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Corrective Feedback and Peer Feedback

Ardelle Malaggay

h
4™ semester

This literature review explored corrective and peer feedback. It has been argued that corrective
feedback is beneficial in faczlztatzng the acquzsztlon of certain language forms, however, the
debate contznues on whether giviie 0 1

Ze T r clairiheg hat error correction is not
only useless but alsog#urmful t accuracy f Stu% [ e findings of several
studies reviewed jy#¥ that corrective feedback has'Positive anguage learning,

; el yenbcricficial® of the studies
ow that, despite some drt eMback is also

elping improve ti@r performance ancig
erefore, support t

language and their¥q W &ts representation ip their &ducti of output” (Sauro,
feed ﬁst wit

2009, pp. 96-97). Correc Mer&re acquisition of difficult

feedback that have already been mentioned, the debate continues on whether giving

forms by increasing the possibility Be noticed. Despite the benefits of
corrective feedback to second language writers can improve their written accuracy, due to
Truscott’s (1996) claim that error correction is not only useless but also harmful to the
accuracy of students’ writing (Liu, 2008).

Personally, I agree that corrective feedback facilitates language learning, so in the first

part of this paper (my midterm project), I review studies that support the effectiveness of
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corrective feedback. The findings, indeed, confirm that providing feedback has positive
effects on learning. However, in most of these studies either the researcher or the teacher
provided feedback to the learners. Therefore, I use the second half of this paper to investigate

whether feedback given by classmates or peers can be effective and beneficial.

2. Corrective Feedback

egard to the ongf tie
Ly

l‘.\. ?icont

correct structure of the incorrect u

describes the nature of the error.

2.2 Types of Corrective Feedback
Based on their descriptive study of teacher—student interaction in French immersion
classrooms, Lyster and Ranta (1997) identified six different types of corrective feedback.

Explicit correction is where the teacher explicitly corrects the student’s erroneous utterance
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by providing the correct form of the utterance. A recast is when the teacher reformulates the
student’s utterance wholly or partly in a correct form. Clarification requests refer to when the
teacher’s feedback indicates that the teacher does not understand the student’s utterance or
the utterance is partly ill-formed, therefore, the student is requested to reformulate or repeat
his/her utterance. Metalinguistic feedback is an explanation of any errors that occurred in the
student’s erroneous utterance without providing the correct answer. According to Lyster and

Ranta (1997), this feedback can be either in the form of comments, information, or questions.

e therew error or thiewegre errors occurring in the
Q L agher can apply at least
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arrect forms (i.c Jmef®linguistic clues and elicitation).

ayld explicit

alinguistic explanation)

and explicit feedback that withhOtde
According to Lyster et al. (2013) the different types of corrective feedback provide
different types of linguistic evidence (either positive or negative). Furthermore, they claim
that explicit correction provides both negative and positive evidence; prompts provide only
negative evidence, whereas recasts provide not only positive but also negative evidence,

provided the learner perceives the feedback as an indication that an error has occurred.

2.3 Effectiveness
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Several studies have investigated the effectiveness of corrective feedback. These can be
divided into studies conducted within the classroom setting and in a more controlled

laboratory setting.

2.3.1 Laboratory studies

According to Lyster et al. (2013), for the most part, research demonstrating the effectiveness

of recasts has been conducted in laboratory settings, where variables can more easily be

gs and coic‘fve feedba
consistent ways on spg 1cgingu1gc 1\argets. THese la

controlled than in classroo be delivered intensively in
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feedback) and foyh
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clarification requests, and metalinguistic feedback provided during meaning-focused tasks on
English question formation. All corrective feedback groups significantly outperformed a
control group, but no significant differences were found across the different corrective
feedback treatments. Also with small groups of learners, Erlam and Loewen (2010)
conducted a comparative study of implicit and explicit recasts provided in the context of
interactive tasks targeting gender agreement in French. Implicit recasts entailed a single

recast with rising intonation, while explicit recasts included a repetition of the error with
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rising intonation followed by a recast with declarative intonation. No differences were found
across types of feedback.

According to Lyster et al. (2013), other laboratory studies focusing on the
noticeability of recasts have used stimulated-recall methods to probe learners’ perceptions of
corrective feedback and hence the extent to which feedback engages learners in a cognitive
comparison or in focused input analysis. Mackey, Gass and McDonough (2000), for example,

after videotaping interactions between second language learners and native speakers, asked

learners as they watched the €0 clips to Cﬁ ent on the
received. In addition j@ 1 ghi accuracy of th&

rceptigns
ad that r

alceptions of the feedback they

gpended on the

s werypot perceived as

cgor and Mackey ’i“ experiment, learn®

~and was highly valugl

R Janguage errors n‘. “treatable” throug

without corrective feedback, and both found the effects to be greater with feedback than

without. Doughty and Varela (1998) examined the effects of what they called corrective
recasts (a repetition of the error followed by a recast if necessary) in two content-based ESL
classrooms. A group of 11-14-year-old students conducted a set of experiments in
accordance with their regular science curriculum. The class receiving corrective feedback
during the reporting phase showed significant short- and long-term improvement compared to

a class engaged in the same production tasks but without corrective feedback. Doughty and
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Varela’s (1998) study did not directly examine the effects of recasts, because recasts were
used only as secondary moves in the event that the primary move, a prompt that repeated
verbatim the learner’s error, failed to elicit self-repair. Students appeared especially to benefit
from the teacher’s repetition of their non-target utterances, as evidenced by the observation
that by the beginning of the second of three treatment sessions, “students were beginning to
self-correct before the teacher had the opportunity to recast” (Doughty & Varela, 1998, p.
135).

Other classroom stugie arlng ‘I rent t es Ofeegrrective feedback have
shown overall positiyg#® S e ack as well as advaptag®gfor prompts and
explicit correctig : X Mg eame%mmar nd Spada (2006)

investigatedghe pfasts and prompt.)n the acquisitiomQf po )V eterminers
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acquisitionfof
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to significantly hi

;‘1 pificant dlf o6
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the opportunisics %o interact one-o

undergraduate English majors. The effects of prompts were larger than those of recasts for
increasing accuracy in the use of regular past-tense forms, while prompts and recasts had
similar effects on improving accuracy in the use of irregular past-tense forms. Also, with
adult ESL learners, Sheen (2007) compared the effects of recasts and metalinguistic
corrections on the use of English articles. Metalinguistic corrections included provision of the
correct form followed by metalinguistic explanation (e.g. “You should use the definite article

the because you’ve already mentioned fox ). The metalinguistic group significantly
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outperformed both the recast and control groups, and its positive gain scores were correlated
with both language analytic ability and attitudes towards feedback. In contrast, the recast
group did not significantly outperform the control group and its gain scores were related

neither to language analytic ability nor to attitudes towards corrective feedback.

3. Peer Feedback

3.1. Definitions
Peer feedback is alge

Xl g

%to as peer review, peer re i Nting (Gedera, 2012;
09; Liug e defined it as:

the systematic

ﬂjgerm ent ggfmunication among

peers. It also derives theot®& infgrac 1ves of second-language

learning, according to which the langtroge pYOCess is facilitated and enhanced when

learners have to negotiate meaning in interaction (Long & Porter, 1985). In general, peer
feedback is deeply rooted in the Vygotskyian (1978) inspired sociocultural theory which
argues that learning is socially mediated. Learners can acquire language through meaningful

interaction with others.

3.2 Benefits/Advantages
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Most of the studies detailed so far have shown peer feedback to be beneficial not only for the
development of second-language writing but also for the enhancement of the language-
learning process as a whole (Morra & Romano, 2008-2009). Peer feedback in L2 writing
classrooms does not just help students improve their writing but also gives them an
opportunity to practice speaking in the language they are acquiring. Giving L2 learners more
opportunities to practice speaking in their target language helps improve their skills,
immerses them further in the language they are learning, and improves critical thinking skills.
In their study, Lundgiwef an Bakef 09) discoveredthat although givers and

receivers of feedback#€nefitted e studen who e fe

O™

| l ' 5 |
: rder to beg m‘mre

loll .afevalua

’~)thers work, each sy

, suggest modlﬁc‘g or even reflect Qg

2000). Lee (2004) suggests that Cweasgtuidents who A pond to peers can benefit from
reading others writing because it makes them more aware of language structures that are used
to compose messages. Students who are exposed to a variety of sentence structures increase
their opportunities for increasing their language acquisition skills. L2 learners in Min’s (2005)
study stated that finding sentence errors similar to their own in their peers’ writing helped
them later avoid making the same mistakes. In addition to helping students learn new

sentence structures, peer review also provides students ample opportunities to hone their

critical thinking skills. According to Lundstrom and Baker (2009), by participating in peer
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feedback activities, students may develop the ability to critically examine even their own
writing, which offers them self-feedback and greatly improves their writing skills. Peer
feedback can enable students to better self-assess themselves as some skills are common to
both peer and self-assessment. Peers provide rich information which can then be used by
individuals to make their own self-assessments and follow up with actions to improve their
work. Rollison (2005) states that becoming a critical reader of other’s writing may make
students more critical readers and revisers of their own writing.

Rolinson (2005) alsg

= I
feedback activities ing@®wrigi nguL

the t of audientewig writing. Incorporating peer

ge L2 lef@rners ink aQu hgir audience and take

Vhen s
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s, 2006; Morra & Ro‘ 8, 2009). Finally, pgr fegdbackfwith its
esponse and intera‘bbetween reader ag

meaningful communication is nctesaggy. and there argae®® social affective strategies which
are extremely helpful in creating good communication. Social affective strategies can be
acquired through peer feedback such as listening carefully, speaking at the right moment,
expressing clearly, appreciating others, and compromising (Atay & Kurt, 2007). Acquiring

these strategies will definitely strengthen one's self- confidence.

3.3Challenges/Drawbacks
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Although numerous studies have highlighted the positive aspects of peer feedback, other
researchers point out that peer review is a difficult task (Amores, 1997; Gedera, 2012).
According to them, students sometimes do not focus on in-depth matters. They do not pay
attention to the revising issues and provide unclear and unhelpful comments. Students can
also be sarcastic and critical in their comments. Some students can be defensive when they

receive criticism from their peers. Other researchers have also shown that teachers are

concerned with the quality of peer review because of students’ limited knowledge, experience
efore, the P

5004) iﬁl
arﬁt landfade among

and language ability (Saito &

discourage the usage g udeng Ano Major criticism of peer

number of studies involving both ESL and EFL students revealed that the majority had

favorable attitudes toward peer feedback and peer rating (Mendonca & Johnson, 1994; Saito
& Fuyjita, 2004). In an exploratory study involving 40 advanced ESL writing students, most of
the students reported that their peers' comments had been useful in the process of revision,

yet some of the learners expressed that they had found their classmates' observations either
irrelevant or unclear (Mangelsdorf, 1992). Similar results were obtained in Sengupta’s (1998)

study focusing on the perceptions and beliefs of a group of ESL secondary school students in
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Hong Kong. Participants in Lin et al.’s (2001) study also claimed that they preferred using
peer review for their writing and most of them viewed it as effective as that of the instructor.
Likewise, in Morra and Romano’s (2008-2009) study involving 108 university students,
results show that the participants had positive attitudes toward peer feedback. Incorporating
peer feedback in an online environment, Lin and Yang (2011) investigated students’
experiences and perceptions of wiki technology and peer feedback in English writing.

Findings reveal that most of the participants appreciated the meaningful social interaction and

acknowledged the benefits of@®ing and recx'tg feedbacl®
gn\ (2008-2809), aG#erest' Shgency observed in

: a%me p’seem to be conc.ioned by the anis r@lit of training
ffation they rg€eive in class previ “heir actual participg

g '
types of orr% d&dback were also di‘hs can be inferred byflo e results
stadi ¢ )

of the varidgs aented above, givig ective feedbac

prompts or explict "’yde onstratc more gain O SO
receiving recasts. With réagrds to@ifMdiEren&correct' eedback (such as
repetitions of learner errors) followtteesaigcasts e 1t corrections (if necessary) were

more effective than no corrective feedback (Doughty & Varela, 1998; Lee, 1997; Ferris &
Roberts, 2001). Recasts were as effective as prompts for young ESL learners with high
pretest scores, but less effective than prompts for learners with low pretest scores (Ammar &
Spada, 2006). In the case of young immersion students, recasts were less effective than
prompts in written production measures but equally effective in oral production measures

(Lyster, 2004). Adult EFL students in China benefitted more from prompts than recasts in
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improving their accurate use of regular past-tense forms, but benefitted equally from both
corrective feedback types in improving accuracy of irregular forms (Yang & Lyster, 2010).
The findings of these studies, therefore, do not support Truscott’s (1996) claim that error
correction (an example of feedback) is useless and harmful to the accuracy of student’s
writing.

The second half of the review explored peer feedback, including the advantages,
drawbacks and students’ perceptions of its implementation. Previous literature shows that

peer feedback benefitted the ja8

01p ts by # t ovin agformance and also enhancing

their skills. Research 1 als ate that ere

S 1b%ut10 ; i . gaNing students’

feedback because M

vx thiit students ac

ays satisfigd about the

happens in two levels, the social plane and the psychological plane. In relation to feedback, as
students interact with their teachers and their peers, they receive feedback about their
(erroneous) production (social, outer-regulated), then they can reflect and perhaps come to a
better understanding of the error (psychological, self-regulated) and may eventually
internalize, correct and modify their ideas (learning). As teachers, we should, therefore
incorporate both peer and corrective feedback in our language instruction. In peer feedback,

the rationale is to enable students to take an active role in the management of their own
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learning. With regards to corrective feedback, the different types can be helpful in one way or
another, so it may not be possible to identify which type is the best to employ. Using a variety
of feedback types is probably more effective than consistent use of only one type. As Lyster
et al. (2013) stated, “the most effective teachers are likely to be those who are willing and
able to orchestrate, in accordance with their students’ language abilities and content

familiarity, a wide range of corrective feedback types that fit the instructional context” (p. 30).




Fall 2013 Issues in EFL Vol. 9 No. 2 20

References

Ammar, A., & Spada, N. (2006). One size fits all? Recasts, prompts and L2 learning. Studies in Second
Language Acquisition,28(4), 543-574.

Amores, M. (1997). A new perspective on peer-editing. Foreign Language Annals, 30(4), 513-522.

Atay, D., & Kurt, G. (2007). The effects of peer feedback on the writing anxiety of prospective Turkish teachers
of EFL. Journal of Theory and Practice in Education, 3(1), 12-23.

Brindley, C., & Scoffield, S. (1998). Peer assessment in undergraduate programmes. Teaching in Higher
Education, 3(1), 79-87.

Bruffee, K. (1993). Collaboratiygd®irnin, a1t1mor : The Eb g University Press.

Carpenter, H., Jeon, S..}
of native speaker re

D &Mackey,A (2006) Rec S as re

Chandler, J. (2g03).
fluency of styflent

#T various kinds of ef@®r feedback for Imp
nal of Second Langu“iting, 12(3),267-290

gfond language classroom”k:

ng. .Jg

& Vfirela, E. (19

g Writing, 10, 161-184.

. (2001). Error feedbac‘~1ng classes: How explicj

Gass, S., & SclNy 4 . O®gond language acqz’tzon: An introducigl® cour@\hw New Jersey:

Gedera, D. S. P. (2012)N
Technology, 12(4), 16-30.

Kim, J. H. (2004). Issues of corrective feedback in second language acquisition. Teachers College Columbia
University Working Papers in TESOL and Applied Linguistics, 4(2), 1-24.

Lee, I. (1997). ESL learners’ performance in error correction in writing: Some implications for college-level
teaching. System, 25, 465-477.

Lee, L. (2004). Learner’s perspectives on networked collaborative interaction with native speakers of Spanish in
the US. Language Learning & Technology, 8(1), 83-100.

Lin, W., & Yang, S. (2011). Exploring students’ perceptions of integrating wiki technology and peer feedback
into English writing courses. English Teaching: Practice and Critique, 10(2), 88-103.



Fall 2013 Issues in EFL Vol. 9 No. 2 21

Liu, Y. (2008). The effects of error feedback in second language writing. Arizona Working Papers in SLA &
Teaching, 15, 65-79.

Liu, E. Z., Lin, S. S., Chiu, C. H., & Yuan, S. M. (2001).Web-based peer review: The learner as both adapter
and reviewer. IEEE Transactions on Education, 44(3), 246—251.

Liu, J., & Hansen, J. (2002). Peer Response in Second Language Writing Classrooms. Ann Arbor: The
University of Michigan Press.

Liu, N. F., & Carless, D. (2006). Peer feedback: the learning element of peer assessment. Teaching in Higher
Education, 11(3), 279-290.

Loewen, S., & Nabei, T. (2007). )d#Suring ghe effe ral co ctive Te®dack on L2 knowledge. In A.
Mackey (Ed.), Conversatioyginteracti cond langllage a #on A coegtion of empirical studies (pp.

ity Press. ‘
ag langfiage acq§ 0. 7ESOL

, L. . ro e.& icit negative evidence MySLA: Modelsgnd recasts
odern Language Jour 57-370.

Long, M., & Portgf P. (1 ) , interlanguage talk and sct®

A 5 feaback? Sgdies in
Second Laf S, , -497.

Mackey, A., A i y 2 ,G., , M. - . 7 o%l(.( P07). Teachers’
intentions and led i oL C i i assroom. Init®atigh in Language

Pearce, J., Mulder, R., & Baik, C. (2009). Involving students in peer review: Case studies and practical
strategies for university teaching. Centre for the Study of Higher Education, The University of Melbourne.

Ranta, L., & Lyster, R. (2007). A cognitive approach to improving immersion students’ oral language abilities:
The Awareness—Practice—Feedback sequence. In R. DeKeyser (Ed.), Practice in a second language:
Perspectives from applied linguistics and cognitive psychology (pp. 141-160). Cambridge: Cambridge
University Press.

Rollinson, P. (2005). Using peer feedback in the ESL writing class. ELT Journal, 59(1), 23-30.



Fall 2013 Issues in EFL Vol. 9 No. 2 22

Saito, H., & Fujita, T. (2004). Characteristics and user acceptance of peer rating in EFL writing classrooms,
Language Teaching Research, 8(1), 31-54.

Sauro, S. (2009). Computer-mediated corrective feedback and the development of L2 grammar. Language
Learning & Technology, 13(1), 96-120.

Sheen, Y. (2007). The effects of corrective feedback, language aptitude, and learner attitudes on the acquisition
of English articles. In A. Mackey (Ed.), Conversational interaction in second language acquisition: A collection
of empirical studies (pp. 301-322). Oxford: Oxford University Press.

Sheen, Y., & Ellis, R. (2011). Corrective feedback in language teaching. In E. Hinkel (Ed.), Handbook of
research in second language teaching and learning, 2 (pp. 593-610). New York: Routledge.

S 1ousne‘ in sec% ruguag carnind™dpplied Linguistics, 11(2), 129-158.

Schmidt, R. (2001). Attg . Robinson (Ed.), Cognition anddzond ZQ‘ Wgsrruction (pp. 3-32).

Schmidt, R. (1990). The role of ¢g

Tsui, A.,

Yang, 5 % ;gcYuZ (2006). Aco W
' y' i



Fall 2013 Issues in EFL Vol. 9 No. 2 23

The Pedagogical Potential of Code Switching

Thomas S. Avery
TESOL 2™ semester

The bilingual turn (Ortega, 2013) has resulted in greater acceptance of code switching as
natural and potentlally helpful throughout the ESL world. However, there is stlll a lot ofroom

which direction ESL theoie® swzt
) erature t S pa

logically situated g
’who views early

1 as a key to L2 1
bilingual educatio

’er levels of] metailng istic

instituti ! is a well-practiceds phigno
worldwide (Littlewood &% aMt Ere ay be pgje

as a pedagogic tool. The aim of thi

oughout classrooms

1al benefits to utilizing CS
arch these potential benefits, to detail
recent developments in the use of CS as a pedagogical tool, and therefore to identify the best
way to approach and implement CS pedagogically. In order to do this it is important to first
define exactly what is meant by “code switching”.

Pollack (1980) defines CS as “the alternation of two languages within a single
discourse, sentence or constituent” (p. 583). This definition recognizes both the use of CS for

communication purposes and for compensating for low language skill in either language.
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Nicoladis (2002) attempts to refine this definition by distinguishing between CS and “code-
mixing”’, which she defines as a bilingual’s use of two or more languages inside a single unit
of discourse. This has many uses within a linguistic framework, but as the focus of this paper
is on pedagogy it will be more convenient to take CS as encompassing code-mixing. This
reflects Kamwangamalu’s (2010) definition, which combines intra- and inter-sentential forms
to create an umbrella term covering any use of more than one language within a bilingual

interaction. This will be important when we begin discussing the range of pedagogical

2. Theoretig
There are o in@ liteMgture as the
monoli ated L2
classrgoms fa in hi§critical
anal is@iu ookggl' ' ; ach”.§ h% onojngual
apppoa, 5 the nat1 . 3 s evide ce‘fne ative
traffsfer and onolingual $pedgfM i} one
body, mth efore the pres athing
proges ly commgn to
findy th 010;
Littldgvo

, with
advocat \ %&ng il body of
literature 1 ; mins, 2007;
Garcia& Sylvh The bilingual
approach describes & ) at the use of the L1
is both beneficial and nec® fpp, 2000). Rather than the

interaction of languages leading to soOf negative transfer Lowman, Fitzgerald,
Rapiraand Clark, (2007) have shown that language transfer in fact leads to gains in language
acquisition. Timor (2012) claims suppressing the L1 cannot be justified either theoretically or
practically, using the Linguistic Interdependence Hypothesis to show that code switching
cannot inhibit language learning. Neuroscience has recently made progress towards proving
this accurate, showing that the L1 is activated in the brain whenever the L2 is used, and vice

versa (Hoshino & Thierry, 2011). Butzkamm (2011) uses a cognitive view to go even further,



Fall 2013 Issues in EFL Vol. 9 No. 2 25

explaining that the L1 forms the cognitive basis for all subsequent language learning; to ban
L2 learners from using their L1 is to deprive them of the greatest tool they have (He, 2012).
The theoretical shift to a bilingual approach (known as the “bilingual turn”, Ortega,
2013) has gained traction in the literature, but it has not yet been well reflected in a
pedagogical shift. However, there has been a recent move in literature which supports the
pedagogical use of CS. I will now turn to this literature, first looking at how the bilingual turn

has affected understanding of CS and its pedagogical uses within the EFL literature, then

acquigition. Ti]e moﬂ !t
i[hdar€vital
percentag O@Jse,

e get o lower
e&o Int (Kim &
Elder, 2005WA 1@ ,

use CS in their classrooms despite having no real justiﬁcation for doing so. Kim and Elder
(2005) reveal how teachers are often not truly aware of the extent of their L1 use, showing
how some teachers used more than seven times more L1 than they originally reported. These
teachers describe pedagogical uses and justifications, but the researchers’ evaluation of these
revealed that teachers’ use of L1 largely came down to avoidance of making complex
statements in the target language, thus stripping students of ideal opportunities to learn

language. A reliance on the L1 appears to cover up a lack of L2 proficiency and teaching skill,
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meaning that things that should be done in the L2 are needlessly done in the L1, for example
language scaffolding. However, there are other functions which Kim and Elder mark as
requiring L1 use, such as the discussion of particularly difficult language, metalinguistic
conversation or instructions. Despite this finding, each teacher in the study used language

differently and to little effect, mainly because it was either given little thought or unplanned.

3.2 Using code switchingstrategicall

Developing an optimal CSefftda then &g |!b0ut

qmo of L1 use as much as it is
about quality. Put s must be both planned a stratgrf1 b cffective. Tian and
g i et aQve fr g “‘teacher use of

LV ™€ . \
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gachers] to
, friendlier
atmosphere in g G Kamwangamalu,

2010, p.128).

3.2.1 Bilingual Teacher Talk
The value of CS as a relational and class management tool as Rudby and Kamwangamalu
(2010) describe it is widely recognized as a key component of CS.However, the practical
pedagogical uses of CS in facilitating language acquisition are less accurately defined.
Foreman (2012) begins to develop this area by suggesting a concept of Bilingual Teacher
Talk within the EFL classroom. Teacher talk is a concept which has been emphasized

throughout at EFL literature as particularly important in language teaching. The focus is
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mainly on the teacher using only the L2, keeping the extent of teacher talk to a minimum and
how teacher talk should be practically used (e.g. give feedback through open rather than
closed questions, Cullen, 2002).Zhou (2006) explains that good, planned teacher talk gives
students more opportunities for learning and negotiating meaning, and that the only way to
achieve good teacher talk is primarily through teachers’ monitoring of and reflection on their
own use of language. She argues that this is a large factor in encouraging language

acquisition in L2 classrooms.

Foreman (2012) stre e with hat bilingual teacher talk must
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Bd significantly more than the control

researchers found

and took more risks, and
and naturally. Their speaking profi
group. This study shows that the strategic pedagogical use of CS as a self-scaffolding tool to
negotiate communication breakdown can be valuable, and suggests that this could potentially
be the case for other uses of CS as well.

The use of CS to scaffold a student’s output is also put forward by Meyer (2008). He
agrees that the L1 is important in allowing a flow of communication and negotiation of

language problems, and that it can allow the language learner to develop L2 proficiency
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faster. However, he argues that this is only the case for lower language learners, and that as a
student gains proficiency the L1 should be gradually phased out to maximize L2 learning. In
further developing the uses of CS to scaffold language acquisition, He (2012) points to the
value of studying specific language settings and identifying how unique relationships
between two languages can be exploited. She finds that both the differences and similarities

between languages are useful in teaching Chinese learners of English, but more importantly

E

that Chinese (L1) is an effective mediato

es esthx

tool for

tool in their second language learning.

1 is not O a medium for communication,

1nk115#1e 2

this i *llth comgciousness raising,

Referencing Vygotsky (197

(2008) did an experiment™
with working out an English gramma a specially designed text. Half of the
pairs were told not to use the L1, and the other half were told they could freely codeswitch.
Not only did the code switching groups perform better, but they also found that the non-CS
groups were using their L1, even though told not to. There was not much L1 actually spoken
in the L2-only groups, but retrospective interviews revealed that many of them wasted a lot of

time trying to translate what they wanted to say into the L2. The researchers conclude that
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even if the L1 is banned from the classroom it will inevitably still have a place in the students’

minds. They suggest making use of this as a pedagogical tool along with Butzkamm (2009).

3.2.4 Towards amodel of the effectiveness of code switching
So far, we have found that CS pedagogy is beneficial when planned and used strategically,
but that maximizing L2 input is still a central aim of EFL classrooms. Within these

parameters, CS can be used practica

such as bilingual teacher &ldmgﬁ 1@1 nd¥egaising, not to mention its
usefulness as a clasg agement and relational Lee ptes these benefits of

agllace acquisition through such practices

present and active in the L2 user’s mind, leading multi-competence to state that both should

be used actively in the classroom. Multi-competence doesn’t just suggest that CS could be
useful in the EFL classroom, but by viewing L2 users as bilinguals it requires pedagogical
applications of both languages through strategic CS.

Wei (2011b) takes multi-competence and its implications for CS and tries to extend a
theory of CS by redefining it as “translanguaging”. Williams (2002, as cited in Cenoz &

Gorter, 2011) coined this term to describe how students in Wales both reinforce and process
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languages more deeply when input is in one language but their output has to be in another.
However, Wei uses it more broadly to suggest a linguistic idea of languaging, a term that
implies the use of the noun “language” as a verb. By rebranding CS as translanguaging, Wei
highlights its use by L2 users as a communicative tool for interaction and learning, rather
than just as a description of the way bilinguals mix codes. Indeed, by taking a holistic view of
CS Wei conceptualizes a bilingual’s translanguaging as including “all the languages he or she
knows as well as knowledge of the norms for use of the languages in context and of how the

a;odumx rrell-f(Ene sQutextually appropriate mixed-

different languages may intga

This runs parallel to what we cd so far in that it moves research away
from a monolingual approach in which languages are kept apart and promotes a classroom in
which CS is utilized pedagogically. However, Garcia (2009) expands the definition of CS
even further than Wei(2011b), and brings the term “translanguaging” to include not only CS,
L2 user identity and language as an action, but also the belief that bilingual speakers select
language features and develop language practices in ways which fit their communicative

needs. To summarize the development of CS so far, we could say that we have moved from
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Pollack’s (1980) linguistic concept of CS “as an autonomous system that pre-exists its use
[...] towards an understanding of language as a product of the embodied social practices that
bring it about” (Pennycook, 2010, p. 9, as cited in Garcia& Sylvan, 2011).

In one of the few studies which attempts to theorize the pedagogical implications of
translanguaging (which from here in will supersede CS), Creese and Blackledge (2010)
observed how bilingual schools in the UK which follow a dynamic bilingual approach use

translanguaging in the classroom. They found that translanguaging is used within dynamic

bilingualism “as an instructjge®T strategy t ke links TOglassroom participants between

guistic omang# thelrggve R(pP- 112), and is thus a

the social, cultural, cg ity, a
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recognition that language teaching 1s a complex area. It aptly describes what
Garcia (2009) was aiming for when she denounced the concept of CS as too narrow and
proceeded to expand it to include situational context. It focuses attention away from general
and disembodied theory and pushes teachers to look at the subjective realities of the
classrooms and the dynamic interaction between methodology and context, encouraging a

local approach to pedagogy.
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Tudor (2003) described what this entails excellently, explaining that if teachers want
to understand what is happening in their classrooms, they “have to look at these classrooms
as entities in their own right and explore the meaning they have for those who are present
within them in their own terms”(p. 4) without reference to supposedly universal assumptions.
A lot of research focuses on what Tudor calls a technological approach to teaching, in that
there is an over-reliance on textbooks, methodology, recommended activities — options that,

while valuable to an extent, can flatten the needs of individual students in diverse classrooms.

ing has bex rgely mis
ﬂs been a' parerm

Such a granular approach to g
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om institutions and research,

though Tudor suggess

across China, and that these could be explained by education policy, economic, social, and

cultural factors. In particular, he highlighted the importance of resource factors and
sociocultural influences, such as disproportionate allocation of funds and the availability of
authentic English material. The results revealed that teaching is influenced by a huge variety
of contextual factors, and Hu suggests that, in place of the nationwide practice of CLT, the
adoption of an ecological perspective that recognizes the multifaceted nature of language

teaching and learning will aid the development of English education in China. Indeed,
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“theecological approach necessitates adopting an informed pedagogical eclecticism that
encourages teachers to draw on practices associated with different methodologies in light of

student needs, contextual constraints, and instructional resources” (Hu, 2005, p. 655).

7. The Pedagogical Uses of Translanguaging

Now that we have detailed an ecologic perspective which enables us to both contextualize

and describe translanguaging pragti a0N to the practical ways in which

h

cussi ﬁeo

translanguaging has been#€Cd an lemexipeda

one of the first articles %s of translanguaging

f Kingdom, two of ‘

idents. All of the s
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where Maori and English are taught. rre—argaed against an ingrained dual-monolingual

fpply directly to other

fise in New Zealand schools,

approach, instead suggesting that the best way to tackle bilingual education in the New
Zealand context might be the use of what he terms a Trans-acquisitional approach. This
effectively embeds translanguaging practices into a task-based model, with initial input
generally given in the stronger language, and output expected in the weaker language.

It must be stressed that this is not a rigid structure, but in line with Creese and

Blackledge’s (2010) push for flexible bilingual pedagogy, is fluid and shifting in its use of
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language. In Tamati’s (2011) context, a trans-acquisitional approach means that, in every
lesson, input is expected in one language and output in the other, though translanguaging can
cross between these at any time. Theoretically speaking, Garcia (2009) encourages such a
model as a natural way to increase language proficiency in both languages, allowing for
transfer between the two while new subject content is taught. This allows simultaneous
understanding of the subject in both languages, leading to a better understanding of the

subject overall. However, we cannot necessarily extend this to other contexts, as the
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Hornberger& Link, 2013)
developed a model called the continua 0 Y (see Figure 1) to help teachers organise
their pedagogy based on ecological and translanguaging principles. It shows how the careful
consideration of every element of biliteracy (a term which simply combines bilingualism and
literacy) in a classroom can result in the maximum development of bilingual ability and
identity. Although such a model resists specific pedagogical practices for now, Hornberger

and Link do use it to make two strong statements about how translanguagingshould be used.

Firstly, biliteracy only develops along the continua in response to the contextual demands
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placed open them; if bilingualsare not expected to use a certain language, for example, they
might not. The second point extends the first: bilingual development is enhanced when the
learners have reason to use all of their skills from all of their languages, as this encourages
transfer between the two. Therefore pedagogically speaking we need to build a socio-
politically aware classroom which utilizes translanguaging to complete tasks which cover a

range of biliteracy skills.

Figure 1

The continua of bilit

cylﬁornb%& Liﬁ !0] 3) t” &,

The continua of biliteracy

traditionally less powerful <------------- > traditionally more powerful

Contexts of biliteracy

] N I > macro
Oral Cememmmmm e > literate
bifmulti)lingual <--ememmmm e > monolingual

FECEPLION Commmmmmmm e e e e e e e e e e e eeee > production
OrAl Cemmmme e e > written
L1 o e > 1.2

LT L L > majority
Vernacular <-seeeeem e > literary
contextualized <----=ssemmmmmmemc e > decontextualized

Media of biliteracy

simultaneous exXposure <--------e-eeceeemeaeean-s > successive exposure
dissimilar structures <---------eceemmmemmamceeeeee > similar structures
divergent SCripts <----sseseesememmmmemmecaeannaans > convergent scripts

Garcia and Sylvan (2011) recognise that this kind of research is interesting but not all
that helpful to teachers who are considering implementing a translanguaging pedagogy in

their school; it is a step in the right direction but is still too vague and conceptual. However,
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they also admit that the context-specific nature of translanguaging pedagogy means that it is
impractical and unrealistic to develop a general-purpose model to describe it; this would be
missing the point of translanguaging. Rather than prescribe methods of implementation, then,
Garcia and Sylvan aim to describe the translanguaging practices of some schools which run
effective programmes and explain how the schools’ practices reflect important aspects of
translanguaging pedagogy. They detail the various factors that teachers might need to
consider and monitor to achieve success, and leave exactly how these ideas are implemented
up to the teacher. For example#hey point (x at collabor™
significance, as it allg .v toﬁk across eparM

guide each othe

Q0 between teachers is of great

use o slangaed C: P, | wdents: classes are

together to mak

gzﬁt of their varied

) ra;slangu ing

however, the proportions of L1 and

inflaum* Throughe®t translanguaging research,
Y cven mentioned; bilinguals with a good
level of proficiency in both their languages can negotiate any communication difficulties they
may have in either language. However, when we consider students who are just beginning to
learn a second language, there would appear to be a problem. A final look at one of the major
works on translanguaging, Garcia (2009), moves towards answering this last, and most

important, question.
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Solving this issue mainly has to do with the way we conceptualize L2 learners.
Though the EFL literature has made great progress in moving from a monolingual to a
bilingual approach to research, it still makes the mistake of viewing L2 learners as
monolinguals who are learning a second language and therefore need maximal L2 input. A
bilingual model of EFL needs to move beyond this, which Vivian Cook (2010) went some
way with this by relabeling L2 learners as L2 users. However, Garcia (2009) is the first to

take the bilingual turn to its logical and ideological conclusion: anyone learning a second

;1 B; seeiI% cond langUegJearners in this way we move

a separate additipial languadeto a view of learners
id [ ahe ear 5
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teacher provided translanguaging scaffolding if needed.

Using both languages so extensively in this manner could draw one major criticism,
namely that it seems rather similar to extensive use of translation. However, this is to forget
the ecological context and purpose of translanguaging. Translation is a highly developed skill
where someone tries to accurately convey an utterance or text into another language. This can
work as a speaking strategy, albeit a very ineffective one. Translanguaging is different in that

students are actively using both languages in real contexts without time to think about what is
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going on. There is no intentionality or deliberation as with translation; students just have to
use the languages they have at hand to communicate in real situations. Williams (2002, as
cited in Lewis et al. 2012) explained the difference very well, emphasising that translation
tends to separate languages, whereas translanguaging aims to both utilise and strengthen both
languages. This should be the aim of all language learning, and the EFL literature would

benefit greatly from reconceptualising CS as translanguaging as has been detailed here.

10.Conclusion

~

development of CS as aqdag tod,in the literature. It

rcia O)detaileds¥arigu€ factors that teachers
should take into account Elan aging peffagogically.

Lastly, I proposed that the E g=Would benefit greatly from reconsidering
ideas of CS, L2 learners, and particularly the need for maximal L2 input, by applying
translanguaging pedagogy. Reconceptualising L2 learners as emergent bilinguals and EFL
classrooms as bilingual communities, with a concept of ecologically sensitive
translanguaging at its core, could allow not only better research, but also create contextually
relevant EFL programmes which develop globally focused bilinguals who make the most of

all the cognitive advantages listed in section 1.
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Implementation of translanguaging and other dynamic bilingual pedagogical
principles in an L2 teaching context is still a largely unexplored area of research, and will no
doubt meet much resistance from institutions and socio-political contexts which are resistant
to bilingualism. However, as the world continues to get smaller and languages move closer
together across national borders it would seem that these ideas will become more and more

relevant in the near future.
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Developing students’ strategic ability through L1-assisted

reciprocal teaching with preceding explicit strategy instruction

Kwon, Yoo-Lim
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These reciprocal teaching activ Appropriate to improve students’ cognitive
and metacognitive strategies. In detail, summarizing (self-review) and questioning help
students concentrate on the major content in the text, and they can check if they understood
what they read. In terms of clarifying, students are encouraged to evaluate the content
critically, and predicting what will happen in future content makes students generate and test
their inferences. All activities are also engaged in activation of relevant background

knowledge and they give the clear purposes of reading like answering questions in the text
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and discussing the content with the related background knowledge (Palincsar & Brown,
1984).

In addition, from social constructivist views, reciprocal teaching is a strong pedagogy
for students’ development. According to Zhang (2008), learners internalize new concepts
from dialog or interaction with experts or more competent peers, under their scaffolding and
guidance. It means that social context and experts’ scaffolding are crucial attributions to

learners’ development, and reciprocal teachi

ate in grox ctivities altmgupporting them with explicit
g lce, and llow%eedb . Mge process of a teacher

ng offers these conditions in the way of

encouraging students to pagf

nd the answers by ‘Ne text. While readigh \

two questions ‘.)aragraph about gt f, important
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rather than engaging the text to find the answers. In addition, even though they could locate

information by answering some questions while reading a story, my students show difficulty
solving after-reading comprehension check by themselves, and do not know how to find the
answers back to the text, but just by asking for the teacher’s help. Through this observation, I
realized two problems of my class; my students have not engaged in the text deeply for high-
level comprehension processing, and I have offered too much scaffolding.

To these points, my students need to learn reading strategies for high-level
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comprehension and I need to scaffold students to be independent readers ultimately. First, in
terms of reading strategies for high-level comprehension, Graesser (2007) explained that deep
comprehension requires “inferences, linking ideas coherently, scrutinizing the validity of
claims with a critical stance, and sometimes understanding the motives of authors” (Grasser,
2007, p. 4). These processes are the means that readers employ “deliberately, with some

awareness, in order to produce or influence the goal” (Wellman, 1988, as cited in Hudson,

2007, p. 105). It means that the process of deep
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Research questions
1) How does a student’s knowledge or awareness of reading strategies develop?

2) How does a student’s reading performance develop?

2. Intervention

Fung, Wilkinson, and Moore (2003) implemented a modified reciprocal teaching on

Taiwanese ESL students’ comprehension of English expository text. First, the reciprocal
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teaching procedures were Ll-assisted (Mandarin) to supplement students’ limited L2
(English) proficiency. Fung et al. reasoned that some reported failures of reciprocal teaching
with ESL students (Cotterall, 1990; Dashwooe & Mangubhai, 1996, as cited in Fung et al.,
2003) were because reciprocal teaching activities required students to cope with “the
concurrent cognitive demands of high-level language processing and high-level strategies
thinking for reading comprehension” (p. 3). For this reason, Fung et al. accepted the

pedagogical suggestion (Coterall, 1990; Dashwood & Mangubhai, 1996, as cited in Fung et
g strﬁ instructiOMméQ lessen the linguistic burden.

The intervention comypfsedgboth BHiirkese and glish%proca caChjng, which occurred on

alternate days. Q#f each éﬂ

reciprocal tch%alo op® while student*vere reading aBegappr )e Jpository text
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indicated he L1-assisted r"cal teaching prog tloping the
English readig cc@:tence . Procal teaching

Myers (2006) adapted Peesaggcal teaching op kiw@€rgarten students’ comprehension
of English narrative stories. The conventional reciprocal teaching is usually done with small
groups working independently, by reading silently the texts, and for students to comprehend
unfamiliar texts. However, Myers modified the conventional reciprocal teaching in three
ways appropriate for kindergarten students. First, Myers did the reciprocal-teaching lessons
with the whole class to give all students the opportunity to participate in the discussion
actively by answering questions, offering their opinions, and giving suggestions to discussion

leaders as well as to manage the classroom effectively during reading aloud. Second, Myers
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adopted the concept of reading aloud based on research showing reading aloud facilitates
children’s academic success and language acquisition (Morrow, 1992; Feitelstein et al., 1993,
as cited in Myers, 2006). Myers introduced and modeled reading strategies while reading
stories aloud to the students and paused at “an exciting place or at a spot that presented
opportunities for questions and discussions so that students could apply reciprocal-teaching
strategies to the story” (p. 316). Third, Myers selected familiar books as the text because

“researchers have shown that repeated readings help children internalize stories and
§ (Ieale % 1zby, 1987 ™meagited in Myers, 2006, p. 316)
eflefit in releate i R Janguage patterns and
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Palincsar and Brown’s (1984, as cited in Rosenshine & Meister, 1994) findings, summarizing

and questioning are strong candidates of most effective comprehension strategies by serving
comprehension-fostering and —monitoring function in that “they require students to search
text and perform deeper processing, and students’ difficulty in performing either task signals
the learner in comprehension difficulties” (p. 512).

Second, I will use both L1 (Korean) and the target language (English) compatibly to

lessen students’ linguistic burden (Fung et al., 2003). When I explain some new concepts or
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ideas in English, my students usually show confusion and misunderstanding and ask me to
explain again in Korean. They are also reluctant to organize their thoughts and express in
English. It revealed that when I let them write reflections after reading a story in both English
and Korean, Korean-version reflections were much longer and rich in content. As Fung et al.
(2003) pointed out, I want to facilitate my students “internalize comprehension fostering and
monitoring strategies by using the students’ stronger language” (p. 7). In addition, the result

of Fung et al. (2003) showed that when students had a clear conceptual understanding about

what strategy to use and hoye=®hen, where xT why to uSte
even in L2 text and g dlﬁe even t ough ialo

vag much slower because
in tion g when necessary

they used them meaningfully

y1

fdents f;oa%n andglinderstand reading

During the last five days, every session will begin with 5 minutes of students’ self-reviewing
about the four strategies, and I will explain or model only what students do not know
independently. Then the reciprocal teaching dialogue will follow. However, in my reciprocal
teaching lessons, teacher’s explicit modeling will occur on every class because my classes are
private tutoring, so a teacher should participate in the dialogue as a peer. My student and |
will be a discussion leader by taking turns on each paragraph, and my turn will be the chance

for my student to observe how to use strategies.
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Fourth, T will accept Myers’ (2006) idea of reading aloud for my students who are
novice English learners. My students are not good enough at low-level reading skills like
word-attacking and phoneme-grapheme corresponding, but as Myers (2006) explained,
reading aloud helps them “learn difference between oral and written language and acquire
vocabulary and grammar” (p. 315). In addition, when I let them read the text silently by
themselves, they usually do not read, but look at the picture and guess the answers for
questions I ask. Reading aloud can make sure that they are reading the text and, as Myers

pointed, “read-alouds help sgad®hts E{ecom* rested in ature” (p. 314). To prevent the
mpreherfsion & dycading the text aloud,

vert comprehensi n:@st&g ang
MED
rE Cd QRwaiFar

Meister, 1994, p. 480) during guided practice, this interpersonal monitor promotes students’

students to initiate discussion and fidents’ statements” (Rosenshine &
intrapersonal monitoring also. Regarding sociolinguistic areas of learning, reciprocal teaching
uses dialogue as a tool for learning and practicing these strategies. During dialogue,
“cooperative effort between teacher and students or among peers to bring meaning to the
ideas in the text” (Rosenshine & Meister, 1994, p. 481) facilitate students’ motivation and

participation in learning activities.
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Fung et al. (2003) explained that L2 reading is often more demanding, time-
consuming, and daunting than L1 reading because of limited L2 proficiency. However, they
believe that, according to schema theory (Adams & Collins, 1979; Anderson & Pearson, 1984;
Rumelhart, 1980, as cited in Fung et al., 2003) and Vygotsky’s (1962, as cited in Fung et al.,
2003) knowledge transfer, L2 readers draw on their existing knowledge and skills acquired in
their L1 literacy activities to derive meaning in L2 reading. It means that the process of

learning is transferring between background knowledge and skills and new concepts or ideas.

. cié;d finey t mipson, & Wixson (1983) that
earners’

of Paris

cquir owlgdgegkills, and strategies to
TCmigg, lcarnimgfrequird®y‘a double or split

9

proved as g

~ v]r rbsfer and cdgnitive
N jk’as well W. !

and L2 corpprehension

con r;sm strategle e compre nWr duct,

theyfused ghe ndardla ' l:% 1 .f& (198§ re-tght and

students’ dail ances with the rege

To measure the co‘~ion processes, they

hest for the measul‘.t of metacognitiong

(1999), and selected reciproca ntervention for it because four
strategies; summarizing, questioning, clarifying, and predicting, promote reading
comprehension and metacognition, and the dialogue offers cooperative interaction and
expert’s scaffolding. Myers assumed, based on Vygotsky’s concepts of zone of proximal
development and scaffolding, during reciprocal teaching “comprehension strategies are
internalized through participation in discussion while scaffolding is provided by the teacher
only when needed” (p. 315). In addition, she emphasized these strategies promote students’

“metacognitive skills such as self-monitoring, assessing progress, and taking remedial action
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when needed” (p. 315). Through these perspectives, Myers seems to define learning as the
process of internalizing new concepts or ideas under the gradual scaffolding of experts and
understanding about the process of learning similar to the double or split focus of Palincsar &
Brown (1984).

To measure students’ internalization of reading strategies and awareness of them, she
collected anecdotal records on students’ responses to lessons to analyze summaries and

questions that students produced and interviewed with students at the beginning and end of

cregted tlf
(@ng) and

the research project. First oint rubr able 1) to assess students’

Euestlo California Language

something that mighlt bé"Confuging in
" This may be a quegflon Mt

ques

2 - The stude 2 — The students uestion, but

ave b$
Chary Chhrified in
yifB qu ent asks a question that is

n, the
setting, or problem. based on a lite of the text.

d of asking a
partial description of th

1 — The student cannot retell many e student has great difficulty formulating a
events in the story. Student has a question and relies on teacher support.

very incomplete description of the
characters, setting, or problem.

Second, to determine whether the students had an awareness of their cognitive

processes, Myers created five interview questions reflected in metacognitive abilities (Table
2).
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Table 2
Interview questions (Myers, 2006, p. 319)

Interview Question 1. Do you like to hear stories?
questions

Question 2. What kinds of stories do you like to hear?

Question 3. Do you always understand everything in the stories that are
read to you?

n4. Iftm a wordtn a st@)r somet
derstand Qugu usually d0r§‘

about the story, that

)ﬁ ﬁ i nd\is the
prog ss of integnalizin Je ith t) edge by
the s i : ' hinly

knowledge and awareness of the Visualization Strategy.’ For this reason, I will implement the

VST to assess the knowledge of Visualization Strategy, but substitute questions that are

appropriate to assess my students’ knowledge and awareness of reading strategies (Table 3).

Table 3

Post-test for students’ knowledge and awareness of reading
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strategies (Kim, 2013)

No. Questions Answers Scores
1 What are reading strategies? | Questioning,
summarizing, clarifying, 4
and predicting (1 for each strategy)
2 Why are reading strategies To understand reading
important? well 2
To check my (1 for each element)

mprehensio
3 How to use the tw

AL
hat is st im

Whlle readlng, ea
paragr‘h or sentence

whe”can make
i a summary

@

marizing ? qu
5 W qualities
cadigh strateies‘7 V?lihat w j il aid'

(1 1\ coghauay)

(Vo)
6
(1 for each le%, for

each explfnagign of ghe

Qe strategic abilit)‘~ not mean only J# ing%)w dge about
(M abili i (3 ac@s. measure the

co chensiongfs Rosenshine and

foNce 51gnai Is

nces w the degree of internalization

Meister (1994) expla or comprehension, the
development of the quality o nts’ %nﬁa

of reading strategies. Therefore, I will refer to Myers’ (2006) measuring progress: collecting
the anecdotal records on summaries and questions that students produce and analyze them.
First, I will use the retelling rubric (Table 1) of Myers (2006) to rate students’
summarizations because Myers’ rating scale is well-standardized for summaries of narrative
stories. However, I adjusted the rating scale for items about details and characters of the story

(Table 4).
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Table 4

Revised rating scale for summarization based on Myers (2006)

Rating scale for summarization

3 | Summarization to retell events in a story sequentially with appropriate details.

2 | Summarization to describe the setting and the problem.
Retelling who is the most important characters.

1 | Retelling some details or partial information.

When it comes to ratia iected questions and clarifying

fuestions, *'rs rated scT®
questions together wj same ards but I WiM wjng and analyzing self-
directed questiop# only.%fore Tk g i and Brown (1984)

for students’#ue

< Oudstion to as
Queltion to bg
Qicsion toas

0 | stiqn lifted directly fro

w@ea \ paragraph, whichI !s will read and mgie bout, has

different lerigths, @Orta &l the story, arff§ a different nump€r o%n Aits and detail
information. FONghis reasory to aSS®saeg student’s abiliw* o maquestio especially about
main idea questions, te\]skul sigeryt h Aom wherpfic student’s questions

came from rather than rati 1nd1V1 ual akes. Therefore, I will rate

each paragraph concerning how many main points the paragraph has, and I will give each
paragraph a total score. Then, I will sort only main idea questions among a student’s own
questions, and rate them and sum scores of all questions. Then, give the final score for a
student’s questions out of the total score of the paragraph. For example, Text A on Table 6
has three main points: the important character (Gander), the change of setting (lake to sky),
and the important event (two characters did a fly-high race to be the champion). I will give 6

points for this text by giving 2 points for each main point based on the scale of Palincsar and
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Brown (1984) for questioning. When a student makes three questions below for this text, the

student will get 30% or (2/6) as a final score.

Table 6

Rating students’ questions depending on each paragraph (Kim,
2013)

“Maybe,” said Gander. “Bu ighe you.”
“Can not,” said Duck. Ge#fhder fla is wing td
“Ready...set... ey flew above the spruce tfees.

ander say

=3
ig] Dhick?

Q3 WiHaNw re) Gander an
k dQing?

fojthe stude

tLVnQdent’s knowledges ory aw%n
{0 e M)VE ﬁ

develops and how readinJeg
4. Results

4.1 Research question 1
To investigate five weeks of explicit strategy instruction improves students’ knowledge and
awareness of reading strategies, I conducted pre-interviews with the questionnaire of Myer

(2004) with five questions and post-test with VST of Kim’s (2013). First, student A answered,
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at the pre-interview, she likes reading across genres, especially about our routine lives, and
she admitted that she sometimes faced comprehension breakdown in reading. She answered
that, at that moment, she usually skipped the parts, looked up unknown words in dictionaries,
or searched the internet. In addition, she answered that, even though she does not usually do
so, she could look at surrounding context to understand the puzzling parts. At the pre-
interview, student A did not show any knowledge or awareness of four reading strategies-
redicting. However, at the post-test after five

’ polnts ow ppendix B) and showed much

knowledge about whg#fhe geading*Strategies w aould use them, and the
questénd su

questioning, summarizing, clarifying, and

weeks intervention, she go

qualities of a gog# ;
about the fq strgseBies before starffpg the interventfug, an >sa | that she had
heard onlff about sumg#ry, but she did not ”how to summarize Marrative std

and post-tests, ﬁv’~of explicit strategy

gdge and awarenes‘.Jt reading strategigh

<

To investigate how studen

4.2 Research ques

" OMEN...

006) and Palincsar and Brown (1984)

pcach question and summary
students made were rated by the scale 0
respectively. In every single class, the number of paragraphs, which students read and made
questions and summaries about, was different depending on students’ physical and mental
conditions and their degree of concentration. For this reason, the scores of questions and
summaries for each day were calculated by the average score of total paragraphs that each
student analyzed in the day. Table 7 and Table 8 show the scores for questions and

summaries of student A and student B respectively in the process of the days. Shaded days on
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the tables are when the text changed from Don 't fidget a feather! to Jigsaw Johns Mystery:
The case of mysterious valentine; from a kindergarten level book to third grade level book
(scholastic.com). The reason why higher-levels of text were presented to students was to
encourage students’ strategic reading performance by raising students’ needs to use reading
strategies (McNeil, 2011).

Table 7

Student A’s scores for main idea questions and summaries

Dat
€

Qu

6/3 6/5

Table 8

el esttons!mgummar'

Student B’s scores for main 1the

5 5 5 5 5 6
/ / / / /
Date 1 2 2 ) 3 ;
6 1 3 8 0
Ques
tion 0
(Ave 0 0 0 0 0 '
rage 3 5 6 8 6 8
score 5
/
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Total
=1)

Sum
mary
(Ave
rage
score
/
Total
=3)

First, in the ca

7ot studm her 55r G” ed a decrease during the

the two g

showed develop"in the last week™Q

Miiaries even though

ity \
= L
ighted how students’ s ¢w ity develops with

teaching W -alodgs. The findings 1‘. that students’ st

concurrent with Fung ®agl. Mreﬁ
el T

use of strategies increased and cading performancgdmroved.

First, possible explanations for the development of my students’ knowledge and
awareness of reading strategies could be the effect of explicit strategy instruction and L1
assistance. I taught four reading strategies: questioning, summarizing, clarifying, and
predicting during the first two days of the intervention explicitly by explaining and modeling
to make the concepts of strategy understandable and clear for my students who learned them
for the first time. Moreover, at the end of each week, we had reviewing time of reading

strategies, especially focusing on questioning and summarizing, and when students did not
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know about them, I re-explained and modeled explicitly again until my students knew on
their own. Fung et al. (2003) explained about the effect of explicit strategy instruction as “it
leads to poor readers’ more conscious use of reading strategies” (p. 27) by activating and
building background knowledge about the reading process and strategy.

In addition to the effect of explicit strategy instruction, L1 assistance could be an
explanation for my students to succeed in internalization of reading strategies. During the
intervention, explicit strategy instructions and dialogue were taught mostly in Korean (L1),

and I let my students use

oregn) or i English) W eir discretion to make them

by G#ning eiMygognitive demands of
C agdeled MNeadi i

strategi

xco d,

peformance fnd better comap

pro uc;ra

the Zone of Prox‘ ~elopment (ZPD) th
dpert or a more c‘;.e g

ough integfiction or
ité offfscaffolding

“supportive conditions in which the novice can participate, and extend his or her current
skills and knowledge to higher levels of competence” (p. 91). Moreover, due to the way of
private tutoring, I should be a peer during reciprocal teaching dialogue, and interact and
collaborate with my students. Zhang (2008) suggested that instructional intervention through
teacher-student dialogue could reinforce reading strategy use, “leading to progress in
perceived strategy use and reading performance improvement” (p. 111). In addition, student

B, at the post-test, answered to the third question; “How to use the two reading strategies:
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Questioning and summarizing?” with the words-A g3} o] A& ¢lo] 7} .- which
means “as the way my teacher did while reading a book.” After she finished the test, I asked
her whether she could explain what I did exactly, and then she wrote additional answers
below; <z 2% W8S A7zt st #@¥ #o]7FH> which mean “thinking about
important points, stopping at each paragraph” (Appendix B). This student B’s answer

indicates that my student learned how to use reading strategies through teacher’s modeling,

corresponding to social constructivi ing that “leaning takes place on an

n&apersm'one % : .91).
icit strafegy instruction &€fore i al teaching and LI

interpersonal plane and thga

5 dialogue increases

progresses and studegts’ ¢ ive use of the tﬁ lqng&e dug

or not.

6. Conclusion

This study investigated how students’ knowledge and awareness of reading strategies develop
and how students’ strategic reading performances develop through L1-assisted reciprocal
teaching with preceding explicit strategy instruction. Pre-interviews were conducted to assess
students’ previous knowledge of reading strategies or awareness about reading processes and

strategy use, and post-test after five weeks intervention to evaluate students’ gains in
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knowledge and awareness of reading strategies. When the data were compared, both student
A and student B showed higher gains of knowledge or awareness about reading processes and
strategy use.

To assess students’ strategic reading performances, questions and summaries that
students produced were recorded and rated according to the scale of Palincsar & Brown
(1984) and Myers (2006) respectively because the development of the quality of students’

performances shows the degree of internalization of reading strategies and comprehension on

and student B showed the

development of straje® i ighgguality questions and

strateg ar@’ratlc readlng perfo
studefits C
impgove
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Appendix B Student A’s post-test

Reading Strategy Test
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Appendix C  Student B’s post-test

Reading Strategy Test
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Research about Effectiveness using Drama Activities in ELT;

focusing on Opened Drama Activities and Interaction Analysis

Kang Yihwa
TESOL 1% semester

The purpose of the papgs to sem,usingnla ac dent’s learning in ELT.
In order to investiggle thaopic two Studies related to o, gies were used. Both
studies are basegdfon m pen dranigedatimiviesssiglh as open-cne@dhsitualgnal, mapped and

& al profic

as speaking
s somewhat
g : Ny (ries to
a activities affect ge &ish and
speaking abilities. g

the drama activities

show

study focuses on hoy
the regular classes.

need to adapt to become more authentic places to develop students’ communicative
proficiency that works in real world conversations. Additionally, many people who only
learned ‘about’ English do not know how to use English as a tool of communication make us
think about how important giving meaningful purposes to express themselves is important for
language learning. In this view, adopting drama in the language classroom is not an optional

but an essential issue.
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In this research, two theses about the effectiveness of using drama activities in ELT will
be introduced. Both of these researches are based on mainly open drama activities such as
open-ended, situational, mapped and debating role-plays. Furthermore, the studies are related
to oral proficiency such as speaking abilities and analyzing types of interaction. Although the
purpose of each study is somewhat similar in handling speaking tasks, the specific purposes
do differ. The first study is trying to show how using drama activities affect general attitudes

of learning and speaking English and.eakeetng=ths eaking abilities of students. On the

other hand, the second sge nitragt differently within drama

lang

u
langu

should be emphasized rather than the ¢ language (Yule, 2006). Fluency and
accuracy are seen as complementary principles underlying communicative techniques. At
times, fluency may have to take on more importance in order to keep learners meaningfully
engaged in language use (Brown, 2001). In short, the essence of CLT is the engagement of
learners in communication in order to allow them to develop their communicative

competence (Savignon, 2001).
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2.2 CLT and second language learning

Communicative activities refer to the techniques which are employed in the communicative
method in language teaching (Wan, 1990). Littlewood (1981) differentiated communicative
activities from pre-communicative activities, which aim to equip the learner with some of the
skills required for communication, without actually requiring him to perform communicative
acts. Ellis (1999) proposes two sets of cognitive processes contributing to a learner’s second

language development (SLD): prigaa and secondary processes. The first

ish for a meanjngful purp % beyond vocabulary
gt M st&es
language, reading, and writing (Wage 1987) listed the potential benefits of
drama in language teaching as follows: the acquisition of meaningful, fluent interaction in the
target language, the assimilation of a whole range of pronunciation and prosodic features in a
fully contextualized and interactional manner, the fully contextualized acquisition of new
vocabulary and structure and an improved sense of confidence in the student in his or her

ability to learn the target language.

Since, as addressed by Wessels (1987), drama can generate a need to speak by focusing
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the attention of the learners on creating a drama, dialogue, or role play, or solving a problem
where learners have to be active participants, using their imagination and interaction
communication skills in the foreign language. Conversation in drama is not completely
controlled by the teacher—an advantage in comparison to the teacher-student interaction in
more traditional pedagogical tasks, no single participant is dominant in the activity. As a

result, drama is less likely to produce restricted language in the classroom (Kao & O’Neill,

1998). According to Byrne (1991), thoraeatiesaste amatized activities that can be used for
language learning purposge thesex ities w cd role play, scripted role
d to provide learners with®pport emorize chunks of

opfry situations. Byrne

er. eqﬂe%
ﬁs an ¢lg

Bine they are somewhere other than the

Qatlons or as oth

make believe and to take part, the lez

said that like other drama ent of ‘let’s pretend’. It is
classroom on an imaginative level. It also provides opportunities for the learners to develop
fluency skills: to use language freely because it offers an element of choice, to use language
purposefully because there is something to be done and to use language creatively because it
calls for imagination.

Role plays are interesting, memorable and engaging, and students retain the material they

have learned. In their assumed role, students drop their shyness and other personality and



Fall 2013 Issues in EFL Vol. 9 No. 2 70

cultural inhibitions making them one of the best tools available for teaching a second
language (Stocker, 2005). In addition, role play is one of a wide range of communicative
techniques involving student-student interaction that is used in the second language
classroom. It is a task-based rather than form-based activity that in turn shapes a context and
simulates S-S interaction by providing a purpose or motivation to speak through a series of

related cues (Hull, 1992).

ended, situgfion Pped role play. Fi

Q?tudents have to 2

crea a@ Sl gL 48 Wi ( 1 uﬁiforricﬁgb tween
pref£o 1cht1 Q ] leatisie ] "day enall CSMH

intg this
rol plmh S eI inally, in a mapped rgle play,
stude € tion
fro he mapg co‘l&l)e ither

t@tin to the studegts than gbing #6le plays by merely
in €'t

E

2.4 Meaningful interaction in the classroom

memorizing the given dialsgye

2.4.1 Meaningful interaction
Learners learn language through meaningful interaction in which they could negotiate
meaning. According to Vygotsky (1978), children negotiate meaning through scaffolded

interaction when they could have supportive feedback from the more skilled person.
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Activities containing more negotiable roles, promoting students participation, and
emphasizing communication fluency over accuracy are more likely to create opportunities for
the teacher and students to talk naturally and communicatively. Therefore more ‘natural’
discourse will be generated in the classroom (Kao & O’Neill, 1998).

2.4.2 The role of interaction in children’s development

Based on the theories of Vygotsky (1978) and Bruner (1983), the one thing to make the most

ailag is the role of scaffolded interaction. In
gressx‘['v a m ziva Beg stage when s/he is able to

carry out alone certg or which; in the previous stdge, s/

impact on children’s second/fore1gn ?

Vygotsky’s (1978) view,

ulbave needed the help

important i theory. She Pelicves a ghild

of the si atlm hich
1.6.)%0du

, |
Qufig @re; thfough one to
adult care-giver. Henge#t 1s expectet t

difficulty in creatimga si bry and careful i

situation between teacherasgd pu

h
&
;5

d

angage an

mea‘lil'

there would be

ul\th elopgg@fent in the classroom
assro gfask and group work needs
to be carefully planned so that teach® create contextualized and meaningful

conversations.

2.5 Meaningful interaction in the drama activity

2.5.1 Meaningful interaction in the situational drama activity

Situational role-play provides participants opportunities for taking on pre-determined roles
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with particular attitudes and values in straightforward social situations. That is to say, the
participants interact either as themselves or in imaginary situations or as other people in
imaginary situations. The teacher chooses a situation through which he/she can present
specific vocabulary in a situation and students practice language structures or reinforce
previous learning. Unlike the scripted role-play, it does not have any pre-written script;

instead, the participants are given a detailed description of the situation. The situations are

IW he situation is detailed in
gh¥he ro i- Quguage registers are

usually realistic in terms of the cultureg

t ercis be

The interactive qualify

tension involved thou

&
&
li. i‘g

rn about a hot and

c‘ing lintv.‘o'rli'
&batj ralga activity enables

!# j Pt have to
eba e A1 i view of one

e participants can €3

d‘lin and writing.¢ 4§ S
€ &tu& :ﬂ that due

language, reading, and writing. SiX 0 speettd studies show that drama improves

of different peopl

solve the p¥Q e, they have to

on an isstre
g, re

SSU
From the above poifwg gr

ol their knowledge of the issue in

issue. While d8kgat

the four skills: spea

a develops thinking oral

students’ cognitive growth, as reflected in language skills, problem-solving ability and 1.Q.
Moreover, the changes are lasting. Several studies show that drama also improves role taking
which is the comprehending and correctly inferring attributes of another person. These
inferences, which include another’s thinking, attitudes and emotions, are a function of
cognitive perception (Briuer, 2002, p. 6).

Bréuer states that drama improves oral language as well as thinking considering twenty-
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five quasi-experimental or co-relational studies out of thirty-two based on the effects of

drama on oral language development (2002, p. 6).

2.6 Four types of interaction analysis
There are four types of interaction analysis: topic management, self-selection, allocation and

sequencing. Kao & O’Neil (1998) states that sociolinguist Leo van Lier’s notion of classroom

interaction provides a comprehensive gL conducting research into the nature of

teacher-student interactiog

Cco to v fer, t‘k%s
classroom discoursg amine how speakers take S sation, because turn

According to Mg i ? a"lhe equal-rTghtgsltatus of natural

conversation create ted by participﬁil\ a cQuversgs

anl the ke

bn. For example, the
spealg@®may decide to speak when
certain signals are given by the curtt ate his willingness to yield the floor.
Once the commonly accepted rules are violated, the conversation may be broken or carried
on under an asymmetric condition (p. 51).

A carefully defined classification is needed for this kind of analysis. The central goal of
constructing such a classification is to identify participants’ “initiative.” Initiative is
recognized when speakers select or allocate a turn. It is important for the researcher to

distinguish whether a particular student’s contribution is initiated by him/herself or is mainly
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a response to the teacher’s utterance. Initiative is also reflected in the ways one topic is
maintained and/ or shifted from one to another during the exchanges. For example, switching
the current topic to something else means having control in the conversation, talking about
topics established by previous speakers is mainly to support and to maintain the interaction.
In this study, the four types of interaction analysis such as topic management, self-
selection, allocation and sequencing are used as a crucial tool to analyze the turn taking and

turn initiative.

The

The researcher presngs tw c uegsti nsnEfoﬁ
(1) Do drama activities in ThegEFL conlz& io iute*to

development?

pffing students’ speaking skills

(2) Do drama activities in the EFL context have a positive influence on students’ attitude

toward English learning and motivation?

3.1.3.2 Subjects and background of the study
The participants are 5™ graders in a public elementary school, Seoul, Korea. The total number

of students is 28 with 16 boys and 12 girls. Students the researcher mentioned had English
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proficiency levels not high compared to other areas in Seoul because of the location of the
school but did not give specific evidence or descriptions.

Along with the experiment class presented above, another class was chosen for this study
as a control class. In the control class, there are 29 students, 16 boys and 13 girls. All students
in both classes have learned English from 3™ grade in school and some of them have learned
English before 3™ grade from private tutoring. However, there are no students who have lived

h
auce a week for 3™ and 4™ graders as a

lll"

ons for one semest

"I.l.

ader textbook. All 14

fourth period. T

control andégxpCri ass for periods og;kthree.

listening and repeating the #fc but did not take certain
roles.

Table 1
Organization of modified teaching ([ /[ ][], 2008)

Period Experiment group | Control group

* (Simple TPR activities)

* Look and listen to the main dialogue

* Repeat and shadowing the main dialogue

* Word search or crossword puzzle / Word bingo game
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* Review- repeat and read the main dialogue

* Listen and speak dialogue A, B (shorter than the main dialogue)
2 * Sing or Chant

* Read learned words

* (Game — Snowball, I am ground...)

* Review — Sing or Chant
* Write alphabet letters or words

3 * Game - board game, rand rush, riddles, omok...
* Review lesson unit
4 * Role play * Role-taking practices / Activity (Survey,
Drawing. . .)
3 - ) l

Unlike the cgdftrol @ for the gxp
role-plays: 1p, role phe®
implemeng€d orz;. .
situatio,
expregsio fgo?
Tabje 26
Org nn

gLoup, ther%#e thieg different types of
situat e play were

%? The%gcripts and
INgYO th?ln jons and

§ atign was
o realize how diffegent contexgf affect

not
it 4, 5 and 6, the ~r prepared open-eng ripts ghd asked
réea gd situations

conversytions.
students t&conppefec end of the script. ‘1.11t 7 and 8, the reg
fable to use in

considering Dg¢h @ents 1

those contexts.

During the role plwg, the r@olM chthF&hsh and#0rean and students were

allowed to use Korean for prepdmigg of role plays. Laeseferal, the first 10 minutes of each
lesson was spent for introducing scripts or situations and reviewing expressions. Next 15 to
20 minutes, students practiced and did rehearsal role plays. After doing role play, students
reflected their performances and exchanged comments with others.

The post-test was conducted to both control and experiment groups to see the experiment
results. Mapped role play used for the type of test was a new activity for both groups and it

was started after finishing unit 8. In the mapped role play, seven connected situations were
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designed using characters from ‘Shrek 3°. All situations were created based on the essential
communicative functions and expressions of each unit. One lesson plan is described in table 3
below.

Table 3

Lesson plans for post-test, mapped role play (L[ ][], 2008)

Objectives Students will be able to use communicative functions for past 8 lessons doing role-plays.
Materials Situation cards, Scrjpkep

Situations Shrek 3 m t" t

to be used 1 e ; nd Fiona inyited Ejona’s Triend selgepindbeauty to

O
7< i S past. | ad
'; . Fi . = €.
ol

Procedyres

) hoosing%
5. Pralwge N
6. MemorizinDwgA ddmg%:rg

2.7 Rehearsals & Preparing props

2.8 Doing a role-play

Evaluation Record students’ performances and analyze their interactions.

The first step included activating students’ schema by showing pictures of characters and
situations, then sharing the information of the story by looking at mapped situations that the

teacher created. Each situation in the mapped role-play is corresponded to the textbook unit’s
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communicative function. Through the procedure of sharing the mapped situations, students
can consider the language they are going to use for each scene based on what they learned.
Next, students make a group of four and create settings, stories and write scripts for a role-
play. Then they choose their own characters and practice their roles as a group.

Doing mapped role-play is unfamiliar with both groups so the researcher explained in
both English and Korean. Students were also allowed to speak in Korean in the preparation

stage of the role-play.

\‘ A
Spe kg esthand a pr@

Tabl 4%% eval't"

Language control

For the first three categories, five scales (excellent:5 / very good:4 / good:3 / so-s0:2 /
poor:1) measurements were applied. To measure the first one, task completion, the researcher
analyzed whether the role-play follow the flow of the story line of the map or not. For the
second criteria, the researcher checked the dialogues were appropriate to the situations. The
third criteria, pronunciation is to see whether students’ role-plays were audible or

understandable or not.
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Lastly, language control is about checking fluency and accuracy of students’ utterances.
The part of fluency is calculated using following formula; the total number of words spoken —
the number of silent pauses for thinking. In case of accuracy, it is calculated as; total number
of words spoken / (the number of grammatical errors + the number of vocabulary errors + 1).
Unlike first three criteria, in language control, the greater number means better performance

and there is no limitation of scores.

Two pre-survgy o preference of learl

experience # c&? ) i&ﬁriment, there Wl
c:0

ing English and spgaking Englgh. About

askingffexperigncg the students of exPeringent grQup had

&ro and
For first§post

imental group.

njoyed role-p afped role-play. They

students in the expag g Iay; egpecl
also answered they liked T®ig athiE?st ster.

Results of role-plays

Even though there were no significant differences between two groups, but as time goes on
the researcher could observe that students in the experimental group more actively

participated in English class.

Results of post-test; mapped role-play
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Post-test (mapped role play) was transcribed and analyzed according to the four criteria; task
completion, function, pronunciation and language control. The mean scores of post-test are
described in table 5 below.

Table 5 Mean scores for post-test (& A &, 2008)

iteria Task . o Language control
) Function Pronunciation
Group completion Fluency | Accuracy
52.7 10

44.1 6.1
| N

For task g n%on, the gseriment gr018 showed higMeg scores and, th¥e
f in aBdities MCtween groups. Iw«‘rast, in the contr®{ groNp, the

~verimental group gotigh
: ‘ p-

Experiment group | 3.6

Control group

was no sharp

§ap between

er scord than the
tae expefmental

practically resolved in drama activities because drama makes people need to talk. The above
statement was clearly shown from the interaction analysis in the second study. Unlike regular
classes, within the drama activities, the participants interacted differently. They were likely to
start or introduce new topics with their own will and it naturally made them participate more
in classroom interaction. In addition, Maley & Duff (1978) mentioned that the drama
activities gave students an opportunity to strike a balance between fluency and accuracy as

well. It was also proven from the results of speaking proficiency conducted by the first
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researcher. The experimental group showed significantly higher language control numbers
regarding fluency and accuracy compared to the control group. When considering the only
difference between two groups was using drama activities or not, adopting drama activities is
a crucial factor that affects the balanced development of students’ fluency and accuracy in

language learning.

4.2 Results

its o

al-liff

anm

Wagner (1998) mentionegs ague balance of thought and

ower il l!ecaum

t

feeling makes learny ing, challenging, relevan cngs, and enjoyable. As

considering thg

poditiv

ntire  2roPug o -
ownership toward Thg activ&ﬂ lﬁ % pfint roles within class,
acti eaM aE it ®n English classroom. As

they tend to become mdwg

mentioned before in the discussion 0 casing numbers of turn taking, topic
management and sequencing of students all showed the change of students’ way of
participation within drama contexts. Without any forces from the outside, students chose to
become active participants because they felt they were doing important things within drama
activities. Motivation is one of the key factors that decide the success of learning of students.

In this view, how to use drama activities as a tool of motivating individual students should be
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seriously studied by educators and teachers for being a better language facilitator or guidance
for students.

Even though there are a lot of advantages using drama activities, there are also some
limitations conducting drama activities in a real language classroom. First of all, to use drama
as an everyday activity in a language classroom, teachers’ special preparations such as

reading relative journals or books and designing drama based lesson plans are needed. Only

self-preparations about drama activitig

However, many teachers a0 delayx'vmd ?ng Mgroject of conducting drama
it i dults. In"a similar vein, soffle intr nJents are reluctant to

gfidents. As a lan l’ﬁ educator, it is ¥ Qosing better

NN

ged drafna is th i 7 ' efts to

ow hard being a confident
English speaker can be within this co spending a lot of time with mechanical
practices cannot be an ideal way to being a fluent English speaker. Students need situations
that are connected to real-life concerns (Wagner, 1998) to make them real users not just
learners of English. In EFL context, the classroom using drama activities is not a real world
but at least it can be a similar place with real world situation. In this view, using various types
of drama activities in ELT seems an effective way to make students use English with more

authentic purposes comparing to traditional language classes. That is why teachers and
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educators need to study about drama activities and be masters of using them as their everyday
activities. Unless teachers feel comfortable and excited using drama activities, positive results

of students through drama cannot be expected.
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Evaluating the Reading Program at SLLP

Yeonhee Sung

TESOL 1™ Semester

This study evaluates a reading program at SLP (Sogang Language Program at Suwon institute).

It examines the present sztuatzon Qllidve WO aining three parts which are the
English library, teachers’ ctzvztl class and R/ (Sogang Online Reading
Inventory). The purpo, 3 jon is'to at lde \%ﬂ icateys or changes should be
made to improve i tion i W include classroom
observation, tg ] S (1711 pa% By S. indi

dmgs state some we.z?
f also present that SL*

ed new heig gfitext of a globalized
world but the question is™k c de&s i

the SLP inspired or guided by teacl

N

o read English books but soon lose

P prega#€d for it? Many students in

their eagerness and interest with a constant barrier while doing so.

For this reason, this evaluation would examine the effectiveness of the reading
program at SLP for the improvement of student reading ability and its implementation in the
academic setting of SLP. It seeks to outline the problems that students face in the reading
program. It makes recommendations to better overcome the problems of the reading program

as well. It is important to examine the current reading program at SLP so that the result can
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help us bring about significant changes in reading pedagogy in SLP. For meaningful
education, it is very important to improve the level of reading proficiency of learners in
English. It is equally important to examine the present implementation of the reading
program, to identify the problems and address those to improve the overall situation in SLP.
To improve the reading program, some instruments must be taken to identify the problems,
address them, and improve the reading program. This evaluation is an attempt to do so.

Therefore, the evaluation will be of ggg e and interest for all stakeholders as a

wide of levels are

egnenty ~ G 1dgasch00 23" graders). A
Verh to_sup ﬂ Yhe ffders of this reading
i M ers (10

students (about 480 students), and parents:

program are institute adm Breans / 8 foreign teachers),

2.2 The Nature of the Student Body
Students at SLP are composed of kindergarten (5 to 7 years old), elementary (8~13 years old),
and middle school (14~16 years old) students. All kindergarten students start the class at 9

a.m. and end at 2 p.m. Elementary students can take one of three kinds of classes according to
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their level and time convenience (everyday / Monday-Wednesday-Friday / Tuesday-

Thursdayclasses). Middle school students can take only Tuesday-Thursday classes. Class

hours for elementary students are 80 minutes and for middle school students is 100 minutes.

A foreign teacher takes care of half of the class and a Korean teacher is in charge of the rest

of the class. Every student at SLP is taught every skill (speaking, reading, listening, and

writing) in English and encouraged to speak only English in class and outside of the class at

SLP as well.

Characteristics

Description

Nine  stages  of
leveled learning

Subdivided learning into 9 stages for those who are starting English
from the stage of beginning level to the highest stage for excellent
students who have more than five years of experience learning
English

Application of the
three  stages  of
reading methodology

Three stage activities of the pre-reading stage (prerequisite
experiences, knowledge confirmation, and story prediction), the
while-reading stage (storytelling, reading aloud, independent
reading), and the post-reading stage (story comprehension and
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reinforcement).
Management of | LMS (Learning Management System) manages the list of books on
efficient background | loan and manages the learning outcome, learning time, and progress
reading percentage of vocabulary awareness, content comprehension, and
concept awareness.

2.5The Aims of the Reading Program
The reading program (SORI) develgpsilhe=acq isifion in self-initiated reading with an

Table 2

2.6
Every & a library card for W! oks at SLP libra i ighed their
reading 1cWe g replacement test ‘.Jnsehng implemeny€ isor. Once

hgve to return th'books within w6 wee fteghfeading books,

)

ey return the book. Those who

students log into“he home@w Peduslpaede? N d ans
more than 70% of the § d M ﬁget a

the dollars on the event day t3™

the qui

tudents who get
#S a reward (students use
ome statlonery) e
don’t get more than 70% of the quiz should try again. Table 2 shows the procedures of the

reading program.

Table 3

The procedures of the reading program

1. Make a library card and borrow a book in the right section of the student’s level at the
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SLP library.
2. Check out the book at the desk.
Read the book and log in the homepage (www. eduslp.ac.kr) to solve the quiz.
4. After passing the quiz (should get more than 70%), return the book and get a dollar.

(O8]

3. Scope and Aims of the Evaluation

The purpose of this evaluation is to take a comprehensive, unbiased and cooperative look at

the reading program and to degjde=®¥hat mo%ﬁcations Oelignges (if any) should be made to
each smolder (1nt[itute%1mstrat m, teachers, students, and

the readiageprosvan: QORI program, the

improve the program

consid€red g6 be evaluated. E"lon involves valMy jud®ments NIt is not a

(@50116 esearch study. Rec&ﬂns for improvemenWof th,?o am must

consige onl# duat can be do able 3.1 ,illystrates

'
iy

\

oamlnet CSSO v cacy .
A
3

&the program.
h¢ the problems stud nd suggestions abo
pyrents’ view of the‘z‘ng program based

4. Evaluation DeStg
ag head

The evaluator (myself) met th®mdginistrators TS prior to the actual evaluation
to explain the purposes and procedures, and to answer any questions. The evaluation was
conducted for one month (during May, 2013). It was important that the anxieties of teachers
(particularly as to classroom observations) be allayed. The evaluation concentrates on the
reading program not on evaluating individual teachers. Names or ratings of teachers are not
to appear in the final report. The purpose of the evaluation is based on the constructivist

perspective in terms of subjective experience (i.e., to make recommendations for
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improvement) rather than the objective outcomes. Labeled Fourth Generation Evaluation by
its principal proponents, Guba and Lincoln (1989), it is rooted in the qualitative, interpretive
research paradigm and in a postmodernist perspective on hierarchy and power distribution in
social organizations. It is not a criticism of individual teachers, though strengths and
weaknesses of reading practices will be listed. If the evaluation is to be successful, it must
have the confidence and cooperation of all concerned. Table 4 presents a summary of the

evaluation design.

Table 5

3.To examine the problems udents' questionnaire
students face and suggestions the selected class - Problems and suggestions
about the reading programfor the program

4. To obtain parents’ view of the 4 parents fromParents’ interview

reading program based on their the selected class (on the phone)

child’s reading progress - Focus on the strengths,
weaknesses, and recommen-

dations of the program
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5. Data Collection

For the qualitative and interpretative research, several sources of data were collected from
major stakeholders: teachers, students, and parents. Consent forms were obtained from each
informant as well, and all the data would be used under standard ethics guidelines. Data were

collected in the following diverse formats for one month (May, 2013).

1) Classroom observatjee TV 1deo-tapit

W teachers, recorded

but uegme emporal r g Tomrs (si Wto is a

teacler in EIS stltute)?;‘e!'a .1 . i ediatefclass.
A large pro students , i of of the

lesson qualitfy : 2V fe’, “Work and

study habits’, a ccond was pfant for collecting

: . : Y :
detailed description of a ctEtlerh were p#fited to her own teaching

techniques, experience and
questions were also designed to observe how the teacher manages reading activities in the
class, what materials and instruments she used, how successful they were in reading activity
in the class. In addition to these, extra sheets of paper were used to note down the important
aspects concerning classroom observation. The third part was to examine students’ behavior

in the reading activities in the classroom which were related to their motivation, participation,
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and reading performance in the reading activities. The classroom observation was video-
taped for a precise analysis by the consent of the teacher and students.

The result of the classroom observation was analyzed based on the “Characteristics of

a Good Reading Lesson” as a guide (Rauch, S. J. 1968).

5.2 Interview with teachers and pargg

The aim of this method Seyand parents) perspective on

e the PR ant%
ords. It"was conducted ##ough @ygrsoma] interviews for two

the program in thg

: e stud
(intermediate). The erf gwha ol En‘glish talgfe students’ level into
account and using Korean Waseglso aMd(Eouexpre r opinion if necessary. Since
students are the main stakeholders of the reading program, it is a substantial factor to obtain
their opinions to reflect for the reading program improvement. In the light of students’ time
available and short concentration on a long procedure, a simple method was needed such as a
short and solid questionnaire to gather information. In addition to this, questionnaires are a
time-efficient means of gathering data from a large number of people. In order to maximize

and generalize students’ opinion, the questionnaires should be conducted by a large number
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of students but only 4 students out of 12 from the selected class completed and submitted the
questionnaire paper. Since the time after the lesson was the only chance for the students to
complete the questionnaire, many students were not available for their own reasons. All
students from the selected class received the questionnaire paper consisting of three parts: 1)
Satisfaction, problems, and suggestions about SLP library 2) Satisfaction, problems and

suggestions about the SORI online program 3) Satisfaction, problems, and suggestions about

the reading lesson. Because of the cog d above, only 4 students submitted the

the} general fualitative evaltaiyg e . 4 ( i vere
tria gL;dt reachafa i C
AR 1 ~| TR

This sectign @nt is 1 g gbservation,

interviews With t@rs Mg parents, and qifistionnaires for s eng shoyfs the present

stateof the readig program gncludestlic teachers’ roaed® acti orary system, and

SORI online progran

7.1 Result of classroom observation

Table 7.1 presents the results of the classroom observation consists of three parts (Reading
lesson quality, teacher’s presentation, and students’ performance) and each part has five
components to be marked which are classified into ‘Excellent’, ‘Good’, ‘Fair’, ‘Needs To Be

Improved’, and ‘Very Poor’ categories by using the following interpretation key:
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Excellent: 20 points x5 = 100 points
Good: 15 points x5 = 75points
Fair: 10 points x5 = 50 points
Needs To Be Improved: 5 points x5 = 25 points
Very Poor: 0 points x5 = 0 points

Table 6

Results of the classroom observation

Three parts of the
classroom observati

Pomx

ch category Total points

4. Work and abit (Needs to be
5. Supplem terlals (Good)

significant difference between thoSt cading Lesson Quality / Teacher’s
Presentation’) and ‘Students’ Performance’. Only one component of ‘Reading Lesson Quality’
and ‘Teacher’s Presentation’ had‘Needs To Be Improved’, on the other hand, three
components of ‘Needs To Be Improved’ and one component of ‘Very Poor’ were marked in
‘Students’ Performance’. Thus a strong contrast between those two (‘Reading Lesson Quality
/ Teacher’s Presentation)’ and ‘Students’ Performance’ was seen. The results of the

classroom observation indicated that students’ performance regarding students’ motivation,
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comprehension and productivity of the reading lesson needed to be improved and they
needed more opportunities to practice reading ability as well. Due to the short evaluation
period, the classroom observation was conducted only once. It was not enough to get much
information as the evaluator planned by one time observation. To get over that kind of
limitation, the evaluation scheme should have organized early before the actual evaluation

with a long time evaluation period. Thus, more frequent classroom observations could happen

to obtain meaningful information whiche asidered for the future development. The

evaluator wanted to get g h& (r tﬂe t1
seemed to be oveydnbj ad,®heede

al

e D( D
r. iwe«(ie
aljon was €as

different informants (teachers and parents). By avoiding the differences that might result

conducted, the collected info

from an unstructured format with different questions, this standardized approach increased
completeness and systematicity (Lynch, 1995). Still, to overcome the limitation of the
standardized open-ended interview such as being less spontaneous and natural, the interview
guide approach was slightly adopted by formulating the wording of the questions as well as

the order for asking as the interview progresses. Table 7.2 shows the summary of the teachers’
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and parents’ interviews in terms of the strengths, weaknesses and recommendations of the

reading program.

Table 7

The summary of the teachers’& parents’ interviews

Three main points Teachers’ perspectlveParents perspective
to be interviewed C .
100% =2 Ts/ 50% =1 T gpe"

P = Parent)

Strengths of ¢ P library>
reading prg pfore chances for dents i goo?) a Pgivate English
WO%) institut® Enddish library.

(50%)

a‘lﬁels or the

Enghsh booky (25%)

‘. I’s’ ilabl} (2%

0

55,,!0« T

- The lesson - The teachg
kid to 1mp adlng ability (50%

ood to know wh

Weaknesses of tf sy \
reading program @€ to check out a

outa book (50%)

<SORI online program><SORI online program>

- Requiring answers are often - Too difficult (50%)
wrong (50%) - Frequent system error (25%)
- Too difficult (50%) - Wrong answers are

sometimes required (25%)

<Reading lesson><Reading lesson>
- Every teacher has different - My kid hates writing a book
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ways (50%) report and doing a presentation
- Lack of knowledge of (50%)
the reading activities (50%) - boredom (25%)
Recommendations of<SLP library><SLP library>
the reading program- Ss’ book level is determined - More teachers need to help
more carefully (50%) for Ss to borrow books (75%)
- More desk teachers should be - More interesting books are

involved for checking out the needed (25%)

<SOﬂllne ﬁtram

@Correctlon for wrong answ! e check the level of
r prffposing of pro er level eed to h&chdgk the system
f #T questions (500/‘ ’ for etwgrs a istalgs (50%)
g¢e§son> Reading lesson>
- Need Ts’ traian 5" (16 - Need md
NI,
nts of tghgl N (BR iy

c fufl and Warious

her, 10086 = 2 teachers

Tg orghants of 1~ —2pen, =3
moo = 4 parents ' ;’ ~
s Indicated thatfaQrev halt of the teag and ents were Sa isﬂ%v' ) the

ses whic n“dd 0 be

'al .1 ’waml focsed off what

shouldkbe @ aMgd what can be done program improve t&mf gtmants

(teacher anc%:n recommendatlon
careful th@ugHt. éco g to their in €W responses, m§
recommendati8gs Were found.“&lat was maybe becausg i€re has becM a J#t of interaction

‘lar%.mse j

between SLP teachggs an ﬁn the phone for geg
shared lots of common 1Meg_for eM prEraﬁ

gmﬁcantly importgft nsiger with a

P teagh
50% of teachers, 75% of parents)

it took too long time for students (O™®hee
because there was only one desk teacher available for checking out books for students so that
more teachers needed to be involvedto help students to check out the books to make the time
shorter. In regards to the SORI online program, teachers and parents both thought that the
questions were too difficult for students (50% of teachers, 50% of parents)and there were
some mistakes that requiring answers were wrong (50% of teachers, 25% of parents) which

made students more confused. To solve these problems, they also had similar suggestions that
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wrong answers and some mistakes needed to be fixed (50% of teachers, 50% of parents)and
the difficult questions also needed to be checked (50% of teachers / 50% of parents) by
reporting to headquarters.

A small percentage of parents (25%) mentioned that frequent system errors should
be checked as well. In terms of the reading lesson, teachers and parents answered based on
their own perspective. According to the teachers, every teacher has been teaching the reading

gf*Tcacl ersE because

chers).

lesson in different ways (50% don’t have sufficient knowledge

a boq enti Ti enhﬁce

7.3 Resultgof
Tablg8 shows the
SORI & lrQrog am, and Reading 1 i rtghad five

S0-50:50% - 74% of the ‘Happ
Unhappy: 0% - 49% of the ‘Happy Face’

Table 8

The results of the students’ questionnaire

v\
00
C >

O)

X WO,

N~—r

Three parts of the Questions of the Mean percentage of
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reading program questionnaireVery Happy So-so Unhappythe ‘Happy Face’

SLP Library 1. I enjoy reading English books25% 75% 0%
2. I often borrow books at SLP library50% 25% 25%

3. There are many interesting books0% 25% 75%
30%

4. It’s easy to choose the right book25% 50% 25%

5. T understand most of books at my level50% 50%
0%
SORI Online 1. I enjoy the quiza=S@R 25% 50% 25%

. S pas (tlmz 5% 75% 0%

3. sz questiohs are

o understand the book 0 50% 25%
30%

#1z questions argaeasy ; 25%

~

isficg wifE gfent reading
pby Fac r ofich part of the

program.
reading prograwg, 30% udents” W xsTicd with librag#” and SORI online
program. In additiom™w5% on Merﬁlea with the ##fding lesson. The results
indicated that only a small p¢ f students epjosed®he reading program. Let’s look at

the results using the interpretation key specified above; all three parts (SLP Library, SORI
online, and Reading Lesson) of the mean percentage of the ‘Happy Face’ have been
received below 49%. Thus, it could be interpreted that SLP students were unhappy with
the reading program. To decide what modifications or changes should be made to improve

the reading program for students, the evaluator (myself) must take a careful look at the
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notable questions marked 0% at ‘Very Happy’ which could be the worst parts of the

reading program.

The questions were: 3. There are not enough interesting books in the library (0%
of the 'Happy Face'), 1. I enjoy the reading lesson (0% of the 'Happy Face'). These are the
main points that SLP institute should consider to be changed for improvement. Moreover,

students added their opinions by writing any problems they faced using the reading

program in the open-ended g on session of the qU®skignnaire. Some common opinions

e to Oft)W a

students, and Pgretlts). Thg eviteg
observation, intervié hfh arents, an esfionnaate fggltudents). The results
of the evaluation showed ¥ vfM ﬂded poBc made in all parts of the
reading program. For SLP library, it necqte cresting books and more teachers needed
to be involved to help students in checking out books. In terms of the SORI online program,
some mistakes and the level of questions should be checked for convenient use. In relation to
the reading lesson, more fun and various reading activities should be used to enhance the
quality of the reading lesson. Due to the short period of evaluation, there were plenty of
constraints such as a small sample size, only one classroom observation, a few informants for

interviews and questionnaires, and the method of analysis. Since value judgments were
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involved, it was recommended that the evaluation should be conducted by more than two
evaluators so that various points of view could be brought to the program. On the other hand,
the evaluator (myself) has been working at this institute for more than four years so that there
was a benefit to understand the program, design instruments and procedures with the benefit
of these insights.

For the good use of the reading program, both an oral and written report of the

findings are needed to present to thg.adiimietse teacher representatives, and the SLP

IShW e for parents reporting the
results and questiopé asked of the evaluator. eva Quld report what the

ading program had afftheg dgtions have been

made thro on. According tQ%he results, what ns Were made to
improve ﬁ g he written
report s and teachers to imfem¢ht the¥indings
for th

Pal ed fer*colstant
evaluat “ate and teac ery st ave
cot 1dW il the evaluator. .1 obfems
fackd ions

It compMed 1Y aicloser look at their tl%the' materials,

and their st¥ @
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Appendix A

Figure 1: Classroom Observation

Classroom Observation
* Date of Observation:

* Class:

* Teacher:

* Observer:

<Reading Lesson Quality>;

edsﬂfel
p

Excellent @Od 4 Fair
1. Basal ead@rogram

I ery t”

rovedPoor g

Factors:

$
” P s N

Fadors:

5

D,

ulement’ \ Il'
\ od
g

’

L .
<Teachgr’s Presentigion>:
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Evident Factors:

3. Classroom Management

Evident Factors:

4. Knowledge of Material
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5. Rapport between T and Ss

Evident Factors:
<Students’ Participation>:

Needs To Be Very

Excellent Good  Fair Improved Poor
1. Motivated & Interested

Evident Factors:
Factors:

—Y Faltors:
v

—t
‘F}stoz

<Chronological description of lesso
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Appendix B

Figure 2: Interview for teachers

Interview for Teachers

* Date of Interview:

* Interviewer:

* Interviewee:

<General Questions about the Reading Program>
Q 1. What do you think abgiat R eadi% Progra

eading trogra%ngli

Q 1. Do your students have any difficulties using the SLP library (or any complaints
from parents)?

Q 2. Do your students have any difficulties solving quiz at SORI online program (or
any comments from parents)?

Q 3. Do your students have any difficulties involving the reading lesson?

<Additional Note>:
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<Recommendations of the Reading Program>:
Q 1. Do you have any suggestions for the SLP library?

Q 2. Do you have any better ideas to improve the SORI online program?
Q 3. Do you have anything that you want to add in the reading lesson?

<Additional Note>:

speaking?

<Additional Note>:

<Strengths of the Reading Program>:
Q 1. What do you (or your kid) like about the SLP library?

Q 2. How does the SORI online program help your kid?
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Q 3. What benefits of the reading lesson has your kid had?

<Additional Note>:

<Weaknesses of the Reading Program>:
Q 1. Does your kid have any difficulties using the SLP library?

Q 2. Does your kid have any difficulties solving quiz at SORI online program?
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APPENDIX C

Figure 3: Questionnaire for students

Page 1 of 4

SLP Reading Program Evaluation — Student Questionnaire
Dear students!

This paper is to evaluate SLP Reading Program for improvement. We would like to
ask you to help us by answering the following questions honestly. This is not a test so

f enjoy readin
0 O6

stand most of book‘nhvel.Page 2 0f4
o e

msyusing SLP 4bmary®
to udstion ¥ Mwrite

problems here.

3. Do you have any suggestions on your problems? Then, try to write here.

<About SORI Online>
A. Please check the box under the face that best expresses how you feel.

1. Ienjoy the quiz at SORI Online.
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O))
O}
- |
']

~—r

|
)

ooa

2. Talways pass the quiz.
) B AT
~—r —_ C >

ooa

3. The quiz questions are very helpful to understand the book.
o O Ar
~—r —_ C >
0oo I'
4. The gtz Mtions are‘easy Page 3 of 4

1) @O AT

~— C >

¢

~—r C >
D
OIe e an @I |!—n
1. Po you h S
2.ff your ans ’
l
' 4

g ¢ ganls kay

P l
FERR

<A Qadl o Lesson>
@ch k the box under t hat best expressegfo

erw t readlng lesson.

00 0
~—r C >

IMJ tzack@em an N b S
9 @@ gAY

oo

3. Timproved my Reading ability by the reading lesson.Page 4 of 4
) B AT
~—r —_ C >
ooo
4. Timproved my Writing ability by writing book reports.
) B AT
— C >

~—r

ooa
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5. Timproved my Speaking ability by doing the presentation.
) B A
~—r —_ C >
ooo
B. Please answer to these following questions. (Using Korean is okay !)
1. Do you have any problems during the Reading Lesson?  Yes/ No
2. If your answer is "Yes" to the question #1, write your problems here.

hen, try to write here.
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The Influence of Adopting English Names on Role Identity of

Korean EFL Young Learners

Hong Min Gi
TESOL 3™ semester

This research was designed o0 see Kor FL young 1®migers’ perception on an English

name and use of an 1sh naqven t the %ntial Mirs of either positive or

negative attitude oy ik name. For that, the followingf§fesear ig/ls were made, first,
learnersejaonoeivenisngl

Paative perceptio b /1avifig

7" The data for

school students i

i iﬂarg eas and be remembered
has spread (Chae, 2004). i asEss is fashiefl of English has decreased,

and many skilled and trained publi

Cachers with communicative language
ability have begun to replace the native teachers. This qualitative research was designed first
to see the current tendency of adoption of an English name and to find the influence of

having English names on EFL young learners in regard to Role Theory.

2. Literature Review
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2.1 Theoretical Background

2.1.1 Previous Studies in Korea
Kim and Rha (2010) researched regarding English name focusing more on its effects on
English learning. The purpose of the study was to analyze the effects of elementary students’
use of English names in classroom and their achievement and attitude. As a result of survey

and analyzed test scores of around JQlelensei s, school students, she found no such

suggested not j# he i Mg an otivﬁ he students with

=
ThejgeweTal cdneept ofﬁ

First, Cultural roles are given firal changes, especially during the
socialization, require new cultural roles to a person. EFL context, for sure, can be a new
culture particularly for the young learners, and they are given specific cultural roles by the
new context where they can encounter another norm, value, perception, and even different
regulations. For instance, some students may experience high rejection toward new policies
like an English Only Zone. Second, Social differentiation generally originated from job roles.

Dahrendorf (1958) distinguished between must-expectations with sanctions, shall-
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expectations with sanctions and rewards, and can-expectations with rewards. For example,
the classroom setting can be related with this. In this study, Role Theory was applied to
discuss whether adoption of an English name represents the name assigner’s expectation
which leads or pushes the students to be motivated, speak, become acculturated in and with

English from the learner’s perspective.

2.1.2.2 Role Confli
Merton (1949) distinguighe® be

intr&fonal qmt personal role conflicts. Role
g g? tatuses. Role strain
in®he s of roles, when

one’s perfq g#ftic role does noﬁ?&et the expectatio rom lack of

conflict is a conflj the roles correspondin two

f#f1se when there is a cOMEljct

AT
3.1R seﬁh Q esti‘.‘ ' l '5 ‘. I . .‘.
This stydyfaigas toyfind the influence Of‘?‘

#lish names especialf§f orfwqle igfntity of

3.2 Survey

3.2.1 Participants
For the survey, 6™ grade students in Han-il elementary school in Yong-in, Gyeonggi province
were targeted. Gyeonggi province borders Seoul and it tends to make its public education
relatively up to date, and the students are in a wide spectrum. The school had 4 English

teachers and 1 native English teacher. In 6™ grade, there were 4 classes and the students were
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total 108. Among the 108 students, 104 students participated in the survey, and the gender
ratio of the participants was 50:50.

3.2.2 Questionnaires
The survey consisted with a total of 35 questionnaires, and it was divided into four sections,

each with a different focus: attachment on Korean name, perception on English Name,

perception on English, personal inforgatie part was to find out whether they have

attachment to their Korega#flam chc av e orpgrception on English name.
The second and thys were designed to seekﬁperc i i] g English Name and
English in ord dy to find out
possible sp tittje, overseas
experienge or admirg i s asking
whethg i ight have
affe AMe re Vamrt At the
lastfpa i % : g g de 5 poﬂénc and

Qliestions contai 1naa §ples
: infgeneral. @nly,

3.3.1 Surv®

aQWM BN

followed by the open-ended interview:

gfime survey was conducted

e

To make the case study

3.3.2 Interview
In this study, semi-structured interview involving introductory comments, list of topic
headings and possible key questions, a set of associated prompts, and closing comments was
conducted for a case study. Same as the participants who were involved in the survey above,

two girls had the survey before the interview, and each interviews were taken independently
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only with the research in a room of comfortable atmosphere. The interview that took each 11
minutes and 16 minutes was recorded by a cell phone recorder to get rid of possible insecure

feeling from the subject, and the purpose of the interview was explained to the interviewees.

3.3.3 Participants
The participants were sisters who had reluctant attitudes toward using English names in the

real world. However, their perceptiog paes itself were opposite; the elder one,

had er've p

year old elementary# %ﬂdent had a relatively posifi#e per }0 '
imi nal backgrg i i

the 13-year old middle sche®T s tio

ereas the younger one, 11-

he participants have

4.1 Survey

4.1.1 Student Portfolio
To seek the perception of EFL young learners on English names, simple survey was
conducted. Among the 104 students, 69.2% of girls had English names while the 44.2% of
boys had English names. (See Table 4.1)

Table 4.1
Students with English Name
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Gender | No. %

Girl 36 69.20
Boy 23 44.20
Total 59 100

For whom with English names, perceptions on their English names were asked, and

variables that may affect their perceptions were conducted. In regard of the 59 students with

English names, whether or not thg &4 their Eng ales were asked same as they were

asked about their Koregs ames.@owr& the T # 8 of all the students liked

ot Fo@e 59 studepis=diaaad Fnglish nx%‘ 8o of students liked
. iti i o orea 35

1
1.8
Dislike

indifferent Dislike indifferent

or he cas c‘[le.l"ﬂ &la.h.:’v’wer SOAO i
69“0 g them, ‘I just like ‘* # son’ for both KN gfld Fvas Baliently
e P 1n% ;

W a, 40.9% each. Ho

. nan‘@ auMyjt was given by .rents or grandpg
18.1% responddq, they hkw mlish _name becaue is %S;’
whereas only 6.7% T8gQon b@K 18 the ¥3.6

with English name perceivctisgir na 1 and goggdefatch for themselves, 6.7% of

# and 9.1% of students

students showed patriotism in relation wit Korean names.

Chart 4.1
Reasons of Likes (KN / EN)
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51 Perception ongl -;.,
f the 59 subjec

Sn o B i
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C (0.4
as asked in etaﬂ At fifirst,

’@t &
\

olish teacher

Ing

na a Slg WwEre a

Py

te hers
rega le S 0 fr e by

themsé Ve

Table 43 Nan&sig

oneself ;&t chool Institute Total
no |12 0 59
% |20.3 17 100

59.3

For the second, the places they use English name were asked and 73 responses
gained. As Chart 4.4 shows, 52.1% of respond were from English class of institutes’ class or

tutoring while 20.5% were school’s English class.

Table 4.4 Places where English Name is used
English Class
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Answers | School Institute Home | Online Others Total
no 15 38 6 6 8 73
% 20.5 52.1 8.2 8.2 11 100

At this point, if they like to use the English name or not was asked, and there was a
small move from ‘Like’ to ‘Dislike’. Thus the reasons of dislike were conducted and they are

‘I feel like I am foreigner’, ‘I hardly use it’, ‘I like my Korean name more’, ‘I get shy when

%ach msh na§e

tlke my
nd ugﬂEnglish

Table 4.7 Name Assigner if they

English teacher

oneself | parents | School | Institute | Native Others Total
no |13 17 5 2 2 6 45
% |28.9 37.8 11 4.5 4.5 13.3 100

20
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One more interesting point was that the students wanted their parents to give English
name, if they have to get one. The next possible assigner was themselves and teachers
followed.

Lastly, their perception on others’ use of English names was asked, and the others
were suggested to their friends, and the responses of 45 participants were even 115. Among
the multiple choices shown on the Chart 4.2, positive emotions were 56.5% in sum whereas
the sum of negative feeling was 29.0% mkidnsiotas 0% answers were ‘interesting’ and 20.9%

were ‘looks good’, yet, 128 of ers w% wkv% In"Feegral, the students seemed to
i

have relatively posig#e %de toward others’ use of sh nQi

40 30.4
30 @ 209 J

20 5.2 g7 122 4, 13.9

Feeling for frieds using Englsh names

C \__/ 0 4
4.2 Interview

Interview was conductSygyith tw @.\ Mrnﬁ wl&e sisters y#fh similar experience and

education but with opposite attitteesigward English pamee®™ T or the first interview, Shim Ha-

eun, 2" grader at Nam-sung middle school in Seoul, showed strong reluctance and lack of
motivation toward English due to the teacher-centered English as it is found in Table 4.8.
She responded that English class where she has to learn by grammar translation was boring

and she did not want to speak in English because communication was not easy.

Table 4.8 Samplel : Interest in English learning
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You wrote you didn’t like speaking in English. Is it because it’s difficult?
No, | am just annoyed.

Can you tell me why?
Because | can’t communicate.

You responded that you get nervous and lose confidence when you speak in English. Is it
because of communication?
Yes, besides, because | have to memorize not knowing what that means.

Are there many chances j@talk wjtour cxert En achg
We use Korean.

Isn’t English cj#Ss ipteresting?
No. I am bg

I like gy Kcan
Then, ar® ymwli#g )
No. | won'\usenglish Mgme at all. It’s use

You couldn’t urN rs;and frignds ™

Difficult to explain™w just digf

derstand why people usge EnBih nape€ in Korea.
YME N

If people call you Amy when you sped n English, how would you feel about
that?
| would feel uncomfortable. It doesn’t feel like my name.

In the future, if you go traveling and meet foreign friends, which of you names do you want
to introduce?
Korean name.

Why Koran name?
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Because that’s the name given to me at birth.

Accordingly, she also showed high emotional barriers to using English name even
though she had no reluctance to her English name given by her mother. She used negative
expression such as ‘embarrassing’ while she expressed that using her Korean name was
‘comfortable’. In addition, Table 4.10 is revealing her attitude to the teacher through “I can’t
help using it (English name).”

X

Table 4.10 Sample moj 'onal%er to EN

Class?
It would begf

What if you use English name only in English conversation? Does it sound strange yet?
Yes. | don’t feel like it my name. | may not recognize that people call me.

The second interview was conducted with the younger sister, Shim Ha min, 6"
grader at Nam-sung elementary school. She also was not highly interested in English learning,

yet, she enjoyed some part of her class that involves activities. She had made an English
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name on her own, and it made her clearly different from the elder sister. (See Table 4.12) She

shows strong self-directedness by telling she wants to make her own name.

Table 4.12 Sample 5 : Self-directedness in Adoption of EN

Why did you make your name to May?

For me, May is my favorite month.

When | was young, | was able to memaorizefeamadanuary to December in English. | was really
good with that. But among thge ings, | | May. My Tewggite. It is not strange to me.

Your English name ¥ a%ade by yourself, Ha-Min. Idht? ngo nglish teacher gives

you a new Engligf name, woyle=w®T teel:

"7" A \2

Can you j€ll me why?,
Becausgl | vigi§ to glake my own namee%
Q.f - PAY “3

tOWRr lisf and use o o]}

'.liWhe re¥eal® her efpotion
Q would befupdet wheh she

wa pushedt use English it Jligh [cl: ted that she oul/f ofhers

oflean name. On {

EnglisH#®m 1tuatio '
g ckis situatio @
Tabla4.13 Sample 6 .1“!'0',' N Ell. .’r’

You fekl b@d Worried when you sp Why do you feel likgfth
It is har®and upfFanmyjar for me to use En t hate it because it jgftookgtranggffor me.

How would%ou fe oMmteacher want you‘> use only May, né H- durjgfg the class?

| would be a I¥
Won&in ihy?

You don’t like peoplé antw li ?
Because sometimes | wartwgQ use & I’E1 ometiga®S | don’t like that.

So, in the future, after becoming an illustrator, which name would you want to use when
you meet foreigners?
| am not sure. It might depend on situations?

Which name would you want to let people know? May or Sim Ha-Min?
Sim Ha-Min.

You want Sim Ha-Min?
Foreign people should know my Korean name.
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In both interviews mentioning about functionality of an English name could be found.
Ha-min was using her English name in the cyber world which is a real world for her. Even
though she had her English name, she did not agree to let her English teacher know the name,

which tells the function of her English name was not exactly for communication.

Table 4.14 Sample 7 : Function of Nq@e

So that’s why you like your g nglish namg=* Where do yol
[ and chating

‘l! k! n‘tlon of otE Koregh and
r&l na C

the wrong pronuncjfti

db

My name is Sim Ha-MinyNayt it so it pronounced.

You said you don’t like speaking English.
It is hard for me to spell words.

What about speaking?
It is easy, but sometimes, hard for me to pronounce.

5. Discussion
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The result of the research shows Korean EFL learners tend to have relatively positive
perception on English name, use of English name, other’s use of English name. (See Table
4.2,4.5,4.6 and Chart 4.2)

To bring in Role Theory, if an English name represents the expectation of the name-
assigner, English names can be regarded as a role. Therefore, at this point, the Table 4.3 and

Table 4.7 were compared to seek the differences and similarities between a group with

English name and another without Englishenemesds it is shown in Figure 5.1, the group with

only Korean names pickegs#fCir ts an(mf\selv dbe
s

over a half of anoye€r % had been given their na fro@ng teachers including
t midents¥ perspectes, this can be

possible af] ctiv%or #h their negative e’: ption on Englisf amé

interperg#nal or intragrsonal role conflic tudents.

hopeful name-assigner, and

school, privatg#and native tege€ls. Considering the

ma¥gcause either

ioire)s. 1fComMBi

6bl .3 NaméeAssidhe ’
x oneself 4!,"& <\‘. ve
e\

0.3 d-lr“Jt&—l'
| JA AN
N

T

C/

(]
e Assigner if they
English er

pa School .!stitute

no
%

To find other possible negative affective factors, the suggested reason that the
students who does not have English name also had to be considered. The answers stated by 8
respondents who did not like to use their English names (see Table 4.5) are compared with
the two interviewees’. As it is shown on Table 5.1, the categorization of each method’s data
tended to be similar to each other and it raised credibility of the influence of the factors on

young learner’s perception on English Name.
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Table 5.1 Categorization of Reasons of Dislikes to EN

Survey Participants | Interview
. . (If the teacher orders)
| feel like | am foreigner. Role .
eetiike '8 Then | can’t help using it
Attachment | just don’t understand why people

| like my Korean name more. . .
¥ on KN use English name in Korea.

| get shy when using English

yould feel uncomfortable. It

name. St sn'tegl like my name
| feel awkward. FYABarri 4‘) ; y ’
| hate English.

Name Assigfler =
28.9%)

| hayd Ituse it.

ould he eMarrassing.
@20.3 use nt towgake my own

heOther, mostly Edglish teachers,

e ited to cla rogo ext,

i t other s ni‘uﬁ gthers

tlt.:‘siort last\n thi part,

their rc@n others’ use of ~ was asked, and t r%)ns of 45

participyts wete ¢ 115. Among the € 4 F positive
emotions W Q ol 1N whereas the s f negative feeli as g detail, 30.4%

answers were "anting’ a .9% were ‘looks , yet, IQ) of answers were

the wﬂ emed to have relgfivaly pQJitive g#fitude toward others’

glng bgthhE oﬂ surve ee Chart 4.2), toward the

friends who use English name, positiVe=pessepiiens=fidc 56.5% in sum whereas the sum of

for hg:
accdrdi

choices shown on

‘awkward’. In gendhg

use of English names. Brt

negative feeling was only 29.6%. This means that the young learners are relatively open to
their friends and their representative significant others. To see whether or not they are
affected by the others, questions asking if they are jealous of their friends and if they feel
awkward had been asked. Only the 5.2% of the answers chose ‘envy’ indicating strong
motivation to have English names. Meanwhile, 12.2% of the answers were ‘awkward’ that

may result in an emotional barrier and eventually the interpersonal role conflicts. The
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interviewees also mentioned the others’ use of English name, and they were relevant as well.
(See Table 4.9 and 4.13)

Next, the attachment to Korean names and the emotional barriers that language ego
may cause can be discussed jointly. These factors are related with identity, nationality,
culture and first language. In regard to identity and names of EFL Korean adult learners and

high school students, Kim (2010) has pointed the correlation between them in detail. In case

of Ha-eun, the first interviewee reycaled e _interview, her strong attachment to

ac. In consideration of the

Korean language and ng

. .q\weux er Ttt
emotional barrier, Ego Theory should be#discus

- ongcond landyage learning to

[ awguage ego first was

, ; ish name has tﬁ‘hmhh d. L€ above factors were
predictable enough in rc®e iaMchEgy oh s study, how much even

elementary school students could fticiency of an English name has been
found. The Survey question asking the reasons of likes or dislikes of Korean / English names
not only showed the perception of the participants, but also provided causal source of the
perception which could be explained as function. To bring the data back on Chart 5.1, 13.6%
of the subjects told they liked the English name because it was cool, and 9.1% of subjects
responded they liked their English name because it was a good match with them. Through

these statements, it was found that the respondents valued the decorative function of an
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English name. Interestingly, none of another group focused on any kind of function of an
English name. As well as the reason of ‘likes’, as it is on Figure 5.1, the reason of ‘dislikes’
also revealed another function of English name: to use. Meanwhile, our interviewees also
made comments on the function they assigned to their English names. Ha-eun was concerned
on the function of recognition, which means she focused that the name was for being called

not only for calling. On the other hand, Ha-min was actually using her English name for her

own use on the Internet. (See Table s not only recognize, decide whether

F . kA

Why likes KN Why lik=, EN
V,L@M ‘ ¥ B

In this study, the influence of adopting an English name on Korean EFL young learners’

6. Conclusion

perception was investigated with two research questions 1) How do Korean EFL young
learners perceive English names? 2) What are the sources of either positive or negative
attitudes toward having English names of the elementary school learners?

Whether or not adopting an English name is effective on learning English, adoption

of an English name seems to be a choice of the learner in the real world. Based on the
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research, English names were placed in a different domain from that of English learning. That
is, whether or not the learner is interested in learning the language may not be the only reason
for having an English name. Rather, more various affective factors existed; there may be role
conflicts, attachment of first language and culture, possible emotional barriers, self-
directedness, and function.

As using a Korean name is culturally psychologically concerned rather than
educationally, the same follows for Jagkelssamags particularly for the young learner.

Fals to bexlsldert

glish name while others

Adoption of an English carner’s perspective. Some
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Appendix B

Interview Script 1

Shim Ha eun
(2" Year, Namsung Middle School, 11min.)

Today we’re having an interview to i igate how English name influences on learning
English, especially for young lga#fers. Our ersation Wikle confidential and solely used
for an academic researg®As | w rougﬁl’ur suE | foun®sghat you felt “indifferent”

How would you

gel if yoWlis cache Sy
Class? O N \
It would be embarrassing® M E

What if your teacher gives you a nglish name?
Then | can’t help using it...

Would it be comfortable then?
No.

Why?
Cause | have to memorize that name newly.

You wrote you didn’t like speaking in English. Is it because it’s difficult?
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No, | am just annoyed.

Can you tell me why?
Because | can’t communicate.

You responded that you get nervous and lose confidence when you speak in English. Is it
because of communication?
Yes, besides, because | have to memorize not knowing what that means.

Are there many chances to tal your current

We use Korean.

Only Korean?
Well, usually J

If people
that?

Despite that you are e i i at learning English was
important.
Yes, | did.

What makes it important?
| will probably need it in my career or social life.

Let’s say you need to speak English sometime in the future, will you still use Korean name?
| will use my Korean name.

Why?

It's my name and | feel comfortable with it.
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What do you want to be in the future?
| don’t know.

In the future, if you go traveling and meet foreign friends, which of you names do you want
to introduce?
Korean name.

Why Koran name?
Because that’s the name given i@
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Appendix C

Interview Script 2

Shim Ha Min
(6th Year, Namsung elementary school - 16mins 28seconds)

When did you start learning English?
The third grade.

essons befor,

So, yo died English by your, a
| usedfto, but hoyfadays | hardly do thgf:

@
did@s dy witf’. ' . .~
II@h y mom. "

What is your English name?
May.

Wow, why did you make your name to May?
For me, May is my favorite month.

So that’s why you like your own English name. Where do you usually use it?
Usually for Naver Homepage nickname and chatting rooms.




Fall 2013 Issues in EFL Vol. 9 No. 2 143

How about at school?
At school, no places to use it. It is unusual to make an English name during English class.

Do you take the English class with both a Korean teacher and a native teacher?

Yes, Every Wednesdays, | take the English class with the native speaker.

Let see. In the survey, you said that you talk much to your parents, teachers and yourself in
English. So you don’t talk to your friends during the class?

Sometimes | speak in English when | play the game, but not much.

You said you don’t like sge®king h. Caxcll tell te”hy?

Of o i
Will Et p %
sABtlncP"t r'n

But you are famM
Yes, | am.

| am wondering why?
When | was young, | was able to memorize T anuary to December in English. | was really
good with that. But among those things, | loved May. My favorite. It is not strange to me.

What do you think of your friends who use their English name?
| have no idea.

How would you feel if you use your English name in your daily life?
If so, that means | have to use at all times.
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How would you feel if your teacher want you to use only May, not Ha-Min during the class?
| would be a little upset.

Why would you feel like that?

| have my own name, Ha-Min, so it might be strange if | can use only my English name.

But | would be able to use only my English name during the English class, but it might be
impossible | can use only my English name in my daily life.

You have close friends. How would you feel if your friends used their English name in their

daily lives?

It might not be easy, esp ; i . ope calling their Korean
name if possible.

How would yoff feghif people g@

Sometimesgfeel / 3 . But | think

it would € less fun t

Ii.!‘n namgfmaqre actyally.
he / N

e, May? \

The tedgh n§es, thg teacher

teacher?
Not really.

M gglish

So if the native teacher wants Yewgto use your

Maybe, | won’t like...

You don’t like people want you to use English name?
No. | don’t want.

| am wondering why?
Because sometimes | want to use my English name, but sometimes | don’t like that.

OK, Ha-min, what do you want to be in the future?
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An illustrator.

So, in the future, after becoming an illustrator, which name would you want to use when
you meet foreigners?
| am not sure. It might depend on situations?

Which name would you want to let people know? May or Sim Ha-Min?
Sim Ha-Min.

You want Sim Ha-Min?
Foreign people should ke
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Ecological Linguistics in CALL and Language Learning

Dongwon Park

TESOL 2" Semester

This research investigates how varigy ironmental factors affect learners’ second
language acquisition. Bgsed®™®n van Lier’s logical perspective, ecological
dy anxltrv ] s /ips of elements in the

surrounding e tRe interacffons a themgy In"Wes paper six different
j ] 1 of a ordanénd my they effectively

a k & according to

ask design and daM
im & Kim (2013) ¥ Ne same

ording to each partNg
De gality, interest, and 3

during_and_afle
g
K e, Fischer{&

Pr 7 ebsites of anYpnlj
18 (/( w/ mobile learning activities §o
()

discusfed to see wha g Prand how we & \6/ w use the idea
guis [cs in our ow, ? ’

& = wq' I . &3
1. i\rotfcd .""’ 2y B

One o h@e Aissues of Computer guage Learning (C4 LNIO y we can

Iengifferent motherdoPues computer tg€hnology has the

od le finlike the traditional

potential to provide e@mj ﬁlﬂa
classroom setting. With the Segglopme fdwmatibn techpe#®Zy from the late 20" century,

00IS 0f communication and ways of teaching and

views of L2 learning started to change as
learning it have changed as well. Regarding L2 teaching and learning, one of the biggest
advantages of this particular technology is that it has enabled people to communicate easily
with others at a distance regardless of time, and learners have a virtual environment in which
to learn the L2 outside of the classroom. Linguists have reaffirmed that interaction is one of
the most important and influential points in the process of language learning, and they have

observed and proved this through a lot of research and numerous studies.
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In the Internet-Based Language Teaching course two semesters ago, one of the topics
was the idea of social interaction playing an important role in effective L2 teaching and how
it can be actually implemented in and outside of the classroom. Last semester, the focus was
how CALL can be integrated with sociocultural theory, ecological linguistics, task-based
language learning, and others. Coming up with some ideas to make learners interact with
each other during activities with computers other than giving comments or replying to
someone else’s postings has been quj Ry
ecological linguistics relgje® arti and ﬁirs thi es
r assisted environment mer entythat could also make

owever, especially after reading the

have developed a better

v)

U
ifonment provid ’ i : .
meaning-maki

3 ) esearcjf questions: 1)
Qory werc™agused upon in the studyz aspects evident
hfa 3) how do the resylts '\rnp%clas pdom practice? Lastly,

diesQacheEpoﬁd rescg#®h questions and what more

can be done using this information.

what aspects oNth

it will discuss how the s13

2. Ecological Linguistics and SLA

The idea of an ecological perspective on language learning is quite different from the
traditional perspective. Traditional language learning was “a one-way direction of
information, innovation or improvement” (van Lier, 2003, p. 62). Teachers provided rules,

learners took notes and memorized, rule-based written tests were given, and students never



Fall 2013 Issues in EFL Vol. 9 No. 2 148

had any chances to have real conversations where they could use what they had learned.
Ecological linguistics, however, is all about relationships between the various elements of a
classroom, or “the totality of relationships of an organism with all other organisms with
which it comes into contact” (van Lier, 2004a, p. 3). That is, interaction in language learning
is not only with teachers or other learners, but it is also with the environment around them.
Van Lier’s (2004b) study also found the following:

An ecological perspectlve is 3

positiyg; i % i vacher des1gn1ng app¥ppriflite tas

of tie ig l"‘['e pré ufw ad by

undfrs . 1T Qi ; ¢ is herean w#®* lchrner,

thit is. . Gibson (J jiihcd that “affofdances refer to

recifro jionshi PRERRORDRTT | S afhe 1) 1 TOPPPITCTHoN ‘38 of its cffvirbile
E.Ii‘lage eam ePplains

how 3 N i ‘ WO i , and

cited\i ' 408 A 5ebild 'SPE

Nan organism can d@O

interaction ation possible (i

. Using the varig anicegfavailable in

their environ agstruct meaning. Van L gitferent types of

quality, intonation, stress, ¢ AT cxpressions, posture, eye gaze,
etc.; turn-taking signals, hesitations, repetitions, etc.; all of these in a variety of
synchronized combinations. Indirect affordances are of a social and cognitive
nature: remembered practices, familiarity with cultural artifacts, conversational
and situational logic, etc. (p. 90)

In SLA, the organism is usually the L2 learner, and the feature can be anything in the

environment. Ziglari (2008) claimed that the teacher should understand L2 learners’ needs
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and choose appropriate materials so that they can perceive some aspects of these materials
that can fit into their knowledge and interact with the environment. Not all affordances are
meaningful and good for L2 learning, but depending on how an individual learner perceives
these affordances, language learning can occur. The environment given during L2 learning
provides different opportunities for learning, and, with rich affordances from the environment,

it will be possible “to structure the learner’s activities and participation so that access is

e im g i a single environm¥gt can _Re
differg pangis ; ith Qfferent

to aRalyze Eo participfmiS*e i if two nargatives
aboufjtheir life ist(’ 41 study
Throudg s 10nNa cipants’

Concerm™s affordam § stfitcd t%“ environment and
purpose could be intShggete it y M leamer " thgs®0y leading to different
RaRle, ev these affesfinces were not intentionally

designed to be in classroom activities, two of the participants were more actively involved in

activities” (p. 149). For eX®

class activities compared to the other two who were much more negative. Even though the
reason for active participation was not the same, they both constructed meaningful
affordances. This was possible because they both had personal goals and specific reasons to
take these courses, rather than just as a graduation requirement. On the other hand, there was
no personal goal for the other two participants, so they showed less active participation and a

negative attitude. Kim (2010) claimed that “L2 learning goals are of direct relation to the
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construction of affordance” (as cited in Kim & Kim, 2013, p. 149). Each participant had a
different background, personality, interests, and goals, so this was why they constructed
different affordances and showed different participation and attitudes toward the curriculum,
activities, and teachers.

In regard to this paper’s third research question, the study showed that providing a

meaningful environment and accepting and respecting personal differences need to be

considered for classroom practice, a

make classroom practice g jent. (xa'ly, it g

in one class, but Kim a Kirrggl
- i &L, in #ssisti

piaiote learners’ agency, participation, and

ot e to make the environment

uggest that “giving

re, and to investjgate 12%1 arning during game
SJ affic play and beyond-game

Qi’

Ryu (2013) focused on the aspect of balance and relationship of the two different

play and the relationshipwggtwe

culture.

environments (game play and beyond-game culture) to see how game users are able to utilize
different types of affordances when learning the L2. Instead of only focusing on what
participants can learn during game play, the study also did deep research on what language
learning related activities can be done after playing the game. While playing the game in

English, there were some repeated game and history related words and phrases which acted
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as linguistic affordances for participants to learn. Ryu (2013) also claimed that “[f]Jrom
ecological perspectives, game play could serve as a trigger to encourage game players to
participate in the activity of language learning through and beyond game culture” (p.293).
That is, other affordances from what they experienced during game play led participants to
CFC to interact with other players and discuss things related to the game and skills in English.

English learning was not the main purpose of playing the game, but the environment and

affordances allowed participants to leguas-inslislmilagguioh interaction and activities with other
players. In the case of gagae e wam a lot craction with other players,
but rather, learners tion to repeated words or¥*Phrase

with other ggfccially interme

dﬁa& and advanced 1%

A

or col j i aIng om this
partig p (ag cited¥ih either
wasfa ause
theffaf e g : D 1 : ing.
T ' ’s together to pm&le er

after-game session that learners

delre AFor ) it may be better to

give learners various opii®s 1on d singe*fhey can choose what they

want, learner participation will be eventually cause more language
learning. One of the most important features of this study was that the environment and
affordances were provided based on what learners were interested in. This naturally led them
to voluntary active participation and interaction. If this is considered in classroom practice

and task design, it will attract learners’ willing participation.

3.3 Berglund (2009)
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Berglund’s (2009) study emphasized the influence of tools and task design in language
learning using a multimodal desktop video conferencing environment. It used a video
conference tool called Flash Meeting to analyze learner participation and feedback strategies
from an ecological perspective. It did not contain information on participants and how they
were recruited other than that they were five Swedish students who were non-native English
speakers. Discussion questions related to cultural studies were provided before each session

which required participants to search

and text interaction. It allgm®pa nts toﬁcrdcastw
es ¥ say

tg ‘co
aig voic€ an emoticons and a

S i i d texty
gfavailable, and rieﬁhers used thum® ailées participants

iap online. Flash Meeting has both voice

ice interaction one at a time,

and they line up unys ent broadcasting finish wents. However, text

BT ¢

foster an affi

YO

environment, to language learning.

nt&ctl ven w#fh limited affordances and

In order to design tasks or activities like this, teacher involvement should be
reconsidered. One thing that was missing in the study was that there was no teacher
involvement during sessions because the study wanted to provide fully student-centered
discussions, and it seemed there were difficulties, especially with conversational feedback.
Mostly, participants experienced these difficulties due to technical problems with the tool

functions. However, another more important reason for the difficulties was that there were no
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rules to follow or people in control. If these kinds of problems occur continuously,
affordances that had good relationships between learners and the environment can become
less effective. Therefore, instead of leaving it all up to participants, there should be basic
rules given or at least a little bit of teacher involvement to get over difficulties. As a
suggestion, it is better to let teachers login to the session, remind them of basic rules to follow,
and remain invisible during the session. However, if participants experience technical

1)

difficulties or are confused, teache and straighten things up so that the

discussion can continue tQe#w smthly. ]leht alt.i to give some assignments
which reflect indiys rners’ own participation

d feg}c ey provided while
lgd vid€o conferdgces or chatting

Ra Q ’ Loy g dnline
gaing envirpnment and s ‘ 3 learning an§l SWZ ion.

contrastie; o : of andMbe otifer was an
advanced SY ¢ 0@0 e gith different

201 bfocused on the ﬁu\nce%‘ affgsfances in ecological
linguistics: particularly TOmagj lMeEpm gspace phasizing communicative

competence in the environment, and pre

sweo?Dorative action. The participants were
required to join a guild, which is a smaller group of players who can share and learn game
mechanics through private chat channels. Rama et al. described a guild as “an engaging, low-
anxiety setting ... to explore the Spanish language version of the game” and claimed that they
can “afford opportunities for learners of varying levels to collaboratively use language to
accomplish tasks and teach and learn from each other in a safe environment” (p. 330). In

regards to communicative competence, especially with one novice Spanish participant, it was
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clearly shown that communicative competence had developed after playing the game and
participating in a guild in Spanish. At the very beginning, the participant made short
utterances like greetings and expressions of appreciation for interaction. However, in this
unique environment, communication was essential to build relationships with other guild
members, and made the participant engage more and develop communicative competence

after a certain period.

Since there were no particulg and provided for the participants in the
study, teachers have to cqpe kind m ks shsé a0 before implementing this

game with a real la ss. Rama et al. (2012) su

ted Mgipation in the online

ol o /
@#21sh andﬁt DAtch participants

rne et al. intrqQ ﬁd\thf&xte "

WoW where most game g tlﬁab

websites related to

he gagae?®its quests, strategy, items,

lore, background and history. The Z0% was to “accurately and objectively
assess the complexity of texts that gamers most frequently engage with” (p. 287). That is, by
looking at the language used in external websites before, after, and during the game play, the
researchers wanted to find out what kind of language the game players can engage with.
Thorne et al. (2012) used quest texts and external websites as affordances of
ecological linguistics even though they did not clearly mention it in the study. WoW gives the

players quests, which are like tasks to complete during the game play, and most gamers use
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external websites to learn and share information about quests. The sentence types of text
quests vary, and the results showed that among these types the simplest and most complex
sentences were most frequent. This implies that WoW presents an environment where not
only simple but also highly complex input is provided. The researchers proposed that
“external websites function as keystone species within WoW’s broader semiotic ecology”

(Thorne et al., 2012, p. 296). That is, these external websites can be ecological affordances,

and they may provide highly complex jnpuisiossanig

However, this pga€ulac.gi@dy di

prét& anymwge i
%uest texts. The only thing #ifey megil
o #o

websites and g#fest texts.

learning with compleX

e i e t

a 3
players, ?%l -

Wong ald Logif (20%Q umquely used m ices in their study o%g ogf authentic

% arfigipatiogfin learning.
Wong and Lo® med that they did not uggfObile de& tgfdeliver learning
ten to ers opportunities to

content only; they ¥gg ther delivering ¢ &e e leg
go out and personally exfPregience -Msa&of e tontented® make their own creations

using it. Wong and Looi conducted

Womstudiesmo (01 lcarning English prepositions and
another for Chinese idioms. Both studies were conducted with classes of Primary students in
Singapore, where English is used in public schools. However, learners come from homes
with different language backgrounds; mostly Chinese-Singaporean homes and some English-
speaking homes.

Wong and Looi (2010) tried these two studies with two different age groups: Primary

2 and Primary 5. One study, based on English prepositions, was conducted with the second



Fall 2013 Issues in EFL Vol. 9 No. 2 156

graders by asking them to take photos as a group illustrating six prepositions already learned
in class and make sentences on a worksheet describing the pictures they took. After this
activity, learners get together and share their photos and sentences followed by another
worksheet activity to complete a story by filling in the gaps with prepositions, and some of
their work sheets were chosen to be shared. The other study, which used Chinese idioms, was

done with the fifth graders, and this particular study included four activities. Activity 1 was

in-class contextual idiom learning,

activities were conducted this xtrity g motivating, and preparing

learners for subseg ivities. Activity 2 was g extual, independent

, ang#ost them on a

ilgi wiki page. Act™ out-of-class

give cfmment®, fs Nifs ongolidatign; they

aff@rda ﬂ [ PRt ~ng activities as%

of their sug J hich eventully made ghem

they 18arn. enabled them to

esented here was S

- c%ith Q
azned to have this'ggrtain task so that lg#fnerdéhad Chafices to share
(Thieg er to imﬁf find reflect upon
their work and whay ne to use them prgpeny a%ac
i \QestiEca b& appli

0y Wong and Looi (2010) is that they

cdvhen designing classroom
practices. Overall, the strong point 0
provided participants with opportunities to notice the content they had learned in the
authentic environment. Through noticing, understanding of language content can be enhanced.
In addition, making sentences collaboratively and sharing them with other students enables
communication. However, there may be some anticipated difficulties. The class time is not
long enough to go through the whole process in one class. It might be hard to manage

learners depending on their age or the environment, but with older students, it is much easier
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to design follow-up activities outside of the classroom and short, in-class review sessions,
because consolidation with students in class as the very last part of the activities is essential.
Concerning all of the above, class practices should be designed depending not only on which

tools to use, but also on class conditions.

4. Discussion and the Future

pfCrentl endig rn a

%rroundings. Eve

what makes a ces more
2013). Hoyft gf understanding b ‘wrs can discourd¥ ir language
learningghs

ell. Sopfe studies showed the of researching 3§

O%how
m@tivalttheg icipetCd. as possyfle without much
1S it

not consider learners’ background or interests caused some learners not to participate or show

interest. Therefore, in order to make the environment and affordances more meaningful in
real classroom situations, at least basic research on each learner has to be implemented.

The idea of giving choices to construct meaningful affordances and make learning
efficient was also eye-catching. In order to make interaction more significant, curricula or

activities have to be interesting and attractive, for example by giving learners options. Kim
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and Kim’s (2013) study was the only one that mentioned this idea, but this can still be applied
to the other two studies and actual classroom settings. For instance, as in Ryu’s (2013) study,
learners can have the option to choose those after-game activities which look most interesting
to them, or as in Berglund’s (2009) study, where teachers let learners choose discussion
topics and do research themselves in pairs or groups. Rama et al. (2012) let participants join
some guilds where they provided a setting with authentic L2 social interaction for successful
participation and interaction. Wong_ 3

ﬁhe clxrrom sy the swgrounding environment was
asks gx‘g ®at cxcitement. Overall,
n ause they were

g want®d or were at least WA
£ importance of é
{ think I need to d

J ’ s ly pre-desig edw Ihave
DWever, there --- é«-- alized tasks. T ereé;ﬁrf
e‘[& in cars, he said. In
asked him what his\#®D ere, and he answeg
use this envir®y ( i iviti ifn. If a topic is
something a learn® ﬁlem to
classroom. First of all, ; eded g

he gets the latest updates on automob

did not give learners any choices to

make, but taking picture

different from wha done before, so learners di

think I can

activity outside the
1s interests such as where
, which particular cars or car models
he likes and why, and so on. Based on the research, I can design a CALL activity using
technology he is familiar with. However, while designing an activity there is one thing that
has to be considered in choosing technology: does this technology provide the environment
and appropriate affordances with enough interaction? This question can be answered with the
idea that “language and thought emerge ... through ... engagement in human activity, both

with physical objects and artifacts (tools), and with social, historical, and cultural practices
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(signs)” (van Lier, 2000, p. 254). It is important to remind learners why interaction in
language learning is essential. On top of that, having a specific goal when doing this activity
could encourage him more. Once an activity is implemented, there needs to be continuous
follow up and some challenges like an in-class discussion or presentation. Or, instead of
choosing something a learner is already familiar with, we can encourage them to choose
something new. This plan may look unrealistic or too idealistic, and it might be too much

work, however, what is s1gn1ﬁcant e can understand the idea of learning

, ese €1x s ere looking for
relationship g€ rather than proi@ii and outcomes Md theggalitof the given
environ 0 ieNgevi imthis paper

Th@re e key poi , iZi i ief for

des®ni deal teac b g . alwﬂ ting

clearly discussed W i 011) that noﬁ in a technological
environment. Wong and ™egi (2 esgped #Blicing language content in

interact at the same time during the task. Lastly, reflection and consolidation is required
because there must be some time to reflect upon what learners have done so that they can
have meaningful affordances (Wong & Looi, 2010). Except for giving choices, the other two
points are better done with peers or in groups to enhance learning. Designing a task using all

three key points will not be easy, but in the future, this should be tried and implemented to
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see how interaction with other learners and the chosen environment can promote and enhance

L2 learning.

5. Conclusion
Ecological linguistics is about the relationship between learners and the environment
surrounding them, and affordances are used to make this relationship possible. The six

studies showed that an ecological a8 sugoc learning plays an important role,

ordaMan v tased Q’ arner.
1

nd@ how curricula_and activities a% ighgd, learning can be
nd the e A M i ial. Therefore,

and the environment ang ad their background. They

concluded that deg

efficient or bg
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Enhancing Class Dynamics and Interaction
Through the Application of Communicative Activities

Kim Namkyung

TESOL 4" Semester

% ]w&#ed wﬂ' dents e had low motivation and

behavioral prg uring En@ish class. Based a few oy eflection, I tried to
Zassroom V- Gl
iments, changlng the™

L% o changes, in th

pities into the Eng%
" Meractions. The stud 1 ) . !

~ : N gigls g sixth

school in the middle & thdlintervdtion.

!" i bw any
time; they gave litt v)~

volgnteered answers t(‘l.tions, and many ofgfhe s®Jcnts Mid not pay

otiv@ angfindifferent to
learning Englishg general ich inclyded needs analysis
and a diagnostic test e lisﬂﬁ %

biased against the students’ dtig

ﬁ kil ic‘ated
perform ' ;

pre-tests showed better outcomes than I expected in terms of students’ perceptions of learning

assumption could be

udes. Analyzed data from the

English and of their general English proficiency level. In addition, the results of the class

observation and video analysis for the first few weeks raised several issues from my lessons.
The first thing was the lessons were quite teacher-centered. I talked a lot throughout

the class and the students were mostly listening and answering only when they were invited

to. It may have been due to my approach to teaching: I stuck to the PPP lesson structure with



Fall 2013 Issues in EFL Vol. 9 No. 2 163

the aim of improving their accuracy. It was also much easier for me to manage the students
and to follow the textbook structure this way. The textbook my school uses isolates target
language patterns and sentence structures so that they can be learned through repetitive drills.
The students were only allowed to use well-formed and structured communication patterns
rather than natural interactions when they participated in the activities.

Second, the classroom activities were completely decontextualized. Most activities

that I used in my classroom were forp

until the students could I'y In gelaj . learning atmosphere, the
students had little g ol of their own output. T Qwever, even though
the students scg 2 in th€ir writinMdgests, they could
hardly speglf'i #liations; what the ‘d learned and d @ transferring

The study took pMage in

angnany) Seoyd” The class initially
ade, but @€ of the girls transferred to

des having had English education in

tary school 1
consisted of thirteen boyS“agg teﬁs& Eth

another school in the middle of the

public school since they were in 3™ grade, the majority of the students (67%) in the class had
been taking extra English lessons in private institutes, though pre-tests revealed that many of
the students were not confident in listening and speaking in English. Most of their English
learning relied on rote memorization of target sentence patterns or grammar rules. The tasks

and textbooks which are used in Elementary schools offer formulaic phrases to use within
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dialogues. The tasks are far removed from the students’ own knowledge, interests, and

experiences in terms of topics and objectives.

1.3 Background Information on the Students
According to the students’ needs analysis, less than half (47.8%) of the students responded
positively to understanding English directions when they were given with gestures or other

visual aids. Further, 69.6% of the e confidence speaking English when

working in pairs or in grQue

Englis (r) ¢ ation the highest.
I%
e s Gh e w and thefyreswh®*ofYclass
obgerv . i S ~ did not see to‘wer and

! ‘
directt ns.c " #
Yo ' speakmg assessn‘.vas

-7 ccord%{to the Bropean Language
levels framework, the fe M el‘r speakipg®proficiency level. Four
out of 23 students (17.4%) wwegg_included in the highge*™level, B1, and could connect

sentences in a simple way in order to describe a series of pictures; they were also able to

narrate a story or relate the plot of the pictures; their language flowed smoothly and a listener
could easily understand them. Six students (26.1%) fell into the A2 group, and could use a
series of phrases and sentences to describe in simple terms; they expressed personal meaning
by combining and recombining what they knew into short statements; their speech was filled

with frequent pauses. The next group of nine students (39.1%) belonged to the Al level, and
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could use simple phrases and sentences to describe the pictures, though with frequent
inaccuracy in form; they were heavily affected by their L1 in speaking English. The last
group of four students (17.4%) were below Al level, which means they could convey
virtually no information from the pictures; they conveyed very limited word-level
information only for a couple of the pictures; they were also extremely tense as they were

speaking; they were far below basic level when compared with their peers.

2. Research Questioy

3.1.1 Crg
actud} intervention by v~ perative classroomyf epviroMmghts. The
iny tli@o intervention wa“.Communicative Laffeua ing (CLT)

accomplish this, students in™ @ T class are encourgged®to construct meaning through
interaction with others. Students are therefore expected to be active participants. Learner-
centered, cooperative, collaborative learning is emphasized in a CLT class. It is believed that
language learning takes place when learners work collaboratively in order to achieve their
goals. Based on this rationale, shifting power from the teacher to the students by encouraging
cooperation became the first priority of the intervention in my action research project.

Therefore, the first change I made for my classroom environment was changing the title on
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the black board from °‘class competition’ to ‘outstanding teamwork’, which aimed to
encourage cooperation rather than competition among group members.

Next, I changed the reward system. Before the intervention, I made my students
constantly compare themselves with each other by giving rewards for the ‘fastest’, ‘most’ or
‘best’ work, leading them to compete against one another. I combatted this by introducing a

monkey chart reward system, in which groups were rewarded for good teamwork,

participation, and helping each othe baqutcome of their work. By using this, |
hoped many students woyld#€ome, preciic bhe Vate f ted
The last thj I@ght into my classroom Wés chag grouping strategy.

ixed 1

m

€ motivation

2003) Mated that Task-

" Ellis (

ig at the center of (JLTy The ise ofgfasks is at the core of

language teaching in TBE®wSkeh lMdeEps ask as ape#€tivity in which meaning is

primary; there is some communicatld Olve and a relationship to real-world
activities with an objective that can be assessed in terms of an outcome. Ultimately, tasks
lead learners beyond the language classroom to real-world contexts. Based on this idea, I

carefully designed several techniques and activities for my intervention.

Table 1

Intervention overview / summary
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. S Focus on
ek | Topic Objectives Tasks task design
1 | What will | ¢ listen to and * listening for the general and | *applying the
you have? | understand specific idea in the dialogue expressions  that
(2/5) expressions for * practicing sentence patterns Ss learned from
asking what food | * doing a role-play using the | the lesson
someone will eat | target sentence patterns throughout the
and confirm what | - providing cue cards of | role-play
someone says situations, and the characters *knowing cultural
- based on the cue cards, each | aspects  between
group completes a role-play countries
2 What will#’e rea® s M amgbort dialogllc in Ngenerative use of
you hayt? derstang pairs_and then cré®§ng a new 4, didggue by making up
(3/5) ,/ dialg#ue, and a dial&ue by substitutifsont¢igheir Oyn dialogue
shq sreducyg
ffvertisement transigio®y time by
0) gi:/ﬁin ctions
orgup_with, a | Yor the yhoke task
O ﬁlﬁ *Yeckion mgking
Ad Pricessferdeqiencing
o the §xt
«de elm group
x cohgsiveness
«deyel ent
W reafling skills
3 |I want to | e listen and | * previewing vocabulary eassigning  roles
clean the | understand  the | -using a vocabulary list, each | and  performing
windows expressions  for | pair guesses the missing word | their roles
(1/5) asking and and fills in the blank *Providing word lists
answering  about | * watching the dialogue and | aschunks
what they want to | focusing on the  key | egiving clear
do expressions and practicing | instructions  for
» ask and answer | those the activity
what they want to | « the survey activity on 6 | *productive use of
do categories selected items
- group - whole class
* Report on the survey results
4 |I want to |+ listen to a rewl ¢ vocabulary in | simproving Ss’
clean the | understand pairs interaction and
windows expressions for | ebreaking up the dialogue into | participation
(2/5) accepting a | smaller parts and listen for the | schanging the
suggestion questions listening process
* express their | - to save more time for the | selecting a task
opinions and | speaking activity topic — relevant to
negotiate for | - focused listening the student’s life

decision making

'making a decision on a
program  for a  group

sproviding simple
tasks
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performance for the upcoming
field trip

sreporting the results of each
group’s decision

5 | Story Time
(The
Princess
and
Frog)

the

sread and
understand the
story

detect the
different parts
between two
stories

*make up a story as
a group

*Motivation

-describing pictures: by
listening to the other pair’s
descriptions,  finding  the
picture

sreading and listening to the
original story

Listening to the fabricated
story

- find the different parts
between original and fabricated
stories

*Making up a story

- by substituting some new
words

ssequencing of the
activities
focusing on
utilizing all four
skills based on the
reading material
eusing  language
for  meaningful
purposes
*maximizing
interactions
eautonomous
learning

the

3.2.1 Week 1

The first intervention for my AR wa

earned expressions through role-play.

Each group was given a cue card that contained a situation and characters. Based on the given

information, each group planned their lines and practiced their roles. As the students prepared

for their role-play, they needed vocabulary and expressions beyond the textbook-level. There

were also cultural aspects to deal with. The underlying concept of CLT is ‘communicative

competence’, which is the ability of language learners to interact with other speakers to make

meaning (Richards, 2007; Savignon, 1991). According to Littlewood (2007), when learners
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are engaged in interaction and meaningful communication through relevant, purposeful, and
interesting activities, students develop their communicative competence. In this regard, role-
play was a meaningful task for the students. However, some groups did not work effectively,
perhaps due to unfamiliarity with this type of group work. It was actually a transition period
from a teacher-centered to learner-centered classroom environment. Based on this issue, I
designed activities that would help facilitate group cohesiveness for the subsequent

intervention.

~g(;--- The mini &F the
JUpgilitcraction could contribyte to

i arners. One of the #Mrinc
0

up work or pair, .38). Phair work and

students get more Mgividu

1me than when wqkigg in achggentered classes, and
(ibich ﬁ realizgd®*that the notion of CLT is

linked to cooperative learning strategTe

they also get more feedb%e

Cooperative learning occurs under the instructional use of small groups in order to
achieve common learning goals via cooperation (Dornyei, 1997). The problem of pair- or
group work in a classroom, however, was that each group worked at a different rate of speed;
some groups finished early, while other groups took more time on a task. As a result, the
groups that finished earlier than others had to wait for the next step. Therefore, this time, I

gave the instructions for the whole process of the activities all at once. By doing so, students
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did not need to sit around with nothing to do, but actually controlled their work pace with the
help of the teachers. However, the whole process was made up of numerous small steps;
therefore, the instructions were too long to remember. Consequently, the students kept asking
about the next step while they were doing the task at hand. What I found after finishing this
lesson was the importance of giving directions effectively and clearly: breaking up the task
into smaller activities so that no group is sitting idle between the activities.

The strategies for improving alg as follows: first, posting the order of

of paper for each group;

instructions on the board ge*Provijdy ertm stru ﬁ\
next, breaking the %maller steps with spemﬁc eli

the screen, thg#students could

Another regfirsi M the interventioé.r s the waiting ti

front of . order to minimize
applieg (f@r ique, whi :
groups @ b J b

pre b " fa o 0 :

P st gentlon.
&

situation. While th a limited numbergofysen erns for the survey
activity, such as “what dd M & (s al da “I want to ~”, there were
many steps to achieving the final goatwwimeh=mes=eBTiducting a survey on one topic for the

whole class, then reporting the results to the whole class. To do this, each group had to start
from an individual writing activity, then a group survey, and finally a whole class survey on
different categories.

Even though the survey activity had its own advantages, the students were confused
about the process and the class failed to complete the task. Therefore, I took this issue into

consideration for the subsequent task designs. I focused on simple but meaningful tasks and
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thought about giving instructions effectively as I planned for the next lesson. In addition, I
kept considering student interaction and participation. First, I provided a vocabulary list for
each pair so that they could help each other to preview the words on the list. Next, I changed
the listening processes so that the students had more time to spend on the subsequent
communicative task. Lastly, I simplified the task.

Morley (2001) maintains that simple tasks also can be meaningful and authentic.

Instead of limiting the number of targs atterns as in the textbook, therefore, I

designed the activity so the®stu expalﬁitheirquag e by recycling expressions

a QUp members, but the

There were a lot of intera®#ions

vg with each other. Al orang toforwitz

1’aﬂ1 the em laRguage

"I..‘

d all the above findj

some parts of the story. When the stid e describing activity, they were not
only actively taking part in the activity, but also enjoying the opportunity to use English as a
means for delivering their own message. Moreover, in spite of the deficiency of vocabulary
and insufficient speaking skills, they had a feeling of success when the listeners eventually
identified the described pictures. In terms of reading, students seemed to understand the story
pretty well, even though there was no line-by-line translation. They were also much more

actively finding the answers for the CCQs when they worked in pairs compared to when I
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controlled everything. Based on this reading stage, I realized that a teacher does not
necessarily need to be the sole source of knowledge in a classroom. Indeed, students can be
the best teachers for one another, and they were able to learn by themselves with each other’s
help. This is one of the main aspects of sociocultural theory.

The subsequent intervention was closely linked to the previous one. Based on the

story each group made up, students performed a ‘Three-Act Play’. By applying the findings

from the previous interventions, such.g itten instructions, setting specific time

limits for each step, p role-ﬁ)tin s%gro w
i | ormance, [ was able to maflige ti I i
two interventigas, kingftoge

ther. Where were many
interaction: v%) i , arne the@ \g language

For example, 21 ~ hought their group mw)ers worked

Aind r&c.i' ll .

giving clear guidance on

vely. During the last

they are doing, then their motivation ang pe pation will grow. The open-ended question
was about the reasons they were interested in the activity or not. However, in the middle of
the intervention, I added two more questions to find the students’ perceptions of their own
and others’ contributions.

Table 2 shows that the students’ perceptions of their contribution to the group (pair)
work were generally positive. Still, there were slight discrepancies in the perceptions of their

contribution to their groups and the perceptions of their group members’. Overall, students
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thought positively of communicative activities and their speaking. Positive feedback on the
communicative activities (group/pair works), which was provided by an open-ended question
was as follows; “there was a lot of interaction between friends”; “I liked to work
collaboratively”; “I liked to move around the classroom to share ideas”; “I liked to know
what other friends thought about the topic”; “it was good to express myself”.

Interestingly, most negative feedback was from higher-level students. They stated as

noyiix.t t

f the activity was compar

follows; “the task was too complicat was too noisy”; “some of my group

members got sidetracked itw

to co

| Mec
e

@ s as the
~bservation.

Statement Sfrongly
disagree
1. Today’s activity was | 1 7 9 6 1 0
interesting rase Wq 49 ﬁ 0
3 7 11 4 1 0
Sy 6 0 0
5 10 12 1 0 0
6 9 8 3 0 0
2. 1 can speak today’s key | 1 11 8 2 2 0
expressions confidently. 2 10 11 0 2 0
3 7 13 3 0 0
4 9 7 5 0 0
5 10 8 3 1 0
6 11 7 4 0 0
3. I participated a lot during the | 4 9 7 5 0 0
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group (pair) work. 5 8 10 3 1 0

6 9 10 3 0 0
4. My group members |4 6 9 5 0 2
participated actively during the | 5 9 12 1 0 0
group (pair) work. 6 8 11 2 1 0

Table 3 indicates that there were far more active participants in the pair or group work

than in the whole-class work. However, the results also show that although they worked in

pairs or in groups, the numbga®T the actlvi 101pants pald be different. In addition, the

active participants fo as thednt™ention progressed. The

¢ whole S ct1v1tle Iso g .
results of the styffents’ SsesSIpat=s Sation an&her’ \1-class and video
analyzed ob %oinc' d.

4.3 Styflen elf erceptions of Co

In orge Ve gatﬂl i‘* ?c jve 2 tiVii?gS gdents’

pos nte t1 surve j .estionn're, hﬂer, in

ordgr ri e students és, I showel§ them a §ideo
ey was com ose‘?af spven

which rgcorded beforeQ J 3
cloged-endedfguestions. I~
Table 3 ‘ q

e gpserv atl n sneet an,

The r&ult o
et ! Whole-class

a4

Pair work or groyf werk

| Task
Number of students Generating ideas /| Generating ideas / | Disrupter

Initiating questions / | Initiating questions /

Giving answers Giving answers
Before the intervention 4~M 8 or more/23
Intervention 1 5/23 23/23 1/23
Intervention 2 8/23 23/23 1/23

Intervention 3 7/22 17/23 2/23
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Intervention 4 13/22 19/22 1/22
Intervention 5 18/22 22/22 0/22
Intervention 6 17/22 22/22 0/22

As seen in table 4 below, data on students’ perceptions on the use of group (pair)

work for learning English pos%et Howeve of students felt their group
members still neede 1 éconmb on to work. Students were

-P
Statewent 6 \ cafan
1. I actively participated in the traditional English class. 11 5
2. I activelWpartic € new type of (gudent-centered) x 0
class. \C‘@ .l / \>
3. I contributed a lot during the group or pair work. 15 ‘ 0
4. My group members con dasmdcW & 1hed. * 2v 8 2
5. Group (Pair) work was useful for learning English. 19 3 0
6. I prefer group (pair) work to teacher-centered lessons. 15 7 0
7. T want my teacher to go back to the traditional (teacher- 0 0 22

centered) way.




Fall 2013 Issues in EFL Vol. 9 No. 2 176

These responses display their views on the changes of their own and their classmates’ attitude
throughout the new format of English classes. The responses from the students were mostly
positive. However, some students pointed out some challenges of the communicative
activities. Here are some of the comments on the group (pair) work from the students; “I’ve
got a confidence in speaking English”, “English is fun”, “Now I actively participate in the

activities”, “Learning English is not difficult”, “My partner helps me a lot”, “I love leading

my group members”, “Some of m their attitude in a good way”, “We

helped each other (posi noisy”, “I didn’t like my

€ ce ), TR tlassr wa.
partner, and I didn work with him”, “My gﬂ me

did not participated

tereits

—
Vo)

their confidenge ary in
“any’
-~

on

y Jere conduc, d.‘y ggoups

-ahigh.?!l (m @"! nd an igltroyerted group.
N togi i “ e traditi a’Ensh% d the

of Rroficienc

Table 5 & 0
Interview with t ] cienc Sl
ﬁl ~ <% C',
Before the interven v O M Eurﬁhe intervgafion
(Teacher-centered appr tudent-ce approach)
Good Bad Good Bad
*Peers’  behavioral ¢Everybody ¢ Put much burden on
+Quiet classroom prot?le?m (.low participates  in the’ me
participation) activity (pay a lot more
- I was able to pay . . .
s ¢ Boring lesson ¢ Change in attention)
attention  to  the >
teacher easily ¢ Only limited classroom ¢Hard to manage
number of Ss' atmosphere (lively) ' someone who did not

participate in the ¢A lot more chances participate
lesson to speak ¢+Some Ss do not do
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¢+No improvement in ¢Have fun their role
my speaking ¢+1 like to help other ¢Sometimes  group
¢+ Worry about others’ Ss members digress

views on me from the topic

Table 6

Interview with the lower proficiency level group

Before the intervention uring the intervention
(Teacher-centered approach)e — J(Stude tered approach)

Good

Table 7

Interview wit

Before the inter
(Teacher-

Good

¢+ None

Qt
"Ws:;‘!fo AA

centered a

speaking)
¢ Boring lesson
¢didn’t try to

¢ There were no
chances to speak

+ Boring lessons

¢+ I did not pay
attention to  the
teacher

¢ I had a chat while
the teacher talked

¢+ [ was sleepy

Good

We cooperate
h other
actively

!fe

Good

¢Members become
closer

¢+ [ like to help each
other

¢+ learn from my
friends

¢ I have a lot more
chances to speak

i ate in grou%

Bad

re ncﬂe 1

P
“Duringthg in{€Dyenti
Wtu‘i—centere proach)

Bad

¢+ It is hard to
coordinate different
ideas

¢ DI'm afraid of
making mistakes
(My group members
might be making fun
of me)



Fall 2013 Issues in EFL Vol. 9 No. 2 178

It may reflect the degree of their engagement in class. In the traditional classroom, most of
the students were passive learners, whereas the students became active learners during the
intervention. Therefore, they were assessing the process of learning as well as their own

performances. Most of the comments from the group interview concurred with the data above.

4.5 Feedback From Peer Tea

Lastly, feedback fro e Seer t%rs was otllectgl get an Oy

ective perspective. One

ftive co-teacher Vle.’ommumcatlve tasRgposttively Iy most parts

due to ghe @jease participation and di“'i the class. The co- tche;?n ented on

WS

orefthe inte

%

follow th®wQwn curiosity.

The Korean English (agher 1686@ Mf lg‘ntﬂ‘\ti%ns and ga6stly stated the positive
aspects of the lessons with“®eggmunicative tasks. She aw#§ aware of the potential of a

communicative classroom to foster students’ participation because she was easily able to spot

the students’ changes in their attitudes based on her previous experiences with them. She

commented on the class as follows:

When I taught the same students last year, [ was in misery after each lesson
not knowing what to do. The class was the battle between me and the students

who kept talking to each other or lying on the desk helplessly. [...] After
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observing Mrs. Kim’s class with the same students, I realized that the problem
was in me. For these unmotivated students, she made them do something on
their own. [...] For each step, they needed to discuss with their group members
to finish their activities. The level of each activity was mixed properly and had

its goals to achieve so that every student was able to participate actively. Even

the students with low levels were excited to create their own stories and eager

5. Dis

By agfal ion, I
exaif nce in ealgg ag well
as i the
mi thr@ugh

o : A S
%haps becafise mwr ased

of i rt;u v seemedt v
‘ i.tptlon cqhtinged, specific

group cohghivegess anq 'aln'

d to each group me

their pa§tic otivation
and particigat : > lives;
well-sequencty ac@'les in A Ot experienced
before can increa w arti

The findings frOmythe tea Mw Ens Nreﬂecte C same results as the one
from the mini survey. Before the™migryention, only a fose®dents participated in whole-class

activities. In this module, the teacher was mostly explaining things in the textbook; there was
no reason for the students to participate unless they volunteered for the questions. As a result,
there were many more bystanders and disrupters during the lesson. However, as the lessons
changed from teacher- to student-centered, most students were encouraged to take part in the
activities in order to achieve their goals. Consequently, the number of active participants

surged and bystanders disappeared. Still, one or two students were reluctant to join group
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work; however, most of these disrupters started being engaged in the group work with the
active intervention of their group members. Interestingly, as the teacher-centered whole-class
activity became student-centered, students’ participation in the whole class also increased.
Many of the students volunteered to give answers as well as contribute their ideas. This could
have been due to changes in their attitudes toward learning English from passive listeners to
active speakers.

At the end of the interventigg was conducted in order to explore

students’ general views g

when teacil§ NCcommunicative t @ in a language
achievers werchgarCularly go i
addition, the studg in titw

explains why they felt a T®

group tended to kq m& rolg#”in their group; this
0 orebs f thej@#foup members in the group
work. Despite these negative views 11 gher-level students, others viewed the
pressure put on them positively: rather than seeing the bystanders or disrupters as a problem,
they thought they could learn more by helping them.
The problem of difficulty in negotiating different ideas, which was raised by both the
lower-level group and the introverted group, seemed it was not a matter of English itself, but
a matter of their social skills. This is one of the strengths of using communicative activities in

language learning. Skehan (1998) claimed a task should contain a problem to solve and a
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relationship to real-world activities. By learning English through communicative tasks,
students will be able to develop social skills such as pragmatic competence as well as
language itself. Interestingly, the students in the lower group worried a lot less about making
mistakes. This was equally applied to the introverted group; they enjoyed having a chance to
speak in a small group without worrying about making their mistakes, which would be more
difficult if they had only whole-class activities. Therefore, communicative activities seem to

have a positive effect on both the lo gverted groups. In addition, the students

in the introverted group sig#€l th y likeﬁf com Bngctivities because they were

réffice O clksfd amics
’through comeinidative

et tro
awﬁn,\w%
patticipate

approach to learning. When the learners are

p. 2#%, as cited in Bailey,

assroom activities that are

discrete-point test 0 owjed, etﬁ
2005). Under the CLT appreq

h, Iearn v
based on a cooperative rather than individUg
engaged in interaction and meaningful communication through relevant, purposeful and
interesting activities, students will develop communicative competence (Littlewood, 2007).
Throughout the 6 week-intervention, most of the students were actively engaged in their pair
or group work. As students did the role-play in the first intervention, they tried to not only
apply what they have learned to their role-plays, but also use the real language. While the

students prepared their role-play, they needed more language beyond the text-level in order to
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achieve their goals. They looked for expressions by asking each other or consulting other
sources such as the teachers or web dictionaries. As the intervention proceeded, the students
realized how group interaction could contribute to their English learning. The mini-survey
after the second intervention showed 21 out of 23 students felt that learning in a group was
helpful and enjoyable. Once the group cohesiveness started building up, I designed activities
that could facilitate language intake.
Schmidt (1990) has drawn attg e of noticing in language learning. He

ﬁn meydevelopment. In order for
e

1S

as tK sis fj

e place, therefore the le

maintained that only intgjge

1t10n regular experid

Q" ’r’;&lelr
,\ iﬂ
crent approach The Ets rom
D _conclude ‘

‘h A o .#.
omu’r‘a G R '1‘ Iwah

lly by applying neﬁ’ Qand techniques fro

vill definitely be an'OHg (§ process throughout %' .
ing voglibulary. The

udents completing tasks.

to focus on aftr‘ e current AR isd

period of the intervegtion. ~Jack of vocabula

for not only the teache Mtaﬁ, bt
According to Cummins’ (2000) tht

Iso fg
a minimum threshold in language
proficiency must be passed before a second-language speaker can reap any benefits from
language. Although fluency should take on more importance than accuracy in a CLT
classroom, Brown (2008) noted that fluency should not be encouraged at the expense of clear,
unambiguous, and direct communication.

Considering that accuracy can be developed through vocabularies as the building

blocks of language and communication (Lewis, 2008), it is high time to work on building up
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students’ vocabulary knowledge. I believe a learner’s proficiency with words and chunks can
be developed by encountering new words through reading, and then applying those words in
meaningful ways. Therefore, it will be my job to provide an environment for their use of
language in the classroom. The most challenging thing for this matter is how to combine
these plans with the English curriculum in a harmonious way. This issue will be my next

action research topic.
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Appendix A
Mini- Survey for each Lesson (English Version)
% Rate the following statements on a scale of 1 to 5.

(1=strongly agree, 2=agree, 3=neutral, 4=disagree,

disagree)

ey expressions (‘

s

2

5= strongly
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Appendix B
Post Student Survey after the Intervention (English Version)
% Rate the following statements on a scale of 1 to 3.

(1=agree 2=neutral 3=disagree)

QL. I actively participated in the tradijiene meheiggontered) English lesson.

1 2 3
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Appendix C
Behavior Checklist Sample
Gun-hee | Da—yoon | QOon—sun | Won-bin Seong—ho | Soo—min Ye—eun Yuna
Gee—to | Jeong-hwan | Jae—yeon | Kyung—hoon Jin—woo |Kyung-min| Yu-ree |Min—jeong
La-im Ji-min Soo-im | Min—young Hyun-seok | Jae—young | You—jin | Dong-hyun
Par Group
eoarfo work work
B Interrupt others
Dent perticipate ¢ | BOARD |
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A Korean University EFL Instructor’s Assessment Practice:

A Narrative Inquiry

Bilal Ahmad Qureshi
Sookmyung Women’s University MA TESOL Graduate

In Korean EFL (Ey s a %gn Langifage) Mr formgativiggssessment has been
introduced receyshy. %t only improye dents’ learning %ﬁ cachers' feedback
) t

through a fogflative appMch, jfee80 allows for teacllmeglo
students fo, 1 7 The
practice ‘},

7 gflidy is a Korean unj

% .

assessment (Cheng‘u%), resulting in a gfow4

students tOypas#’them Mg admission to hlgblevels of schoolip#

classrooms in orQraditio g

approaches a&a still being

BTT teacher Rlays
icism bye#fose who think language

ior

classroom (Choi, 2007). Exams like the National Scholastic Ability Test (SAT) for university
admission and TOEIC (Test Of English for International Communication) are widely
recognized in the Korean EFL environment (Jin, 2004). These exams are generally
considered as an opposing force to classroom teaching and are supporting the ‘teaching-to-
the-test’ strategy (Tang & Biggs, 1996, p. 163); that is an undesirable approach in the

educational environment. In order to reduce the effects of the ‘teaching-to-the-test’ approach,
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EFL experts are encouraging a formative assessment approach in the classroom. As formative
assessment has been widely recognized as a successful assessment approach (Black &Wiliam,
1998) in which the teacher gives feedback along the line of learners’ ongoing progress
(Genesee & Upshur, 2001). In the Korean EFL context, formative assessment has been
introduced recently. It not only improves students’ learning based on teachers' feedback in
formative assessment but also allows for teachers to obtain useful information from students

for better instructional planning.

Xl g

n%xercise, and Development

EFL Teachers’ Awg

Asse?in

as cia@er se; any rese F ‘ S0

2000) and the lear™s ils in assessmemj i;o ¢ demands of their
classes’ social environm? MJ k- 97). Grierson (1995) insists

that teachers’ skills do not only re anding of the language but also their
knowledge and skills of effective approach for class assessment (Gardner & Rea-Dickins,
2001). Ash and Levitt (2003) claim that in the classroom setting, formative assessment assists
instructors with a chance for professional enhancement because it involves both an individual
and a mutual proportion of learner output and their language development. In other words,
according to Ash and Levitt (2003) a line of differentiation between summative assessment

and formative assessment approaches can be drawn as a summative assessment approach
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leads to assess learners on the basis of their midterm exam, final exam and a scheduled test
during a semester or a term, whereas, a formative assessment approach involves an ongoing
evaluation that provides instant feedback to learners on their daily class work, homework and
other performance oriented activities.

A review of the above given studies directs us to the following conclusions: first, the

difference between practitioner’s assessment knowledge and the set standards of an

institution defined by the authorities thokeskioeus

g essr&practﬁ reco
an important aspeg

%ds to be explored. Thir

cep insight and research to explore the

H.
¥¥the 1

individuality of teacher’s

’ oy

"\
CANG

083) idea of pract’% ‘*ﬂ/ledge, which is

d that teacher’s 'actical knowledgg

personal feelin®

' withjn g particufar Vituat®n. G#hnelly and Clandinin
practl 10\Mk

led®e or hjs#r practice is found "in the

and currgnt kMesgledge. Further, it g ucgndivi ualS narratives that

targets at investiga

(1988) further insisted tha

teacher's past experience, in the teacher STt and body, and in the future plans and
actions" (p. 25). Provided that, teacher’s practical knowledge is shaped (formed) generally by
the context they work in (Connelly and Clandinin, 1988). In other words, as mentioned
earlier, a teacher’s personal knowledge is generally context bound.

In order to investigate how teachers form their knowledge within a certain context,
Clandinin and Connelly (1996) used Crites's (1971) prescribed terminologies ‘sacred story

and secret story’ to define the issues of belief that practitioners may have for the construction
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of their knowledge within the context. Crites (1971) described that sacred stories are the
realities a teacher may face outside the classroom and are related to the restrictions a teacher
may face as part of institutional policies set by the authorities. They are generally others’
ideas of what is right and what is wrong for both teachers and students. On the other hand, the
stories happen within a context, usually a classroom, called “live stories of practice”; the real
story that happens within a context is a secret story (Clandinin & Connelly, 1996, p. 25). A

secret story is a real story that is ac and is considered important. This study

Sara'sffassess ‘ estigated through \nquiry.

Brung .oly' d lege is
O

i8 ts,él events in

negally ghntext based.

relation to We ti g

Narrative inqu rg:s to glescrog i

ticulé‘(c@ where eygntsytake ﬂlacg' g three aspects are the
MGLative 1on t(ﬁzns er in_ge

basic requirements for a

Place: regards the P

ng both in and out of the
classroom. In this study, Sara’s assessmcit riowicdge and its use are investigated through a
narrative inquiry centered on her stories. (Note: to protect the real identity of the EFL teacher,
Sara, all personal names, and names of institutions are fictitious). Data is collected in two sets.
The first being one formal semi-structured 50 minutes interview. This includes Sara’s
experience of assessment and what she found important in her teaching and assessment
practice. The second data set includes Sara’s notes for the students, teaching evaluation

sheets, teaching responses, and some personal records of the students that she used for
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assessment. The interview was conducted in Sara’s native language of Korean. The interview
was transcribed verbatim, and later translated in English as three different stories of Sara’s
assessment practice (Soreide, 2006). To get verification from Sara, I then sent all three stories
for re-reading and for giving me her consent so that I could use these as my data source.
Since, narrative approach deals with personal approach and the construction of meaning
through an individual’s narrative (Clandinin et al., 2006), I chose only one case in order to

determine the complications of a teach ASSOSSHIC

. ‘ opifs é
Sara was a % [ ili !‘ 1 Fwelligespec
friends since e Cﬁdhood. : i 80’s in theth ¢
that is considered (e a rw %t

choose being a science niQr at aﬁs LYis \Eve I #€ was in middle school, but

gt among her

part of Korea

te area compar bul. Sara dreamed to

eventually due to her lower score 1t exam after high school, she chose
English as her major at Konkuk University in Seoul. Soon after, Sara found herself in an
environment where most of the students were highly proficient English speakers while Sara’s
language knowledge was far below the standard level of the class because of her rural
background for middle and high school education. For being under pressure to meet the
minimum class requirements, she had to work very hard to get good scores in all her

examinations, which were the only ways of assessment at the university. After graduating,
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she was admitted to the MA program at the same university. Upon completing the MA
program, Sara secured a job at a medium ranked university in Kyunggi Province. At her
university, Sara is assigned to teach writing, listening and speaking, and comprehensive
English courses to non-English majors. She has a good reputation among her students and
this gets her a comparatively higher evaluation among the faculty members. Sara is a diligent

teacher who is known as a strict and rather critical teacher. In the beginning, the students

were frustrated and didn’t like the hem; however, they soon realized that

they had learned a lot dyg eﬂse 0 fr sen% and
through Sara’s posjs ism. Last year, Sara has eivedg esegt which was a diary
mdent Mientionedow thankful she

Reir knowledge is improved

5 ‘reward -0‘ s 1
aglabout being a\¢» iV*x-- hange the gradgs
. i u' C (]

"
CNCe

' ‘S
according to tI§ . e idesfCedback on'le

for the sake of theMy guring the interyi

er presentations

, Rara [gentiop@d repeatedly that, “/

assessment”. Her response

do not think that formativeegsessimeit i, onWyig 1y 10
about formative assessment invited i g™discover how a person like Sara, who
believes that formative assessment is not helpful, deals with a system which is based on
formative assessment. Later, Sara’s award-or-punishment approach answered my question.

I always find out learners’ initial proficiency through their quizzes or

in class tests and then I place them into different categories (e.g. A, B,

C, D). One student, Kim, initially graded out as a level B, astonished

me on her presentation that she out-performed all her classmates. So,
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she got exceptionally positive feedback from me, and I awarded her
19 out of 20, with 2 reward points for being the best presenter in class.
On the other hand, I will take some points off as a punishment if
some student fails to meet the standard criteria of the presentation.
According to this excerpt, Sara seems to rank students according to the different competence

levels she developed based on their in-class quizzes she gives her students after each lesson.

These quizzes are the part of syllab ) garner comprehension and understanding
about the content in clagge*® Mo to Nzt thes

%\ zeSwage helpful to rank learners
initially and later t %performance and improvefi€nt in i Ms. She compares the
w

able to meet Sara’s ~ ’ v
rewa -ni men‘t.e' l | Ny

her fiss en practlce
O ¢ e

Q’ts final exams S
acher orEg a j ad completed

il doing it and will be

Tiz, the head
marking and evaluation:
finished soon. She then came closer and started looking at the excel
worksheet which I was typing the grades on. She asked me in a cold
voice, ‘Aren’t the grades you are awarding too high? Just see, you
have awarded these students 9 or 10 out of 10 for participation, while
James and I did not award anybody more than 8 out of 10 points for

participation’. This sounded to me as if I were doing something
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unfair to James and her students by awarding my students 9 or 10 out
of 10 points. Later I realized that she probably was ordering me to
lower my students’ score in order to maintain a balance. After
grumbling and thinking over this for a while I decided to follow her
and lowered down my students’ grades.

Sara was struggling with quandary. She was not sure what was the right thing to do; on one

hand she was feeling guilty that she dida

while on the other hand 1ndqorderxr|7m h ﬁ
i g e did ave any other chdtte excg)

Qout t¥e con

g orades to her students they deserved,

ior PRt her from doing what she

ange the grades. Sara

A¢nces she might

intgrac his
stofy Wat d to Sara students pldys a
Vitdl relegin 2 , Spra’s
oth ma tion

* ?be confused
old thﬂ lect homewor ttleir%zvn

requirement

vocabulary,
comprehension, and liste When you decide your short
term goals for one week or two, you need to stick with your plan no
matter how difficult it is to’. This explanation made them excited, as
they felt having autonomy of homework choice for the first time in
their life. Later during the semester, some students complained for
not being able to stick with the plan they outlined and mentioned that

they prefer homework assigned by me; however, most of them were
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happy to choose the elements they really needed to work on. Even
though there were mixed responses regarding this autonomy, I didn’t
change the plan and kept reminding them that they must follow their
plan. At the end of the semester, I allowed them to be their own
assessor and award themselves a score. Later, I graded them

according to their own assessment and based on the level of their

achievement following thoidplane
to emx\rr thts dentSwgQ that they could become
responsible learner e Wl be helpful for the

% success. She believes that#this af
learners to devghop their learning##¥oits, which is an ultifmég goalfor gettin

>

Sara emphasized that he

a good score on

nem according to their performance. Sara’
secret story; however, was her assessment strategy of reward and punishment during the
presentations. Correspondingly, Sara was given liberty, in story 2, to award her students’
grades independently referring to the sacred story. However, according to the secret story,
this liberty to award grades to her students independently was taken away from her at her

colleague’s involvement. Similarly, in story 3 according to the sacred story, Sara was
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supposed to take control over her students, while as the part of the secret story Sara lived, she
empowered her students in order to assign themselves homework.

Above given analysis reflects Sara’s belief that (a) both formative and summative
assessment are not necessarily opposite forms of assessment since there is some sort of link
between them (b) teachers should have the autonomy to assess their students’ performance

independently without any sort of involvement from supervisors (c) in the contexts, where

formative assessment is the leading

giving them the right to b m-fthele 1

assessment practicg een constant in®latio gr actual assessment

@ent, students should be empowered by

ithit

particular context, Sara’s

1es Put s1mp1 evbo%d
Qe st acticg

part and parcel condition of a teacClTCrs=assess Knowledge. As it has been discussed

the aspect of temporality" ects that temporality is a
earlier, sociality relates to both personal attitudes, e.g. moral values, feelings and attitude, and
the relation of a person with their social conditions, e.g. policy, administration and
community (Clandinin & Connelly, 2000). In her case, Sara was under pressure to lower the
grades she awarded to her students. She was not certain how to deal with the situation where
there was a conflict between her beliefs and demands of the society. However, she considered

that she has no other choice but to change the grades following her supervisor’s advice. Here
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we can notice a reality how people feel depressed under their superiors in social hierarchy.
Especially in Korean culture, respect for elders or superiors are highly valued cultural
elements (Gao & Ting-Toomey, 1998; Zhai, 2004). And Sara was not ready to damage her
social relations with other co-workers at her workplace. This highlights that teachers
sometimes have to choose a non-pedagogical attitude in order to keep a balance between their
beliefs and sociality.

Place refers to a tangible existing

Connelly's (2000) point g

cre things happen. From Clandinin and

the other pjdce ghicr participates

i#?ial activities and%g al r&es related to

; |
} A u

tside the cla

et fob s SN c Ol ¢ ' é‘ms b
his sense of safety 1* ~ndlcates that place j

5. Conclusion

constant and vibrant discoveries. Based o idenin and Connelly's (1996) theoretical

On the basis of thiStgudy, assessment discloses

that teachers’ knowledge 1 1S a continuing process with

framework of professional knowledge assessment landscapes, we can interpret Sara’s three
stories of assessment practice under the big umbrella of sacred stories that are related to the
knowledge construction by the superiors and society, and secret stories that Sara lived.
Furthermore, Connelly and Clandinin's (2006) three features of a narrative inquiry called:
temporality, sociality and place are the fundamental strands that form teachers’ knowledge of

assessment. As we have discussed in previous chapter, teachers’ knowledge and beliefs are
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generally based on their prior assessment knowledge and experience, and upon these beliefs
they design their future plans (temporality) on the basis of their prior knowledge. Teachers
tend to keep the social environment as a priority within their practice of assessment. Most of
their decisions are bound to the superiors or authority within their interpersonal context
(sociality). Nonetheless, teachers’ knowledge is facilitated by the authorities or they are self-

drawn; it depends strictly upon the particular location the assessment is practiced in. Place

provides teachers sense of safety andj teacher’s assessment practice within a

o B~
The above gife
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The Organizations publishing journals about Teaching English in

Korea

Bomi Choi
Edited By David Miller

Koreattlrje are mamymgrofessional organizations that
0 nityqublis a and journals.

D
nglish,

In regards to teaching Englj

T pr. fess1cmthe

give school teachers g

suf
e practice of early ‘&1

the organization ‘.ed the name from @

organization ¥ Wgh Education r K-12 as wg i gfuidents. KATE

academic journal semi-annually. KATE also has foreign academic exchange organizations

such as JACET, RELC, etc which publish books and educational materials. Also, KATE

holds conferences twice a year: the SIG conference in January and an international
conference in July. This organization has many sponsors including the British Council, the

American embassy in Korea and many other educational enterprises.
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Another publishing organization in Korea is ETAK, the English Teachers
Association in Korea. Their goal is to connect theory and field teaching to promote high
quality teaching. The ETAK publishes a journal of English Language & Literature Teaching
4 times annually: international journals in March and June as well as two more domestic
journals in September and December. They also hold conferences and academic exchanges.

Another promising organization is KAPEE, the Korea Association of primary English

Education. The National Professor’ olish Education founded KAPEE in

April, 1995. Though Englj n discussed as early as the
1960's, it was actua

It was a defi established by
professors N, professors
in the fighd of Engli teachers
who 3 hjﬁrst ournal,
"Pri e ca&ﬁic ociety

ocal level annually

a and hemg
with elementary Efglish e OQd educational ad ini\tra‘& on th

conduct various activitic ch eM reEarc oup sifying and English camps,

through the cooperation of the [0C%

Bitices. Through such activities, they
improve the elementary school English curriculum and teachers' English proficiency, and
promote the rejuvenation of English teaching-learning theories. The Korea Association of
Primary English Education hosts nationwide academic events and activities not only by
dealing with educational and administrative issues but also by researching theories and

searching for ways to apply these theories.
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Lastly, the English Linguistic Science Association of Korea is an organization which
is for studying of early education of language English. They have contributed language
science. As a result, they publish Journals English Linguistic Science twice in a year.

As you can see there are many organizations for teaching English in Korea, so
teachers may find help and discover more about the teaching of English in Korea. When
people who teach English join these organizations they can also publish papers about their

own research and experience. Furtherpeuemsimeasthcsc orgamzatlons have many books and




Fall 2013 Issues in EFL Vol. 9 No. 2 207

Eva Hoffman’s “Lost in Translation: A Life in a New Language”

- How to become a fully translated person -

Barry Welsh
TESOL 3™ Semester

Eva Hoffman splits her me ad New Language” into three

ildhood in Poland.

" ost in Tr% tion: A Lilt™
'g&emed wlh her%

ingin; En

ofice. me as born
o5 P lisaew er parents
Cty of p\s

and hiding in the Wkraine c@ugitgyside. O Sewersi=e asionih rents y
some of these peasants #ag only s@reM tcE\e ﬂacriﬁce Q8 Despite the
turbulent circumstances of her b Qe recounts what is-e®$tntially an idyllic middle class

childhood in Cracow — learning to ride a bike, her father teaching her to swim by throwing
her in a lake, her first youthful infatuation with a local boy. Indeed her memories of this
childhood are so strong that they exert a powerful hold on her well into her adult life: “T
didn't know I was economically deprived. There were so many things that are important for a
child. There was a sense of community and solidarity and neighbourliness because of the

terrible times that everyone had been through. The barriers were lower between people. And
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as a child I was not over stimulated. There was human intimacy, but also a lot of space to
muse, to play and to imagine." 8-9 She writes that as a child she developed an early love for
literature and was keenly aware of experiencing the world around her though language: “I
love words insofar as they correspond to the world, insofar as they give it to me in a
heightened form. The more words I have, the more distinct, precise my perceptions become
— and such lucidity is a form of joy.” 28-29 This attachment to language is what at first makes
her transition to a new country WCult and what later makes her such an insightful

observer of the mouldi%tendencies language can posses.,
wm il

sl

In the second part of the memoir, ‘Exile,” she discusses her new life in Canada and
F W ———— ' S

reveals how the experience of exile and the loss of language caused her childhood memories
F o > - R X .aN N

to constantly resurface in her present moment. _ She feels as if her Polish life, lanéuage and
F 4 F a2 1B

self are }ust below the surface of her new life. This distance allows her‘to eventuall er

1dent1£y the different possible ways of 11V1 she encounters and gives her a sustained interest
4 AV 4 A Ry

in how the individual is constructed b J lan%ua%e and culture.  She writes that “there is some
JFg ~~w § " I T I B R B O 1 1

kind of dialectic going on, but we can never grasp what it is that engages with lan uage.
lll'gg'A-gf_‘gg ggl

At ﬁrst, asa teena er and young woman in a new cou she onl recognises 1t in her own
A % g = - s & 4 g
hfe but soon she observes the process of constructlon through language and cultur
[l SRR & R, g- g rV
everywhere. That language and 1dentltz are inextricably linked becomes at tlmes almost
1 £ 1 ) \ " [ RIS~ TR |

amfull a arent for Hoffman. She describes the loss of her language as the loss of 11V1n
P 4 pp A 4l N. T ..E E ég &

connectlon 107 At one 1nt she ex lalns ‘the roblern is that the signifier has become
severed from the s1%n1ﬁed. The words 1 learn now don’t stand for things in the same
1T W A | WS TN

unquestioned way they did in my native tongue.” 106 Severed from a histog of childhood
a KW l; y\ Y g ey v 4 F
memories the new words she learns have no accumulated associations and therefore no power
»

to evoke.
| B ~

When she turns 19 Hoffman makes a momentous life decision; she accepts a
. P EF D AA TR B >

scholarship to study llteramr@ce University in Texas — 2000 miles away from her

family’s new home in Canada — “it was another planet.”

(http://www.theguardian.com/books/2001/apr/28/internationaleducationnews.socialsciences)

Here she is puzzled and alienated by the seemingly arcane rituals American adolescents’
engaged in, particularly in dating and romantic relationships. Nevertheless, she persists in
trying to engage with American culture. In terms of her studies she at first feels that “much
of what I read is lost on me” because “I have so little language.” 180 However, she quickly

realises that this apparent handicap has compensations that enable her to achieve
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academically. The lack of language she laments actually means that “in my head, there is
no ongoing, daily monologue to distract me, no layers of verbal filigree to peel away before
the skeleton of an argument can become clear.” 180 With her outsiders perspective she
develops an ability to make careful and precise observations about her new culture.

Despite continued academic success and an ever growing facility with her second
language a deeper frustration remains to haunt her. A sense of melancholy and loss is never
far away and returns when she thinks of her Polish childhood, the memories of which make

—— T —
her new life seem “a daﬂ and empty state.” 108 ‘The Kcture and word show”107 have gone
she says and at times it seems this lack will never be filled or ¢ gensated for. Upon

F v

graduation she moves even further form her family to continue studying at Harvard. Here
F o > - R X .aN N

she experiences the growing counterculture, changes her name and Qts married. As she
F 4 F a2 B h

accumulates these new life experiences and time Basses an interesting development occurs -
F £ r 4 N wed L

she finally feels as if her second language has become an internalised, intrinsic part of her
J o ¥ 4 A TAY A A \
|

consciousness: “I crack the last barrier between myself and the language — the barrler
I ~~w JF .~ B B 1 Y o Y | B B B - 1

sensed but couldn t get through.” 186 She has an eglphan in which she realises that words
| U AWEEE Y - 1

have agaln become as they were in childhood, beautiful things.” 186 Enough time has

B uvl 3\ SRR R 7 N (e
passed and she has accrued enough life experiences that words, as they were in he

§ s 1 T (2
childhood, have shades and omplexmes of meaning and emotional resonance She bepilns

W \ " e

to think of herself asa fully translated person whilst at the same time recognlsrng that it is
? i, | A 4l N.. O ..lE =l h ah I |

impossible to re%ln the sense of unity she had in childhood — E)SRerlence creates style and
A s - o . W. ™ T Al —
style, in turn, creates a new woman. Polish is no longer the one true larﬁuage.” 273 “The
T W L\ Ak v ST
tiny gap” she sag‘can never be fully closed” 272 but nevertheless she allows English to play
KW AN <=3 e TR, TR

an increasinaly irnportant role in her emotional life. In the final words of her memoir
@ “a

Hoffman writes Qat ‘the lar}guage of this is sufficient. I am here now.” 280 She has

g — r
reconciled her identity with her language and her j Journe; is at an end. /

lisungM thEou Hoff

significant in a variety of ways, not

For teachers of t ecounts in her memoir is

1ghts how fundamental language is
to identity. Language is inextricably linked to personal experience. Hoffman’s journey
towards becoming a fully translated person, as she says, reveals that our experience of the
world and how we interpret it is mediated through language; a fact we may in some ways not
be aware of until we are forced, or choose, to learn another. At a young age Hoffman
realised that the more language she had the richer her experience of the world around her.

This is a key point for the teacher of second languages to remember — the goal is not to teach
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language as such but to give students the tools to experience the richness of their world

through a language that is not their own. This is what Eva Hoffman’s journey tells us.
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Searching for the missing puzzle pieces

Riza Gay Estores
TESOL 2™ semester

In a world where you can find sources left and right, one might think that it would be easy to

search for something because g
an em\/e raé tf infi imple to complex. Does
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an expert, but [ want™ i ed so my experiences with
look for articles and journals online.

BEFORE THE SEARCH

After deciding on a topic:
1. Have a research notepad. Notepads are very useful when you want to write
something immediately. Some ideas might pop in your head suddenly that you need to

write down before they vanish like a bubble. Notepads make your research life easier.
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Write your topic or subject in big bold words. Under the topic, write down all the
words associated with your topic. It could be names, abbreviations, synonyms,
acronyms, groups, organizations, or any possible related words that you can come up
with. These words might come in handy when you need to type keywords in the
search box. Notepads are also useful when you need to write down important
information that you want to research further.

2. Make a research plan. Writc dg e resources and plan how you can take

advantage of thesg ou cxr"ake Mmgchedule. (Ex. Monday —go

some books, Tuesday —

ading. It can save%

orld of finding information ) finda

o the missing pieces

®OGLE!” While this might

3

of your puzzle. Where d0 s ouldamswer ¢

sound a good idea, always remembg& peUrself to one search engine. Here are
some suggested online resources.

1. Google Scholar (scholar.google.com). Started by Google in 2004, Google scholar is

heaven-sent to us who are looking for academic journals. For tips on how to search

using google scholar, go to http://www.google.com/intl/en/scholar/help.html.

2. Subject Directories. If you want to find websites related to your topic. You can try

subject directories or web directories. One example is http://infomine.ucr.edu/. They



Fall 2013 Issues in EFL Vol. 9 No. 2 213

contain collections of scholarly websites relevant to your topic. All you have to do is
enter the topic or subject in the search box.

3. Databases. Databases must be searched separately. Google scholar contains only a
fraction of scholarly articles found online. Most full text publications can be found in
databases. To find them, use google or other search engines and simply type in your
key word or topic with database (ex. TESOL database). The following results then

show you different sites and_lj ontains a list of databases according to

wm (tl‘[ NQple of these is

IKDatabases/Subjects/tesol.p

your topic

. Is this study updated?
5. Is this study unbiased?
6. What do others say about this study?
After evaluating your materials, you are now ready to put together the missing puzzle pieces
and create your paper - your work of art. A picture of a finished puzzle. And what does this

picture look like? It all depends on your puzzle pieces. My last piece of advice? Have fun!
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Enhancing Learner Reflection and Writing Proficiency through

Engaging in Learning Journal Practice

Yeo, Ki Sang
The Graduate School of TESOL

Sookmyung Women’s University
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Constraints on the Acquisition of English Constructions with Wh-

movement by Korean Learners of English

Kang, Hyungsuk
The Graduate School of TESOL

Sookmyung Women’s University
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The Effectiveness of an Accelerated Reader Program for Third

Grade-level Reading Students in an Immersion Program in Korea

Mingyeong Son
The Graduate School of TESOL
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A Study of Student Perception of
Creativity Enhancing Writing Tasks Tailored to the NEAT

Yun, Jong-eun
The Graduate School of TESOL

Sookmyung Women’s University

This thesis examine eghiyityNaghancing writing task
' lis&hty teSNNEAT), which

CEWT positive in i r preparation 1or and aiiliw to@

questions. They especia FMasEita r aroug#® interest and provoking
ava¥a fudel

thoughts for conception in writing. " See

eption about CEWT had
something to do with their creativity or English ability. Students with lower levels of
creativity or English proficiency preferred more familiar and similar tasks for the NEAT
writing questions. On the other hand, those with higher levels of creativity or proficiency
were willing to take risks in doing more challenging tasks.

From these findings, one can see that students need writing tasks which can enhance

their thinking and English ability through creativity enhancing tasks to get prepared for the



Fall 2013 Issues in EFL Vol. 9 No. 2 219

NEAT writing questions in the future when this nation-wide test begins full-scale
implementation. However, even if it is not implemented, students through CEWTs will be

able to improve their ability to think and express their ideas more fluently using English in

their real lives.
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Elementary School Students' Perceptions of Content Based

Instruction (CBI) with Social Studies

Lee, Sang Eun
The Graduate School of TESOL
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