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B .ABS’[_“RACT
In Koreé, English has been taught for the most paﬁ By grammar translation which
neglects the cqntextﬁal use of langﬁage. Therefore, students’ English p;oficienéy is
_ linﬁted to linguistic forms only. Forbmy target t‘eaching‘ level, roational junior_pollegé
students, the ability to use English for}vrveal erld‘ communicati(')ﬁv is:critically iniportant, -
in order to enrich their p'g:rs‘f)nal‘ life and to enhance théir careérs. This éurriculum is |
| vdesi_gned} to address the ‘probllemv‘s of téécﬁing English‘ 1n Koréa' and the needs of my
target teaching le\'(el based on an intéfrelated fr.amework:of }ped'avgogi'cal ‘philosopﬁy;
language teaching pfinciplg_s, and tgéching strzitegies. | |
First, ba'sedbn cOnSt_ructiViSt' pcdagogicél philosqphy, I intend to empower students
for act.iVevand auton‘omoﬁé léarﬁing, to pfomote soci’él interactibn, and to suppoft.
. aUthenticv learning. Second, as a lénguage teéching principle, I aim to teach stu,dénts how
. to attain_ interac_t'i‘.ona_l‘ cqmpe'.t'e'n‘c-é‘iri.a given contexf. Third? to achie_,'ve-thi‘s goal, three '
. mcthodologies:are -adopted. Collabo‘rat'iVe,v léaming is ‘u‘sed to create a Setting for
" interactioﬁ. Pré‘ject-baséd ieérnihg 1s intended to engage students through the content.
‘_ Finally,‘the co@ééiat 'Qf comﬁ;quc;étive taské'iﬁfegrétgs ‘Ianvg'u'age and cqntént to focus on
meaning. »The' unit, ffThe Best Place‘tb Livé in tﬁe U.S.” shows ho§v the three integrated

"dimensions of my theoretical framework have been realized in the lessons.

il



ACKNOWLEDGMEN TS

First, I like to devote 'mahy thaﬁk_s to my advisor, Dr. Lynne Diaz-Rico for
Qpening the door to the ekciting world of 'leaming and teaching by Shafing her academic
passions and résources. Her insightful édf/ice has made my project more integrated and
focused. Also, I ém deeply ’indebted to Dr. Rosa G(mzaiez_for her encouragement and
caféful réview of my f)roject. It was myvprivilege,to have her as my second réade;r. I
cannot fdrget my appreciation to Dr. Sylvestar Robertson, who is always willing to help vv
my levarning' process thiough‘ instructional conversation. Ihad great assistance from Ms.
Beeman who is an excellent corﬁputer lab manager, and relived my agony during the
final phase of th;s project. - | |

| Iowe special thanks to my mom who takes care of my children devotedly, and
encourages‘ me tho concentrate on my pfoject. I would like to give my respect to her .
”coura’ge.and‘ ﬂexibility, which inspires me whenever I cope With challenges.
T w:ish ‘to express deépest thanks and love to my children, Heu-nu and J ung—wbn
»WhO éfe é cohtinuing source of my pride and commitrﬁént in education. I wouId like té
- grow with as much ‘as enthusiasfﬁ as they show, and as beautifuliy as they do.

My greatest appreciation goes to Yéﬁngni Yoon, my husband who has,allowed me
to have time and space in order to chaﬁgé myself. He has tuméd ‘my wish into reality by -
leftiﬁg me go on my way without regarding the sacriﬁce he had to make, and-continually g
: givjng me éxcépﬁonal support. I hardly think that my life could have been eﬁrich"ed_ :

without such a special person. Idedicate this project to him with the utmost affection.

iv






% : 'Interactlon ‘Vahd Input and Output fOf ”Language Learmng e 22

U K _What 1s Interactlon 1n Language Learmng ‘7

PrOJect-Based Learnmg

R Deﬁn1t1on

S _-" ‘;Components of a Task

Negouatronmlnteracuo , G S T
InteractlonalCompetence T s
| » CollaboTatlve Leammg “ 31 S
- ) Three "Tl'ICOI‘ICS’ of LCollaborat1veLeam1ng ‘. -. 31 e S
o "'.“Baslc Elements of Collaborat1ve Learnmg ‘ ;3‘2.3‘ -

_"‘T"Three Models . 35 L

s ‘Impact on Second Language Leammg ....... :.;, ; : 39 L

C jA Successful Example Regglo Em111a .fﬁf_; ‘ % ; 44 L:: L '

lf'Three Phases of Pr0Ject-Based Learnlng ..... o 46 R

'a ,f‘fEffect on Language Learnmg.. i ; ’.‘ - i .' ; s L 48 :"_ ‘

Task Based Language Leammg and Teachlng L3 50 o

" uff Mult1phc1ty 1n Def1n1t1on |

::'v._»New Concept for Syllabus De51gn . e ‘-'.'.".i.fk . 53 S

: Types of Commun1cat1ve Tasks . .‘ i s S b Qi 54

i Interactlonal Act1v1ty and Commun1cat1on Goals 1n a Task R 57 L

S CHAPTER THREE THEORETICAL FRAMEWORK L6l

Pedagoglcal Phllosophy Construct1V1sm




Empowering Students for Active and Autonomous Learning . . ... ... 61

Promoting Learning through Social Interaction . . e, I .63
Suppdrting Authentic Learning .............. e 64
Language Teaching Principlés Based on Intéractional Competence ....... 64

Teaching Strategies: Project-Based Learning Using Collaborative Tasks. . . .66
~Collaborative Learning: Creating a Setting for Interaction .......... 66
Project-Based Learning: Engaging Students through the Content . . .. 67

Task-Based Learning: Integrating Language and Content to Focus on

Meaning ....... e 68

CHAPTER FOUR: INTRODUCTION OF LESSON PLANS ............ .70

| Setting .......... ........ 70

Taské ........... ...................................... v. 70

0] 01155 ¢ L A 71

Langudge Input e e e 72

CHAPTER FIVE: ASSESSMENT ..................................... 73

© APPENDIX A: UNITPLAN ........................................76
APPENDFIX. B: RUBRICS FOR ASSESSMENT .. ... R 12

REFERENCES ..................... AT e P ... 118

vii



Table 12. .

'LIST OF TABLES

Tab_ie 1L Cénstmctivist‘Teaéhing Praétice,s o R R 21
| "‘Te_lbwle 2.v 1 | ‘, Teachable Strategies to Promote Intefac’tion in.CanersatiQn e 36 :
Table3.  Example of Role Definition . .. R e DR 34
| Table 4. | -Task-and GroupeRclated Soéiai Skills . . ... e seeennn 35
| ‘Table 5. ’Anélysis of 'ThréglCollabora_tive' Learning Models ...... . coene 400
: Table 6. B _ Cheékliét in Thr}ee“Phases ofa Pfojeét e R .49
Table 7. Types for Second Language Resear:ch- aﬁ.d Pedagogy Analysis ..... 59
“Table 8. Lénguage Teaching ‘Principles for Classfoorh Iﬁstruction . ce... 65
_vTable9..' Ex.ampleovfaTaskBlock’.'.........._...- ........ T
' .‘i'T‘ablek 10.  Language Inputin Lessons .. ... .. .. ................... .72
- Table 11.  Individual Aséessmeht ORI e e e 75
Grpup Assessrﬁent .. ...... R S 75

viii



~LIST OF FIGURES

Figure 1. ~ Theoretical Framework of the Curriculum Design

- ix

DI I N N



CHAPTER ONE: INTRODUCTION
Background of This Project
| Recently, the need to communicéte in English has been almost a requisite to
" success in Korea. As Korea is now more.open to the world than ever, and more
Koreans are involved with inferhati—bnal activities, there is an even greater need to
communicate in an intefnati;)nal language: .-Erigl_ish. Becéuse English is the most
- commonly used language in the world, Korgans who want to achieve their purposes in
various global fields suchvés ,tr‘ade, pqiitics, e’dﬁcation, culfure and evén ¢ntertainment,'
“need English proficiency. Companic_s pfefer applicants who afe fluent in English. Also,
fhe increasing Ievel of travel abead makes Kovreelms.reglyize that speaking English is
b néééssary for enrvic‘hin_gf their pefsaﬁal lifé. 'Ho\lx;evef, at the same time, many have beén
- émbarraésed by.f‘ailiirvl;g to rﬁaké t‘hemselgze‘s undersfood or being »unable fo carry out
simplé daily Conv'_e_rsatjon 1n Engiish, in spite ’of ’morj(;‘ than six years ‘o'f English
~education in'séhool. Thlsembarrassment may léad therﬁ ‘to realize that command of -
English meéns not only knb,wing grammar and reéding, but also communicating
cdmpetently in the real wbrld. In additior_i, the;y begaﬁ to doubt that the Engiish
education has furnished an ‘adcquatéfcor'nmahd bf English.
B English Edﬁcaﬁon’ in S‘e.conda_ry‘v School = .
o Lecture for grammzvlrl translation. Unt‘ilvlyjz-lvsf yeaf, secondary schooi is where
~ students were introduced to English. Sir.lc‘evEnglli,sh was adopted és a required class in
the core curriculur_n at the middl¢ and high- schO(‘)lb levels in thé 1960s, téaching English

has beenvina_inly‘ grammar- translation and audio-lingual-oriented. In the typical English-
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’ éla_ss', instruction consists of a 1¢cthe ih Kofean,' The lecture includes reading text and
tran‘sla'ti_ng it into Kdréah,‘With’ekplariati“()‘nsv of relevant: grammaticai rules and
, ‘vcb)c‘:abu‘la"ry. Students liSten siléntly and take notes as they follow the teacher’s
~explanation, meanWhile trying' to memorize g’ramniatic#l knqwlédge f‘or‘ tests. The only
time students say vso‘me'thing 1n EnéliSh.is vwl.le’n\the teaéher asks students to listen and
- fepeatvas the‘ teacher reads’sbnlic’: gentéh¢es from the fe);tbook ér plays ;ecordings of the
tegtbOOk ‘ma‘de by nﬁtivga E_.n_.glis'hvspeakevrs. Little vgehuir'ié commuﬁicatioh in ‘Ef;glishv
takes 'p'iace, ﬁot ohly .beéausé’few English teaﬁhété ha,ve“abil'ity t§ speak fluent English,
but alsé_ beCéuse both'té.achef and Stﬁdéﬁt_s are uh_déf g‘reat'bprcs‘sure to 'téach and study
: Englishvfor exams. B | |
Teaching Eng li‘s-h for exams Most ‘assessmenfs of En’glish competency, -from“ |
daily quizzes fo thehlghly c'oﬁ1p¢titive cOilege ent‘ran:ce examiﬁat,i'ons, are mainly'papver‘-, B
and—pcpéil tests -féétufing gfammar, feédiﬁg co’mpréhénsion ‘-and vocabulary. Speéking
: ahd w’r‘it‘ing skllls arenot adéciﬁéﬁfélyésséééed; The v'f‘ormétv of the tésts’ is uéualiy |
: . :multiple: chQice and fi_l'l_-.in;the Blaﬁks. ‘Even cbnversétioh, proﬁunciatién and intonation
. are fcst‘ed 1nwr1tten ‘fo_;ma‘t._ In 1'-994,. élﬁlost 40 years after English was adopted aS a
| ‘c‘ompul‘*SOry ;subje"c':'t- o"f“ SChé)éli‘(gﬁ;njculumé, Engiish'tests in school finally began to -
inél_udé lis'ktening’k's'kills; HoWeycf; liste,ning tests are carried out only twice in a year, and
“the peréentage of th‘e total test écore,thét consists’ of listening ’skillAs is too smali forv
: -feachers varidv‘sfudelrltsv‘to,ihvcs't their time 'preparijng'for it. AISQ, improving listening
skills usually takes a long time. Thus, the éffect of the new listening components of the

test is still in qiiesﬁon, for testirig of the skill does not 'automatically mean that students



can learﬁ' the -sk"ivlil dli_ring» lthc.'ti‘m.f.:valblééatejd in class.

Parﬁcularly, tile»collége v_‘éntran_,c_‘e"e)‘(_ém_‘sﬂ,fwhiv(:h‘.have ,gréat influence on seé_ondary
s_éhools; Have'keptvEngl-i;sh"instrll.(:?tiOh‘fvoCﬁs.ed on tréditibpal fnethods. As Korean-s éré
well kriéwn for emphéisiz‘i'r.lg" highefb éduéation; 1t is not ‘an"exa'ggerat_ior‘l to say that

passing the pollege entfanéé_'_exafn is the ultimate goal of educatiéﬁ from el¢mehtary to
"high school. "'Without’ a céllegé deg‘r_e,e,‘ i:t"is hér_dly posgiblé tobe a White-cdllar Worker.
o Thus, més't ip}avren}ts‘regardpas\s:ing the hétional college entrance examination as a critical
hurdle “forb theif children to ad'v’ancé'v i‘r‘lto'hilgher. soc‘:ie.ty. If student; fail thé e‘x'am,‘they" o
immediately Become a‘f‘loSér»”’lmtil they succeedﬁ on ﬁ_exf year’s e);am. Althoﬁgh a |
-, fﬁtm'ly rhdy be rich aﬁd famou‘s‘, 1f th‘e“ fémily has a child who fails to pass the entrance
e);am, 1t becomeé an embar:assﬁlent~. Parcﬁts, feachér_s_ and students aré togethgr uvnder
| great pressure frbm the college entrance exams‘., Thu‘s, despite general dissatisfvactiron
: regarding current Engliéh instruction, parents expect thaf instruction invsch‘(')01s shOuid
- czirefuliy parallel the requirements of the college éntfaﬁcé éxém and teaclllers,‘ shouldv e
; take few risks in adopti.ng‘r‘lew méthods. This is the situation that instructors of En‘gli»s_h.
~ face. | B
English v].Education‘ in C‘olylege :
English‘eciucafibn in the Kdrcan college focuses vori reading. Most »collegés h'dw
‘ recbgni;é, the 'ggals ;of‘ EnglisheducationaS"‘to improven v.the ability to‘commlvmi‘cate‘ in
. Engli’sﬁh‘ n ord¢r'fo\- re_c.eiye' iﬁfbrmatiprﬁ' "pr(.)rnptly, aﬁd to undersftand the cultﬁre of |
y English-spe;iking VCVQ‘u‘n‘tries_as 'ime_fnaaqnal gitizeris”(cho; Moon, & Lee, 1996). This

* has become broader compared to the goal of English education in the 1960's, which was



nits of English during




probably take a fair _amOunt Qf time to impleméntf this new approach to middle and high
- schools. However, this is a meaﬁingful change because it indicates that policy makers
in education have begun to consider ‘fhat _studénis should learn Ehgii‘sh as a language for
communication, therefore new’méthodologiés besides grammar translation should be
- used for this goal.
| Target Teaching Level
| The vocational junior college is my target level to teach in Korea. The curriculum
for junior vocatioﬁal cblleges emphasizes laboratory practice and on—thé-job training.
RecentIy, the nﬁmber of junior vocational colleges has increased sharply. As of 1996,
there were 135 junior vocational colleges, With a total enrollment of 506,806 students
across Korea (Facts aBout Korea, 1996). These institutions ére gaining public
‘Tecognition becausé they subply practically trained Workers for a variety of proféssional
fields. T‘he emplojiment perceﬁtagc of vocational juniqr college gradﬁates is higher thaﬁ
that of éollege gradﬁatés. Leé (.1985) indicates that half of the jobs in Korea require
employees with obnly vocational junior college education. ~This fact reflects that the
education of vocational colleges has significant influence on business and industries in
Korea. Particularly;English education plays an important fole, because students éhbuld
‘ prep:are themselves to be competent in EngliSh in order to find information necessary for
their jobs, mﬁch of which is transferred via English. |
In contrast ‘to the focus on reading for academic purposes in the fouf year colleges,
' Eﬂglish education in this level aims “to impfove basic skills in four language skills:

‘reading, writihg, speaking, and listening” (Cho, 1987). However, compared to this
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- COmprehensi\%e goal, thé requlredﬁ English class takes only two to three units, ‘Whiéh B
compfisés al‘)cv)]it‘ 10 percent Of total"r.e,ciuiféd (_:‘lasses 1n terms with units an%l class llours,
as o’pposevd to 15 percent alt the ‘ft)u‘r-year‘ ‘cbllege; level.: Cho (1985) repOrts that due to-
thé_ir job-orieﬁtccl chéracteristics, students of vocati(ln_al college students have a great
interest in imprdVing their practical (conversaﬁ'onal)l skills in English. They consider
conVé_rsational skilll, ’Whvich inéludes speaking and listénihg skills, to be one of the lnost :
, »ur'gent needs in théiryEnglish learning. It seems tha:tvth'ey recognize lhe problem of
English education in sééondary schools, which ignores those skills due to the college
entrﬁnce exams. In sufn, English instruction at this levsl needs to give students more
v practlcal tréihing aljout conversational English with more l/ariety in content and with
more time for conversational practice.
Problems of English Instruction in Korea

Béhavioristic assumptions about leaming and learners. In the behavioristic view
of leamving, studehfs are pas'sive‘ rec_ipiellts of informétion. To attain knowledge, they
have to memorize facts and acquire skills through drill and practice. Students are only
allowed to ll‘sten celrefully and follow the teacher’s direction. Teachers are thé primary
~source of Ikndvli‘ledge; aﬁd transm»it’ theirlk»rlowle‘dge to s‘tudepts thrqugh lectures.
Correcting the students’ wrong ansWefs is one of the teachers’ most inllpOrtanti jobs. |
They are supervisors and directors in the slassrooms (Marshall, 1992). This typical
description of bellavioristic learning exactly describes the English classrooms in Korea.

leny English teachers in Korea consider English as a collection of grammatical

facts. They do not expect students’ participation, so students do not have a chance to -



' produce meaning,». L’(:')fte-n‘, s_tudentsl ‘ideficlen'cies in part"i:cular g-r'ammatic‘al ’aslp’ects is
_highlightedr Theway stude‘nts learnEngllsh1s throu’gh’;rotememori'zatlon.‘ 'ThIOugh B
triali andv error-.jnvlmultiple choice’te,'sts, Students‘hecome more'efficlent‘ at finding right. o
o answers_fwi‘thout_be‘ing tnckedby other confusmg op‘tion‘s.' ‘H.owever', .'althouglh a student
. : :g‘e'ts ahigh ‘scorel on the test, the1r sco'res“:‘does not usually mat_ch the ability to use E }
| l-inglish fo_r’vc'ommunication.- - | | | |
To counteract thrs drawback 1n th1s prOJect I W1llpresent a construct1v1st view of -
) learnmg and teachlng that Wlll form the bas1s for my pedagog1cal phllosophy From this
basis, I will focus on learnersv actlve 1nteract1on in order to fac1htate the learnmg of
B L1ttle 1nteract1on in the Enghsh classroom In Korea class sizes at secondary |
schools usually contam over f1fty students A large classroom size is one of the reasons
- for the 'minimal teacher;student interaction in‘ a classroom}. ; -C.(’)'nsidering that,on’e class‘ -
- hour 1nsecondaryschool 1s flftyrmnutes,lf each st'udent':is_"»allowed'to COmment or ’ask‘v: .
' som’ethi‘n‘g for oanr onemmute durmg the,'cla’ss.,; 'it:requires: 'a whole class hour, and the :
. «“'t.eaeher cannot teach a‘lesson. Thus, teachers cannot g’i\v/e enough a"ttent'ion to'e.ach
. -student and allow students to have ‘few opportun1t1es to quest1ons or make comments
| _Th1s lack‘of. trme creates an 1nv1s1ble classroom rule: “Speak only when you are asked by
the' teacher»._’»’l |
. | Also,;man‘};students} arehes1tantand ca_uti'ous"to say anything during the class
" because th’eyb donot Want to'lovse_;f’ace:-‘in'-froht oftabrhole.classby making a mistake.

- Often, one ’r‘i’ght*answe’r__,'is expected eyen for '-the'topics that have a wide range of possible



answers and d1fferentop1n1ons Makmg m1stake51scons1dered Veryshamefuland '
correCted’: 1mmed1ately and_ d1rectly, rather than :"beingregajr‘de.d ,asl a ;‘CUe for theteache'r to
explarn 1t agam and let other students help w1th drfferent approaches to the answer. |
Therefore students choose to be safe yv1thout takmg the rlsk of bemg laughed at.
o ; 'The compeutrye learnrngvenvrronmentls ‘another reason for the» lack ,Of
: interactlon_between students Under thepressure of darly exams and‘entrance, examvfor_ﬂ
h1gher educatron, students consider leammg to be compet1t1veand an findividualprocess. .
. v' v:Pa1r or group work is uncommon 1n the Enghsh classroom Thus they do not have the
experlence of 1mprov1ng‘ Enghsh ﬂuency through Worklng w1th other students Also
- "they are 1gnorant of how they can learn better by helpmg each other Th1s s1tuat10n
deprlves Korean students of the'opportumty to trarn themselves for actlve' 1nvolvement |
. 1n'd1‘_scl‘15':810n, and to e‘xpress .t;he:rr; oprmohs‘ Yoluntarr-l}’g .-Lr_ttle lnteractlon ls;»one"of the
| most'__'ser_ious drawbackstrEnglrsh classrooms ’because*l-anguage isbest leamed through | ‘v .
interaction. To come up wrth a :sOIuti:on.‘*fort this séconaf drawbaé:k 1 yr‘/ill-"‘investigate‘the' B
"' o 1mportance of‘ 1nteract1on 1n languageleammg,‘ and seek approprlate strategles to provrde

o la settmg for act1ve language 1nteract10n

Lack of meamngful context “ In Korea Engllsh teachers in secondary schools

-' khave no freedom to choose a textbook The M1nrstry of Educatlon has the power ‘to

o appomt frv'e ft'ext’bo"oks;‘[fr'om :Which:e‘a_ch school-cthsesi one. ‘ExCept’_ ,fo‘rthe_Se'five

N 'Enghsh textbooks teachers are Very restrlcted 1n usmg other supplementary materlal
Most teachers use one textbook throughout the year The orgamzatron and content of the

five textbooksarc-ver?y- similar. Each unit of the tethoQk,s,is mainly COmposed ofone




esséy, and grammatical rules necessafy for comprehehding the essay. Consequently,
textbook;centered English teaching iv_s often apt to émphasizé only the form of English
languagé. In Korea every exam in schools is heavily baséd on the éontent of the‘
textbooks. Therefbre, teachers just confine their teaching to traditional grammar
translation that focuses on aCcuraéy of language. This unbalancéd emphasis on forms of
English keepé students from learning English as a communication tool.

Due to the focus on the structural form, the toﬁics of the textv books become much
less importaﬁt. The content of essays is far away from students’ interests and irrelevant
to their real life. For many students, studying each unit just means repeating the same
~ pattern of grammar exercises. They cannot find meaningful context attached to the
essay. : Over-reliance on textboqks fails in engaging students to leam English because it
cioes not provide them with any oppoﬂunity to. construct ‘their own meaning of the
content. What they need iS some impetus to keep them engaged and encourage them to
make neW meaning of the content for themselves using linguistic knowledge.
Addressing this drawback by introducing project-based learning, this approach invites
students to investigate of one content-rich topic. Additionally, as a way of integrating
content to language, the concept of communicative tasks and its application to the
syllabus design will be examined.

The Purpose of the Pi'oject‘ ,

This curriculum project is designed to address the ‘problems stated above and

improve English instruction m Korea by emphasizing interaction in language learning

for the use of English as a communication tool. To fulfill this purpose, I will preseﬁt



new vassumptiovns about lea_‘rnir‘l‘g; ahd téaching that empower students as actiye meaning
- cohstructors. With this pedagogical philosophy, this projeqt highlights intefactional
competénce as a new concept of Engiish lahguage phoficiency, To promotfe’ language
interaétioh required for ihferactighal cOmpetencg practice, I édppt and iritegrate thrée‘
teahhing strategies: Projec,f-based’leafning hsing collaborativev tasks, which can engage
students into their leaming' prohéss; a pollaborative setting ih the English claséroom,
. Which facilitétes students’inté_rhchdns in English _du'ring‘the working on a project; and -
finally, -task-based learning prbvidé‘s idéas on how to C;e;lte lessoriS' that optimize h
language interaction which foéﬁSgs on meaning.
The Cohtent“ of the Project
This prhject has five main bse_ct‘i'ons. -Chapter One introduces the Enghsh

} e_dhcation béiCkgrOund and states problevr‘ns'with current English education in Korea.
. Chapter Two revieW$ literéture which includes constructivism, interaction in lénguagé
lea‘.‘m‘ing,v collaborative leaming,vproject-based 'leé;friing and task-based learning. Chapter
Thhe‘e incorphrateé' princii)iés derived from ‘l‘it‘evrélture‘ vr‘egf‘iew to present a theo’reticai '
Wfra'méw'drkfhr Ehglis‘h ihstruétion in Kore“a.‘b Chapter qur introduces thé organization |
- and _conﬁehf-of llessohv plans . ’C_:hai)ter Five»'pro_poses the evaluatioh of insfruction,
including téaéher;sv obé'e&&tion and s,tudeht'sl’isélf .évaluatihn.v Appendix A Contgins
leﬁsbn plans o‘f a qnit b‘ase“d on the theor‘étical framework, and appeneix B holds sample |
vrubrvics for assessfnént. _— |

' The Significance of the Pfojeét

- As English has gained status as aniinteyrnational language, the ability to use
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English in real-world ihteraétibns has been highiy required in Korea, not only for success
- in bﬁsinésé’ and[acaden‘lic‘fields, but also for more enriéhed pérsOnai lives in this global

' 'agé. Byvc‘:rea‘ting é sgtting that proni§tes language interaction through project—based»‘
learning using co‘llaborative itasks, this projéct can help students to improve fheir

interactional competence in using English as a communication tool.

11



© CHAPTERTWO: LITERATUREREVIEW
‘ - l_ : | ConstructWISt Impllcatlons 'Learning "'and‘ Tea‘ch’ingv
i ,Constl'uétivi‘sit” Paladig'm.'bf Knowledge i |
- | Constmctrv1sm is atheory abont ;‘comlng to know” (Fosnot 1996) Whlle thlS‘ k .
‘ "theory has roots 1n phrloeophy, psychology, and anthropology, its orlentatron toward
| knowledge and learnmg has undergrrded anew paradrgm for pedagogy in educatron "
s1nce the earl}l 19805v The basrc assumptron .of conétructrwsm is that knowledge is not o
e)tternal to.the learner, but rnst_e'a'd is-an ’vactrvevl.)rocess of conl‘structron by the learner on
the baSie of 1nterpretat10n of experlence (Kunth and‘vcnnningharn, ‘1 993) Learners"l)uild
knowledge rather fthan reCelvert 'frorfnii_any Ve:xternal eource, (J ona_ssen,\ l\v/l:aye,s'7 &
MeAleese; 1 993). Thls vi;ew’of knowledgedoes notdeny the existence of the real world;
o but inste‘ad hOldd 'that meamngls1mposed onth_e world by le‘arners (l)uffy & Jonassen, -
19‘9:2). Therefore,ﬁtherﬁe'ﬁare}frnany meamngs or perepectri?es for any“‘ eoncept and bev\blent,
and also learners have their'ownv*r)ath‘s :to:;create knowledge.

| Although 1con‘$trnetiv:i$rn ehares;'s-e\?eral features w1th cogni'tive‘infor‘rnation -
. processin’g theory, namely thatbothempha31ze the actlne'role.vand prior knoWledge of |
the learner a fundaniental dlfferenceexrsts between these‘ two concepts.of know-ledge.' S
| "Cogmtlve 1nformat1on .nrocessmg theorrsts belleve that there is an objectrve reahty ont
there” (Woolfolk 1995) whrch is transferred 1ns.1de the mrnd ThlS Ob_]eCtIVlSt 5
" eplstemology is the s__ame aesumptlon upon.wh1eh behayrorlsm is bas.ed. Ini_t_hls ~vlew of ‘ i ,.

b‘khv(‘)\w)led‘ge, eogn/iti\’liysrnv’stre'ssebs_the‘eff_eetive application of ‘information proeessing

- strategies: how the internal memory synthesizes information during the processes of

: i



: atteptior@ encoding, aﬁdv'retricval to gafn more accurate and complete knowledge.
‘Hov(/ever, the ci)nstfuctién of knoWIedge goes beyond this simple “shuffling” of
'ir_)formation. Perkins (1992) asserts that“a learner forms knowiedge'by making

» hypotheses, aﬁd testing tentativ¢ interpfetﬁtions. Knowledge 1s not the same as common
'reality.‘ It in’Volvés Somé‘ constructive jp,r(-x':essfc_s of individual understanding.

Based. on the different fOcus on the agent in knowledge construction, there are two
major‘approaches in cons_tfuctivisni: cognitive and ‘social. Coghitive coﬁstructivism
considers indiyidualé to bf; constructive agenté with an emphasis on their cOgnitiVé
processes. ‘The effeét of one’s social role is important but is not essential. Meanwhile,
social constructivism empﬁasizes the social context in whiéh individual cognitive
development occurs. According to social constructibn theorists, socially constructed
‘kno‘wl'edgevaffects é.ognitive.’change in i;ndividuals‘ through social interaction and
negbtiatidn (cf., Vygétsky 1978, 198‘65. Nowadays, the distinction between individual
and social cOgnitivq devclopment is Afadir‘lgIOut.‘ Cognition is viewed as being shafed by,
or d’isfribﬁted among -indivvivdua‘ls, and éognitiVé processes are perceived as a property of
a group in interaction. Spivey (1997) argues that the two approaches éannot be separated
aﬁd we need only adjust both micro- (cognitive) and macro- (constructive) lenses to
bring the two together. Any attempts to prioritize the two approaches relétive to one
another may restrict the understanding of learning as a whole picture'. We cannot
understand an individual’s cognitive structure without considering its interaction with in
a co}ntexty and a culture; Also, it is impossible to understand a society as an entity apart.

from individuals who share the culture within it. An important question to be asked is
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- not which approach should have priority in an anaiysis of learning;.but Wﬁat is the
interplay betwee.n them (Fosnot, ‘1996).‘ Thefefore, the dichotémy between cognitive and
social constructivism §vill not be hi‘ghlightecvl‘ in this project. Inétead, 1 'W"ill cénCentrate ‘
on targeting those aépects of constructivism most essential fbf my teaching purpbses.
Const-ructi\.fist Viéw of Learning | | :
Active con}stru'cvtion of niééming. }Piaget;_s ‘svtudy of ‘coghitivé dgvelopment in
v,chil‘cy‘lren' has vcontribuvte;d to an VeXplanati'on' 6f tirle human mind’s attempts to make sense
of thé wo_rld. ‘In h1$ ciaim that humans are knoWle’dg’e constructors, he postulated a
mechanisfﬁ of learning m biological terms: *“ The subject exists bécause, to put it very
brieﬂy, th¢ being éf stfucturés cOnsisté in their éomirig to be, that is, their being ‘under
construction’ . .-. There'is ho st:ru‘ctu're’apart from cohs‘truction” (Piaget, 1970, p. 140).
H_e'proposed that intelligence is a natural procesé becauise cognition, as a part Qf the
Whole_human organisfn, has evolved continually in the 'same way asv,physical br' f
emo'tioﬁal deuvelopment.’ He capégérized cognitive development into three p‘r0c':e,sjses.
First, assinliiation is the- i‘nt'ég‘r‘ativon of ﬁew data with eXisting cognitive struétures, or
sChem'ata; This is the‘te‘ndency td view the :'wor'ld fhrough ohe’s own constructs 1in order |
to preserve one’s autonomy as ‘a_part wixthin a whéle system. Sécdnd, accommodation is
' ;thc’adjus'tment of Cognitive strﬁctures to new situétion‘s;. It iS an attempt to reconstitute
previoﬁs behaviofs. Third, vequilibration is the continuing readjustment betweeh .
assiinilation'and agcommoc_lation. It ié not a staﬁé, but rather a dynamic:’,‘ﬂexible
procesé of a self-organizing nétﬁre (Foshot, 1996)’. In other words, bwhen humans face

cognitive conflict, they are attempting to accommodate information that has been
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assimilated; ,they attempt to equivlibrate. In Piaget’s view, the human mind is never a
| blank slate, a tabula resa. Humans ac}tively construct knowledge through mental
- pchesees aﬁd knowledge is the elevelopment of reflexive awefehess of that process

B (Bedn‘af-, Cufmingl‘lam,i Duffy, & David -Perry, 1992). Leamers can f)e described as
éctive'thinkers, explaiﬁers? fnterpreters, questioners,‘researchers,- generators and
constructoré (Wdolfolk, 1995). The direcf imﬁlication_ of actiye learning is that learners
have ownership of their learning and performaﬁce (Honebein, Duffy, Fisherman &

Berry, 1993).

Learniflg through multinle perspectives. In the constructivist view, knowing is a
constructive precess and leafnefs have their own internal representations of knowledge.
Different experiences and interpretations lead to different knowledge; each learner has a
different interpretation about exactly the same object or event. Radical constructivists,
such’as von Glaserfeld (1984) assert that there is no single objective reality. Setting
aside the debate whether existence ‘of av“true” world, most constrﬁctivists/believe that
there are multiple perepectives of the world, which are constructed by individuals using
differept paths. Comimon undefstandings, then, regularly result from the social
negotiation of »meaning‘. Appreeiating multiple perspectives is one of the critical
processes of k'n'owledge construction. By recognizing other views, as well as the
inﬂ'uences'thét shape their own thinkirfg, learners can develop end defend their own
‘pesitiens as well as ‘respect"those of others (Kunth & Cunnihgham, 1993). Furthermore,

: muftjple perspeCtives serve the purpbse of ehlargihg_ the rangeof applicatfon of the

knowledge.
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Leamrng through soc1al 1nteract1on Although P1aget mamly focused on the ‘ | L

cognrtrve development of the 1nd1v1dual he d1d not overlook the effect of socml
B 1nteract1onon learmng )He clarmed that edu1l1brat10n must be apphed to explarn both
i v1nd1v1dual and socral svstems | Accordmg to h1s theory, a grven level of 1nd1v1dual
- development allows partrclpatmn }n 'certaml soc1al 1nteract1ons wh1ch produce new
| ‘1nd1v1dual states These 1n turn make poss1ble more sophrst1cated socral 1nteractrons

‘and S0 on (D1llenbourg, Baker Blaye & O Malley, 1994) However 1t was Lev ‘, 7‘
, _Vygotsky who exphcrtly emphasrzed the effects of the learner s cultural and socral group' .
on cogmtron (Woolfolk 1995) Vygotsky belreved that learnlng was developmental but.‘v" |
‘_,'also heav1ly dependent on mteractlon w1th people in the leamer s world In hrs

o explanatron of what facrlrtates a learner s development he argued that the chrld

R constructs two kmds of concepts One is a spontaneous concept” constructed from a

o ch1ld’s natural development (the ch1ld’s reﬂect1ons on e-veryday exper1ence)1'-.The o.ther Lol

: 1s a screntrfrc concept wh1ch orrglnates from more structured 1nstruct10n As Vygotsky N

o explarned The development of a spontaneous concept must have reached a certarn
. level- for' a chlldfto b‘e able to absorb’ ta‘rel‘a’ted -sc1ent1f1c concept‘ Sc1ent1fic concepts
- ;1n tum supply structures for the upward conscmusness and dehberate use. Sc1ent1frc - _

) concepts grow downward through spontaneous concepts spontaneous concepts grow

o ‘upward through screnuﬁc concepts” (Vygotsky, 1986 p 194)
Based on the def1n1t10ns of these drfferent concepts he postulated the phase where: o
“achild’s natural development moved 1nto systematrc reasonrng Accordrng to Vygotsky, EEE

’ thrnkmg and problem solvmg can be placed into three categorles At one extreme some



preblems can be solved indeﬁendently ‘by the child. At the other extreme, some
problems are beyon_d'the chil‘d"si capabiiities.‘ Between these two extremes lies the zone
i'of proximal development, where thév child vcannot solve a problem alone but can perform
the task with the right kind of help frorvnb adults and peers. Tn Vygotsky’s words, “The
most effective leamingvv occurs when the adult dravt/s the child out to the jointl;t
constructed ‘petentival’ level of performance” (Vygotsky,_ 1986, p. 49). Later, Bruner
(1986) prop‘béed ‘the term “scaffolding” as the means by whictt adults, such as teachers
or pate‘nts, btovide-leatners -With hints and erops that allow them to begin a new way of
thihkihg, atxtl help them to go forward to their> appreciation of significance.

One of the limitations of Vyg(‘)tsky’s theory is that his term “scientific conception”
implies'tljuth in the ebjecti\}e sense, and suggests a learner is stlpposed,to absorb the
) adtilt’e Coneethal understanding. Fostlot (1996) argues that these assumptions reflected
: e'reejdue of eid paradigm:' Objectivisrh;l Te evercome this limitation, -Calﬁboume
, defined seaffolding as the proeess of providing the childv with new possibilities to
eo'nsider, trath“er than as the trvahsmisshion of knovwledge.»‘ He highlighted the constructive
nature of learning,_describing scaffolding as 1) focusing on a learner’s conceptions; 2)
extending or challengirig those eonceptions; 3) refocusing bytencouraging clarification;
and 4) redirecting by offefing new possibilities for consideration (Cambourne, 1988).

Learning in Con_text. ‘Vygotsky’s emphasis on the social situation in which
learning occurs has had a great influence on one of the principles in constructivist
pedagogy: learning in ‘co‘ntext.‘ However, the term “context” is used in various Ways,

including real-life connections, authentic activities, and meaningful problem solving. In
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- the ‘.b'f}oad sen'se,. context réfers'to the sociéi aspects of learning 6r the qualities of the
application ¢nvironment. MoSt constructivist appr‘oayches focus oﬁ the particular aspect
of context, namely, _context of usé. They beliéye that knowiedge_is best understood by
looking at the use Qf _th¢ concept.' Knowledgé and application (context) cannot be
separated (PrenZél & Mandle, 1993).
| From the view of leafﬁiﬂg in éontext, Browh, Collins, and Duguid (1989),
dévelo’ped situated leaming. They criticized teaching practices that presented conceptuai

| knowledge abstracted from the s;._iiuation in which it occﬁrred. They argue that
“knowledge is situated and is partly a product of the acﬁvity, context and culture in ‘
which it is used.” (Brown, Collins, & Dﬁguid,' 1989). One. example of this approach 1S

i‘ the cognitive apprenticeship learning -modeI. The main .pdiilt of this model is that
* learning in fhe real World 1s not like studying in school. It is more like an
apprenticeship, where novices take oh more and more respoﬁsibility until they are able to
function independeﬁtly. In ivsuc‘h aﬁ'apprén_ticeship, modqling is critical. Mddeling

‘ allows'studenté td see hov_v an bex'pert_' solVé_s ﬁfObléms. The most common application of
.the\ apprenticeship model »is_;the iriterﬁship experience such"as'r medicine and téa‘ching |

" fields. o |
B A»nothervway of‘ situéting le.a_rnin‘g ‘i:'si‘an‘éhor‘evd_ Iihstrugtion. Bransford and his

colleagues (1990) assert that knowledge is acquired through use in cqntextualized

pfobleﬁl-éolvihgv'situati(‘)r'ls father than through the p’res.e_ntation of isolated facts.

Problem solving cOntest can geﬁetaté interest aﬁd énable students to identify and define

problems as ‘well: as pay 'at'ter_lti‘on,to t‘hei:rvbwn perception of these prdblem's. This
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»ihsffuétion allows one to-,r‘epvl.icat'e‘ somcg%lyanfa’ges of apprenticeéhip learning in the
c'laé’sfoé’m'f In 6ther Wbrdsv, 'in‘e‘r't.{‘fécts‘be_ico:me_Conccptual toois that can be readily
| 'franéférréd to néw proble'm-'s‘ohv{ing'sv'ituatioi’ls'.v Undérstaﬁding a sitﬁation from new
’ poihts of ,v‘i.ew, and néting éonteXtual rélevaﬁce is the key in aﬁchoréd instruction. "Thﬁs,
the empﬁésis is on the task, which i'néludes research éf felevént information and the
developmjer.llt.' of stfaﬁegies. |
| , Furtl‘levrr:n-ore‘,-vthe_ context 'éhouldbe au'théntic. This authenticity means ,rvlot only
haVing a reélfWQfld of work, but alsé 'ﬁsing,authentié tools in a particular domain. The
‘Cogriiti’QIn and Teéhnolbgy Gfoup at Vaﬁderbilf (CTGV’)v-devsig'n‘e‘d anchored situ’%ition
, enVironments jusin:g‘ _-Vid.eo fechnology,’p.foz\fid‘ihg.a,contex-t riéh m cues. For example, the
, ‘J, aspéf Woodbﬁry ‘v‘i‘de(.) program’develope‘d'by CTGV provides simulations that put
'V students‘»in'real problem Sitﬁétipﬁs wﬁere ‘,t_‘heymust solye realistic problems. Throﬁgh
> Video cl_,i'ps fforﬂ a Vidébdjsk, readiﬁgs anél teaéher-éuppérted d}iscbusisions; stu.dentsv
exéﬁﬁﬁé ‘andr collabqfétively come up vx;ith »éoluﬁon to the problem Which J asper
' ‘W'oodb’ufy faces in a s.ib)ecif‘ivc’ :c:(‘)'ntex‘t.v‘..During.the process of problem solving, students
_have to use Sfc‘\vzerelll types éf mat‘h_, ‘inféreﬁéihg skills, and other cfiﬁcal thinking skills.
Teachers’ Role in Constructivist Learning.
s Whereas-i‘n the traditional classroom, the’teacher. is the “sage on the stage”
| transmitting knowledgé'through recitation and 'lé_cture, the constructivist view holds that
' th_? téac_her’s rolenis the “guide on the si:de,’v" facil_itating br coaching students’ largely |
.. autdno'r_nousvl}eaming‘pr_oces_ses, : ".It is the job of the constructivist teacher to enable

learners to learn how to learn, and hold learners in their zone of proximal development



by prov1d1ng just enough help and guldance WllllS Stephens & Matthew ( 1996) affirm » ;
that the purpose of 1nstruct10n is prov1d1ng exploratory and problem—solvmg s1tuat10ns
that allow the student to experirnent to make mistakes and to Work collaboratlvely w1th 1
’.peers to find answers to p_roble"rns.' Brooks and Brooks (1993) provide tvvelve strategies
o suggest ways for teachers to heconle conStructivists in the .classroom (see Table l) |
Fosnot ( 1989) explains vvhat teachers vvill need to beCOme constructivist teachers
~when she p’rOpose_s. reform in teacher-education programs; She -contendsthat refo.rm‘
mandates developrnent . empowered—teachers who can respond ﬂexrbly, crltically, and
creatively to the needs of the learner in relation to the needs of socrety” (p. 13). Based
on the?beh,ef that- teachers teach vvhat they have been tau“ght,‘she maintains that pre-
service teachers should be familiar vvith' reflecting on the .learningv experience, and
questioning-pedagogies as a learner. This experience-asa learner can make them
~ promote and facilit‘ate learner—centered int]uiry and investigation as teachers. iAnother
* requirement for a‘constructivist-teacheri is toi‘be a researcher.’ Fieldwork in classroom -
settings as vvell as_'ivith indivifdual ‘students through asking questions of students,
listening to their respo‘nSes, and ‘pr‘obing forunderstanding, can help the teacher learn
thinking that‘is specifically contextual, interactive. and speculative; ,this type of thinking |

benefits teachers in selecting instructional.methods and makingdecisions.
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Table 1. Constmctiviét Teaching Practices’ (adaptedr'f‘rom Woolfolk, 1993, p. 487).

1. .Constructivist teachers encourage and accept student autonomy and initiative. -

2. Constructivist t¢achers use raw data and primary sources, along with manipulative,
interactive, and phy-sical material. |

3. When framing tasks, constmctiyist teachers use cognitive terminology such as

predict,” and “create.”

< ” <

- “classify,” “analyze,
4. Constructivis't tea¢hers allow student responses to drive lessons, shift insfructional
strategies, and aiter content.
5. Constructivist teachers inquire about students’ understandings of concepts before
sharing their own understandings of those concepts.
6. Cdﬁstructivist teachers encourage students to engage in dialogue, both with the
"teacher and with one another.
7. Constructivist teachers‘ encouragevstudentt inQuiry by asking thoughtful, open-ended
questions and enco’ur“aging> students to ask questionS of one other.
8. Constructiyist teachers seek elaboration of students initial responses.
9. Constructivist teacheré-engage students in experiences that might engender
contradictions to their iﬁitial hypothcsés and subsequently encourage discussion.
-10. Constructivist teachers allow Wéit time after‘ pdsing questions.
1. ConStrﬁctiVist teaéheré provide ﬁnie for students to discover rélationships and create

metaphors.
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In'te,r‘action in Language Learning
Importance of Interaction 1n L‘aﬁguege Learriin':g‘

When learners use language‘as a ﬁpans (‘)f‘ sharing ideas with other learners, they
can have more opportunities to intemaﬁze secondvlangua‘ge structures. Rivers (1987 ) »
indicates that threugh real-life interaction, students can have ’opportunities to ﬁse
vlanguage knowledge accjuired from formal learning or absorbed from casual settings.
Expressing their real meaning is importaﬁt to studeﬁts. Rivers rhaintains that, “Through
interactionv, students can increase their ‘language store as they listen to or read authen«tic‘
linguistic material, or eveﬁ fhe eutput'of their fellow students in discussions, skits, joint
problem-solving taeks, or dialogue journals.” To better understand the advantage of
| interaction for language learning, the teacher needs to know what is valid input, and

i

- ‘what output leads to enhanced language acquisition. |

Interacﬁon: Valid Input and Output for Language Learning

| Input. In a broad sense, input ’nieans, “language in both spoken and written form
to which ‘tvhe 1eamer is exposed” (Gass & Selinkef,‘ 1994, p. 197). In the behaviorist
view, input Was the major driving force of second language learning, and imitation and
memorization were erucially important to learn a language. As interest shifted away
from this behaviorist view toward understanding of learners’ innate language-learning‘
- systems, the notion of input began to be investigated from learners’ perspectives. In this
vein, Krashen (1985) specified comprehensible input as language that is slightly ehead
Qf a learﬁer’s current state of graininatical knowledge. He claimed that language

learners move from I, the learner’s current level, to I +1, the next level, by understanding
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‘the .hlésSage ébntdiniﬁg.the I+1 ‘struvctLll‘r‘ev.‘" T-his is déne With the help Qf céntext or extra
linguibs'.tic‘ informatioﬁ (pv._21.). FolloWirig“ thlS hypothesis, the langﬁage teacher needs to
ensure that sfﬁdenfs reéeive a sﬁfficient ‘am‘ovunt'of 'cvovmi)rehen_sible, input.

| On¢ criticism bf Krashen;.s.theory is this hypothesis cannvot‘ be validated without
deﬁning the presént stage of k‘nowledge‘ and’the"sufficient quéntitjz_ of appr_bpriate inplét..“

Y(Gass .&‘,Sebl"inker, 1994). “ The que'stio’rﬁlv of how _extra-linguisti¢ inforrnatién'chilitates‘
‘acqui'sitibr‘l émd intémalizatio’n‘of , lingui’stic» fulesis also not add‘re‘,sbs‘ed (Gregg, 1984)
Another ‘cvritbi’civsm is that if a léafner does vno_tihavbe énéugh opportunity to u_se‘: the
language productively, he/‘she. can’not ‘digévst‘ sémaﬁtic meanings to acquire syntactig
Stfucfufé@ Swain (1985.) p;dyided empiribéval"evidence that students who were in‘
immérSion cléssrobms for several years still could not pfoduée natiye—like competence,

~ although a@:cbrding to Krashen’s claim,‘the'learhing situations are the most bveneﬁcial' '
thrdugh chprehensible inpﬁt. This suggested tﬁat comprehehsiblé input is necessary ,.
but nét suffipient for leamérs to become fully pfofici¢nt ina -seéond language.

- Elabc‘)ratirjlg‘ on‘ Krééhen.’s Input Hybotheéis, SWaﬁn proposéd the Iﬁteractién

, Hypothesis: language ﬁse in interactional seftings 1s crucial to make an inputj .

' f'corﬁprehensive."’ Thisﬂhypothc‘:si.s plays a major rolé in redefiﬁingbbmpreheihsi\v'e input. -
: Th¢ thrée; .main éo‘ncepfs 0f> thevhypothesi‘s are; 1) comprehensible inpUt is ﬁeceSSary for
lén-_guage “acquisitio-n;‘ 2) con\}ers'étibi;al interactions (négo,tiation) makes the i-npuf ‘

N “conylkpr;ehfcnsiblle, and 3) vcorriprvéhéInSible output aids 1earners in moving from semantic | ’
| pch;Ssing t§ syntactic prdcessivlvl.g.,(‘S\‘Vain,.: 1985).

Oiltput. In Swain’s Inte‘raction Hypothcsis; output is not considered a means to



_ generate rnore 1nput for the learner. Rather ’outputf allovtés lear:nerstouse'what they >
know in ;pfédﬁciiie W“ay.- Comprehensrble output thus"refers to a’nlessage' conVeyed"by
. the learner ina prec1se coherent ‘and approprlate way (Swaln 1985) and output may be e
regarded as the fmal stage in the process of 1nput (Young, 1988) Output contnbutes to’
: language leammg in several ways: - f1rst output tests the 1nterlanguage hypotheses o

' concer_mng the structures and vmea‘nmgs of the "target language. Second,_ 1}t'prov1des
_crucial feedback for the, Ver_ification ofv‘these hj/potheses. Thrrd it deyelops
_ automatic.ally'in lnte‘rlanguaget production, and k‘fourth; 1t forces a shift fronlkmore lexical
and semantiC'processing of the second l'anguage to- a more s_yntactic mode. For |
: acquisition.of a'language, learners need to have not only have comprehensible’input but
“also comprehensi\:re output (Gass & Selinker; 1994. p 213). -

What is Interaction in Language Learni’ng_? |

~ Linguistic interaction means conye)ring _ahd receiving authentic messages in’

| context.' Itisa collaborative -actlvity »invvol\-'ing the sender, the receiver and the context of
a situation‘(Wells, ‘1981, pp- 46-47). In a n’a‘rrovt/ '_sense, interaction means oral

exchanges in the target language between a learner and one or more interlocutors, all of
whom ’are focused on some kind of acti.vkityb in which the rneaning of u}nclear words or
structures is clarified‘ (Long;l983).. Long llsts seven categories of interaction in |
| com‘/ersational frarnesi .confirntation chec‘ks,:comprehension checks, c1arification |
requests, self-repetitions, other— repetitlons, and expanslons. vPic'a,Young‘, and Do"u‘ghty ,
(1987) give the‘folloWing definitions of three kinds of interactional modificat‘ions‘:, |

Confirmation checks: moves by which the listener seeks confirmation of the'f

24



speaker’s preoeding utterance through repetition, with rising intonation, of what Was‘
perceived to be all or part of the Speaker”s utterance.

Clarification requests: moves by which the listener seeks assistance in
understanding the speaker’s preeeding utterance through questions or statements such as
“I'don’t understand,” or imperatives vsvuch as, “Please repeat.”

; Comprehen‘sioncheck-s: moves‘ by which the speaker attempts to deterrnine“
whether the other -1istener has understood a preceding meesage v(p; 740).
Neg otiation in Interaction

' Language learners’ interaction becomes most-effioient when theynegotia’te for
mutual comprehension (Swain, 1.985). Participants in conVersations‘ negotiate what was
not understood. When the participants need to interrupt the flow of the conversation in
order for One'or‘ both tounders‘,tand what the conversation is about, negotiation provides
the means for them to regain the flow (Gass & Selinker, 1994). Long (1983) exnlains
that adjustrnents (interaction or negotiation) lead »comprehension, comprehension causes
aequisition, and 'logicalv adjustments aiso contribute to acquisition. Negotiation entails
language nlodification to clarify a lack of understanding during the comnlunication
process. _S‘peci'ﬁcally,‘ negot_iationis the evidence that a learner recognizes a problem of
comrnunication; a’learne'r notiees that there is something'\.v‘hich needs to be modified to
overcome the “problern, and he‘ or she is doing something to repair it (Bialystok, 1990).
| Negotiation in non native speaker (NNS) discourse has two positive functions. |
One is that ‘through the.negotiation’ \Such as eonfirmation checke (e.'g_., You said ‘seven

- dwarfs’?), clarification requests (e.g., What?), and comprehension checks (e.g., Do you
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undérstand?), second language learners havé the o‘pportunity,t(v)‘hea‘r language which may .
“be useful var_ 1$1ter in»tvegrat'ion jntb their languagé éys?em,_ and‘ péssibly expféss cvoncepfs. :

beyond the learners' linguiStic éapaéity (Pidugh &AGéss',_ 1'9.93). Second, negotiatio‘n

focgses a learner's attention on thé UItera;mcve which requires modification (Stevick, |

1981). S chmidt (1“990)» sfrohgly érgued that attention to input is a necessary condition

for any leérﬁing. In his “c_oriscibusness ﬁypothesfs,’f he claimed that fécuséd tasks attract
| learners" attention and eveﬁtually promote language acquisition in the classroom.

- Gass and Selinker (1994i s’;ate that language learning is not just a means of

- expressing ideas for communication, but is also an object of inquiry. This meta-
linguistic awareness is often associated wit‘h an increased ability to learn a language.
When a learner feceivcf:s the feedback of non-understanding, the vleamer must modify the
output. For this modivfication, a learner must become aware of a problem and seek to
resolve it. In particular, non-native speakers who study rules of grammér or memorize
vocabulary words 6ften spend more tifné on fneta—linguistic activities rather than on
dctivities of pure use. This increased attention is the first step to grammatical acquisition
| (SWain, 1985). Gass and Selinker pres‘ume that interaction itself may not be sufficient to
“result in language acquisitibn, but ihstead initiates the process of modification of a

language learner. ‘To enhahce acquisition, the classroom activities must be structured to

provide a context wherein léafners not only talk to their interlocutors, but negotiate

meaning with thém as well (Pica, Kanagy & Falodun, 1993).

Interactional Competence

Pattison (1987) argues that language skills taught us;ing correct sounds and
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‘ : o . i ‘v o ‘ ' : . . . : . .
 structures do not transfer to genuine communication. For this argument, Pattison
highlights features of typical communication outside the classroom. In real-world

{
|

communication, Speakers exp‘ress their own ideas, wishes, opinions, attitudes, and
~ information. They are fully aware of the meaning they wish to convey because they have
“asocial or personal reiason to speak; they fill any information gaps to make clear an

area of uncertainty, or to reach a decision. Moreover, real-world communication is

interactional and focused on meaning. Two or more people pay attention and respond to

what is said, rather the;i'n'to how éorrec’tly it" is said. Problems of cbmmunic_atidn are dealt
‘bw'i-:th by negotiation and exchange of feedback between Jspea.ke‘rs;. |

These character?i'stic"s of real-world communication suggest that, in order to
communjcate»successfjully, 1eamers must develop skills in the management of inter’action

and also in the negotiation of meaning, in addition to the correct sounds and structures of
N IR ’
the language (Bygate, }1987). The management of interaction means knowing when and

how to take the floor, \vahen to introduce a topic or change the subject, how to invite'
: ’ . | . : i

someone else to speak, how to keep a conversation going, when and how to terminate
. | C ‘

' the cori\{érsation, etc. li\Ieg‘otiation of meaniﬁg refers ‘to the skill of making sure both
_inteﬂocufofs cdrréctly ﬁndérstood eabh other and both are on‘ the éame topic. Bygate
(1987) maintains that léarhs;rs need to deQélop these skills from dirye»cbt clas,sréom
practjcé in conimunicative interaction.

; Yoimg (1997:) erriphasize.s th¢ intcra,ctional‘ aspects of communication by
redefining what cqnsﬁﬁites profiéiency 1n é Second language. Since Lado (1957) defined |

language ‘profiéi'ené‘y as kno‘wledge of linguiétié levels (phonology, morphosyntax and
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lexicOn) and four skills (iistenin‘g, sp_eaking, reaoiné, ‘anci,lwri_ting),“_: thedefinition of
: Ianguagepro'ficiency has been broadened. Hyrnes (1967) argues-’ tnat"kno’wing‘how to
con_troi ’vlingu_istic knowledge iS,ﬁOIt enough.“ He iatlds »to lingbuistic.knoWledgeand skilvl.s
the dimension of social appropriateness o.r-i‘social ‘cont.ext:‘. language in us’e.‘ »Canale vand_ :
Swain (1980): apply ‘Hymesv"s theory to secOnd language leaming to nrake a scheme ofb |
“comrnunicative comp.etence.v’_f They,.specify three other components'of comrnnnicative
competence besides linguistic competence'v;‘ first, discourse com'p'etence refers to
controlling Writt_en '6; conversa‘tional‘tex‘ts, AS.econd, pragrnatic conipetence indicates
~functions of'a languag.e'like denying,accusing, and apologizing.v Third, strateg‘ic
' cornpetence' refers to the ability to overcome‘ difficulties When.the speaker does not have |
’ the épecific language for commnnication. Young (1997)' maintains that all of these
definitions of proficiency are s’im’ilarin that they address only the characteristics of the
individual learner._ .However, according to recent research in conversation analysis
regarding honeople interact ina face-to;face conversation, the degree of success or
failure of a speech‘ event depends on every participants’ construction of comrnunication.
In other vifords? cOmmunicative events are cO-constm}cted‘by allrparticipants. Therefore, ',
languageproficiency should be considered in terms of interaCtion with other participants
ina giVen interactive situation': _Interactional Cornpetence.
, Young (1997) -characterizes interactional conrpetence in,term'sv of five features:
rhetorical'script, Specific le‘Xis and SyntaCtic'structures; strategies for-‘managing turns,
topiCal organization, and means forsignaling‘ bOundaries.. First, rhetorical‘ script refers

to what interlocutors build upina sequence of interaction.” For example, when one
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checks out in a supermarket, there is a script of bprocec‘lnre:, the greeting (“How are you
' today?)4 the response (“Pretty good.”), small talk (“It s gettrng hot, isn’t 1t‘7”) the money
transactron ( “Cash or credrt‘7) and finally the farewell (“Have anice day ) (Schank &
'Abelson 1977) Newcomers to the U.S. who do not know thls scrlpt may find thrs
pro_cedure Very challenging.
Seeond, in'interaetion, participants need to use.specific‘ Werds end grammatical
items (specific lexis and syntactic structure). In the Sanre e)rarnple of the superrnarket, if
- one does not knO\Xr the meaning of “ATM,” the money transaction process takes more
- time than usual because it disrupts the process of the rhetorical script. Third, strategies
| for managing turns. indicate how to take turns rn’a conversation. Different situations
require different ways of turn taking. For example, in _aclassroom, students can take
. turns by rasing their hands, but they need not do this while chatting With friends. Fourth,
topieer organization means that pnrticipants ‘sho"u]d know‘ how they talk ahout a
| particular tepic.' A content area instruction uses a speciﬁc organization of
- c_ornr_nunieation; for éxampré; ina mél_th" C»letssroom, stu,dentsllearn not only math bnt also
: ‘hovw‘ to. eommunicate ,metthentatically. Fifth, m‘eants for‘signaling boundaries are abont
recognizing and stating the beginning and ending of va conversation. For example, in a
tutoring session, a tuter might begrn by asking,‘ “Wh‘at is your ’qnestion?’f Then, the
‘stndent whOm‘the tutor is working Wrth recognizes the beginning of the conversation vand
‘tnkes a turn bvy"statin’g‘ a problem to be solved.
| R>ost (1998) proposes that second language teachers }shohld teach their students

- specific strategies to promote interaction in conversation. Based on the analysis of
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~ Table 2. Teachable Strategies to Promb‘té Interaction in Conversation (from Rost, 1 998).

Type - © Strategy - Example
Clarifidation 1. Check your unde}rstanding.. “What do youmean . . . ?”
| 2. Ask about words you donot - | “What does _ mean?”
- know. | | “Doyoumean..?”
| 3. Paraphrase ' ‘
Coordination 1. Start and end the conversation | “Let’s go over this . . .”
o smoothly. : ‘
2. Change topics when necessary. ‘| “OK, let’s goonto... ”
) 3. Change turn direction when -
‘necessary. | “Now can you tell me . . . ?”
Expansion 1. Ask for reasons and exampies. “Why'do you think so?”
. 2. Ask follow up questions. “What happened after that?”
3. Initiate new topics. “Yes, but what do you think
: L about ... ?”
Social 1. Show interest in your partner. | “Oh, really . . . *
2. Comment on what your partner | “That’s interesting . . .”
says.

conversational problems in English for second or foreign language learners, he

developed four strategies: 1) clarificqtion of problemétic utterances to increase cohesion,
2) explicit extension and linking of topics to develdp‘ content, 3) coordination of
spéaking turns to obfifnizé ‘infdfmatién ﬂow, 4) social coordination to improve attitude.
To teach these strategies,v the teacher should fir‘stbmake‘ students recognize confusion or
needs for compens’abtiuqn during the converéation. Next, the teacher formulates a set of
“teachabie Strategies” for usé in the éurribculum. ‘Theﬁ, the teacher creates lessons, and

| demonstrates the strategies. In thé lesson,‘ students utilize specific coﬂversational,

‘formats in context, and the students’ practice of these strategies should follow. Firially, '
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- _négotiétiori; dichssion, cOmproﬁﬁéé,r'ar'_;cl‘jdiale‘:’ctiq., This .collaboratioﬁ by ‘-a céinmunity
" of iéaméfs is c'o'nsidere'd indﬂispe‘n_sabléfé{r} c‘dghitive gréwth. Third theofil 1s called - :
- fcvogriitiv%: vs’.cieln‘ce théb‘r'y_. ‘This:tn_hcory'be.;ﬁphkasilz“es"()Ii ‘recipfolc‘al ieéchin_g as W‘éiiv.as
' modeli-ng,_"éoaching’ énd sCaffoldin.'g. ’R"évc'i.proqal tea(‘:hing,.’develo‘ped by Paiithar aﬁd . |
. ’Brbwn“;(lv9‘84), is él methodIIOf‘ teallclhiﬁ_vg_v{ féading in whi.ch_:the‘;teav(‘:hé.r bzlirlld s'tlid‘eh‘ts take “ -
E ‘tﬁrns as the feachefﬁ, Whe'nba‘,pl‘ip‘il takes atum as tl;e'tevz;chcf,'thé teziéher caréfully‘jv

coaches the pupil in summarizing a passage, formulating a questioh:,'and' clarifying it.

N Ba.sic’El.én.lgn.tsb of C\oll_abofatiyel i;e‘arniijg

In the ﬁéld of collaborative leamiﬁg; theré are qnumbcr of diverse .Viewpo-iﬁts,‘

. Whiéh can résult in arguments QVcr wﬁicﬁ Vapproach‘is better or more correct (Dvavid‘SOn,.‘
1994); | H‘owever,‘t\ih‘ere-‘are crifiéal:éttributeé that enhance the‘ effectiveness ‘(:>f ‘, |
cooperative efforts. Johnson & Johnson (1991, 1994) postulated those critical attributes
in fiVe frameworks: positi\}e interdependehce, face,—tp—féée promotiyg interacﬁon,

indiv‘idual‘accountability,'intcrp@rsohal and small group skills, and group processing.

Positive 'infgrdependence; Positive 'interd-e‘_penden(‘:e'mearlls shared :r:éspohsibil‘ity
v-for learning the aSsignéd ‘ma_teri‘zil among alllmembers of a group. Positiv‘e» |
jin‘terdépenden‘»c.e éxists>when‘ students p‘ercei'VC that they cannot achieve their goal unless
their groupmates do anti vice versa. This aWareness, “sink or swim togethér;’ |
maximizes the lggming of all _mer.n‘bers by pooling their resources té provide mutual
support To supple‘m:ent g.dal'interdepery‘lderice, theﬁ, éa‘éh grouia member should receive
the same reward 1f theyrsucceed'(Kagan, 1986) ‘For example, each student receiyes |

bonus points if all members of the group achieve the criteria on tests. Finally, each =

3



‘member takes complementary and interconnectcd roles that specify responsibilities
required for completing grOﬁp tasks. The roles can be specified as reader, recorder,
checkef of understanding, encourager of ﬁarficipation and elaborator of knowledge.
O’Malley (1987) emphasized the importance of thes'eleqti’on of roles for peers. Shé
reports that constructive coﬂabofation takes place only if péefs take appropriate rolés.

Face-to-face interaction. Face,tb face interaction ‘resﬁlts ffom positive
interdependence. This takes place when students s“upport each other’s learning by
coachjng each othef, and sharing and encouraging learning efforts. Face to face
interaction includes effective help and asski‘stance such as exchanging needed resources

-and feedback, and chailenging each other’s reasoning in order to promote higher- quality
decision making and greatér insight for group tasks. |

Individual accouﬁtability /p‘ éré_onal responsibility. Individual accountability
means thaf each meﬁfbef (ioes a fair shafé_ of .the work. It is the key to ensuring that all -

L grybi'lp rﬁembers get bcnefits frqm learning Coopefatively. Individuél acéountability is

. prqmotejd‘ when the ‘per.forrnaince of ~iﬁdiyidual stidents is assessed and the results are
givén baCk tv’o‘ both the indiViciﬁal and the gtoup. Theréfore, each student in a group
should be aware of who needs assistance in order to reach the group’s goals. Also, there
should not be a “free rider.;’ To assess how much effort each member is contributing to
the group’s work, a teacher should make’ the groﬁp small and giVe an individual test fo N |
each stud¢nt. In addition to this? the téaéher should randomly ask é student to explain or

- present the gféup’s work. ObséfVation énd recording are bo_th‘er wayé. to account for

| individuals’ contributions.
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“Table 3.

Example of Role Deﬁnition' (adapted from Thousand, Villa, & Nevin, 1994, p. 2"1 8).

Role | ~ Definition

| Encourager/ Equalizer * Watch to make certain all group members are
o | contributing.

* Invite silent members to contribute by askrng them for -
~ their opinions and help. ‘

“Timekeeper * Notify the group of approachlng time limits (e. g 5or 10
' ' minutes).

* Make sure tasks are completed within the time limit.

» Move the group along to the next step in the assignment.

Checker | * Check to make certain each member can state each -

‘ answer. o ‘
* Check to make sure members agree on reasons for the
answers. Check at any time during the discussion. -

* Try a “quiz” for each of the group member. "

Recorder ’ | » Write down any important problems, decisions, and any
other academrc work. -

Reader k * Read aloud to the group as often as possible.

Interpersonal and social skills. In order to complete group goals,‘ students must
gettoknow and trust each other (trust: building), comrnunicate accurately
(communicatingl, and resolve c’onﬂict eonstruetlvely (negotiating conflict). TllCSC
sOclal interaction sl{ills should be taught expllcitly to students to ensure high—quality
' collaboration (Hertz-Lazarowit & Davidson, 1990). Social skills include ways students
"interaet with each other’ to aellieve aeti'vity’ or'ta‘sl< ob‘jectiyv'es (Ke_ssler, 1992). “ k

Group processmg Group processrng refers to reflecting conscrously on group

sessions to descrrbe helpful and unhelpful actions and de01de what actions to continue or
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 Table 4.

- Task-and Group Related 8001a1 Sk.lllS (adapted from W -B Olsen & Kagan 1992 p 13) -

| Task-related socml SklllS L ' 'Group—related socnal skills v
Asking for clarification . Acknowledging others’ contributions
Asking for explanations R ‘ Appreciating others’ contributions

- Checking understanding of others “ Asking others to contribute

~ Elaborating ideas of others - Praising others _

Explaining ideas or concepts ~ Recognizing others -
~ Giving information or explanations =~ Ver1fy1ng consensus ‘
- Paraphrasing and summarlzmg " - Keeping the group on task
Receiving explanatlons , ~+ Keeping conversation quiet and calm
Requesting clarification ; . Mediating disagreements about ’
IR A ' ' “discrepancies '

' adjdst. The purpose of pfocessing 1s to.v impfove individual members’ effectiveness in’
collabotating s0 as to eris‘ureachje{femen‘t of the group’s goal. For this cognitive and:
metacognitive ’pr.o'cess_,'students' sheul_d ‘h.ave sdme time at the end of each class session .
to process and reﬂecf on the effectiveness of ‘t‘he groupvywork_. Teachers_ sheu'ld :
aystematically observe an_d_ give feedback te facilitate'this processing. A valuable aspect
3 of grOup pfoeeésin'gi‘s,‘c_elelaratien, of feelingr Successfui in learning.
Three Models ' | | | o
“In the “field of‘goll,abd:rati\}e‘vleavl‘ning,. Several mvodels‘ have beeﬁ deVeloped by
 scholars based on different orientations. The Student Team Learﬁipg (STL) model was
| developed by Slavm (1990) and his assoc1ates This model includes Student T eams
e -Ach1evement D1v131ons (STAD) Teams GamesvToumanvlents (TGT), and Jlgsaw One

- of the dls.tlnetlve features of thls_r,nodel' ‘1s that posmve 1nterdependence is structured in a
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~‘Leaming Together.” Mea
= Th1s approach derrves 1ts name"fr ”m the‘use'of varlous srmple group st 'ct i es tha

o j'_;teachers can easﬂy add to thelr exrstmgset of’ structures and use 1mmed1ately Sharan &. Lt

i - Y :be supported by dlfferent evrdence and d1fferent arguments Multlple ab111t1es of

- - | students can contnbute to better and deeper knowledge constructron

‘.99.1 ) desrgne a conceptual approach kno ,.:'n as"f’

Kagan (1989) emphas1zes a Structural Approach

v .hlle :

B Sharan (1992) developed th S Group'Investlgatlon model Wthh d1v1des'}a omplex toplc

Flnally, Cohen (1986) 1s assocrated w1th Complex Instruct1on

- -f'} T In thls model members of groups A ork together rather than separatrng 1nto 1nd1v1dual

L “invcstigations-. _No one*m_o.de'l‘ is 'superiortﬁo others 'be'c_ause 'most Of-‘thei*-models share the

- f1ve basrc elements of collaboratlve learnrng, although they reﬂect d1verse v1ewp01nts 1n ' o

k N dlfferent context

e ’This se_ction des'cribéfé dlvst'nctivelfeatures of 5three_ modelst_hat emphasi‘z‘é"':?s’o‘c:i'al. R

| skills"ahd team¥huilding: ,acti*vit’i'es.fi‘F'rom the.Constructi‘v'iSt vievv, collahorative leammg ER T

_i does not srmply mean sharrng a Workload or comlng to a consensus (Bednar et

al 1992) Rather the goal of collaboratlve learnmg is to develop, compare and
:understand multlple perspectrves on an 1ssue W1th1n a g1ven task or pl‘O]eCt Although

i respect for others v1ews 1s 1mportant the ultlmate goal 1s to search for the ev1dence and SR "‘v“ :

o J'._jf -LeValuate*“-i’t.;Ho'W?e‘Lver ‘ith’i‘s oe

ot suggest a competltrve endeavor leferent v1ews can“

Learmng togethe { ‘TheLearmng Together model 1s partlcularly sultable for :

conceptual»leammg _req;urr-" ‘more 1scus51on explanatlon and elaboratron Tasks

: ?-”r'equire:‘Students to reach a consen' s andto be]able,to 'éxplain their‘group’s re,as_oning, Qr e




- strategies. The focus of this model is on basic principles of interdependence. Students

each therr goals-, Ind1V1dual acco"‘ntab 1ty 1s attalned by checkmg responses on

s i”}‘mdrvrdual worksheets and then randomly selectmg one group member to explam Roles»'v : —“'i |

e ,{jare"assrgned and rotated frequently so each member S roIe is essentral to the group ‘s o

functlonlng Theteachers ‘rol Sfto: ’s'pecify" .the: academic taSk :and'; t‘he‘ sO‘Cial _b B

obJectlves in advance and to help the group to‘bulld trust Durmg the task the teache

L -"”»‘%i‘ijlmanages conﬂlct (Davrdson 1994)

ural roach ' The Structural Approach (Kagan 1992) is acontent— g

» free way of orgamzmg drfferent classroom behav1or_ | l»Thls approach 1ncludes structures R

SR ;v for practrce and mastery, cr1t1ca1 thmkrng, i formatlon sharrng, etc Drfferent structures

K are used for drfferent types of tasks o thls.'approach ':inC_Orpo’rates prOcedures from ST

B v{_f .zother models of collaboratrve learnmg he teacher combmes and sequences these

. :procedures and structures approprlate ,_for the task at; hand Along w1th Johnson s frve ’

ba51c elements Kagan stresses s1multaneo s 1nteract1of ' ", The goal of the Structural

o "Approach 1s to maxrmrze the'number of students wh can speak at any grven trme Fo

»i-'steps F1rst students w1th1n a group number off Second the teacher asks a hrgh-v SR
e consensus questlon Thlrd students put the1r heads together to make sure everyone on s

- the team knows the answer Fourth when the teacher calls a number only students wrth

o fosters group 1nteractron facﬂltates group de01s1on maklng, contlnues to bulld trus and B R

~ example a structure hkel' ‘Numbered Heads 'TO v._ether | (Kagan 1989) is used as a: means,.;.,, PESSEARES



that number can raise their hands if they know the answer. In eontrast to the Whole—class
question rand answer format, this structure is not competitive and every student can h'aize
a chance to speak. Furthermore, because nobody knows \ivhich number will be called -
out, high achie'vers and low achievers can share and listen to the answers Willingly,and
carefully.

- Social skills are explicitly taught through a “structured natural approach.”
Teachers establish.and provide important information about each social skill that may be
found. After selecting the skill—of—the—week, the teacher develops roles that use the skill.
Like the teacher’s role in the “Learning Together Model,” this ar)proach requires the
teacher to select academic and social goals. Also, the teetcher employs a eooperative
classroom management system that includes components such bas the quiet signal, the -
setting of class rules, and the use of‘ a positive public recognition syste‘m..

Complex Instruction. In Complex Instruction, the class is divided into groups of
four or five. liach group has a different leaming station and roles are assigned to group
members. Conceptual leaming,‘ including the deVeloument of thinking skills and -

‘problem-solving strategie’s, is the main objective. This objective should be based on
interpersonal interactions of talking and working together. Social skills are taught :
through social learning theory. N_ew behaviors are labeled and discussed, recognized,
praotieed and reinforced. Therefore, cooperative behaviors are learned through
structured games and exerc‘i‘ses during group work.

Multiple-ability tasks requiring cognitiye, psychomotor, Visual, organizing skills,

etc., are designed to incorporate various levels of performance. Thus, each individual is
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: ’ablé-to have chancé tocbntributé to 'z_ic-‘compli‘sh“thev task with their ﬁhique taiénts énd |
| i. knowlédge. The multi-abilify orieﬁtati§n can be beneficial, particulariy to.. encourage

. low-status ”studeﬁts’ iriy;)lvement; >~F0r thié purpose, the teacher first i_déntifies 10w%status
“students and theif}cémvpetent areas. By calling it to-the attention .of' other téammates; " o
tlﬁé,studenfs aré publi‘cly vre.'cog'riized as competent in one area and §Xpand their‘.. .
. co‘mpe.té,nc,y téic}ther areas. | | |

- 'The teachef’-‘s,vr»ole in.'volves. assjgning ‘groups’and réles; describing speciﬁc
co_operaﬁve behaviors, andlbgi;virig "c‘leyar,v speciﬁ¢ orientétioh énd instruction for the task.
During group WOfk thé teacher a,svksbquestic:)ns to stih1u1at¢ vand extend students’ thinking,
hand addresses stﬁdéﬁts% stafﬁs isSues, if ‘ne‘c‘essary.
: Impact ’on Svccv:pn“d Langiiage Lea‘r‘nin:g A |
S'(')‘ﬁi@ v'prin'ciple‘s frphi c‘:‘i:Jvlfrentvfifst and second language leafning theory support

,why‘labnguagé ,Ieabr'ne‘:rs» gain langﬁagé'proficiehcy better with a collaborative approach
than with téééhef-di'rectcd instruction (Enright &McCloskéy,» 1985). The principle holds
that a learner a“(’:qu'ir'es’ ‘1éngu2;ge by usihg language, and th'e’fbc‘usr in lé.ngﬂage learning 1s
'onvllllear‘lihg and s’o;:ial.f.uﬁclztion ré_ther thaﬁ form. In collaborétive léa;hing, students are
éblé to havé.fnore oPﬁértu;ﬁﬁeS t§) ﬁse -Ianguage‘ thaﬁ in traditional classrobms, where
| ‘ »ystlll‘d‘entsv are called upori ohe :at é_timé _(’I‘;(Sng‘f& Por‘ter,. 1.985,)_. .> During "the‘class question
‘jand answer time m traditional,}cl_aussrerh‘,.'t:éaich»er’s’ are suppoéed to talk twice for each
time a 'st_ﬁdent talks, ‘becau‘sg teaéher; firét ask questioﬁs and then‘mu‘st prmﬁde _féedback
. 1n ;he»f‘o'rm‘ of prais'_;c,flpc;mmentvs,f(jr, ‘co'rrecﬁon.‘ Forvgxa‘ﬁvlple, if each studeﬁtin a |

‘ classpdgm of 30 talks for forfle’miirvmte, it will actually require around 90 minutes
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._'TablzeS.- |

. : Analysiis"o'f Thr,e'é 'C'ollaboratjive Leerningd.MOdel_s (adapted ‘from David'son, 19'94, p. 26).

Learnlng Together l,

_s.tructurarApproa‘ch »_

 Complex
~ Instruction

| Goals : >

| Mutual learing goals: |
la group product '

Make sure everyone :

B ._Iearns

Sometlmes to produce :
| learning goals

Conceptual .

like problem

solving

o 'TéSks

| Require ability to -
- | explain reasoning or .
| strategies

| Designed so students’
| products cannot be -
: f | done alone -

ol Réquiré multiple
| abilities

' Teacihing of .

. "’nghly emphas1zed |
| social skills '- :

| Using struct_u_red L
| natural approach

- | Using Social -
‘| Learning theory |

‘ ;Climate
“setting

| Trust-building activities

Team-building

“Cooperative
‘| norms and

training

g ~student. .
| status

| Attention to | Not emphasized =

| ,.L'ZYNotfenlphas‘i,zgd R

| nghly
: emphasrzed

| Teacher’s
role

Spe01al academlc and

o ,socml objectives; -
monitors and 1ntervenes
' durlng group work

. Choo‘ses"appropri'ate
" | cooperative structure;
“observes and consults k
~| during group. ‘work; -

. “employs cooperatlve
|classroom managementv-'
system IR

Setting |
cooperative rules
‘and specific "
| cooperative = -
‘behaviors; ,
‘stimulates and |
| extends
| students’ - f
| thinking through‘%.' -
| questioning.
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- classroom hour including teéchefs’ questions and feedback. In contrast, to provide each
'student one fninute ina groﬁp‘of five students would only take about five minutes; This
"adyantage of collaborative Igamihg over the traditional teacher-directed classroom |
fosfers students’ language fluency by‘all‘o.wing for a greater amount of output (Kagan,
1995).
‘ 'Acéurate input7 which is gramma‘ticaﬁy correc;t with‘proper word choice and
pronunciation, alsb aids laﬁgﬁagé acquisitio_ﬁ. For this point, frédit’ional language
- teaching methods may ha\}e an advéntage “(')vxbzer collabérative learning because peer
' output‘is 'le_s‘s ‘ac’cu‘ra-t“e than teacher outpu't.‘ However, thé overemphaSis on accuracy in
the traditional classroofn sefidu_sly p’reizents students from pfoducing 6ut_put (Kagan, | _
1995). In contrast, éollabéfétive learning provides a éettin.g for frequent comrnuﬁicative
“output. Also, it yields é faf higher proportion of comprehensible input because students
' Wérkiﬁg ina gfoup net;d té make ’t;hcjbmsveives ﬁnderstood and n'aturaHy adjust their input
'tq make-jt c»omprehcnsible‘.‘" o
- The literature on collaborative Ieafning has striking parallels with that of
.'C'ommuniéati{/e curriéulum désign forvlahgﬁéger téacﬁing and learning’ (Kessler, 1992).. '
Th’at is nﬁaﬁnly because the sOcia‘l skills reqﬁired foryc.ooperativev: ‘group Work support the
. li'ngu’isti’c obje_ctives of a communicative curriculufn. In Kagan’s (1987) list of
' Vcooperativve skills, }including specyi.fic conﬁrhuni_cative acts, many social skills can be
" .. : regarded as oral cqmniunication skills. While_ students déveldp specific group skills,
' .th',e‘y can practice .cérrespon'diﬁg_l'angﬁage fqnc‘ﬁon_s as ‘weH. Coelho (1992) stresses thaf

- __g_onVersatiohal skills such as effective turn-takihg, disagreeing, and paraphraSiﬁg need
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linguistic strategiesto convey the intentions of participants in the group process. The
use of the language function ultimately airrrs at urlderstanding language through the
negotlation ef meariing. The ability to recognize and use these strategies is
indispensable for interacting effectively with peers and adults in a variety of
relatienships. These skills are uSually exercis_ed dnly by the teacher in a traditional
' teacher-directed classrdom_(Pica &ADoughty, 1985).' Particularly, in-terms of second
language aequisiti()n, the functienal approach that focuses on w.hat the learner can do
with language supports collaborative learnirlg methodology. Kagan (l_995) asserts that
there is “ natural marriage” between collabOrative learning and the ESL classroonr.
| | Project-Based‘ Learning‘ |

Project-based _learning originated from John Dewey's progressive edl_icational
, phil(_)sop‘hy in the 1920's, whiCh.focused on ‘actir/evengagen.lent in prejects, firsthand
direct e)v(perience Withthe environment, and learr_ring.by-doing. ‘Later,- it‘was addpted by
the operl education moVenrent 1n the v1960's"v,' and supported by Piaget’s work. In the mid-
1976'5, prOjeet;basjed learning began tonfade' becauee of a resurgence of loyalty to form‘alQ
traditional metllods, pressures frdm parerrts to errsure their children’s acaclemic success,
: arld lack ofjsufﬁeient support for the vprogre‘s;sive-open methods. However, current
research on c_hildre'n’s‘ develepmerrt and leaming‘ supports the proposition that the project
' approaeﬁ' 1s an approprlate ‘way.t'o stimulate and enhance children’s intellectual and_ |
' s001a1 development (Katz & Chard 1989) Although stud1es about prOJect-based |
learmng mamly target early chlldhood educatlon the applrcatlon of prOJect-based

learning to higher _leVels-of sstudents has be‘c_omean increasingly effective way to engage
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: ,v "étudenis necause- 1t evovkes.Stvndentsj’*intjr-ivnSic motiVatien, based on inte_res't' n the wdfk' 1 “ |
| and the _apneal of the 'activities 'themsel\'res. |
Definiiion :
In general, a project nleans'. an .in-dep_th innestigation of a tdpvic worth learning |
" more abou't. (Katz, 1994)The iﬁ,&éstigaﬁdn is usnally‘undertal‘(en by a small group of |
students within a class, or senietimes‘by ai\:yholye, class or an indiVidnal 'svtudent.v Projects.
' "kusuallyv i’nkV"(l,)lVe studentsm advanced planning'and in varlous activities" that require -
| vseverallv days or Weeks 'df ASustaine,d effort (Katz & Chard, .1989')" The key feafnre' of a
’ ‘pro‘ject_. is__t‘hat"i‘t is a resea_rch effort deiiberately fecused on,yﬁndinglanswers tok'IQuestions' :
abdut a t‘opic"posed by ‘Students theniselves of» the teacnef. The goal of a proj,ee;_ 1s to c
learn mere‘ about’ the tepjc- _rather“than to seek right answers to ques‘tio‘ns.‘ There are some |
- evident c’ompa_red.fo. traditiOnai'in‘s;mction. "'F,o_r;example, proje‘cts bge beyend‘helping‘
learners .with'aeqniring skﬂls, instead pr0v1d1ng Students Wlth opportuni_’ties td 'ap'nly
| ,skills. The emphasis ef ‘projeefjn,ased ’le:arning‘is vnot‘_‘ on deficiencie'S»but rather ‘on
vprefic}iencies‘ 1n students’ leammg .Ifst-resse‘s intfinsie motivation and enceurages' :
: »chilvdren fQ"vdeternai‘ne What ”t_(v) IVWQr‘k on_,‘aece‘pting them as experts ‘al::)()ut their needs. “ _‘ 'v
For s0me.‘constrnc.t'i‘.v'ists, prOject:fb’ased learmng is a valid path_ fhat invites
authentieity 'inio“ the _instrnc'tion (Henebein,"et. al.,’ 1993). .Authentil_c activify isone« of the '
most im'.pertantvfeature_s‘ of the',c'vonstru'c‘ti'v"i_stvins.tru‘ctional‘lapproaeh; which e_m_phasizes |
| ’ leming in -conte):{t:.’b’ Functlonmgsuccessfullym fhe enyironrnen’t requ_ivres"the ability to
: notlcewhen partv’icvula_r skills and 'i.nfanmati’en arev called for', and how to apply thd_ose skills

and that knowledge to solve a real wor}d problem. Authentic activity involves not so
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muchmastermg thé;iﬁformatioﬁ ina téxibqsk ovr,'u.sing»tést-takjng 'skilkls,,. but 'ra,the'r__' using -
~ the information in the ‘-feXt‘b.Ova to solve feail—world pfo‘b}ems. ’v |

B Accordlng tov‘ HOﬁebéin Vét.vall. (1199’3)_,@1 ﬁfdject»léqssistsof glob_al and ldcal'

} entitiés. '“‘Glbbalv"; relf‘érls»'to,thev‘ enti'r'é.fask'zind ‘c‘l_ocal”.f indisates sub-ftasks. b, For éxample, a |

' globai task canbe éréating'an advertlsmgcampa1gn dnd ‘its lécal tasks may be .

- es;éblishing 'c’réatisls strafegies or Wfit;ing_cbpy..v T hel‘;gblo_ba ”»I task strongly inﬂueﬁCes S

the .ﬁurpéss fof 1¢arning .anc_l thus determines the resoufcss the leamer will use for the

'v .ﬂtas‘k", the _org:sn‘izalt'i\ozn ‘o'f vthosev vrésou_vrvcés,‘ an.’d‘ the attituslé :in :tﬁé.”fésk environmént. ‘-As‘
Honebejiﬁ et. al. (1993) -point. out, the main p“o.intiQf lsfoject-bgsed 1eafniﬁg is the fact that

- the léarning‘acbt'iv.it"y_hés a‘plil;pose that gdés:beybnd' s1mply ‘d‘é'mo;i‘str:‘alti‘ng mastery of ‘bthe‘” |
~local tasks insteéd, t.h:ek‘pl‘l‘rpose_.ﬂfor é_leamiﬁg 'a(‘:'t‘ivvity is driven ’byvthe glpbal proje’c‘vt
‘con;t¢Xt. B‘aséd oﬁ‘ thls lafgcr. VCOntextv,vl‘tIieervérr“ler will sét spésiﬁc criteﬁa for fﬁe

o .’unde,rsta'ndir_lgj an}d’bé‘)v(pec‘tatﬂio‘ns dvaha‘t'is ulfiméteiy lvéa'.m‘ed." Constructivists ‘proposev'

th}at>a. ‘iarger task,’ v'or cvlorvltéxt‘ in which tbhe-‘lea‘rn-ing is situated, is essential..

‘A Successful Exafnp_ le: ’.Reg: g‘»io "Emilia k

. N A sucqessfﬁl inédel »of" p‘roj'ecty-bése_.d learr}if;g is in a preschool progfafn in Reggio_

Emi}ia‘, a cqmmunity 1nnorthem Italy; : For the .p.a.lst tlwbenty six-years, this city has -

- comm1tted '1‘2; i‘Ivabér‘c:éht.‘o'f the t_()vs'/h‘ budgét‘ so hlgh qu‘al’ityr child care :fdr children six years -
_‘arlld urider.. 'T‘hei‘r éarly Chi-ldhoib_d sys'teﬁ}‘hés been ihtéx;nati(;nally r‘ecog‘nized‘a‘nd fhere is
~much interest in bringir;ig t}‘le.irv sysfem- tc‘);the‘ U SA and cher countfies. Tﬁc systém’s
’ emphas1sonch11dren’s symbohc lgnguages; m thebéolxit:estb of a_prsject—oriented |

curriculum has attracted _spécial attention. From the model of Reggio Emilia, the
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- "'feathres of project base.d learnlng can be surnmanied as follows

| The underplnnmgs for the phllosophy of Regg1o Ernlhan preschools are best
':_:'lfdescrlbed as those of a constructrvrst learnmg theory Chlldren are seen m these .b " . u

. ,:"T‘Ai-Pfi’«_Sv:(JhOQ'lS, ‘as’b’constr_uctive_in;th,eir developrnent of knowledge and»un(.ierstan(iing, The 51'1 ol

~ image of the child is that the child is capable and competent. Children are expected to

_ have high ,c,ornpet_ency and long attention spans, as ‘l‘o_,n_g as activities in which they are

_i‘ »invol{/ed" match the1r hvesand ‘i’nterests:“ Thus, .‘chg:iov‘ te’@;hefs belieye that chi;ldren,’ .
‘_ 'hav‘e the"ri;g;ht to spend eXte.nvcvi’ed periods' of tlme v'explor'ing and inVestigat_ing their world ,‘
S jwith,out f_r-eo.uenttransition_s- and adultsf ‘interrupti‘ons (‘Katz.,'_199v3). '»V'Also, they are
V1ewedasembedded wrthln :a’ communlty \tvh}ere,knowledge-is socially co-constru'cted -‘ :
'throtlg’h’interactions'anrong.:peers"and vvbetween‘ adults and chitdren. j:Constructivists state ,
that child learning involves neteniy'ehildfee’s interaction with the ohysical
o env1r0nment,but alvs’o their actlve interaCtion vwiththe people around:them-."‘ Engaging in

E conversatlon w1th people strengthens chlldren s ab111t1es to communlcate express

e themselves and reason (Katz&Chard 1989)

The most unlque feature of the pI‘O_]eCt approach in Regglo Em111a is the -
: “documentatlon of 'chll’dren’sexperience as a standard part of classroom practice'(Kat‘z" &

C_hard', 1996). Docurnentationiis.not brand-new,ybecaqse it has long been hsed asa way

""" to observe children and to keep extensive records. However, documentation in Reggio .

Emlha is nnique in that it focuses on the -ﬁ/ari_ousvsymbolic representations of the
~children’s investigation p_rocesses. It includes samples of a child’s work at several -

= vdifvferent‘ stages of completion," co'mrnents, and written reflections on the"process.‘-_
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’PhotQ.gr:aphs and transcriptions of tape recordings cnn also be included. The works are
i. ‘n’Sually displayed in classrooms ’or hallvsiays. iThere isa pbartivcul‘ar asenmption on how
_children exprese tnernselves. underlyin_g»the useof doeumentation, Educators in Reggio :
‘Emilig believe.that children use diverse forms of ‘symbolie langnageS: drawing, p‘ninting,-‘b
~dramatic play, music, etc. bThese alternate languages help adults to understand»what
children are thinking and how they are_constrnering the world around them. :
»Additionaily, the children’ diverse_symb’olic repres.entationsvalse serve to extend and
enhance their development of creative e)rpression, social eonimUnieation and cognitive ‘
representatidn of eoncepts'. Myalaguzzi (1 993) een‘t.ends th_zit creativity is a natural
c‘onsequen:ce Qf n variety of experiences and freedoni'of expression.

A high‘ quality of 'docu}mentvabtion‘ in-pr'oject-bas‘ed learning contributes a lot to the
early childhood program. Preparing and displaying documentaries provides a debriefing
r)r revisiting of experienee 'so‘th‘at understandings can be clarified and deepened. In
addition, it encourages children to adopt a new representational technique that other
children might use. Docum’entatidn is ‘a elear way to indicate that children’s ideas and
: 'efforts are taken seriously. The sailient benefit of document_at‘i'on is that it provides a
Valueble sourcefor' teaclier planning‘and evaluation'with children. Through
documenration, teachers can'become“ aware of the participatiqn and development of each
~child. This awnreness enables the tezicher to bQPtiminue"ithe children’s chances of

representing their ideas in interesting and satisfying ways. .-

Three Phases of Project-Based Learning

Project-based learning can be divided into three phases (see Table 5). In phase
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one'v, students and the teacher ‘detlote seiferal. diScussion periods to selecting and refining
. ‘the topic toh"e investigated;‘ The disCussion is based on teacherS’_Qbservation and '
‘questioning of students about topi_cs of interest, where the students recall their past
experiences related to the to'pic.‘ Intseiecting t‘opics, severalvcriteria can he considered.
First, the topic should bé‘-vélosel)t',related to the students’ everyday experience. Second,
| -thé, topic should allow for integrating .a range of subjects‘. such as science, socia_l studies,
} -and‘l_anguage arts. Third; the topic should be rich enough so it can be explored for at '
least a week. The topic to be investigated may derive.directly from teacher observations
of students’ spontaneous play and exploration. Project topics are also selected on the
basis of an acadernic cur’ioSity or social concern on the part of teachers or parents (New,
1993). Once the topic has heen selected, teachers usually begin by rnaking a w_eh, or
concept map, on the basis of hrainstorrning with the students. Displaying a web of the

) topic and asSociated subtopics can be used for continuous debriefing discussions as the
B projectwork proceeds. Often, longftermrprojects are based on the reciprocal nature of
teacher—directed and child-initiated activity. | |

~In phase two, the main emphasis is on introducing new information. Students _

investigate using books and other research materials, observe closely, record findings, ,
: iconstruct models, discuss and dramatize their new understandings (Chard, 1992).‘ |
During'this process, students are encouraged to depict their understanding through one
of many symboli’c languages, inciUdingdraWing, sculpture, dramatic play, and“ Writing..
They work together toward the resolution of problerns that arise. Projects often move 1n

anticipated directions as a result of problems that children identify-. Thus, curriculum
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planning and 1mplementat10n 'Eivr?..obl;c:n-'ended.: Annnportant roie of the t‘eacherduring ; L
' .t_his:‘phase..'isto.encourage‘ students’smdependent usev: of the skllls they ‘a‘lreadyi have o
| | In.‘p‘hase thr‘ee, students pref)are and "Pnresent report‘s"olf'resul‘ts :in the fo‘rm Zof.':"
: dlsplays ‘of ﬁndrngs and artrfacts talk dramatlc presentatlons or gulded tours of the1r
“_:'constructlon Act1v1t1es undertaken durlng the secon‘d phase vof the pl‘OJCCt can generate k
] 1nformat1ve products such as 1nd1v1dua1 ‘proJect folders class books and wall dlsplays |
| Through the presentatlon students have opportumty to represent their understandrng and L
2 :i knowledge acqulred in phase two and share them w1th other students The purpose of
- the-presentattons is prrmarlly commu.mc'atl‘on rather'than performance. StUdents :ca’n" |
- | learn to explaln descnbe report and record how thev vvorked on thelr prOJects and 1n
| ,domg S0 reﬂect the process of leammg Katz & Chard (1989) propose that if chlldren :
“are accustomed to th1s k1nd of experlence from an early age they w111 not be overawed
A_’J'by‘-an audlence-: ; el o ‘
g Effecton ,L‘énguéig_e} Le‘.arn‘ing‘ " .
e Approprlatecommumcatlveskllls can be developed as»children work i
o cooperatively;_' questlonln g, Speculatlng, reasonlng,lnfemng, and iekpl‘ai_ni’rlg t'he'ir" g
: prOJect-relatedwork and aCtlonsStudentS u'selangu‘ag.e"purpo'seful.ly as_,tlvley invotve S

s themselves in these activities. Project work offers rich content for conversation nOt‘v'ionly_ .

- on the topic itself, but also ntheshared experience of the processes involved in the = -

, dwork. ”C.ommun'i,eative,compe_‘tence Can'he’.,strengthened_‘:vvhen students are encouraged to

i :;":_as_k‘. foreachother’sadv1ce, teh{eacﬁ'other:,svhatf theyareplannlng to“_do-, andask each

" other questions about their work and progress in the project. In addition, project work
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Table 6. Ch_ccklist in Three Phasés of a Project (béséd on Chard, 1997). ‘

Phase

Main activities

Teachers’ concerns

1

Discussion to determine topic

(Brainstorming, Idea mapping)

* What prior experiences of the
topic have the students had?

* What do the students know

about the different elements of -

their experiences?

* How well can they explain
processes, sequences, causes and
effects? ‘

Investigation
Constructing models

Symbolizing understanding

~» Where can the students go to see

things happening? ,

* Whom can they talk to about the
topic they are studying?

* What can they represent in the
classroom and how? |

* What resources can be introduced
in the classroom for the students
to study? , '

* What kinds of assessment
strategies can be used to monitor
their learning?

Presentation

* How can the project be brought to
aclose?

| » What kind of culminating

activity/event could be organized?
» What might be some transitions to
another topic? :
* What are some assessment and
summative evaluation strategies to
use? ‘
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requires»students to lise their acadefnic lénguage skills -- that is‘reading and writing as
stud¢nts record observatiobns, describe experiences, and note what they have found in
books (Katz & Chard, 1989). - |

Hilton-Jones (1988) repofted the positive effects of project-based learning on
teaching English as a foreign language. Accordiﬁg to the report, project work made it
possible to cater to the varied needs of a mixed-ability group of learners through
individual choice of prqject topics, which ‘led to writing based on fhe language level
previously achieved. Howevér, the project did not only recycle knowledge already
learned, but also served to make students aware of their further language learning needs.
Lexis and structures were supplied to them that were unknown, but that they wanted to
incorporate in their writing. It was also demonstrated that language learning cah take
place even if traditional linguistic objectives were not always superior to other objectives
(e.g., cultural studies, cognitive development through problem-solving, social learning
through co-operation in pair and small groups), as seemed to have been the case in
students’ previous English learning experience. This meant that language was produced
as a natural by-product of other types of learning. Project work provided interest and
concern so that students could practice language for fluency. The relevant principle of
practice is that sustained interaction requires con"tent that is relevant, vivid, engaging,
significant, and meaningful to the participants.

Task-Based Language Learhing and Teaching
Since the 1980's, tfle ﬁse of tasks has been gaining increased attention as a

productive analytical unit for both language teaching and the second language syllabus

50



design. In'sp'ite of this'acoeptanee:‘ hoWever current definitions of tasks in general and
' ‘ commumcatlon tasks 1npartrcular vary Wldely accordlng to several seholars Workrng
E : "from drfferent perspectrves ((‘}ass & Crookes 1993) In th1s sectlon the commumcatlve
o »t_ask is highlighted as a new coneept for Syllabus' desi_gn. Furthermore', for effeetlve
'sele_‘ction and _sequenci‘ng of tasks 1n a sy}labus; different task typ_es_ are 'examrned:in

“terms of interaction between language learners.

Multiplicity in Deﬁnitron -
- The most general.vdefinit‘ron of tasks was proposed by Long (198,5) using
_eyerS(d’ay, n'ontechni‘cal terms H_e deﬁned a tas:k vas follows:ﬂ “a pieoe of work undertaken :
~ for oneself o'rjfor otner,v_freely_or 'fo'rts_ome reu/ard: Thus, examples of task include
A“pai-vn'ting. a fenéé,_ dresSing a c,hdd, f1111ng out a form . in other \t}ords‘, by ‘task"‘ .is me.ant
; : the nundredvand bhe things people do in esferyday life, atWork at play, and in between’; ~
' (Long, 1985 p 89) From a pedagoglcal perspectlves Crookes suggested that a task is”
“a plece of work or an act1v1ty, usually w1th a specrfled objectlve undertaken as part of
i "'an educatlonal course, at work or. used to ehclt data for research;’ .(Crookes 1986 p 1)
. '_ ‘For the 1ns,t,ruct1ona1_» roie ‘of tasks- »rn th'e se‘cond_language‘elassroom,"-ho'wever’, the
X definitions*of :a task become narrow For Br‘een,:a task 1s “a range of work plans wnieh
'haye’tne oVerall purpose 'of"facivlitating laﬁgqage learning from ‘t.heb simple and brief
- ‘eXereise type to more Complexand l_engthy 'vactivrties; ‘suoh:as group p_roblem-solving" or
simulattons 'and deéis‘iéﬁ-makiﬁg‘ ?;’(Bfeen | 19‘87 . 23), | o
| ‘, Candlm (1987) presents seueral Varrables in constltutmg an 1nstruct10nal task

‘ 'Wlth th1s complex def1n1t10n one of a set of drfferentlated sequentlal problem pos1ng o
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' activities involving learners’ co

 Following this definition,




REE communrcatlve task Wthh 1s defrn d,'as "a p1ece of classroom work whrch 1nvolves .

7"3'?'1learners in comprehendlng, manlpulatrng, produc1ng or mteractmg in the target language"k “ R

‘ Iwhrle the1r attentlon 1s prlncrpally focused on meanmg rather than form” (p 59)

New Conce tfor S llabus De51 n e
| Accordrng to Nunan (1989) communrcatlve language teachrng has had a '7‘ R
B .: profound effect on the language teachmg methodology and syllabus de51gn Also 1t has it

. greatly enhanced the status of the learn1ng task w1th1n the currlculum When o

‘ ._communicat’i'on' tak_e»the_center of thev curriculum,‘ -the». curriculum must‘jtake mto ac_c"o'unt P

: "‘of the goal of the; cumculum (content), and the means of thecurrlculum(methodology) ’
: “ at-t‘he sametlme (Bre’en; 1 984) Nunan (1989) contrasts the tra'ditlonal approaCh.to‘-" :
Rt l‘ curr1culurn de51gn to the task- based cumculum des1gn in th1s way In the tradltlonal ﬂ
approachto cumculurn desrgn the cumculum desrgnerlflrst decrdes-on the goals and |
) l 'obJectrves of 1nstruct1on Then the lcurrrculum contentflsspemfled and ‘based on ‘thrs ‘
the _learn_ing!'exper-i’ences*are decided‘upon... i‘he final:step i‘sestabli_shing_themean_s for L -
: assessrng learners“and evaluatmgthecumculum ‘Ielowe’ver,'".the'task'—baSed‘approach;;to1 ‘:, o
o currlculum desrgn has moreﬂex1b111ty because, content andtasks are developed ‘b N
“ 'togethert In other wqrd;, spe01f1cat10nofcontentanddevelopment of 1¢miggas'1;s i " S
: :.occurs‘s‘imultane_ously, so: content can‘ suggest tasks . andr,vicel.versa; : F511,c5wing‘ the g:oals" o

o "1n a currlculum the syllabus would evolve in the course of preparmg the program rather. -

o ,. ,:than precedlng the spec1f1cat10n of leammg tasks and’ other exercrse types Therefore a.. oo |

g syllabus wr1ter mlght f1rst flnd or create an 1nterest1ng and relevant text and task at the )

v.approprlate level of d1ff1culty, rather than exphcltly 1dent1fy1ng part1cular lmgursuc or 3 o



functional itéms.

Designing languége learning tasks re‘cjuirés a vast amount of imagiﬁation and
| bvcrée»ltivity on the part of .syllabus énd materials designers (Kuméravadivelu, 1993). Pre-
sequenced syllbabus specification ha's lost its dénﬁhance, ahd instruction'alvmaterials can
" only indicate antent in the form of tasks, leaving the actual language to be negotiated.
| Thus, a collection of instructional}materials_ can be sourcevbo'oks rather than course

v‘books (Prabhu, 1987). The Ianguage item :tﬁat is needed to perform étésk_ emerges from-

, learne_rs_’ negotiation in the process of carrying out the task. Language leming is not
lin_cér and additive, but instéad s lbargevly a subconscious ’anc.l meaﬁing—focused aqtivity
(Candlin, >1987)>; ‘At this point, the teachers’ role is highly‘impo‘rtant ‘becavu‘se»it» is the
teachers"who choose and sequence a sét of tasks suitable for the specific learners’ needs
| v (Kufnaravadivelu, 1993). In préctice, se_qUencing input mainlj} is driven By teache_r's
intuitive éohsiderations' rathef than b}lll:‘objectiv‘e principles (Longf 19855. Therefore,
depending on the interactioﬁ between the learner, the task andthe fask situation, learning
outcomes are quite unpfedi‘ctable (Breen, 1987):.' " |
Types of Comrﬁﬁnicative Tasks

What éoncems Nunar;(19l93) is how to achieve rational articulation in selecting,
, v;‘sequenc‘i-ng and integrating taSks in task-based syllabus design. In terfns of the
cOmvnjlu‘ni;cative taék, hé'propo'Sebs a pfo;eSs of curriculum development. The procéss

'~ starts with a needs analysis to obfain informatioﬁ .abo‘ut proﬁciency7 learner’s goals,

= prefe’rei}ces, etc. The second phase is groﬁping learners ac_cording to proficiency, goals,

* learning style, etc. ‘The third phase is selecting tasks with reference to the kinds of things
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] "reference-to tasks.

Select1ng and sequencmg are camed out based on pr1or1t1zat1on of learner need

i ,"'but they also depends on notlons of dlfﬁculty Determ1n1ng d1ff1culty 1s comphcated - S

o because of the number of factors 1nvolved such as goals mput data

g actrv1t1es/proce‘dures,--teacheri' roles lea’rnervroles"- settmgs "and the_ 1nteract;i0n 'amo'ngf TR

= .‘_”"them St1ll the 1llustrat1on of drfferent task types resultrng from varrous relevant factors T

- ‘can serve to l1nk the d1fferent tasks to learners productlon and also a1d in select1ng and.
| ?."'sequencmg tasks as a gu1del1ne for syllabus des1gn

Ooen and closed tasks In terms of the 1nformat10n that leamers exchange tasks

‘ g ..can be d1st1ngu1shed as open and closed tasks (Long, 1989 Loschky, 1988) In an open |
. task learners exchange 1nformat10n 1n relat1vely unrestrrcted Way, whrle 1n a closed task ,‘
- the information ‘shouldgbeaexchanged« deterrninately to ’c0mplete the task. ' C-losed tasks ,; -’
: ‘re‘qulre more negot1at1on ‘of meanrng to fac111tate comprehensron and more focus on the
language form (Plca et al 1993) Long (1989) descrlbes closed tasks as the learner S ;
“attempt to reach a s1ngle correct solutlon determmed by task’ desrgner 1n advance |
: ::"Reachmv'g ‘-the singlecor-rect soli;tionvvill require v‘structuralaccuracy,so a closed _.task:S are o
: ;1‘ moresultable for t:eachrng‘ grammar | e . S o
One way and two way tasks Another category for commun1catlon task types is, '~ |
o ‘made by the d1fference between one-way and two Way tasks The drstmctlon is based on | R e

"-fthefinteractional'r'e,lati’o"n»ship during”the ﬂOvv of .infor-mation. In a .one.-way task, either




" one of the int_erlocutorsﬂfholds'andsupplies all."the information related to task completion,
while the other takes the role of requester. Inatwo-way task, neither interlocutor is
given all of the' information, 50 to 'accbfﬁpliSh the task, .interaction is,absolutely required.-t, i

of them ina mutual relatronshrp Long (198 l) claims that more negotiatlon occurs in

K two-way tasks but Gass & Varonis (1985) report the opposrte may be true when

part1c1pants in the task share background knowledge during the two -way task Other
- criteria, »such ,aslearn‘er gdals_; the _complexityf of input,; the type .of activity‘an_d ‘participant .
orientation and classrobrn settin’gfall contrrbute to the complexrty of a.task ‘(Nunan, o |
‘ ‘1993) v ‘ | . :

| Interlocutor famrllarlty The famrharrty between 1nterlocutors affects the |

B “occurrence of 1nteract10nal features of non native speakers to non- natrve speakers (NNS-

o NNS.) : Gass '& Varoni-s (1:98'5) sh0wed that less negotiation exists betWeen unfamiliar

- NNS NNS than it does between famrhar NNS NNS In another study concerning
smterlocutor famrliarity, Plough & Gass (1993) noted that at the begrnning unfamrhar

pairs showed fewer, 1nst_an<‘:es ofi clarlfrcatron an_d confrrmatron checks and used more

- conversational constituents to ensure a smooth flow of conversation. Familiar pairsused. =~

o _ythe”‘non-.understand_ing signs more often because‘ftheir‘r'elations::hip.‘needed less face-

~saving. Based on the assumpt-ion"::thatfind"'iCators ‘ofi'non:\-}understand_ing facilitate

- language acquisition, familiarity between non-native speakers is a positive variable.

. St»ilgl, ‘the;existenc,e f_ negaﬁaﬁ-on »aoesan‘ot,fmly dependent "on ei(tern'alvariahles; |
E .'Ind1V1duals own personal style also affects the response made during a speaker s

| utterance such as. “Uh huh” “Umm or “Yeah R



Task famrharlty and complexrty The famlhanty and complexrty of the tasks c

_-be other factors to consrder in selectmg and sequencrng tasks Wong—Flllmore found v

R i:_that chrldren S comprehens1on 1ncr,

d wlth regular and consrstent lesso.ns. VHowe.ve.r

: “1 another study (Plough & Gass 1993) wrth adult subJects reached ‘the conclusron that a
- task unfamlhar group becomes more actrvely 1nvolved W1th the task.than a task famlhar “vj"i.fl.f L
B group In the study, the task-famrlrar groups dlsplayed d1s1nterest wrth the task and

o ex1ted from the task early Task “‘omplexrty also affects the 1dent1ﬁcatron of the type of Sl

- 0 f':'task Shortreed (1993) supported.the hypothesrs that natrve speakers (NS) would S

T 81mp11fy therr speech and use \a hlgher frequency of 1nteract10nal modrfrcat1on 1n

L accordance w1th the task’s complex1ty Wrth the two tasks drfferrng 1n the amount of

| -shared reference and requlred produC levels hls study supported the hypothesrs that :i‘ B

o in the NS-NNS dyad NSs use a hrgher frequency of 1nteractronal mod1ﬁcat10ns wrth 5

L relatrvely more complex tasks 'ff? e

f 1" P1ca :et al .1(1993) proposed comprehensrve task types based on two mam features' o

G »of communrcatlon tasks each feature d1fferent1ated from other classroom actrvrtres or

o -;'_!;these two features they 1nvest1gated opportunltles for learners to garn ass1stance wrt h-

Wv:*comprehensron of second language 1nput to recerve feedback on the comprehens1b111ty

:of thelr 1nterlanguage outputlvand; o respond to feedback through modrfrcatron of the1r .

;mte : anguage The mvestrgatron shows four condrtrons that optrmrze those three

: _;;[opportumt_res.j ‘Frrst,.-each“rntjerloeutor holds‘_a drfferent po‘rtloni of 1nformatron:'thalt;‘mu‘st.‘» . P '

_tasks'rné.genera : interactionalf‘-iactivit'y'»and-'communicat‘i'On goals-. In refe’r ’n‘c'e"to_f s .



)

14

. be exchah'ged and man_ipulatetlih’ ,or‘der to lrea.leh theta‘sk ’Out_c(')tne.i S‘econ_d,;bothl
4‘ interlochtors are reqUifed to reguest andsupplythls lrlformetloh to each other. Third,
’thyéir. lntefaetion must-havéisi»niilar vof-eohyefgent goals; l?oufth, only ohe acceptable
- outeorrle is po'ssible: fronl their_‘.attehipts to meet this g'oal.' : - |
Based on the “foor “e’ohditions,' fivel different tasks, specificaIIingsaw, :.‘iht.'ormation-
- gap, prohlem»-solying’v,‘de'c‘is:ion-makihg; and opinion exchahge; were 'examined to find :
~ out Which tasks contribute most to,proyide the. greates‘t o‘pportuﬂityvfor stlvide‘r.‘lts to
intefact in seeking eomprehensible' inptltahd m‘otlify theit o"utpht for communication‘.
The1r analys1s shows that part101pants (1nd1cated as “X” and “Y” in Table 7. ) n J1gsa\lv
tasks hold mult1ple roles as 1nformat1on holders suppllers and requesters and
‘ infor-nlatioh is exchanged in 'two _Watys to complete the task. The participahts are
\_expeeted to ‘achviveve ghconyergen_t,sin‘gle outcome. ’l“his Iheahs the jigsa\xl tasl( satisﬁes
| abo;/ethe fout- conditions and thus can be eonsidered the type of .tatsl< that most likely to
geher.éte:comprehensihle inﬁut and modification. e
The information gap task 1s diflfe’rent:fromthe ji.gs'a\‘vtask in that o‘hly vo_ne .
’ | ’i’ntelrloeutor. has access to the inlormatioh and the inform‘atioh_ flows only in one Wtiy. In
thistask, thevinfolmétioh holder may ‘get feedb;:leki on vpro‘c_lluctiOn; buthas fewet
opportuhities to _seek help'with:tinclear 1nput On.the cohtrarjl, the ihformétiorl{requeSter
vs}Ould' heve:“mo:r:e opportunities "to_"seek_" hlodifiedtion of 'uhclear ihput,'but’ less chahce to
- motlify pro.due_tion.. Each of the o.ther th.ree téSks,. problerh-,sol\iing', ',tlecision-_making,
| and ooinioh exehahge, are bcha‘raeterized‘ by the i.hterloeutors sharing access to the

" information h’eeded‘fof _task'eompletion, an_d-neCesSar’ily,interéetihg to carry out the task.
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Interaction | Goal - | Out:
Requirement | Orientation - | come |

d | COnvergent .‘;f

4 | Convergent -




~ that different_iatef -t"asks from other eXercise :‘and-ac'tivit'y. o

Goals are the general 1ntent10ns behlnd any given learning task They may relate»_ i FR |

! toa range of general outcomes or describe teacher or learner behav1or The goal types e o
ranges from commumcative socio- cultural or cogmtlve to. language /cultural

‘ ’ awareness (Clark 1987) In some cases a task 1nvolves several goals and act1v1ties

| ;‘Inptit‘refers to the Verbal' or ,‘non-'verbal'data frorn whiCh'_ an actiivity is derived_.' Authentic R

" materials" which have not been‘specific_allypro'duce_d for’the ‘purposeiof‘ language o
v._teaching, such as social securityforms or hotelhrochures-',_.provide useful input for tasks
: .Meanwhile,.activities specify What learners Will actually do Wrth the mput ,Activi‘ties '
are classified into two categories: -iskjll 'gettiﬁg émd ski-ll ‘usﬁii{g. S’kill .ge‘tt-ing acti\t_ities |
: 'blrefer to the controlled practrce act1v1t1es through manrpulatrng phonologrcal and
o grammatrcal forms | While skill usmg activities requrre learners to apply their newly—
acquired mastery of lingurstic forms to‘ the productron of communlcativelanguage In a.
_ xtask, these three comp’onents are integrated and determine the t‘ask 'type. .
In Chapter Two for the purpose of explorlng the vapproprrate teaching prrncrple , S
. for my target level I revrewed constructivrst Vrew of leamlng, the. 1mportance of
. 1nteraction in language learning, and three other approaches collaborative learnmg,
: pI'OJeCt based leamrng, and finally task based learning In the nei{t chapter I w111 present

' how_the'secompon_ents_‘ wlll bev integrated ina the‘oretical framework. -
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| : TCHAPT‘ER THREE:b THEORETICAL FRAMEWORK

- After reviewing the literature; Ipr'opo’se a t_heéreticél framework that consists of
three suécessive nésted dimeﬁsions: a pedagogical philosoi)hy, Whi_ch leads to a set Qf
language ;teacﬁing‘principles, which determine teaching stfategies. This framework is
posited on constrﬁctivist philosophybb;ccv:éuse, if teacﬁers have no pedagogical |
philosophy undergirdi‘ﬁg their te_achirig principles and strategies, they may lack clear
objecﬁves and a sffon_g raﬁonal’e why thgy should need them. Thus, their teaching will
 be incdnsis;‘tent aﬁd apt- to lbse directioﬁ and im‘pact.b Also, without va>1 change of
pedagogical philosophy, any changes iﬁ teaching principl‘gs and strategies may be
‘superficial‘ and fail to accomplish their purp.os‘é. |

~ Therefore, base‘d‘ on constructivist assuniptions of ledrning and teaéhing, 1 derive;
lénguagé teaching pr’iﬁciblgs from interactional competence theory. In the same vein,
my teaching strategies ére‘ selected to implement thésé teaéhihg pfinciples by creating an

~ envirOnméﬁt to optinnZe;-the' pﬁnéiples’ éffécts., : Thié conelatedﬁess aimong pedagogical
B philosOphy, langﬁage teaching"principies aﬁd teaching strategies can provide solid
gfound for i'm‘prox“/‘ing tevachjn'gb English;at‘my_ target level, vQcationél junior college. In
the -:foilowing section, 1 will.discuss eacﬁ of thés"é three dimensions in detail.
~ Pedagogical Philosophy: Constructivism
Emp_oweﬁng Students for Activev and Autonoméus Learning
The _dofninance of behévioriétic ‘asvsumptions'in learning and teaching in Korea

- has made students passive learners. To counter this drawback, students should be
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Figure 1. Theoretical Framework of the Curriculum Design
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= vf"e_'n“lpbvt{ebred as activev:and ati‘tenentotlsblearners. »‘In the eonstfuctivist view, knqwing isa

o constructlve nrocessf,;favndv‘stndents;btlﬂd en_their‘-vt)vt/nfinternal-tepresentzttions of

knowledge Thto_ﬁgh generatlng hyn.othe’ses frot‘n pl‘lOI‘ knowledge, and testing the‘rn,‘ :

‘f;tn}e.y'actiVeiyFCCZI'l‘St:‘r.n;';:tAkngw'ledge,’s‘earchir‘lg fot_rneaning' :Tney are able to take -

e respons1b111ty for e’st_abhshi‘n_g .and'ntonitoting thetr 'goals ‘and strategies. 'The teacher
i lt)ses :,the spothght 1n the classroom and steps down frbm the “stage”lto vc‘.onstruc‘t
o v”rneéi.ni.n'g W1th stutlents:éntli_ facilitztte theit learningv n’rdc'ess. Consequently, students take

" _ avcent‘ratl pos1t1on1n flearnin_ﬁg (Breoks:: &‘”Brdoks, 1'993)"

| P"remeting: -Legm;ng thre:u}g“h sé__ci‘ai Interaction

i A petdetgogic“al ph’ilovsv;‘ophyfbaseti on eonstr‘ueti“vi‘s'mi entphasizes soeialrinteraction '

w1th tenchers fand neefs ,' Beeause ‘ef 'latrge ‘elass‘reo‘m sizes endteacher;dvomivnated‘

: ‘instrn‘ction,;'a latek of "soc’ial; interaetienl in leetrning and tezvtehi‘ng:‘in Kevr'eavis prevalent.

“ rHoweve"r‘, by pr"olrnotingv _learning thtough secial interatctien w’ith‘appropriate principles
etnd' str.‘attegies,‘, the tea'chers can ‘pryc’)vit‘ie‘m(v)resn‘ccessful and effeCtive learn'ing. As
aetive‘ieamers, stndents can enhance their-leatr‘ntng thtough secial interaction. With‘ the
rlght Kind of heln frent teachers and peer’s,students can -expand their capabilities in
: ’ i)rohle_m solvmgand raise theirv potentialv-level of petferrnance; Vygdsky’s ‘theery of the
' Zene of nrvox'irnal’ tlevelenntent provides a‘Strong‘ lr'ationa-le for 1earning through social
| }i‘nteraction. By workmg with tnote knovy\tiedgeable»othets, students are able to have
| leéming‘ ex‘periences whieh '\tleuldvbe impossible for them other‘w‘ise.‘ Vygotsky asserted,

‘,‘W'héttthe child is able to do in cellaberati:on today, he will be ‘able_to do independently‘ |
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, tomorrow” (Vygotsky, 1978 P 211)

o Supportlng Authentrc Learnrng

Authentic learning;cornprises the thrrd ,cornplonent: of my nedago gicaf bhflosophy.":
The term “authentic” is g;‘sedvin' \}Afiéi;s' ways : f‘¢§mext,of useor “real-life "cdnﬁections;?5 o
' Mostconstructi.vist approvaches ver_nphasize thatknowledgeandapphcatlon cannOt be
senarated. | In thnisf“view,. teachersshoul:d pr'oyide meamngful andrnterestlng _learning' | -
tasks for-students.- If students have to memorrzedefrnrtrons because they w111 beon the S
test, the rnenrorfiatiOn, ‘is:meaning;lvessi andhardly rnotiv'ates"students;.' Students 'should .
learn through contexualiiedjprob;lenr sofving s1tuat10ns becaus_e they can generate '

' ) interest and 'e’nable students to transferi kno\uledge"i'ntovnractic‘e. Authentic learning‘
 involves not so much masterrng thev vrnformatron 1n a textbook or u‘s1ng test takrng skrlls '
' : but rather usmg the 1nformatron in the’ textbook to solve reaf world problems For ~ H
, example, in the_,case of "seCond lan'guagelearning,,rote meniOrization of grarnmatical.-
= "facts is_no.t authent-icjlearning; becausestudentswrth only g'ramihaiic'él'_' knowledgeWﬂl -
: have di’ff“rculty commumcatrng 1nthe target language outSide _t_he clas‘sr’oom.v' If | language ‘_ ; o
lvearn'i‘ng'fs to be r‘egar.ded»‘ asauthentic-, .s‘tuden’ts should be able to use What thejt learn 1n
" the classroorn.-for real-world cornrnunication; 2 |
Language Teachlng Pr1nc1ples Based upon Interactlonal Competence ,
The language teachrng pr1n01ple comes d1rect1y from the pedagogrcal phrlosophy
| of pursumg authentlc learnlng As dlscussed above authent1c1ty in language leammg
concerns real world communrcatron whrch features 1nteract1on and is focused on. |

‘mean‘ing; ,Real-worl_d ‘con'arnunication requires ~interactiona'l _COmpetence‘ more than
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Table 8. Language Teaching Prihciplés for Classroom Instruction

Five Principles of Interactional Competence Appiication into Instruction

1) Rhetorical Scripts ' ' Help students to recognize that there

- ' is a pattern of sequenced interaction
what interlocutors build up during the
conversation

2) Specific Lexis and Syntactic Structure Students need to use specific words
' ' .| and grammatical items to interact
successfully in a specific context.

3) Strategies for Managing Turns . To participate in an interaction

‘ : actively, how to take turns in
different situations should be
practiced.

4) Measures of Signaling Boundaries ' Let students recognize the beginning
and ending of conversation, and state
it appropriately.

5) Topical Organization To improve the ability to talk about a
particular-topic

linguistic competénce. Ihtéraétional competence goes beyond communicative
competence; communicative competence addresses only individual léamer’s language
proficiency, separated frorﬁ the interaction in a given context. ‘However, interactional
competence considers language proficiency as the ability to interact successfully with
other participant(s) in a converSatié-n. By teaching this interactioﬁal competence, I can
help my_studénts use English- more proficiently in real-world communication.

In defining interactional competence, I adopt five features characterized by Young

65



A '(19'97). They are rhetorical scripts, specific lexis and Syntactic 'étructures,‘strategies for
managing turns,‘measures of sign'aling boriridaries, and topical organization. These five
" components comprise the leng’uageaspeet of each lesson, including the teaching of
vocabulary and grammar for specifie contexts, turn-taking, opening and closing
_ -conversatiens, patterns in a sequence of interaction, anci the means to talk about a
particular topic.v Different contexts require a different set of these five components.
Chepter FOur p‘r’esents the methed of integration of these compenentsinto a specific
context: project—based—learriirlg usingeollaborative tasks.

Teaching Strategies: Project-Based Learning Using Collaborative Tasks

To teach interaetional c'(‘)mpetence, I first need to promote and optimize
interaction. Without interaetien; students cannot practice interactional competence. To
etchie\}e this goal, I integrate three different strategies: project—based learning,

 collaborative learning and task-based learning.

Collaborative Learning: Creating a Setting for Interaction

Ina teacher-directed classroom, teacher-student and student-student irit'er‘action :
does not occur often eneugh to allow students to practice interéetional competence.
Interaction in-the classroom requires s’tudents to,take a full role in the learning activities.
Through adepting colleborative learning as a key teaching ‘strategy‘,;I can give students
more opportunities‘to interaet with each other in small group work. Also, in
collaborative learning, students rnake their input more cemprehensible because their
~ group work requires them to make themselves understeod; they naturally adjust their

input to make it comprehensible. In other YWord_s, to aCeompliSh the group goal, they
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- gctivély ‘ﬁc‘:‘g.otiatév meamng to :intevra"‘ctv'sucdéS'vSfﬁlly. vLa'st,'the'ASOCialu skills Qf
collaborative ‘lve'éu“ning are directly' r,eli}tﬁed to some éom.p_(one’nt;s':.of iht‘eracbfional
com‘petehc,e‘,‘, such as tufn-_taking and means for signaliﬁg boundaries (beginning and
' ehding cucé) in conveIS'afionv; '. As __studcﬁts déVelop specific social s‘ki‘lls, they practice
interactional COﬁlpeteﬁée..such as interécti'qﬁ. man‘égementv and ﬁegotiation of rﬁ‘eaningb.

| PrQ]'ect-Based Learning: Eng' agv ihg Studcﬂt thrdUgH the Contéht

 To participéte in> an interaction"uéing a second ,1anguage, _sfudénts need a purpose

: to :c-:‘omnmnicate, with éach obther.‘ In éddition, studenté ,nééd_'fo have rich‘ content to
Iﬁaintain interest and a de'sire to ccifnrnunicafg. Rivers ‘(.1987) asserts that sustained
interaction reéuires the participants to find the céntext relevant, vivid, engaging, -

| signifiéant, and meanihgfﬁl. By using projéct-baéed l'eéming, I \";vﬂ‘lv pfo{/i(ie students
with‘ a purp’obsc‘ and éontént»to interact 1n Engiish‘. With- a clérefully chosen topic,
pfdjeét-Based ‘leai‘riving can ‘é\vfokie‘ studenté ;j ihtrihsic moﬁvétibri; because they can satisfy
their curiosity and ishi'okw th‘eir: creaﬁvity during the process of wbrking. on a'projeét. |
Whether the topic.of a ﬁrojéét 1s crcated by ihe teéchelf of _raised from‘a survey of
studénts’ interests, a topic Which is Arich ¢n‘ough' in contént and worthy of long-term
inves'tigation' can enqourége students to workw1th sustained effort toward the
aCcorﬁplishment of the projeétﬁ.,'v .

| In addition t;o’:the »cvhva:ra‘:cte._.ris‘tics éf énhancirig motivation, project—baSed ‘learning

'présc;nts_ a ﬂow-f_qr rstuvdents‘,’ group"work;‘ ]v_)uri:lvlvgtrhr»ee phaégé of a‘project.(planning,

, inve‘s'tigatiionv and ﬁfesentation), Studgnts_ eﬁgégé in Varidus types of task and pattcrn‘s of

~ interaction. In phase'on_e, students brainstbrm and discuss the topic and ways to
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investigate it. Inrp_hase two, 's'tudents._r_es_ea'roh‘, r_eport,_share:the.‘information and
symbolize' their understanding in creative ‘Ways.:' In phase three, students pr‘esent the B
- outcome of their investigation. - Throughout the three phases, students have a lot of

' freedom about how to construct and represent their knowledge.

The concepts of task based learmng and syllabus design permlt .’dex1b111ty in
selectmg and sequencmg hngu1st1-c 1tems In contrast to the tradrt1onal syllab1 yvhrch
p‘resent pre—selected and. prefsequenced language 1tems, m;task_—based syllabus'desrgn the )
 tasks and‘ linguistie itern‘s evolve together. In other words, linguistié ‘iterns and tasks are
] | jdevelopéd sirnultaneously ‘so;that the linguistic items suggest tasks and vice yerSa - |

(Nunani ‘1989).‘ Thus, instead of' identifying particular linguistic itern»s explieitly;'i H
vvp'resent gene-ral le‘arning objectiye's and‘problem4solvin’g tasks "whieh inlplieate "ling'uistic
| items. By applymg thls ﬂex1b111ty to my syllabus des1gn Irntend to allow students more
‘ trme in mteractmg with each other usmg the 11ngu1stlc knowledge they already have
gained, wh1le focus1ng meanrng for successful 1nteract1on Still, I 1nclude a rmmmal
numbers.Of ' linguistlc_items necessary to "fa,cilitate the,proce'ss of intera’ctiohal .
conipetenee. o |
Specifieally,;a commun_icatlve _task ina lesson can be regarded as a co‘rnbination o
of language (linguistic it_ems)andleontent.' According» to Nunan.(':1989), a
eornrnunicative ta_sk cOnsists of a ‘goal;' an i'nput,tand anacti’yity;,‘,Some:examples of
;. goals a'rev general intentions"behind any .gi‘ven learning task, prohlern ‘solving regarding a

topic, or can be learning specific ‘linguistic,:items‘. An input refers to the lingulstie data
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: that formsthepomt of departure forthetaSk Itmlght beahngmstlcltem (o readlng o
i ﬁasgag“e; or aﬁ»‘non-kvling‘ﬁifsbtAi_c_:‘ 1tem(e g pictures). An aﬂc;iyviiy;spe'cvifiééf?;vhat learners wiu‘;v.. -
actually do with the input. An activity hastwoaspects 1ahguag¢.‘and§§ntéﬁt. The
prOportlon of the twofactorsdlffers byact1v1ty type For example,actlvmes featurmg .
. : problemsolvmg, dlscussmn toplcs,orsearchmg _»fo:r; -spe:c'ifié mformatlonare :ﬁiore: ;
: 'confenf;bfieﬂféd,’:_whilé ‘vreadiné‘a‘: Kn.ew_sb- 1tem andwntmgadlary _'Or | liste:niﬁg.,tc]) radlo S :
: ._r;ew’s: ére morelanguage-orlentedact1v1t1es ThlS deflmtlon c:‘)f"v thrée c"(_)nipbner;lts.vqf’ ;a'.'; '. -

o task suggests that, in a ‘éo‘mmunic"ativc task; there is a strong ‘int}c_g'rati’vo‘n of cdr}tent and -

language aspects. Language rises from content (topic), and working on the content .~

- (topic) requires linguistic items. Thus, in designing lessons, I have used communicative

task as building blocks to compose 'a"sﬁcces'sivéf‘ch'ain‘ of tasks.



CHAPTER FOUR: INTRODUCTION OF LESSON PLANS
Ba_sedv on the theoréticaiiframe\&cv)rk 1n Cﬁapter Three, I have designed a teaching
‘un_it,'CGﬁsisting of s1x vlevss‘onf pléﬁs térg"et»ihg‘k Students at}a ‘Vocafional jvunior cdllege (see
‘Appvend.‘i)v( A) Thlsumt ainis tovl;m.ﬁrove' the st’ﬁdeﬁfs’ }intera‘ctional cémpefehée, which
- ‘m'evans how to succeséfully interact withv chgrparﬁbipants in a given context. I'have two
assumpti"o'n‘sv.‘ aboﬁt my teaéﬁing térget. . Fir:st‘,:I as‘slllrriev'svtu"dent‘s are active knowiedgé
: jCQnstméféré who ’ci:’ah (or hav."e‘the pOténtial) té_l’eérn :ﬁow to take responsibility for their
: 1earning_; a’n‘d» to mqnifor théir learmng procé:ss while heiping' péers.‘ My second
o asSumption is that‘the students hav:évalready‘ .gainedba fair am"o‘un"t of linguistic _
, .cOr:;lpetencel. I»say’th_i's’ bécallus‘e they have sfudied English for six years at ’Secondary .
.' ‘~sch00vlsv andhave passed ¢ollég’é éntran(;c' éxa;hs of Whiéh the English scovr..e'»is amajor
B ‘part Of thé to;[al s‘coré. Un,derv theéé coﬁsiderationé, vI Wiil_introdu'ce the unit in four
| aspveé-ts:‘ ééttiﬁg? faSks_, _,cohfeﬁt_, languagg‘jnp_u‘t.“ | ;
_ Seting ‘. ‘
For this unit, b‘e_staibli‘shihg a s.ett:ing f’or C(“)llaborati_vé gfoﬁp Work is required. A
’class shqu‘id be.divided ir‘1t0> Small grovup_s,: Wthh c,ohsist ‘Qf four of fivé’students,
: | Mgmbervsbfv a groﬁp wérk tog.éthé.l:r jthféughoﬁt th_e Un’it. It is dcsirablc that eéch groﬁQ"
: hé?e access (o at.i leé{st bo‘n‘éf, compufér Witf;.:;l ‘wor‘d _proéessing bp'robgram; Internet Capability,
.éndj an éléétronic enéyélopédia. |
i _Eachvv lesfstl)n‘. is ﬁ';‘a&e up of séquences: of taéksf.w In general-, one task consists of a |

goal, an input and an activity; An activity is designed to meet a goal, and an input is



Activity Description | Languag




| 3) Strategies for Managing Tumn

|4 Measure

5) TOpic‘alf Organization




| CIiAPTER FIVE: ASSESSMENT
Becaﬁse this curficulum design is posited ona coﬁStmctiVisf pedagogiqal
: ‘perspective, evaluation of the effecvtivenessb 6f‘ th¢ desigh also needs a construc-ti\}e
| appr()ach,ibwhi‘ch: is aﬁ aitémat_ive to the traditional multiplé-éhoice standérdized test.
This approach is characterized as an ongoing prbces‘s, during whigh teachers and
“students corhmeﬁt on each othér"s}effdrts 1n a class. The teacher and students share ;he v
authority to evaiuate work. Thus, studentshave a respoﬁsibility to asséss theif own émd
“each others’ pérformance. In addition, this épproach assesses performance on “real-life”
 tasks: perforrhance in context. According to these‘chéracteristics, this cur‘riculurﬁ des‘ign‘
featufes fhrée aspects of asseésment; fgfmatiVe, self-reflective, and performance-
oriented. | | |
| In contrast to summative assessment, which dcscribes learning achicved ata
certain time, fofmati_ve. assessment is essentially feedback from the teacher to the -
students avbout‘studentvs’ present underst_aﬁding and skill development. Fufthermore, it
- indicates that what shoula be‘the'ne‘xt étep in studenté’ learning. Formative assessment
is informal"sb ‘that it can be easily incofporatéd into classroomiroutihes and learning
activities Suc.hv as tegichér?s observation aﬁd instructidnal conversation with students. |
Bothi unstruéturéd‘ (e. g, Writing samples, homework, jburnals, games, aebates) and
st_ruc.ture'd-(e‘. 8., checklisfs, close tests, rating ‘scales, questionnaires, »structufedv
inter\}iews) corvnp.onentsvof learning activifiés can bé used for formative assessment.
During each leéson Qf this curriéulum design, the‘ teacher observes and monitdrs

students’ group Work, énd fac‘il‘"itate_sb their learning by pfoviding feedback in oral and
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- 'written form The purpose of the teacher s observation is to make adjustments in the

- o 1esson 1f necessary and to help student make the best of the lesson before completion

N " :Additional_ly,_'vstudents,’.-: Wri_ting_snvand use of r_;esources" can be_ob]ects of fo_rmative
o assessment.f - | . g | ¥ |
e Next, ‘situdentsevaiuate]their soc1a1 skills duringgroupworkThrough this .
) f-.»cvaIuation', studentscanreﬂect how they areworking .\vithipeer_san_d _recognize_ ;vvhatiis_'" '
| required to accomphsh the group objective. ‘Thus,“students can': _improveifor 'themseives ”
| the collaborative clima'teduring_ the process of ‘the project; this':eventua_llky promOtes :
. :"interaction _amo_ng them.‘ ' | Lo
Finally, to assess the students 1nteractional competence 1n English the teacher |
evaluates their oral communication during group Work and ﬁnal presentations inclass.
__ Active_i_nVOivement and successful interaction using various and t1mely Stfaie‘gles are-thé» .
main factors fo_r' a suCCessful“performance. |
B In additlon, thevassessment attemptsto make abalancebetvveen evaluating_ the
COiiaboratjvg. group Work andindividual 'accountabiiit'y.l : ’ifherefore,'assessment con'sists
of both the indi-vidual and the ig’roup; " Ind1v1dual assessment w1ll fcover: oral“
- communicatiOn V(S(y)%)zand,thejfinal: production of journal») Writing(20%) :Eve'n”for their :
" individual' work, students are ivelcome to help each other ‘throughrtheprocess of research’ |
) collaboration; and peer ',editin'g._' T:he‘ average points of individual assess‘ment w111 be |
:added to group pomts Therefore the quahty of 1nd1v1dual work 1nﬂuences other group “
" members grades (10%) The group assessment w1ll cover the social skllls (30%) and |

o group pr_esentations*( LQ%). ‘Ru'brics ‘for each assessment are in Appendlx B.
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‘Table 11. Individual Assessment

- Category D Kenyobin‘ts, | o _Meastirement.’,
| Oral | . | How acti_veiy weré students involved in the | ‘Teac'he‘rs' ‘
Communication | group discussion and group presentation? | Observation
1 (30%) AR . | Oral Report
. ' ‘Rubric
| Research for the How éffectively did a _stude'nts ﬁse various - Writing -
project (10%) _ | resource of the research?“ L L : Rubrics -
‘Writing for the How‘effec.ti'vely did a student convey the Wrifiné
project . | research results? : , | _ Rubrics
(10%) , | (organization & grammatical accuracy)

Table 12. Group AsSessnﬁent

Category . Key Points ‘ Measurement
Social Skills - | How did each group work Teacher’s Observation

(30%) - collaboratively using social skills? ‘
- o : ' Self-Evaluation

Group Presentation | How did each group efféctiVely Peer-Evaluation
(10%) ' ‘ present their process and outcome ‘
of the project to other groups?

Transfer from | Average grades of individual ‘
Average of members will be added to group
Individual Grade points. - '

(10%)
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' APPENDIX A: UNIT PLAN
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’ 31 Warmmg-up -
‘Have you ever worked ina group"

What are the dxﬂ’erences between workmg alone and workmg together?

2. Vocabulary

genre, detect1ve dsaster team splnt dlversny, assessment cntena, garnblt
spokesperson, mference, breakmg the ice : ~

3 Task Chams |

‘Objective = |

 Activity

Actmtv Descnptxon '

B Lén'gufage Input.“ 1o

41.To get to know
each other

Breaking theice |
o S~ .} hames and hkes and dxslikesm mov:e
_‘:.genres S £ ‘

Each group ﬁnds -group members

| Worksheet 1. 1

ey

. To preview project
1+ with goals- -

Previewing the
Lunit. .-

| Read unit overview, recognize the -
| -content of lesson, and preview
‘assessment measurement.

Focs 'S‘fhee:t 1 2

) -

. To'recognize the-
| classroom rules for- -
1 collaboranve
learmne ;

a Readmg
1 classroom rules L

Each group read classroom rules

| prepared by the teacher.

' yle'ocus Sheet» L3

(“Sink or Swim
' ‘Iogether o

14 To practlce speakmz

‘Reading and
| practicing role .. .-
|| question about the roles.

assignment . -

i ’Read role assmnments and be - o

prepared to answer the teacher’s

Focus Sheet 1. 4"‘ "

(“Collaborauve

“Roles™

. To 1denufv SERERR S |
- charactensncs of a - 1
- positive et
~ environment for |

. Developmo your ..

group rules - -

‘ v Each group decides ﬁvespecrﬁc
| group rules or gambits based on
1| classroom rules o

| Worksheet 1.5~
| (“How to Swim

Together™)

‘collaboration

‘4Assessment ‘ TR T
Teacher S Observatlon & Students Self Evaluatlon el v




B 1. Warmmg—up

~ Lesson Two: Build Your Criteria

Have you ever reached a totaﬂy d]ﬁ"erent decxsron from others on the same 1ssue° h
_ Were you able to be sure that you were rzght and others were wrong or vice versa? S
What were the cnterxa that vou used when you made the decxsron" o T

2 Vocabulary s
consensus, bramstorm, preferenc; ]‘xnventory, constramt :

obhgatlon, congestlon,

reference -

- 3 Task Chams

O bj ectlve

Actmtv Descnpnon

. Language laput -

11 To merove
‘. interactional -
competence:

Rhetoric script fbr -

discussion () -

Read.mg the rhetone v
| 'script and pmcncmg .
it througn role piays »

conte*c: for role plays. .

-The teacher expimns the rhetonc ]
script of chscussxon and provxdes 1

[rocwsteert |

w |

. To recognize th‘a:

- knowiedge is based. -

‘, on available -

- information and the

~ wayto. look atit

N Guessmg a.bout r.he
.| owners. ot lost . '
gsuxtcases

s Two pan's wnhm eaeh group

“of lost suitcases.

' | + When students have reached a

* consensus in their pair, The
* teacher informs the class that -

- persomn.

 both suitcases belong to the same “

| Focus sheet 2.2
- guess abourtheposswle owners e

' -stcusswhatmade:hemopaxrs
reachadxfferent consensus” N

13.70 ‘cle'yei‘o'p‘crn"‘e:"i‘a

- for making decision

e hve )

| Developing five
criteria individually to.;‘

choose the best place :

. Bramstorm what is the most
. important criteria for decxdmg
- the best place to livein.

ol To facilitate the bmmstonmng,.
1 use the Preference I.nventory

Worxsheet 2. 3-a,b
'(Preference -
| Inventory) -

' 4 To hego;iere:-
- disagreements with .
- peers forgroup i .

decision .

Decxmng group
criteria’

e Exchange criteria wnh group

_members and evaluate them. -

e Find a way how to choose &ve ‘- ‘ '
among them for the whole group .‘

- (Criteria for the crxtena)

e Decxde group cntena. '

| Worksheet 2.4

4, Assessment: Teacher's o,b'servaﬁ;sn&fsmdem‘s’ fs,emsvaugﬁan L




Actmtv Descnptxon e

| Languagelmpur |

v 1. To develop
1 mtemcnona.l
competence

"dlscusswn II

o Readmg the Py
‘gambxtsand

| practicing it °
- Rhetoric script for'_' .l
| playing -

through role'; .

| Students’ pracnce askmg for

| Focus Sheer 3. 1-
*| information, clanﬁcanon, socxal T R <
i aﬁixmanon, andchangmgtopxcs. S I

2. T« pracucc
mformanon
provxdmgand
feqmmg

| —:-;;rgsaw

e Fill the name of9stat&s tbrough

P 'ta.kmg as a.nd ermg S AR
A .:'veachother § 8 ,

| ‘resource.

13 To rccogmze thc
vanetyofmearch‘ﬂ :

Mapping 10 cies -

-Usmg the E’ectromc Raference
- U.S.A. Carmen San Dxego"

-the map with brief mformanon

‘ and.shares 1tw1thpeex's

‘parter.

 “Where is in the U.S.A. Carrnen

each member locares 10 ¢cities on |

",'-(Acomputerwnhthesoﬁware N

| Worksheet 3.3
‘Database of “Where isinthe " | S

"kplormgthesoﬁwarewnha R

“:‘*‘_"Saanego?”fortwo students)- S

B 4 To pool mformanon
for problem solvmg

| Compietmg U S
geography B
scavenger hunt

| Each group completes the U'S.

e 'geogmuhv scavenger lmm. 1

WOrksheezs 4
_' ,,(US Geography ‘
.| Scavenger Hunt ) -

: ‘_‘Each group bmmstomxs possxble = FocusSheetSS

| research resource to ﬁndthe best - |

4 'Assessment.
N 5

; Placeto hvemtheUSA.

Teachervs Observanon & Students Self Eva.luatxon EEAEt '
Homework. Expand resea.rch resources and bnng avaﬂable ones to the next class




‘;]3 Task Chains.

Langunoe Input .'

Actwm' e Descnptlon e

While watchmg the v1deo, studems v‘{_,v L Worksheet 4 I Sl
identyfy the thetorical ‘Sant tha: ST P g

" Objecnve

1. To develop | Watching a video -
’mtexjact;onal S S AP
'éor'npeteneg:

3 .,;To dxscover eEecnve Planmngagroup
" ways for successful | research project.
o _group research . o e

Each aroup member takes a specx.ﬁc j
‘mission for the research " e

"-.,;,To 1demxiv releva.nt fE*cplonng the

SN | » ’v-ACCOYdmg to ‘he research Plaﬂ- .";,—‘ : .'Re,,f'?rence b.o‘°vk5 |
' ,_;mformauonrtorthe ,.‘;-,‘_mfonnanon B IR TS TR

- |'start collecting information. - T R A S el
| (A computer with Internet access | Information on Internet |

L |and: word processmg program for N : '
| every two students ) - 7| Others,

'"',“,-v.T‘ol,é'!/eldatc‘j»the" o j:Evaluatmz | Group members dxscuss about the P
{ - informationfor - | 3
8 deéisiOn_.makmv g

L fEach student takes respons

s . To dec1de crmcal Decuimgmam
' forbwrmnc one feature of the

. information for - ._»f_eannes'bjf the
- journal of “The: Bes;' Joumal e

“"Place'to Lne mthe B B
':US T

'4_.,'As'séssin? 1t ’Tea'chei"?v's- QOBSer\:?étidﬁ' d Students” Self-Evaluatlon

Homewo rk Further research (lf necessary)




Lesson 5 Journal Wrrtmg

~ ’1 Warmmg-up

: “The Best Place to Lrve m the U S. ge |

Why would some maga.zmes and books feature mformatlon about the best p]ace to ol |

hve‘7 ) : :

i 2 Vocabulary

3 Task Chams

scatter b1d ernbrace lure prospects paramedrcs pedlatncs, fabulous rephca

' _Obj‘ectrye - Ai'v'v :

. Aetivity

Actrvnty Descnptron

Language Input

| I. Todevelop
| interactional .=
B competenceman )
,authentxc context

| Group Presentation

) mclude the followmg

o - Supporttng eVideuce’.‘abt')ut, t_he“ S
| choeeortepiace |

The group presentation should :

e the group criteria in choosmg the |
1 1 journals)
| and the decision making process } IR

T '-PeerAssessmentSheet L

bestplaceto hvexntheUSA.

Presentanonha.ndout Y

prepared by each
group (Copies’ of
~-completed group

"To xdentlfy the

,-mteracnonal -

| competence and the -

| . criical factors for '
| successful group
s work :

| Class sy'mgso-smm;

Reflecting the f ’
1R Students share theu- ex'penence I DR
dunngtheprojectmtermsof B R

Ieammg process of
R & workmg wrth peers

e Smdents a.nswer 0 questxons

prepared by the teacher

, FocusSheet 72

3 ‘.Increase self esteem
';'_vas autonomous Ce
. ‘,:Iearners S

Praising & <
| Celebrating. -

] 'Students pra:se orie another for
- | their effort during group work, and; L
| shakes hands with group members, |
R other srudems, and the teacher ‘




Rehearsal

s - 1 Warmlng-“P;.-;

} v‘l;To develop interactional
competence Rheton
: scnpt of presentauon

B 2 To apply the rhetonc ;
ki scnpt mto the group - .

presentauon by orgamzmg the
| content and assigning each group”
i member s role:for the presentan_ n.

: presentanon

4 Assessment: Teacher’s Observatio



| 3 Task Chams

U l To develop “

-"Warmmg-up

2 Vocabulary

reﬂectlon, tolerance, negotlatlon, perspectlve ratlonahzatlon

~ What do you thmk 1s the purpose of the presentatlon 1n the class"
* - Does the preparation for the presenta
you Ieamed ﬁ'om tms umt‘7 '

Obgecnve

Actwntv

Actxvnty Descnptlon

Language Inpu{ :

interactional. .

e Group Presentatlon'

, }';'competence man_l:g__‘ s
. authentic context. |

The group presentatxon should
lnclude the followmg RN

R the group cmerxa in choosmg the -

bestplaceto hvemtheUSA.

“and the decxsxonma.kmg process R .
' -Peer Assessment Sheet I

. supportmg evxdence about the

choxce ofthe place e L

. Presentanon hand out o
» preparedbveach SRR

- group - (Copies of -
.- completed group

jOU.I'DﬂJS)

2 To 1dennfv the
E tnteracuonal
critical factors for.

| successful group  :
i work T

-.competence and the .~

:'Reﬂectmg the
1 learrung process of
»ttns unit.

" .cmsﬁ,s;mpogm

. smdém’s answer to questions
prepared bv the teacher

‘. Srudents share thezr expenence

dunng the project m terms: of

: workmg thh peers

Focus Sheet 7.2

3. Increase self-esteern
| as autonomous
'»leamers

Praising & =
Celebrating

' fStudents Prmse one a.nother for e
| their effort during group work, and |

.| shakes hands with group members,: :
L other smdents, a.ndthe teacher ‘

4 Assessment: Oral Language Scoring Rubric




2. What are your' rpupv favo‘ e




Focus Sheet 1.2

~ Unit Plan Overview

Project: “The Best Place to Live in the U.S.” .

1. Lesson plan overview

Lesson

Title

Topic

Team building

Get to know each other and establish

| team spirit.

Build your criteria

When you choose the best place to

live, what are the most important

criteria?

Mapping out states and cities

Become acquainted with the -
geographical and cultural diversity of
the U.S.

Research ‘

Applying the group criteria, research

| the best place to live in the U.S.

Live in the U.S.”

| Writing on “The Best Place to

Based on the research, write a short

Jjournal article about the place you

found. Please be aware of the way to
talk about the topic.

Rehearsal

'Organize your group presentation

using the rhetorical script. What can
make your presentation a successful
interaction with the audience?

Presentation & Reflection

Share you group’s decision-making
process, research process, and journal
article with the class.

Reflect on what have we leamed'
through the project.
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R '2 Assessment overview i o RN
. Assessment consists of both md1v1dual and group evaluatlon. Ind1v1dual
- ;“,assessment will cover oral communication and the final productlon of Journal wntmg ,
. Even for the individual ‘work, you are welcome to help each other through the process of
research. collaboranon and peer edltmg The average. pomts for individual assessment wﬂl ‘ .
- . beadded to group points. ‘Therefore, the quahty of individual work mﬂuences your -
" peers’ grades. Group assessment will cover the social skills of your group The more RECaE
o yOuire's'p_ect ﬂa‘ndwhe:lpf?y ur pee.rs,;vthe-'more _fsuc‘ces fulyo group proj il be.

1) Individual Assessment (S0%

L ‘;::Measurement

ion ,How act1vely were you mvolved with the ‘,'Teachers . 1
gro p?work and group presentanon‘? ] | Observation/ | = -
| ‘ R A I »-‘,fOralReport }
|Rabie 1

,. foweﬂ'ectlvely did you use various Wntngubnc v
esources for the research (content)'7 [ PR R

| project 10%)

'How eﬁ'ectlvely‘ ldrd you convey your
| researchresults?
RS ;(orgamzatlon & grammatlcal accuracy)‘

[t orme
pro Ject ( 1 0%)

o 2) Group Assessment (50%) S

A Teacher's Observation (20%): How does cach group work nabotlyusmg -

_'Self Evaluatlon_(ZO%) "Aﬁer each class, students ,wﬂl have to tum in self- el
S S evaluatxons on how they worked m thelr groups

Transfer from Average ofIndmdual Grade“( 10%) Average grades of b :” o
G SR R e L mdlmdualmemberswﬂlbe
i added to group pomts :




Focus Sheet 1. 3. 3
~ Classroom Rules_for Collaboration: “Sink or Swim Together”

When we work in groups,
. L‘

Help each other so everyone
understands what to do.

~ Make sure everyone
~shares an idea.

- Speak politely
to one another.

Be good listeners.v‘

Ask each other questions
before we ask the teacher.

Compliment one another
for making a good effort.
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Collaboratrve Rules

s Role T

Garnblts

' concerns for a ume limit:

I think the task is .

| “Please stop talkmg and get to

L Menitor Malces sure each person pamcxpates ' ‘."“What do you tlnnk Mr Sun"" I
RS and that no one dommates the group -“Jung Won, Do you agree?” = [ ' .
process ' £ SR B would hke to. hear from Kr»
 Encourager ]Makes sure that the contnbuuons of “That’s a good ideal” RN ,
sl nene o Leach member and the téam as awhole © | “Let’s all give' Hyun Woo apat | TR
- lare apprecxated “ | ontheback!” . =
;. ' LT .| “We are on the right track!” S
o , : e “We get to the point!” . **
- Task Master - Keeps the’ group on a task and “Have we. found mformauon for_

that?™
“There are only 5 tmnutes left S|

the task ”

e R‘e,corder/ Reporter

Records team answers and supporting -

matenals also can be the team

R spokesperson in repomng to the whole

class EPE

: “Do you want me to wnte that ‘

., ;“Please help me spell th.lS
1 word.™ -
!“Would it be okay lf I smd

answer down?”.
*“This'is what Ihave wntten
down so far”

Checker

Checks that everyone understands the-

assi gnment checks that everyone

o agrees before a group decxston is made

“Do we all agree on that?” . .
-; "‘Everyone together on tlus?"

“Does everyone understand thts
assignment?” - L

“Do you want me to ask the
teacher this question?” =

' . Please practlce the roles as you come: up w1th ﬁve group rules. Each member should E -
take a role and use appropnate gambtts at the nght time. - For this unit, each student v
w111 have to play one of the roles and take turns as the class proceeds. SRl :




 Worksheet 1.5

- 'Esta;‘l)‘;.l.jishing‘ Group Rl‘._llejsf", o

" Based on classroom rules, pleese develop five rules for successful group
collaboration. Please remember that with the rules, your group will have to swim

v : together What will make your swimming easier and more enjoyable? What do you ,
. expect from your peers‘7 Are you ready to do exactly the same thmgs for your peers?

v‘.We wlll

1.

1 ,fagre'e with the ru'les and promlse to fovllqw'the_m ‘with’respect. :

| ':f«f‘vNamew’“ TR e ‘S_iﬂgnatmev




Focus Sheet 2. 1

Interactional Competence: Gambits for Discussion

Function

Opinion Openers

Expansion

Disagreement

Agreement

Gambits .

I think . ..
I’m positive . . .
I’m certain that . . .

 I'msure...

It’s possible that . . .
I guess... ‘
In my opinion . . .

It’s clear to me that . . .

It’s possible that . . .

Why do you think so?
What happened after that?

~ Would you expand on that

Tell me more about . . .

Build up the idea more . . .
Why don’tyou...?
Have you thought about . . . ?

I don’t agree with this, because . . .
That doesn’t sound right to me, because of . .
That doesn’t make sense to me although . . .
That doesn’t make sense to me in spite of . . .
Let’s read the rest part of . . .

Have you thought about the other side?
What do you think about this point?
Please explain again why you think so.

I agree with you because . . .
I couldn’t agree more!

That’s exactly what I believe!
That’s ‘my opinion, too

~ Absolutely!
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statement

. The supply of medlcal
“~1spec1ahsts e L
Supply of local pubhc trans1t R

New books added 1n local
- libraries - -
1. Local elevatlon wmd speed and

N hurmdlty

5. A The cost of food and clothmg

.G Libranes and museums

; 'How long it takes to commute
o work T

The prlce of houses
- Local property crnne rates

:_'vForecasted job growth B
S 'The pupﬂ/teacher ratlo in pubhc SR

14

: j'.1'5_‘..,

Annual amount of ram and snow E R

to you when choosmg a place to hve 1n Mark the box next to that

- 16.G.

R lbroadcastmg i

. Job opportumtles mthe semce e
[sector S Rt

. ‘The number of pubhc golf
courses
' Freeway traﬁic congestlon

. Lrbranes and museums i
The cost of hvmg

restaurants - ST
. Vanety of public and pnvate ot
colleges T TR

Local spe01ahzed medlcal care
- Fme-arts broadcastmg '

The cost of food and clothmg e
. The outlook for employment A
:_growth g Py

% A1r pollutlon levels .
The size-of pubhc school
~~dlstr1cts i i

Fme-arts radlo and TV

Local threat of unemployment : “ R
Annual number of clear and e
- cloudy days R

The movre theaters and good

Loe T

The nurnber of auto theﬁs m a e T
yer







e ; 49 v.‘B Expected whlte-co]lar jOb _6’1';”

; i The number of new JObS created
by 1995 '

) ,",G Fine-arts, radio and ™ s,
. Annual property crlme rate

MG broadcastmg T .
H Zoos and famﬂy amusement
o parks SRR
ST o 8 G Classrcalmus1c broadcastmg
N 40 Y-C Annual mugglmgs per caplta “ . E. Freeway traﬁic congestlon
~ F. Pupll/teacher ratio mpubhc o

- schools Spe01ahzed medrcal care

ﬁﬁdgmdjgfwjjmjg@

g e
e ;;‘Average dall}'COmmmmgf: . s

N
A

12 I_ Seasonal temperature varlatro;
A." Typrcal property taxes

REEEE A o . Employment in the service .

' 43D Medlcal schools and teachmg mdustnes s
SR .' hosprtals f‘ R LN S FEREE L

b orchestras o B Supply of Publlc tran51t

. Golf bowhng mov1es and
eatmg out :

. Variety « of pubhc and prlvate

f college SR

4H Opportumtres for parl-mutuel"';: ‘
oo owagering
E Freeway trafﬁc congestron o e

45 B. Mix ofwh1te- and blue-collar i
S jobs oo 5T

e | | .,fThe number of books mpubhc L
F Altematrves to pubhc schools e R : -

 libraries .
The treat of unemployment

o 46I Seasonal temperature vanatlon
:B Forecasted growth of s

Annual amounts of ram and
SR *snow T ~
,4_.7; _C Auto theﬁs, mugglmgs and R
- Shootings . -
715ij Annual number of ﬁeezmg days

; ;Operas and symphomes

v,

v ’A Cost of heatmg a home S 60 i Medlan pnce of homes i

F Varlety of prlvate K-12 schools R

The v101ent crime rate
R e growth : R T
o C Annual property crlme rate Ll

, o o c> >

Nearby state parks and forests _ »‘f _’ o

; :’Vanety of prrvate K-12 schools R 5 o
Local wmd speed and hum1dlty" S

The cost offood and clothmg Lt :

; Number of days over 90 d‘_’grees S PR

Professronal sports home teamsf-j‘ & EEE

- How cold the winters are : S
. Local perforrmng arts booklngsj_ : e

Vaeyofperbormingans






L II Aﬁer you: complete checkmg, count all the marks you’ve made on letter “A” In

- the same way, count the number of statements of each of the other letters Enter the L

a totals in thelr respecuve places at the top of your preference proﬁle

The purpose of the Preference Inventory IS to help you decrde the relatlve

" ¢ Crime

B Jobs

- importance of several categones Please use the result Just for: reference T
o You do not need to st1ck to the result of the mventory However, usmg the e

If- ne.eds.‘ ;

Your Preference Proﬁle '

G The Arts A,

& Tanbpotation S R Recreatlon

. FEducation . I, -Cli_mete :

‘ -‘1.2» "“:

T ol

3 10 '7

© U Casts

< Jobs -

- Crime

- Health, .~ Trans-. .. Education . The Arts - Recreation’ Climate

L. Care . I Poﬂatldh". L
. Environment . .. .°




~ Worksheet 2. 4

o )Grdup' Cfitéria for Ch'(‘)'osing' The Best Place to Live

L. Compare your final de0181on wrch your peers Yes, they are definitely different. Stlll

you need to develop group criteria. How will you negotiate your criteria with peers’?
Here’s are four rules for your negotiation. Please make sure that you foilow the
rules.
1. Listen to the information that others have.
2. Disagree politely, giving reason for your opinion.

3. Reach a compromise. -

4. Agree to disagree. Ifit is impossible for you to reach a compromise, may be
you can agree that it is necessary for everyone to agree this time.

II. Please decide five criteria for your group.

1.

2.
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= Focus Sheet 3 1

| Gamblts for Dlscusswn II

Functlon . Gamblts !

i Askmg for Informatlon i d like to know _
ot TR ."_,"~I’mmterestedm L S R
b i'-"i":."-v'Would you' tell me. ‘? R LTI
- Doyoukmow...? .
L Could you ﬁnd out :1.’..’ 2L
o 'j_i}CouldI.ask g

g 'Clariﬁéation;' AT T vCould you tell me what you mean by_ ciele
e LT e ‘f'_.f'_'Please say that again.
.. Please restate that agam.
. Comeagain? =
"~ 'What did you say" ’
. Would 3 you mind repeatmg that‘7
o - Would you spell that, please‘7
R RE S ‘fv;fWhatdldyousay? o ‘
. Social Affirmation "~ - Oh, really‘7 '
Lol That’s mterestmg
- Right.. Okay/Yes S
-+ That’s great. /Good thmkmg
T,ffExactly' o L .

S Changmg Toplcs el OK, let S move on to S PR
N iy i ‘}Yes, but what do you thmk about ven P
ffNow can you te]l me about B




‘r_ﬂa_n"tir{o
/Oregon : : — SD South -
Rt Cwy [ bkt
Vgom‘nq L .

N \
" Nebraska. -

Y-

Neévada, -
' | Kansas'"

“J Colorade:

You
. different p!oce names are missing on edqch.
*."DONT look at your parther’s map.

* Onyourma mne stafes hcve ol number cndu
. .noname. i

*. Askyour pcﬁner the ncmes of 1hese stctes Ask
" .questions like. "What.is west ot Utan?" or - .-
’ ‘Wh'ctfs-berWeen Wyoming and New Mexic'd
‘Use'words like 'north of ;! south'of*; “east of*,
“west'of”, and “between ‘in your Questions.;
-When your' pc:nner telis you'the nameofa. sfcte
N ‘How do you-spellit?" Then wnfe the nome
©ofthe state for eachnumber. - :

Your. panner will ask you'atout the'r ncmes of
other statesthat are missing from his/her mop
Tell'your partner the names that s/he needs.
Tcke turns cs ng and cnswenng ecch other

dyour pcrmer hcve?he same map. bgt o

CT: Com.wéhw!f‘
lDE Delavare AR

. MA: Massachu ens ’
LMD Maryland

W Hunpsmro




Worksheet 3. 2-b

_Jigsaw B

B

W< >t :
CT: Connecticut
DE: Delaware

MA: Massachusetts

“ >2

The United States

- " MD:Maryland
NJ: New Jersey
RI: Rhode island :
Washington NO North Minnesota VYT: Yermont
Dakota ’ o, T
oR SO South Wisconsin 3 s >
ou v . D2
Oregon wyY Dakota ichi ' Rl
; Pennsylvani cT
Wyoming - PA { >~NJ
3. Ohio (o) o€
— . est N,

Virginia. va < g

KS MO Ky S\ WV .S Virgini.

Kansas Missouri Kentuck l‘ﬁ‘m:
e, N Carolina
Az oK Arkansas? Ténnessee
iw Nt Oklahoma | AK
.......................... APIZOna | Naw Mexico
Mt
. ™ 4 »
?Q} Texas ' L
w, Mississippi Florida
“. Hawaii D
B 1

You and your partner have the same map. but

different place names are missing on each.

* DON'Tlock at your partner's map.

*  Onyour map. nine states have a number and
no name.

* Askyour partner the names of these states. Ask
questions like, "What is west of Utah?*" or
“"What's between Wyoming and New Mexico?”

¢ Use words like “north of”’, “south of”, “east of"’,
“west of”, and “"between’ in your questions.

*  When your partner tells you the name of a state.
ask “How do you spell it?” Then write the name
of the state for each number. :

*  Your partner will ask you about the names of

other states that are missing from his/her map.

Tell your partner the names that s/he needs.

O @ N UM A oW N
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o Wo’rkSheet 33

~ Mapping Out 10 Cities

City . States Remark
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Worksheet 3 5
U S Geography Scavenger Hunt :
. ‘.1 Name the state that 1s the farthest ‘ 12 13 Name two states that are not

north and east. - : oo R e ‘ phy51cally connected to the other* .
L DUREIE P L 485tates ) L :

2 "N'ame the lake inthe closest 14, .Whlch of these two states is known :
 westernneighborof #1.. . fortomm?
~ (Spelling counts!) L o

3. What state is in the very center of the = 15 Whlch Mldwestern state looks hke a
‘U S 2 ST AT AT lopsided, up51de down Christmas
' A R N tree? -

4. What’s most eastern city in #3? - 16. Which is‘our most northwestern
TR RO I sl ' - state (excluding Alaska)?

| 5. What s the most western c1ty in #3's | . IR
g nelghbor to the east‘7 .. ... .17. Which state is divided into two
- SRR -~ sections by the Great Lakes?

6-9. Namefourstatesthatborder R
Mexmo i .0 .%o 18. What lake divides the state in # 177

o i':19.-~Whlch west coast state has the B
i ".{-;J,longest coasthne‘7 |

: 10 Whlch of the four states named
above produces uramum‘7 -

Mt 20." Wlnch east state is divided almost in .
~ half by the Chesapeake Bay?

L 11 Whlch state in the Sough produces .
c1trus crops'7 L A
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L ~ (Richard Boyer & David Savagear, Rand Macnally & Company)

Focus Sheet3 ,‘5 RO AL

Resources for the “The Best Place to lee in the U S Pro;ect

- Aﬂer your team bramstorms feas1ble research resources, please share them w1thf-f R
other group. Do you find any commons and new resources your team did not dome up ~
Sy with? Here are more resources for the pro;ect ‘However, don’t limit your' ‘research into |
- lthe resources that you have found so far, In ﬁndmg the best place to live in U S. A the ,
.~ more you have research resources the better w1ll be your deClSlon and your S ] LA
o 1ratlonahzat10n for it. - ~ ~ S .

a‘;}T he World Almanac of the U. S A

- l‘ .Electromc Reference Database of “Where is in the U S 4. Carmen San Dzego ' o

. 'Places Rated Almanac Your Gulde to F mdzng the Best Places fo sze zn Amenca

lee szable Cttles Almanac ST
R ohn Tepper Marlm, Harper Perenmal)

- T, he 1 00 Best Small T owns'in Amerzca A natzonwzde guzde to the best in small town

o , lzvzng (Norman Crampton, Macrmllan General Reference)

T he Good News is the Bad News is Wrong

. (Ben J. Watteenberg, A Touchstone Book)

liRetzrementPlacesRated I
~ (Publisher:Frommery)




_ Wdrksh‘éet 4.1
Interactlonal Competence

Whlle you watched the v1deo ﬁ]m, please note that followmg pomts.- |

1. How did ’ehe conversatlon begm‘7
2. What was ehe’_ﬁrs‘t response to the-opening stetemen;c? _
3, How did the part101pants expan_d the dieei;ssien?
4 vHovw.vV\v'as the disagreemeht' siated‘?
5. What kmd of language was u.sed‘_ torclarifly the laek of ﬁnderstarvldving?v‘
6. How did fhe panieipaﬁfs use 1ang1ié1ge for Secial'aﬁrmétiee?
7. How did the partieipapts take theilf turn durlng the d_iqussiﬁon?

8. How was the topics changed?
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- ‘ Focus Sheet 51 ‘
Readmg Model for Topical Orgamzatlon
S TheS5 Best Big Places to Live =
(Excerpted from the “Money magazme of Aug 1994)

,Lf you need a n'ulhon or more newhbors to feel at; home but,,. SR ’
- don’t want big-city crime rates, traffic congestion or pollution,
- Salt Lake City may be the. place for you. Althou,h there are
. more than a million people scattered through this. metropoh-r
. tan area, which we rank as.America’s Best Big Place; booming
o Salt Lake City itself remains uncrowded, w1th only 160, 000.'};
- residents. Ogden, a fairly- sleepy business center 35 mtles due "
~ north, adds. another 64,000 to the metro area. S .5
- Inits bid to host the 2002 Winter Olympics; the home of
- the Utah Jazz chose the motto, “The world is welcome here.” .0
- For sure! Peter Metcalf, 39, presmlent of Black Diamond, a~
- - maker of rock-.and ice-climbing gear, moved his company,
- wife Kathleen, two daughters and a son in 1991 from high- =~ =
. priced Ventura, Calif. With starter homes going for'a modest
-$60,000; several of his workers who transferred became first- .-
- time homeowners A qumber are. Hxspamc and ardent - -
.. Roman ‘Catholics,” ‘says Metcalf, “Thev were surpnsed that .
“the community émbraced them so warmly.” Such success sto- .. -
ries are luring others. For evample a 400-person AT&T Uni-
versal Card Customer Service Center opened here a year ago.
 The relatively low cost of housing and prospects for home :
- appreciation are two of Salt Lake’s best draws today. Accoun-
. tants Ernst & Young just ranked the city as the seventh most
affordable housing market in the country, though increasing
demand is forcing pnces hwher “Listings these days go forv L
o close to full price,” says- Centurv ’l \rIcAfee Realtors agent
* David Sampson
" The area’s health care also ranks w1th Amencas best For,
instance; paramedxcs respond to 911 emergency calls: thhm :
" . four minutes in’ downtown Salt Lake. In addmon University
‘Hospttal is the major medical and research center for five sur- = -
- rounding states, with a strong reputanon in pedxatncs—ap— L
1 propnate for this- family-oriented area.. S
- ‘Although. the 535 inches of powder snow that fall annually E
in'the vaﬂevs seven canyons throw off $1.5 billion in annual =~
:* tourism revenues, the snow offers residents fabulous leisure
activities as well.. There are nine major resorts within an
hour s drive of downtown. And when the skis-get ‘mothballed -~ -
in May, Utahns roll out their mountain bikes. What's more, .~

: water-sknnc_r, sailing and mndsurﬁno Ecotounsm ‘also boosts
~the economy. A surprise new mevahxt Ogden’s Dinosaur
. Park This year, more than 100, 000 visitors. w111 come to- oawk
Loat concrete rephcas of bronto- tyranno- and related sauruses.

*theresthe famous lake, larger than the state of Delaware, for 00w
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 Improving Interactional Competence: Rhetorical Seript for Presentation

. Statement of Purpose

[ civing relevant Background

L Engaging Audience

_ [ Informative

L Persuasive =~

. Conclusion [




rFocbuskSvhe‘et‘ 6. 1-b |
Guideline ,for the fPresentation~ Scrlpt

1. Statmg the Purpose : ~
* Inyour introduction state the purpose of your presentation -
- why are you there? -
- what are you going to talk about‘7 L :
* Here are some useful expressions for statmg the purpose of the presentatlon ,
. %In my presentatron I’ll be proposing two new techniques which we need to -
- incorporate in our CBT packages to improve our operator training.” =
_ “In my preseéntation today I’m going to explam the techmcal problems mvolved -
o -in lighting tunnels.” .~ : ~ L
S % The topnc of thls presentatlon lS CBT for operator tralnmg

If you want to create more nnpact you can change the normal word order and

~ begin your statement of purpose with the word ‘What’ e.g. .

- “What I’d like todo this morning is present the results of our study.” -
“What I’ll be proposing in my presentation are two new techmques which we .
need to mcorporate in our CBT packages to 1mprove our operator trammg O

2. Srgnpostlng a presentatron S B .
* Signposting your presentation will help you to deﬁne the hmlts of the presentatron,
- and to focus the audience on the aspects for the topic you want to talk about
.- tell the audience what you will be talking about SRR
- te]l the audlence in which order you will develop your pomts

~ « Here are some: useﬁﬂ expressmns for srgnpostmg a presentatlon
“I’ll be developmg three main pomts First, Pll glve you... Second
Lastly, . ...
' “My presentatlon will be in two main part In the ﬁrst part I’ll . And ten I .
Firstly, I'd like to . . . Secondly, we can... And I’ 1l finish w1th

- “rH begin by 7 “Let’s start with . . .' ,” “Let me now move on to....”“My .

‘next. pomt is.. .. R “Now, turnmg to ve o y” “Now, what,a‘bout . -.;‘_?’.’ LR

3. Involvmg the audlence usmg rhetoncal questrons
-+ Use rhetorical questions - , SR
. - to build links between the various pomts in your presentatlon P
- -to help keep the audience interested S . -
- to make the audlence feel mvolved in your presentatlon

Co19



e Here are some examples of rhetoncal questlons : ‘
' “Sales are down on last year ‘What’s ‘the explanatlon for thJs”
: , : -~ How can we explain this? -
13\-'?‘What can'we do about 1t‘7 ”
‘i;v’Howwﬂlthrsai‘fectus? R
‘ ;_What are the unphcatlons for the company‘7

4. Bulldmg up a conclusron bR
~ Often. a summary is needed before you give your ﬁnal conclus1on Rev1ew or '
‘ "'_'brestate your key pomts from the introduction and main body of the '
- presentation. This helps to reinforce them for your audlence

“So, to summarize/ to sum up ... ¢
%At this stage, I'd llke to go over/ run through
. “AsT’ve explamed Y 2 ‘

. Conclusions - » o : v
- This will oﬁen take the form of a recommendatlon or call for actlon, a challenge or
a dynamlc concludmg statement to remforce your message o T >

5. Handhng questlons T S
.+ After concluding your presentatlon mv1te questrons i

~ “I’ll be pleased to answer any questions”

-~ “I would welcome your questrons or any comments

- “If there are any questron, I d be happy to, answer them.

* Before you answer any questlon make sure you really understand it. Here are some
useful tactics you can use. ,. . R
- Rephrasmg the orlgmal questlon
“So, what you’re asking is . : &
- “If T understand the questlon correctly, you would like to know
- - Asking further questions to clarify the question . .
*“Are you looking at the January/F ebruary ﬁgures‘7” X
“When you say. . . Do youmean...?” '
- Asking for repetltlon BRI '
“I’m sorry, I didn’t hear, which shde was 1t‘7” o
oE “Sorry, could you repeat that?” =

6. Closmg :
-« Thank the audlence ‘
f “ Thank you for your attention.”
B Thank you for your Jomlng my presentatron
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| Has completing the pro;ect glven you |

e 2) a skr]l to ratlonahze your PefSpeanS‘,

Dld the partlclpatron in the prOJect provnde you wnth

JRei 2) the Opportumtles to con51der Enghsh as a commumcatlon tool?

Focus Sheet 7.‘2

i l) awareness of dlﬁ‘erent perspectrves and expansron of your perspect1ves‘7

.3) anew attltude and skllls to accept or negotrate wrth drﬂ'erent :' i
perspectrves e

| 4) a self awareness for quahty of hfe‘7

. 1) the opportumtles to speak Enghsh to solve problems‘7 ey SO D

- ey 3) the opportumtles to develop mteractronal competence mEnghsh’P 3'.'..; S

- Through thls pro;ect, have you lmproved . I -

l) the respon31b1]1ty of playmg a role to contrlbute group work‘7

. 2) the Wll]mgness to help peers in your group" o fv o ST

3) your respect and tolerance Wlth others‘7 | :' T




APPENDIX B: RUBRICS FOR ASSESSMENT
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 Students’ Self-Evaluation

 How did we work together?

\

‘Assistone
~ ~ another

>

low

2

| Myself

high

3 |

Group# |

1

low

2

nigh'l .

~ Contribute
ideas

Hlow

 high

low

high |

,‘ S’peék‘in"

friendly manner

low

high

low

high |

| Lis}téh'pq_litél‘y‘, |

low 0 -

high - |

low . -

" high

Ask questions

- of one another

| low

high

low

high

'Encourage,

compliment, .

praise

—_

low - -

high

low

high

| Stéy on ta.sk'v" NN

low

“high

. low

high
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Teackar Observa'tibn' of Group Behavior

Team: _

 GROUP MEMBERS

Willingly

‘assists other |
group

members

Ccntributes
“ideas to the
group

 Speaksin .
a friendly
manner

Listens
pelitaly

sks for help
. from other

group

members

Encourages,
compliments,
praises

Stays on
task
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' Holistic "Scering Rubric for W,rit‘ing'.Ass"essmentf:-"-"

© Rubric for Writing Assessment

‘Level |

T Snows evndence of smooth transxttons

. Conveys meanmg cleariy and effectxvely‘

“« Presents muiti- paragraph orgamzatron woth clear xntroductxons develooment of.
- ideas, -and conc!usxon ~ S DI :

:;- Uses varled vuv«d precxse vocabulary consrstently
. ertes wnth few grammatlcal/mechanlcal errors

' e Uses vaned and kud vocabulary appropnate for audxence and purpose

oo Conveys meanmg c!early

"« Prasents multi- paragraoh orgamzatxon Iogxcally, though some oarts rnay not be
: fully develooed : :

e Shows some evndence of erfectxve transmons

| Leveid |

o ..v_- f‘hooses vocaoulary that xs (of‘en) adeq.:ate ta purpose

. E~<oresses ldeas coherently most or the trme
1 Develocs a Iogxcal oerag'aoh p e AT
L. ertes w:th a varlety or sentence structures w:th a l|m|ted use. or transmons

e Wrntes with grammatxcallmechanrcal erro that seldom drmxmsh communlcatlon :

Leve( 3

e Begins to write a. paragraoh by orgamzxng tdeas

e Uses xgh frequency vocabulary

”'-'."At‘em"ts 0 excres‘s ideas‘ cdh‘erentty ’j S

. ertes prxmart!y snmole sentences

! Wntes with grammancal/mechanxcal errors that sometxmes dxmm«s
' txon S , aoT .

Level2

" ‘_ i Speils mventlvety

e Beﬂins ey convey meaning
e Wntes s.mole sentences ohras_ S
ses hmlted or repentlous vocabutary

ol Uses llttle or no mecham s. whlch orten drmlmshes meanlng

[ (_eve| ,1 T

. Draws plctures tO convey meanlng

. Uses smgle words P ases
Copies from a modei.




. classroom semngs e

- Speaks with occasional hesxtanon PN

* Uses.some comple‘c sentences applles rules of mmmar-but,lack
control of irregular forms .

* Uses adequate vocabulary, some word usage 1rreculant1es B

R Understands classroom iscussions wuh repetmon rephras“ g

. 5 clanﬁcanon SR :

g Begms to mmate conversatxon »etells a story or e‘{penence »asl\' nd
-, responds to simple questions : ‘ ‘

| * Speaks hesxta.ntly because of reph:asmo and searchmo for: words
*Uses predommantly present tense veros demonstrates errors. of
- ‘omission : : SRS : o
o | *Uses hrmted vocabularv T G -
Rk Understands sxmple sentences 1n sustaxned conversanon, requu'es -
R repetmon . i, PR S SR

: Pierce, 1996, p. 67




- 2.Didthey mld ttmtfpum°
3 D1d they make 1t clear where th mam pomts in the
S presentatlon start and end? L

o ';54 How d1d they mvolve the vaudlence

L 8 D1d every member take at"least 'one. rolea for the - ”

9. How canthey improve theri presentation?

p Presentation

 Peer Evaluation on Grou

: SDd thymphasmeand highlight ther main deas?

S jf‘f‘."b;»&pi_gr they manage tb createan nnpactwrthendmg?

e ’17 D1d they smoothly handle the questlonsﬁ'om the
audlence? - e

R LA
presentatlom AR

1 0. What d1d youleamfmm the s‘entatie‘ri?”:
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