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Association N erus 

Nev OUicers 
Both AETK Vice President Ruth Fischer and 
Secretary-Treasurer Robert Wissmath have left 
Korea and have resigned their AETK offices. At 
the Council Meeting on May 20, action was taken 
to ask George Matthews (University of Maryland 
Asian Division) to complete Ruth's term as Vice 
President and to ask Paul Cavanaugh (Yonsei Uni
versity Foreign Language Institute) to complete 
Bob's term as Secretary-Treasurer. 

Both George and Paul have agreed to the Coun
cil's request and are now serving in these posi
tions. At the same meeting, the Council also 
appointed Young-Shik Lee to be Chair of the Nomi
nating Committee. 

Publications Committee 
The Council is still searching for someone who is 
willing to chair the Publications Committee and 
assume responsibility for producing the news
letter. If you are interested in this job, please 
contact Dwight Strawn at 392-3785. 

September Meeting 
The next AETK meeting will be held at the Yonsei 
University Foreign Language Institute on Satur
day, September 13, at 2:00 PM. Vice President 
Matthews, as the new Program Chair, is working on 
plans for this meeting with the Program Com
mittee. Look for announcements in early Septem
ber, but plan now to attend the meeting even if 
you don't see the announcements. 

Address Corrections Requested 
A rew AETK members still have not been receiving 
the newsletter and other announcements sent to 
them in the mail. If you are having this problem, 
or know of anyone else who is having it, please 
see Secretary-Treasurer Paul Cavanaugh at the 
next meeting or send the correct address informa
tion to Dwight Strawn, KPO Box 740, Seoul 110. 

June AETK Session on Feedback 
The June 1986 AETK meeting was an occasion for 
members to exchange views on the topic "Error 
Correction and Feedback in the EFL Classroom." 
After some introductory remarks on the literature 
related to feedback in language teaching, there 
was a rather lively discussion ·which brought out 
a number of significant questions and comments. 
What follows is hardly a summary, for it would be 
impossible to bring the whole discussion together 
into a neat little paragraph or two. Instead, we 
give you an unedited list of some of the comments 
we heard and were able to jot down. Those who 
attended the meeting will remember the context in 
which these comments were made and will recognize 
that they do not represent a full statement of 
the views they express. And those who missed the 
June meeting may wish to bring some of these 
points back to · our attention in future meetings 
later in the year. 

These, then, are some of the comments and 
questions from the June meeting: 

1. Correcting errors inhibits; too much cor
rection turns the student off. 

2. Is it OK to leave the student just with the 
knowledge that he or she made a mistake? 

3. Should we deal with all the errors our 
students make, or only some of them? 

4. Self-correction is useful, but corrections 
made by somebody else (e.g., the teacher) are 
useless. 

5. Students need guidance. 
6. Thoughtful, encouraging comments from the 

teacher about the content of what a student says 
are rewarding (for the student). 

7. Do you (the teacher) correct student errors 
because you have to or because you want to? (If 
the former, then why do you have to? If the 
latter, then why do you want to?) 

Oonto'nued on page 14 
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JALT '86 

The Japan Association of Language Teachers will 
hold its annual International Conference on Lan
guage Teaching/Learning from November 22-24 at 
Serei Gakuen in Hamamatsu, Japan. Two of the main 
speakers for this conference will be Dr. M.A.K. 
Halliday of Australia and Alan Maley of Britain. 
The conference will also include a number of 
other presentations by teachers from Japan, the 
U.S.A., U.K., Singapore and Italy. On the first 
day there will be a panel discussion on the topic 
''The State of English Education in Shizuoka," 
then a publisher's panel on the second day and a 
general panel discussion on the last day which 
will include the featured speakers. Look for more 
information about this important conference in 
the September issue of AET K News. 

Calendar of Meetings Here and There 

Sep 13 ABTK September Meeti~g 
Yoosei University FLI 2:00 PM 

Sep 13 INTBSOL Coofereoce 
Muocie, lodian 

Oct 15 ABTK October Meeting 
Y onsei University FLI 7:00 PM 

Oct 16-18 4th Rocky Mountain Regional Conference 
Albuquerque, Nev Mexico 

Oct 24-25 WATBSOL Conference 
Wuhiogton, DC 

Nov 6-8 2nd Soutbea1t Regional 
Nev Orleana, Louisi•na 

Nov 6-8 6th Midveat Regional 
Ano Arbor, M1chigu 

Nov 7-8 TBXTBSOL State Conference 
Houston, Tens 

Nov 10-11 ORTBSOL Conference 
Bugene, Oregoo 

Nov 14-16 NYS TBSOL Conference 
Nev York City 

Nov 15 ABTK November Meetin( 
Y onsei University FLI 2.00 PM 

Nov 21- 24 TBSL Ontario 
Toronto, Ontario 

Nov 22- 24 JALT Conference 
Ham•matau, Japan 

News from ihe CSPC: 
Committee on Sociopolitical Concerns 

Terry Coranniti Dale 
Ollafr, TESOL OSPO 

!One of the college Bnglish texts used in Korea conh.ioa 
an article about Bertn.nd Ruaeell io which RuHell, upoo 
thinking back over the First World War, is reported to 
h.ve ea.id, 'It just won't do to live in an ivory tower. 
The world is too bad. We mu1t notice it.' The article 
below, which is reprinted from the TESOL New$/etter, 
Vol. 20, No. 3 (June 1986), reports on one way th•t TBSOL 
i1 paying attention to issues in the world.I 

What's "CSPC"? CSPC stands for the Committee on 
Socio-political Concerns. The CSPC is a standing 
committee of TESOL whose broad purpose is to 
serve both as an information clearinghouse on 
socio-political issues and as the coordinator of 
TESOL responses Lo issues affecting the teaching 
of English to speakers of other languages. 

The commitLee's purpose as outlined above was 
discussed by TESOLers at Lhe convention in Ana
heim. Their suggestions about the kinds of speci
fic activities they think the CSPC should pursue 
will give other members a bett.er idea of just 
what the CSPC can do. Members at Anaheim sug
gested that the CSPC get involved in such things 
as: 

• setting up a fast communication (hoUine) 
network; 

• ·setting up procedures for addressing issues 
within TESOL: U.S. issues, issues outside the 
U.S. and issues affecting all members of TESOL 
throughout the world; 

• working with the Professional SLandards Com
mittee and other groups within TESOL on 
actions that TESOL can Lake kl improve the 
working conditions of ESL Leachers at all 
levels of the profession; 

• investigating the immigration sLaLus of both 
Central American and Cambodian refugees, in
cluding action on pending U.S. legislation; 

• writing a position paper that would ouUine 
the pros and cons of the "En&lisb as the 

Oor1t1.nued on page 1$ 
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Language and Content Learning: 
Finding Common Ground 

Bernard A. Mohan 
{/niversily of British Colum/Jia 

(P1.per given 1.t 1. aemin..r on J1.nuuy 6, 1986, sponsored by the Center for L1.ngu1.ge Bduc1.tion 1.nd Reae..rch (CLBAR}, ., 
proiect of the Center for Applied Lingui1tic1. Reprinted from the ER!O/OLL New5 Bullet1"n, Vol. 9, No. 2 (Much 1986).1 

A majority of second language learners do not 
learn language for its own sake. They learn be
cause they must learn subject matter through the 
medium of the second language. They must use the 
second language Lo learn. Accordingly, the inte
gration, of language learning and content learning 
is now considered an important question in the 
field of language research. Many scholars now 
believe that a second language is learned not so 
much by direct instruction in the rules of lan
guage, but by using the language in meaningful 
contexts. The success of Canadian French immer
sion programs is widely known (Swain ! Lapkin, 
1981). Krashen (1982) argues that learners will 
acquire a second language only if they receive 
comprehensible input in it. Talk becomes compre
hensible Lo second language learners through 
cont.ext and reference Lo background knowledge and 
experience. But talk is not enough. Cummins 
(19~4) provides evidence that to succeed in 
school, bilingual students need more than conver
sational fluency; they need Lo develop the cogni
tive and academic skills required for learning 
academic subject matter. Thus instead of teaching 
language in isolation from subject matter, 
teachers should aim to integrate language de
velopment with content learning; they should make 
good use of learners' experience; and they should 
focus on higher-level cognitive skills. And in
stead of seeing language merely as a means of 
communication, teachers need to see language as a 
medium of learning. 

A theory, research basis, and general model 
for \iiork to\iiard integrating language teaching and 
content teaching for ESL students has been under 
development for the past seven years (Mohan, 

1986). Early, Thew, and Wakefield (1986) provide 
a wide range of sample lessons and annotated 
resources. Additional examples of teachers 
working independenLly will be . described here. 
While there is nothing wrong with large-scale 
curriculum development, changes in school pro
grams are more likely to succeed if they build on 
what individual teachers find feasible and useful 
rather than if practices are imposed on teachers 
from above, especially if teachers consider them 
impractical or unnecessary (Sarason, 1982). In 
general, change is more likely to occur when 
common ground is found among language teachers 
and content teachers; that is, when the focus is 
on issues of common concern to all teachers of 
limited-English-proficient (LEP) students. The 
three most important areas of common ground are 
topics, the learner's experience, and cognitive 
skills. 

Topics 

All teachers communicate with learners about 
topics. When teachers and learners communicate, 
they communicate about something--Lo the content 
teacher, topics are "subject matter"; to the 
language teacher, topics are often thought of as 
"themes." Thus language teachers already know how 
to select and use content-based material, al
though they may not always recognize this fact. 
But language teachers do not have Lo be content 
experts; that is the role of ~he content teacher. 

Sinclair (n.d.) noticed that television was 
popular with her high school ESL class. They 
particularly watched situation comedies such as 

Oont•·nved on page 4 
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Language and Content Learning 
Oontfrn1ed from page 9 

"Three's Company." So she decided to videotape 
television programs and discuss them in class. 
However, rather than use a situation comedy, she 
chose an attractively presented science program, 
"3-2-1 Contact." Knowing that many students spend 
more hours watching television than attending 
school, she aimed to make their television 
viewing habits more academically rewarding. In 
particular, she aimed to increase their 
background knowledge of science and to develop 
their ability to talk about scientific matter. 
Yet she did not aim to "teach science," but 
rather to help students get more benefit from 
their science classes. She reported that her 
students found the material interesting and use
ful to discuss, and that the approach was well 
within her skills as an ESL teacher. 

The Learner's Experience 

Most teachers plan for studenls to learn not only 
through textbooks and teacher talk but also 
through experiences. Science classes have labora
tory work in addition to lectures; business edu
cation students have textbooks, but they also 
participate in business simulations. Likewise, 
language teachers seldom rely on language alone: 
they draw on all kinds of demonstrations, realia, 
films, and hands-on activities. 

Rose Audia (Hermanson, 1986) teaches an inter
mediate ESL class in an elementary school. Her 
students range in age from nine to 13 and vary in 
educational background and fluency in English. 
She and her students were working on the topic of 
insects. Some butterfly cocoons kept in a cage in 
the classroom had just hatched when a visitor 
arrived. The children escorted the visitor to the 
cage and eagerly . described what had happened. 
Later everyone watched a film on the life-cycle 
of the butterfly. In the discussion following, 
the teacher took them though a review of the 
various stages, using questions and drawing and 
labeling the cycle on the board. The students 
were told that they would each be drawing a 
picture of the life cycle of the butterfly and 
that the pictures would go into the booklets they 
were making. The children then got to work, 

asking the teacher about the size of the circle, 
placement of title and labeling, and consulting 
each other. They made frequent trips to the cage 
to scrutinize the color and pattern of the wings. 

With the "insects" topic, the teacher used an 
experiential approach. The students had in
teresting things to see, understand, and talk 
about. When they spoke they could point to what 
was happening in the cage; when they wrote they 
could support their ideas with drawings. The 
teacher did not have to create all of the ex
periential resources she worked with: she used 
material that is available to any science 
teacher. Besides the cocoons and the film, she 
introduced photographs of insects, boxes of live 
specimens, display collections, and charts of 
beetles. Students systematically observed insects 
with magnifying glasses, collected some of their 
own specimens, and made model insects with paper 
and pipe cleaners. Yet these experiences were not 
a random collection of "visual aids"; they were 
progressively organized, reflecting the organiza
tion of the scientific material they were drawn 
from. Finally, the experiential approach en
couraged the students to inquire further, asking 
their own questions. The teacher answered these 
questions, not as a science expert, but as 
someone who can help student find out for them
selves. 

Cognitive Skills and Cognitive Structure 

Most teachers want their students to go beyond 
rote memorization and engage in higher-level 
thinking skills. Content teachers often do this 
through appropriate questioning techniques and 
problem-posing inquiry materials. Language 
teachers often work with higher-level thinking 
via discourse patterns in academic reading and 
writing. In both cases, graphic techniques that 
convey the structure of information are fre
quently helpful because they provide a knowledge 
structure or situational frame that helps stu
dents interpret their observations and ex
periences. Meryl Arnott (Arnott, 1985) is a high 
school ESL teacher who was previously a teacher 
of social studies, aiming both to develop aca
demic language proficiency and to provide stu-

Oont,·nued on page .9 
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Ab1,rad 
This uticle .. ttempts to discuss Bli'L/BSL instruction as it reJ .. tes to hum .. n communication theory. The communic .. tive 
event is important because most theories in the hum .. n communic .. tion field .. ttempt to expl .. in this phenomenon. The 
communic .. tive event is .. lso import•nt bec .. use the goal in Bli'L/BSL instruction (currently) is to get the student• to " 
point vhere they c&n p .. rticip .. te in " communicative event. It vould follow tbt the Leaching method theory, de1ign, 
.. nd procedure vould have to correl .. te veil with the communic .. tive event "s vell as having internal consistency (from 
theory Lo procedure). 

In hum&n communication theory there ue four very broad ueas of theory construcLion--the behavioristic, tn.na
miaaional, inter .. ctional, and tnnar.ctional perspectives. One of the main diatingui1hing points of each perspective is 
the placement of me&ning. In the behavioristic perspective me&ning is in the environment, in the tr&nsmiBBion&I 
meaning is in the mesHge, in the inten.ctional me&ning is in the person, and in the truar.ctional meaning i1 between 
people. Another main difference between the perspectives is that the l&at tvo perapectivea, the interactional &nd 
transactional, view communication &a a proceaa, vhere &a the first tvo perspectives do not. 

Moat BSL theory and practice falls into the behavioristic/tr&nsmissional perspectives. This Je .. ves the inter
actional ..nd tr&na&ctional perspeftives almoat completely out of the discussion. This is heuri1tic in the fact that if 
BSL methodology reflected the interaction&) or transactional perspectives within its theory, there vould be signifi
cant differences in the methodology itself and possibly in the learner's communicative ability. 

H is assumed in this article that the communica
tive event, human communication theory, and 
teaching language as communication have a direct 
relationship with each other. H is also assumed 
that the communicative event is the starting 
place for analysis and the subsequent design for 
language teaching. 

The Communicative Event 

This is the point of analysis. There are many 
theories that attempt to explain it and there are 
language teaching methods that have it as the end 
goal. If language teaching is to have communica
tion as the main goal, the theory, design, and 
procedures behind the teaching method must cor
relate well with the communicative event, other
wise one is teaching a language for some other 
reason than for communication. 

Human Communication Theory 

There is a myriad of theories that attempt to 

explain the communicative event. Most of the 
theories seem to fall into two very broad posi
tions which further split into two perspectives 
within each position. The two major positions are 
the scientific and the wholistic position. 

In the scientific position, communication is 
looked at as an entity that is distinct and is to 
be discovered outside of oneself. The individual 
plays a very minor role in the scientific posi
tion. Communication is considered to have uni
versal qualities that only need to be discovered 
and quantified. Once these qualities are dis
covered, categories and lists can be made and 
rules established. 

Theories within · the wholistic position gener
ally view communication as an ongoing process. 
The emphasis is on the individual, between in
dividuals, or on the interdependency of in
fluencing factors and individuals. Individuals 
are considered creators of knowledge since they 
perceive and interpret reality according to their 
individual, social, and cultural needs. Causal 

Oont,-,iued on page 6 



AETK Nt:w$, Vol. 5, No. 2 (July 1986) 

The Communicative Event 
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relationships are considered situational. 
One of the main differences between the scien

tific and the wholistic positions is in the de
gree of openness or closedness of the theoretical 
syst.em (thinking in t.erms of . General Systems 
Theory). 

A cloaed 171tem h11 fixed boundariea which permit no 
inter•ction with the euironment. the reault is that 
the 1truchre, function, •nd behnior of the 171t.em 
are rel•tiYely at•ble &nd predict•ble if the initi•I 
arr&ngement of components i1 known. An open system 
on the other band, hu perme•ble boundaries which 
•llow for enYironment-sy1tem int.er•ction. The re
ault ia th•t the structure, function, &nd bchnior 
of the open 1yatem ia ch•n(in( perpetu.lly. (Oold
h•ber, 1983, p. 50) 

The scientific theories tend to be quite 
closed. A limited number of qualities are iso
lated, defined and test.ed (qt!antitatively). These 
qualities are then considered universally to 
represent a certain aspect of reality in its 
entirety. Theories within the wholistic position 
vary in degree from being somewhat closed to 
being extremely open. Theories that are very open 
usually consider it impossible to list all the 
influencing factors in communication and that 
constant change (subjectivity) is the norm. Other 
less open theories are open because they state 
that influencing factors are situational, but are 
closed in the fact that it is felt that the 
influencing factors can be categorized, listed 
and sometimes tested according to general types 
of situations. 

Within the two major positions there are four 
basic perspectives. The behavioristic and 
transmissional perspectives lie within the scien
tific position while the interactional and 
transactional perspectives are within the wholis
tic position. The behavioristic perspective comes 
from the behavioral school of psychology which is 
led by B.F. Skinner. The terms stimulus and re
sponse are at the core of this thought as well as 
positive and negative reinforcement. In this 
perspective the environment dictates meaning to 
the person. A controlled environment is estab-

lished by someone (in education--the t.eacheri 
The stimulus is then given to produce a predicted 
response in the individual. If the predicted 
response did not occur, the process is repeated. 
Positive or negative reinforcement is used as 
deemed necessary in order to control the indivi
dual to respond with the predicted response. This 
is at the heart of most educational procedure. 
The behavioral objectives for class preparation 
is something that all teachers must learn. 
Meaning in the behavioral perspective is assumed 
to be in the environment only. It also assumes 
that the individual cannot choose, think, or 
feel--the individual only responds to the en
vironment. 

The transmissional perspective assumes that a 
message is sent by a sender via a channel (ver
bal, written, or other) and is received by a 
receiver. It assumes that if the message is pro
duced correctly by the sender and the receiver 
knows the appropriate rules, the message will be 
understood. The meaning, therefore, is in the 
message. The emphasis in language teaching then 
becomes the "correct" construction of the mes
sage. If the rules are known, communication is 
complet.ely known. 

The interactional perspective is a somewhat 
wholistic perspective. The model is similar to 
the transmissional perspective in that there is a 
sender and a receiver and that a message is 
transmitted to another. Other than this it is 
quite different. Meaning is considered in the 
person, so an individual's perception and inter
pretation becomes very important. People are also 
considered creators of knowledge since they in
terpret "reality" to suit their individual, 
social, and cultural needs. Understanding becomes 
the reduction of communication barriers. The 
sender encodes or creat.es a message to represent 
her/his ideas, the receiver decodes this set of 
symbols according to his or her world view and 
then gives some sort of feedback back to the 
receiver as a check on whether the message was 
understood or not. Communication is considered 
sequential and language is a set of symbols which 
is used by an individual to represent his or her 
concepts. 

In the transactional perspective communication 
Oonhnut:d on page 10 
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Offering Suggestions, Making Proposals and 
Giving Advice in English• 

Robert Wieemath 
So!Jan!J llniversity Institute for En!Jlisn 

The purpose of this article is to provide some 
insights for Koreans into some cultural, linguis
tic and functional aspects of the use and forms 
for offering suggestions, making proposals, and 
g1vmg advice in English.2 All three concepts 
have in common that one person seeks to influence 
in some vay the behavior of another. They differ 
in the degree to which the speakers believe they 
can influence the behavior of the other and in 
the degree to which the speaker seeks to partici
pate in the behavior of the other. Let's consider 
the following diagram: 

/ ni #at ed by Sought by Re.sult.s may 
be part1·c,·-
pated ,·n by 

PROPOSAL: Spnker A not sought both A and B 

ADVICB: Speaker A or Spnker B Speaker B 

SUGGBSTION: Speaker A or Speaker B A and/or B 

The above diagram provides us vith a working 
definition of vhat ve are talking about. 

NOTE: Don't forget that proposals, advice and 
suggestions are language and cultural univer
sals:' Speakers of all languages do these things. 

I'd like to make a proposal 

Nov let's look at the following sentences: 

Let'• get married. 

Marry me. 

Informal, intimr.te, uncertainty 
of the r.nswer (tho answer could 
be 'no') 

Comm1ond form (imper1otive), but 
the spe1oker is pleading 
(begging) 

Will you marry me? 

How 1obout (our) 
getting m1uried? 

What do you ny 
vo got married? 

I propose that 
we marry. 

Though the form i1 1o question, 
tho expected anaver ia 17e1.1 

The quo1tion form i1 juat 
a formality. 

Idiomatic, caeual, very 
informal 

Vory form1ol, 1eriou1, gram
matically accurate, tra
ditional, archaic 

NOTE: In a proposal, the speaker almost always 
has the choice of accepting or declining, but the 
results involve both the proposer and the pro
posed to. Speaker A has a personal stake in the 
results. 

A: Mary, let'.s get marr1.ed. 
B: I'm not ready yet, John, and neither are you. 
A: Oh, come on, Mary. Marry me. I graduate Crom college 

next year and ao do you. 
B: Why don't ve wait till then. I think that would be 

better, considering the circum1tanco1. 1 don't want 
to hne to live vi th your parent.a. W laat do you 
.say wo wait? 

A: Next yoar is not soon enough. I love you nry much. 
I can't wait thr.t long. How about gett1.ng marr1.ed 
next month? 

B: Well, if you feel that way, why wait till next 
month? If you feel that vay we m1.gM a.s well get 
marn"ed tomorrow. 

A: Good idea. Oh, Look what time it ia. lt'a late. We'd 
better go home and get 1ome 1leop. 

I'd like to give you some advice 

Let's look at the following sentences: 
Oont1"nued on page 8 
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OHering Suggestions 
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You "hould marry Mias Kim, not Mias Lee. 
You "hould get marr,.ed. 
Get marr,.ed. You'll be happier if you do. 
You "hould not "tay single. You're fetting old. 
Don't get married yet. You're too young. 
I don't th1'nk you "hould marry MiBB Kim. You 
"hould wa1i till you meet 1omeone else. 

In all of the above cases, Speaker A is advising 
Speaker B about a question that deals 'With B's 
future. The final decision, though, rests 'With 
Speaker B. A typical response to the advice is 
the following: 

I'll think over your advice and decide later. 
That's • good idea. I'll act on your advice at once. 

NOTE: A is only sharing an opinion 'With B 
(possibly based on greater experience), but A has 
no personal stake in the result. Advice is often 
initiated by A, but A has no' leverage (other than 
expertise or friendship) to ensure that B follo'w's 
the advice. Indeed, B may seek or receive advice 
on the same matt.er from several sources. A's 
advice is only a recommendation, not a demand for 
compliance. 

In English, advice is most frequently couched 
in the modal system of verbs.4 The typical struc
ture is as follo'w's: 

(IN MY OPINION.) YOU 
You 
You 
You 

MODAL VBRB PHRASB 
abould get married soon. 
ought to get married 1000. 

(bad betteiP>t married. 

The simple command form yet married is a 
particularly urgent, sincere, caring form of 
advice: "Get married. You'll live longer." This 
form is sometimes used 'When Speaker A cares 
strongly about the results of B's behavior. The 
meaning is, "I hope you'll get married, because I 
want you to live longer." 

SOME ADVICE: Be cautious about using had 
better. This form is often used inappropriately 
by learners of English as a foreign language. It 
requires a very specialized context. Here are a 
few examples of exchanges in 'Which it may be 
used: 

S1'tuat1'on 1 
A: My firlfriend is pregnant. 
B: In my opinion, you'd better get marn.ed, or 

you'll be sorry for the rest of your life. 

Si'tuat1'on .8 
A ia talking to B in & coffee shop. B h&a to teach & 
cl&&a that begins & hall-hour from nov. B is bavinf 
& good time and doesn't Y&nt to leave. A, re&Ii1ing 
the timo, 1ive1 B the following advice: 'You'd 
better leave right nov. Otherviae, you'll be late 
for your cl&&a.' 

NOTB: In this c&ae A gave unsolicited advice. Thia 
i1 not really advice. It is merely & at&tement of 
fact that B already knovs. A is not advising B, 
rather A is rem1'nd1'ng B of 1ometbin1 bad I.hat might 
happen if B does not take & particular coune of 
action. 

S1'tuati'on 9 
A and B &re thieves. They are robbing & bank, and 
they bear the sirens of police c&n. A a.ya to B: 
'We'd better get out of here (because) the police 
&re coming.' (If ve don't leave right nov, ve'll be 
caught and taken to j&il.} 

In a sense, the phrase had better is more of a 
proposal than advice. It should not be used 'When 
someone is trying to be impartial. It is a pro
posal, because the consequences usually could 
affect both parties. 

I'd like to make a suggestion 

No'w', let's look at the follo'w'ing sentences: 

Why don't you wa1't tvo yean before 1ettin1 
married? 
Why don't you meet her parents before you decide? 
I ""gge"t that you meet her parents before you 
decide. 
I "ugge"t that we talk to her p&ren\I together. 
Oan't you wa1't till next year to get married? 
You could get marn'ed tomorrow if you want to, but 
I don't recommend it. 
Get marn'ed tomorrow. Tbat'I a po11ibility. 

Oont1'nut:d on page JB 



Language and Content Learning 
Oonti'nutui from page,/. 

dent.s .,,ith access to social studies kno.,,ledge and 
inquiry objectives. Typical of her students is 
L., a 17-year-old girl .,,ho had an interrupted 
education in Vietnam and .,,ho registered in the 
course afLer one year in a junior high ESL pro
gram. 

The class .,,as using a grade 4 social studies 
unit called "Ho.,, should Albertans use their natu
ral resources?," part of .,,hich .,,as an article, 
"Soils in AlberLa." All of the material .,,as be
yond the reading level of the class; they could 
not undersLand it. Arnott had to find .,,ays to 
mediate between these students and the content 
material. She did this by concentrating on the 
structure of the information rather than the 
text. 

The pattern of organization in the "Soils in 
Alberta" article .,,as that of comparison and con
trast. She designed a chart to highlight the key 
features of the different soil types: location, 
precipitation, fertility, and · use. The students 
had to fill in the details of the chart. Although 
the student.s found the article difficult to read, 
they .,,ere able to locate the information for the 
chart by scanning for the key .,,ords in the text. 
They then did a series of exercises based on the 
chart, not on the text. First they dre.,, the soil 
areas on a map. Using an atlas to locate the 
places named in the chart, they asked questions 
such as, "Why does the black soil area produce 
the most .,,heat?" These reinforced comprehension 
and forced the students to compose their o.,,n 
sentences rather than copy sentences from the 
text. Finally the students .,,ere helped to express 
the chart information in written paragraphs. 

This teacher did not find graphics difficult 
to create or unusually time-consuming. Well
written content material reveals its pattern of 
organization easily. Badly .,,ritten material needs 
mediation by the teacher any.,,ay, and a graphic is 
often the easiest .... ay to do this. Time spent on 
graphics is repaid by the quality of her stu
dent.s' .,,riting, .,,hich she finds rich in content 
and coherently expressed, though of course not 
.,,ithout structural errors. 
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Integration 

These three teachers do not see topics, experi
ence, and frames merely as .,,ays to promoLe com
munication and aid second language acquisition. 
To do so .,,ould be to fail to see beyond a 
language-learning perspective nd Lo ignore the 
content teacher's perspective, to fail to inte
grate language learning .,,ith content learning. 
They see a topic not as a body of verbal informa
tion to be transmitLed and memorized, but as a 
.,,ay of looking at the .,,arid, which combines 
experiences .,,ith frames for undersLanding ex
periences. The students studying insects .,,ere not 
simply talking about butterfli~s or learning 
facts about butterflies. They .,,ere sysLematically 
observing butterflies and organizing and re
cording their experiences according to the con
cept of the life-cycle. At a beginning level they 
.,,ere learning to act and think like biologists. 
They .,,ere learning .,,ays of acting and under
standing as .,,ell as .,,ays of Lalking. They .,,ere 
being socialized into the practices of a scien
tific community of inquirers. Education is the 
initiation of learners into social practices, or 
social contexts of action and understanding. 

These three language Leachers did not organize 
their lessons around language teaching points or 
even communicative activities. They began from 
the common ground of all Leaching. They gave 
learners the contextual resources for under
standing language and information. They started 
from a .,,hole context of action and understanding 
and worked .,,ith language .,,ithin this conLext. 

This does not mean that they deal .,,ith lan
guage randomly, and that there .,,as not systematic 
planning for language learning. On the contrary, 
they ·guide their students to describe, classify, 
and evaluate insects, or to describe, classify, 
and evaluate soils--to mention just some possi
bilities--and they capitalize on the specific 
language-learning opportunities provided. These 
teachers are all familiar .,,ith a general frame
.,,ork that relates language use to subject matter 
learning. This is described in deLail by Mohan 
(1986). 

Although this general 
grating language learning 

frame.,,ork for inte
and content learning 
Oont1.nued on page 10 
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Language and Content Learning 
Oontfriued from page 9 

breaks new ground, even beginning language 
teachers can readily understand it and use it. It 
has been used in a basic ESL teaching course for 
several years. Students are asked to plan a unit 
around a topic, providing for experiential work, 
higher-level thinking and systematic language 
learning. The framework is introduced, along with 
various examples, to help them see how to do 
this. A number of students have remarked that 
they find it easier and more natural to organize 
learning around topics than around language 
points or specific skills. Yet at the same time, 
the topic material provided a context in which 
detailed language work became more meaningful. 
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The Communicative Event 
Oont1.nued from page ti 

is viewed as a wholistic process of shared 
meaning. Like the interactional perspective indi
viduals are considered to perceive and interpret 
reality dif(erently. This perspective is the most 
open in that it proposes that influencing factors 
are not only situational, but there are an in
finite number of influencing factors that are too 
many and too complex to attempt to accurately 
list them. Meaning surfaces between people as 
they negotiate for a somewhat mutual under
standing. Language is considered a set of symbols 
through which people express their being. 

The Communicative Event--Reprise 

Once again it must be remembered that the com
municative event is the reality that must be 
analyzed in order to create communicative lan
guage teaching design and procedures. The saTQe 
event is analyzed differently according to the 
theoretical perspective held. In the behavioris
tic perspective the communicative event would be 
analyzed according to the stimulus/response. The 
environment being the stimulus and the individual 
being forced to respond in a certain way. In the 
transmissional perspective the message would be 
analyzed for universal cause and effect relation
ships in order to explain the event. Theories 
from the interactional perspective would analyze 
each individual's perception and interpretation 
(according to their individual, social and cul
tural concepts) of the event in order to isolate 
(in order to reduce) the communication barriers. 
From the transactional perspective a communica
tive event would be vie\lled as people (the people 
participating in the event) who al\llays express 
their being in their own way (for whatever 
reason) and who try to arrive at a somewhat 
common understanding between them. The emphasis 
and assumptions from each perspective's analysis 
of the communicative event have a dramatic impact 
on the way language is taught 

Language Teaching 

Language teaching that is considered from the 
Oont1.nued on page 11 
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transactional perspective emphasizes the dif
ferences in individual, social, and cultural 
perceptions and interpretations of the indivi
duals in the communicative event and the negotia
tion of meaning between them. Currently, most 
language teaching is from the behavioristic/ 
transmissional perspective. Learning a language 
from the transactional perspective the emphasis 
is not on the learning of the language pieces 
until the whole is known, but the process of 
perception and interpretation of reality (the 
student's) being expressed through the target 
language. 

The materials and activities selected for the 
classroom must allow the students to express 
themselves. In this perspective it is assumed 
that people relate to the world around them ac
cording to their own perspectives, regardless of 
the language they may be communicating in. This 
is not to say that the laf\guage does not in
fluence how a concept is stated, however, it does 
propose that people always view the world in 
their own particular way. The most suitable ma
terials and activities would then be something 
from which the students already have a conception 
of and know quite well. These materials would 
have to be presented and the following activities 
carried out in such a way as to be accepted by 
the students and still be unrestricted enough to 
allow them to express themselves. From this per
spective to give students an exercise (activity, 
task, problem, etc.) to do in a foreign language 
(or perhaps a second language) dealing with 
foreign concepts about a foreign topic is ludi
crous. H would probably be difficult or even 
impossible for the students (for whatever reason) 
to do the exercise dealing with the foreign con
cepts and topics in their native language. 

PredicLion is an impossibility. The response 
to a certain situation is determined by the per
son expressing his/herself in trying to come to a 
somewhat mutual understanding. Understanding then 
becomes the key. The more one is able to make 
oneself understood in the target language, the 
more accurate and fluent one is. this assumes 
that language is acquired through experiential 
usage (the process of expressing one's being 
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while negotiating meaning) and is not learned 
piece by piece (meaning is between people--not in 
the message). 

Language teaching that is based on the be
ha vioristic/transmissional perspective assumes 
that language has static and definable functions 
and structure that can be taught piece by piece 
until the language is known. Once the pieces are 
learned the language is assumed to be known in 
its entirety. Predictability is crucial at the 
procedure level--the behavioral objectives must 
be met and tested. 

Conclusion 

The theory behind a communicative language 
teaching method should describe the communicative 
event accurately. Only if this occurs can a de
sign be produced to promote language learning 
that allows the learners to develop their com
municative ability. Also, if the theory accu
rately describes the communicative event, ma
terials can be produced and procedures arrived at 
that will promote communicative ability. At this 
time most ESL methodology falls into the be
havioral/transmissional perspectives which gea-:
erally place the meaning within the message. If 
it is truly felt that the meaning is in the 
message in a communicative event, then language 
instruction at this time must be on the right 
track. H is felt by the author that the meaning 
is . not necessarily in the message and until lan
guage teaching reflects this in theory, design, 
and procedure, language learners will continue to 
have disparity between classroom language 
learning and the ability to use the language. 

Note 

In this article I have taken much about the major 
positions and perspectives in human communication 
theory from Littlejohn (1983, pp. 10-12, 19-23) 
and my own knowledge about the field. I have also 
modified his explanations (by emphasizing other 
qualities of the positions and perspectives) in 
order to make these ideas more applicable to ESL 
theory and practice. 
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Offering Suggestions 
Continued from page 8 

Suggestions are oHen solicited. Speaker B 
wants to make a decision or take an action so 
speaker A is asked to offer some ideas or pr~vide 
some alternatives for action. While advice is 
given as a personal recommendation based upon 
belief, suggestions are given only to help pro
vide a way for how to go about implementing a 
course of action already decided upon. Sugges
tions are possibilities. Speaker A doesn't care 
strongly and does not necessarily expect Speaker 
B to use the suggestion. A suggestion is some
thing you can use. Advice is something you con
sider. A suggestion is just one of many possi
bilities--an idea. One speaker may offer many 
suggestions on a particular matter. In contrast, 
advice is an opinion. One speaker usually has 
just one piece of advice on a particular matter. 

Summary 

To summarize, a proposal involves asking some
one's cooperation or permission: 

I propose th•t ve get m•rried. 
I .aked her to mury me. 

Advice, on the other hand, involves telling or 
sharing: 

I •d vise th.t you get m•rried. 
I told him th•t he ahould get muried. 
I •dviaed him to get muried. 
I shued some •dvice (one of my opinions) with him. 

Finally, a suggestion, like advice, also involves 
telling or sharing, but a suggestion is an 
idea, while advice is an opinion: 

Why don't you get muried? 
I told him th•t he could get m•rried. 
My suggestion Y•S th•t he might get muried. 
I told him th•t getting muried YH •n •ltern.tive. 
I sh•red .n ide• with him. 
I auggested that he could get muried. 

All three appear in this concluding dialogue: 

A: I .aied her to m•rry me and she a.id no. 
B: Here'• my &dvice (unaolicited): Forget her. 
A: I c&n't forget her. 
B: If you still v&nt to try to perau&de her to mury 

you, let me give you • suggestion: Next time you 
propose, propose by c&ndlelight in & f&ncy rea
t•ur&nt. 

Notes 

1. This article first appeared under the title 
of "Giving Advice, Making Suggestions and 
Proposals" in the April 1984 issue of The 
Study of Current English, a journal pub
lished by Shisa Yong-oh-sa. It is reprinted 
here with the author's permission. 

2. The concepts of giving advice, offering 
suggestions and making proposals are 
"functions" of language (M. Finocchiaro .i C. 
Brumfit, The Functional-Notional Approach, 
Oxford University Press, 1983). Although we 
would certainly like to see our students 
using the functions discussed in this 
article appropriately, it should be noted 
that we cannot expect them to do so after 
just one lesson on the topic. 

3. I should say, they are probably universal. 
It may be discovered that there are lan
guages or cultures in which these functions 
do not exist. 

4. The modals are probably the most difficult 
area of the English verb system for lin
guists to adequately explain, and g1vmg 
advice is but one function m which the 
English medals play a part. 

• • • • • 

The Communicative Event 
Oontfriued from page 11 
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Using Videotapes in the ESL Classroom tapes other than that of pure entertainment. 

Rollerl Wi11malh Reference 
Sogang Vn1·vr;r$1.ty /n$fitutr; for Eng/i°$h 

Besides providing interest, entertainment and 
impact as well as examples of English used in 
cont.ext, videotapes can be used as a form of good 
clear reference for communicative classroom dis
cussion and as a source of meaningful and chal
lenging language input at a. level slightly beyond 
the student's current level of competence--the 
"i+1" level recommended by advocates of the Natu
ra.I Approach (Kra.shen and Terrell, 1983). At the 
Soga.ng Institute for English, we use videotapes 
in a "videolab" for a.II of the above purposes. 

In our · classes, typically, students might 
spend three 45-minute class periods per week 
watching a. given segment of a videotape series. 
The series might consist, for example, of a con
tinuing story in a "soap-opera." or movie or mys
tery format, though some series are episodic. The 
students are given comprehension questions for 
each segment they watch and are told that they 
are responsible primarily for that information. 
This gives them a. guide to what information they 
will find in the video story, and provides them 
with a purpose for watching. 

They are expected, usually, to watch the same 
segment several times, so that what they don't 
understand the first time, they may concentrate 
upon more the second time and in subsequent 
viewings. Then, typically on the fourth day, they 
are "de-briefed" by the instructor. The format 
for the de-briefing may vary. One way is for 
different groups of students to be responsible 
for two or three of the questions. They discuss 
their answers to the questions in small groups, 
then each group chooses one person as its repre
sentative to present the group's answers to the 
class. Another way is for the instructor to plead 
ignorance to the content of what the students 
have watched and ask them to tell the story. This 
helps to simulate real communication, in the 
sense that students are communicating information 
to the instructor which he or she does not al
ready know (division of information). And the 
questions the students are given beforehand pro
vides them with a purpose for watching the video-

Krashen, S.D . .i Terrell, T.D. (1983). The Nat
ural Approach. Oxford: Pergamon Press. 

• • • • • 

A •videography• of Some Commercially Produced 
Videotape Series for ESL 

Rollerl Winmalh 
Sogang Vm.vr;r$1.ty /n$t1.tute for En9/1.$h 

The Bel/crest Series: English for Business. 
London: BBC English by Television, 1973. A 
continuing story set in a British business; for 
advanced students with a business/electronics 
interest; accompanying text available through 
Oxford University Press. 

Bid for Poruer. English for Commerce and In
dustry. London: BBC English by Television, 
1983. Text .i Teacher's Guide by A. Fitzpatrick .i 
C. St. J. Yates, videoscript by John Tully; a 
continuing story in 13 episodes; international 
English is spoken--British, American .i actors 
from other countries. Upper-int.ermediat.e. 

The Blind Detective. /,anguage Learning 6y 
Video. Surrey, England: Nelson Filmscan, 1984. 
Seven mysteries solved by the blind detective; 
accompanying workbook, teacher's manual .i 
script; British English; upper intermediate. 

Follow Me to San Francisco. London: BBC Eng
lish by Television, 1981. A soap opera in 
five-minute episodes; accompanying text and 
teacher's guide by Suzanne Griffin; American 
English; intermediate. 

It's Your Turn to Speak. Surrey, England: Nelson 
Filmscan, 1982. Accompanying text by Saxon 
Menne; 20 lessons, some in British English, 
some in American English; for high beginners. 

People You Meet. London: BBC English by Tele
vision, 1973. Twenty-six 15-minute films with 
accompanying text; graduated grammatical sylla
bus; low intermediate. 

Oontinur;d on page LI 
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June AETK Session 
Oon/1.nued from page 1 

8. Teachers should encourage students to make 
more mistakes without feeling shy or inhibited 
about it (because then at least they will be 
using the language for communication, and we 
learn from our mistakes). 

9. What will happen if we only have the carrot 
and not the stick? (In reference to positive vs. 
negative feedback, ts there no significant place 
for the negative?) 

10. The carrot is usually on the stick. (So 
what are we saying about the distribution of 
power in the classroom and the results that fol
low when the teacher has all the power and the 
students are powerless?) 

11. The most important thing of all is how 
much the teacher is interested in the students 
(i.e., as persons, not just objects of instruc
tion). 

••••• 

Treasurer's Report 

Balance on hand March 16, 1986 W505,206 

Receipts 
Membership dues 360,000 
Bank interest 11,292 

Total receipts 371,292 

Expenditures 
Newsletter 44,000 
Meetings: 

Announcements 51,400 
Hall rental 57,000 
Honoraria 30,000 
Refreshments 71,938 

Affiliate dues 62,300 
Miscellaneous 4,630 

Total expenditures 321,268 

Balance on hand July 1, 1986 555,230 

Videography 
Oonll°nued from page JS 

The Sadrina Pro feet: En!Jlish for Travel. Lon
don: BBC English by Radio and Television, 1979. 
A story about the travel business in Southeast 
Asia; twelve episodes; intermediate; British 
English. 

Switch-on.· The Mystery of Valley For!Je. 
Surrey, England: Nelson Filmscan, 1982. A 
continuing story in ten units; for low be
genners; accompanying text and teacher's 
handbook by Saxon Menne; American English. 

Addresses 

BBC English by Television 
P.O. Box 76 
London WCB 4PH 
England 

Nelson Filmscan Ltd. 
Nelson House, Mayfield Road 
Walton-on-Thames 
Surrey KT12 5PL 
England 

••••• 

Your ABTK Council Memben are: 

Dwight Strawn, President 
Oeorge Matthews, Vice President 

Paul Cuana.ugh, Secretary-Tre&1urer 
In-Won Kim, Member-at-Large 

Yong~Soon Kang, Member-at-Large 
Joe Oene Autry, P&1t President 

Y oung-Shik Lee, Nominating Committee Chair 

AETK September Meeting 
Saturday, September 13, 2:00 PM 

Yonsei University FLI 



News from the CSPC 
Oont,.,iued from page .e 

official language of the United States" move
ment; 

• educating members on how to influence legis
lators and other policy makers; 

• requesting plenary sessions for the next con
ference that would deal with socio-political 
topics. 

Members are invited to submit suggestions of 
other topics and issues to the CSPC as well. 

Putting together an effective course of action 
for any one of the many issues affecting TESOL 
professionals requires commitment and time. There 
is much work to be done and no one person can do 
it all. That is why TESOL needs everyone's "brain 
power" and some time out of busy schedules 
towards CSPC's work. The international/national 
CSPC of TESOL has about 20 members from every 
part of the organization who have been working 
with the committee. 

F04:us on You 

But the committee's work must involve all of 
the membership. We need interested TESOLers from 
every Affiliate and Interest Section to be the 
CSPC's eyes and ears so that we know what the 
issues are in your area and how you think TESOL 
should respond to them. The CSPC also needs you 
Lo be the link through which important informa
tion on issues is disseminated from the committee 
to all of the TESOL members in your area. 

If you think you would like to be a part of 
the work that the CSPC does, one of the most 
constructive steps you can take is to work 
through your Affiliate president or Interest 
Section chair and volunteer to help get one 
going. 

We know that this will mean some work for 
you- -but you won't have to do it all by yourself. 
CSPC is ready to give you all the help and sup
port it can through TESOL members who have ex
perience in working on socio-political issues and 
concerns. 

The CSPC publishes a newsletter called the 
CSPC Alert on a fairly regular basis. The Alert 
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automatically goes Lo all Affiliate presidents 
and CSPC liaisons, IS chairs and associated 
chairs, committee chairs and chairs-elect and the 
Executive Board. The CSPC uses the Alert to get 
out time-sensitive information that needs to be 
circulated immediately. You may also wish to be 
on the Alert mailing lisL. Check with your 
Affiliate president or Interest Section chair to 
see a copy of the Alert. Or you can get a sample 
copy by contacting Terry Dale, CSPC Chair, 2727 
29th Street, N.W., Washington, D.C. 20008, U.S.A. 
Telephone: (202) 234-7526 at home; or (202) 429-
9292 at work. 

The CSPC plans to continue regular communica
tion with you, the members, through periodic news 
items in the TESOL Newsletter and through the 
CSPC Alert. We want to hear from you and we 
hope you will decide today Lo work with us through 
your Affiliate and/or Interest Section Socio
political Concerns Committee. Write to the CSPC 
c/o the chair, at the address above. ' 

The One-Minute Teacher 
N1"cl~ S1'/va, Amert.can College 

Who is he? Who is she? Look around. The one
minute teacher is one who makes the most of every 
minute to get the job done because a minute is 
all it takes to do it well. 

The one-minute teacher is a positive thinker. 
He or she doesn't wait for things to happen. He or 
she makes them happen. 

Have you see the one-minute teacher lately? 
If you have, you know what I'm talking about. If you 
ha ven'L, don't look further than the nearest mirror. 
The one-minute teacher is there. Take a minute. 
Let the real teacher in you come out. It only takes a 
minute. 

Once you take the first crucial step, you'll be en
veloped in a super-righL feeling of unparalleled 
strength. The momentum will propel you through time, 
minute by minute. 

The only limitations you'll have are those you 
impose on yourself. IL's that simple. And it didn't 
take more than a minute to tell you about it. 
!Reprinted from tho TESOL New&letter, Vol. XX, No. 3 
(June 1986). Nick Silv1. ia the edit.or o! TESOL-Gram, 
the nevaletter of tho Puerto Rico affiliate of TBSOL.f 
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ASSOCIATION OF ENGLISH TEACHERS IN KOREA 
Membership Application 

(Annual Dues Wl0,000) 

Name .... . ........ . ..... : . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . Date . . ......... . 

Mailing address. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 

City. . . . . . . . . . . . . . . . . . . . . . Province. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . Postal code ........ . 

TEL (Office). . . . . . . . . . . . . . . . . . . . . (Home). . . . . . . . . . . L . • • • • • • • • • 

Position title ... .. .. . . . . . . . .. . ... . .. . .... Institution .. .. ........... . ..... . ... .. . . . . . . .. . 

Application is for: 
[ ]New membership 

Area or level of work: 
[ )Primary school 
[ )Middle school 
[ ]High school 

Major interests: 

[]Renewal 

[ ]College/university 
[ ]Language institute 
[ ]Other. . .. ... .. . . . ..... ..... . 

[ J Fellowship and sharing with other teachers 
[ ) Teaching methods and techniques for classroom use 
[ ] Materials development 
[ ) Theory and research on language learning/teaching 
[ ] Language testing 
[ ] Other. . . ....... . .. . .. .. ......... . . .. .. . ....... . 

AET K News is published live times yearly for members of the ABBoci•tion of Bnglish Te•chera in Kore•. Newa 
items, announcements, and uticlea rela.ted to la.nguag-e teaching and learning a.re vekomed. Send name and address 
corrections •nd material for publication to Dvig-ht Stn.vn, KPO Box HO, Seoul , Kore& 110. Announcements of job 
openings for foreign teachers &re accepted only from org&niations which provide vis& support. AET K News does 
not publish 1.nnouncements by te•chers seeking employment. 


