limitations. Ideally, 
all four schools would have had an even number of participants with an even 
number of majors, genders, and years in school. Some students checked the 
first line of the survey which said “A good teacher is . . .” and that error may 
have caused the remaining answers to have been one line off. However the 
high alpha for the 25 survey items makes that unlikely. Finally, the scope of 
this research was limited to Choongnam province. Therefore, assumptions 
stemming from this research cannot be made for all Korean students. 
Likewise, the focus on Korean students means that all non-Korean ESL learn-
ers are excluded from the findings of this research.

The following are recommendations for future research studies in order to 
learn more about Korean university students’ expectations:
1. Studies conducted on a national scale covering more of the Korean 

provinces.
2. Studies conducted exploring the differences in students’ expectations be-

tween their NS and Korean English teachers.
3. Studies examining differences between students’ expectations and school 

administrators’ expectations regarding NS English teachers.
Learning more about students’ expectations will allow teachers to better 

motivate our own students in future classes.
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APPENDIX A. DEMOGRAPHIC INFORMATION PAGE OF SURVEY

Age:

Year in university:

Gender:

Major:

University:

APPENDIX B. SURVEY QUESTIONS

How many years have you studied with a native speaker English teacher?

Did you have a native speaker English teacher in middle school?

Did you have a native speaker English teacher in high school?

Research Items

1-7 Scale Not important Critical

For native speaker English teachers

Topic 1 Planning /Preparation
1. A good teacher has every minute of class planned.
2. A good teacher uses a variety of activities to help students learn the 

material.
3. A good teacher doesn’t hesitate or say “ummm” and “uhhh”.

Topic 2 Ability to explain
4. A good teacher explains things very clearly.
5. A good teacher answers questions immediately.
6. A good teacher answers questions with confidence.

Topic 3 Overall knowledge of topic/Qualifications
7. A good teacher is an expert in his/her field.
8. A good teacher has a Masters degree
9. A good teacher has a PhD.
10. A good teacher has more than five years of experience.
11. A good teacher has more than ten years of experience.

Topic 4 Friendliness/Smile
12. A good teacher speaks to students in a friendly manner.
13. A good teacher makes time before or after class to chat with students.
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14. A good teacher stops to talk with students if they meet outside of class.
15. A good teacher smiles often.

Topic 5 Appearance
16. A good teacher dresses neatly.
17. A good teacher is handsome/pretty.
18. A good teacher always wears a suit/dress.

Topic 6 Sense of humor
19. A good teacher makes the students laugh.
20. A good teacher entertains the class.

Topic 7 Liveliness/Energy level
21. A good teacher has a lot of energy.
22. A good teacher moves around a lot.
23. A good teacher uses big gestures.

Topic 8 Error Correction/Feedback
24. A good teacher gives prompt feedback on assignments.
25. A good teacher corrects my mistakes in a non-threatening manner.

Are there any other factors that would make a good teacher in your opinion?
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APPENDICES C AND D. ACTUAL SURVEY IN KOREAN
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Reading in the Content Areas

Timothy Collins
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ABSTRACT

In schools worldwide, English language instruction is increasingly focus-
ing on academic content in order to prepare learners for higher educa-
tion in English, education abroad, and for participation in the global 
economy. Successful professionals in business, scientific, and technical 
fields need to be able to access information in their fields in English. 
Even in lower grades, content matter learning is increasingly used as a 
means for acquisition of English. In English-speaking countries, espe-
cially those with high levels of immigration, schools need to mainstream 
English language learners as quickly as possible, so teachers in these 
schools adapt grade-level content to meet English language learners’ 
special needs. Yet teachers and learners continue to struggle with con-
tent-matter subjects. This paper examines reasons learners find reading 
in content matter subjects difficult and identifies specific techniques to 
help English language learners develop strong reading skills in their new 
language in all content areas, including math, science, and social scien-
ces, using a science lesson as an example. A model lesson plan will pro-
vide a generic lesson plan template as well as specific activities for each 
part of the lesson. Teaching activities include using hands-on demon-
strations, activating background knowledge, preloading content and gen-
eral academic vocabulary, and using graphic organizers. Teachers can 
use both the lesson plan template and suggested activities to design in-
struction to help learners improve their reading skills in key content 
areas.

INTRODUCTION

Learning to read in a new language is a challenging process. Learners 
grapple with decoding text, understanding unfamiliar vocabulary, and under-
standing the meaning of sentences, paragraphs, and complete texts. In EFL 
settings, content-matter learning has advantages of preparing learners for 
studies in future college majors in English at home and abroad. In addition, 
content-matter learning can give learners valuable language skills and content 
knowledge that will be of assistance in the global economy as they interact 
with customers, suppliers, and colleagues in English. Even in lower grades, 
content matter learning is increasingly used in EFL settings as a means of ac-
quiring English. In English as a second language (ESL) settings, especially in 
countries with high levels of immigration, content-matter learning prepares 
K-12 learners for smooth transitions from special services for language learn-
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ers (ESL and bilingual education) to mainstream classrooms. Instructional 
models such as SIOP (Echevarria, Vogt, & Short, 2004) and CALLA (Uhl 
Chamot, & O’Malley, 1996) outline research-based methods for teaching con-
tent to language learners. Studies such as Reiss (2005) and Fathman and 
Crowther (2006) offer specific advice to teachers on teaching content matter 
to language learners. These studies all address the content matter instruction 
comprehensively, and focus on all four language skills. The purpose of this 
paper is to offer solutions to the special challenges of teaching reading skills 
in the content areas.

Reading in the content areas is challenging to learners because of the dif-
ficult content, the heavy concept load, the unusual and specialized vocabulary 
found in many academic subjects, and the sophisticated reading skills re-
quired to comprehend academic text (such as distinguishing main idea and 
details, comparing and contrasting, making inferences and drawing con-
clusions, and so on). To help learners develop the skills necessary for reading 
in the content areas, teachers need to dedicate time and energy to intensive 
reading instruction (in which teachers provide skill-based instruction to learn-
ers) in academic content areas. This paper aims to help teachers develop 
learners’ ability to read text in academic content areas (including math, sci-
ence, and social sciences) by providing a template lesson plan and specific 
teaching techniques for each part of an intensive reading lesson.

INTENSIVE READING 

 Intensive reading is teacher-led, skill-based instruction in reading 
comprehension. Studies such as Echevarria, Vogt, and Short (2004), Fathman 
and Crowther (2006), Carr, Sexton, and Lagunoff (2006), Crowther, 
Robinson, and Edmondson (in press), and Douglas, Klentschy, Watts, and 
Binder (2006) recommend a number of techniques for scaffolding academic 
content for language learners. These techniques include:

Building on students' prior knowledge.
Using hands-on inquiry and activities.
Introducing key vocabulary in context.
Providing scaffolding for learning complex content and vocabulary.
Developing key content concepts.
Building knowledge based upon big ideas.
Using cooperative groups.
Integrating content and language instruction.
Developing students’ graphic literacy, vocabulary skills, and academic 
vocabulary.
Using a variety of techniques to check comprehension, including verbal 
and nonverbal tasks.
Incorporating reading, writing, listening, speaking and critical thinking 
into every lesson.

These scaffolding techniques can easily be integrated into a lesson format 
with distinct prereading (preparing to read), reading (reading the text), and 
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postreading phases (follow-on activities, including comprehension checks, ex-
tension activities, projects, and more). Table 1 shows how scaffolding techni-
ques can be integrated into the prereading, reading, and postreading phases 
of an intensive reading lesson.

Table 1. Phases of a Reading Lesson and Scaffolding Techniques

PHASE SCAFFOLDING TECHNIQUES 

Prereading

Building on students’ background knowledge (pictures, discussion, 
demonstrations, and hands-on inquiry).
Preloading content vocabulary.
Preloading academic vocabulary.
Developing vocabulary skills (prefixes and suffixes, word origins, etc.).
Developing reading comprehension skills (e.g., making inferences, 
drawing conclusions, distinguishing fact and opinion, etc.).
Developing students’ graphic literacy skills.

Reading
Developing reading fluency.
Using read-alongs (questions interspersed in the text to ensure 
comprehension).

Postreading
Checking comprehension (verbal and nonverbal).
Extension activities and projects.
Independent or guided inquiry and research.

The following three sections will discuss in detail each of these phases 
and the activities in them, using as an illustration a hypothetical reading on 
the composition of Earth’s atmosphere that students might encounter in a 
textbook or a magazine article.

PREREADING

The purpose of prereading is preparing students to read. These prepara-
tions should include both activating background knowledge, prior learning, 
and known vocabulary, as well as preteaching key new vocabulary. When 
reading, whether in the first or second language, readers use their back-
ground knowledge to help them understand the new information in the text. 
Reading becomes exponentially easier the more the reader already knows 
about the topic. Yet, readers, especially when reading in a new language, may 
not recall background knowledge, nor may all learners in the class have the 
same background knowledge. Activating background knowledge ensures that 
everyone in class has the same knowledge about the reading topic and that 
this knowledge is forefront in their minds as they begin reading.

There are many ways to activate learners’ background knowledge. One 
way is photos. In the case of the hypothetical reading on the composition of 
the atmosphere, the teacher might show photographs of the sky or sources of 
air pollution, such as a chimney releasing smoke, and ask students to talk 
about what they see. Another technique is guided elicitation, which involves 
asking questions such as, “What is air? What is air made of?” Another good 
way to activate background knowledge is with a hands-on activity. In science, 
carrying out simple experiments can build interest, activate background 
knowledge, and clarify vocabulary. For example, in the case of the atmos-
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phere reading, the teacher might bring in a glass, a saucer, and a candle and 
have students speculate about what will happen if the empty, overturned 
glass is placed over the lit candle on the saucer. Students would learn or re-
view key vocabulary, such as gas, oxygen, carbon dioxide, and so on, while 
activating background knowledge about gases in the atmosphere, the proper-
ties of the gases, and more. In this kind of hands-on activity, students also 
gain experience with related science concepts and practices, such as hypothe-
sizing, testing hypotheses, and drawing conclusions from experimental data. 
The benefits of using inquiry-based approaches, as well as effective methods 
for using them with language learners, are discussed in sources such as 
Fathman and Crowther (2006), Crowther, Robinson, and Edmondson (in 
press), and Amaral (2002).

Two kinds of vocabulary need to be developed when dealing with con-
tent-based reading: content-specific vocabulary and academic vocabulary. The 
difference between these kinds of words is often compared to “bricks” and 
“mortar.” Content words are words that are specific to the subject matter or 
topic. In a reading on the composition of the atmosphere, the brick words are 
lexical items that refer to the actual components of the atmosphere, such as 
gas, carbon dioxide, oxygen, trace gases, and water vapor. Mortar words are 
lexical items that are used join the content words together in scientific 
discourse. In a reading about the composition of the atmosphere, the mortar 
words would most likely be words useful to describing the parts of some-
thing, such as components, composition, etc. In general, content words are 
specific to a particular topic, while academic vocabulary is used across many 
specific topics within a discipline and among several or all disciplines. 
Learners need instruction in both kinds of vocabulary, and teachers should 
identify the academic and content words most important to understanding 
the reading and then provide appropriate clarification to the learners. Ideally, 
when teachers activate prior knowledge, they will determine which words the 
learners already know, and will deal with only unfamiliar words when pre-
loading vocabulary. Teachers can present this new language inductively or 
deductively. They might present the new words to the students using visual 
aids. Alternatively, they might task students with finding out the meanings 
themselves. There are many learning tools available to students and teachers 
to help build vocabulary, such as flash cards, picture dictionaries, and elec-
tronic dictionaries. In many cases, content words have specific meanings in 
academic contexts that differ from their meanings in regular speech. For ex-
ample, in life sciences, the word kingdom refers to “a group of living things,” 
while in non-scientific contexts, this word refers to “a country ruled by a king 
or queen.” Teachers need to provide clarification of both meanings and in-
dicate when each one is appropriate. Last, teachers should teach students vo-
cabulary skills, such as using word parts (such as prefixes and suffixes), using 
word origins (such as Greek and Latin roots), understanding synonyms and 
antonyms, and so on, that learners could use independently to understand 
new vocabulary. Teachers should present one or two of these skills with each 
reading text. For example, for a reading on the atmosphere, students might 
learn the word parts that constitute the word atmosphere and then identify 
other words that use these parts, such as astronaut or hemisphere.

In order to build students’ higher-level reading skills, prereading in-
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struction should develop at least one reading comprehension skill (such as 
skimming for the main idea, scanning for detail, comparing and contrasting, 
analyzing, or relating part to whole) that is related to the content of the 
reading. In the case of the reading on the composition of the atmosphere, 
teachers would most likely develop the reading skill of analysis, since the 
reading focuses on the parts or components of the atmosphere. Teachers can 
teach the selected reading skill by modeling with brief readings, providing ex-
amples, or other teaching techniques.

Finally, because academic text contains numerous graphics, teachers 
should teach a graphic literacy skill related to the graphics in the text. This 
way, students can interpret the information in graphics easily and use that 
information to help them read the entire text. If the reading on the atmos-
phere contains a pie chart showing the gases in the atmosphere, for instance, 
the teacher might focus on helping students interpret pie charts.

READING

The reading phase of instruction is the heart of the lesson. During this 
phase, learners put to task the knowledge and skills they gained in the pre-
ceding phase of instruction. In general, the reading phase should encourage 
reading fluency. For this reason, it is recommended that learners read silently 
in class, rather than reading for homework. In-class reading lets the teacher 
supervise directly and ensure that students do not linger excessively, translate 
every word, or give up in frustration. For this reason, teachers should remind 
students they do not need to know every word to understand. (To prove this 
to learners, teachers might provide them with a text in their native lan-
guage(s) with every seventh word deleted, and have students read and discuss 
the main idea. Students will quickly realize that good readers do not need to 
know every word to understand the text.) When students are ready to read, 
the teacher should set a time limit. Sometimes, the best way to set a time 
limit is for the teacher to read along with the students, and then allow stu-
dents a bit more time to finish after the teacher finishes. To ensure compre-
hension as students read, teachers may want to use the “read-along” 
technique. In this technique, students answer questions at key points in the 
reading. For example, at a point when students need to relate information in 
a pie chart to the main text, a relevant question might be posed. Teachers 
can add questions to published readings easily by using Post-It notes. 
Teachers can either insert the entire questions or just the question numbers 
and provide all the questions on the board or in a handout. Answering these 
questions ensures that students understand key points before they continue 
reading. Not all teachers want to use the read-along technique because it in-
terrupts the students’ reading. Teachers will need to decide whether this tech-
nique is appropriate for their learners and their teaching styles. When stu-
dents have finished reading, they are ready for the postreading phase.

POSTREADING

The postreading phase of instruction contains all of the follow-up 
activities. In this phase, the teacher should check comprehension and skill 
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mastery and provide extension activities. The most usual way to check com-
prehension is through comprehension questions, typically short answer, multi-
ple choice, or true-false items. Teachers whose students face standardized 
tests might want to add multiple-choice questions to their comprehension 
checks if their textbooks do not provide such questions, in order to prepare 
learners for coming assessments. In addition to these questions, teachers 
should consider non-verbal comprehension checks, particularly for learners at 
lower levels. There are many nonverbal tasks students can complete to dem-
onstrate comprehension, such as ordering pictures or drawing diagrams. For 
example, to check comprehension of the reading on the atmosphere, students 
might use data in the pie chart to draw a bar graph with the same 
information. Students could also draw a picture of the sky near their school, 
and indicate sources of pollution, as well as locations of plants (such as 
parks) that provide oxygen. They could add a pie chart in a corner showing 
the gases in the atmosphere. Students with limited productive skills also 
might be more comfortable answering true-false or yes-no questions at first. 
Another way to check comprehension is through a graphic organizer, such as 
a Venn diagram, T-chart, or timeline. A graphic organizer is valuable in that 
it allows students to depict information graphically without using a lot of 
language. 

After checking comprehension, teachers should assess mastery of the tar-
get reading skill and graphic literacy skill. They can use simple related read-
ings and additional graphics or questions to do so. For example, a reading on 
the composition of the ozone layer might be used to check the skill of analy-
sis, while more questions could be used to assess understanding of pie charts. 
Or the teacher could ask questions about a completely new pie chart on a re-
lated topic, such as sources of air pollution, to check this graphic literacy 
skill.

Finally, teachers should use extension activities to encourage students to 
apply their knowledge and skills in new contexts. Students might investigate 
online, in the library, or in their textbooks. In the case of the atmosphere, 
students might search online for pollution levels in their locales. Alternatively, 
they might investigate environmental problems such as the ozone hole. Other 
possible extension projects include labs. Students might complete another 
hands-on experiment. For example, in the case of the atmosphere, students 
might replicate the initial demonstration with the candle and the glass. 
Students might also try a related experiment, such as forming a cloud in a 
bottle, which helps students understand how clouds form from water vapor in 
the atmosphere. This experiment requires a large, plastic multi-liter soda 
bottle. The experimenter places enough warm water in the bottle to cover the 
bottom, and then puts some smoke in the bottle by lighting a match, blowing 
it out, and holding the smoking match in the bottle. Then the bottle is cap-
ped and the sides are pressed together a few times. Finally, the sides are 
pressed together, held for a few moments, and released. A cloud should form 
inside the bottle. This experiment shows that water vapor in the air can form 
a cloud when it condenses.
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CONCLUSION

Developing reading skills in content matter subjects is not easy, but can 
be facilitated by providing appropriate scaffolding. The prereading, reading, 
and postreading activities in this article provide a framework for teachers to 
build effective intensive reading instruction for all their learners.
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ABSTRACT

Making weekly small tests or quizzes is a routine activity for teachers. 
This workshop demonstrated how important it was for teachers focusing 
on the training effects on the part of teachers. It also emphasized the 
importance of making open-book style weekly quizzes for both teachers 
and students. This article contains sample class materials and quizzes 
discussed in the workshop with some new additions for the further 
reference.

INTRODUCTION

An easy, and therefore most often used way of conducting tests or quizzes 
is by giving closed-book, memory-based tests. I showed in this workshop 
however, open-book style quizzes are more challenging for teachers to make, 
inevitably being content-based or topic-centered, and therefore more inspiring 
and effective for empowering the creativity and imagination of teachers. Quiz 
making can be an effective day-by-day or class-by-class self-training method 
for teachers of all levels of career and experience.

I would like to emphasize that above all, the most important goal of any 
kinds of teacher training is enrichment of teachers’ imagination and 
creativity. These two, I believe, are the essential sources of good teaching, 
and yet, they cannot easily be enhanced in short-term training. The teachers 
must go beyond just learning techniques or new ideas from somebody else. 
Making quizzes is contained in our usual chores of teaching activities, and it 
can be a continuous empowering practice. It is very important to take it con-
sciously as a positive and active teaching practice, not as a time-consuming 
required duty or something that is given or ready-made. 

EFFECTS ON THE STUDENTS

On the students’ side, solving open-book, content-based quizzes can stim-
ulate their minds and can develop more imaginative and creative language 
use, which tends to be submerged under heavy memorizing task loads. 
Well-made open-book quizzes will have students engage in active thinking 
necessary for expressing something novel out of something they have learned. 



Proceedings of the 14th Annual KOTESOL International Conference Seoul, Korea, October 28-29, 2006

Making Quizzes: A Source for Empowering Teachers’ Imagination and Creativity222

On the contrary, answering memory-based quizzes tends to be a passive 
activity. 

IMPORTANCE OF SELECTING MATERIALS OF TEACHERS’ CHOICE

I also emphasized the importance of developing teaching contents based 
on materials of teachers’ own choice as another part of self-training, which is 
often neglected under the course-book-based teaching situation. The reason 
for promoting this practice is that the same spirit underlies constitution of ef-
fective teaching contents as well as making of quizzes. Selecting reading ma-
terials, for example, out from masses of authentic writing requires a lot of 
reading. This is already a very important self-training method especially for 
teachers whose education background is not entirely English-based as being 
common for Japanese or Korean non-native English teachers including 
myself. It also requires insights into judging what is suitable for your stu-
dents or what is not. Teacher are able to gain this knowledge only through 
long-term self-endeavor. What was suggested in the workshop can be a part 
of this endeavor.

SAMPLE MATERIALS AND QUESTIONS

In the workshop, the participants made their own quizzes based on only 
a few lines of a teaching material, and experienced how it could inspire their 
creativity and imagination. I will show below some examples such as materi-
als with sample quizzes and relevant discussions. Some actually appeared in 
the workshop, and others are added afterwards for the purpose of further 
demonstration.

PICTURE ARTICLES IN MAGAZINES

The following two examples are sentences or paragraphs accompanying 
pictures appeared in magazines.

(1) NAMIB DESERT, NAMIBIA
[Photograph: A scaly viper covered under the yellowish desert sand 
with perfect protective coloration. Only the black tail tip visibly stands 
out.]

[Text]
Camouflaged by sand and scales, a Péringuey’s adder hunts in almost 
stillness, twitching only its black tail to attract prey. When it does 
move, this viper slips sideways across the dunes. (National Geographic 
Magazine, July, 2006)

I picked up this text because the picture looked unterrestrial, yet was de-
picting natural beauty. In addition, I found it contain a typical and perfect 
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example of participial construction with both a past participle and a present 
participle.

In the workshop, participants, who were asked to make open-book quizzes 
out of these sentences, proposed to make a kind of questions concerning the 
meaning of words or sentences such as paraphrasing the initial sentence. 
These can be a good test for checking the students’ understanding of a sen-
tence with participles.

What I actually made for my class was based on visual clues instead. 
Following are the examples.

(Q1) Why is the tip of the tail black?
(Q2) Draw a picture of the snake moving on the sand.

In order to make a question such as (Q1), the teacher must understand 
the paragraph not only by the meaning of each sentence but also by the idea 
of what this animal is like or what this scene is like; this is a hunting scene. 
The students are required to undergo the same process when they answer the 
question. 

As in (Q3), asking to draw a picture is a very effective way of checking 
the students’ overall understanding of a paragraph or a text. I have experi-
enced some students showing reluctance to draw anything to show to 
somebody. I usually encourage them to draw anyway by showing my im-
mature sample drawings.

The next one is another paragraph about nature with a photograph.

(2) LOGGERHEADS’ JOURNEY 
    TURTLES FEAST ALONG A PACIFIC PLANKTON TRAIL 

[Photograph: A loggerhead turtle swimming in a backdrop of blue wa-
ter with small silvery fish accompanying on the back.]
[Chart: A colored satellite image of the surface water temperature of 
the Pacific Ocean.]

[Text]
Young mackerel escort a Pacific loggerhead turtle off Baja California. 

Many of these 300-pound sea turtles are born on Yaku Shima in 
southern Japan, says Wallace J. Nichols, a California Academy of 
Sciences biologist.

Over the next two to six years the turtles cross the Pacific along a 
line, says Jeffrey Plovina of the National Marine Fisheries Service, that 
runs between cool water rich in plankton (green in the satellite image 
below) and warmer water low in plankton. As the cool water sinks be-
neath the warm, it traps buoyant creatures like jellyfish, a favorite 
food of turtles.

Once the turtles reach Baja, they gorge on pelagic red crabs. Some 
loggerheads make the return journey. A few months ago, Nichols 
tracked a female as she swam back toward Japan. (National Geographic 
Magazine, December, 2000) 
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This is a caption of a picture with a strikingly beautiful blue back drop. 
The eye-catchiness helps to invite students into more serious reading. The ar-
ticle contains some objective facts. I therefore decided to ask the students to 
present these facts on the chart reprinted from the article. Below are the 
sample questions.

(Q1) Indicate the following facts on the chart of the Pacific Ocean.
a. The place they are born.
b. What and where they eat.
c. Draw the migration route.

One of the surprising and important findings after conducting this test 
was that 40 to 50 percent of the students failed to choose (c), which was 
lowest compared to the other two. The students seemed to fail to understand 
the meaning of the word migration. In the actual test, I gave the questions 
in Japanese, but they did not think very much about the connotation of the 
word, which is circular or round trip of animals going back and forth. The 
failed student indicated only one-way; they did not indicate the route of the 
returning trip even though the text clearly mentions it using the words return 
journey. They were also not able to relate these words with migration. The 
result revealed the weakness of some Japanese students, whose learning ac-
tivities had not gone through memorization practice to the next step of active 
learning and understanding by way of reading something meaningful.

NEWSPAPER ARTICLES

Here afterwards, I will add a few materials from my actual teaching. 
These were not discussed in the workshop.

The first one is a newspaper article. It is sometimes far overdue for our 
freshman students to read actual newspaper articles on politics, international 
affairs, and editorials. For easier reading, I usually use something about local 
topics with photos. These photos are usually accompanied by a very short 
paragraph consisting of a few to several lines. The following is an example.

(3) IN TRAINING FOR THE TITLE OF MAN’S BEST FRIEND
[Photograph: Close-up of lovely dogs looking into the camera with a 
few children and day-care center staffers.]

[Text]
Once abandoned, three dogs are now being trained as therapy dogs at 
a facility in Itami, Hyogo Prefecture. The program was started in 2003 
by the Japan Rescue Association to comfort children or help elderly 
people feel more cheerful. Stray dogs and puppies raised by homeless 
people are trained by association staffers to obey commands and to 
not bark or bite. Ten dogs so far have been accepted by nursing 
homes and kindergartens, with eight more in training. (The 
International Herald Tribune/The Asahi Shinbun, 2006/09/10)
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Out of this paragraph, you will be able to make some questions asking 
when the program started, what organization has been involved in the pro-
gram, and what the dogs will have to learn after the training. These questions 
will make a very good scanning practice.

In addition to those questions, I also made a question asking what the 
background of this dog training program could be, expecting that the stu-
dents would refer to the fact that the abandoned pets and their slaughter by 
the public hygiene authority had been a social problem, or to the fact that 
more people had been needing mental comfort than before. Contrary to my 
expectation, however, most of the students gave answers referring to the pur-
pose of this program such as in order to save stray dogs, or in order to help 
people in need. The purpose is written in the text, but the background is not.

It seems to be the case that the students are so used to finding the an-
swer in the text instead of thinking and trying to express their thoughts in 
their own words that most of them did not even consider the meaning of 
background. This finding shows the need for the thinking-type questions 
rather than search-and-find type of questions. 

READING STORIES

I believe no English learning is successful without enjoying reading stories 
or paperbacks. Even thought it is impossible to finish reading a book during 
class, I try to introduce the students into the joy of reading stories by taking 
up a part of up-to-date bestseller fictions and popular fantasies. 

For reading in class, I usually explain words and sentences, and translate 
if necessary. I never ask students to translate sentences because it is time 
consuming, and ineffective. One of the important goals of reading I set in my 
class is to enable the students to create their own visual images of the scene 
according to the text. I have found many of the students lack this practice 
even when they read in Japanese, or they lack a habit of reading anything for 
the worse. My hope is that they experience a joy of reading both in Japanese 
and in English through reading something fascinating in English.

The following are two sample types of open-book quizzes. Both of them 
are essential to overall understanding the story.

(4) a. Drawing a picture of the scene.
This is a very basic test for understanding a story and having the 
students have their own image of the scene. Some of the important 
elements will be the interior of the room, positioning and posture of 
the characters, garments and belongings.

b. Ordering.
Chronological ordering of the events in the scene. Who spoke first 
in the scene.
Age ordering of the characters. Sometimes age relation is compli-
cated in a story, yet very important, such as among brothers and 
sisters, who is younger, youngest, or elder, eldest.
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CONCLUSION

Teachers need constant training in order to achieve the best ever perform-
ance in every class they teach, and we know it takes time to improve our-
selves little by little. Yet, very often at times, teacher training programs are 
given by somebody else on a short-term basis, and we find it difficult to en-
gage ourselves in long-term constant training. After finishing formal training, 
we have little time available to spare for other training purposes. In this 
workshop, I have demonstrated an importance and a possibility of finding op-
portunities of self-training in our usual teaching practices. 
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ABSTRACT

How do ESP instructors determine curriculum and materials selection 
criteria in EFL training of global companies? The presenters will share 
their experiences in developing tailor-made English programs for 
European companies in the semiconductor industry that also have sub-
sidiaries in Asia.

INTRODUCTION

 A key factor of the success of any company is efficient communication 
among all employees. This is difficult enough to achieve with employees of 
the same cultural background. In the case of a global company where em-
ployees with many different language backgrounds have to work together, lan-
guage barriers may become one of the greatest challenges to master. This pa-
per focuses on how language experts have worked together with European 
global companies on projects to develop specific English language programs 
to improve the English language skills of their employees. The cases referred 
to deal with global companies of the semiconductor industry that are based 
in Austria and that have subsidiaries or business units all over Asia. The au-
thors will show how a long process of collaboration between language experts 
and company representatives has contributed to the development of tai-
lor-made language programs, including special curricula, syllabi, learning ma-
terials, and e-learning tools. English for Specific Purposes (ESP) primarily 
deals with addressing immediate needs of a learner and therefore offers the 
ideal theoretical background and practical methods to develop English lan-
guage programs for companies that are, above all, interested in employees 
who learn fast to communicate job-related contents efficiently. For all compa-
nies in question, the major part of company-related communication happens 
in English between non-native speakers in European and Asian EFL (English 
as a Foreign Language) settings. 
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NEEDS ANALYSIS

Before developing specific courses, a thorough needs analysis dealing with 
the companies’ expectations, the employees’ needs, available materials and 
e-learning systems, as well as level systems was necessary. The companies 
want to measure ability and improvement and want these measurements to 
be applicable to all business units or subsidiaries. For language trainers, the 
levels should also give a more detailed picture of the training needs in order 
to place employees in the right language course. Recognized level tests such 
as TOEIC proved to be impractical for companies with a few hundred em-
ployees for several reasons. These tests are too costly, take too much time to 
implement, and cannot easily be coordinated among all business units of one 
company. It proved to be useful to introduce a company-specific English test 
that consists of a so-called e-test and a face-to-face communication check. 

Figure 1. E-Test

SAMPLE

Another major problem of global companies operating in Austria and in 
Asia is not only to introduce minimum English requirements for each of the 
groups but also to have the two different groups adapt to each other’s vari-
eties of English. Asian visitors in Austria must communicate in English with 
Austrians. To heighten awareness, specific communication courses in English 
were introduced for Asians while they are in Austria, and in addition to 
English language courses in their home countries. Furthermore, each success-
ful language course consists of texts or communicative situations that are as 
relevant as possible for the respective employees. This is a major motivator to 
achieve desired success rates. Company specific terminology, manuals, forms, 
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Levels 
Silver

Level of Knowledge

A1

A2

- Can give very basic information and interact in a simple way
Can ask and answer simple questions
Can introduce himself/herself and give basic information about 
his/her job

- Can communicate in a simple way about familiar topics and 
activities can handle short social exchanges, uses a series of 
phrases and sentences to describe in simple terms his/her own 
and other people’s job environment

Gold

B1

B2

- Can deal with most situations, can enter conversations of topics 
that are familiar unprepared, can connect phrases in a simple 
way to describe experiences, events, hopes, ambitions etc., can 
briefly give reasons and explanations for opinions and plans,

- Interacts with an adequate degree of fluency, can take an active 
part in a discussion with familiar contexts, accounting for 
his/her views, can present clear, detailed descriptions on a wide 
range of subjects related to his/her field of interest

and other documents were analyzed, and a pool of texts was chosen in col-
laboration between company representatives and language experts. These 
original texts were to be adapted to different language levels and made avail-
able as language learning materials for all business units. An analysis of 
available coursebooks and standardized materials brought to light that their 
use was very limited considering the specific needs of companies and 
employees. Coursebooks were either too wide in their choice of texts, or the 
texts and language tasks did not fit requirements without necessary 
adaptations. For these reasons, specifically chosen company texts pro-
fessionally adapted proved to be superior. Available standardized e-learning 
systems or software do not have the flexibility to use the tailor-made, stand-
ardized materials that were to be developed for companies. Open-source sol-
utions were considered but did not prove as safe, flexible, or efficient as a 
proprietary system that was specially developed for this project. Both content 
and presentation in books and e-learning modules are important, as are lan-
guage levels, which also play a major role in the development of a course. 

The level system that has become standard in Europe, called the Common 
European Framework (CEF), describes each of the four major skills (reading, 
listening, writing, speaking), and specific communicative needs of companies 
can easily be mapped onto that system. The CEF is therefore most useful for 
evaluating the level and the training needs of employees. As the terminology 
of CEF (from A1 referring to an absolute beginner to C2 referring to a native 
like speaker) appeared too “technical,” the companies decided to adapt their 
own terminology for each level. Finally, companies now try to avoid showing 
their employees’ English knowledge on certificates. Moving away from inter-
nationally recognized terminology for the levels limits competitors, especially 
in the Asian market, from opening doors to a new job more readily. 

Table 1. Example for Level Adaptation
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Platinum

C1

C2

- Can express himself/herself fluently, can use language flexibly 
and effectively for social and professional purposes, can present 
clear, detailed descriptions of complex subjects

- High degree of fluency and accuracy, can take part effortlessly in 
any conversation and discussion, use of idiomatic expressions 
and colloquialisms 

DEVELOPMENT

The development of the program concerned the curricula, syllabi, e-tests, 
materials, and the e-learning components. The authors had developed curric-
ula and syllabi for ESP for participating companies before the program 
started. Those curricula and syllabi and respective materials were adapted ac-
cording to the results of the needs analysis. The close collaboration with dif-
ferent departments of the companies yielded a great pool of text materials. 
The generated learning material also had to be structured so it would fit the 
new e-learner. The e-learner is meant as part of the blended learning ap-
proach rather than a stand-alone component. 

The materials are specifically tailored for professionals, with more em-
phasis placed on technical and business communication. The e-learner con-
sists of several modules and the trainer can decide which modules are avail-
able for individual employees. A specific management tool showing e-test re-
sults and course histories of each employee lets trainers and personnel view 
their progress. 

IMPLEMENTATION

The implementation of the program consists of setting up the e-test and 
e-learner, training the trainers and personnel working with the management 
tool, the first e-test phase, communication checks, training phase, feedback, 
and the next e-test phase as the last stage of the old, or the first stage of the 
new cycle.

CONCLUSION

Currently, corporate language training is a huge and fast growing sector 
in Europe and in Asia. Unfortunately, many of the programs offered do not 
adhere to best practice standards, and are not coordinated well. One reason 
for this is the myth that a language trainer primarily needs to be a native 
speaker; another reason is that educational issues such as methodology, class-
room management, linguistic ability, theoretical background, and many others 
are secondary considerations for companies. In addition, many language in-
stitutes have a high turnover of language trainers, do not train them thor-
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oughly or properly, or cannot train them sufficiently because the hired train-
ers lack the necessary background and skills. In addition, renowned commer-
cial language institutes focus more on the packaging than on the contents. 
Most of those so-called “proven systems” offer standard language learning 
materials; they are sold as tailor-made and offer a nice look, an enormous 
and costly marketing machinery to push their products (that then generates 
many costs that have to be paid by participating institutes). Consequently, 
this leaves little money to spend on well-educated and experienced trainers. 
Professional bodies like TESOL provide a platform that assures professional 
excellence. This project relied on language experts who know how to adapt 
curricula and syllabi to specific needs, to not only choose but also design ad-
equate learning material, teach face-to-face, and integrate modern method-
ologies such as e-learning components efficiently.

The companies that are in need of the English skills of their employees 
must also take an active role in enforcing a language policy showing the im-
portance they place on language. The authors have worked with companies 
that not only offer incentives for improved language skills but also threaten 
employees with punishment for their lack of improvement. Testing is always 
a sensitive issue in any company, and testing for language skills even more 
so, as language is hardly seen as a core competence by most. With great ef-
fort from the management of the companies in question, human resources 
departments, and other language experts, the authors were able to design 
unique language programs. The companies have a tool to measure language 
competence relevant to their specific work environment; language programs 
are implemented that gradually improve the language skills of the companies’ 
employees relevant to their job emphasis (business, or technical); e-learning 
platforms are in place that are constantly updated with relevant texts; all 
trainers of the companies form a platform and work as team to constantly 
improve the successful program. 
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ABSTRACT

This paper is a case study that examines a mainstream ESL textbook for 
adult learners from a critical discourse analysis perspective. Given the 
outcomes of the current study, ESL textbooks may promote Western 
cultural imperialism, the idea of the economic superiority of its products 
and brands, and the misrepresentation of other cultures in both linguis-
tic and non-linguistic (visual) perspectives. After critically analyzing the 
textbook, it presents suggestions for teachers to avoid the influence of 
textbook biases in their language classroom.

INTRODUCTION

There are many crucial elements for effective language classrooms: teach-
ers’ roles, students’ attitudes, teaching methodologies, assessments, classroom 
environments, proper textbooks, etc. It is extremely difficult to identify the 
most important among them, but we all agree that the proper function of 
each element is a key for successful language learning. As English has be-
come one of the most significant international languages and the numbers of 
adult learners of the English language have increasingly overtaken child 
learners, there are numerous studies related to this field. However, there have 
been only a handful of studies on ESL/EFL textbooks, even though the roles 
and impact of textbooks are crucial for language learners and teachers in 
both overt and covert ways. For teachers, textbooks are a “central guiding 
force” (Skierso, 1991, p. 441) for teaching. Textbooks also contribute to shap-
ing students’ identities, worldviews, and perspectives of social powers 
(Canagarajah, 1999; Grady, 1997; Ndura, 2004a). 

Under these circumstances, the content of instructional materials for lan-
guage teaching is very important for learners, in that it affects their develop-
ment of knowledge, identity, and new viewpoints. Because ESL textbooks are 
a primary trustworthy resource for learners, the content of ESL textbooks in-
fluences the building up of their perceptions of the new culture and societal 
values. Therefore, careful examination of ESL textbooks is essential to creat-
ing well-balanced education, avoiding influences caused by biased content. 

Adams (1996) reports the findings from an analysis of ESL textbooks pub-
lished in the United States from the 1950s through the late 1980s. According 
to his article, the content of ESL textbooks contained pervasive social mes-
sages including restrictions to white and male-dominated class populations, 
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underrepresentation of cultural minorities and their life experiences, and 
sexism. Although some positive substantial changes were found in the content 
of ESL textbooks after the 1970s because of social and political factors such 
as the Civil Rights Movement, ESL textbooks and instructional materials pub-
lished in the 1990s and 2000s are still plagued with such biases as omission, 
incorrect information, and stereotypes. 

Ndura’s (2004a) examination of six widely used ESL textbooks in US 
schools reveals stereotyping of gender roles. For example, male scientists are 
more represented than females. Girls are portrayed in the kitchen cooking 
with mom and tending a baby while boys are gardening and playing ball with 
dad. From the stereotypical images presented in the ESL textbooks, students 
learn that males succeed with science and technology and are good at build-
ing and fixing things, while females are only able to deal with light work 
such as cooking and tending babies. This perception of gender roles will af-
fect the students’ worldviews and professional careers. Ndura points out that 
students and teachers must be aware of textbook biases and their effect on 
learning and the teaching process (Ndura, 2004b).

Grady (1997) also addresses the issue of cultural fairness in ESL 
textbooks. Most of the stories in instructional materials represent happy, 
white middle class families. They are portrayed as living in a problem-free 
society. Some textbooks contain a few lessons with minority groups such as 
Africans. These lessons contain Egyptian mummies and chimpanzees. It is 
hard to find textbooks representing cultural fairness. 

Because of the uniqueness of ESL classrooms in reflecting a diversity of 
cultures and life experiences, it is essential that ESL classes be inclusive for 
effective education (Ndura, 2004a). However, as Wong (2000) mentions, so-
cial order and organization characterized in textbook societies are often at 
odds with that of real contexts. Therefore, it is important to investigate and 
suggest strategies for dealing with stereotypes and other cultural biases in 
ESL textbooks.

This paper will use Fairclough’s framework for text analysis based on crit-
ical discourse analysis (1989, 2003), which addresses textual features which 
are most significant for critical analysis. According to Roger (2004), critical 
discourse analysis (CDA) is a theoretical framework and a method at the 
same time because it can describe, interpret, and explain the relationships of 
language, power, culture, and society in education. Corson (2000) also men-
tions that CDA investigates “hidden power relations between a piece of dis-
course and wider social and cultural formation” and has an interest in 
“uncovering inequality, power relationships, injustice, discrimination, and 
bias” (p. 95).

Fairclough (1989) explicitly discusses the three stages of critical discourse 
analysis: “Description is the stage which is concerned with formal properties 
of the text. Interpretation is concerned with the relationship between text and 
interaction. . . . Explanation is concerned with the relationship between inter-
action and social context” (p. 26). As given in his definitions of the three 
stages, CDA describes how the text is organized and presented and tries to 
understand the meanings of the text and its interactions. Furthermore, it ex-
plains how interactions affect social context and structure. This is a crucial 
point in understanding ESL textbooks in terms of their organization, content, 
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scope, and effect. Through the theoretical tools of CDA, I will investigate a 
mainstream ESL textbook and provide an explanation of how to deal with an-
alytical interpretations in ESL teaching and learning. 

DESCRIPTION: THE ESL TEXTBOOK, QUEST 2 READING AND WRITING

The first edition of Quest: Reading and Writing in the Academic World 
(Hartmann, 1999), published by McGraw-Hill has been widely used in ESL 
programs. I will analyze Quest 2 Reading and Writing (2007), which is de-
signed for students at an intermediate level of proficiency. Each chapter of 
the text consists of five parts: Part 1, Introduction; Part 2, General Interest 
Reading; Part 3, Academic Reading; Part 4, The Mechanics of Writing; Part 
5, Academic Writing. An overview of each chapter in terms of its organization 
and features is shown in Table 1.

Table 1. A General Description of Each Chapter: The Organization and 
Features 

Title Features

(A front page of each chapter) A photograph more than half the size of the 
page with each chapter title.
Discussion questions below the photograph. 

Part 1: Introduction 
Before Reading

Reading
After Reading

One or a couple of photographs with discussion 
questions.
Easy reading passages with photos.
Checking activities related to the reading.

Part 2: General Interest Reading
Before Reading

Reading
After Reading

Prediction questions for discussion and vocabulary 
activities before reading (photos are sometimes 
provided.)
A high-interest reading with photos 
Reading comprehension and vocabulary check 
activities.

Part 3: Academic Reading
Before Reading
Reading
After Reading

Vocabulary activities before reading. 
A reading from academic textbooks. 
Reading strategies for academic use (ex. finding 
a main idea, scanning for specific details, etc)

Part 4: The Mechanics of 
Writing

Specific explanations of grammar and lexical 
points and practice drills. 

Part 5: Academic Writing Writing strategies such as developing ideas and 
writing topic sentences.
Writing practices of different rhetorical styles. 

The following are examples from the textbook to describe each part. 
Figure 1 is the front page of chapter 1. It shows a photograph, more than half 
the size of the page, to get readers’ attention. The photo has a traditional 
Asian building with a Starbucks logo and three discussion questions under 
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Figure 1. The Front Page of Ch. 1the photo. The questions are designed 
for readers to narrow down to a more 
specific element of the photo. 

The introduction part can be div-
ided into two sections: 1) a topic open-
ing with visual materials, and 2) a topic 
opening with written materials. The in-
troduction activity, which involves visu-
al materials, presents discussion ques-
tions for a pair or group activity called 
“Thinking Ahead.” It is designed for 
readers to project the chapter topic. 
The other introduction activity is much 
more involved with written materials. 
Some of the activities provide read-
ing-related photos but put weight on 
written materials. Because it is an in-
troductory reading activity, the reading 
passages are relatively easy and are de-
signed to get readers interested in the 
chapter topic. 

The general interest reading drives readers to think about familiar sub-
topics of the chapter topic. It provides visual cues for learners’ understanding. 
It is still a casual reading, yet it is a more in-depth reading compared to the 
previous reading in the introduction. 

Then, it moves to academic reading. Because the reading is mostly from a 
formal selection, it sometimes requires learners to understand complicated ta-
bles and charts representing research data. Vocabulary and comprehension 
check activities follow the reading. 

The next two parts, “the mechanics of writing” and “academic writing,” 
are related to writing practices. As the title indicates, the mechanics of writ-
ing explains some points of grammar, lexical, and writing mechanics, includ-
ing punctuation. It also has exercise drills that learners can use to practice 
the points of the chapter, such as filling in the blanks with right verb tenses, 
combining sentences, and finding parts of speech.

The academic writing part focuses on developing writing skills by compos-
ing different rhetorical writings. It often presents example paragraphs of a 
rhetorical style. Some of the activities are involved with preparing for essay 
exams such as TOEFL writing. 

INTERPRETATION AND EXPLANATION: THE HIDDEN CURRICULUM

The next stages of CDA are interpretation and explanation, which allow 
one to investigate the hidden curriculum of the textbook. The hidden curricu-
lum refers to the way in which textbooks are designed, which is not pre-
sented explicitly or overtly. This is why it is called the hidden curriculum.
Therefore, the textbook should be examined in order to investigate the hidden 
curriculum. Fairclough distinguishes the features of text as linguistic features 
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and non-linguistic features (visual cues). It is a good way to analyze the hid-
den curriculum of the ESL textbook because both visual and written texts in-
clude important contents of the textbook. This paper will first discuss the 
hidden curriculum through linguistic features, and then will analyze the hid-
den curriculum of the ESL textbook through non-linguistic features (visual 
cues).

THE HIDDEN CURRICULUM THROUGH LINGUISTIC FEATURES

Linguistic features represent the hidden curriculum of the textbook in 
three ways. First, when the textbook shows examples, it only presents exam-
ples of American culture in many cases. For example, the reading passage 
“International Culture” on page eleven talks about five elements of culture: 
language, religion, values, customs, and material elements. This passage men-
tions that in order to be successful in international business, people must un-
derstand the culture of target countries. At the beginning, the tone of passage 
sounds very neutral: “One cause of misconceptions is ethnocentrism, the be-
lief that one’s own culture’s way of doing things is better than the way of 
other cultures. . . . To avoid ethnocentrism, it’s necessary to study the differ-
ent elements of culture” (Hartmann, 2007, p. 11). Then, the passage explains 
the five elements in order. When it provides examples, however, its ethno-
centrism is apparent. The textbook provides only examples of American cul-
ture in some sections. In the section, “Values and Attitudes,” it offers one ex-
ample, that American preference of chocolate from Switzerland. According to 
the passage, Americans believe that Swiss chocolate is better than others and 
purchase a lot of it. 

Besides the written example, a small table is shown. The table expresses 
American business values: “Common Idioms That Express U.S. business val-
ues: Time is money; When in Rome, do as the Romans do; Let’s get down 
to business. It only presents American business values in terms of how they 
value time and money and what their attitudes toward business are. The ex-
amples of American preference of Swiss chocolate and the common idioms in 
business focus on only American values and attitudes, not others. 

Second, when the reading passages need to provide more examples of dif-
ferent cultures (or countries,) they present examples of American culture first, 
and then examples of other cultures follow. When several items are listed, 
putting one in the first position is another way to show its importance or 
superiority. This is an invisibly accepted notion. When several authors write a 
book together, for instance, the names of authors are not listed in an alpha-
betical order. In most cases, the first listed author is the most important con-
tributor to the book. The first one on a list generally gets more attention 
compared to things coming after it. 

In the same vein, putting American examples first in order is a way to 
promote American culture. When the textbook discusses religion as one of the 
cultural elements, for example, it mentions three work ethics to address how 
religion influences people’s lives. The work ethics are put in order: first, the 
Protestant work ethic for Americans; second, the Confucian work ethic for peo-
ple from Asian countries; and third, the Shinto work ethic for Japanese people. 
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There are other instances of American examples being first in order. In 
the section, “Customs and Manners,” American table manners are mentioned 
first, and then manners of “some countries,” which are not even identified by 
name, are discussed. It ends with an example of American customs that 
Americans drink orange juice with breakfast. Therefore, American orange 
juice companies in other countries like France need to be aware of the cus-
tomers’ customs to be successful in the market because the French do not 
drink orange with breakfast. As seen from the examples above, examples of 
American culture are intentionally presented first and more emphasis is 
placed on them compared to examples of other cultures. 

Finally, in some cases, the textbook presents reading passages and ex-
ercise drills discussing American culture and values as better than other 
countries, which overtly shows cultural imperialism. Wikipedia, the on-line 
encyclopedia, defines cultural imperialism as “the practice of promoting, dis-
tinguishing, separating, artificially injecting of the culture or language of one 
nation in another. It is usually the case that the former is a large, econom-
ically or militarily powerful nation and the latter is a smaller, less affluent 
one” (n.d., para. 1). White (2001) also cites Mattelart’s 1994 book, Mapping 
World Communication, which points out that cultural imperialism is nowa-
days very much related to consumerism. According to Mattelart, cultural im-
perialism is “soft power,” which is not physically visible power, but invisible 
power promoting its culture and language with consumerism. 

Evidence of cultural imperialism in the ESL textbook is clear. In part 
three, the reading passage, “Improving CQ: Understanding Cultural Values,” 
discusses cultural values with a table titled “Examples of Hofstede’s Scores.” 
This table shows statistical research results by social scientists. The research 
data are provided in the academic reading part of the textbook. The social 
scientists measure the cultural intelligence of each country based on elements 
of cultural values: individualism, power distance, uncertainty avoidance, 
masculinity. They give countries a score in each area. According to the stat-
istical results, the United States has the score of 62 in masculinity, which is 
the third position from the top. This means that the US is a masculine 
society.

However, the writing mechanic exercise on page 25, “Equality in the 
Workplace,” talks about a company from another country in the United States 
that was sued because the managers did not treat female and male workers 
equally. In American culture, workers, regardless of their genders, are treated 
equally, which is not the case in many work places and even idealizes the 
cultural value of American work places. 

As seen from the examples above, the hidden curriculum of the textbook 
from the perspective of linguistic features is represented in several ways. 
First, it only shows examples of American culture in many cases. Second, 
when it provides several examples, it puts examples of American culture first, 
and then shows some other examples from other countries. Finally, it in-
cludes reading passages and activities that show cultural imperialism in terms 
of attempting to present the superiority of American culture and values. 
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THE HIDDEN CURRICULUM THROUGH NON-LINGUISTIC FEATURES 

(VISUAL CUES)

Fairclough’s distinction of features of text brings out a critical analysis of 
the non-linguistic features of the textbook. Mattelart points out that one char-
acteristic of today’s cultural imperialism is that it is very much connected 
with consumerism. Therefore, this paper will analyze the hidden curriculum 
through non-linguistic features (visual cues). 

According to the textbook section of features entitled “Welcome,” photos 
and graphics are one of the main strengths of the text: “Captivating photos 
and graphics capture students’ attention while introducing each academic top-
ic” (Hartmann, 2007, p. xv). As it mentions, many realistic photos are con-
tained in the text and they play an important role in “hooking” readers and 
providing an impression of each topic.

For example, chapter 1 includes ten visual cues: nine photos and one car-
toon-like sketch picture. Among them, five photos are related to business 
products and logos, and the five others are connected to cultural issues. All of 
the photos related to products and logos represent American products. The 
front photo showing an archaic Asian building (see Appendix A) has a 
Starbucks Coffee logo in the left-bottom corner with the chapter title “Doing 
Business Internationally.” This mismatched photo and the title clearly present 
that America’s typical coffee brand “Starbucks” is now even available in 
unique and traditional places in Asian countries. 

The front page, “Getting Started,” is designed to make readers think about 
this issue by asking the three discussion questions under the photo: “Look at 
the picture. What are some things you can buy in this building? What coun-
try do you think the building is in? What do you know about Starbucks 
Coffee?” (Hartmann, 2007, p. 3). The questions are directing readers’ atten-
tion to Starbucks Coffee. The third question even asks learners to discuss the 
Starbucks brand itself. While discussing these questions, students sponta-
neously assimilate the idea that American products are everywhere, which 
makes them easily accept American products. 

In the next page, two advertising photos (see Appendix B) are introduced: 
a Tide ad and a Coca-Cola ad written in two different foreign languages. 
These two advertisements show representative products from the United 
States and allude to worldwide products. The discussion activity “Thinking 
Ahead” under the ads also leads students to accept that America’s popular 
products are used around the world. These three questions ask more directly 
about the producing country of the products (“1. Which country produces 
these products?”), their success in other countries (“ 2. What languages are in 
the ads? In which countries might you see these ads?”), and popularity (“3. 
Which of these products have you seen or used?). This has the same format 
and function as the front page. It introduces readers to the brands for those 
who have not known or used them. For those who have seen or used the 
brand, it also makes them recall the experience of using them. By discussing 
Question 2 in particular, learners should guess what the foreign languages 
are, which means that learners should think about which countries use the 
products. Also, the tone of Question 3 encourages readers to use, or at least 
know about, the products. 
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There is another reading passage related to international businesses. It 
covers five international companies that made marketing mistakes. These are 
the passage subtitles for each company: “Chicken in China” for Kentucky 
Fried Chicken; “Mineral Water” for Traficante, an Italian brand of mineral 
water; “Nike Shoes” for Nike; “Samarin for Upset Stomachs” for a Swedish 
medicine brand; “Gerber Baby Food” for Gerber baby food. Although the pas-
sage is about “International Marketing Mistakes,” the reader’s first hook is 
the photo on each page. Among the five international companies, the text 
provides only two photos, for KFC and Gerber baby food, which are both 
American brands. From the point of view that photographs in the textbook 
deliver content of each topic, the photos of American brands deliver a strong 
message in the section. 

The symbol of KFC (Colonel Sanders) with Chinese letters grabs students’ 
attention (see Appendix C). The photo subtitle reads “A Kentucky Fried 
Chicken restaurant in China.” Another photo on the next page shows a stack 
of Gerber baby food with English labels and the trademark of the baby 
portrait. The photo itself does not provide a subtitle, but it is right next to 
the passage subtitle “Gerber Baby Food,” so students cannot fail to recognize 
the symbol of Gerber baby food. This baby food may not be familiar to ESL 
students mostly raised in foreign countries or without their own children. As 
the text introduces this baby food brand, students may feel familiar with the 
brand when they come across it in a supermarket. It makes them easily ac-
cept American brands without resistance. 

The analysis of the non-linguistic features reveals that there is content 
bias in the ESL textbook. Visual cues have the hidden curriculum that mis-
represents cultures and values. They fail to reflect the variety of students’ cul-
tures and lives. 

CONCLUSION

Among the many crucial elements for an effective English language class-
room, textbooks are one of the most important, because they significantly af-
fect language teaching and learning. First, a textbook is a central guiding 
force for teaching, which means that both the teacher and students rely on 
textbooks in important ways (Skierso, 1991). In addition, the teacher and stu-
dents trust what the textbook says because it is considered a trustworthy re-
source (Ndura, 2004a). They believe the textbook’s information. Especially for 
ESL learners, this is very critical because, most of the time, they are first ex-
posed to ESL textbooks without prior knowledge of English spoken cultures. 
Therefore, ESL textbooks significantly shape students’ identities, worldview, 
and perspectives of social power (Canagarajah, 1999; Grandy, 1997; 
Hirschfelder, 1982; Ndura, 2004b). Accordingly, it is important to understand 
roles and influences of textbooks in the ESL classroom. 

In order to analyze ESL textbooks, this study uses Fairclough’s framework 
and method for text analysis based on critical discourse analysis. This re-
search is a case study that examines a mainstream ESL textbook for adult 
learners. Given the outcomes of the current study, ESL textbooks may pro-
mote Western cultural imperialism, the idea of the economic superiority of its 
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products and brands, and the misrepresentation of gender roles and other 
cultures in both linguistic and non-linguistic (visual) perspectives. 

Teachers and students should be aware of these characteristics of ESL 
textbooks, which are presented in both overt and covert ways, because the 
biased contents and approaches affect students’ attitudes and worldviews of 
people and society. Most importantly, teachers should be aware of textbook 
biases and evaluate instructional materials. Since textbook biases are “hidden” 
in many forms, they are not easy to notice by educators who do not have 
keen knowledge of it. Teachers and educators developing teaching materials 
should improve their awareness of textbook bias and have a multicultural 
perspective.

It is also effective for teachers to prepare supplementary teaching materi-
als that can provide multicultural perspectives. There are various resources 
and additional instructional materials for English teaching. For example, they 
can watch news or video clips together, and have open discussion about their 
impressions and thoughts. Nowadays, there are many foreign newspapers and 
broadcasting systems providing English version Web sites. They may be sour-
ces providing diverse perspectives. In addition, inviting a guest speaker or ar-
ranging to attend a special lecture can be a breath of fresh air to students. 
These are only a few examples of various resources that provide students in-
clusive learning opportunities. 

Furthermore, in considering teaching materials and discussing topics in 
textbooks, teachers’ respect for students’ experiences and knowledge are es-
sential elements in creating a well-balanced English education. Every learner 
should be respected as a different individual who has his or her own per-
spectives, voices, and experiences. In particular, adult language students have 
developed their thoughts and knowledge, even though they sometimes have 
difficulty expressing their opinions due to language barriers. Teachers should 
respect students’ experience and knowledge, rather than enforcing their own 
values and experience. This is a fundamental foundation to create a well-bal-
anced education, which avoids potential negative influences caused by biased 
contents. 
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Task-Based, Content-Based Materials for University EFL 

Reading Courses
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ABSTRACT

The use of task-based, content-based materials developed in-house for 
reading courses is gaining widespread use within Asian university EFL 
programs. This paper will first examine the results from two studies that 
examined how both students and teachers thought a coursebook based 
on this approach could best be improved. In the first study, open-ended 
questionnaires asked both students (N = 264) and instructors (N = 7) 
to identify areas for possible revisions. The results from the two groups 
varied and the majority of the student feedback commented on the over-
all length, level of difficulty, and content choice of the reading passages. 
Comments from instructors related to the types, quantity, and quality of 
vocabulary exercises and comprehension questions. Extensive revisions 
were made based on responses from both groups. A follow-up survey a 
year later solicited opinions from the students (N = 279) who used the 
revised course materials. The results were similar to those from the pre-
vious survey and this paper will demonstrate how these responses were 
analyzed to make further improvements to the course book.

INTRODUCTION

The popularity of the task-based language-learning framework (Ellis, 
2003; Nunan, 2004) has influenced the direction of university-level con-
tent-based EFL reading courses. In an integrated approach, teachers have 
started to supplement classes with speaking, listening, and writing activities 
for students to convey meaning from reading passages to demonstrate and as-
similate both world and language knowledge without an initial focus on form. 

The theme-based model for content-based instruction (Brinton, 2003; 
Brinton, Snow, & Wesche, 1989) is often used in university-level EFL reading 
courses in Japan. In an attempt to follow-up on skills-based reading in-
struction, which students usually acquire prior to university entry or in their 
first tertiary-level reading courses, an emphasis is placed on language learn-
ing for a meaningful purpose (Krashen, 1982; Mohan, 1986). The themes that 
are used are related to the interests of the students, teachers, or department. 
Typical units of study often follow a three-part format with the reading pas-
sage presented first, followed by vocabulary, comprehension, and opin-
ion-based questions to check student understanding of the article and to per-
sonalize and expand on the information presented. The authenticity of the 
passages and real-world applicability of the exercises varies, and a level of 
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difficulty is often selected according to instructor interpretations of student 
ability and needs.

 This paper will discuss the development and revision processes sur-
rounding a set of course materials used in a large task-based, content-based 
reading program. The reasons why this approach is used will be discussed be-
fore describing how this collection of materials went through two major re-
visions based on instructor and student feedback. 

BACKGROUND

As part of a general studies curriculum, the students in a competitive sci-
ence and engineering department at a large private university in western 
Japan are required to take 10 semester-long English courses during their first 
two years. These classes are taught entirely in English and meet for one 
90-minute period a week for 15 weeks. Their language instructors are all na-
tive English speakers and class sizes range from 28-35 students. As the cur-
riculum is unified, all students use the same course materials and syllabi.

 Reading II is the seventh English course students take and is the second 
of three reading courses. It is offered in the first semester of the second year. 
The first university-level reading course, Reading I, is taken in the first se-
mester of the first year. It is primarily skills-based, using a commercial text-
book (Mikulecky & Jeffries, 2005) supplemented with timed science-based 
reading passages developed by the faculty. To apply these skills to real-world 
student needs, Reading II is designed to be content-based using a collection 
of authentic science-based materials that are also prepared by the faculty. 

To aid in learning the Reading II articles, a number of task-based com-
prehension and opinion-based questions are included at the end of each unit. 
This approach was employed partly due to the presence of inexperienced 
course instructors in the department from the 2006 school year who have no 
formal TEFL training. While qualified as researchers in their respective scien-
tific fields and employed by the university primarily for this reason, they are 
also required to teach a number of English courses. The task-based approach 
focuses primarily on the conveyance of meaning, which is within the capa-
bilities of these instructors. While the focus on form in Reading II is limited 
in written and verbal output, students receive an adequate amount the next 
semester with Reading III, a more advanced content-based course taught by 
trained and experienced EFL teachers.

The original course book was first developed after identifying student 
needs for a department-wide curriculum renewal that took effect in 2000. It 
was also in direct response to a widely publicized report on the decline of 
English ability among science and engineering majors in Japanese universities 
(Suzuki, Arai, & Yanai, 1999). Minor revisions later replaced two units for the 
2003 school year. The most recent revision occurred in 2005 for the spring 
2006 semester.

The Reading II course book used between 2003-2006 contained 10 units 
that followed a uniform three-part format. A two or three-page reading pas-
sage of approximately 2100-2300 words was followed by 14-16 multi-
ple-choice cloze vocabulary exercises. Six to eight comprehension questions 
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Read Article

Answer Vocabulary & Comprehension/Opinion Questions

Discuss Vocabulary Questions

Receive Feedback on Vocabulary Questions

Discuss Comprehension/Opinion Questions

Receive Feedback on Comprehension/Opinion Questions

came next, with one-third to half being opinion-based. All of the reading pas-
sages were found through online media sources and were used for educa-
tional purposes as described under fair use copyright law (Copyright Research 
and Information Center, 2006; UK Copyright Service, 2004; U. S. Copyright 
Office, 2006). 

Figure 1 shows the study sequence for Reading II classes using the 
2003-2006 course materials. Students were required to read an article and to 
answer the vocabulary, comprehension, and opinion-based questions in the 
text as homework. Completion of the exercises was visually checked by the 
teacher at the beginning of class, and one point was deducted from the final 
score of each student who did not finish the assignment. Two or three stu-
dents neglect the homework in the first few weeks of the course, but all regu-
larly complete each week’s assignment by the middle of the semester. 
Students were first asked to form pairs or small groups to discuss their an-
swers to the vocabulary questions. When about 20 minutes had passed, the 
teacher would either forcibly or voluntarily elicit answers. After answering 
any related questions, students were then instructed to discuss their re-
sponses to the comprehension and opinion-based questions. The instructor 
went from group to group to give hints and advice on how to answer ques-
tions that troubled them. After all students had thoroughly discussed the 
questions, the teacher would call the class together and have a whole-class 
discussion by providing feedback on the article based on the questions. A 
portion of the vocabulary and comprehension items would later appear on 
one of three periodic quizzes taken during the semester, which accounted for 
40% of the final grade for the course.

Figure 1. Student Study Sequence for 2003-2006 Materials

O’Neill (2006) used two open-ended surveys that asked both students (N 
= 264) who used the Reading II materials revised for 2003 and the teachers 
(N = 7) who taught it to identify areas for possible revisions. Based on re-
sponses to a question asking how the course book could best be improved, 
extensive revisions were made including the replacement of a unit with out-
dated content, the inclusion of visual aids such as maps and graphs where 
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# Responses (Original) Responses (English translation)

95
71
51
27
16
15
11
9
8
8
7
6
6

Articles are too long
Textbook is too expensive
Articles are too difficult
Want answers to exercises in textbook
Include a glossary
Separate books for articles, questions
Want more interesting articles
Cloze exercises are too difficult
Want hints for answering questions
Vocabulary is too difficult
Too many questions
Include more visual aids
Want more scientific articles

appropriate, the rewriting or deletion of some opinion-based questions so as 
to put more emphasis on comprehension-based questions, the inclusion of a 
fill-in-the-blank vocabulary exercise to accompany each unit’s existing cloze 
vocabulary exercises, the replacement of certain cloze exercise distractors that 
were too easy or difficult, the rewriting or replacement of certain compre-
hension-based questions that were poorly written, and a standardization in 
the number of opinion and comprehension-based questions per unit. The unit 
study sequence, however, remained unchanged.

The same survey method was again used at the end of the spring 2006 
semester to see how a new group of Reading II students with the same 
Reading I background as those in the previous study reacted to the revised 
course book. The participants in this study were given the same anonymous 
questionnaire that asked in their native language how they thought their 
course book could best be improved. Ample writing space for any responses, 
to be written in Japanese, was provided on the forms. This data was collected 
at the same period during the semester as the previous year. Participation in 
the survey was again completely voluntary and all data was collected in an 
ethical manner (American Psychological Association, 2002).

RESULTS AND DISCUSSION

Table 1 shows the responses to the survey. Of the 631 students who took 
Reading II during the 2006 academic school year, 357 were surveyed and val-
id responses were received from 279. Of the 78 disregarded responses or 
questionnaires, 43 were either completely off-topic or blank and 35 students 
had written that the textbook did not need to be improved. All valid re-
sponses were individually documented and tallied. The numeral on the left 
indicates the total number of occurrences of each response. Approximate 
translations of the student feedback are included for reference purposes. The 
total number of responses received is a proportional representation of the tar-
get population (Borg & Gall, 1996; Oppenheim, 1992). In the previous study 
(O’Neill, 2006), 293 out of 648 students were surveyed, and valid responses 
were received from 264. 

Table 1. Student Survey Results



KOTESOL PROCEEDINGS 2006

Byron O’Neill 251

6
6
5
5
5
4
4
4
3
3
3
2
2
2
2
2
1
1
1

unit

Want Japanese translations of articles
Questions are too difficult
Want non-scientific content
Include variety in unit format
Want textbook in color
Want smaller textbook size
Too many cloze exercises
Include more opinion-based questions
Want more vocabulary exercises
Include fewer opinion-based questions
Want fewer multiple-choice distractors
Want more difficult vocabulary
Want more comprehension questions
Articles are too easy
Want grammar exercises
Units need uniform difficulty
Include unit summaries
Include questions related to visual aids
Want more up-to-date articles

N = 279. Some students provided more than one response.

The ten most common student suggestions for improving the coursebook 
accounted for 79% of the total and these were examined for the next revision. 
The most common response, that the articles were too long, is a complaint 
often heard from students by teachers of the course. The articles are each be-
tween 2100 and 2300 words in length. This is approximately double the 
length of the supplemental reading activities students encountered in Reading 
I. The key difference is that the articles in Reading II have to be read for 
homework, while 45 minutes of class time was used for the reading exercises 
in their previous reading course. Many Japanese university students also be-
lieve extracurricular activities, active social lives, and part-time jobs to be 
more important than serious study and resent having to do homework 
(Deiters, 1992; McVeigh, 2002), especially the amount that Reading II 
requires. The length of the articles contained in the course book is sig-
nificantly shorter than what students will see the next year in their speci-
alized upper-division courses and in graduate school, to which approximately 
half will attend. These students will be required to read and disseminate nu-
merous articles taken from international scientific research journals. Reducing 
the length of the articles in the Reading II course book will therefore not ad-
equately prepare them for their future academic studies. 

The second most common answer, that the textbook was too expensive, is 
valid. Students were required to purchase the course book (Arase et al., 
2006) from the university bookstore before the beginning of the school year 
for 2700 Japanese Yen, which is approximately 21,800 South Korean Won or 
23.50 United States Dollars. While this is within the price range of other EFL 
textbooks commonly used in Japan, the main reason why students reacted so 
strongly to the cost is that it was the first time that the textbook had to be 
purchased. The previous versions had been printed by the university and dis-
tributed free of charge. Budget restraints required a commercial publisher to 
print the materials for the 2006 school year, and university regulations re-
quired the student cooperative to distribute it. No profit was made by the au-
thors of the textbook or by the university itself, but because of its limited au-
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dience, the price cannot be lowered. 
The third and tenth most common responses, that the articles and vo-

cabulary are too difficult, are not surprising because the previous revision did 
nothing to address this. However, because of the high number of students 
who have consistently identified this as a point for improvement, an attempt 
has been made to address it in this revision (see below). Many respondents 
also requested answers to the exercises to be included in the course book. 
While some students may legitimately perceive this to be a useful study tool 
helping them better understand the reading passages, it would not be ad-
vantageous, as many would be tempted to cheat if given the opportunity 
(Diekhoff, Labeff, Shinohara, & Yasukawa, 1999; Johnson & Sheehan, in 
press).

Requests for the addition of a glossary are new, and no students thought 
that this would improve the course book in the original survey (O’Neill, 
2006). While this request is one reason that led to the inclusion of a new vo-
cabulary section in the beginning of each unit (see below), it may also be a 
response to a new department requirement for all students to purchase an 
imported English-English dictionary for their reading courses. The failure to 
bring one to class would result in one point being deducted from a student’s 
final score for the course. 

The number of students requesting separate books for the readings and 
exercises is similar in the two surveys (O’Neill, 2006). This request, while 
easy to accommodate, would significantly increase the printing costs of the 
required course materials. It is for this reason that the suggestion will be 
ignored.

Appeals for more interesting articles and themes to be included in the 
course book, while seemingly high with 11 incidences, is much lower than in 
the previous survey, in which it was mentioned 76 times (O’Neill, 2006). This 
may have been due to the timing of the survey, which was conducted at the 
end of the last class before the final examination. Students had at that time 
just completed studying a tedious, outdated unit on three Internet mega-
search engines, two of which no longer existed (Notess, 1998). As the unit 
was replaced with a more interesting and up-to-date unit based on a spec-
ulative science project (Daily Mail, 2005), fewer students may have perceived 
the course book as a whole to require improvement in this category.

The number of students who wrote that the cloze exercises were too diffi-
cult is consistent in both surveys (O’Neill, 2006). Even though an attempt 
was made in the previous revision to have the vocabulary exercise distractors 
seem less difficult, the current survey shows that a high level of dissat-
isfaction still exists. To address this, a new vocabulary exercise will be in-
troduced into each unit (see below).

Eight students in the survey requested hints for answering the questions 
to be included in the course book. This is compared with three who re-
quested it in the previous survey (O’Neill, 2006). While the number did in-
crease, guidance on how to answer questions cannot be given, as students 
will receive no such help when required to read articles for content courses 
their junior year and, for many, in graduate school. One of the purposes of 
Reading II has always been to prepare students for their future needs.
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Answer Opinion Question (Section 1)

Answer Vocabulary Questions (Section 2)

Read Article (Section 3)

Answer Vocabulary (Section 4) & End-Of-Unit Questions (Section 5)

Discuss Vocabulary Questions (Sections 2 & 4)

Receive Feedback on Vocabulary Questions (Sections 2 & 4)

Discuss End-Of-Unit Questions (Section 5)

Receive Feedback on End-Of-Unit (Section 5) & Opinion Questions (Section 1) 

REVISIONS FOR 2007

By taking into account the student survey responses from the current sur-
vey and after recognizing that the 2006 revisions did not entirely address stu-
dent concerns, adjustments were made to the Reading II course book. Figure 
2 shows an outline of the study sequence to be used from the spring 2007 
school year. 

Figure 2. Student Study Sequence for 2007 Materials

Each unit has now been divided into five sections (See Appendix). Section 
1 consists of an opinion-based, warm-up question, which was added to the 
beginning of each unit for students to answer before reading the article. This 
was done to address concerns about the difficulty of the articles by providing 
the benefits of a top-down processing capability (Nunan, 1991; Rumelhart, 
2004; Smith, 1971) and to raise schemata (Anderson & Pearson, 1988; 
Carrell, 1984; Carrell & Eisterhold, 1983). In Section 2, a new vocabulary 
matching exercise was introduced that features 10 common words from the 
article that students were not exposed to in standard Japanese high school 
curriculums and were not previously studied in other Reading II vocabulary 
sections (Shawback, 2006). The word is written on the left with English defi-
nitions on the right. This section was included to respond to concerns about 
the difficulty of the vocabulary in the articles and requests for the inclusion 
of a glossary. Knowing the key vocabulary before attempting to read the ar-
ticle will aid in comprehension (Laufer, 1992; Samuels & Flor, 1997). It is on-
ly after completing the two exercises that students should read the entire 
article. While there is no assurance that these procedures will be followed in 
this exact order, students will find the reading passages easier to understand 
should they attempt it. Finally, after reading the article, students will work on 
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the end-of-unit Sections 4 and 5, which comprise of vocabulary exercises, and 
comprehension and opinion-based tasks. Because of individual learner differ-
ences (Skehan, 1989), students will complete these either during or after 
reading the article. 

Once class starts, the sequence of study will be the same as that of the 
2003-2006 materials. The Cooperative Learning framework (Johnson, 
Johnson, & Smith, 1991; Joritz-Nakagawa, 2006) was never criticized or cited 
as an area for improvement in any of the three surveys. As before, students 
will confer with each other on their answers to vocabulary exercises before 
receiving feedback from the teacher. Students will then discuss their re-
sponses to the questions before having a whole-class discussion. This learn-
er-centered approach develops a sense of autonomy in the students, which 
will assist them with their future needs (Benson, 2001; Cotterall, 1995).

CONCLUSION

This study sought to investigate how revisions made to a collection of 
task-based, content-based materials was received by the students who used 
them. The previous study attempted to make several changes by examining 
student and teacher feedback. This revision was conducted a year later and 
was guided by comments solicited from the students who used the revised 
materials. A change was made to the study sequence of the units in the 
textbook. Two new sections were added to the beginning of each unit to aid 
in comprehension of the articles. 

Materials revision is a cyclic process that requires continuous development 
and evaluation (Stern, 1992). The interpretation of the survey results pre-
sented in this paper were those of the author alone. Different ideas may have 
been implemented if the Reading II materials revision project had been a col-
laborative work. All changes made in this revision were based on the top ten 
student responses. The other 21% could have been examined to make further 
improvements to the course book. A follow-up survey will also need to be 
conducted in the future to measure the appropriateness and validity of the 
revision described in this paper. Unlike the previous study, the collected data 
did not include any feedback from the instructors who used the revised 
materials. Input from this group can be used as a factor in future revisions.
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ABSTRACT

The trend of incorporating academic content-based courses into English 
language programs at the university level has created a need for level 
and language appropriate English curriculum for the wide range of uni-
versity majors. While an array of commercially made EFL/ESL materials 
exist for Business related majors, teachers will have much greater diffi-
culty finding level-appropriate materials for other majors such as Law, 
International Relations or Economics. Therefore, many teachers, when 
faced with teaching a course where no text exists, must create and write 
their own content-based curriculum. This paper will address the basic 
steps needed to effectively design and create a content-based curriculum 
for a university-level EFL/ESL classroom. Included in these steps will be 
the varying definitions of a content-based course, the common chal-
lenges faced while writing a content-based curriculum, important guide-
lines to follow as the curriculum is written, and methods to gather and 
utilize teacher and student feedback for revision after the course has 
been taught. 

PURPOSE OF THE PAPER

The purpose of this paper is to identify and discuss four areas that are 
essential for designing effective content-based curriculum. These areas include 
1) Defining Content-Based Instruction (CBI) and considering the balance be-
tween language and content; 2) Recognizing the challenges and factors in-
volved prior to writing the curriculum; 3) Developing clear, concise, sequen-
tial and level-appropriate lesson plans; and 4) Collecting and incorporating 
teacher and student feedback into the revision of the curriculum.

DEFINING CONTENT-BASED INSTRUCTION (CBI)

Varying views on the definitions of content and content-based instruction
exist. However, a key step in designing an effective curriculum that meets the 
needs of students, the instructors and specific program will be to identify and 
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Content-Driven

Content is taught in L2.

Content learning is priority.

Language learning is secondary.

Content objective determined by course 
goals or curriculum.

Teachers must select language objectives.

Students evaluated on content mastery.

Language-Driven

Content is used to learn L2.

Language learning is priority.

Content learning is incidental.

Language objectives determined by L2 
course goals or curriculum.

Students evaluated on content to be 
integrated. 

Students evaluated on language skills/ 
proficiency.

agree on a working definition of these terms. Chaput (1993) defines content
as “any topic of intellectual substance which contributes to the understanding 
of language in general, and the target language in particular.” In this view, 
the goal of utilizing content in a classroom would be for learning the 
language. Crandall and Tucker (1990) describe content as “academic subject 
matter” while Curtain and Pesola (1994) express content-based instruction as 
“curriculum concepts being taught through the foreign language.” These par-
ticular views represent a contrasting aspect of CBI in which the content itself 
is emphasized in a language-learning context. In light of these two per-
spectives, it will then be important for curriculum developers to answer the 
following questions before designing curriculum: Will the course be a con-
tent-driven course where learning the content is the priority? Will it be a lan-
guage-driven course where language learning tasks take precedence? On the 
other hand, will it be a course that aims to emphasize both the language and 
content? A framework provided by Met (1999), in Table 1, provides curricu-
lum developers a scheme to consider the balance between language and con-
tent that is appropriate for each individual context. This continuum can assist 
teachers in determining overall course objectives as well as the specific lan-
guage and content goals of each lesson. 

Table 1. Continuum of Content and Language Integration
Source: M. Met. (1999)

All forms of CBI in essence will be an integration of both language and 
content. However, one of the greatest challenges in CBI will be achieving the 
balance that is appropriate to a particular context that includes the teacher 
and students. Murphey (1997) indicates, “The hardest task for most teachers 
seems to be in making their content area comprehensible and in avoiding the 
two extremes (p. 123).” It will be important to consider this balance while es-
tablishing course goals and objectives during the lesson writing process. 
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RECOGNIZING THE CHALLENGES AND FACTORS INVOLVED PRIOR TO 

WRITING THE CURRICULUM

When creating curriculum for a content-based course, every teacher will 
be approaching a different context for writing. Teachers write content-based 
curriculum for diverse situations. Curriculum committees or individual teach-
ers may be writing curriculum for a whole faculty of teachers and students or 
may simply be writing curriculum for their own courses. In any situation, the 
context will, necessarily, dictate much of the style and content included in the 
curriculum.

Diagram 1. Challenges of Developing Content-Based Curriculum (Brooks, 
2004)

Core Curriculum

Students

External 

Factors
Materials

Teachers

Four areas present challenges prior to curricular development. As seen in 
Diagram 1 (Brooks, 2004) these factors include areas related to students, 
teachers, materials and external factors. 

One of the first challenges facing curriculum writers will be to consider 
the varying language proficiency levels of the students. If possible, the stu-
dents should be placed into classes according to their English abilities. 
Simultaneously, scheduling and class size should be arranged to reflect the 
overall goals and objectives of the course. Prior content knowledge of the stu-
dents will be another factor to consider as the students may or may not have 
a solid foundation in the content that is going to be taught in their first lan-
guage let alone their second language. Student interest and motivation should 
also be taken into account prior to curricular development. 
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A second area of contextual challenges will relate to teachers and the in-
struction of content-based curriculum. It will be important for the curriculum 
developers to recognize the varying teaching styles of instructors and their 
prior knowledge of the content. Some teachers may be intimidated by teach-
ing a content-based course if they have little or no prior knowledge. This 
means it will be vital to orient instructors in both approach to CBI as well as 
the content that will be taught. It also suggests that lesson plans that are lat-
er developed need to be written clearly, concisely and consistently so in-
structors can focus on learning and teaching the content itself. 

Locating materials for content-based courses can pose another set of 
challenges. Depending on what content is going to be taught, it may be difficult 
to find an appropriate textbook for the course due to difficulty of the text and/ 
or the relevancy of topics within a textbook. Curriculum developers will need to 
consider multiple factors in selecting what kind of themes or topics to teach. 

The final area that needs to be examined will be external factors, such as 
scheduling, budgeting, how students are organized, and goals of the university 
or department that the content is related to. The curriculum developers can-
not directly control many of these influential factors. However, it will be im-
portant to communicate with the administration about essential needs (e.g., 
Funding, time for curricular development, number of people involved) and to 
discuss goals and objectives of the course. 

GUIDELINES FOR WRITING AND DEVELOPING CURRICULUM

The following sections are meant to provide advice for curriculum writing 
that was applied by the authors for their specific context but could be easily 
adapted and applied to a variety of CBI writing situations.

Before beginning the writing process, creating a set of formatting guide-
lines to follow will ensure consistency, clarity and continuity for individual 
lessons and the overall curriculum. Adopting clear writing guidelines is espe-
cially important when a committee is developing lessons. Lessons should in-
corporate a uniform style with clear instructions for any teacher to be able to 
pick up, preview and teach. The lesson objectives should accompany activities 
that are used to achieve those objectives and sufficient background content 
information should be included to provide adequate support for teachers. 

Students making the leap from a traditional, four-skills English class into 
a content-based course will invariably need vocabulary support for the count-
less words specific to the intended content. While writing content-based cur-
riculum, it is important to identify key vocabulary and create a bank of words 
that students will need to learn in order to understand each lesson. Kate 
Kinsella notes, “Instructors in content-based classrooms can do their English 
language learners an immeasurable service by introducing them to a system-
atic and pedagogically sound method of vocabulary expansion” (Kinsella, 
1997, p. 64). Writers should keep in mind that students must learn the essen-
tial vocabulary prior to the target lesson. Explicitly teaching the students 
strategies for learning vocabulary, stressing the importance of consistent study 
and using vocabulary assessment regularly will greatly increase the likelihood 
that students will be able to understand the content of the lessons.
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When writing curriculum for content-based courses it is imperative to 
limit the amount of material covered in the course so that students have suf-
ficient time and opportunities for repeated exposure to grasp the intended 
topic. Varying the activities and modes of instruction for one topic helps to 
keep students engaged. As Stoller and Grabe write, “It is important not to 
overwhelm students with too much content. There are usually many ways to 
exploit interesting content for language learning purposes without moving 
through large sets of resources too quickly” (Stoller & Grabe, 1997, p. 93). 
For example, one lesson in a unit may include activities that focus on reading 
and making written responses to a content-based article, while the next les-
son asks students to interpret charts and graphs and interact in small groups 
using the same content from the previous week. The content-specific language 
written and read in the first class gets “recycled” by the speaking and listen-
ing in the second class. Changing the tasks but working with similar content 
over a series of classes allows students the time necessary to comprehend and 
use language specific to the content. 

FEEDBACK AND REVISION

No curriculum is perfect in its initial form, so teachers creating a con-
tent-based course should be prepared to make significant revisions after the 
first lessons have been taught. Once the initial writing process has been fin-
ished and the piloting of lessons has begun, gathering feedback from both 
teachers and students is critical to the overall curriculum revision process. 
Planning and creating opportunities to gather different types of feedback both 
during and at the end of the course is vital to receiving the input needed for 
proper revision.

Anonymous surveys that ask students and teachers specifically about ac-
tivities, assignments, vocabulary and provide space for written comments are 
helpful to gauge the overall perception of the curriculum and to find common 
areas of concern. This type of feedback allows students and teachers to be 
frank about curriculum without fear of offending the teachers or curriculum 
writers. Formal surveys of this type can be done several times over the course 
of the school year. 

In addition to the formal, traditional survey format, more informal but 
equally valuable opportunities for feedback exist. Creating a “posting” space 
for comments online allows teachers to make remarks about lessons immedi-
ately after they have taught the lesson - while curriculum problems are still 
fresh in their minds. This also benefits the curriculum writers who can quick-
ly and easily gather feedback about specific lessons. Furthermore, one to one 
interviews or informal questioning with both teachers and students can also 
provide helpful feedback, but, in these situations, it is important to make a 
written record of comments so that they can be easily accessed and not for-
gotten when the time comes to begin re-writing the curriculum. Having fre-
quent group meetings with teachers also allows for valuable discussion and 
gives opportunities for curriculum writers to collect teacher-generated ideas 
that will be helpful for later revision. Regardless of the methods used, it is 
essential to gather feedback throughout the school year, listen carefully to 
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both teacher and student suggestions, and to be astute enough to make 
changes to the curriculum when necessary. 

SUMMARY

The ancient Chinese saying, “The longest journey begins with a single 
step,” is an apt proverb for curriculum writing. Developing a content-based 
course can be a challenging and time consuming task for any curriculum 
writer. Establishing where the program will fit along the content/language 
continuum and how to balance language and content within the course 
should be the first step in this journey. Defining this first step allows teachers 
to then identify and address the challenges common to most content-based 
programs such as the disparity in language proficiencies of students, lack of 
level-appropriate materials and the varying degrees of prior content knowl-
edge of teachers. Once the writing process begins, curriculum writers would 
be wise to limit the amount of material presented to students and to find ac-
tivities that allow students maximum exposure to course vocabulary and 
content. Lessons should be written clearly, uniformly and include background 
information so that teachers with less prior content knowledge can feel con-
fident when presenting the curriculum to their students. Finally, as the course 
begins, curriculum writers should collect as much student and teacher feed-
back as possible to aid in their ongoing revision of the curriculum. 
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ABSTRACT

As Korean families continue to send more and more of their children 
abroad for overseas English education, local governments have been un-
der pressure to provide alternative English language instruction. Among 
these, Korean English Villages have come up with a novel, if partial,  
solution. Combining elements of content-based language immersion and 
non-formal, experiential learning within multicultural theme parks, the 
English Village concept represents a marked shift in educational policy, 
theory, and practice towards a more global, progressive, and particularly 
constructivist view of learning in general, and English language learning 
in particular. Nevertheless, while English Villages as educational policy 
may not completely address the problems of increasing education migra-
tion, the hype and controversy surrounding them has nonetheless ob-
scured their novel pedagogical value. The following discussion paper, 
borrowing from critical pedagogy, outlines the essentially experiential, 
constructivist nature of English Village methodology as an important al-
ternative to traditional Korean English language instruction. The paper 
argues for an understanding of the potential of English Villages as a 
model source of transformative pedagogy. Future research directions are 
also considered. 

BACKGROUND: POLITICS AND PEDAGOGY

The increases in recent years in the number of Korean children sent 
abroad for English-based education has contributed to a welcome debate 
about the need for more alternative and affordable English language pro-
gramming locally. Indeed, the push to globalize Korea’s human capital has re-
sulted in an increasing number of parents (Bae, 2006) seemingly rejecting 
Korea’s high-stakes, exam-oriented English education in favor of more pro-
gressive, humanistic educational environments that foster those creative and 
practical skills needed for global competitiveness (Kim-Renaud, 2005, p. vii).
According to the Korean government’s latest figures, the number of 
school-aged children studying abroad in 2005 reached 20,400, a 24% in-
crease from the previous year, with an estimated 60% of these going to 
English-speaking countries (Bae, 2006). Representing an over ten-fold in-
crease in since 1999 (Faiola, 2004), the annual cost of overseas education to 
parents has now surpassed $4 billion (extrapolated from 2004 figure of $3.37 
billion dollars and the recent increased value of the won; Cho, 2006). 
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Meanwhile, for those families unable to participate in this accelerated global-
ization of the privileged, local private tutoring and a variety of summer/win-
ter immersion camps offer the next best thing, while still costing Korean pa-
rents over $7 billion a year (Choe, 2006).

In an effort to accommodate this urgent demand for more equal access to 
quality English language instruction not to mention stem the record outflow 
of trillions of Korean won abroad, government leaders have called for more 
drastic measures to make intensive English programs more widely available. 
Underscoring the failure of current English language programming, Korean 
lawmakers recently pointed out that not only has Korean education “failed to 
provide ample opportunities for students to become immersed in English 
speaking environments,” but “the polarization in English capabilities is also 
becoming evident in our society (English promotion, 2006). This increasing 
gap is of particular concern, given Korea’s longstanding ideological commit-
ment to equality of opportunity in education (Abelmann, Kim, & Park, 2005, 
p. 36). Consequently, it is against this strong egalitarian tradition that English 
Villages were originally conceived as a local alternative to overseas English 
study. The brainchild of Kyeonggi Province Governor Sohn Hak-kyu (founder 
of the Gyeonggi English Cultural Foundation), the original English Village 
concept was primarily developed as a means of providing quality, learn-
er-friendly English immersion programs to students from families of more 
limited means (Faiola, 2004), the ultimate goal being to narrow the so-called 
English divide (Chung, 2006). 

Clearly, as instruments of English language education policy, English 
Villages have achieved a certain measure of political legitimacy and accept-
ance among the public, if not the academic community (Lim, Hong, quoted 
Chung, 2006). At the heart of the controversy, English Villages which exist 
both as privately run, profit-driven language schools (e.g., Korea Herald 
English Village) and/or as quasi-governmental educational institutions (Seoul 
English Village, Kyeonggi English Village-Ansan and Paju Camps) have often 
been used politically as English language policy footballs (Cho, 2006). 
Certainly, the ongoing development of EVs provides a certain amount of so-
cio-educational redemption for governments under increasing pressure to de-
liver locally affordable English immersion. 

Beyond the politics, hype, and controversy that continue to surround 
them, English Villages have managed to introduce novel, progressive peda-
gogical approaches into Korean English language education. Consistent with 
the Ministry of education’s five-year plan to introduce more experience-based 
language learning programs, the uniquely non-formal, constructivist nature of 
EV pedagogy has the potential to act as an important catalyst for reform 
within Korean English language teaching (ELT). 

ENGLISH VILLAGE METHODOLOGY 

In contrast to traditional ELT, the English Village (see Notes) concept 
represents a significant shift in educational policy, theory, and practice to-
wards a more global, progressive, and humanistic view of EFL. Combining el-
ements of multi-cultural theme parks and experiential learning, the EV con-
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cept attempts to bridge the longstanding cultural, curricular, and instructional 
gaps in current Korean ELT by offering a range of non-formal, content- and 
activities-based language immersion within a dedicated multicultural theme 
park.

Most importantly, EVs claim to provide, content-based, immersion learn-
ing environments, where all instruction is in the second language (English) 
and all teaching is organized around specific content information that learn-
ers acquire while engaged in collaborative learning projects/activities, rather 
than around any particular language-based curriculum (Richards & Rodgers, 
2001, p. 204). Ultimately, this means that the focus of all communication is 
on meaning rather than form (Krashen, 1982), an approach which contrasts 
significantly with the kind of traditional form-focused, test-driven approaches 
of Korean ELT. Of course, cognitive learning theories have long informed us 
that the best learning is the result of meaningful interaction and inter-
pretation, and not merely the recording of facts and information (Resnick, 
1987, p. 2). Unfortunately, when the ultimate goal of learning English for 
classes of 40+ students (middle/high schools) is test scores, the resulting 
competition and individual performance anxiety can significantly increase 
learners’ affective filters (Krashen, 1985), contributing to greater learner stress 
and reduced self-confidence. At its worst, the zero-sum competition that char-
acterizes Korean education discourages the very attributes that we value most 
in education and life: democracy, social cooperation, and collaboration lead-
ing to educational and affective growth (Finch, 2005, p. 60). In contrast, not 
only are EV classes limited in number (maximum of twelve at the Paju 
Camp), but more importantly, their immersion approach typically emphasizes 
English not as an end in itself, but rather as a means to more cooperative 
and communicative ends, and not as an end in itself. Such kind of the con-
tent- and activities-based approaches are intentionally designed to allow the 
learner’s second language (L2) to perform the role of a functional link be-
tween English as a subject (as it is treated in traditional Korean ELT) and 
‘English as a tool of meaningful communication’ (Paju Camp Program 
Overview, 2006, p. 5). 

Secondly, and more central to this paper’s focus, the most important dis-
tinguishing aspects of EV methodology are the learner-directed features of its 
curriculum and the many opportunities for informal learning to take place. 
For example, within the Kyeonggi English Village-Paju Camp’s one-week pro-
gram, (middle-school) learner-participants are allowed to choose both a study 
major (Science, Music, Entertainment, and Drama) and associated content 
areas (Robotics, Speechcasting, Global Awareness, Creativity, Broadcasting, 
Music Video, etc.). Within the two-week program (elementary and middle 
school), participants are additionally provided many informal language prac-
tice opportunities through participative games (Evening Program) and several 
experiential outings (Weekend Program). Outside of the relative structure of 
these various project-based classes, participants are free to partake in a varie-
ty of quasi-authentic cultural experiences: from basic interactional language 
practice with on-site Village residents (street entertainers, ground staff, etc.) 
to more purposeful, transaction-type exchanges involving resident teacher-en-
tertainers (English Village officials restaurant staff, street entertainers, etc.). 
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However, regardless of the specific activity (structured, less structured) or 
program length (weekend, weeklong), the important point is that the entire 
EV concept is based on radically different assumptions about what learning 
should be. At its best, and in contrast to existing Korean ELT, EV pedagogy 
is founded upon learner-centered, process-based instructional methodologies 
whose novel pedagogical value cannot be overstated within the wider context 
of traditional EFL. 

A CONSTRUCTIVIST INTERPRETATION OF EV METHODOLOGY 

Although hardly a new concept since Dewey (1938), Piaget (1955), 
Vygotsky (1978) and, more recently, Wells (1995) proposed their respective 
versions, constructivism has continually re-emerged in educational circles fol-
lowing the rise in humanist psychologies in the 1960s and 1970s (Fenwick, 
2001, p. 5). In simple terms, constructivism is the idea that learners con-
struct knowledge for themselves, both individually and through social inter-
action (Hein, 1991, p. 1). With applications in both epistemology (the nature 
of knowing) and learning theory (how humans ‘construct’ knowledge), con-
structivist learning theory views existing knowledge as relative (to its end use) 
and provisional (Russell, 1996, p. 3), and knowledge formation as a process 
driven largely by individual experience (thus the importance of learner-center-
edness in contemporary educational discourse). In both cases, learning is said 
to occur when learners are free to interact meaningfully with sensory data 
(i.e., linguistic, social, multi-cultural input, entertainment), thus allowing the 
latter to actively construct and re-construct their internalized versions of the 
surrounding world (Hein, 1991, p. 2). As we can see, constructivism has little 
in common with the priorities of traditional classroom-based Korean ELT. 

In terms of psychology of knowing, the constructivist learning philosophy 
which underlies English Village pedagogy has much to offer traditional 
Korean ELT (and Korean education in general). Of course, since various his-
torical, socio-educational, and institutional factors have continued to empha-
sized learning here as a means to an end (access to elite colleges) as opposed 
to an end in itself, test results have continued to be emphasized over actual 
proficiency. The practical implications for EFL has been that the resulting 
lack of meaningful, classroom-based language practice continues to make it 
very challenging for Koreans to develop, much less maintain, much beyond 
basic English language ability (Park, 2004; Li, 1998; Lee, 1991, quoted in 
Finch, 2005, p. 278). Consequently, current classroom-based approaches to 
EFL (particularly in the upper school years of public school) help to perpetu-
ate a distinctly behaviorist notion of knowledge formation, where learning is 
the result of an infinite number of mental associations (memorization, rote 
learning of vocabulary, and grammatical elements, etc.), and where knowledge 
is simply an aggregate of these smaller elements (Hein, 1995, p. 1). 

While little comprehensive research exists on Korean English Villages per 
se, we may look to the literature on museum learning theory, constructivism 
(also referred to as experiential learning), and particularly out-of-school learn-
ing as useful frames from which to better appreciate what English Villages 
bring to Korean ELT. Among the principal authors, George H. Hein (1991, 
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1995, 1998) has written extensively on the subject, and his oft-quoted dia-
gram, Summary of Approaches to Learning (Figure 1), may be useful in con-
trasting English Village pedagogy with the more traditional EFL approaches 
being practiced within Korean ELT: 

Figure 1. Hein's Summary of Approaches to Learning in the Educational 
Literature

 (From Hein, 1998, p. 24)

As outlined above, beliefs about the nature of knowledge and knowledge 
formation are important in the sense that they inform our choices of specific 
teaching methodologies. Referring to Figure 1 (Hein, 1998, p. 24), these be-
liefs help explain the essential differences between the four quadrants. 

Traditional classroom-based EFL in Korea typically employs behaviorist 
approaches to knowledge acquisition, which effectively reduce English to little 
more than just another subject to be mastered. Referring to Figure 1, the 
types de-contextualized, teacher-sourced discrete knowledge (memorization of 
grammar rules, vocabulary, and other superficial language manipulation) re-
quired for successful English study particularly in the upper years reflects a 
positivist perspective on knowledge as represented by the upper-left Didactic/ 
Expository quadrant (and occasionally the lower-left Stimulus-Response quad-
rant, in which English ability is characterized by an automaticity of response 
of the Fine, thank you, and you? type). A slight improvement on the two lat-
ter approaches is the Discovery approach. While allowing for the learner’s 
mental construction of knowledge, discovery learning is nonetheless rooted in 
the same positivist beliefs in the need to present content in a pre-determined, 
linear sequence. The only difference is that the learner is encouraged to dis-
cover knowledge through concrete, personal experience (personal ex-
perimentation, independent field trips, etc.; Hein, 1995, p. 2). Moving to the 
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lower-right quadrant, Constructivism represents an idealist approach to 
knowledge formation, whereby both knowledge and the way it is acquired are 
dependent on the will of the learner (p. 3). Proponents of the constructivist 
view suggest that learning is characterized by “the active process involved in 
building knowledge,” as opposed to “knowledge as a set of unchanging posi-
tions which merely need to be understood and memorized.” (Somekh & 
Lewin, 2005, p. 344). 

Hein’s diagram is particularly instructive in drawing the contrast between 
the two diametrically opposed conceptions of knowledge-formation as prac-
ticed by both traditional Korean ELT and English Village methodology. In 
contrast to the former, English Villages offer a novel opportunity for learners 
to directly impact their individual learning processes and social-cultural expe-
riences by engaging in a self-directed approach to both subject content and 
unscripted socio-cultural interaction (through informal interaction with other 
students, instructors, and Village residents-actors). For example, student par-
ticipants within both the one-week and two-week programs are allowed to 
choose among four major subjects (science, music, entertainment, and dra-
ma), within which more specific content areas (robotics, cooking, speech-
casting, creativity, global awareness, etc.) are offered (Gyeonggi English 
Village Paju Camp, 2006, p. 25). Equally important to the learner-directed, 
content-based nature of the program are the instructional techniques and 
project/activities-based methodologies that drive the experiential features of 
the program. To use another example, the creativity content area offers a 
hands-on, project-based curriculum in which students cultivate their English 
language skills through a complete process of scriptwriting, directing, costume 
making, set design, puppet making rehearsals, and actual performance (p. 
28). When looked at through this perspective, the experiential learning can be 
seen to contrast dramatically with the traditional high-stakes, test-driven, and 
teaching-centered methods, which persist in Korean ELT (Finch, 2005, p. 
278). 

EXPERIENTIAL LEARNING: FOCUSING ON THE PROCESS OF LEARNING 

In the same way that learning is not simply about answers, constructivist, 
or experiential, approaches to learning are not results- or test-driven. Rather, 
they are based on a developmental concept of learning (Piaget, 1955; 
Vygotsky, 1978) which, in contrast to traditional classroom-based Korean 
EFL, places the learner and the learning process at the heart of the activity 
(Russell, 1996). Therefore, any appreciation of English Village methodology 
must begin with a more holistic appreciation of its effects on learner-partic-
ipants as opposed to learning outcomes alone. In other words, if English 
Villages are to establish any kind of pedagogical legitimacy in their own right, 
their potential effects need to be considered beyond the mere (and under-
standable) expectation of increased English proficiency. Here, again, we may 
look to the literature for some guidance.

In recent decades, various modes of informal and experiential learning 
(interactive science and art museums, humanistic adventure weekends, etc.) 
have been the subject of a growing body of research seeking to measure their 
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educational value mainly by a) gauging attitudinal changes in learner-partic-
ipants, and b) identifying those pre-and post-learning conditions which help 
ensure that the residual benefits of such experiences remain after their nov-
elty wears off (Anderson, 1999; Russell, 1996). Indeed, given the novel and 
as-yet untested mix of education and entertainment (“edutainment”) offered 
by EVs, future research would benefit from approaching the EV phenomenon 
from a wider educational perspective. Here, the possibilities are many. For 
example, Renkel et al. have identified four key structural deficits of the type 
of test-driven, de-contextualized, compartmentalized learning that character-
izes much of traditional English learning in Korea. In addition, the latter un-
derscore important aspects of intrinsic motivation which emerge when the 
(English) knowledge in question is called upon within authentic learning sit-
uations (such as within the kind of informal, collaborative, project-based ac-
tivities found within the EV curriculum). Clearly, and as Pea has also noted 
(1987), context plays a crucial role in determining how and when new and 
existing knowledge is used, or transferred. Others have identified the im-
portant increases in metacognitive awareness (Prawat, 1989; Renkel, 1996) as 
a result of experiential-type learning, where engagement in the learning activ-
ity increases because of students becoming more aware of what they do or do 
not know. While not exhaustive, the above are just a few of the many bene-
fits that result from a shift in pedagogical focus from mere outcomes to the 
process of learning. 

DISCUSSION AND FUTURE RESEARCH DIRECTIONS

The emergence of English Villages has no doubt added a novel alternative 
source of EFL to the test-driven methodologies of classroom-based Korean 
ELT. Along with the growth in after-school programming and summer/winter 
immersion camps, the growing interest in more informal, experiential EFL 
signals a promising shift in educational policy, theory, and practice towards a 
more progressive, humanistic, and learner-centered view of learning in gen-
eral, and EFL in particular. In this sense, the transformative potential English 
Villages as agents of change within Korean cannot be underestimated, regard-
less of their original raison d’etre (simply, as a dubious alternative to over-
seas English education). However, the institutional inertia that helps maintain 
those test-driven policies and methods that presently characterize EFL educa-
tion here make it very rather difficult for educators to consider alternative 
methods, especially in the upper years of public education (i.e., where em-
phasis on discrete-point tests such as the famed Korean seuneung, or college 
SAT, takes precedence over communicative ability). Meanwhile, along with 
the ongoing hype and controversy of English Villages, public reaction to the 
(still) growing phenomenon (see the latest English Town project being consid-
ered for Cheju Island) continues to be mixed, with critics questioning the 
very legitimacy and ability of EV to deliver on their expensive and ambitious 
mandates (Krashen, Taipei Times). 

One unfortunate result of the tremendous hype surrounding EVs has been 
the expectation that they can actually improve EFL proficiency after one or 
two weeks’ participation. Whether or not the result of excessive promotion, 



Proceedings of the 14th Annual KOTESOL International Conference Seoul, Korea, October 28-29, 2006

Korean English Villages: How Experiential Learning Is Challenging Korean ELT278

this is precisely where the politics of English Villages need to be dis-
tinguished from their pedagogy. Indeed, according to professor Lim Hee 
Jung, of Seoul National University’s Department of English Education, al-
though English Villages have certainly had a positive impact on those stu-
dents who otherwise cannot access effective English learning environments, 
“the artificial environment of English Villages, with their short-term experi-
ence leaves a lot to be desired in actual improvements in English language 
ability.’’ (Chung, 2006, p. 3). Still, educational researchers have only scratch-
ed the surface in terms of properly evaluating the effectiveness of the English 
Villages. For example, in one of only two (known) comprehensive assessments 
of any English Village, Professor Lee Byung Min (2006) of Seoul National 
University, conducted an in-program survey of 600 middle-school participants 
at the Gyeonggi English Village-Ansan Camp. 

Not surprisingly, survey results showed a general satisfaction rate (around 
60%) with the program. Notably, learner-participants were not stratified to 
reflect socio-economic background, something that could be considered key to 
further establishing the important socio-educational legitimacy of EVs as tools 
of English language policy. Since EVs were (supposedly) developed to accom-
modate students whose families could not afford overseas immersion, future 
surveys would do well to distinguish responses according to socio-economic 
background. In addition, the Ansan Camp surveys were conducted in-program. Of 
course, in order to properly control for what the literature refers to as novelty 
effect (see Hurd, 1997, for a discussion of novelty in terms of a hierarchy of 
variables), participants would have to be surveyed pre- and post-program in 
order to grasp the before-and-after effects of EV participation. Furthermore, 
given the short-term nature of EV programs (one/two weeks), follow-up sur-
veys could be useful in measuring their residual effects (“transfer”) on learn-
ers in subsequent English learning contexts (classroom, private study, encoun-
ters with foreigners, etc.). Anything less risks ignoring the important devel-
opmental aspects of learning mentioned above. 

Clearly, when compared to the effectiveness of overseas immersion, EVs 
cannot possibly compete, and it would be irresponsible for anyone to claim 
that a one or two weeks of immersion program could have any significant ef-
fect on one’s English language proficiency. Then again, English Villages could 
be forgiven for promising so much. But beyond the inevitable politics of such 
a bold educational endeavor, and after what may be referred to as a series of 
hyped-up promotional missteps, English Villages would do well to de-empha-
size their programs as an effective alternative to overseas immersion and fo-
cus on what they do offer: an engaging alternative source of English im-
mersion which may ultimately increase learner motivation by helping to break 
down learner anxiety about English (Paju Camp Program Overview, p. 12)

CONCLUSION

While English Villages may not quite fulfill the promise of their original 
mandates, they do represent a bold new approach to EFL whose symbolic 
value within Korea education overall cannot be ignored. Their more glo-
balized, progressive, learner-friendly methodologies while perhaps not so 
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revolutionary in the West are an important extension of what Brown calls “a 
new learning ecology” (2000, p. 5). Although Brown refers specifically to the 
digital revolution currently underway, English education may not be far be-
hind when learners no longer feel restrained by physical, cultural or more
importantly for Korean learners institutional boundaries (outdated educa-
tional policies) which stand in the way of more informal, self-directed learn-
ing experiences. Notably, educational field trip programs are gaining in popu-
larity as Korean families continue to enjoy more and more leisure time to-
gether (Chung, 2006). In this sense, educational stakeholders and researchers 
alike have a responsibility to expand their conceptions of informal, EV-type 
learning beyond being mere entertaining alternatives to formal learning. 

Indeed, if the transformative pedagogy (Freire, 1970; Banks, 1996; Fay, 
1987) that EVs represent is to have any significant impact on Korean ELT, 
then governments, the public and the (English) educational community need 
to better understand what they offer. At their best, English Villages (e.g., Paju 
Camp program) provide a variety and breadth of multi-cultural English im-
mersion experiences that few, if any, local institutions can match. However, 
as of yet, little empirical research has been carried on them. In addition, 
while the literature has clearly established the various metacognitive benefits 
of out-of-school learning experiences (Russell, 1996; Anderson, Falk, & 
Dierking, 2000), as Georghiades (2000) notes, there has been astonishingly 
little research on the influence of such programs on learners’ subsequent ev-
eryday experiences (p. 122). Clearly, a more comprehensive approach is war-
ranted, and EVs themselves have a stake in providing better access to the lo-
cal research community in order to more clearly establish their various 
merits. Until the educational research community begins to investigate such 
questions, measuring EV program effectiveness will forever be doomed to be-
fore-and-after type user satisfaction surveys, which of course are more about 
marketing than actual research. 

Specifically, in order for English Villages to play a more legitimate and in-
fluential role within Korean ELT, there will need to be:

1) More independent, authentic appraisals of their ability to increase 
English proficiency, given limited program durations;

2) More comprehensive, and empirical research into both the immediate 
(in-program) benefits (i.e., metacognitive, affective) of EV participation 
and its residual (post-program) effects (attitudinal, socio-affective) on 
subsequent English learning and experiences;

3) Better integration of EV-type content, methodology and instructional 
techniques into mainstream (classroom-based) ELT.

Once again, despite the perhaps limited ability of EVs currently to deliver 
immediate English proficiency gains, the literature on ‘informal learning’ sug-
gests that the developmental nature of experiential, constructivist pedagogy 
offers both immediate and residual benefits. Assuming these various benefits 
are real and that they extend beyond the (short) program duration, then EVs 
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may eventually consolidate their growing influence as a catalyst for trans-
formational change within Korean education generally and Korean ELT in 
particular. Conceivably, increased program collaboration between EVs and 
public schools, coupled with greater integration of EV-type instructional con-
tent and methods into existing EFL curricula, could eventually see EVs play 
an integral role in helping to shake current ELT from its institutional inertia 
and bring it into the 21st century. Realistically, of course, little change is like-
ly as long as English-testing results continue to be more important than ac-
tual communicative proficiency (Finch, 2005). However, with better research 
English Villages hype and controversy may yet subside as educational stake-
holders come to a better understanding of what they mean for Korean educa-
tion overall. 
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NOTES

For the purposes of this paper, any detailed discussion of EV methodology 
is limited to information on, and observations of, the Gyeonggi English 
Village, Paju Camp facility. As the largest and most elaborately designed fa-
cility, it is considered most representative of the many English Villages now 
operating in Korea. 

REFERENCES

Abelmann, N., Kim, H., & Park, S.J. (2005). The uneven burden of vitality: College 
rank, neoliberalism, and South Korea’s “new generation.” In Y.-K. Kim-Renaud, 
R.R. Grinker, & K.W. Larsen (Eds.), Korean Education (The Sigur Center Asia 
Papers, 24; pp. 33-52). Washington, DC: The George Washington University 
Press. Retrieved September 12, 2006, from http://www.gwu.edu/~sigur/pubs/
SCAP24-KoreanEd.pdf

Anderson, D. (1999). The development of science concepts emergent from science 
museum and post-visit activity experiences: Students' construction of knowledge.
Unpublished doctoral dissertation, Queensland University of Technology, Brisbane, 
Australia.

Anderson, D., & Lucas, K.B. (2001). A wider perspective on museum learning: 
Principles for developing effective post-visit activities for enhancing students' 
learning. In S. Errington, S. Stocklmayer, & B. Honeyman (Eds.), Using mu-
seums to popularize science and technology. London: Commonwealth Secretariat.

Bae, J.S. (2006, October 14). More than 20,000 Koreans study abroad. The Korea 
Times, p. 3. Retrieved November 12, 2006, from http://times.hankooki.com/ 



KOTESOL PROCEEDINGS 2006

Michel N. Trottier 281

lpage/200610/kt2006101322322868040.htm
Banks, J.A. (1996). Multicultural education, transformative knowledge, and action: 

Historical and contemporary perspectives. New York: Teachers College Press. 
Cho, C. (2006, April 4). Education Minister Kim under fire. The Korea Herald, p. 4
Choe, S. H. (2006, March 24). A hunger for English lessons. International Herald 

Tribune. Retrieved November 6, 2006, from http://www.iht.com/articles/2006/ 
03/24/news/english.php 

Chung, A.Y. (2006, May 29). Debate heats over English immersion camps. The Korea 
Times. Retrieved July 22, 2006, from http://times.hankooki.com/lpage/na-
tion/200605/kt2006052919510011980.htm

Chung, A.Y. (2006, August 3). Museums evolve into cultural epicenters. The Korea 
Times. Retrieved September 9, 2006, from http://times.hankooki.com/lpage/ 
culture/200608/kt2006080317074011690.htm

Dewey, J. (1938). Experience and education. New York: Macmillan. 
English Promotion. (2006, May 8). The Korea Times, p. 23. Retrieved from http:// 

cafe.naver..com/ArticleRead.nhn?clubid=11695971&page=23&menuid=13&boardtype 
=L&articleid=825

Faiola, A. (2004, November 18). English camps reflect South Korean ambitions. 
Washington Post Foreign Service. Retrieved on-line Nov. 24, 2006: http://www. 
washingtonpost.com/wp-dyn/articles/A58633-2004Nov17.html 

Falk, J., & Dierking, L. (1990). The effect of visitation frequency on long-term 
recollection. In S. Bitgood (Ed.), Visitor studies: Proceedings of the 3rd Annual 
Visitor Studies Conference (pp. 94-104). Jacksonville, AL: Center for Social 
Design.

Fay, B. (1987). Critical social science. New York: Cornell University Press.
Fenwick, T. (2001). Experiential learning: A theoretical critique from five per-

spectives (Information Series No. 385). Columbus, OH: The Ohio State 
University, Center on Education and Training for Employment. Retrieved April 
13, 2006, from http://www.cete.org/acve/docs/fenwick/fenwick1.pdf 

Finch, A., & Shin, D. (2005). Integrating teaching and assessment in the EFL class-
room: A practical guide for teachers in Korea. Seoul, South Korea: 
Sahoipyungnon. 

Freire, P. (1970). Pedagogy of the oppressed. New York: Herder & Herder.
Georghiades, P. (2000). Beyond conceptual change learning in science education: 

Focusing on transfer, durability and metacognition. Educational Research, 42,
119-139.

Gyeonggi English Village, Paju Camp. (2006). Paju Camp Program Overview
[Brochure]. Paju, South Korea: Author.

Hein, G. (1991). Constructivist learning theory. Retrieved January 4, 2006, from 
http://www.exploratorium.edu/IFI/resources/constructivistlearning.html

Hein, G. (1995). The constructivist museum. Journal of Education in Museums, 16,
21-23. Retrieved January 4, 2006, from http://www.gem.org.uk/pubs/news/ 
hein1995.html 

Hein, G. (1998). Learning in the museum. New York: Routledge. 
Hurd, D.W. (1997). Novelty and it's relation to field trips. Retrieved November 16, 

2006, from http://www.findarticles.com/p/ar-
ticles/mi_qa3673/is_199710/ai_n8763454 

Jung, S.K. (2006, June 26). Sohn says English skills essential for Korea. The Korea 
Times. Retrieved July 24, 2006, from http://times.hankooki.com/lpage/na-
tion/200606/kt2006062617442211960.htm

Kim-Renaud, Y.-K. (2005). Introduction. In Y.-K. Kim-Renaud, R.R. Grinker, & K.W. 
Larsen (Eds.), Korean Education (The Sigur Center Asia Papers, 24; pp. v-vii). 
Washington, DC: The George Washington University Press. Retrieved September 
12, 2006, from http://www.gwu.edu/~sigur/pubs/SCAP24-KoreanEd.pdf



Proceedings of the 14th Annual KOTESOL International Conference Seoul, Korea, October 28-29, 2006

Korean English Villages: How Experiential Learning Is Challenging Korean ELT282

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

Krashen, S. (1985). The input hypotheses: Issues and implications. London: Longman. 
Krashen, S. (2006, April 20). Letter: English villages and hype. Taipei Times.

Retrieved November 24, 2006, from http://www.taipeitimes.com/News/edito-
rials/archives/2006/04/20/2003303683 

Lee, B.M. (2006). Gyeonggi-yeongeo-maeul 5-bak 6-il peurogeuraem pyeongga bo-
goseo: Gyeonggi-yeongeo-maeul 5-bak 6-il gyoyuk-gwajeong-ui ironjeok jae-
geomjeung [Evaluative report on the Gyeonggi English Village 6-day/5-night 
program: Theoretical re-assessment of the Gyeonggi English Village 
6-day/5-night curriculum]. Seoul: Seoul National University Press.

Pea, R.D. (1987). Socializing the knowledge transfer problem. International Journal 
of Educational Research, 11, 639-664.

Piaget J. (1955). The construction of reality in the child (M. Cook, Trans.). Routledge 
& Kegan Paul. 

Prawat, R.S. (1989). Promoting access to knowledge, strategy, and disposition in stu-
dents: A research synthesis. Review of Educational Research, 59, 1-41.

Renkl, A., Mandl, H., & Gruber, H. (1996). Inert knowledge: Analyses and remedies. 
Educational Psychologist, 31(2), 115-121.

Resnick, L.B. (1987). Learning in school and out. Educational Researcher, 19(9), 
13-20.

Richards, J., & Rodgers, T. (2001). Approaches and methods in language teaching
(2nd ed.). Cambridge: Cambridge University Press.

Russell, T. (1996). The enquiring visitor: Usable learning theory for museum 
contexts. Retrieved September 4, 2006 from http://www.gem.org.uk/re-
sources/russell.html 

Somekh, B., & Lewin, C. (2005). Research methods in the social sciences. London: 
Sage. 

English Promotion [Editorial]. (2006, May 7). The Korea Times, p. 4. 
Vygotsky, L.S. (1978). Mind in society: The development of higher psychological 

processes. Cambridge: Harvard University Press. 
Vygotsky, L.S. (1986). Thought and language. Cambridge, MA: MIT Press.
Wells, G. (1995). Language and the inquiry-oriented curriculum. Curriculum Inquiry,

5(3), 233-269.



KOTESOL PROCEEDINGS 2006

Michel N. Trottier 283

Developing Materials, Developing Yourself

Michel N. Trottier
Hanguk University of Foreign Studies, Seoul, South Korea 

ABSTRACT

For many EFL teachers, materials development is all too often an un-
familiar concept. While the selection and development of effective mate-
rials should be a main preoccupation of all EFL professionals, the reality 
is that commercially prepared and/or in-house coursebooks often make 
up the bulk of material resources. In other cases, where teachers enjoy 
freedom of selection, materials choices may more often reflect individual 
teacher characteristics than learner preferences. To underscore the influ-
ence of teacher personality traits on materials selection, the workshop 
began by exploring those ideal teacher characteristics commonly identi-
fied by EFL learners. Workshop participants were then presented with 
sample materials that helped to illustrate how specific materials choices 
can help reinforce, and even develop, these ideal characteristics within 
teachers. 

MATERIALS SELECTION AND DEVELOPMENT: WHAT ARE MATERIALS? 

Of course, for most teachers of EFL, materials mean little more than com-
mercially prepared/in-house coursebooks and the tapes/videos that accom-
pany them. In reality, materials are described as anything (corpus data, news-
papers, food packages, photographs, movie listings) that can be exploited 
(even your native-speaking foreign colleagues!) for the purposes of language 
learning (Tomlinson, 1998). 

As EFL professionals, broadening our view of what materials are can do 
wonders in terms of providing learners (and teachers!) with a richer variety 
of materials and, thus, more varied sources of authentic input. Unfortunately, 
materials development represents perhaps one of the most neglected aspects 
of our profession. The goal of this workshop, therefore, is to demonstrate 
some of the reasons materials development should be a primary focus of all 
EFL professionals:

1) Materials selection, adaptation, and development reflect directly 
on one’s personal and professional abilities;

2) Exploring materials selection and development helps develop 
professional skills and practical knowledge, which continue to 
benefit the instructor throughout his/her career; 

3) Learning to develop materials can lead directly to increased 
teacher confidence and investment in the learning process. 
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Rank

Characteristics of the “Good Language Teacher” 

He or she . . . Grade

1
has positive self-esteem [is confident enough to try new things, 
like songs?]

 92%

2 takes initiative [tries new approaches to teaching & learning]  92%

3
bases their teaching on the needs and desires of learners 
[student-centered content]

 92%

4 is flexible  88%

5 is creative [explores new forms or art, music & other expression]  88%

6 is patient  88%

7 has a good sense of humor [not taking oneself too seriously]  84%

8 is well-organized  84%

9 is an expert on the target language  84%

10
has a large and varied repertoire of pedagogical procedures 
[materials driven?]

 80%

11
makes principled selections from their repertoire in relation to 
their own 
personality, beliefs and teaching style preferences 

 72%

MATERIALS CHOICES AND THE GOOD LANGUAGE TEACHER

While the EFL literature contains sufficient information on EFL materials 
selection and development (Tomlinson, 1998, 2003a; McDonough & Shaw, 
2003), there appears to be little research on the relationship between teacher 
characteristics and materials choices. Of course, EFL professionals take great 
interest in those characteristics that make up a good language learner. While 
learners make up an important part of the teaching equation, teachers and 
materials make up an equally important part, and thus merit as much 
attention. Until recently, however, seldom has a causal link been established 
between the two. As Tomlinson (2003a) states, becoming a good language 
teacher involves examining our own individual characteristics and preferences, 
and reflecting on how these influence our instructional choices regarding 
materials. The workshop will be based largely on the work of Tomlinson and 
Bao Dat, as their work in the field of teacher characteristics has productive 
implications for materials choices and development.

In 2003, while attending a MELTA conference in Subang, Malaysia, 
Tomlinson had conference participants complete a questionnaire indicating 
the five most important characteristics of the good language teacher. 
Interestingly, Tomlinson’s results closely matched those of Bao Dat, a col-
league of his who had included the results of his own study in his PhD thesis 
on learner reticence (Dat study; as cited in Tomlinson, 2003b). Of particular 
interest are the results of 15 teacher characteristics that study participants 
were asked to rank: 

Figure 1: Characteristics of the “Good Language Teacher”



KOTESOL PROCEEDINGS 2006

Michel N. Trottier 285

12 provides thorough preparation for exams  71%

 13 times their lessons well  70%

 14 has authority  68%

 15 
is able to cover the coursebook in the time allocated [low 
priority?]

 52%

(From Dat, 2002)

DEVELOPING MATERIALS, DEVELOPING YOURSELF: THE RELATIONSHIP 

BETWEEN TEACHER CHARACTERISTICS AND MATERIALS SELECTION

Q1: What does the Dat study mean for teachers and the materials we select?

When allowed to do so, teachers will tend to choose materials that reflect 
their individual characteristics and preferences; consequently, materials 
choices may not necessarily reflect those characteristics that learners consider 
important in a teacher. Indeed, while personality traits tend to be stable, ma-
terials selection, adaptation, and development open up unlimited instructional 
choices for teachers. In this way, by simply providing a greater variety of ma-
terials and activity types, teachers help ensure that a greater variety of in-
dividual learner needs and preferences are satisfied (Gardner, 1983, 1997). 
Consequently, choosing materials according to what learners feel are im-
portant teacher characteristics not only increases motivation and respect to-
wards the teacher, but equally important, it can indirectly reinforce and even 
help develop those traits. 

Looking at the top seven survey answers (positive self-esteem, initiative, 
sensitivity to learners, flexibility, creativity, etc.), we quickly realize that those 
characteristics preferred by students have little to do with professional train-
ing and everything to do with a teacher’s personality. For those teachers 
locked into the habitual selection of the same old materials (like movies, or 
pop songs, or dictations), does this mean that they are doomed to experience 
a career of professional stagnation? Not necessarily. A closer look at how 
these individual characteristics translate into specific materials choices is both 
revealing and instructive. 

SAMPLE CHARACTERISTIC 1: POSITIVE SELF-ESTEEM 

According to the Cambridge International Dictionary, self-esteem is about 
having “belief and confidence in your own ability and value.” In terms of 
materials selection, then, if a teacher is solely dependent on commercially 
prepared textbooks, tapes and video, this suggests the teacher may not see 
him or herself as an authentic, or even worthwhile, source of cultural input 
(i.e., singing songs, modeling role-plays, joke-telling, or even using one’s voice 
for a storytelling). Although this writer comes from a varied performance 
background as a drummer, singer, and amateur actor, many (but not necessa-
rily) younger, inexperienced teachers may not be able to approach such per-
formance-related materials and activities with as much confidence. In fact, 
years of anecdotal evidence (this writer’s TESOL teacher training experience) 
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suggests that Korean EFL teachers may be especially intimidated by the idea 
of hamming it up in English. Therefore, positive self-esteem must be seen as 
key to getting teachers to develop materials that challenge themselves to take 
the kinds of risks in teaching that we ask learners to take in learning. 

SAMPLE CHARACTERISTIC 2: TAKES THE INITIATIVE 

Closely related to characteristic number 1 is the importance of taking the 
initiative. Once again, referring to the Cambridge International Dictionary, in-
itiative is “the ability to use your judgment to make decisions without need-
ing to be told what to do.” Of course, initiative as an inherent personality 
trait may not exactly be taught, it can be developed if teachers see a pay-off 
for their efforts, take the time to explore new materials, and discover the 
wealth of activities that they suggest. While commercially prepared textbooks, 
for example, may mostly eliminate the need for any kind of initiative, the 
good language teacher will at minimum be interested in supplementing cour-
sebooks with alternative materials. 

SOME EXAMPLES OF TAKES THE INITIATIVE 
Realia:

Picking up English language travel brochures, guides and subway 
maps
Using English-language newspapers (especially the Junior Herald)
Looking for novelty materials, like the English Starbucks coffee or-
der form
Going to the American, British, or Canadian Embassy for interesting 
material
Bringing an English-speaking colleague to class for culture study

INFORMAL LEARNING 

Taking the class outside for some informal learning (using 
Insa-Dong tourists as ideal English language learning materials!)
Using school buildings as materials (architecture, nature, location 
study)
Using ‘reflexivity’ (learning journals) as a material
Encouraging participation in English-speaking events (i.e., contests) 
and rewarding it (This writer gives participation marks in class to 
students who volunteer for legitimate English activities, i.e., 
KOTESOL conferences.)

One of the best examples that comes to mind which incorporates charac-
teristics 1 and 2 is the way I sometimes use a lovely little historical booklet 
put out by the Canadian Embassy, immodestly entitled Illustrious Canadians 
in Korea, which I obtained on one of my yearly trips to the Canadian 
Embassy in Seoul. The booklet features the surprising and little-known con-
tributions of a handful of Canadians, from Dr. Oliver R. Averson, who in 
1908 trained the very first group of Koreans in Western medicine (Severance 
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Medical College), to Dr. Francis W. Schofield, who, as a result of his ardent 
support of the Samil Independence Movement, became one of the very few 
non-Koreans buried in the National Cemetery. These materials represent a 
modest source of pride for any Canadian teacher. Especially considering the 
(understandable) abundance of materials centered on the American cultural 
experience, taking the time to find and develop English-language materials 
from one’s native country can be an important source of comfort and 
(national) self-esteem while living in a foreign culture. Lastly, the use of such 
inclusive materials helps to establish important cultural and/or historical 
links with the host country.

Another important teacher characteristic is number 5: Is creative. The 
best example the writer can provide of this are activities that involve the ex-
ploration of pop songs, which share common themes between Korea and the 
West. One example regularly used in our program is John Denver’s 
folk-country hit, Take Me Home, Country Roads. The song features the sing-
er’s home state of West Virginia, an area dominated by a particular mountain 
and its associated mining culture. Mountains are of course both a common 
sight and experience for Koreans; and so besides the more obvious possibil-
ities for English study (i.e., gap-fill, vocabulary), a more creative approach al-
lows the teacher to provide English language practice through the cross-cul-
tural exploration of ‘mountain’ as a metaphor. In one class, we even had stu-
dents change the lyrics to accommodate the local geography. 

To illustrate the power and impact of combining self-esteem, taking the 
initiative, and being creative, the following is an actual unedited journal entry 
recently submitted by one of HUFS’ TESOL Certificate teacher-trainees. While 
trainees are asked to submit regular reflective journals on topics of their 
choosing, they were specifically asked to respond to the particular materi-
als/activity choices within our TESOL training program:

View Message: Journal-1 [Back to Topic: "STUDENT JOURNALS" | 
[Edit | Delete] FROM: K. S. Kim  (09/28/06)
SUBJECT: Journal-1 

Two weeks ago, Professor Michel brought his guitar to the class. We 
were supposed to talk about the second article “Materials should help 
learners feel comfortable and at ease.” Easiness and a guitar . . . Is 
Michel he going to sing a song? Maybe not . . . but at the end of the 
class, he really did. And every students enjoyed the John Denver 
Take me Home’. It was a strange experience. But it was fun. 

These kinds of things hardly happen in my middle school, and espe-
cially in high school. Students have to study English only for “suneung,” 
the College Scholastic Ability Test, because it is very important to enter 
university. When I was a high school student, English teachers read 
English texts, translated them and explained English grammar. 
Students took notes and nobody talked in the class. 

I had quite different experiences in the U.S. I was shocked. Classes 
[there] were very different from the classes in my high school. 
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Classes were not based on books only. We talked about current is-
sues, different cultures, and so on. Teachers didn’t control everything, 
but sometimes participated as a group member. This was very new. 
All these thing help students feel at ease, we concentrated on the 
classes without difficulty. 

CONCLUSION

The above are just a few examples of how developing EFL materials con-
tributes directly and inevitably to one’s own development as a teacher. From 
the simply act of supplementing coursebooks to actively seeking authentic 
materials that one would not normally employ, any attempt to select, develop, 
and adapt materials contributes directly not only to learner motivation and 
interest, but equally to the teacher’s professional development (in particular, 
resourcefulness and self-confidence). Indeed, the good language teacher is 
someone who takes the time to reflect on his/her personality characteristics 
in order to understand how these influence his/her teaching style and 
priorities. Since these individual factors have a direct bearing on materials 
choices and associated activities, they can have a significant impact on “what 
gets taught and what gets learned” (Finch, 2005, p. 122). Considering that 
learning is far more important than teaching, do we not owe it to our stu-
dents to keep developing ourselves just as we expect them to? 
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Kyoto Sangyo University, Kyoto, Japan

ABSTRACT

Previous writing experience is an important factor in assessing the writ-
ing level of first-year university students. This paper reports on a ques-
tionnaire that was administered to first-year students in two English 
writing classes at a Japanese university (N=66). The questionnaire iden-
tified significant differences in writing experience concerning maximum 
length of English composition within each class and provided additional 
data about the types and topics of English compositions that students 
had written in their high school study.

INTRODUCTION

Assessing the writing experience of first-year university students presents 
a challenge to the EFL instructor. Students come from a variety of high 
school backgrounds and may not have much English writing experience. This 
is especially true in Japan, where high school English instruction often 
focuses on grammar, translation, and test preparation. Even in university 
programs where students are separated into levels determined by a placement 
or standardized test, there may be significant differences in writing 
experience within a single class of students.

Understanding the background and experience of students is an important 
part of assessment for both L1 and L2 (Kobayashi, 2002). In some second 
language programs, self assessment questionnaires have been used instead 
of testing as placement instruments to assign students to course levels 
(LeBlanc & Painchaud, 1985). In programs where test scores have already 
determined student placement, investigative questionnaires and surveys can 
be effective tools when used along with results of test scores to evaluate 
students (Finch, 2003). In particular, a questionnaire can be a valuable way 
to get more information on the writing experience of students (Fujioka, 
2001). In this study, a questionnaire was administered to two classes of 
first-year Japanese university students to collect data on English writing 
experience. Additional information that could assist the teacher in 
determining student writing experience and needs was also collected. 
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Class 1 Class 4

Total Students 34 32

Public High School 21 21

Private High School 13 11

Study Abroad Experience 4 8

ITP Pre-TOEFL Average Score 415.03 394.93

THE PARTICIPANTS

The questionnaire was administered to a total of 66 students in two first 
year classes in the Department of Cultural Studies at a private university in 
Japan. Students completed the questionnaire in the first writing class of the 
2006 academic year. All first-year students in the department were divided 
into 7 classes of 30 to 35 students, based on a department English placement 
test. Although the placement test only measured reading and listening ability, 
the same classes were used for reading, listening, writing, and speaking 
course placement. The two participating classes ranked 1 and 4 on the 
placement test and are hereafter referred to as Class 1 and Class 4. ITP 
Pre-TOEFL scores were also available as an indicator of English ability for 
both classes, with Class 1 having an average score of 415.03 and Class 4 an 
average score of 394.93. Below is a table expressing this and other student 
profile data (Table 1).

Table 1. Class Profiles

THE QUESTIONNAIRE

The questionnaire contained questions about both English and Japanese 
language writing experience. It was administered in Japanese to ensure 
comprehension and facilitate responses (see Appendices A & B). Also, 
responses were made anonymously to reduce student anxiety and elicit honest 
answers. Students were asked to report on the maximum length of compositions 
that they had written during their high school English study. The categories of 
length were divided into sentence level, paragraph level, multiple paragraph 
essay/report level, and two-page or more report level of writing. Additional 
questions concerning types of writing, writing topics, teacher feedback, and 
rewriting experience were included to provide more insight into student writing 
experience. The questionnaire also contained questions about Japanese 
writing experience, type of high school, study abroad experience, and attitude 
toward writing. This data was collected for future research regarding possible 
correlations between these factors and writing ability. 

RESULTS AND DISCUSSION

The greatest number of students in both classes had experience writing at 
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Class 1 N=34 (%) Class 4 N=32 (%)

Sentence Level 8 (24) 10 (31)

Paragraph Level 18 (53) 12 (38)

Multiple Paragraph Level 3 (9) 8 (25)

2-Page Report Level 5 (15) 2 (6)

Class 1 Class 4

Reflections 9 10

Diary/Journal 3 3

Short Story/Poetry 2 0

Opinion Essay 10 14

Research Paper 2 2

Letter 10 12

Self Introduction 3 0

the paragraph level in English (30), with lesser numbers having only sentence 
level (18) and multiple paragraph or longer writing experience (18). The 
number of students with multiple paragraph or longer experience was higher 
than expected and countered the common assumption that most Japanese 
high school English classes only focus on translation exercises at the sentence 
level. The number of students with paragraph or longer writing experience in 
English was higher than a similar survey of Japanese university student 
writing experience (Takagi, 2001). The results by class are expressed in the 
following table (Table 2).

Table 2. English Writing Experience

Class 1 had fewer students at the sentence level and more students at the 
two-page or longer level of experience, but the differences between the two 
classes are not as significant as the differences within each class. A 
department placement test had been used to determine English proficiency 
levels and the results correlated with pre-TOEFL scores. However, both tests 
are reading- and listening-based and may not be indicative of student writing 
ability and experience. Although the results of the questionnaire show that 
significant differences of writing experience exist in these classes, caution 
should be used in drawing conclusions from this data because self reported 
experience does not necessarily correlate to actual writing ability. 
Additionally, the length of a composition does not reflect on the quality of 
the writing.

Students reported having written various types of English compositions 
during their high school study. The results are shown in the following table 
(Table 3).

Table 3. English Writing Composition Types

The students reported the following topics for paragraph or longer 
compositions:
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A Letter to a Foreign Teacher
A Picture I Like
About English Class
Bad Points of Cellular Phones
English Education in Japan
High School Life
Introducing Japanese Culture to Foreigners
Japanese Culture
Japanese Sports
My Favorite Season
My Future Dream
My Life as a Child
My Mother
My Study Abroad Experience
Priority Seats on Trains
Summer Vacation Diary
The Problem of Suicide

Since the questionnaire was only completed by two of the seven levels of 
classes, the number of participants is too small to make any generalizations 
about the experience of students in the other classes in the department. To 
gain more information the questionnaire should be administered to all seven 
levels of classes and the results analyzed to see if significant differences also 
exist in the other levels. In addition, the questionnaire was only administered 
once; therefore, the results may reflect the particular experiences of students 
who entered university that year. The questionnaire will be administered to 
future entering classes and the results compared with this year’s results. 
Another limitation of this questionnaire is that it was administered 
anonymously. Although it indicated a number of students who had not 
written above the sentence level in English, the teacher could not identify 
these students and therefore could not use it as a tool for assisting them. If 
the students had recorded their names on the questionnaire, it could have 
been kept on file and examined along with a writing sample to provide more 
insight for giving assistance to individual students. 

Information about the types of writing and topics from the students’ 
experiences could be used for determining a suitable first assignment. For 
example, twenty-four students in these two classes reported having written an 
opinion essay in English. Also, English Education in Japan and About 
English Class were reported as topics that many students had written about 
in high school. Therefore, a short essay about high school English experience 
would make for an appropriate first writing assignment.

CONCLUSION

First-year Japanese university students have significant differences in 
writing experience. A questionnaire is a valuable tool for the teacher to 
identify these differences and collect other important data about student 
experience and background. This study identified significant differences of 
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writing experience within two classes of a university program that had been 
assigned to different levels by an English placement test. Although the 
participants constitute too small a sample to generalize the results, important 
information was gained about the participants’ writing experience and about 
the types and topics of assignments they had written in high school. This 
questionnaire will be used again to determine if similar differences exist in 
future entering classes, and it will be administered to all class levels in the 
program.
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APPENDIX A: ORIGINAL JAPANESE QUESTIONNAIRE
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APPENDIX B: ENGLISH TRANSLATION OF QUESTIONNAIRE

WRITING EXPERIENCE SURVEY

This is a survey to help understand the writing experience of first year 
university students in both Japanese and English. The results will be used 
make a better writing class for you. This survey is anonymous. Please answer 
the following questions.

1. What type of high school did you attend?
private / public
regular / correspondence /credit qualification school (tanisei)
University Entrance Qualification Examination (daiken) /other _________

2. Have you studied abroad?
yes / no
If yes, which country did you study in? ___________________ 
For how long?_____________

3. Please answer the following questions about your Japanese writing 
experience in high school:

What type of writing in Japanese have you done? (circle all that apply)

book report reflections diary/journal short story/poetry
opinion essay research paper other (briefly explain ______ )

What classes did you do this writing in? (write all that apply)
(for example, Japanese, Social Studies)
___________________________________________________
___________________________________________________

What themes or content did you write about? (Whatever you can 
remember is fine.)
(for example, reflection on the school sports festival, club experience, about 
the environment)
___________________________________________________
___________________________________________________
___________________________________________________

How do you feel about writing your opinion in Japanese?
(for example, I have confidence. It’s fun. It’s difficult.)
___________________________________________________
___________________________________________________
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What type of feedback did you receive from the teachers in your high 
school classes when you handed in your Japanese writing?
(for example, character mistakes, writing style advice)
___________________________________________________
___________________________________________________
___________________________________________________

Did you rewrite and resubmit the above papers?
___________________________________________________
___________________________________________________

4. Please answer the following questions about your English writing experience in 
high school:
(Please answer about original writing in your own words, not about 
translation.)

What is the longest English writing passage that you have written in high 
school?

one or two sentences
five or six sentences (paragraph)
multi paragraph paper (one page report)
2 or more page report

If you have written a paper of a paragraph or longer, what type of writing 
was it? 
(Circle all that apply.)

reflections diary/journal short story/poetry
opinion essay research paper letter (to a pen friend or host family)
other (explain briefly) _______________________________

If you have written a paper of a paragraph or longer, what themes or 
content did you write about? (Write as many as you can remember.)
___________________________________________________
___________________________________________________
___________________________________________________

How do you feel about writing your opinion in English?
(for example, I have confidence. It’s fun. It’s difficult.)
___________________________________________________
___________________________________________________

What type of feedback did you receive from the teachers in your high 
school classes when you handed in your English writing?
(for example, spelling and vocabulary correction, writing style advice)
___________________________________________________
___________________________________________________



Proceedings of the 14th Annual KOTESOL International Conference Seoul, Korea, October 28-29, 2006

Using Self-Reported Experience as a Tool to Assess Writing Level300

Did you rewrite and resubmit the above papers?
___________________________________________________
___________________________________________________

End

Thank you for completing this survey.
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Elementary School English Instructional Supervision Group: 

Its Challenges and New Directions

Grace Chin-Wen Chien
Chung-Hu Elementary School, Taipei County, Taiwan 

ABSTRACT

In the fall semester of 2001, English instruction became compulsory for 
fifth and sixth graders in Taiwan elementary schools. In the fall semes-
ter of 2005, all provinces in Taiwan launched English education pro-
grams in elementary schools, which began in the third grade. The 
Elementary School English Instructional Supervision Group (ESEISG) 
aims to implement successfully the English curriculum in practice. This 
paper aims to introduce and analyze the problems and challenges of, 
and suggest new directions for, ESEISG.

INTRODUCTION

The Ministry of Education (MOE) implemented the Nine-Year Curriculum 
in the 2000 academic year. In order to put the Nine-Year Curriculum into 
practice successfully in elementary and junior high school education, the 
MOE has formed the Elementary and Junior High School Nine-Year 
Curriculum Instructional Supervision Groups under the Bureau of Education 
of each local government, such as Taipei City and Taipei County. The curricu-
lum for elementary school education is divided into subject areas, including 
languages (Mandarin Chinese, dialects, English), math, science and technol-
ogy, social studies, integrative course, heath and physical education, and arts 
and humanities. The Elementary School Nine-Year Instructional Supervision 
Groups are also divided based on different subject areas. The Elementary 
School English Instructional Supervision Group (ESEISG) is one of the 
Elementary School Nine-Year Curriculum Instructional Supervision Groups in 
Taipei County. The ESEISG aims to give elementary school English teachers 
guidance in curriculum, teaching materials, teaching methods, and assessments. 
It is expected that English teachers’ teaching will be more effective and their 
teaching quality will be improved with the guidance of the ESEISG. 

This paper aims to discuss the following issues: a brief introduction on 
ESEISG will be given; requirements for membership; members’ re-
sponsibilities and rights; major tasks for the academic year of 2005 to 2006; 
performance assessment; problems or challenges facing ESEISG members; 
and new directions for the ESEISG.
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LITERATURE REVIEW

According to Bourke (2001), Gebhard (1991), Inman (1993), and the 
National Council of State Supervisor for Languages (2003), a foreign language 
supervisor must possess specialized knowledge of language acquisition, mate-
rials, methodology, second language learning styles, and best practice 
knowledge. The district foreign/second language supervisor performs the fol-
lowing services:

1. Provides leadership in the ongoing implementation of the foreign/sec-
ond language program that meets the needs of all students, as well as 
the critical language needs of the United States. 

2. Provides professional development for instructional improvement based 
on current research, trends in language teaching, and district needs. 

3. Is knowledgeable about the development of learning materials by pub-
lishers and others, as well as supervising the selection and acquisition 
of appropriate textbooks, ancillary materials, and technology. 

4. Provides leadership in developing and carrying out district-wide co-cur-
ricular and extracurricular foreign/second language activities for 
students. 

5. Serves as a resource on effective language instruction, national issues, 
and related legislation for all district staff and the community. 

6. Stays abreast of trends and issues in language education and brings in-
novation and renewal to instruction. 

7. Collaborates with teachers to promote instructional consistency and a 
shared direction with colleagues in other content areas on interdiscipli-
nary curriculum and staff development. 

8. Develops appropriate budget, seeks additional funding, and manages 
grants to bring innovative programs, courses, and techniques to the 
district. 

9. Serves as a liaison to appropriate district, state, and national agencies 
and universities. 

10. Stays actively involved in foreign/second language organizations and 
provides up-to-date knowledge to the district. 

11. Serves as a source of specialized information on language teachers and 
learning for district staff, board members, and the community.

CURRENT SITUATIONS OF THE ESEISG

QUALIFICATION REQUIREMENTS OF THE ESEISG MEMBERS

Anyone who meets the following qualifications can apply as a member of 
the ESEISG: current English teachers with at least two years’ teaching experi-
ence, a bachelor’s degree from local colleges or colleges abroad, enthusiasm, 
and stamina or fortitude to perform the role. Previous members of the 
ESEISG must submit their personal portfolio and be given an oral interview. 
The applicant must submit a personal portfolio, give a ten-minute teaching 
demonstration, and then undergo an oral interview.
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Chuwei Elementary School is the leading school for the ESEISG. The 
principal is the convener and the dean of the night school program is the 
vice-convener. The ESEISG has twelve members, including four core ESEISG 
members.

RESPONSIBILITIES AND BENEFITS OF THE ESEISG MEMBERS

The responsibilities of the members of the ESEISG include: to attend the 
committee meeting every Wednesday; to implement the educational policies; 
to hold at least one seminar per year; to hold at least ten hour-long work-
shops for English teachers; to give elementary school English teachers guid-
ance in curriculum, teaching materials, teaching methods, and assessments; to 
offer counseling services on the Easy Go Web sites; and to submit personal 
portfolios. 

Any member of the ESEISG gains the following benefits: to reduce teach-
ing periods each week by three; to avoid being a homeroom teacher; to re-
ceive citation; and to attend any workshops and seminars of his or her 
choice.

The responsibilities of these four core ESEISG members include: to imple-
ment the educational policies; to train other members of the ESEISG; to offer 
courses on the Web; to be the instructor in the workshop or seminar; to un-
derstand the roles of the ESEISG in other cities in Taiwan; to offer samples 
on alternative assessments; to provide two to four teaching demonstrations; 
to analyze the textbooks; to provide at least six lesson plans; and to share 
their teaching experience.

TASKS OF THE ESEISG

The tasks for the ESEISG in Taipei County between the fall semester of 
2005 to the spring semester of 2006 include: to design Standardized English 
Achievement Tests for the fourth and sixth graders; to complete educational 
Web sites; to offer courses on the E-School; to publish Taipei County English 
Teaching Counseling Newsletter; to hold English workshops; to have pro-
fessional dialogues with junior high school English teachers; to evaluate the 
English curriculum plans; to be judges for English teacher screen tests; and 
to visit local schools and provide them with guidance.

PERFORMANCE ASSESSMENT ON THE ESEISG MEMBERS

At the end of June, each member of the ESEISG will be evaluated based 
on his or her accomplishments. The member receives: one point for visiting a 
school and providing the school with guidance on curriculum and teaching, as 
well as being an instructor for a workshop; 0.5 point for each research paper 
submitted to the Easy Go Web site; two points for being an instructor in the 
K12 E-School; three points for participating in the committee meetings; and 
three points for handing in personal portfolios. The member will get one cita-
tion for accumulating three points, two citations for accumulating six points, 
or one small merit for accumulating nine points.
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PROBLEMS AND CHALLENGES FACED BY THE ESEISG

While the ESEISG has been involved in implementing the Nine-Year 
Curriculum for several years, it has faced many problems and challenges.

First, many tasks the ESEISG has completed were actually assigned or de-
cided by the Bureau of Education or the vice-convener, such as designing 
Standardized English Achievement Tests for the fourth and sixth graders, 
evaluating the English curriculum plans, and so forth. The ESEISG plays a 
passive role in English education rather than taking the initiative in poli-
cy-making for elementary school or junior high school English education in 
Taipei County.

Second, the number of teachers who attended ESEISG workshops 
declined. Professional development sessions are necessary to change teachers’ 
attitudes, beliefs, and classroom practice, and to enable them to deliver the 
revised curriculum effectively. Teachers were not amenable to theoretical 
learning; however, they accepted readily anything that could be filed away 
immediately as being potentially useful. An analysis of English teachers’ need 
for professional development should be carried out in order to design appro-
priate professional development that caters directly to teachers’ needs.

Third, Taipei County has dimensionally wide areas, ranging from rural, 
urban, mountain, and coastline, to remote areas. It is impossible for the 
ESEISG to visit all 206 schools and provide assistance or guidelines to all 
English teachers in these schools. Furthermore, English teachers, particularly 
in remote areas, lack opportunities to connect with other teachers and teach-
er trainers because of their extensive and required participation in daily 
school activities (e.g., student guidance, school sports/culture club advising, 
PTA activities, etc.). Professional development focusing on connection and 
collegiality should be the major concern, because teachers learn more effec-
tively from one another than individually.

Finally, issues such as compensatory instruction, bimodal distribution, and 
the transition between elementary and junior high school curricula are crucial 
in elementary school English education in Taipei County. Unfortunately, the 
ESEISG has not been able to come up with solutions on bimodal distribution 
of learners’ English performance, nor can it offer appropriate models on com-
pensatory instruction or transition between elementary and junior high school 
curricula.

NEW DIRECTIONS FOR THE ESEISG

Teachers’ expertise is a critical factor in students’ achievement. The 
ESEISG should play the role as a facilitator for English teachers’ professional 
development and a promoter of elementary school English education in 
Taiwan. The blueprints for new directions for the ESEISG are outlined as 
follows.

First, the ESEISG should take on a leadership role in the ongoing design 
and implementation of elementary school English education, curriculum, and 
policies. Furthermore, the ESEISG should take the lead in developing and 
carrying out English extracurricular activities for students.

Second, the ESIESG should stay abreast of trends and issues in English 
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education and bring innovation and renewal to all the English teachers in 
Taipei County through lectures, conferences, workshops, professional journals, 
seminars, school visits, study groups, Web sites, and so forth.

Next, the ESIESG should help teachers to seek out opportunities to grow 
professionally through reflective practice. The ESIESG should work with 
teachers on improving methods, techniques, and skills, through professional 
development for instructional improvement based on learners’ needs, district 
needs, and trends in language education. 

Finally, as a leading professional group for elementary school English 
teachers in Taipei County, the ESIESG should take the initiative to identify 
problems occurring in the classroom and take the initiative to conduct action 
research. Conclusions drawn from the research can provide a principal basis 
for making decisions about English education, understanding language and 
teaching and making improvements to the processes, outcomes, and con-
ditions for language teaching.
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The Role of the Employment Exam in Selecting Quality 

EFL Teachers
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Ryukoku University, Seta, Japan
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ABSTRACT

Findings of an exploratory questionnaire administered to 130 current 
Japanese secondary school teachers of English for the purposes of iden-
tifying problems with the first-stage written test of the English Teacher 
Employment Exam are reported in this paper. In addition, directions for 
its improvement are explored. To this end, the Japanese and Korean 
first stage-written tests were compared. The results of the comparison 
suggest that it is necessary to enhance authenticity of content on the 
Japanese test and to increase the proportion of cognitively demanding 
questions on the test. The results also suggest that it is important to 
base the test on the notion that test takers are not passive recipients of 
theory but its potential users.

INTRODUCTION

There has been considerable debate among researchers and teachers alike, 
about whether or not the present employment examinations for Japanese sec-
ondary school English teachers function as a means of selecting quality teach-
ers (Shimizu, 2005). The employment exam consists of a written and a prac-
tical test. For those who want to become English teachers, the first-stage 
written test is a major hurdle to clear since many candidates are eliminated 
at this stage in the recruitment process. The failing candidates cannot ad-
vance to the more practical second stage, which focuses on interviews, dis-
cussions, and mock lessons. It is not unusual for even fluent speakers of 
English to lose the chance to demonstrate their advanced oral communication 
skills because they cannot pass the first-stage written test. The failing candi-
dates must wait another year before they are eligible to try again. Although 
such a high-stakes decision is made on the results of a first-stage written test, 
a number of researchers and practitioners have seen the test content as 
problematic. Furuya (2005) pointed out, for example, that it is unclear what 
the test is designed to measure, and hence, that there is no clear way of pre-
paring students in teaching certificate programs for the test. Unfortunately, 
however, due to the dearth of empirical research aimed at the improvement 
of the first-stage written test, it is not known in what respect or in what di-
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rection the test content should be changed. 

THE STUDY

The study reported here is part of a large-scale comparative study be-
tween Japan and Korea, the purpose of which was to explore the develop-
ment of a new employment exam. The rationale for the comparison of the 
Korean and Japanese first-stage written tests was that the test content is sig-
nificantly different between the two, although both tests have, as a major ob-
jective, selecting quality teachers who are capable of developing students’ ba-
sic communicative competence in the EFL classroom (see Butler, 2005, for a 
summary of educational policies in the two countries). It was assumed that 
the content of the Korean test would serve as a useful reference when explor-
ing the direction in which the content of the Japanese test should be 
improved.

SOCIOPOLITICAL BACKGROUND OF THE STUDY

Japan, like many other EFL countries in Asia such as Taiwan and Korea, 
has implemented a variety of reforms to English education policies and rele-
vant action plans in an effort to promote oral communication skills (Kwon, 
2000; Lamie, 2004). In 2002, the Japanese Ministry of Education set the de-
sired standard level of English proficiency for secondary school English teach-
ers at a minimum of 550 points in the TOEFL and 730 points in the TOEIC. 
In addition, all English teachers are now required to take intensive in-service 
training for five years in order to improve their overall English proficiency 
and practical teaching skills (The Ministry of Education, Culture, Sports, 
Science and Technology, 2006).

Despite these growing demands for quality teachers, recruiting such teach-
ers has become increasingly difficult for several reasons. First, the overall 
academic level of Japanese university students is expected to get lower and 
lower due to the implementation of more relaxed educational policies in sec-
ondary schools. Those who are enrolled in teacher preparation programs are 
no exception. Second, there are a large number of baby-boomer teachers who 
will retire in several years, which will naturally lead to a high demand for 
English teachers. This demand will further expand, particularly when English 
education is implemented in elementary schools. Given these sociopolitical 
changes, what matters is the increased demand for English teachers together 
with the limited supply of high-quality teachers, resulting in a situation in 
which even low-quality teachers could be easily hired. Therefore, it is critical 
to investigate what role the employment examinations should take to assure 
the selection of quality teachers. An examination of the first-stage written test 
is the first step in that investigation.
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RESEARCH QUESTIONS

Two research questions were posed in order to identify what the problems 
are with the content of the first-stage written test and explore the direction in 
which the test content should be improved:

Research Question 1: What skills and knowledge are measured in the 
first-stage written test for Japanese secondary school teachers of English? 

Research Question 2: What skills and knowledge should be measured in 
the first-stage written test for Japanese secondary school teachers of English?

DATA COLLECTION

Participants in the present study were 130 current Japanese secondary 
school English teachers ranging in age from the early 20’s to the late 50’s. 
Some had passed the employment exams in one try while others had taken 
the exams several times before they passed.

For the purpose of the study, a 48-item questionnaire was developed and 
mailed out to the 130 teachers, accompanied by a copy of the Korean 
first-stage written test in which the Korean language was translated into 
Japanese (19 questions, 140 minutes) and the Japanese first-stage written test 
(9 questions, 100 minutes) together with a copy of the model answers to the 
respective tests. The Korean and Japanese tests used in the study were those 
administered in 2003. Unlike the nationwide unified first-stage written test in 
Korea, the making and administering of the test in Japan is autonomous to 
each municipal or prefectural board of education. The Japanese test used was 
the one administered in the prefecture in which the participants of the study 
worked. The questionnaire consisted of items related to these tests, items 
concerning participants’ educational backgrounds, and items asking about 
their daily classroom teaching practice. Completed questionnaires were re-
ceived from 89 teachers.

DATA ANALYSIS

To explore the research questions above, the participants’ answers to the 
following items in the questionnaire were analyzed:

Question: Which do you think are good questions on the Japanese and 
Korean tests for the purpose of selecting quality teachers of English? Please 
choose a maximum of three questions on each test.

Question: Which do you think are bad questions on the Japanese and 
Korean tests for the purpose of selecting quality teachers of English? Please 
choose a maximum of three questions on each test.

Some space was provided for each question in order to elicit detailed 
comments on their choices. Their choices for good and bad questions were 
tallied separately on each test. On the Japanese test, a total of 103 and 144 
data points for good and bad questions, respectively, were missing from the 
possible 267 points (3 choices X 89 participants), suggesting that quite a few 
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Q# Content of Question Good Bad

1 (J) Grammar & vocabulary quizzes (multiple-choice) 7 18

2 (J) Grammar & idioms quizzes (multiple-choice) 6 12

3 (J) Reading comprehension (multiple-choice) 4 9

4
(J) Reading comprehension (multiple-choice & translation into 
Japanese)

17 16

5 (J) Reading comprehension (multiple-choice & gap-filling) 20 8

6 (J) Knowledge of teaching methods (multiple-choice) 32 10

7
(E&J) Knowledge of government's action plans (translation 
into English & gap-filling) 

18 18

8
(J) Knowledge of teaching skills related to CALL (making 
lesson plans)

19 20

9
(J) Knowledge of teaching skills related to oral communication 
(making lesson plans)

41 12

Total 164 123

Note. (J) denotes the question to be answered in Japanese, whereas (E&J) denotes 
that the question has items to be answered in both English and Japanese.

questions were considered neither good nor bad and that a number of partic-
ipants chose less than three questions. As for the Korean test, a total of 59 
and 158 data points for good and bad questions, respectively, were missing 
from the possible 267 points. The comparison of the missing data between 
the two tests revealed that the Korean test contained a larger number of good 
questions than the Japanese test because the smaller number of missing re-
sponses in their choices of good questions indicated a larger number of ques-
tions being chosen as good. In a similar vein, the Korean test contained a 
smaller number of bad questions than the Japanese test because the larger 
number of missing responses in their choices of bad questions indicated a 
smaller number of questions being chosen as bad. In the results section be-
low, we focus on the questions they chose as good or bad on the two tests 
and examine what skills and knowledge were assessed in those questions.

RESULTS

GOOD AND BAD QUESTIONS ON THE JAPANESE TEST

Table 1 summarizes the content of each question on the Japanese test and 
the number of responses that 89 participants made for good and bad 
questions. The categorization of content for each question on the Japanese 
and Korean tests was performed by two instructors in the teacher preparation 
program. All but Q7 were the questions that test takers could answer in 
Japanese.

Table 1: Frequencies of Teachers’ Responses for Good and Bad Questions on 
the Japanese Test
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The results shown in Table 1 indicated that about 43% and 36% of the 
participants chose Q9 and Q6 as good questions, respectively. Q9 was the 
question that asked respondents to make lesson plans that focused on oral 
communication activities in the classroom. This question was designed to 
measure the respondents' pedagogical knowledge that serves as the basis for 
their classroom behavior and teaching acts, such as setting goals, checking 
procedure, allocating time, and monitoring progress, to name a few 
(Gatbonton, 1999). The other good question, Q6, was a multiple-choice ques-
tion about teaching methods (e.g., TPR, Audio-Lingual Method, and Natural 
Approach). In this item, they were given a list of classroom activities and 
were asked to choose one teaching method that best fit each activity 
described. It was apparent that this question was designed to examine wheth-
er respondents could situate their knowledge about theories of language 
teaching in real-life classroom practice. 

As for bad questions on the Japanese test, the results shown in Table 1 
indicated that more than 20% of the participants regarded Q1 as a bad 
question. Q1 consisted of 10 multiple-choice grammar and vocabulary quizzes. 
Test takers were asked to choose the correct or most appropriate answer 
from the response options given in each quiz. Most quizzes in Q1 were de-
signed to test syntactic accuracy and cohesive form. Some teachers com-
mented that although such discrete-point grammar questions still dominated 
the Japanese test, it was not necessary to set up an independent question 
solely to measure knowledge of grammar because it could be measured in 
such questions as essay and summary writing. 

The results also indicated that opinions were split over the appraisal of 
Q7 and Q8. As with Q1, more than 20% of the participants regarded Q7 and 
Q8 as bad questions. Unlike Q1, however, almost the same number of partic-
ipants regarded these two questions as good. In Q7, respondents were asked 
to write a Japanese-to-English verbatim translation of part of the government 
action plan. Q8 asked them to make lesson plans to utilize fully net surfing 
in a CALL environment. Interestingly, the making of lesson plans was consid-
ered good if it was related to oral communication activities as in Q9, whereas 
it was considered bad if it was associated with CALL as in Q8. The comments 
from those who chose Q8 as a bad question revealed that most were not fa-
miliar with CALL. They stated that their schools did not have the labs or fa-
cilities to implement computer-assisted instruction and that they had never 
experienced teaching English in a CALL environment. It seemed apparent 
that their lack of experience and unfamiliarity led them to regard Q8 as being 
irrelevant to the reality of teaching in their secondary schools, and therefore 
to rate it unfavorably.

GOOD AND BAD QUESTIONS ON THE KOREAN TEST

Table 2 presents the content of each question on the Korean test and the 
number of responses that 89 participants made for each question. In contrast 
to the Japanese test, 13 out of 19 questions must be answered in English.
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Table 2: Frequencies of Teachers’ Responses for Good and Bad Questions on 
the Korean Test

Q# Content of Question Good Bad

1 (E) Reading comprehension (finding a key word) 3 9

2 (K) Reading comprehension & writing (summarizing a passage) 15 1

3 (E) Reading (information-gathering) 15 4

4 (E) Reading comprehension & discourse analysis (finding keywords) 3 3

5 (E) Reading comprehension & writing (making interview questions) 17 0

6 (E) Reading comprehension (gap-filling) 5 2

7 (E) Reading comprehension & writing (summarizing a passage) 26 1

8 (E) Knowledge of the Input Hypothesis (gap-filling) 1 9

9 (E) Knowledge of testing & teaching skills (finding problems) 30 7

10 (E) Knowledge of teaching methods (gap-filling) 10 13

11 (E) Knowledge of communication strategies (gap-filling) 9 12

12 (K) Knowledge of teaching skills related to listening (explanation) 14 3

13 (E) Discourse analysis (finding keywords) 6 5

14 (K) Knowledge of teaching methods (writing definitions of terms) 10 7

15 (K) Phonetics (explanation) 6 12

16 (K) Syntax (explanation) 5 10

17 (E&K) Pragmatics (explanation) 14 4

18 (K) Poem (interpretation) 9 5

19 (E) Essay (discourse completion) 8 2

Total 206 109

Note. (E) and (K) denote the questions to be answered in English and Korean, 
respectively, whereas (E&K) denotes that the question has items to be answered in 
both English and Korean.

The results shown in Table 2 indicated that about 34% and 29% of the 
participants regarded Q9 and Q7 as good questions. Specifically, Q9 was a 
question about testing that asked respondents to find out problems with the 
vocabulary quiz given. A number of teachers who favored this question com-
mented that knowledge of testing, the making of good question items in par-
ticular, was essential because it was common practice in secondary school to 
evaluate students’ performance and progress by test. Some teachers empha-
sized the importance of including a question about testing in a first-stage 
written test, lamenting that they had little opportunity to study about testing 
in the teacher preparation programs and that they tended to make quizzes 
and tests similar to those they had experienced as test takers in the past.

In the other good question, Q7, respondents were asked to read a 
150-word passage and summarize it in English without using four consecutive 
text words. Those who chose this as a good question stated that it was a cog-
nitively demanding question that integrated various components of English 
proficiency such as reading comprehension, grammar and vocabulary usage, 
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and composition, and that the Japanese test should include more questions of 
this kind, rather than those that can be answered by guessing.

As for bad questions shown in Table 2, the Korean test, unlike the 
Japanese test, contained no questions that more than 20% of the participants 
rated unfavorably. The biggest discrepancy in the number of responses for 
good and bad questions was observed in Q8 in which only one teacher chose 
it as a good question whereas nine teachers considered it a bad question. Q8 
asked respondents to fill in the blanks in the description of Krashen’s Input 
Hypothesis with the terms “comprehensible input” and “silent period.” 
Neither choice of a correct answer nor distracters were given in this question. 
The question that arises here concerns why the participants favored the ques-
tion pertaining to teaching methods (i.e., Q6) on the Japanese test and why 
not the similar questions (i.e., Q8) on the Korean test. Inspection of the com-
ments from the teachers who chose Q8 as a bad question revealed that they 
appreciated the inclusion of a question about teaching methods itself in the 
test but deemed the format of this question problematic. Specifically, Q8 was 
offered in an all-or-nothing manner so that remembering or not the technical 
terms about the Input Hypothesis was the key to answering this question. 
Those who rated it unfavorably suggested that such a question should be 
avoided because it promotes nothing more than memorization of the technical 
terms used in academia.

DISCUSSION

The present study has demonstrated several important points in improv-
ing the content of the Japanese first-stage written test. A first point concerns 
“authenticity of content” (Purpura, 2004). It was found that the teachers in 
the present study considered lack of authenticity of content problematic, as 
evidenced by the fact that they rated the question about communicative lan-
guage teaching (i.e., Q9) favorably and the question about CALL (i.e., Q8) un-
favorably on the Japanese test, depending on the teaching situations they 
were in. Since the purpose of the test is to select teachers, one way of en-
hancing authenticity of content is to match the questions included on the test 
to the tasks found in the real-life classroom. There were several questions on 
the tests used in the present study that did have authenticity of content, 
namely the question about teaching methods on the Japanese test (i.e., Q6) 
and the question about testing on the Korean test (i.e., Q9). Indeed, both 
questions were rated highly. Given these findings, caution should be taken in 
using a standardized test (e.g., the TOEFL or the TOEIC) as an alternative to 
the first-stage written test, although some boards of education in Japan have 
allowed that alternative. As discussed elsewhere (e.g., Freeman and Johnson, 
1998), it should be acknowledged that those who have a good command of 
English are not necessarily good English teachers.

A second point in improving the test is to increase the proportion of more 
cognitively demanding questions. Given the high rating of the question about 
summary writing on the Korean test (i.e., Q7), the questions to be included 
on the test should be those which require an integration of such skills as 
reading, inference, evaluation, and application. Moreover, given the low rating 
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of the multiple-choice question on the Japanese test (i.e., Q1), its replacement 
may also be needed even at the expense of the efficiency of marking. Another 
way of making the question more cognitively demanding is to require in-
dividuals to answer in English. As far as this requirement is concerned, the 
Japanese test is far less cognitively demanding than the Korean test as shown 
in Tables 1 and 2. It is apparent that the Japanese test is not sufficient to 
measure test takers' productive English proficiency.

A third point worth noting is concerned with the question format. It was 
found that the teachers did not appreciate questions requiring rote memo-
rization, as observed in the low rating of the question about technical terms 
of the Input Hypothesis on the Korean test (i.e., Q8). Questions requiring 
rote memorization are problematic from the perspective of authenticity of 
content. That is to say, simply asking technical terms in a discrete manner 
does not entail the component linking between theory and practice. The pur-
pose of the test is not to check explicit knowledge of a particular theory but 
rather to make inferences about test takers' ability to use it in real-life teach-
ing situations beyond the test (see Bachman and Palmer, 1996, for a detailed 
discussion about the correspondence between the test tasks and the target 
language use). Clearly, questions that can be readily answered by rote memo-
rization of theories do not fulfill this purpose. It is thus important to base the 
test on the notion that test takers are not passive recipients of theory but its 
potential users.

Finally, two limitations of the present study and future direction of the 
study of the first-stage written test should be noted. First, only 89 secondary 
school English teachers participated in this study, and therefore the findings 
should be considered tentative. Much more data are needed to support the 
findings. A second limitation is related to the tests used. As stated above, the 
Japanese test was the one administered in 2003 in one prefecture of Japan. 
It was not necessarily representative of the Japanese first-stage written tests. 
Since the making of the test is autonomous to individual boards of education, 
variation of the content exists between tests. Therefore, the test was selected 
with the intention of serving as stimuli to elicit teachers’ opinions about the 
improvement of the test. Further research using other versions of the test ad-
ministered in different years and/or in other areas is necessary to support the 
findings. This holds true for the Korean test as well. 

CONCLUSION

It is obvious that there is plenty of room for improvement in the content 
of the Japanese first-stage written test, as shown in the lower identification of 
good questions and the higher identification rate for bad questions. This is 
not to suggest, however, that the test content has thus far remained 
unchanged. It is changing. A number of teachers commented that there was 
no question related to teaching methodology when they took the test. From 
their comments, there is no doubt that the test has been changing for the 
better. Unfortunately, however, change has come very slowly. Since the era of 
mass hiring of English teachers is just around the corner in Japan, the im-
provement of the employment exam must be accelerated. It is hoped that the 
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findings of the present study have shed some light on the direction in which 
the first-stage written test should be improved, and in a broader sense, will 
be of use to other EFL countries in Asia that implement the development and 
improvement of the employment examination.
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ABSTRACT

For administrators working in the EFL field, they must inevitably face 
the difficulty of properly assessing the performance and needs of teach-
ing staff. If there is no accurate evaluation tool or other means of as-
sessment, administrators cannot fully monitor, measure, nor properly 
assess the productivity of individual teaching staff. This then can lead 
to a general lowering of professional standards. In situations where no 
accurate measure of assessment exists, there can be no clearly defined 
professional standard f or teachers to follow. In addition, administrators 
have no means to measure and monitor the level of staff performance 
over time in order to establish whether it is, in fact, deteriorating or 
improving. In this presentation, we will present an evaluation tool, The 
Annual Activities Survey for Language Teachers (AASLT) and introduce 
this as the means to help administrators more accurately evaluate teach-
ing staff while simultaneously providing a clearer picture of the chal-
lenges they face. Moreover, we will examine how the AASLT can be 
used to diagnose and address problematic circumstances with teaching 
staff, as well as how it can assist administrators in defining the bounda-
ries of professionalism for teaching staff through the framework the 
AASLT provides.

INTRODUCTION

The purpose of this paper is to introduce an evaluation measure called 
The Annual Activities Survey for Language Teachers (AASLT). This is for the 
purposes of showing how this can be used by administrators to diagnose and 
address problematic circumstances by assessing the professional development 
activities of teaching staff, defining the boundaries of professionalism, and 
evaluating whether teaching staff are functioning within these professional 
boundaries. 

Initially, some current concerns found in the area of professional develop-
ment research will be examined and some recommendations to counter these. 
Then, in order to highlight the use of the AASLT, a description of the current 
communication channels of one anonymous English language center will be 
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explored to understand the particular channels of communication and how 
they are specifically used for collecting information on an individual teacher’s 
professional development, committee activities, and non-committee activities. 
This is in undertaken as the means to illustrate the gaps in communication 
and the shortcomings in the guidelines, which are a direct result of the 
former.

In the last section of this paper, the AASLT will be introduced along with 
an explanation of what it is and how it improves an administration’s method 
of collecting information on an individual teacher’s professional development 
committee and non-committee activities. Finally, some considerations for the 
future of AASLT will briefly be discussed.

CONCERNS WITH PROFESSIONAL DEVELOPMENT

While a teacher often sees professional development as just an addition to 
one’s workload or just an initiative from above (Stir, 2006) and/or feel there 
is little support for it from administration, there is an awareness of the lack 
of professional development undertaken and one’s weaknesses in it. However, 
in the EFL profession today, there is little motivation and action taken to im-
prove upon these. Many may question just why this is. Yet, the reasons are 
often inter-related and, in many ways, compounded by one another. In order 
to fully grasp and understand the concerns with professional development in 
EFL today, it is important to look at the rationale and what research shows. 

To begin with, it is significant to state that the weaknesses in professional 
development do appear to start during one’s initial teacher training period. 
Based on a study done by Stir (2006), it was reported that 90% of student 
teachers during their training do want to become more aware of their practi-
ces, but that the same percentage, take no action. As a teacher progresses 
past the training stage and further into the teaching profession, the lack of 
effort put into professional development continues and is often justified by 
positive student opinions (Marsh, 1984; Kulik, 2001). This, along with the 
failure of the teacher to consider the social context that one works in is often 
not accounted for (Stir, 2006). Moreover, Cortese (1998) writes that the un-
willingness of universities to respond to the challenges of sustainability and 
the rate at which professional development needs to occur, suggests that uni-
versities themselves have only succeeded in compounding this ongoing 
dilemma.

There also appears to be a lack of accountability for professional develop-
ment in the workplace due to a common misconception as to who is actually 
responsible for it. More often than not, confusion arises as to whether it is 
the responsibility of the teacher or the administration. What is more, when 
professional development is seen as optional, there is usually little or no fol-
low up on it. This is believed to be the direct result of the image professional 
development has in the EFL field, of a one-time activity that is not con-
tinuous, and not subject to reevaluation. In some cases, teachers can even de-
velop a fake sense of competence completion, believing they know enough 
and therefore have reached their element of expertise. (Williams & Berry, 
1999) This can have a profound effect on teachers, as over time, they can 
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mistakenly come see all members of their staff as professionally equal in ev-
ery aspect when, in truth, they are not. 

What this suggests is most concerning. Teachers are potentially prone to 
manifest an imagined level of professionalism beyond which they feel they 
need not go. They come to believe they have reached the length of their ex-
pertise and consequently, become comfortable with that and plateau in their 
teaching. This confusion between professionalism, or current expertise, and 
professional development, the ongoing development of expertise (Gleeson, 
Davies, & Wheeler, 2005) is inevitably responsible for the misnomer that 
there is a community of professional practice (Lave & Wenger, 1991).

 It should also be pointed out that professional development is often not 
included as an aspect of hiring practices (Gleeson, Davies, & Wheeler, 2005). 
This has been perpetuated by the current trends in flexible and casual practi-
ces in professional recruitment, which can, in the long run, hinder oppor-
tunities for professional development (Gleeson, Davies, & Wheeler, 2005). 
Moreover, when there is no teacher control of professional development, a 
feeling of stress and dissatisfaction can settle in, which can lead to 
disinterest. These latter points only serve to negate the process of continuing 
to develop professionally in the minds of teachers. Other limitations like 
those relating to contracts and employment time and can also decrease the 
level of motivation related to professional development because of the little 
long-term benefits for a teacher. Increasing internal instability in the work-
place due to consistent employee turnover creates an even greater need to 
re-evaluate professional development continuously, as such political imper-
atives of this kind deeply limit control, and/or impede it. 

RECOMMENDATIONS FOR PROFESSIONAL DEVELOPMENT

In order for professional development to be more effective, there are sev-
eral recommendations that are worthy of consideration. It should be acknowl-
edged that professional development is a daily practice that is ever evolving. 
This is necessary in order to address current and anticipated practices while, 
in turn, promoting the development of these. In relation to this, EFL teachers 
should be involved as active agents of change to raise their awareness of the 
need to take control of their own professional development. Such involvement 
can positively contribute to organizational commitment (Tzeng, 2004) and in-
evitably motivate teachers to take interest in professional development for the 
purposes of advancing their own knowledge and practice. This will help make 
professional development in the workplace as stress free as possible and 
make it easier to for teachers and administrators to set learning objectives as 
a measurement of growth.

It is also important to recognize that professional development should be 
the primary component of every teacher and administrator’s responsibilities. 
One study suggests that 50% of a teacher’s workload should directly deal with 
it alone (Sparks, 1994). This is significant, as it suggests that professional de-
velopment is meant as something for betterment of practice rather than extra 
workload. In addition, as an essential part of the workplace environment, 
professional development should be a component of the overall assessment of 
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all teaching during and after the hiring process. However, it should be at all 
times definitively distinguished as different from student opinions and not 
mistakenly confused with professionalism. 

Finally, as every administrator and teacher should to take the social con-
texts of the work environment into account, it is relevant that all teachers 
and administrators make assurances to adapt their needs to their specific so-
cial context(s). 

TYPICAL STRUCTURE OF A UNIVERSITY ENGLISH LANGUAGE CENTER 

IN JAPAN

In order to illustrate how the AASLT can be implemented to improve the 
assessment of professional development, and other related activities, it is first 
important to describe the typical structure of an English Language Center at 
a university in Japan. Diagram 1, (see Appendix A, Diagram 1) is a graphic 
representation of this common structure. The staff at this center is composed 
one full-time director and 22 foreign lecturers on five-year contracts. The di-
rector is chosen from a pool of full time university staff and the position at 
the center is a revolving one that usually changes every three years. Below 
the director, is the vice-director, a position, which is filled by one of the 22 
foreign lecturers. This position rotates sporadically depending on what year 
the lecturer is in according to his/her contract. The other 21 positions are 
broken down into committees, and are filled by the remaining foreign 
lecturers. There are approximately nine committees and each has a chair and 
corresponding members.

Diagram 2 (see Appendix A, Diagram 2) shows the channels of communi-
cation at this same English Language Center. This has been included in order 
to highlight the gaps in communication, which can lead to gaps in 
information. Between lecturers and committee chairs, there is one channel of 
communication where, in the individual committee meetings, committee re-
sponsibilities are allocated by the chairs to the committee members. 
Communication between committee chairs and the vice-director are repre-
sented by three channels of communication; weekly memo topics sent to the 
vice-director once a week by the individual chairs, faculty meeting topics sent 
to the vice-director once a month by the chairs, and an end of year report 
detailing committee activities sent to the vice-director by the chairs once a 
year. As for the communication between the vice-director and lecturers, there 
are three channels of communication: a weekly memo sent to the lecturers, a 
monthly faculty meeting attended by all lecturers and the director, class ob-
servations and a follow-up meeting between vice-director and individual 
teachers, which occurs once a year. Finally, between the director and the 
vice-director, there are a weekly meetings held throughout the year.

THE GUIDELINES AND THEIR SHORTCOMINGS

The following guidelines are intended to be used for the evaluation of 
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professional development, and other inter-related activities. There are seven 
particular guidelines that have been identified as having significant short-
comings, which negatively affect the collection of accurate information on lec-
turer activities. These shortcomings are as follows:

Guideline 1: "The following conditions and assumptions are offered to clarify 
as much as possible the terms and the nature of the evaluations." 
Guideline 2: “The use of just such an evaluation to "assist the University in 
deciding which and how many Lecturers receive the offer of a contract for 
the new academic year." 
Guideline 3: "The three principle sources of evaluation material, written 
and/or otherwise, are the Lecturer, The Vice-Director, and the Director." 
Guideline 4: "In the event of significant shortcomings or deficiencies in the 
Lecturer's performance or behavior, there will be a meeting . . . to ameliorate 
the situation." 
Guideline 5: ". . . the director, in consultation with appropriate university fac-
ulty and administrators, will maintain evaluative information in such a way 
that only relevant and properly documented materials are used for determin-
ing when a meeting . . . needs to be held." 
Guideline 6: “In situations in which evaluation material is used uniformly . . . 
the guidelines and checklists will be used in a uniform manner." 
Guideline 7: ". . . every effort must be made to eliminate misunderstandings 
as early as possible" 

The first two guidelines use assumptions as the sole basis to clarify, eval-
uate, and/or measure teacher performance or as the baseline for an extension 
of contracts. The third is also concerning because like the first two, it is sub-
jective in nature and the three stated positions have little contact with each 
other. As for Guideline 4, there is currently no means to determine what is a 
significant shortcoming or a deficiency. Yet, Guideline 5 paradoxically implies 
that there is already a standard form of evaluation in place when in fact 
there is not. Guideline 6 is exceptionally vague and it is difficult to pinpoint 
what it actually suggests, so one is left to his or her devices to allocate an 
interpretation. Finally, Guideline 7 is significant, because it is one of the fun-
damental reasons why the AASLT was developed and why its introduction 
has the potential to resolve many of these issues (shortcomings) by providing 
a framework of clarity in teaching staff evaluation.

Although, the guidelines presented are all vague and unrealistic, common 
to all of them is the lack of accurate and objective information essential to 
proper evaluation. This is due in part to current communication gaps, where 
the means to collect accurate information is not structurally present. This, in 
turn, leads to a failure to evaluate adequately professional development or to 
ensure the fulfillment of the responsibilities of teaching staff.

THE AASLT: WHAT IS IT?

The AASLT is a measure specifically designed to resolve the inadequacies 
and non-existent forms of professional development evaluation and imple-
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ment a clear standard of professionalism. It is not a measure used to evaluate 
classroom teaching. T Instead, he AASLT functions to evaluate the non-teach-
ing related activities of an individual teacher, particularly those related to 
professional development, committee(s) and non-committee(s).

HOW DOES THE AASLT WORK?

There are three distinct gaps in communication that are specifically iden-
tified and accounted for on the AASLT, as the means to collect accurate in-
formation on a teacher’s non-teaching related activities that were previously 
undetermined. These gaps in communication specifically relate to the 
Committee Activities, Non-Committee Activities and External Activities of an 
individual teacher.

By identifying and accounting for these communication gaps, the AASLT 
serves to raise awareness of unknown weaknesses in an individual teacher’s 
professional development, committee and non-committee activities. Moreover, 
it aims to draw an individual teacher’s attention to known weaknesses in 
these same areas. Consequently, in doing so, the motivation for a teacher to 
improve upon such weaknesses is believed to be promoted and encouraged.

THE THREE GAPS IN COMMUNICATION: HOW DOES THE AASLT 
ACCOUNT FOR THESE?

The first communication gap identified and addressed by the AASLT re-
lates to a teacher’s Committee Activities. The survey moves to collect in-
formation on what committee responsibilities a teacher completed or did not 
complete and the reasons why for those that were not. Moreover, it aims to 
identify what current position a teacher holds on a committee and if he or 
she has made any specific improvements to the latter which specifically re-
sulted in an improvement in the overall committee’s function. To add, it 
looks to account for any inter-committee activities a teacher was involved in 
by asking one to identify and explain whether he/ she worked on or with an-
other committee. 

The second gap in communication focuses on a teacher’s Non-Committee 
Activities. The AASLT aims to gather information on whether a teacher pro-
duced any non-refereed work, specifically internal journal articles, and/or 
reports. It also looks to collect information on whether a teacher presented or 
attended any departmental seminars, made any changes or specific con-
tributions to the general running of the department and its curriculum. What 
is more, the survey specifically asks a teacher to identify his or her teaching 
(class) load, including the classes and major(s) taught, and whether he or she 
functioned as an academic advisor for any student(s). It also requests that the 
teacher state who the student(s) was/were, including the year(s) of the stu-
dent(s) and major(s).

The third communication gap identified looks at External Activities. The 
survey asks a teacher to list any published works, including books, articles, 
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and conference proceedings. It also requires a teacher to state any pre-
sentations, including those related to articles written or co-written, invited 
lectures given, and any external lectures given. Moreover, it aims to gather 
information on what external events including conferences, workshops, and 
seminars a teacher attended. A teacher is also asked to list any upgraded 
qualifications, including completed degrees, certificates, or other similar qual-
ifications; achievements, including awards, honors, and grants; and finally, 
memberships in any academic society and positions held (e.g., Chair, 
Organizer, Committee Member, Article Referee, etc.).

By accounting for all three of these identified gaps in communication, the 
AASLT provides an improved means to collect accurate information, which, in 
turn, improves the chances of an accurate assessment of a teacher’s 
non-teaching related activities. 

THE FUTURE OF THE AASLT

The AASLT has yet to be implemented and tested to determine whether it 
actually functions as an accurate assessment measure of non-teaching related 
activities. Consequently, through trial and error, a refinement of the survey 
may be necessary and remains a possible future endeavour. Currently, there 
is a need to identify the specific parts of the survey that are ineffective. 
However, in order to anticipate what those may be, it will be necessary to get 
substantial feedback and reaction to it. Therefore, the next step in the devel-
opment of this measure is to devise the means to collect opinions on its ef-
fectiveness and ineffectiveness from teachers and administrators. This will be 
essential in establishing the overall validity of the AASLT and the direction it 
takes in the future.
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APPENDIX A: DIAGRAM 1 

Diagram 1: The Structure of a University English Language Center

Diagram 2: Communication in an English Language Center
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ABSTRACT

Flexibility is a necessary component in education, and it is especially 
needed in a writing class. In our context, EFL, classroom time is quite 
limited and the instructor is at times hard put to maximize the benefits 
of it. Along with this, constant reflection is required to accurately assess 
the progress (and at times the lack of it) of one’s students. This paper 
details the ongoing trials, tribulations, insights, developments, additions, 
deletions, modifications, successes, not quite successes, materials devel-
opment, and evaluation of a writing course over five semesters at the 
tertiary level. These classes are required for English Language and 
Literature majors, and have either by evolution or intelligent design 
moved from extremely instructor-oriented to extremely learner-oriented 
and learner-responsible, and have also progressed from the extremely 
formal academic paragraph to the multi-page creative short story.

INTRODUCTION

Occasionally an instructor finds himself in the enviable position of being 
able to implement a curriculum of a course to affect maximum development 
of his students. That was the situation the author found himself approx-
imately five plus semesters ago. The course was an introductory university 
composition course in the English as a Foreign Language context, and the de-
sign of the course was directed with the goal of achieving student improve-
ment in the following areas: clarity of expression, logical development of 
ideas, non-violation of readers’ expectations, adherence to acceptable stylistic 
norms, use of standard written grammar, and written fluency. Each semester 
produced significant changes in instructional methodology, material, assign-
ments, and evaluation.

OVERVIEW

The courses examined are sequential one-credit university classes offered 
in successive semesters in the English Language and Literature Department. 
They are required for all majors of that department and of all English 
Education majors. However, classes are open to all majors. Class time con-
sists of one two-hour period per week, and semester length follows the usual 
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16-week schedule, with the first beginning in March and the second in late 
August. For major students, these are normally taken in the freshman year, 
but that is not mandatory. Enrollment averaged approximately 55% first year 
students.

CLASSES

2004 Spring This was the initial class of the study. It consisted of three 
sections. The enrollment was 82, of which 36 were freshmen. The textbook 
used was Ready to Write (Blanchard & Root, 2003). The compositions were 
of the length of one paragraph. Each class had the following assignments: 
Write a one paragraph composition on a new topic assigned by the instructor 
(usually a choice of three). These were submitted, corrected by the instructor, 
and returned to the students the following class. Revise the corrected pre-
vious week’s composition. These were submitted, corrected, and returned the 
following week. Lastly, produce a final copy of the previous week’s first 
revision. This second revision would not be submitted during the regular 
class, but be added to the portfolio which would be submitted at the end of 
the term.

Peer reviews were conducted midway through the course following the 
model in Teaching ESL Composition (Farris & Hedgcock, 1998, pp. 194-195) 
with a form provided (see Appendix A). Each student assembled a portfolio 
of their work throughout the semester which consisted of the first draft, the 
revision, and the final copy of each assignment. These were graded, but not 
corrected, and returned to the students.

2004 Fall This was the second class of the study, and again it consisted 
of three sections. The enrollment was 81, of which 36 were freshmen. The 
textbook used was Ready to Write (Blanchard & Root, 2003). The composi-
tions were again of the length of one paragraph. Classes had the following as-
signments: One week, write a one-paragraph composition on a new topic as-
signed by the instructor (again usually a choice of three). These were sub-
mitted, corrected by the instructor, and returned to the students the following 
class. The following week, revise the corrected previous week’s composition. 
These would be submitted, corrected, and returned during the next class. The 
third week, a paragraph was to be written on a new topic, and the final copy 
of the previous week’s revision to be completed. This second revision would 
not be submitted during the regular class, but be added to the portfolio 
which would be submitted at the end of the term, as per the previous term.

Peer reviews were not performed this semester due to the unsatisfactory 
results obtained in the preceding semester (see Conclusions). A portfolio was 
again assembled, collected, graded, and returned, as was done previously.

2005 Spring This was the third class of the study, and again it consisted 
of three sections. The enrollment was 75, of which 48 were freshmen. The 
textbook used was again Ready to Write (Blanchard & Root, 2003) and ma-
terial based on the first five chapters of The Practical Writer (Bailey & 
Powell, 1992). The compositions were again of the length of one paragraph. 
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The assignments followed a similar format as the Fall 2004 class. One week, 
write a one-paragraph composition on a new topic assigned by the instructor 
(again usually a choice of three). For the first few weeks of the class these 
were submitted, corrected by the instructor, and returned to the students the 
following class. After this initial period, a new topic would be assigned again 
usually with a choice of three. These would be peer reviewed, but not 
submitted. The following week, students were to revise the corrected previous 
week’s composition. These would then again be peer reviewed, but not 
collected. For the third week, students would produce a new paragraph on a 
new topic and write the final copy of the previous week’s revision. This sec-
ond revision would be submitted during the regular class. It was then cor-
rected and scored by the instructor and returned to the student. A final ver-
sion of this was to be added to the portfolio which would be submitted at the 
end of the term, as per the previous term.

Peer reviews were reinstated but with a proofreading and editing focus 
rather than one of content review, and a form was provided for guidance 
(Bailey & Powell, 1992, p. 68) (see Appendix B). The students again created 
and submitted a portfolio, as was done previously.

2005 Fall This was the fourth class of the study, and again it consisted of 
three sections. The enrollment was 76, of which 49 were freshmen. Again the 
textbook used was Ready to Write (Blanchard & Root, 2003). The composi-
tions were of the length of one paragraph. The assignments followed a similar 
format as the Fall 2004 class. For example: The first week, write a one-para-
graph composition on a new topic assigned by the instructor (following the 
usual choice of three). The second week, the composition assigned the week 
previous would be peer inspected (see below) and returned to the authoring 
student to be revised. The following week, the revised paragraph would again 
be peer inspected and returned to the authoring student to be revised. The 
class following that, the final copy of the assignment would be submitted 
which would be scored and corrected by the instructor and returned to be re-
vised and added to the portfolio, and the sequence would repeat.

Peer inspections were continued, again with focus on proofreading and 
editing. However, no form was provided as there were a significant number 
of continuing students who were familiar with the task. The students once 
more created a portfolio, as was done previously.

2006 Spring This was the fifth class of the study. Again it was composed 
of three sections. The enrollment was 80, with 50 of them in their first year. 
The textbook departed from the one which had been employed for the past 
two years, to one produced by the instructor, and which was available online 
on the class Web site. Composition length increased from the single para-
graph of past years to five and one half to six pages and three and one half 
to four pages. Class assignments began with a generalized topic supplied by 
the instructor and with a beginning length of one and a half pages. Following 
each week’s revision, the assignment length was increased by one page until 
the previously stated limit was reached. Upon reaching the final addition and 
revision, the compositions were submitted for evaluation. These were then 
corrected, scored, and returned. The second topic was assigned and the pro-
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cedure repeated.
Peer inspection without checklists, as performed in the classes of 2005, 

continued on all but the final copy of each assignment. Literary readings were 
added as models of compositions. Grammar instruction was added with short 
literary examples. As the portfolio had proved ineffective (see Conclusions), it 
was discontinued.

2006 Fall This was the sixth class of the study (incomplete at the time of 
the conference). It varied from the norm as it consisted of only two sections. 
Enrollment was 46, with 31 students in their first year. Assignment length 
was fixed at two and one half pages for each assignment. Three generalized 
topics were assigned sequentially by the instructor. The students were to 
write the full length for each of the versions of each of the compositions (i.e., 
first draft, revision, and final copy). As with the previous semester, only the 
final copy was submitted for evaluation, correction, and return. 

Peer inspections were performed on the first draft and the revision. 
Literary readings were used as compositional models and as samples for 
grammar instruction. Vocabulary instruction was also added. Again, there was 
no portfolio.

DIRECTIONS

2004 The motivating idea of this period of instruction was that of the 
academic rhetorical style. Instruction focused on various patterns of organ-
ization as reflected in the textbook, Ready to Write (Blanchard & Root, 
2003). Topic choice was quite restricted to coordinate with the organizational 
principles of the text. The short length of the assignments, one paragraph, re-
sulted in an intensive compositional and instructional focus. There was a very 
high level of instructor intervention, and a low level of peer interaction and 
feedback.

2005 The academic rhetorical style persisted with instruction following 
the text with its continued focus on varying organizational patterns. Topic 
choice was similar to the year before, and focus quite intensive. The level of 
instructor intervention began to be reduced in the first semester, and in the 
second was reduced even more with peer interaction and response increasing 
proportionally.

2006 The focus shifted from the academic rhetorical style to creative 
fiction. Less formally structured organization was featured. Students were giv-
en a more open choice of topic within a generalized framework. The composi-
tions were of significantly greater length and hence more extensive in the in-
structional and compositional approach. Instructor intervention was at a low 
level, and peer interaction at a high level.
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INDUCEMENT FOR CHANGE

The program was functioning well enough as originally designed and im-
plemented, but there were several problematic areas that the author felt re-
quired attention. 

Plagiarism In the current context, students seem to be generally unaware 
of the seriousness of plagiarism, or for that matter what plagiarism is. This 
became manifest in an assignment on paragraphs organized by time. The in-
structions were to find any person, past or present, which interested the stu-
dent, and using the Internet or library find some information about the per-
son and extract seven or eight important dates in the subjects life, and write 
a paragraph using those dates in some sort of time order employing a list of 
temporal transitions (Blanchard & Root, 2002, p. 26).

The results were eye-opening. Students did in fact research their se-
lected individual. Approximately 10% of them pasted large amounts of what 
they had found on the Internet directly into their compositions. A few in-
cluded hyperlinks and Web page formatting. When confronted with evidence 
of their plagiarism, the general reaction was a questioning disbelief of any 
wrongdoing.

Student Apathy In the first year of the study, students were provided with 
frequent feedback in the form of instructor corrections and suggestions. These 
were effected to the improvement of the compositions, but in an over-
whelming number of instances, those were the limit of revisions that were 
effected. Great efforts were made to encourage creative revisions, to motivate 
the students to improve upon the idea and the way in which they were trying 
to communicate it, all to little avail.

Time Limitation The distribution and amount of class time was extremely 
limited. Classes were held once per week for two contiguous 50-minute 
periods. This resulted in a week delay from the submission of a paper to its 
return. Additionally, this necessitated material being presented in large 
blocks, with little to no reinforcement.

Lack of Quality Although this is quite subjective, the general quality of 
student papers was fairly low. With few refreshing exceptions, most composi-
tions were mechanical and uninteresting. Students seemed to be searching for 
a formulaic method of producing a composition which would result in a high 
score with minimum effort.

Short Length The single paragraph, while a good starting point, was too 
little to develop connected ideas. The class hours and their distribution hin-
dered transitioning to longer works.

Disconnected A notable feature of a large quantity of student work was 
that points made within a composition were not cognitively well connected. 
This improved with revision, but remained evident in the initial production 
phase.
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THE EPIPHANY

In the second year, when the time for the assignment mentioned above 
using time organization approached, something needed to be done. Wishing 
to avoid a repetition of articles lifted from the Internet, an inspiration came 
upon the author. Rather than choose a famous person and finding in-
formation on his life, students were instructed to make themselves the im-
portant person and to use significant dates from their own lives to write the 
composition.

The resultant papers were a delight. They were, by default, original. In 
addition, they were very interesting, and, on the whole, they were of superior 
quality. What had initiated as a ploy to eliminate plagiarism had served to 
generate a significant improvement in all of the compositions.

This personalized topic approach was again applied to another assign-
ment, that of writing descriptions. The assignment from Ready to Write
(Blanchard & Root, p. 71) was to select a family member, create a list of de-
scriptive details of that person, then write a paragraph using this list. This 
quite frequently produced a large quantity of mediocre paragraphs describing 
mother.

The students in the second year were instructed to use themselves as the 
family member. Additional instructions were to write in the third person and 
to use only glowing terms in their descriptions. Papers again were very origi-
nal, very interesting, and of superior quality. (It should be noted that it was 
necessary to provide somewhat detailed instruction on what “glowing terms” 
were.)

TRIALS AND FEEDBACK

The personalized creative approach was yielding positive results, and to-
ward the end of the second year, short in-class creative writing was tested. 
Normally, there was little writing done in the classroom, and taking that into 
consideration, the samples were fairly well written.

An informal survey was conducted among the students regarding the per-
sonalized topics and the creative writing. Both were well received, with no 
complaints registered.

CREATIVE WRITING

The 2006 year brought about a shift in the design and implementation of 
the writing course. Composition focus went from intensive to extensive, and 
with that, the length of the assignments increased dramatically. Students were 
required to develop a story that carried through many paragraphs and several 
pages. They were also enjoined to keep the story interesting, and to keep it 
logical (i.e., understandable to the reader).

Readings of literature were provided as models of composition, partic-
ularly selected to emphasize a point of instruction. Peer review (in its true 
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sense of offering suggestions for improvement), peer editing, and peer proof-
reading were employed as classroom activities. Basic grammar instruction rel-
ative to student errors was also introduced midway in the first semester using 
additional literary samples. 

An online textbook of the author’s own device was used for the class. It 
contained particular points compositional instruction, a style sheet, problem-
atic areas of grammar and style, observed student errors, and class 
assignments. It was adapted to the needs of the class as they presented 
themselves.

Spring 2006 The first assignment of the term was quite long, five and 
one half to six pages. It began as a one and one half page paper and grew at 
the rate of one page per week until its full length was achieved. Each week 
had a different element of focus (i.e., setting, characters, plot, point of view, 
resolution) to be incorporated into the paper.

The second assignment was shorter, two and one half to three pages. It 
also followed the progressive length development of the first. And as in the 
first paper, different compositional elements of the story were highlighted 
each week.

In both of the assignments, students were checked as to completion of in-
termediate assigned work, but no scores or corrections were made by the 
instructor. The final versions were both scored, corrected, and returned. Each 
week, peer review, editing, and proofreading were done in-class.

Results In the first assignment, better students wrote very well, as would 
be expected. They produced interesting well-formed stories. Weaker students 
did poorly, at times producing incoherent assemblages of words that defied 
comment. This was partially from their lesser ability, but more from their 
failure to approach the task with a serious attitude. On the second assign-
ment (half length of the first) results paralleled the first but with some nota-
ble improvement of the less proficient members of the class. 

Lessons Learned Shorter assignment length produced better results for 
mid-level students. Upper level students displayed significant development. 
Weaker students had improvement similar to those achieved with the previous 
method of instruction (the academic style). It was quite obvious from observation 
of reoccurring student errors that more grammar instruction was needed. 
Additionally, it was also determined that vocabulary instruction was in order.

FALL 2006

Lessons Applied Considering the results of the previous semester, assign-
ment lengths were shortened to two and one half to three pages. The total 
amount of writing remained the same as the number of assignments was in-
creased to three. With the additional composition, an additional literary read-
ing was also added. To increase connectivity, grammar instruction used the 
literature readings as samples for examination and demonstration. These 
readings were also used as the basis for vocabulary instruction.
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TRIBULATIONS

THEIRS 

Plagiarism was still rearing its ugly head. Rather than the Internet, some 
students copied wholesale from the reading. Strong threats and huge de-
ductions in scores reduced it significantly, but did not entirely eliminate it.

Perhaps more worrisome was the students’ continuing habit of 
procrastinating. The distribution of class hours (once per week) contributed to 
this, but as it persisted, it resulted in poorly proofread papers with significant 
amounts of obvious errors. It also left students poorly, if at all, prepared for 
class.

MINE

The biggest problem to date has been the development of an effective 
scoring rubric. These are graded major classes, and assigning equitable scores 
can be quite perplexing at times. For example, should a student who followed 
a safe conservative path in his composition, wrote the minimum, took no ex-
ploratory chances, and made few errors receive a higher score than one who 
wrote much more, dared new frontiers, took bold risks to express his ideas, 
and made more errors?

Grammar instruction is a second area of concern. Although the students 
have studied grammar, most of it has been in the area of error recognition 
and little to none in the area of production. Considering the limited amount 
of class time, this instruction needs to concentrate on what will best benefit 
the students’ writing efforts.

The last major area of concern is that of maintaining a reasonable cred-
it/workload balance: Too little work and the students fail to progress as much 
as they could; too much and the students consider the tasks impossible and 
abandon reasonable effort and progress even less.

CONCLUSIONS (HAPPY DISCOVERIES AND NOT-SO-HAPPY DISCOVERIES)

Writing done with a creative focus does produce better results than that 
with an academic focus. This was found in both short and long compositions 
which were more coherent and interesting.

More writing results in better writing. This was observed from the first 
class, Spring 2004, when students would have three paragraphs to write (or 
revise) each week. It was also visible in the creative focused classes of 2006. 
The more the students wrote, the better they wrote. This suggests a possible 
parallel with extensive reading.

Grammar instruction is necessary. Most students lack the meta-vocabulary 
to discuss problems with their work, and are often unaware of a particular 
error they have made, or why it is an error. Also being in an EFL situation, 
their overall exposure to English is usually limited to the classroom and as-
signed texts.
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Vocabulary instruction is also necessary, both in the acquisition of un-
familiar items and deepening the knowledge and usages of words the students 
already possess.

Literature readings are highly beneficial. Although advanced, they are ex-
cellent writing models. Using them as samples for examination and study for 
grammar places it in the context of real usable language. The vocabulary is 
also advanced, but as it occurs in a natural authentic context, it serves the 
students well. 

Topics selected with a strongly personalized aspect produce vastly superior 
results from the impersonal selection available in textbooks. This seems to 
cause the students to focus more intently on the content of their composi-
tions in a more intense manner.

On the down side, it appears that peer reviews in the traditional sense 
(Farris & Hedgcock, 1998) have little benefit for all but the most advanced 
students. Other than responses to the purely mechanical items, little was of-
fered in the subjective parts of the review. Peer editing and proofreading are 
not quite as effective as one would expect or hope. Students were familiar 
with error recognition, but this was only applicable to a multiple choice 
format. In the open-ended situation of examining a composition in toto, glar-
ing errors were frequently invisible and overlooked.

Student portfolios were also ineffective in this limited situation. In gen-
eral, students viewed them as a make-work exercise which forced them, quite 
unwillingly, to retain all of the work they had produced during the term. 
Final entries displayed no final polish or improvement, other than marked er-
ror correction, than the previous versions. When used as an element of stu-
dent evaluation, their scores mirrored the scores on the individual composi-
tions and provided no discriminatory capability.

Instructor intervention is very effective. But if it is done without lengthy 
individual consultation with the student, only the indicated areas receive at-
tention, and the reasons for the correction or suggestion are not compre-
hended or investigated.
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APPENDIX A. PEER REVIEW FORM

Writer _____________________ Peer Editor ____________________

1. What is the topic sentence? _________________________________
________________________________________________________
________________________________________________________

2. What supporting details did the writer use in this paragraph? 
________________________________________________________
________________________________________________________

3. What are the strengths of this paragraph? _______________________
________________________________________________________
________________________________________________________
________________________________________________________

4. What did you like about it? _________________________________
________________________________________________________
________________________________________________________
________________________________________________________

5. What weaknesses did you find? ______________________________
________________________________________________________
________________________________________________________
________________________________________________________

6. What suggestions for improvement can you offer? _________________
________________________________________________________
________________________________________________________
________________________________________________________
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<H>Appendix B. Paragraph Checklist

Writer _______________________ Student Number ______________
Checker ______________________ Student Number ______________

Y - Yes, the item is correct
N/Y - Not Yet, the item is not yet correct.

Topic Sentence
________ Does the paragraph begin with a topic sentence?
________ Does the topic sentence have a limited subject? 
________ Does the topic sentence have a precise opinion?

Support
________ Does the support begin with the second sentence of the paragraph?
________ Is the support detailed enough?
________ Do all the items of support clearly belong with the topic sentence?
________ Is the support fully explained so the relation to the topic is clear?
________ Are there transitions at the critical locations? 
________ Does each item of support include a reminder of the opinion in 

the topic sentence?

Conclusion
________ Does the last sentence of the paragraph reword the topic sen-

tence? 

Other
________ Is the paragraph convincing?
________ Is the paragraph interesting?
________ Is the paper neatly done so its easy to read?

Mechanics
________ Formatting: 
________ Margins: Top, bottom, left, and right
________ Line spacing: Single space for name, double space everywhere else
________ Title centering
________ Left alignment
________ 12pt. Times New Roman font
________ No bold or underline font styles
________ Title Capitalization?
________ Sentence Capitalization?
________ Spelling?
________ Grammar?
________ Punctuation?
________ Correct form of words?
________ Sentence fragments? 
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Advancing ELT: Empowering Teachers, Empowering Learners

The 2006 Korea TESOL Conference Committee gratefully recognizes the following 
people for presenting research papers, conducting workshops, and leading discussions 
at the 14th Korea TESOL International Conference. Listings are in alphabetical order 
by surname, followed by the title of the session; co-presenters are listed separately.

Academic Presentations

Classroom Management
Tommy Che Vorst Facilitating Mass Chaos: Team-Building in the Overcrowded 

University Classroom
Sara Davila Class Survival/Class Management: Approaches and Practices 

from a Teacher in the Field
Ayesha Kamal The Right to Remain Silent
Adriane Moser Enabling Young Learners to Manage Anger: Extending the 

DANGEROUS ANIMAL Metaphor
Jinkyu Park Adjustment Problems of Young Second Language Learners

Computer-Assisted Language Learning
Paul Alexander Developing ESL Communities of Practice Between Japanese 

and Korean Students
Andy Burki Using Corpora in ELT: A Few Ideas
Christopher Chase Developing ESL Communities of Practice Between Japanese 

and Korean Students
Jocelyn Hubert Utilizing Videos: A Powerful Medium for Innovative ELT
Andrew Johnson More ICT, Less Work: A Collaborative Pilot Project
Hyun Jung How to Use Corpus and Concordance Programs for Teaching
Shawn Manning Preparing for the iBT TOEFL Speaking Test via Emailed 

Recordings
Kelly McCluskey Using a Concordance in the ESL Classroom
Chris Surridge Digital Whiteboard: Supercharging the Learning Environment
Ariel Sorensen Digital Whiteboard: Supercharging the Learning Environment
Thomas Webster More ICT, Less Work: A Collaborative Pilot Project
Xunfeng Xu The Use of Learner English Corpora for Teaching Grammar

Conversation / Pronunciation
Miehye Ahn You Too Can Teach Pronunciation
Hye-won Lee Drama English in the EFL Classroom
Ella Leung Teaching Group Discussion and Presentation Skills in a 

University Pre-sessional Program
Bryon O’Neill The WebLinks Project: Schema Building for EFL Conversation 

Courses
Shelley Price-Jones Group Work for Large Classes
Mark D. Sheehan The WebLinks Project: Schema Building for EFL Conversation 

Courses
Adrian Smith Group Work for Large Classes
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Cross-cultural Issues
Shihyai Elsa Chen An Investigation of Taiwan College Students: Appraisal of 

Native and Non-native Speaker Teachers
Young-Ah Kang Non-native Teachers in America
Hyun-Joo Lee Cultural Imperialism and Representation in ESL Textbooks
Brendan Moloney How Are Korean English Lecturers Perceived in Japanese 

Universities?
Melanie Graham Proctor Educators for UNICEF: Integrating Service Learning into the 

ELT Curriculum
Stanton Proctor Educators for UNICEF: Integrating Service Learning into the 

ELT Curriculum
Tim Thompson Examining Korean University Students Expectations of Native- 

Speaker English Teachers
Deron Walker Korean University Student Perception of Rhetoric: Is Linear 

Better?

Curriculum and Materials Design
Mikio Brooks Content-Based Instruction: Curricular Design and Materials 

Development
Robert Dickey Not Content Without Content-(Based Instruction)
Stephen Jennings A Content-Based Language Awareness Approach for Lower- 

Level Learners
Aaron Jolly Easy Ways to Make Your Own Materials for Young Learners
Miso Kim The Use of CBI with Korean Elementary School Students: Art 

in the English Language Classroom
Gavin Peacock Easy Ways to Make Your Own Materials for Young Learners
Todd Rucynski A Content-Based Language Awareness Approach for Lower- 

Level Learners
Joseph Sandkamp Content-Based Instruction: Curricular Design and Materials 

Development
Michel Trottier English Villages and Informal Learning: How Experiential EFL 

Is Challenging Traditional ELT in Korea
Michel Trottier EFL Materials Selection and Development: Developing 

Materials and Developing Yourself

English for Specific Purposes
Benjamin Duncan Scientific English Presentations: Advancing Techniques and 

Training
Andrea Gaggl ESP for Global Companies in EFL Settings
Lawrie Hunter Thinking in English: Foundation Critical Thinking
Oswald Jochum ESP for Global Companies in EFL Settings
Maggie Lieb Developing an EAP Program for Intermediate-Level University 

Students
Miralynn Malupa-Kim Study Skills for International Graduate Students
Sonia Strain Developing an EAP Program for Intermediate-Level University 

Students
Farhad Tayebipour English for Specific Purposes vis-a-vis Content-Based and/or 

Task-Based Approaches

Global Issues
Kip Cates Teaching English for World Citizenship: Multicultural 

Themework in EFL
Kip Cates Teaching Global Issues Through Video with What’s Going On?
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Robert Snell Empowerment Through SIGs: Developing a Dynamic Global 
Issues SIG

Grammar
Farida Abderrahim The Fusion of Theory and Practice in Grammar Tasks
Clarice S.C. Chan Pedagogical Growth for Learners on a Multi-faceted Grammar 

Course
Mary Colonna Fun Ways to Teach Grammar
John Halliwell Engaging and Empowering Learners in Grammar
Jason Renshaw Teaching Grammar to Young Learners and Teenagers
Barbara Sarapata Fun Ways to Teach Grammar
Normawati Shariff Connecting Grammar with Writing Through Poems: The 

Malaysian Experience
Deron Walker Teaching Old Dogs New Grammar Tricks: A Course Evaluation

Learning Strategies and Styles
Negah Allahyar Mobile Phone and Learner Autonomy: A Dream Realized
Kanzaka Izumi Surviving Study Abroad: Overcoming Foreign Language 

Anxiety Through Affective Strategies
Azadeh Jalilian Language Proficiency and Language Learning Strategies
Magaret Kim My Promise to Me, Myself, and I: Contract Learning
Yong Kim Exploring Multiple Intelligences Theory in the ESL Classroom
Maggie Lieb Using Multiple Intelligences to Empower Asian Students
Kayvan Mahmoodi Language Proficiency and Language Learning Strategies
Ross Eric Miller My Promise to Me, Myself, and I: Contract Learning
Preawpan Pringprom The Study of Learning Strategies Used by First-Year and 

Second-Year Students Who Are Studying Foundation English 
at Bangkok University

ZArina Ramlan Change in the MOI: Content Area Teachers’ Learning Strategies
Andrew Yau-Hau Tse Language Learning Strategies Used by University Students in 

Hong Kong

Listening
Cheng-hua Hsiao Teachers Questioning and Feedback Analysis in Two English 

Listening Classes
Rube Redfield Movie Novelization: Adding Audio

Methodology and Techniques
William Michael Balsamo Back to Basics: Pencil and Chalk!
Roger Fusselman How and Why to Teach the TOEFL iBT
Jolie Lee Communicating Language Teaching and Its Implications in 

South Korea
Hyeyoung Park Task-Based Language Teaching in Korean Secondary Schools: 

Constraints and Suggestions
Jong-min (Viki) Park The Games People Play
Susan Pryor The Games People Play
David Shaffer Focusing on Figurative Forms: Presenting Proverbs
Ariel Sorensen International Groupwork in the Classroom: Beating the L1 

Stranglehold
Christopher Surridge International Groupwork in the Classroom: Beating the L1 

Stranglehold
Eugene Spindler Halliday, Elley, and Krashen: An Instructional Framework for 

FL Literacy 
Todd Vercoe Games, Computer Games, and Project-Based Learning
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Sandra Wyrwal A Topsy-turvy World: Students as Teachers

Pragmatics
Kyung-Yong Kim Pragmatic Strategies in English Complaint Courses
Terry Stocker Cleaning Up a Mess

Professional Development
Chin-Wen Chien Elementary School English Instructional Supervision Group: 

Challenges and New Directions
Carlos Gomez S. Essentials of an English Teachers Course for Public Mexican 

Universities
Jaleh Hasssaskhah Research Oozes into Practice: The Case of Teacher Effectiveness
Jocelyn Howard Teachers Perceptions of a Principles Approach to Developing 

Communicative Competence
Peter Ilic The Annual Activities Survey for Language Teachers: An 

Administration Tool for Evaluating Teaching Staff
Gareth Lewis Professional Development for English Language Teachers/ 

Lecturers: Developing Learner Motivation
Maggie Lieb Teachers Helping Teachers: Empowering EFL Teachers in 

Vietnam and Bangladesh
John Marshall In Pursuit of Professional Status
Shoichi Matsumura What Are the Qualities of Quality EFL Teachers?
Susan Millar Teachers Perceptions of a Principles Approach to Developing 

Communicative Competence
Nopporn Sarobol Self-Development from Classroom Observation
Sharon Simpson Development of Continuous Education Standards: KOTESOL 

as an Accrediting Organization
Hirofumi Wakita What Are the Qualities of Quality EFL Teachers?
Stuart Warrington The Annual Activities Survey for Language Teachers: An 

Administration Tool for Evaluating Teaching Staff

Reading
William Balsamo Using Newspapers for Language Reinforcement
Tim Collins Reading in the Content Areas
Robert Hill Asking the Right Questions: Strategies for Teaching Reading
Scott Miles Effects of an Extensive Reading Course on Vocabulary, 

Grammar, and Reading Attitudes of Korean University Students
Byron O’Neill Task-Based, Content-Based Materials for University EFL 

Reading Courses
Ksan Rubadeau Graded Readers Project: A Teacher Spills All

Second Language Acquisition (SLA)
Nathan Bauman A Catalogue of Errors Made by Korean Learners of English
Kristina Bayburtsyan Translation as a Language Learning Tool
Clarice S.C. Chan Understanding Task Difficulty from the Perspective of the 

Learner
Tsogjik Grigoryan Translation as a Language Learning Tool
Virginia Hanslien Addressing Motivation: A Framework for the ESL Classroom
Cheng-hua Hsiao Goal-Shifting Process in a College Class: From Socio-cultural 

Perspectives
Chiu-fang Huang Goal-Shifting Process in a College Class: From Socio-cultural 

Perspectives
Junghee Hwang Collaborative Output Tasks and Their Effects on Learner- 

Learner Interaction
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Sakae Onoda Exploring the Relationship Between Extroverts/Introverts and 
Language Learning

Sakae Onoda Investigating the Relationship Between Learners’ Beliefs and 
Proficiency

Douglas Sewell Expectancy of Learning: Motivation Among False-Beginner 
Korean College Students

Younghee Sheen Does Language Anxiety Influence the Success of Error 
Correction?

Yi-hua Wang Goal-Shifting Process in a College Class: From Socio-cultural 
Perspectives

Gillian Wigglesworth Investigating the Role of the First Language in the Classroom
Chia-wen Yu Goal-Shifting Process in a College Class: From Socio-cultural 

Perspectives 

Testing and Evaluation
Ryuji Harada Making Quizzes: A Source for Empowering Teachers Imagina-

tion and Creativity
David D.I. Kim Peer Assessment of English Writing in Korea: A Form of 

Curriculum Evaluation
David D.I. Kim Qualitative and Quantitative Methods in Harmony: Action 

Research Design
Hyun-Ju Kim Potential Threats to Validity of Rating Scales

Video
Sakae Onoda Utilizing TV News Clips in Language Teaching
Colin Skeates A Practical Guide to Video Journaling

Vocabulary
Aaron Batty Vocabulary Knowledge Depth vs. Vocabulary Learning 

Strategies: Does Anything Work?
Philip Brown Word Associations and Vocabulary Development Through 

Tasks
Yumi Hasegawa Vocabulary in English Textbooks and Exams in Korea and 

Japan
Jake Kimball Expanding Young Learners’ Vocabulary Through Semantic 

Mapping
Rob Waring Rethinking the Relationship Between Vocabulary and Reading

Writing
Jeongsook Choi Grammar in English Writing of Korean ESL Students and 

English-Speaking Students
Brian English Methodological Guidelines for Teaching Writing to University 

Students
Russell Hubert Using Student Self-Reported Experience to Assess Writing 

Level
Hyemi Lee Rethinking EFL Academic Writing Pedagogy: On the History 

and Praxis of the Writing Process in Korea 
Sook Hee Lee Interactivity and Argument Structures in High- and Low- 

Graded Argumentative/Persuasive Essays
Sutilak Meeampol A Study of the Effectiveness of Process-Based Writing in an 

EFL Classroom of Second-Year Students at Bangkok University
Young Ok Jong EFL Writing in South Korea: Comparing Teachers and 

Students Perspectives
David Ribott-Bracero Effective Writing Activities/Strategies for Non-Native Speaker 
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Teachers
Lawrence White Changing the Focus: From Teacher to Learner – A Writing 

Course
Chun-Chun Yeh Reflective Writing in the Translation Classroom

Organizational Partners Presentations

Allen Ascher Discussions That Work: Maximizing Fluency and Accuracy
Nalin Bahuguna Developing Test Success Through Intensive Reading!
Nalin Bahuguna Long-Term Reading Success with Oxford Graded Readers
John Baker Helping Students Succeed with Houghton Mifflin’s Great 

Writing Series
John Baker Preparing Students for Academic Success with Houghton 

Mifflin’s College Oral Communication Series
John Baker Designing a Composition Course Syllabus with the At a 

Glance Series
Susan Barduhn Learning Tells You How to Teach
Dina Browne Chattertime!®: An Innovation in Media-Assisted English 

Language Learning
Garrett Byrne Improving iBT TOEFL Skills
Michael Cahill Not Enough Time for Professional Development
Michael Cahill Teaching the Content Areas: Integrating Literature and 

Language in the English Language Learning Classroom
Chris Candlin Applied Linguistics at Macquarie: Researching and Teaching 

in the Context of Real-World Practice
Sung Shin Choe Beyond Asking What's Your Name?
Namju Choi Motivating Young Learners to Learn English!
Su Jung Choi CATCH with CATCH!
Gilly Dempster New Finding Out
Gilly Dempster Selections
Gilly Dempster English is Fantastic!
Clyde Fowle Synergy: A Lifeline to Student Motivation
Clyde Fowle 7 Classroom Activities
Steven Gershon Proverbs to Teach By
Patrick Hafenstein Reading for a Reason
Patrick Hafenstein Linking the Classroom to the Real World
Patrick Hafenstein Empowering Children in the ELT Class Through Smart Kids!
Patrick Hafenstein The Official Guide to the New TOEFL IBT
Patrick Hafenstein No Subject Left Behind for Young Learners: English Zone
Hjohn Halliwell Making Informed Choices: Teacher Education at Saint 

Michael’s
Clare Hambly Grammar: It's All in the Game
Clare Hambly Let’s Go for Phonics Success
David Harrington How to Increase Speaking Through Debate
Pam Hartmann Interactions/Mosaic Silver Edition: Excellence in Academic 

Skill Building
Pam Hartmann Academic Skills, Strategies, and Scaffolding in Quest, Second 

Edition
Pam Hartmann Academic Skills, Strategies, and Scaffolding in Quest, Second 

Edition
Pam Hartmann Interactions/Mosaic Silver Edition: Excellence in academic 

skill building
Marc Helgesen Changing University Classes: Access Leads to Success
Robert Hill Supporting Reading, Expanding Reading
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Robert Hill Asking the Right Questions: Strategies for Reading
Julie Hwang Scholastic rBook, Guided Writing for Young Learners
Patrick Jackson Sing, Sing, Sing! With Your Potato Pals
Patrick Jackson Now They’re Talking!
Patrick Jackson Oh Grandma, What Great Stories You Have!
Melissa Keiser Houghton Mifflin Reading: Adapting North American Reading 

Programs for EFL Learners
Melissa Keiser Interactive Reading: Guiding Students to Critical Thinking 

Success
Chris Kennedy The University of Birmingham Distance MA Programmes 

(TEFL & Applied Linguistics)
Michelle Kim Harcourt Trophies: Reinforcing Reading Strategies with 

Graphic Organizers
Myung Shin Kim Language Learning in a Stress-Free Environment for Young 

Readers
Sang Woo Kim How to Effectively Teach the iBT TOEFL?
Hyunah Lee Let’s Explore the World of Writing and Nonfiction (TCM Time 

for Kids Exploring Writing / Exploring Nonfiction)
Hyunah Lee Magic Reading Plus-Magic School Bus: A Successful Teaching 

Method for Extensive Reading
Moon Jeong (Curie) Lim Working to the Top with English for Work
Moon Jeong (Curie) Lim Delivering Success in the Classroom with 50/50
Caroline Linse Content-Based Activities: Capturing the Curiosity of Very 

Young Learners
Caroline Linse Pleasing Parents: Strategies for Establishing Positive 

Home-School Connections
Frances Lowndes Get Real, New Edition: The REAL Answer to Korean Needs
Mike Mayor Coaching Students for Exam Success
Scott Miles The Role of Graded Readers in the Communicative Classroom
Ritsuko Nakata Bigger, Brighter, and Better than Ever, Let's Go, Third Edition
Ritsuko Nakata Let's Go Together: Combining Components for Comprehensive 

Learning
Yannick O'Neill Student Skill-Building for the TOEFL iBT
Melanie Procter Bringing a Dictionary to Life for Young Learners
Jason Renshaw Read On, Write Away!
Liana Robinson Teaching Writing to Young Learners
Rilla Roessel Find Everything You Need in English Land!
Rilla Roessel Four Corners: More Than Just Reading!
Bruce Rogers Communicative Test Prep: A Practical Guide to the TOEFL® 

iBT
John Eric Sherman Stay on the Cutting Edge
Susan Stempleski It’s Talk Time! Get Students Speaking in Class Every Time
Linda Warfel Learning Strategies With Scholastic Hello Reader Books
Linda Warfel Develop Extensive Reading Skills with Scholastic Book Clubs, 

Collections and Fairs
Rob Waring Why Extensive Reading Is Necessary in All Language 

Programs
Judith Willis Making the Dictionary Work - For You!
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