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General Information on KATE

The Korea Association of Teachers of English (KATE), es-
tablished in 1965, is a leading language education organization
with a thirty-nine year history of advancing professionalism in
the area of English language instruction. Begun as an organi-
zation of university professors, KATE has gradually expanded
its membership base to include many levels of instructors in
order to reach out to the broad spectrum of teachers who are
committed to language education and to their own profes-
sional development. Today, KATE’s membership includes
more than 1,000 educators, ranging from elementary school
teachers to university professors, as well as adult education
instructors.

Conferences

Prior to 2004, KATE held two conferences every year, one
in the winter and the other in the summer. However, in an
effort to solicit high-quality, research-based academic papers,
KATE decided at its general meeting to reduce the number
of conferences to one. Thus, KATE now holds an annual in-
ternational conference in June, with distinguished speakers
from around the world in attendance. As always, speakers
from colleges, elementary and secondary schools, and educa-
tional institutions around the country will be welcome to give
presentations on research in recent theories and practices in
teaching English.  In order to properly serve its members,
who are based in different regions, the conference venue will
be rotated among universities in the different regions of the
country, often co-hosted by KATE and one of the regional as-
sociations of English teachers.

Publications

KATE FORUM is published thrice-yearly, in February,
June, and September. The newsletter includes feature articles,
guest columns, special reports, teaching ideas, book reviews,
article reviews, viewpoints, reports from the council, an-
nouncements and calls for papers, news about partner organi-
zations, and other information about the organization and its
members. For information on contributing, please refer to the
KATE FORUM Contributor Guidelines in this issue.

The KATE journal, English Teaching, is devoted to pub-
lishing theoretical and practical reports of research and discus-
sions of central issues. All KATE journals (except Vols. 1-3)
published in 1972 through 1999 are available on CD-ROM.
Kyobo Book Corporation published this CD-ROM in March
2000. You can search for information based on content, indi-
ces, author, and year of individual journals. In order to pur-
chase the CD-ROM or for further information, please contact
Kyobo Book Corporation via their website <http://kyobobook.
co.kr/>.

The KATE website is accessible at <http://www.kate.
or.kr/>. This site includes the following features: About
KATE, Membership, Publications, News, Conferences, Re-

sources, KATE Mailing list, etc. Please check it out for your-
self and bookmark it in your directory. Also, do not hesitate to
post your inquiries on the bulletin board at the website.

Constitution
Adopted January 22, 1965
First Amendment August 11, 1973
Second Amendment August 1, 1975
Third Amendment August 1, 1981
Fourth Amendment February 26, 1988
Fifth Amendment July 1, 1995
Sixth Amendment March 1, 1999
Seventh Amendment March 1, 2003
Eighth Amendment June 24, 2006

Chapter One: General Provisions
Article One: Names

The name of this association shall be the Korea Associa-
tion of Teachers of English, herein referred to as KATE.
The Korean name of the association shall be OO0
aono.

Avrticle Two: Aims

O The aims of KATE shall be to promote the develop-
ment of and research into the practice and theory
of English language education, and to endeavor to
foster a sense of collegiality and amity among the
membership.

[0 To achieve these aims this association shall undertake
the following:

1. The publication of a scholarly journal, English Teaching
(0O0O0O), and a regular newsletter, KATE FORUM

2. The holding of academic meetings and exchanges

3. Compiling, publishing, and circulating books and other
materials concerning English education

4. Other activities consistent with promoting the aims of
KATE

Article Three: Headquarters
The headquarters of this association shall be designated
by the President.

Chapter Two: Membership

Article Four: The Process of Admission and the Catego-
ries of Membership

O Membership is open to individuals and non-pro tin-
stitutions or other organizations engaged in English
language education, subject to the completion of the
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approved application form, submission of the ini-

tiation fee alongside the annual membership fee,

and the approval of the Standing Executive Board.

For-pro tinstitutions or organizations may become

associate members by special agreement.

0 Membership is divided into the following catego-
ries: individual, institutional, and associate.

1. Individual membership with vote is open to persons
who are engaged in or concerned with English edu-
cation.

2. Institutional membership without vote is open to
libraries, non-pro t institutions or similar organiza-
tions engaged in English education.

3. Associate membership without vote is open to for-
pro t institutions or organizations engaged in Eng-
lish education.

Article Five: Rights and Responsibilities

O Individual members are entitled to attend general
meetings and cast one vote on the make-up of deci-
sions, to attend academic meetings held by KATE,
and to submit articles to and receive a free subscrip-
tion of KATE publications.

[0 The membership shall pay membership fees to KATE
annually.

Article Six: Revocation of Membership

Under the following circumstances, membership may
be revoked by decision of the Standing Executive
Board.
1. If the individual declares his or her intention to re-
sign.
2. If the person has not paid membership fees for three
years or longer without giving notice of reasons.
3. If the person has engaged in behavior incompatible
with the aims of KATE or damaged the prestige of
and/or bringing dishonor to KATE.

Chapter Three: The Executive Board

Avrticle Seven: The Executive Board

The Executive Board of KATE will be constituted as fol-
lows:
1. One President
2. No more than ve Vice Presidents, with a Vice Presi-
dent in charge of editorial work and publications, a
Vice President in charge of planning and mediation, a
Vice President in charge of research and development,
a Vice President in charge of publicity and advertising
and a Vice President in charge of international affairs
and information
3. No more than thirty Standing Executive Board mem-
bers
4. Two auditors
5. Advisors

Article Eight: Elections
[0 The President, the Vice Presidents, and the Auditors

are elected by the Executive Council and con rmed
by the General Meeting.

[0 The Standing Executive Board members shall be ap-
pointed by the President.
[0 All the past Presidents shall be Advisors.

Avrticle Nine: Duties of the President

The President shall represent KATE, oversee the busi-
ness of KATE, and chair meetings of the Standing Ex-
ecutive Board, the Executive Council, and the General
Meeting.

Avrticle Ten: Duties of the Vice Presidents

Each Vice President shall assist the President by carry-
ing out his or her own duties, and be able to take over
for the President in case the need arises.

Article Eleven: Duties of the Standing Executive Board
Members

The Standing Executive Board members shall take
charge of general affairs, nances, international rela-
tions, public relations, scholarly information, research,
and editorial work. Where required the members can
be added to establish and manage other of ces for
Standing Executive Board work.

1. A general affairs of cer shall manage administration
and general affairs.

2. A nance of cer shall take charge of matters of -
nance and expenditure.

3. An international relations of cer shall oversee inter-
national exchanges.

4. An of cer for public relations shall take charge of
publicity, advertising and the associate members.

5. Anof cer for scholarly information shall take charge
of maintaining scholarly information, the member-
ship database, a webpage, and similar duties.

6. An of cer for research shall see to research and devel-
opment affairs.

7. An of cer for editorial work shall see to the editorial
work and publishing work of the association.

8. Additionally designated of cers shall oversee other
of ces set up by the Standing Executive Board.

Avrticle Twelve: Auditors

The auditors shall manage the accounts of KATE annu-
ally and make a full report to the General Meeting.

Article Thirteen: Advisors

Advisors shall advise the President and serve as regular
members of the Executive Council.

Article Fourteen: Term of Of ce

All of cers shall serve a two-year term of of ce. How-
ever, in order to ensure the continuity of KATE activi-
ties it shall be possible to extend the term of of ce of
the Standing Executive Board members.
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Chapter Four: Meetings
Article Fifteen: The General Meeting

Regular General Meetings and extraordinary General
Meetings are convened by the President.

1. The regular General Meeting shall be convened on the
last day of the KATE conference.

2. Extraordinary General Meetings shall be called at the
discretion of the President, the Standing Executive
Board, or at the expressed will of at least one third of
the individual members.

Avrticle Sixteen: The Executive Council

[0 The Executive Council shall be constituted with all
the members of the Executive Board referred to in
Avrticle Seven, and shall be convened before the con-
vention of the General Meeting.

[0 The Executive Council shall con rm decisions made
by the Standing Executive Board, and elect the Presi-
dent, the Vice Presidents, and the Auditors referred
to in Article Eight.

Article Seventeen: The Standing Executive Board

O The President, the Vice Presidents, and the members
of the Standing Executive Board shall form a Stand-
ing Executive Board, which shall be convened at the
discretion of the President.

O The Standing Executive Board shall resolve impor-
tant matters pertaining to the affairs of KATE, and
report its important decisions to the General Meet-
ing after they are rati ed by the Executive Council.

Article Eighteen: Subcommittees

O In order to carry out the work of KATE ef ciently,
subcommittees may be formed.

O The formation and composition of subcommittees
shall be subject to the will of the Standing Executive
Board.

Article Nineteen: Resolutions

Resolutions shall be considered resolved if they are ap-
proved by a majority of those present in any meeting.

Chapter Five: The Editorial Board
Article Twenty: Organization

In order to carry out the publication work of KATE, an
Editorial Board shall be formed.

Article Twenty-one: Duties

The Editorial Board shall carry out the review and selec-
tion of articles for the KATE journal.

Article Twenty-two: Editorial Board Chairman
The post of the Chairman of the Editorial Board shall be

held simultaneously by the Vice President responsible
for editorial and publications work.

Article Twenty-three: Matters of Detail

The Editorial Board shall be able to constitute bylaws
concerning its organization, duties, and operation in
carrying out all its particulars.

Chapter Six: Academic Conferences
Article Twenty-four: Academic Conference

[0 KATE shall convene at least one academic conference
annually. The convention of the academic confer-
ence shall be xed at the discretion of the Standing
Executive Board.

O In order to ensure the smooth operation of the aca-
demic committee, a conference organizing commit-
tee shall be set up.

O The setting up and operation of the conference or-
ganizing committee shall be designated as a bylaw
by the Standing Executive Board.

Chapter Seven: Finances
Article Twenty- ve: Income
KATE shall dispose of the following sources of income:
1. KATE endowments
2. Initiation fees and membership fees
3. Corporate and private donations
4. Commercial and other sources of income

Article Twenty-six: Fiscal Year

The scal year of KATE shall begin on the
and end on the 30th of June, the next year.

rst of July

Article Twenty-seven: Yearly Accounts

O At the end of each scal year, a full account of the in-
come and expenses of KATE shall be audited by the
auditors, be rati ed at the Executive Council, and

nally be approved at the General Meeting.

O The annual budget shall be reviewed at the Standing
Executive Board, be rati ed at the Executive Council,
and nally be approved at the General Meeting.

Chapter Eight: Amendment of the Constitution
Article Twenty-eight: Amendments to the Constitution

0O Amendments to this Constitution may be put for-
ward by a simple majority of the Standing Executive
Board or by at least one-third of the individual mem-
bership.

O When an amendment to the Constitution has been
put forward, it shall be reviewed at the Executive
Council subject to con rmation by at least half of
the present members of the General Meeting.

Supplementary Provision

This amended Constitution shall be effective from the
24th of June, 2006.
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Bidding Farewell & Welcoming You
to KATE 2010 International Conference

President s Message

Byung Kyu Ahn
President, KATE
(Chonnam National
University)

Serving as the President of KATE has been a
great honor, but it would not have been possible
without the support and dedication of its mem-
bers and all of the ofycers who have worked so
hard and contributed so much. | would like to
reiterate my gratitude again — thank you. This
year is a special one for me as it marks the end of
my tenure as president of KATE. | can honestly
say that serving as your president has been one of
the high points in my career — but you won’t get
rid of me just yet — I’m still an active member!

This July sees us host the 2010 International
Conference at Seoul National University. This
year’s theme will be Teaching and Learning
English as a Global Language: Challenges and
Opportunities. | am really looking forward to
presentations by some of the most illustrious
and well-known scholars in our yeld, including
Honorary Professor David Crystal at Bangor
University, Professor Robert DeKeyser from
the University of Maryland, Professor Arjuma
Parakrama of the University of Peradeniya in Sri
Lanka, Alastair Pennycook at the University of
Technology in Australia, and Professor Ganaku-
maran Subramaniam from the Malaysian English
Language Teaching Association. | am certain that
we will learn a lot from them and that any subse-
quent discussions which arise from their research
will serve to further advance our understanding
of our profession on a global scale.

The word global has been thrown around a lot

during the last decade as we all tried to interpret
the causes of global warming, the effects of glo-
balization, and the future of a global economy.
This year at the 2010 International Conference,
we tackle the issue of English as a Global Lan-
guage. Topics to be discussed include the mean-
ing of global language, English as a lingua franca,
the ownership of English, attitudes towards dif-
ferent varieties of English, the future of English,
and the pedagogical and research implications of
these issues.

We have accomplished so much together
over the past few years, and | am sure that the
future of KATE will bring continued prosperity
and success through interchange, discussion, and
learning from each other. | look forward to see-
ing you all at the conference this year — I’'m sure
you’ll enjoy itas much as | do. | want to take this
ynal opportunity to thank the members of KATE
for their continuous and outstanding support dur-
ing my term as president of this yne organiza-
tion. The past two years have really pown by,
and | hope you understand how deeply grateful
I amto you all. 1 hope to catch up with many of
you at the 2010 KATE conference. Thank you

so much.
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Online Communities and EFL Instruction

FEATURE ARTICLE

Jihyung Hong
(University of Florida)

Sean M. Witty
(University of Florida)

1. Introduction: Practical Limits

Since its inception in the early 1990s, the In-
ternet has offered the potential to take language
learning beyond the traditional limitations of the
classroom, especially in EFL contexts, which
stand to beneyt greatly from Internet integra-
tion. The Internet is now a kind of encyclopedia
of learning where learners can access materials
and share experiences with others. In learning
English, the Internet can be applied to listen-
ing, speaking, reading, and writing courses.
However, since Internet-usage cannot provide
a concrete method for every instructor and may
vary greatly depending on various teaching ap-
proaches and pedagogies (Garrett, 1991), stud-
ies on the usefulness of the Internet, which can
give teachers and students direct beneyts, could
be more practical than learning theories related
to the Internet (Mcmanus, 1996). Nevertheless,
it is precisely in these contexts, EFL, where In-
ternet usage is employed to the least degree. In
general, EFL instructors rarely take advantage of
the Internet because (1) they often lack the skills
and/or motivation to plan, program, and develop
websites; (2) they do not have free server-space
available to host class websites that do more
than list a syllabus and course schedule; and/or
(3) institution-provided server-space is limited
to in-house use, thereby making it difycult for
instructors to take their class websites with them
when they change positions.

These days, many websites feature communi-
ty-based environments, e.g., Cyworld, Multiply,
and Google Groups, that EFL educators can eas-
ily put to use as Learning Management Systems
(LMSs) because they provide easy-to-use tools
that make it simple to construct and maintain
websites without having to learn additional tech-
nical skills. Moreover, although many students
are already familiar with these same community-
based web sites and probably log-in frequently,
the potential usefulness of these sites in EFL has

yet to be explicitly discussed within the yeld.

Some Internet features, such as email, BBS
(Bulletin Board System), and video yles, have
been frequently mentioned in learning through
the Internet. The community on most portal sites
is basically equipped with a homepage, a BBS,
some sort of chat protocol, and a yle uploading
system that can enable learners to learn with mul-
timedia in one online space. Thus, instructors can
reduce their technical burdens and, because these
sites are offered for free, they don’t even have
to buy a domain or construct a single webpage.
Despite that fact, many studies related to Internet
usage have rarely indicated how these commu-
nity environments and tools can be beneycial to
listening, speaking, reading, and writing courses
in EFL education. For that reason, this study ex-
amines how community environments can be
utilized as LMSs in EFL education and will spe-
ciycally address how teachers can use their fea-
tures to support each aspect of English learning:
listening, speaking, reading, and writing. This
study will also suggest some useful communities
for each aspect of language learning.

2. Online Communities: Skills Involved

An online community, e-community or vir-
tual community is a group of people that pri-
marily interact via communication media such
as newsletters, telephone, email, internet social
network service or instant messages (rather than
face to face) for social, professional, educational
or other purposes. Early communities focused
on bringing people together to interact with each
other through chat rooms and to share personal
information and ideas around any topic through
personal homepage publishing tools, which were
a precursor to the blogging and social network-
ing phenomenon. The explosive diffusion of the
Internet since the mid-1990s has fostered the
proliferation of online communities. With tech-
nical development, software tools provided from
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portal sites abound to create and nurture theses communities
including Google Groups, Daum Café, Cyworld Club, and
Facebook groups.

To determine the potential educational application of these
online communities in the EFL context, we selected fourteen
communities and then scrutinized their environments to dis-
cover the main tools, functions, and unique features being
provided both for a community manager and its members.
The standards of selection were popularity—i.e., sites with
which many people are already familiar and frequently log
in—and language—i.e., those serviced within Korea and
those serviced within the United States, which includes most
internationally-known websites. Table 1 gives a list of the
communities sampled in this study.

[Table 1: Online Communities Sampled]

Korean community sites
Cyworld Club http://club.cyworld.com/
Daum Café http://cafe.daum.net/
Nate Club http://club.nate.com/
Naver Café http://cafe.naver.com/
Paran Club http://club.paran.com/
English community sites
Facebook Group http://www.facebook.com/home.php/groups.php
Freindfeed Group http://friendfeed.com/groups/search
Google Groups http://groups.google.com/
Multiply http://multiply.com/
Orkut http://www.orkut.com/
Wiggio http://www.wiggio.com/
Windows Live Groups | http://groups.live.com/
Yahoo! Groups http://groups.yahoo.com/
zShare http://zshare.net

After examining these community websites, we deter-
mined that the provided tools by each fall into four basic
categories: yle hosting systems, online chat, BBS / blog, and
content management systems. Although the construction,
layout, and key features may differ from website to website,
all of their services generally fall into one of these categories,
with some websites offering unique features or possessing
strengths compared to others.

2.1. File Hosting Systems

A yle hosting system or online yle storage system is an
Internet hosting system speciycally designed to host static
content, typically large yles. They allow web and FTP access
and can be optimized for serving many users or be optimized
for single-user storage. It offers a sort of “network storage”
for personal backup, yle access, or yle distribution. Users can
upload their yles and share them publicly or keep them pass-
word-protected. When users click on SkyDrive (Windows

Live Groups), for example, they can choose an appropriate
folder for uploading yles, which may be an open (public)
folder or a private folder between members. After upload-
ing yles, the folder appears in the selected parent folder and
members can download the yles in that folder. Table 2 shows
the community sites which offer their own yle hosting sys-
tem. Each of them serves limited yle uploading capacity; for
example, SkyDrive provides 25GB storage and zShare 2GB.

[Table 2: Communities with File-hosting Services]

File-hosting Services
Google Groups Files
Nate Club Jaryosil
Multiply Media Locker
Wiggio Folders
Windows Live SkyDrive
Groups Files
Yahoo! Groups File Hosting, Image Hosting, Video Hosting,
zShare Audio Hosting, Flash Hosting

2.2. Online Chat

Online chat can refer to any kind of communication over
the Internet, but is primarily meant to refer to direct one-on-
one chat or text-based group chat, using tools such as instant
messengers (IMs) and chat rooms. Most of the communi-
ties sampled include an online chat system of some sort;
chat rooms usually provide text-chat environments and IMs,
which members must download to use and can be operated
in both text and video/audio chat modes. Table 3 shows the
communities with online chat service as well as the types of
system they have.

[Table 3: Communities with Online Chat Services]

Online Chat Services
Cyworld Club Text chat: Chat Room
Daum Café Text/video/audio chat: Daum Touch Messenger
Nate Club Text/video/audio chat: Nateon Messenger
Naver Café Text chat: Chatting
Orkut Text/audio chat: Online Friends
Wiggio Text chat: Chat Room
Windows Live Groups | Text/video/audio chat: Windows Live Messenger
Yahoo! Groups Text/video/audio chat: Yahoo Messenger

2.3.BBS/Blog

ABulletin Board System (BBS) is a computer system run-
ning software that allows users to connect and log in to the
system using a terminal program. Once logged in, a user can
perform functions such as downloading or uploading soft-
ware and data, reading news, and exchanging messages with
other users through public message boards. Today, the term
BBS is often used to refer to any online forum or message
board whose purpose is to exchange messages and informa-
tion with other members.
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Ablog has a similar function to a BBS but is usually main-
tained by an individual who regularly uploads commentary,
descriptions of events, or other material such as graphics or
video. The personal blog, an ongoing diary or commentary
by an individual, is the traditional, most common blog. Blog-
ging allows sharing thoughts and feelings with friends and
family instantaneously.

Since BBS is a basic function of any web page, it is a
key function of all the communities on our list. All of them
enable members to write messages, upload text/video/image/
audio yles, and link to other useful websites, and share them
with each other. Some also connect personal blogging servic-
es into the community environments (e.g., Mini Homepage
in Cyworld, Planet in Daum, and Blog in Naver), so when a
community member can write a message in his/her personal
blog that is operated by the same web services as the commu-
nity, other members can visit his/her personal blog through
the community site to see and read new content or leave a
short comment on it.

[Table 4: Communities with BBS and Personal Bogging Services]

BBS All Communities

Cyworld Club Mini Homepage
Daum Café Planet

Personal Facebook Group Facebook

Blogging Friendfeed Group Friendfeed

Service Naver Blog
Paran Blog
Windows Live Groups Windows Live Proyle

2.4. Content Management System
Digital content may take the form of text, such as docu-
ments, multimedia (audio or video) yles, or any other yle
type that follows a content lifecycle and requires manage-
ment. In each community, the content management system is
a set of automated processes that administers content, storage,
member lists, listservs, homepage design, and sometimes the
community schedule. It is usually used by a community man-
ager or leader to support the following features:
* Import and creation of documents and multimedia mate-
rial
A Identiycation of all key users and their roles
* Ability to assign roles and responsibilities to different in-
stances of content categories or types
A Deynition of workpow tasks often coupled with messaging
so that content managers are alerted to changes in content
* Ability to track and manage multiple versions of a single
instance of content
* Ability to arrange key events of a community into a pro-
vided schedule manager or calendar

3. Community Objectives for Language Domain

Effective teachers understand the need to create many op-
portunities for English learners to practice and use the four
language processes: listening, speaking, reading, and writing.
Since communities basically allow students to interact with
each other, they make useful places for extensive practice.
Moreover, as LMSs, utilization of the features they offer can
support English teaching and learning for speciyc language
domains or in integrated instruction that covers multiple do-
mains.

3.1. Reading
It is clear that, in order to enhance reading skills, English
learners need to be immersed in print, with many opportu-
nities to read appropriate books, stories, and informational
text, ideally in their home language as well as in English
(Krashen, 2003). There are plenty of resources for reading
in web environments, and teachers have used newspaper or
web-cartoon sites to provide students with extensive reading
opportunities or to ynd reading materials for lessons. Present
learners who are skilled at technology may visit eBook sites
and download some English texts for reading through their
computers, Personal Media Players (PMPs), or other mo-
bile media devices. To act as an LMS for an English reading
course, therefore, a community must be able to facilitate the
following objectives:
* Provide learners with texts of various literary genres and
additional reading resources
« Self-evaluation of learner reading ability through various
interesting tasks, e.g. questions, cloze texts, or multiple
choice tests
Hence, community tools for content yles, eBook access,
text chat, and writing boards will be necessary both for pro-
viding reading materials and for checking student compre-
hension. Table 5 shows the analysis of each community and
matches tools to requisite features for each community envi-
ronment in support of reading courses.

[Table 5: Community Analysis for Reading Courses]

F Content Ebook Writin
c U yle access Text chat boar
BBS Mini
Cyworld Chat
BBS BBS Homepage
Club Room (blog)
BBS Chat Room | BBS
Dcaauf? BBS RSS Touch Planet
Board (messenger) | (blog)
Disct(stsion
Boar
Facebook - Links The Wall
P Facebook
(blog)
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for writing courses is represented in Table 6.

Friendfeed BBS. BBS
Grou - Linking - Friendfeed ) ; ; i
p Service (blog) [Table 6: Community Analysis for Writing Courses]
: F Content :
Google Files / . : : c U ; BBS Blogging Text chat
Groups Pages Files - Discussions yle
Cyworld Mini Chat
) Media Media BBS/ Club = e Homepage | Room
Multiply Locker Locker - Reviews /
Notes Chat
; ; Room
Nate Club éagsosn Eavariic _ BBS Daum Café | BBS BBS Planet Touch
BBS (messenger)
’\é:aa\%zr BBS RSS Chatting BBS / Blog Facebook Discussion
Board %cremj)o . Board Facebook -
Online p The Wall
Orkut - - BRI Forum
Friendfeed :
Pcalruag BBS BBS _ BBS/ Blog Group - BBS Friendfeed -
Google Files / - -
Wiggio Folders Folders Chat Room E((])sr;%ent GI’OngS Pages Discussions . .
; ; : BBS/
- : Discussions : Media :
Windows Windows ; Multiply Reviews / - -
Live SkyDrive | SkyDrive | Live \Ii\il\l/rzedg\r/gs’le Locker Notes
Groups Messenger (blog) y Jarvosil
Nate Club | % BBS - -
Yahoo! Fil Fil Yahoo! M
Groups s i Messenger EESagEs Naver Café | BBS BBS Blog Chatting
zShare zShare zShare - Online
Orkut - Forum - EETeE
* F= feature, C= community
Paran Club | BBS BBS Blog -
Thus, communities like Cyworld Club, Daum Café, Nav- " Post a ) Chat
unt yw _ Wiggio | Folders | ~ore ot Room
er Cafe, and Wiggio are the most useful as LMSs for reading : : X
. . . Windows ) ) ) Windows | Windows
courses because they provide the greatest variety of requisite Live SkyDrive | Discussions | Live Live
. . . Groups Proyle Messenger
features, i.e., they offer the most. Windows Live Groups and
: : Yahoo! | e Messages - Yahoo!
Yahoo! Groups also provide all features for reading, but are Groups 9 Messenger
not as useful because their text chat services are not offered zShare zShare - - -
within the community environment. Instead, these services * F= feature, C= community

require that community members download their messenger
programs, e.g., Windows Live Messenger and Yahoo! Mes-
senger, in order to use their chat services.

3.2. Writing

Writing is an output process in language learning. Show-
ing students what constitutes good writing, explaining it
clearly, and providing opportunities to practice will result in
improving writing (Schmoker, 2001). For writing courses, a
community should not only include an opportunity for writ-
ing, but also present the content for writing skills. The fol-
lowings are the community objectives to become an LMS
for writing instruction:
* A guided composition activity is provided.
» Examples of various literacy genres are provided.
 Writing resources related to the writing topics are pro-

vided.

« Users can view writing from peers and instructors

Thus, community tools for content yles, BBS, blogging,
and text chat will be necessary to practice writing as well as
learn composition skills. The analysis of each community

As with the results for reading courses, Cyworld Club,
Daum Café, and Naver Café are the best community en-
vironments for writing courses. Additionally, although its
external text chat service is provided through a messenger,
Windows Live Groups is also an appropriate LMS for writ-
ing courses.

3.3. Listening

Listening input will be acquired efyciently by users when
there are multimedia aids (Yang and Chan, 2007). Fortu-
nately, many websites offer video or audio resources for
English listening; for example, Youtube and radio websites,
such as NPR and BBC World, are popularly used in listening
activities. As an LMS for English listening courses, wherein
learners practice listening with video or audio resources in a
centrally located Internet space, a community must service
the following objectives:
* Multimedia-aided listening materials are provided (e.g.

videos, audios or pictures).

* Through various interesting tasks related to the content,
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learners can check their listening comprehension (e.g.
questions or multiple choice tests).

* Learners can listen again with a script to understand clear-
ly.

These elements, therefore, should be incorporated into
the community environment and conveyed to learners for
listening courses: video yles, audio yles, and texts/text yles.
As shown in Table 7, in addition to writing texts or messag-
es, BBS on most Korean community sites also provide for
yle uploading as well as linking to web pages. Conversely,
most of the English communities employ a yle hosting sys-
tem rather than a BBS (e.g., SkyDrive in Windows Media
Groups, Files in Google Groups and Yahoo! Groups, Fold-
ers in Wiggio, and zShare). Video or audio yle uploading is
possible in most communities through either the BBS or yle
management system except for Facebook Group, Friendfeed
Group, and Orkut. (Facebook Group, for example, only pro-
vides yle uploading for video under 100 MB and 2 minutes
in duration.) Even though Facebook Group and Friendfeed
Group do not have sufycient yle hosting systems, instructors
can post links with video, audio, and text resources through
their linking systems. Thus, when learners log into these
community, they can visit useful websites, e.g., Youtube, for
listening via hyperlink.

Taken together, with the exception of Facebook Group,
Friendfeed Group, and Orkut, most communities allow for

Yahoo! - - Files /
Groups Files Files Messages
zShare zShare zShare zShare
* F= feature, C= community
3.4. Speaking

Since most EFL learners learn English in their own cul-
ture, practice has only been available in the classroom; how-
ever, the development of Internet technologies has provided
more opportunities to practice oral/aural language skills (e.g.,
Skype, Podcast, and online messengers). Before selecting a
community for use as an LMS in speaking courses, therefore,
the objectives below should be considered:

« Authentic examples of sound links are adequately provid-
ed.

» Examples of interactive conversation are provided.

* Learners produce their own authentic speech.

« Learners can communicate with each other in English.

* Opportunities are provided to observe other people’s spo-
ken words.

* Feedback is given based on the recorded work of the learn-
ers.

Based on these objectives, the most needed features for a
speaking course community are audio chat, video chat, video
uploading, and audio uploading. The analysis of each com-
munity for speaking courses is summarized in Table 8.

[Table 8: Community Analysis for Speaking Courses]

uploading of video, audio, and text yles through their BBS or c O F | Audiochat | Video chat Vilde%l Alfdi?j
) i uploa uploa
yle management system and, thus, can function as an LMS Cyworld BES -
for listening courses. Club
. . . . Daum Daum Daum BBS BBS
[Table 7: Community Analysis for Listening Courses] Café Touch Touch
F ideo ¥ iy Textsftext Facebook -
c Video yle Audio yle yles Group - . Video -
Cyworld Club | BBS BBS BBS Friendfeed ] ] ]
Daum Café¢ | BBS BBS BBS Group
Discussion Google ; ;
Facebook | | inks /video | Links Board / The Groups - : Files Files
Friendfzed Linking - Multiply - - Media | Media
Group service Linking service | BBS B-;;EGSEI ; ;;;E:I ;
Google : n Discussions / Nate Club | Nateon Nateon
Groups Files Files Pages - BES BBS
Media Locker et - - BBS BBS
. . . BBS/ i
Multiply Media Locker | Media Locker | poviais orkut Online ) Videos :
Notes Friends
Nate Club | Jaryosil / BBS | Jaryosil /BBS | Jaryosil / BBS Paran Club - - BBS BBS
Naver Café | BBS BBS BBS Wiggio - = Folders | Folders
Orkut Videos - Forum Windows | Windows Windows
Live Live Live SkyDrive | SkyDrive
Paran Club | BBS BBS BBS Groups | Messenger | Messenger
- Folders / Post
Wiggio Folders Folders Yahoo! Yahoo! Yahoo! : :
: : a Comment Groups | Messenger | Messenger | FileS Files
ng?ngpSL V€ | SkyDrive SkyDrive SDi%/C?Jgs\fgés zShare - - zShare zShare




| * F= feature, C= community

While most communities include tools for video and au-
dio upload, only a few provide both video and audio chat
services: Daum café, Nate club, Windows Live Groups, and
Yahoo! Groups. Since these communities provide tools for
all of the features related to speaking courses, they could be
implemented as LMSs in speaking instruction, even though
their audio/video chat system may be offered through an ex-
ternal messenger program and not a Chat Room within their
environments.

4. Discussion

When using internet communities as LMSs, there could
be some factors that might affect both learners and instruc-
tors during their learning process or preparation/implementa-
tion of lessons. To illustrate this point, this section discusses
two major issues that may inpuence community utilization
as LMSs: age and teacher preferences.

4.1. Age

Using online community services as LMSs in English
teaching and learning may give motivation for younger gen-
erations; however, older generations, who are not as familiar
with Internet community environments, may have difyculty
navigating the sites, learning language skills over the Inter-
net, or participating in activities over the community. Thus,
instructors must consider the target and their English learn-
ing needs before planning to use a community as an LMS in
their courses.

Instructors who teach young children should also be care-
ful when using messenger programs for chatting since young
children can be easily exposed to noxious spam messages
through these programs. Moreover, it is signiycantly more
difycult for instructors to control childrenés use of a mes-
senger system that resides outside the community environ-
ment.

4.2. Teacher Preferences

Even though several communities are suggested as LMSs
for each language domain, the choice of community might
differ depending on teacher preferences. For example, some
instructors may prefer Wiggio to Cyworld Club, Daum Café
or Naver Café as an LMS in reading instruction because they
use yle hosting systems instead of BBSs to upload reading
material. If an instructor values a certain feature more than
others in his/her English courses, e.g., the need to host the
site in English, the selected community might not match the

ones suggested in this study.

5. Conclusion

Online communities are useful as Learning Management
Systems (LMSs) in EFL contexts because they provide easy
tools that do not require technical expertise on the part of
the instructor when constructing and maintaining websites.
Before addressing their individual potential for educational
usage in the EFL context, fourteen popular community sites
were chosen and examined to discover their main tools,
functions, and options, as well as the unique characteristics
provided for both the community manager and its members.
These community features were then categorized into four
areas: yle hosting systems, online chat protocols, Bulletin
Board Systems (BBSs)/blogs, and content management sys-
tems. By matching community features to learning-domain
objectives for reading, writing, listening, and speaking, com-
munity functions were analyzed for each aspect of language
learning to provide recommendations for using each site as
an LMS for instruction in each domain. Before planning to
use a community as an LMS, however, instructors should
consider their target learners and be cautious about elements
that might be harmful to children. In the end, the choice of
community may be different depending on teacher prefer-
ences.
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The Noticing Hypothesis: Implications

for Content-Based Instruction

Richard Schmidt

(The University of Hawaii

12

at Manoa)

I. Introduction

The Noticing Hypothesis—an hypothesis that
input does not become intake for language learn-
ing unless it is noticed, that is, consciously reg-
istered (Schmidt, 1990, 2001)—has been around
now for about two decades and continues to gen-
erate experimental studies, suggestions for L2
pedagogy, and controversy. To many people, the
idea that SLA is largely driven by what learners
pay attention to and become aware of in target
language input seems the essence of common
sense, while others consider the hypothesis to
be undesirably vague, lacking in empirical sup-
port, or incompatible with well-grounded theo-
ries. In this paper, | will review the evidence for
the hypothesis, as well as the major objections
that have been raised against it from a variety
of linguistic, psychological, sociocultural, and
philosophical perspectives. | will conclude the
discussion of each point by considering any im-
plications for language teaching that may or may
not arise from it, especially with respect to con-
tent-based instruction.

1. Origins of the Noticing Hypothesis and
Evidence for It

In the 1980s, the dominant theories of lan-
guage and of SLA overwhelmingly emphasized
the unconscious nature of linguistic knowledge
and unconscious processes of learning. Two case
studies that | carried out in those years led me
to question those assumptions. The yrst was a
case study of an adult naturalistic acquirer of
English to whom | gave the pseudonym “Wes”
and whose acquisition of English | documented
over a period of several years (Schmidt, 1983).
Wes was a remarkably good learner of English
in many ways. His pronunciation was good from
the beginning, and he developed quickly along

the dimensions of puency, lexical development,
listening comprehension, conversational ability,
and pragmatic appropriateness. His development
in the area of morpho-syntax was very limited,
however. | did not know and still do not know
the reason for this, but one possible explanation
might be that he didn’t care much for the small
grammatical details of language, didn’t notice
them, or in some cases where he did notice them,
was unable to ygure them out correctly.

Asecond case study concerned my own learn-
ing of Portuguese during a yve month stay in
Brazil (Schmidt & Frota, 1986). | took a class for
yve weeks, and the rest of my language learn-
ing was through interaction with native speakers.
The results of this study indicated that classroom
instruction was useful, but frequency in input
was also important. In addition, some forms that
were frequent in input were still not acquired
until they were consciously noticed in the input.
This was the real origin of the Noticing Hypoth-
esis, the claim that learner must attend to linguis-
tic features of the input that they are exposed to
if they are to become “intake.” In addition, we
found although I was frequently corrected for my
grammatical errors in conversation with native
speakers, in many cases this seemed to have no
effect because | was usually unaware that | was
being corrected. This suggested a slightly differ-
ent hypothesis that we called “noticing the gap,”
the idea that in order to overcome errors, learn-
ers must make comparisons between their own
output and the target language made available
through input.

Some related ideas, conceptual distinctions,
and general support from the general psychol-

ogy:
 Consciousness as intention (incidental vs. in-



tentional learning). Claim: Incidental learning is possible
and often effective, but deliberately paying attention is fa-
cilitative and may be necessary in some cases.

« Consciousness as attention. Claim: People learn about the
things that they pay attention to and don’t learn much (if
anything) about things they do not pay attention to.

» Consciousness as awareness (“noticing/understanding”).
Claim: Subliminal perception is possible, but subliminal
language learning is not (no learning without noticing).
Claim: There is evidence for implicit learning as well as
for a facilitative effect for conscious understanding.

Some associated ideas in SLA:

* Aresurgence in interest in basic issues concerning implicit
and explicit learning (for example, the work of Peter Rob-
inson, Rod Ellis, Nick Ellis, and Jan Hulstijn)

* Rod Ellis’ proposals for form-focused instruction

* Merrill Swain’s output hypothesis

« Bill VanPatten’s proposals for input-processing instruc-
tion

» Michael H. Long’s revised interaction hypothesis

» Gass & Mackey’s (2006) model of interaction and learn-

ing

Some supportive studies:

* Leow (1997, 2000) used a crossword puzzle task to manip-
ulate learners’ attention. Findings: Those who exhibited a
higher level of awareness (“understanding”) learned most,
and there was no learning in the absence of “noticing.”

» Mackey (2006) used multiple measures of noticing and
development to investigate whether feedback promotes
noticing of L2 forms in a classroom context and whether
there is a relationship between learners’ reports of notic-
ing and learning outcomes. Findings: Learners report more
noticing when feedback was provided, and learners who
exhibited more noticing developed more than those who
exhibited less noticing.

e lzumi (2002) conducted a controlled experimental study
to compare the effects of output and enhanced input on
noticing and development. Findings: Output subjects dem-
onstrated more noticing and more learning than controls;
enhanced input subjects exhibited more noticing but not
more learning.

I11. Major Challenges and Objections to the Noticing

Hypothesis

* Objection 1: The temporal granularity of diary studies is
too coarse. Finer grained analyses of the language learning
problem and the construct of attention are required. (Tom-
lin and Villa, 1994)

* Objection 2: Of the three functional subsystems of atten-
tion (alertness, orientation, detection), detection is cru-
cial—but detection does not require awareness. (Tomlin
and Villa, 1994; Williams, 2005)

* Objection 3: Attention/awareness may be necessary for
some kinds of learning but not others. (Schachter, 1998;
Schwartz, 1993)

* Objection 4: Attention to environmental stimuli does not
play a direct role in acquisition because most of what con-
stitutes linguistic knowledge is not in the input to begin
with. (Carroll 2006; Truscott, 1998).

* Objection 5: Language is a social object, not a mental one
(Block, 2003).

IV. Some Implications for Content-Based Instruction

Virtually all the evidence for the Noticing Hypothesis
comes from studies of learning from input and interaction
(induction). It is not a justiycation for a return to a structural
syllabus or deductive grammar-based teaching. Awareness
alone is clearly inadequate. We all know people who know
something about a language but can neither understand nor
speak it.

On the other hand, we agree with Lyster (2007) that con-
tent-based instruction and other input-based approaches that
draw students’ attention only incidentally to language will
promote primarily lexically oriented learning and do not en-
sure the learning of less salient but crucial morphological
and syntactic features of the language. Lyster advocates a
“counter-balanced approach” that recognizes the important
roles of both cognition and social interaction. Ellis (1994)
also argues that an effective learning environment must
cater to all aspects of language learning. Explicit skills are
necessary for deep elaborative processing of semantic and
conceptual representations, but naturalistic settings provide
maximum opportunities for exposure and motivation.

Thornbury (1997) has proposed a variety of reconstruc-
tion and reformulation activities that address the principle
of “noticing the gap” in writing, and the enormous and still
growing literature on “recasts” addresses the same issues in
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speaking.

Instruction may work mainly indirectly in L2 learning,
through its role as a cognitive focusing device or advance
organizer for learner attention. The interesting question of
whether instructional intervention should precede or follow
exposure to input has been addressed in a few studies, but
not resolved.

Psychological studies of single task and dual task learning
experiments suggest that some level of decontextualization
is probably valuable in foreign language teaching, but do not
provide a clear basis for choosing among very different ped-
agogical models—for example, TBLT or parallel structural
syllabus models, which require their own research base.

Learning takes place within learners’ minds in a social
context and cannot be completely engineered by teachers or
texts.
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Discussion, Roleplay, and Storytelling Tests

in EFL Conversation Courses

Ideas for Teaching

James Trotta
(Hankuk University of
Foreign Studies)

I. Introduction

In this paper | discuss my experience using
discussion, roleplay, and story-telling tests in
English conversation courses. | present ways
these oral tests have met several of the challeng-
es EFL teachers face in evaluating advanced con-
versation students in Korean university classes.
One challenge is that Korean universities do not
normally place students in conversation classes
according to their proyciency level. The result
is that courses titled advanced conversation may
have intermediate and advanced English speak-
ers. In some conversation classes at Hankuk Uni-
versity of Foreign Studies (HUFS), | have had
native and near-native speakers mixed in with
the intermediate and advanced students.

Another challenge is that these classes are
often curved, meaning that a certain percentage
of students can receive A or better, a percentage
of students can receive B or better, and the re-
maining students must receive a C+ or lower. In
classes with mixed proyciency students, teachers
need to make sure that their speaking tests do not
become proyciency tests. If grades repect pri-
marily English proyciency, advanced speakers
will not need to make any real effort to improve
because they will do better on the tests while
lower-proyciency students will also see that no
matter how much or how little effort they make,
they will not be able to compete with the more
advanced speakers.

A third challenge is that with relatively little
class time, it becomes difycult to test what you
teach and it becomes essential to make each test
a learning experience. Advanced speakers have,
in most cases, been studying English for years
before we see them in our classrooms for 2 or
3 hours a week. While English proyciency will
help students in any speaking test, teachers must

search for ways to test what was focused on in
their class, rather than studentsé overall proy-
ciency.

In addition, administering speaking tests
to an entire class often requires several hours,
which makes these tests a signiycant chunk of
class time considering that classes meet only
32-48 hours per semester. With one 2-hour class
each week for 16 weeks, | might meet students
in Hankuk University of Foreign Studies’ con-
versation classes for about 30 hours if we lose
1 class due to holiday. If 4 hours are devoted to
testing, those hours devoted to assessment need
to help students improve their English language
proyciency.

A fourth problem stems from the students’
study habits. Many seem to be most comfortable
walking into an oral exam with a script that they
have memorized, which makes testing puency
problematic. Students will spend time preparing
for the exam, but teachers will often have trouble
ensuring that time spent improves students’” Eng-
lish conversation skills rather than testing each
student’s memory.

I1. Discussion Tests

One method that 1’ve found useful is to ask
students to discuss speciyc content areas that we
have covered in class. This satisyes Bachmands
(1990) suggestion that test content match course
content. For example, in a conversation class
based on students describing aspects of Korean
culture and comparing them with North Ameri-
can culture, I ask students, in pairs, to discuss
cultural differences between North America and
South Korea for their midterm and ynal exams. |
ask students not to memorize scripts for this test,
and to discourage them I randomly determine the
exact topic immediately before the test. For ex-
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ample, in one class we covered before the midterm small talk
plus introductions, school life, and dating. Students needed
to be ready to discuss all of those topics, and one is chosen
with the roll of a die as each pair of students walks into my
classroom for the exam.

Students are assessed on the accuracy of their compari-
sons but not on accuracy in general. | devote class time to
the language used for comparisons so that is the language |
assess for accuracy; looking at overall accuracy would have
made the test more of a general proyciency test. Students
were also assessed on puency. | encourage them not to build
their conversation naturally, so, for example, if they were to
whisper to each other during the test they would lose points.
If one student helps their partner by eliciting, then that stu-
dent can earn points.

However, the bulk of the assessment is based on content.
I ask students to add original, quality ideas to the discussion.
For example, on one recent exam a student compared a Ko-
rean movie, God of Study, with the American movies She’s
the Man and High School Musical. This was an interesting
way to compare how Korean culture values good study hab-
its, while American culture places a greater value on sports
prowess. Students are welcome to use personal examples in
addition to ones from popular culture.

111. Roleplay Tests

| have had some success using student-made roleplays
as assessment tools for conversation classes. Bachman and
Palmer (1996) suggest involving test takers in the design and
development of the test and add that “if test takers are in-
volved in this way, we would hypothesize that the test tasks
are likely to be perceived as more authentic and interactive,
and that test takers will have a more positive perception of
the test, be more highly motivated, and probably perform
better” (p. 32). In the case of a roleplay, there is no need for
the test to be viewed as more interactive, but there is value in
having an exam that students view positively and for which
students are motivated by more than just a grade.

On the day of the exam, one of the roleplays was chosen
randomly. Studentsé puency was assessed based on their use
of rejoinders, follow-up questions, interruptions, and clari-
ycation requests. They were also required to avoid at least
one personal question while maintaining the conversation. |
was also interested in students’ overall strategy and how they

worked to achieve the goals stated on their role card. Accu-
racy was assessed as it applied to each required function. For
example, students could earn up to three points for follow-
up questions. To earn these three points, they needed to use
three or more follow-up questions correctly—no points were
awarded for a follow-up question that contained errors.

If Bachman and Palmer’s (1996) hypothesis is correct
and students do perceive the task as being more authentic
and interactive, that does not necessarily mean that the stu-
dentso perceptions will be correct. The yrst time | tried this,
| found that students tended to create roleplays with no gaps
or conpicts. Teachers need to closely monitor student groups
in order to make sure students create roleplays that leave the
players a reason to communicate with each other. | suggested
that the students give each role three goals and that the goals
create some conpicts between the two characters. The fol-
lowing is one student-created roleplay used for a ynal exam.
| edited the language while keeping the students’ situation:
A. You are a 26-year-old Korean student going to an MT

event with your department. You see person B, a young

exchange student that you want to talk to. Start a con-

versation with B. Make sure to ask B’s age and tell B

your age so that B knows to treat you with respect. Goals:

Explain Korean culture to B. Find out about B’s past boy-

friends and/or girlfriends. Get B to do a shot of soju with

you.

B. You are a 20-year old exchange student from the U.S. This
is your yrst MT. Speak with person A to learn about Ko-
rean MTs and culture in general. Goals: Don’t drink soju.
Don’t reveal anything too personal. Explain American
culture to A.

In order to discourage students from scripting out their
conversations, the teacher can have multiple roleplays and
choose one randomly as each pair of students shows up for
the test. The roles can also be determined randomly so stu-
dents need to be prepared for either role.

More recently, my roleplays have been based on resolving
cultural misunderstandings. Students are evaluated based on
how well they resolve their particular conpict. Students were
taught the following steps for conpict resolution: identify the
problem, ynd common ground, discuss cultural differences,
suggest solutions, and compromise in order to choose a solu-
tion agreeable to both parties. These steps were practiced in



class and tested using roleplays based on movie scenes cho-
sen by the students. For example one student chose a scene
from Ace Ventura: Pet Detective, for which | wrote the fol-
lowing roleplay:

Ace Ventura:

You are an international pet detective. You are visiting an
African tribe that needs your help ynding an important bat.
When you tell the chief that you are able to help, he spits in
your face. The chief’s son introduces himself and also spits
in your face. You would love to beat them up both, but you
try to calm down and use the steps when your guide tells you
spitting is a sign of affection.

Chief:

You are the chief of an African tribe. A valuable bat has
gone missing, but the famous pet detective Ace Ventura says
he can ynd the bat. You are so happy that you spit in his face
to show your affection. This seems to bother the American
S0 you need to use the steps. You need his help, after all.

Although students did not create the roleplays, they were
involved in the design of the course content and the tests
since roleplays were based on movie scenes selected by stu-
dents. Based on my observations and student evaluations,
Bachman and Palmer (1996) were right as test-takers did
seem to have a positive perception.

IV. Storytelling Tests

This method of assessment is a way to incorporate more
error correction into advanced classes in which the students
are very puent, and it often seems unreasonable to interrupt a
very interesting conversation to point out minor errors. Stu-
dents type and submit a story they want to practice telling.
I collect the stories and give students some advice on how
to improve the language they use to tell the story. Students
tell the story while trying to incorporate some of my sug-
gestions. Clearly there is memorization involved here, and |
encourage students to memorize my corrections. However,
to discourage them from memorizing the entire story as they
tell the story, they have to deal with interruptions, comments,
questions, and clariycations from other students.

When used as an assessment tool, part of each student’s
grade is determined by how improved the story is while a
smaller part of their grade is based on the interruptions and

questions they use when other students are telling their sto-
ries, as well as on their puency during both parts of the test.
Itis actually fairly simple to assess; the teacher can count the
number of errors the student was able to yx. Of course, this
means that students must tell the story without the teacher’s
corrections in front of them. It also means that the teacher
must have a copy of the story and the corrections. | have
noticed that given enough time students will script out the
interruptions with their partners so that puency is no longer
being tested. Randomly assigning students into groups of
four on the day of the exam is the best method I’ve found to
keep the interruptions and questions somewhat natural.

The results from these tests suggest that students do cor-
rect many of their errors in retelling the story. For example,
one advanced student made several errors with articles:
“TaLK program teaches the teacher-to-be how to teach be-
fore sending them to schools all over the country. The gov-
ernment is spending tremendous amount of money on it.”

I marked two corrections in this sentence: The TaLK and
a tremendous amount. The student made the second correc-
tion but not the yrst. She also made a new error in response
to a question from one of her exam partners: “It was a cha-
0s.” | consider this progress. She corrected one natural order
error and made a new overgeneralization error so there is
evidence that her interlanguage system is being reorganized.
Helping this student with accuracy in class was difycult be-
cause her puency and accuracy are advanced. It rarely made
sense to interrupt a conversation to give this student explicit
error correction, but the test provided an excellent opportu-
nity for work on accuracy.

Another student originally submitted, “I must be a very
naughty boy” (speaking of a childhood memory). | suggest-
ed, “I must have been a very naughty boy.” During the exam
the student produced, “I must have been very naughty boy.
I consider this progress as well. The verb form is a notice-
able improvement, especially since it is much clearer now
that the student is referring to his childhood. The missing
article does not concern me because the new error can prob-
ably be attributed to variability. | was also able to help this
student correct an interesting vocabulary error: “Whenever |
retrospect my childhood...” The student reproduced my cor-
rection exactly on the exam: “Whenever | think back about
my childhood...” This is an excellent example of Swain’s
(1995) hypothesis since the student is experimenting with
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the word retrospect. Since part of learning a word is learning
when not to use it (Carter, 1998), this feedback will help the
student ygure out the rules for retrospect.

V. Conclusion

Each of these types of tests can be used to effectively ad-
minister oral exams in Korean university EFL conversation
courses. In Conversation 1 at HUFS, | use the discussion test
mentioned above since the course is based on talking about
the differences between Korean and North American culture.
In Conversation 2, | use the roleplay test because the course
is based on cultural misunderstandings that lead to commu-
nication problems. In advanced conversation classes, | use
the story telling test in order to focus more on accuracy since
these students are generally quite puent. It is hoped that the
ideas in this paper will help university conversation teach-
ers develop oral exams to fairly assess students with widely
varying degrees of oral proyciency.
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I. Introduction

We live in a constantly changing world in
which international communications occur more
frequently and informational technologies have
developed more rapidly. In order to help students
to become good language learners, it is neces-
sary to develop Cognitive Academic Language
Proyciency (CALP) as well as Basic Interper-
sonal Communicative Skills (BICS), because
acquiring BICS does not guarantee acquiring
CALP (Cummins, 1989). How can we develop
ESL materials for CALP? This inquiry helps us
raise awareness of the Content-Based Instruc-
tion and develop practical materials for students.
Therefore, we decided to develop social studies
materials for ESL students in order for ESL stu-
dents to enhance their CALP.

This project will be beneycial to teachers
in terms of enhancing their awareness of how
CALP needs multiple layers of scaffolding for
it to be effective and to English language learn-
ers in terms of enhancing CALP. Social studies
was chosen because it is one of the most difycult
subjects for ESL students because of both their
limited English proyciency and their limited
knowledge about the subject.

Il. Content-Based Instruction (CBI)

Within CBI, the foreign language is not the
subject of instruction; rather, it is the vehicle for
content instruction (Met, 1993). Through CBI,
language learners develop linguistic skills in the
target language which can be a bridge to access
content knowledge of a speciyc subject matter in
a natural circumstance. A major theoretical foun-
dation that strongly supports CBI comes from
Cummins’s (1989) notions of Cognitive Aca-
demic Language Proyciency (CALP) and Basic
Interpersonal Communicative Skills (BICS). Al-

though ESL learners can develop functional or
peer-appropriate conversational skills in about
two years of initial exposure to English, devel-
oping academic proyciency in English takes at
least yve years in order to catch up to native
speaking peers in academic aspects of the second
language. Cummins further noted that the oppor-
tunity for language minority students to develop
academic language ability should not be delayed
until they are proycient in English. Snow (2001)
and Nunan (1988) also suggest that subjects such
as social studies be taught in the CBI model in a
broad perspective.

1. Interview and Needs Analysis

Our social studies materials development for
ESL students started from meeting one student
in the Midwest region of the U.S. She came from
Korea and had stayed in the U.S. for nine months
at that time. She was in fourth grade and attended
a pulling-out English as a Nonnative Language
class instead of a mainstream literacy class. Even
though she had been studying English since kin-
dergarten in Korea, she said that she had dify-
culty catching up with classes in her new school
in America, especially in her social studies class.
Some of the challenges she faced in studying so-
cial studies were challenging vocabulary, short
memory retention due to unfamiliar content, and
little background knowledge on American cul-
ture, history, and geography. According to her
mother, her favorite hobby was reading and her
reading comprehension in her L1 (Korean) was
much higher than that of other fourth graders in
Korea. However, her level of reading in English
did not match her grade reading level, and she
was reading English storybooks for third grad-
ers. Thus, we decided to help her by making use-
ful supplementary materials by creating compre-
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hensible input activities and modifying difycult words into
easier words.

To customize our work, we asked our interviewee more
speciyc questions, utilizing a learning strategies questionnaire
to learn of her learning styles. The results of the interview
showed that she preferred to study by herself in a quiet room.
She said that when she had time, she loved reading novels
in Korean and English. When she encountered parts too dif-
ycult to understand, she commonly used reading strategies
such as guessing the meaning of the words through context.
In addition to yguring out our intervieweebs learning styles
and strategies, we asked her what kinds of activities she did
in her classroom to get some ideas for developing activities.
Using the results from the interview and needs analysis, we
ascertained what we needed to do when developing materials
for our interviewee:

1. As she wanted to improve her listening ability, we needed
to provide various effective listening activities.

2. We needed to make unfamiliar vocabulary into easier
words for her to understand the content easier.

3. We needed to provide some activities or introduce some
strategies to help her retain the information longer.

4. It was important to help her build up some background
knowledge. One way to do this was to create activities
to compare the target culture to her native culture. Intro-
ducing vocabulary for content comprehension in the pre-
reading stage was also a good way for her to build up
necessary knowledge.

5. Finally, it was necessary to use various visual tools in-
cluding pictures, graphs, diagrams, pow charts, videos,
and drawing as much as possible because our interviewee
was a visual learner.

1V. Lesson Planning

We chose to develop lesson plans on the topics of slavery
and the Civil War because our interviewee found these top-
ics to be challenging. Most of the content in social studies is
presented by reading texts, and our interviewee’s main con-
cern was to improve her reading ability. As a result, activi-
ties were also developed to focus on reading skills, and the
other language skills were also integrated as much as pos-
sible in every aspect. Every lesson contained three stages:
Pre-reading, While-reading, and Post-reading. Pre-reading
activities activate students’ background knowledge and mo-

tivate students to read. While-reading activities mainly check
students’ comprehension as they engage in reading, and post-
reading activities extend the reading to other language skills.
For each stage, we employed various activities, taking into
account the learner’s learning strategies (see Appendix A: A
Sample Lesson Plan).

V. Conclusion

We believe both content and language teachers should be
aware of the unique personal background of ESL students
in order to provide appropriate instruction and material re-
sources. It is important to identify students’ learning styles
and strategies through needs analysis and provide them with
a mixture of materials that can meet their various learning
styles. The major goal of our lessons is not only to help ESL
learners gain access to unfamiliar content, but also to help
them think critically and make meaningful connection be-
tween themselves and the content that they are learning. In
other words, while American social studies might be unfa-
miliar to ESL students, meaningful activities can provide
them with a good opportunity to discuss comparable histori-
cal events in their own countries and make meaningful con-
nection in order to enhance their critical reading ability.
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