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Friday 

Newslett.er or Uie Associat.ion or ~ish 'l'eachers in Kora 

The Association of Engli!lh Teacher!! in Korea 
invites you to attend tne 

f'eaturing presentations by Dale Gr1f'f'ee 
on music and drama in tfle language classroom 

ancJ 
a variety of' other events 

f'or prof'ess1onal language teachers 
1n Korea 

Friday and Saturday, May 15-16, 1967 
Yonsei University Conference Center 

(Next to the Foreign Language Institute; See Map, Page 2) 

7 :00 PH Registration, refreshments 
Opening Discussion with Dale Grif'f'ee 

May 1987 

Saturday 9: 00 AM Opening Plenary 
9: 15 AM Workshop Presentation by Dale Griffee 

11 : 30 AM Lunch (Heals available at nearby restaurants or bring your own) 
12: 30 PH Musical Event 

1: 00 PH Panel Discussion 
£rror Correction--When, Why and How 

2:00 PH Concurrent Presentations 
Foreign Teachers in Korean Schools 

Im Sang Bin (University of Maryland, A!lian Oivi!l1on) 
Teaching Pronunciation 

Rosemary Lovely (Hallym University) 
Teach ing Writing 

Barbara Mintz (University of Maryland, Asian Oivi!lion) 
Picture Files in £SL 

George Patter!lon (Pagoda Language Institute) 
3:00 PH AETK Annual Business Meeting 

T£SOL Convention Report 
£ lection of' Of'f'1cers 
Other Busi ness 

4:00 PH Presentation by Dale Griffee 
5:00 PH Closing Ceremony 

Dale Griffee is author of Listen and Act (Lingual House, 1962) and co-author of 
Hearsay (Addison-Wesley, 1966), and for the past several years has been involved 
in research on the use of music and songs in language classrooms. He lives in Japan 

and 1S a member of the Japan Association of Laneuage Teachers (JALT). 

Conf'erence registration: 'Kt5,000 ('Kt0,000 f'or A£TK Hembers) 
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Fol low th is map to the Conference Center for 
the AETK Spring Conference '67 
May 15-16, 1967 

Featured in this issue of AE.TK News--

Sinchon 
Rotary 

Andy Merzenich reports on practices recomnended for correcting student writing (page 5) 
Bob Wissmath relates ~rashen's Affective Filter to classroom practice (page 15) 
Margaret El I iott reviews David KosofsKy's carmon Problems in Korean English (page 21) 
Young Shik Lee comnents on accuracy vs. fluency as a goal for language teaching (page 27) 



President's Message 
Dear Col leagues, 

AS we looK fonrard to the AEIK .Annual 
.Business Meeting on May 16 and the election of 
new officers for the coming year, I would like 
to thanK al l AE'lK ment>ers for your continuing 
support and participation cturing the past year. 
WI' ment>ership is growing, and it appears tllat 
we can looK forward to an even better year next 
year. 

A special word. of thanKs goes to all those 
who presented programs at AE'lK meetings cturing 
the year and to George Mat thews who, as our 
Vice President and Program Chair, made the 
program arrangements. With his untiring effort, 
George was able to bring in speaKers who chal-
1 enged u.s with new ideas and gave u.s nuch to 
thinK about as we l ooK for ways of becoming 
better language teachers. 

Sorre of those who made presentations at 
rreetings ear l ier in the year will return for 
addl tlonal presentations cturing the AEIK Spring 
Conference ' 87. Be sure to looK for tilem then. 

One of the highlights of the year, of 
course, was the visit in Novelli:ler by JoAnn 
Granda! 1, who came from Wastungton, oc as the 
representative of 'IE:KlL International. 'Ihis was 
the first official visit by a~ representa
tive since AEI'K became a '!'E:g){. affiliate 
several years ago. 

Also in connection with our '!'E:g){. affilia
tion, Wil l iam Burns of Sogang University was 
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the official AE'lK representative at the 'lmX.. 
Affiliate Council meeting held on ~il 22 
cturing the 1987 'lE9CL Convention in Miami, 
Florida. He will be at the AEIK Spring Con
ference to give a brief report on the Conven
tion. 

'Ille Spring Conference on May 15-16 will 
be our final "bi& event" of the year before 
the new Council ment>ers taKe off ice. I hope 
all of you will be there to participate in the 
discussions and contri.l:ute your ideas to ma1<e 
AEIK an even better organization. Please note 
tllat the election of new officers will taKe 
place at the Conference, cturing the .Business 
Meeting on Saturday afternoon. It is very 
i.JIIX>rtant for you to attend this session, 
since the officers you elect will be guiding 
the ASsociation cturing the coming year. 

To help .cover the costs of the Spring 
Conference, and in view of our declining re
sources, the Council felt it was necessary to 
request participants to pay a reeistration 
fee. I trust this will not discourage any of 
you from attending, and looK fonrard to seeing 
you at the opening session on Friday, May 16. 

~erely, 

~R?/11~ 
Dwi~t J. Strawn 

================================================================================ 
J'ESOL Newsletter Introductory Offer 

Learn about TESOL by reading the TESOL Newsletter 
Members ol ABTK can subscribe to the TESOL Newsletter for one y~ (6 issues) at I.he reduced rate of USSS.00 
plus postage. The TESOL Neruslelter contains articles about language teachilg, book reviews, job notices, and 
much more information or int.erest to BSL/BPL professionals. To take advantage of t.he offer, send this lorm wit.h 
your payment to. Susan Bayley, TBSOL. Suite 205, 1118 22nd Street NW. Wasbffigton. OC 20037, USA. You rrust use 
Lhis lorm Lo indicate thaL you are a member of AB1K PaymenL must be 111 t.he form of an Internat.ional PosLal 
Money Order or a check drawn on a US bank. 

I am a member of ABTK Please send me I.he TESOL Newsletter lor one year at t.he special introductory rate of 
US$5.00 plus postage as follows (check one} 

11 Surface Mail (US$400 postage) 

US$9 00 enclosed 
11 Ar Mail (USSUOO postagee) 

US$16 00 ,enclosed 

Name: ..................................................... .... . 

AddreH: .... .. . 

City: ..... 

Country 

.. ..... Province:... .. .................... ................ Po•tal Code: .. . 
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jj1987 TESOL Aff111ate Heet1ngs--

May 2 

7- 8 

7- 9 

8-10 

15-17 

29-31 

Jun 10-13 

Jul 6-31 

14-16 

oct 8-10 

16-17 

16-19 

17 

22-25 

Nov 12-14 

21-23 

Colorado 'IES:L, Denver, Colorado, USA 
Contact: Howard Morarie, Holly Ridge Center, 3301 South Monaco, Denver, 

CO 80222, USA 
H.i.nnesota 'IES:L, Hainline University, St. Paul, Minnesota, USA 

Contact: Elaine Matyi, ELS Language Center, 1536 Hewitt, St. Paul, MN 55104, 
USA 

New Jersey 7E5t::ll./.Bfl; Inc. , Union, New Jersey, USA 
Contact: Nancy Olivetti, 312 Grand Avenue, Palisades Pari<, NJ 07650, USA 

Assoc.i.aco Portuguese de Profesores de Ingles (APPI), Lisbon, POR'IU3AL 
Contact: Maria Manuel Calvet Ricardo, Rua Viriato 73, S. Joao D. Estoril, 

2765 Estoril, ~ 
7E5tJl. Spa.in, Hotel Palafox, Zaragoza, SPAIN 

Contact: Helen Watley-Ames, Via Augusta 123, 08006 Barcelona, SPAIN 
7E5tJl. Portugal 

Contact: Desrmnd Rome, Av. Manuel Maia 46. 1, 1000 Lisboa, POR'IU3AL 
Venezuela 'IES:L, Caracas Hilton, Caracas, VENEZUELA 

Contact: Maria c. de Los Rios ~ •ranmy Davis, Apartado 61931, Chacao, 
Caracas 1060, VENEZUELA 

SPEAQ Conference, Sheraton Center, Montreal, Quebec, CANADA 
Contact: Louise Gascon, 8330 Chambery, Charlesbourg, Quebec, CANADA G1G 2X4 

'IES:L/IA'n!FL Barcelona SUnmer Inst.i.tute, Barcelona, SPAIN 
Contact: PatricK Mills, Institute Directo ESADE Idioma.s, Avda. de Petralbes, 

60/62, 08034 Barcelona, SPAIN 
NJ'IE':K:L SUnmer Inst.i.tute, Kean College, New Jersey, USA 

contact: Ana Maria Schl..!hrran, 6 Deer Path, Holm:lel, NJ, USA 
'.ll".i.-'.lES\2 Reg.i.onal Conference, Sea Tac Lion Inn, Seattle, Washington, USA 

Contact: Nancy B.ltler, 7210 First Street NW, Seattle, WA 98817, USA 
Chlo '.ZESQ'.,, Otterbein College, Columbus, ctuo, USA 

Contact: Doug E.ving , A. L. I., University of Toledo, 
2801 West Bancroft Street, Toledo, 00 43606, USA 

Hex.i.co 'IES:L, Monterrey, MEXIOO 
Contact: Armando Gonzalez, 5 de Mayo 210 Pte., Monterrey, N. L. 64000, MEXIO:: 

Ind.i.ana 7E'n'.,, Indianapolis, Indiana, USA 
Contact: Ulla Connor, 180 SUma.c Drive, West Lafayette, IN, USA 

'Ih.i.rd Southeast Reg.i.onal Conference, Nash.vii le, Tennessee, USA 
Contact: Elinor Gregor, 921 South Wilson Boulevard, Nash.ville, 'IN 37215, USA 

'.lES\2 SCotland. (Date and Site to be announced) 
Contact: David Watson, Balwearie High School, Kirl<caldy, Scotland KY1 1ER, 

UK 
F.i.fth Rocky Hounta.i.n Reg.i.onal Conference, Stouffer Concourse Hotel, Denver, 

Colorado, USA 
J.ALT '87, Meiji University, ToKyo, JAPAN 

Contact : JALT Central Office, c/o Kyoto English Center, S\lmit()ll)) 8eilre1 
B.lilding, 8th Floor, ShiJo Karasurna Nishi-iru, SJJ.m:>gyo-lru 600, JAPAN 
[Tel 075-221-2376] 
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Responding to Student Writing: RESEARCH and research1 

by Andrew P. Kerzenich 
Behind how one responds to student writing 1s the idea that one 1s helpinf learners become more 
sl<illful writers. However one responds, for whatever reasons, the central question teachers as 
researchers asl< is, "Does it help?" followed closely by "How do I l<now?"2 The researcher in the 
teacher says at this point, "If you don't !<now, find out," and "If it doesn't help, don't do 
it." 

Teachers are researchers. They're in the business of increasing awareness: their students' 
as well as their own. Every class every day is different, each student unique, so that this 
research is continual and inseparable from the act of teaching. Symbiosis. Teachers grow, 
teaching evolves. 

A few teachers as researchers publish. This 1s then l<nown as RESEARCH. Some RESEARCH is 
published research. other RESEARCH is conducted out of the context of classrooms for reasons 
most lil<ely empirical---disembodied research. How do RESEARCH and research relate to theory and 
practice·? Theory can be seen as an even further decontextualization of empirical RESEARCH. 
Practice is seen here as the implementation or refutation of theory. Theory and practice are of 
no concern to the present study. Most of the RESEARCH presented herein is published research. 

PURPOSE 
My purposes in this study are: 

ta) to increase self-awareness of the ways I respond to student 
lb) to explore RESEARCH on the subject, 
(Cl to explore research by asJ<ing teachers at the American 

complete a questionnaire, 

writing, • 

English Institute (AEI) to 

ld) to increase self-awareness in AEI teachers of the ways they respond to student writing, 
(e) to increase awareness in AEI teachers of colleagues' strategies in responding to 

student writing by providing them with copies of this study (including RESEARCH and 
research), and 

lf) to promote discussion. 

RESEARCH 
If we are to help learners become sl<illed writers, if student writing is to improve, RESEARCH 
demands that we do the following: 

ta) Distinguish between editing and revising. 
lb) Postpone editing until the end of the writing process, until after a succession of 

drafts. 
tc) Return the job of editing to its rightful owners: the students. 
(d) Teach students to edit, to thin!< critically, to mal<e choices, to locate and correct 

errors. 
te) Lead students through the •cycles of revision" with conferences, comments and peer 

response groups. 
(f) Minimize evaluation and grade as seldom as allowed, final drafts only, preferably 

representative writings selected by students themselves. 

D1st.J.ngu.J.sh between ed.J.t.J.ng and rev .J.sJ.ng 
Editing is defined as the process of attending to surface-level error: grammar, spelling 

and punctuation. Revision is a cyclic, recursive process whereby the writer re-sees, explores 
and discovers exactly what s/he wants to say and determines the form which best expresses 
intended meaning. Why distinguish between the two? 

1Th1s paper is a report of a project undertal<en by the author 1n connection with his study 
at the University of Oregon. [Ed.) 

2After "What am I going to have my students do today? What's it good for? How do I !<now?" 
(Postman & Weingartner, 1968, p. 193). 
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F'or generations most English teachers have given first priority to correct usage. They 
feel compelled to marK every error on every draft, constantly focusing the student's 
attention on grammar and spelling rather than on content and form. Most students, and 
all writers, disagree with this emphasis. Language should be used correctly but the 
final, careful editing cannot take place until the writer has discovered, by writing, 
what he has to say and how he wants to say it. (Murray, 1968, p. 105) 

SKilled writers are not primarily concerned with correctness and do not edit their writing 
until the final stages of the composing process (Zamel, 1985, 1983; F'lower and Hayes, 1981; 
Pian.Ko, 1979). In her protocol study with advanced ESL students, Zamel (1983, p. 175) found that 
skilled writers "were aware that they could return to these matters, that the exploration of 
their ideas was of primary importance." They speak for themselves: 

I Know I may not have the vocabulary but I need to put my thoughts on paper first. I 
Know I'll have grammar mistaKes but I don't worry about it till later ... If I worry 
about grammar, my thoughts will disappear. 

I need lots of time to go bacK because I can't write and correct at the same time. 
lZamel, 1983, p . 178; see also Irmscher, 1979, p . 107) 

This RESEARCH supports Berthoff's contention (1981, p . 22) that "We can usefully differen
tiate editing, which is aimed at the identification and correction of error, from revising, 
which is an integral part of the composing process." 

When the two are confused, when teacher's comments are imposed on first or second drafts, 
students lose sight of what they want to say and focus on what the teacher wants them to do 
(Sommers, 1982, p . 150). This premature attention to surface-level errors by teachers not only 
is not helpful (most all RESEARCH finds teacher correction has insignificant effects on student 
writing), but is in fact harmful; it actually retards writers (Mayher, Lester & Pradl, 1983, p. 
45; Zamel, 1985, p. 81). 

An alternative is offered by Brannon and Knoblauch (1982, p . 162), among others, who 
suggest that "if revision (not error) is the focus, the writer retains control, assuming 
responsibility to create a discourse that conveys the intended meanings in a way that enables a 
reader to perceive them." But despite all the RESEARCH, according to Zamel (1985, p. 84), the 
problem remains, since "error identification--the practice of searching for and calling atten
tion to error--is still the most widely employed procedure for responding to ESL writing." 

Ed1t1nc: when, who, how 
It is clear from the above RESEARCH that editing should taKe place near the end of the 

writing process, after writers have found what they mean and how best to say it throueh several 
revisions. The final draft is the place to edit. But who's to do it, and how? 

In his discussion of Piaget's theories of learning, Labinowicz (1980, pp. 53-55) describes 
the naturalness of error in the learning process. Piaget (1973, p. 21) points out the necessity 
of error to understanding. But what are errors good for? What's their value to teachers? To 
students? 

"Very often a child's errors are valuable clues to his thinkin,g." (Piaget and Duckworth, 
1973, pp. 22-27) Errors in composition are 

evidence of intention ... o:f choice or strategy among a range of possible choices or 
strategies ... They are not a simple record of what a writer :failed to do because of 
incompetence or indifference... Consequently, we cannot identify errors without 
identifying them in context, and the context is not the text, but the activity of 
composmg that presented the erroneous form as a possible solution to the problem of 
making a meaningful statement. (Bartholomae, 1980, pp. 255-257) 

When we fail to recognize the value of errors, says Shaughnessy (1975, p. 5), we lose "the 
Key to [students'] development as writers." And the value of error to learners? Errors are: 
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indispensable to the learner himself, because we can regard the maKing of errors as a 
device the learner uses in order to learn. It is the way the learner has of testing 
his hypotheses about the nature of the language he is learninc. (Corder, 1967, p. 167) 

the essential learning instrument ... Inevitably, the child who is afraid to maKe 
mistal<.es is a retarded learner, no matter what the activity in question. .. I think any 
learning psychologist would agree that avoiding error is an inferior learning stratecy 
to capitalizing on error. (Moffett, 1968, p . 199) 

So errors are valuable to teachers as windows on learners• thinKinc, and valuable to 
learners as "the essential learning instrument." But lest we misinterpret our role as teachers 
at this critical Juncture, RESEARCH is most explicit. A sampling: 

The more a child uses his sense of consistency, of things fittinc together and makinC 
sense, to find and correct his own mistal<.es, the more he will feel that his way of 
using his mind worKs, and the better he will get at it. He will feel more and more 
that he CAH figure out for himself, at least much of the time, which answers maKe 
sense and which do not. But if, as usually happens, we point out all his mistaKes as 
soon as he maKes them, and even worse, correct them for him, his self-checKing and 
self-correcting sKill will not develop, but will die out. He will cease to feel that 
he has it, or ever had it, or ever could have it. (Holt, 1967, p. 95) 

When LooKing through a pupil's composition, never maKe any remarKs to him about the 
cleanllness of the copy-booK, nor about penmanship, nor orthography, nor, above all, 
about the structure of the sentences and about logic. (Tolstoy, 1967, p . 223) 

(Students need to learn editing], not the abstract understanding of a mistaKe someone 
else has discovered, but the detection and correction of errors on one's own. (Has
well, 1983, p. 601) 

Editing is student worl<.. Students will only learn editing by learning techniques of 
identifying errors (Berthoff, 1981, p . 81). A teacher identifying errors is not teaching 
students to identify errors. Students learn to identify errors by attempting to identify errors. 
"What students do in the classroom is what they learn (as Dewey would say)." (Postman & Wein
gartner, 1968, p. 19) How can we help students learn strategies for editinc? The most often 
recommended means is to have students worK in small peer groups (Hurray, 1968, 1982; Moffett, 
1968; Brumfit, 1980; Mayher, Lester & Pradl, 1982). 

By attempting to help others, [students] will develop the vital ability to edit, to 
diagnose and solve writing problems. As they develop this ·ability on other papers they 
will begin to develop it on their own. (Hurray, 1968, p. 131) 

Brumfit maKes exactly the same claim for second language learners (1980, p, 10). Both Brumfit 
and Haswell (1983) discuss the place of minimal marKing in helping students learn to edit. 
Specific peer response group techniques used in large ESL classes in Africa are discussed in 
Chimombo (1986~ Lamberg (1980) cites several studies which demonstrate the positive effects of 
peer feedbacl<.. 

Rev 1s1on: how ~ help. 

"I can't understand now anyone can write without rewriting everything over and over 
again.• - Tolstoy (Hurray, 1968, p , 244) 

Revising is a cyclic process. Students can be led through these •cycles of revision" 
(Butturff & Sommers, 1980, p . 103) with one-on-one conferences, peer response group collabora
tions, and written comments. Reader responses can help provide the perspective necessary for 
revising or •re-vision" (Mayher, Lester & Pradl, 1983, p . 43). But, as Brannon and ~noblauch 
(1982, p. 163) point out, "attitudes are more important than method." 
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Teacher comments. Most RESEARCHers define good writing as that which fulfills the 
intention of the writer. By reflecting bacK to the writer what effect his/her writing has had on 
us, what sense we've made of it, we can 

... attract a writer's attention to the relationship between intention and effect, 
enabling a recognition of discrepancies between them, even suggesting ways to elimi
nate the discrepancies, but finally leaving decisions about alternative choices to the 
writer, not the teacher. (Brannon & Knoblauch, 1982, p. 162) 

And teachers neecl to tal<e care that comments do not become "blueprints• for students to 
follow, and thereby •produce a better revised paper without producing a better writer.• (Lees, 
1979, p. 372) 

Peer response groups. The same benefits derived from having students edit their own and 
each others' writing can be gained by having students worl< in peer response groups during the 
revising process as well. Murray (1968) and Mayher, Lester and Pradl (1983) discuss at length 
ways in which these collaborative response groups can worK. 

Conferences. The value of one-on-one conferences is generaly appreciated. A thoughtful 
discussion of conferences and their place in writing processes can be found in a remarl<able 
article by Donald M. Murray, in which he states: 

I tell my students that I'm going to do as little as possible to interfere with their 
learning. It is their Job to read the text, to evaluate it, to decide how it can be 
improved so that they will be able to write when I am not there ... I will always 
attempt to underteach so that they can overlearn... In practice, the effective 
conference teacher does not deal in praise or criticism. All texts can be improved, 
and the instructor discusses with the student (in short, frequent conferences) what is 
worl.ung and can be made to worl< better, and what isn't worl<in(I and how it might be 
made to worl<. (Murray, 1982, pp. 143-146) 

Evaluating 
When evaluating student writing it is important to be positive, but we need to distinguish 

between being positive and praising. Murray (1978) speal<s of students being caught in a •prison 
0£ praise". Labinowicz (1980, pp. 233-235) speal<s of the negative ef£ects of •manipulative 
praise". And Postman and Weingartner further warn that 

Positive jUd(lements, perhaps surprisingly, can also produce undesirable results. For 
example, if a learner becomes totally dependent upon the positive judgements of an 
authority (teacher) £or both motivation and reward, what you have is an intellectual 
paraplegic incapable of any independent activity, intellectual or otherwise. (1968, p . 
198) 

Student writers must learn to become their own judges (Allen, 1982, p . 19; Hurray, 1968, p. 
138). Mal<ing quality Judgements for themselves is what teaches students to write, says Pirsig 
(1974, p . 203). 

Those who do not evaluate their own writing do not gain from having written ... the 
three self-evaluating criteria--whether the piece 'fulfills the writer's intention, 
whether the writer had learned from the writing, whether readers had liked the piece-
so clearly connect to descriptions of the composing process that encourating self
evaluation after writing appears as important as requiring planning and observation at 
the outset. (Hiller, 1982, p. 181) 

And what of grades? The teacher's final response to student writing? Grades may •cover up 
failure to teach" (Pirsig, 1974, p. 194), they may be an unnecessary evil (Butler, 1980, p.272), 
but most teachers will be called upon to assign grades to student performance at least some
times. James Britton (Mayher, Lester & Pradl, 1983, p. 123) suggests doing it •as little as 
possible.• , Mayher, Lester and Pradl (1983, p . 142) suggest incorporating student self
evaluation into the grading process by havinll students select worl< (for evaluation by the 
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teacher) that best represents their abilities. This selection process encourages collaboration 
among students and helps them develop their "standards of good writing." 

FROM RESEARCH TO research 

Procedures 
The writer distributed a questionnaire to eighteen teachers at the American English 

Institute (AEI) on the campus of the University of Oregon (see Appendix). The questionnaire was 
not intended to be a full-fledged and valid instrument of empirical study in the RESEARCH 
tradition. Rather, it was intended simply: 

(a) to increase my awareness of possible types of response and combinations of responses-
both in reviewing RESEARCH to write the questionnaire and in studying the completed 
questionnaires of teachers (researchers), 

(b) to increase teachers' awareness of how they respond to student writing, 
and, by providing copies of the resUlts of this study to respondents at AEI, 

(c) t o increase teachers' awareness of colleagues' strategies in responding to student 
writing, and to promote discussion. 

The questionnaire is of course "loaded", full of "ambiguity" and "hard to answer", as noted by 
respondents--exactly that which invites reflection and promotes discussi on. There were seven 
respondents. Data was tabulated for simple discussion and n o statistical claims are made. 

Results 

Language teachers are often represented, by themselves and others, as humble 
practitioners, essentially practical people concerned with basic classroom tactics and 
impatient of theory. Such a representation is unnecessarily demeaning. Of course the 
t eacher is concerned with practical results, but his practice is based on theoretical 
notions, no matter how inexplicit they may be ... I thinK it is important to recognize 
that language teaching is a theoretical as well as a practical occupation. Teaching 
techn iques and materials must ultimately be related to underlying principles. (Widdow
son, 1978, p . 163) 

• 
BJ.ographJ.cal data. Respondents all have Masters degrees in either TESL or Applied 

Linguistics and experience in teaching ESL ranging from one and a quarter years to twenty-two 
years. When asked if they felt they had received the proper training to teach writing, all 
responded positively (marking either •yes' or 'somewhat'). They attribute their preparedness to 
either experience, or to a combination of experience and courses. One respondent also noted 
colleagues' contributions to his/her preparedness. Host respondents did not indicate class level 
they were responding in reference to. Two respondents did not complete Part I of the question
naire. 

Self-reports on frequency of response type. Type of response most often used is 
adjectives like "GOOD1" All respondents grade student writing and have one-on-one discussions at 
least sometimes. And while most use peer group response, one seldom does and another never does. 
Other common methods of response are marking errors with some kind of editing code, and pro
viding corrections. 

A rarely used response is a marginal "X" to simply indicate an error in the line or 
sentence. Four respondents never use this, and another uses it seldom. 

The least employed means of response is "HO RESPONSE", with one respondent going so far as 
to note that "Ho teacher in their right mind would [say] that no response is given to students." 
By this criterion, respondent D is not in his/her right mind; s/he considers "NO RESPONSE" an 
appropriate response sometimes. 

· Of note iS the range of frequency for some types of response. What iS seldomm or never used 
by one person iS used by another very often. This broad range is seen in the -following types of 
response: simply underlining errors (Without correction or editing code), text-specific ques
tions about content, and peer group response. 

A variety of types of response are used on all drafts. Peer group response, one-on-one 
discussion and text-specific directive comments are the most common ways of responding to 
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prewriting. Virtually all types of response are used on first drafts. Grades, adjectives like 
"GOOD!", and one-on-one discussion are the most often used responses to final drafts. 

All respondents report spending more than four hours a week responding to student writing. 
Statements £rom RESEARCH: agree or d.isagree. Most respondents do not believe that every 

student paper needs to be corrected by the teacher,. nor do they think that all writing should be 
corrected by the students themselves. There is general agreement that teachers should not wait 
until students request help before supplying any. Respondents agree most stron11y with the 
following statements: 

Teachers should not try to prevent learners from making errors. (#5) 

By heavily editing a student's paper, a teacher is in a real sense appropriating the 
student's primary JOb. (#7) 

What the writer needs most to Know is what sense the reader has made of what she's written. 
(#9) 

Of particular interest are the comments five of the seven respondents wrote on this section 
of the questionnaire. A clear case of researchers in action. Some of their comments: 

What do you mean by "corrected"? 

It depends on the student and the tasl<. 

Research shows no, though it is a popular belief. 

Does •each student paper" mean at each stage of the process? 

One-to-one (It's unclear whether pair worl< or teacher-student conference is being referred 
to) is often better than groups . 

... but sometimes it depends on which stage (1st draft, 2nd, etc.) 

ALL -???? 

At lower levels students are reluctant, if not embarrassed to share their writing with a 
peer. 

It depends on how the student perceives what is meant by "after the text has been com
pleted". 

Some students are afraid to as!<. 

In a bit of (unintended?) humor, one respondent wrote •unclear" by the following statement: 
"What the writer needs most to Know is what sense the reader has made of what she's written. 
Respondents also had comments on Part III and the questionnaire in general: 

You realize that this is a loaded questionnaire. 

Some statements are fairly vague and need qualification. 

Some of these don't apply so much to lower level writing. 

The questionnaire is really hard to answer because many of the statements are loaded and/or 
ambiguous. 

(Perhaps a change in format] would mal<e it easier for teachers to respond more comfortably. 
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'l,'oo general to answer. 

OOHCLUSIONS 
We as teachers can lead our students through processes of revision with conferences, comments 
and peer response groups; we can see to it that they do not edit until near the end of the 
writing process, and then we can see to it that they (not we) do; and we can save praise for our 
grandchildren, and grade writing as seldom as we dare. So says RESEARCH. 

Teachers at the American English Institute respond to student writing in a variety of ways. 
"It depends," they say. A very good answer, it seems to me. Seven researchers in action. 

Implications? . . . . . . . carry on. 

'lHE Al!IH::R 
Andy Merzenich is a member of AETK who taught for a number of years at the Laneuage Teachine 
Research Center in Seoul. He now lives in the United States and is studying at the University of 
Oregon. 
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APPENDIX 

RESPONDING 'lU SWDEm' WRITING Questionnaire Novent>er 1986 

Please respond in reference to the writing class you are presently teaching. If you are not 
presently teaching writing, please respond in reference to the class you 11Dst recently taught. 
Indicate level: 1 2 3 4 5 6 

Part I. In 1980 the Center for Advanced Study in Education at the City Uruversity of New Yori< 
~eyed 219 English writing instructors from throughout the United States. One result: 

Half of our respondents indicated flatly that they had not received "proper training"; 
only a fifth thought they had. (Bossone & Larson, 1980, p. 32) 

Do you fee l you received proper training to teach writing? ( )Yes [ ]No [ ]Solrewhat 
What has prepared you to teach writing? [ )Experience ( )Courses [ )Other: ________ _ 
Undergraduate MaJor Minor M.A. in Years experience teaching ESL 

Part .!J. How often do your responses to student writing resent>le the following? 

~y OPl'EN OPl'EN roiEI'IME:s SEl.OCtl ~ 

1. He are hapy man I-
2. He are hapy ~ 

3. ~ "P 
He - ~y piart 

4. 
/!!S p 

He..wehaWJllill'r" 

5. (Withl.n a corrposition) 
He is poor, but, he 'f"' ,,, 

""" •\"> -&}.} are hapy man ,.\-"'' 
d. .i.e•e.lof' 

6. (Within a corrposi tion~ "i,.c. o• ~ 
He is poor, but, he vJ ~ f 0 

1 
are hapy man i.-l.... '~ ~~w-H1' 

f '4<"'-~ hc..--e. 7. (Within a conposit1on 
He 1s poor rut he""""lbc J.. f'l-....,"'llw, 
are hapy ~ ~nc. 1t> t.ICl'lc.~.., w"''t 

hf''• Poor. OM """"' """"~ 
8. Adjectives liKe "G:'OD!" 

9. Grades 

10. One-on-one discussion 

11. Peer group response 

12. Whole class response 

13. No response 

How many hours a weeK do you spend responding to student wr1 ting? [ ) 0 [ J 1-2 [ ) 3-4 [ J 4+ 
Which of the above (1-13) do you use to respond to the following : (as many as applicable) 

prewri ting first draft 2nd draft Final ____ _ 
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RESPONDING 'ID S'IUDEXl' WRITING Questionnaire November 1986 / Page 2 

All the fol lowing statemmts cOOE from writing research literature. Please 
indicate the degree of your agreement or disagreement. 

agree disagree 

1. Each student paper nust be corrected by the teacher. 

2. Huch correcting (of granmar and mechanics seems to me to fall 
into the same category as ironing Levi's: not exactly wrong 
rut useless. 

3. Noticing and praising whatever a student does well urproves 
writing roore than any Kind or aroount of correction of what the 
student does badly. 

4 . All written wor!<. by students should be corrected by the students 
themselves (worKlng usually in groups, with the teacher over
s eeing the process ). 

5. Teachers should not try to prevent learners from malUng errors. 

6. 'Ille aioount of writing COl'lill eted by a student is directly pro
portionate to the aroount of writing a teacher has the time and 
inclination to read. 

7. By heavily editing a student's paper, a teacher is in a real 
sense appropriating the student's primary Job. 

8. It is necessary for us to offer assistance to student writers 
when they are in the process of COl'lilOsing a text, rather than 
after the t ext has been COl'lilleted. 

9. What the writer needs roost to !<now is what sense the reader 
has made of what she ' s written. 

10 . We should withho l d help until it's requested. 

11. 'Ille best marK is that which al lows students to correct the roost 
on their own wi th the least help. 

12. Student achievement is enhanced by writing practice alone. 

13. A teacher's ma.in j ob is not to pass Judgement on the quality of 
student writing, rut to help the writer see what to do next. 

2 3 5 

2 3 5 

2 3 5 

2 3 5 

2 3 5 

2 3 5 

2 3 5 

2 3 5 

2 3 5 

2 3 5 

2 3 5 

2 3 5 

2 3 5 
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Putting the Affective Filter into Perspective: 
The Place of the Affective Filter 1n t..aneuace AcquiSition Theory 

and Some Ways a Laneuace Teacher Milht Exploit It 
by Robert G. Wissmath 

During the past decade many researchers and classroom practJ.tioners in second laneuce acquUi
tion, language learning and language teaching have been loolung more intently at the second
language learner (as opposed to the second language) to try to determine exactly what fact.ors 
are involved in language learnine other than the language itself. Whereas Hneuists in the 
forties and fifties viewed language as an entity all its own and viewed language learnine as a 
process of developing unconscious habits, and the cognitivists of the sixties viewed laneuaee 
learning in terms of cognition and meaning, language acquisition researchers and language 
teachers of t he seventies and eighties, aware that many language programs have had very low 
success rates and high attrition rates, have turned from the analysis of language to the 
characterization of the learner. Thus, a crop of "innovative approaches to language teaching• 
(see Blair, 1982) have appeared, many of which claim to have applied significant insights into 
language, second-language acquisition, language learning, or laneuage teaching. 

The affectJ.ve fi.Jter hypothesi.s. Probably the most visible and sustained effort to 
relate research on second language acquisition to second-language teaching is that of Krashen 
and Terrell (1983, pp. 26-33), who posi t five second-language acquisiton hypotheses which are 
relevant t o all ESL and foreign language teachers. The first is the "acquisition-learning 
hypothesis," which 

claims that adults have two d i stinct ways of developing competence in second lan
guages. The first way is via language a cquisition, that is, by using language for real 
communication .... The second way ... is by language learning .. ., "Knowing about• the 
language, or "f ormal Knowledge" of a language. (Krashen & Terrell, 1983, p. 26) 

This hypothesis "claims that adults can still acquire second languages, that the ability to 
'picK up' languages does not disappear at puberty ... but is still with us as adults.• (Krashen & 
Terrell, 1983, p. 26) The second i s the •natural order hypothesis,• which •states that gram
matical structures are acquired (not necessarily learned) in a predictable order.• The third is 
the "monitor hypothesis," which "states that conscious learning has an extremely llmited 
function in adult second language performance [and] can only be used as a Monitor, or an editor" 
(p. 30). The four t h is the "input hypothesis," which "states ... that we acquire (not learn) 
language by understanding input that is a little beyond our current level of (acquired) com
petence" (p. 32). This hypothesis, if it is true, has great implications for the classroom 
language teacher, because it implies that people realize improvement in a language by listening 
to messages that they understand, and that "input need not be finely tuned." Krashen and Terrell 
even suggest that "it may be that all the teacher need do is mal<e sure the students understand 
what is being said or what they are reading" (1983, p . 33). Finally, they posit the "affective 
filter hypothesis," which 

states that attitudinal variables relating to success in second language acquisiti~n 
generally relate directly to language acquisition, but not necessarily to language 
learning (1983, pp. 37-38). 

This article is concerned with the affective fllter hypothesis. Its purpose is (a) to 
describe the affective filter in terms of its relationship to two other internal processors (the 
•organizer" and the "monitor") and its effect on the learner's verbal performance (see Dulay, 
Burt & Krashen, 1982, p . 46); and (b) to present several ways in which attention to affective 
factors is incorporated in several language teaching techniques and approaches, and how such 
factors can be addressed in classroom language teaching. 

What is the difference between the "monitor" and the "organizer"? Dulay, Burt & Krashen 
(1982, p . 541 define the organizer as "that part of the internal processing system that is 
responsible for the learner's gradual organization of the new language system.• It functions 
subconsciously, but, unl1Ke the affective filter, "is based on what psychologists call •cogni-
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tive' principles: analytical and logical criteria -for the organization o-f Knowledge and be
havior." The organizer, they state, is similar to ChomsKy's (1975) "language acquisition 
device." It incorporates and -further re-fines what was re-ferred to above as the "natural order 
hypothesis": 

In examining the language that learners produce, researchers can see the -func
tioning of the organizer reflected in three pervasive phenomena: (1) the systematic 
progression 0£ changes in interim rules, or transitional constructions that learners 
use before a structure is finally acquired; (2) the errors that systematically occur 
in learner speech; and (3) the common order in which mature structures are learned. 
The relationship between these findings and the operation o-f the organizer [help to 
reveal] dH-ferent -facets of the operation o-f the internal principles that govern the 
acquisition of language (1982, p. 54). 

Dulay, Burt and Krashen contend that, in the past, learning complexity has been confused with 
linguistic complexity, and that 

the specification of principles governing learning complexity is probably one of the 
most important areas of theoretical research that remains to be undertaKen. Describing 
such principles would describe the operation of the organizer. (Dulay, Burt & Krashen, 
1982, p. 58) 

One visuall.zatlon of the relationship between the filter, the organizer, and the monitor is 
replicated below in Figure 1, and another, in which the organizer is labeled "language acquisi
tion device" is visualized in Figure 2 . 

Language 

Enviror¥nent 

FIGURE 1 
The Functioning O'f Internal Processors 

1n Second-Language Acquisition 

(Dulay, Burt & Krashen, 1982, p. 46) 

A-ffective -factors explain why some people learn languages well, while others learn them 
poorly. They explain why some people give up studying particular languages, why some -fail to 
acquire languages even when placed in seemingly "optimum environments• -for second language 
acquisition, and why others seem to proceed through the acquisition of a language seemingly 
effortlessly. A-ffective factors are idiosyncratic. They deal less with aptitude than attitude. 
Researchers such as Dulay, Burt, Krashen, Terrell and others seem to be suggesting that attitude 
is more important to language acquisition than aptitude. In addition, research is showing that a 
person's lifetime experiences, prejudices and circumstances all contribute to his or her 
readiness to acquire a language. Such researchers are suggesting that teachers in touch with 
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FIGURE 2 
The Operation Of the •Affect.1Te Filter" in 

Second-Lanawtee Acquiaition 

:filter 

Lan/lUalle 
.input:=====> - - - - - .Acqws..it.ian =>acqu.ired CCllll:Jetence 

Dev.ice 

The affecti.ve filter acts to prevent .input from be.in1 used for Jan1u;J1e 
acqu.is.iton. Acqu.irers r.i.th opt.i.mal att.itudes-are hypothesized to have a 
low affect.i.ve f .i.lter. Classrooms that encoura,e lor :£ .ilters are those that 
promote lor anx.i.ety amon1 students, that Jceep students off the defen'
s.ive. (Krashen & Terrell, 1983, p. 39) 

t heir students' bacKgrounds and circumstances might be able to better facilitate those students' 
acquisition of a language than teachers who are experts in language only. It also implies that 
consideration of affective factors leading to second-language acquisition by the language 
teacher in the language classroom will be, perhaps, more important than mere presentation of 
subject matter in an orderly way. Some researchers (see Stevick, 1976) are saying that the 
syllabus should be determined by a hierarchy of affective considerations rather than by a 
hierarchy of linguistic items. 

Those who accept the proposition that affective factors should take high priority would go 
about teaching the second language in particular ways. But the problem is that the affective 
factors that motivate learners to acquire a particular language are different for different 
individuals and for different categories of individuals, so the problem of incorporating 
affective considerations varies from method to method, teacher to teacher and from day to day. 
It varies according to purpose, as well. Thus, a variety of approaches, techniques and methods 
have evolved which account for affective factors in different ways. In the remainder of this 
article, we will look at some ways that a£fective factors are taken into account among several 
second-language approaches and techniques. 

Creat.inl a pos.i.t.ive cl.imate. First of all, the "natural approach" (J::rashen & Terrell, 
1983, pp. 59-60) consciously aims to bring the affective filter to as low a level as possible by 
"taking the student off the defensive" and by "lowering the anxiety level of the acquisition 
situation.• This is done by (a) making no demand for early speech production; (b) allowing 
students individually to decide when they wish to begin speaking the tareet laneuage; (c) 
rewarding positively any attempt at speaking; (d) not correcting errors directly; and (e) 
requiring that input be interesting to the students in order to promote !l more relaxed class
room. 

Suggestopedia (Lozanov, 1982) attempts to create a positive af£ective climate for language 
aCC{UlSition through manipulation of the physical environment (the classroom contains easy chairs 
and sofas); by playing classical music when material is presented; by focusing on topics that 
are positive and non-anxiety producing (abortion is out as a topic, as are murder, divorce and 
car crashes~ "Suggestopedic texts are wholesome, high in cultural content, and attempt to brine 
out the 'creative, playful child' in each student.• (Gold, 1985, p. 30) In addition, students 
are given written texts of material they are to learn, with the accompanying, side-by-side 
native language translation. 

Freedom .in small groups. Group work is another way of lowering the affective filter. 
Long and Porter (1985, pp. 207-208) argue that group worK should be utilized in the language 
classroom because it creates the potential "for individualizing instruction, for creating a 
positive affective climate in the classroom and for increasing student motivation." In small 
groups, they suggest, •students can work on different sets of materials suited to their needs 
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(and] they can do so simultaneously, thereby avoid.ing the risK of bor.ing other students who 
do not have the same problem ... " They also note that in the teacher-controlled classroom there 
is an "audience effect," a perception that the listening teacher is a "judge," and a feeling on 
the part of students that they need to produce a "short, polished product," all of which •serve 
to inhibit 'exploratory' language," which is typically full of "pauses, hesitations, stumbling 
over new words, false starts, changes of direction, and expressions of doubt." The small-group 
situation allows, in other words, the students to "tall< to learn," tall<ing in a •way and for a 
purpose quite different from those which commonly characterize interaction in a full-class 
session." 

In addition to the "audience effect" in the teacher-controlled classroom (as a promoter of 
high affective filters), exploratory tall< is also inhibited when 

relationships have been formalized until they approach ritual ... This, too, Will mal<e 
it hard for anyone to thinl< aloud. Some classrooms ... become lil<e this ... when the 
teacher controls very thoroughly everything that is said. (Barnes, 1973, p . 19) 

Long and Porter (1985, p. 212) argue that 

freedom from the requirement for accuracy at all costs and entry into the richer and 
more accommodating set of relationships provided by small-group interaction promote a 
positive affective climate. This in turn allows for the development of the !<ind of 
personalized, creative tall< for which most aural-oral clases are trying to prepare 
learners. 

Finally, Long and Porter claim that group worl< motivates learners (motivation is part of the 
affective filter), and they cite studies by Littlejohn (1983, 1982) and Fitz-Gibbon and Reay 
(1982) that reported that learners 

felt less inhibited and freer to speal< and mal<e mistakes in the small-group than in 
the teacher-led class, and that learners' attitudes toward the study of the target 
language may be sigruficantly higher after completing a program in which group worl< is 
involved. (Long and Porter, 1985, p. 212) 

Att.itudes and emot.ions. Attitudes, motivation, emotional states, and social group 
identification all influence second- language acquisition (Dulay, Burt & Krashen; 1982, p. 47). 
Stevie!< (1976) helps us to visualize in a concrete anecdotal way some of the types of atti
tudinal factors that either promote or inhibit different individuals' interaction in a second 
language . 

.. . other things being equal, a person who sees herself or himself as the "strong 
silent type" will resist verbal interaction more than someone with an •outgoing, 
gregarious" self-concept ... More important, though less obvious, is the fact that many 
other threats to a student's ego may result in a withdrawing type of defense mechan
ism. "I usually succeed at what I try" is threatened by materials that seem ir
relevant, and "I'm eye-minded" by the withholding of written materials; "I'm a 
student, and students are supposed to be taueht" reacts badly either to a poor teacher 
or to a good one who is less directive than expected; difficulties arise in a language 
classroom for those who have no patience with details, for those who must have 
something to conform to and also for those who bridle at the demands of any authority. 
(Stevie!<, 1976, pp. 61-62) 

Stevicl< also notes that, though "there is no way to dissolve all of the frustrations and 
potential ego threats," he, as a classroom language teacher, has tried to reverse his priorities 
and has begun to give student attitudes "chronological priority•: 

Th:is means that I no longer care how much of the language they learn during the first 
wee!<. Although I do not tell them so, the linguistic material presented during that 
time is only a vehicle for getting acquainted and for f lnd.ing and reducing 
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anxieties. During the remainder of the course the first question is "How are 
they learning?" and the second is "It' hat are they learning?" It is now content, not 
morale, that I tend to ignore, unless it threatens to cause trouble. Heedless to 
say, ... I still give much attention to content; what has changed is the focus. (1976, 
p. 62) 

In essence here, Stevie!<. is talking about breaking down affective barriers to classroom learning 
(and acquisitlon)--in other words, lowering the affective filter. 

RisKtaKin11. Related to StevicK's (1976, pp. 61-62) "strong, silent type• and "I'm a 
student and students are supposed to be taught" caricatures, is the concept of laneuage class 
risKtaKing. Ely (1986) reports a study on first-year university Spanish students in which it was 
hypothesized that "language class risKtaKing and language class sociability increase classroom 
participation." Classroom participation was hypothesized to be a positive predictor of pro
ficiency. Evidence was found to support the hypothesis that language class risKtaKing would be a 
positive predictor of students' voluntary classroom participation (the voluntary aspect being an 
indication of a lower affective filter). Ely (p. 23) noted that, while risKtaKing on the part of 
students was desirable and participation improves oral proficiency, some students •must be made 
to feel more psychologically comfortable and safe in their learning environment" before they are 
willing to taKe risKs. StevicK's caricatures, then, needed to be made to feel more psycho
logically comfortable and safe in their learning environments before they would be willing to 
taKe the Kinds of risKs involved in learning and acquiring a second language. 

Barbara Mintz (1985) puts risKtaKing and the psychological need for safety into a practical 
perspective. She says that "in order to learn, it's best to relax about that very human ex
perience--maKing mistakes." She says that relaxation and maKing mistaKes are two important 
factors f or learning anything, especially a foreign language. Fear and panic, she notes, often 
overtake a student (or language acquirer), and impede the student from learning effectively. She 
implies that teachers should help their students to understand that everyone maKes mistakes and 
that •maKing mistaKes is part of life, part of risK taKing.• The good student has to be brave 
and confident enough to risK exposure to the possibility of maK1ng mistakes. The language 
learner, she says, also needs to taKe the attitude that m1staKes are natural and that people 
learn from their m1staKes. She suggests that "after maKing a mistake, a student should record 
and analyze the errors so that those particular ones aren't made again." 

Mintz also says that "taK1ng or creating opportunities to practice• outside the classroom 
is also an important ingredient in successful language acquisition. It is important to "have 
enough self-confidence to taKe risKs ... The more one practices having self-confidence, the more 
self-confidence one acquires." She also says that one thing students can do to practice is to 
•get a group together, rehearse a mini-drama in English, then perform it ... before family and 
friends. Students will gain confidence from such an activity.• Mintz also advises reading for 
fun (not study) and "free writing" as other ways in which language learners can gain confidence. 
"Free writing is an exercise in bypassing the 'editor' we all carry with us in our heads ... " In 
other words, there is a connection between free writing and relaxation. 

Conclus.ton. In summary, the affective filter as a theoretical construct is a continuum 
of affective factors that can either inhibit or promote second language acquisition. At the high 
end of the continuum are such inhibiting factors as "the audience effect," boredom, fear of 
maKing mistakes, resistance to unexpected teaching methods, fear of taKl.Ilg risKs, and rituals in 
which the teacher controls everything that is said. Such factors create a high affective filter 
and are said to slow second language acquisition in some learner-acquirers. At the other end of 
the continuum are factors such as relaxation, positive attitude toward the language to be 
learned, self-confidence, willingness to taKe risKs, receiving interesting input, low levels of 
anxiety, wholesome, non-controversial topics, and a classroom environment designed to maKe 
learners feel comfortable, all of which are claimed to promote language acquisition. We have 
seen how such factors are exploited in the natural approach and suggestopedia; we have seen how 
researchers have confirmed the effectiveness of lowering the affective filter through group worK 
(Long & Porter, 1985) and through teacher design of the program (Stevie!<., 1976); and we have 
noted some of the things that students can do to exploit nonstressful language acquisition 
opportunities (Mintz, 1985). 

In conclusion, perhaps a word of caution needs to be cited, because there may be a point at 
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which the affective filter becomes too low and might also inhibit learning and acquisition. 
According to Brown: 

As teachers we should allow some of the anxiety and tension to remain in our classes 
lest our students become so "laid bacK" that they fail to perceive the input when it 
comes! (Brown, 1974, p. 278) 

THE AU'lH:.R 
Bob Wissmath is a member of AETK and a frequent contributor to the pages of AETK News. 
Formerly at Sogang University, Bob now lives in Sacramento, California, where he is both an 
English language teacher and a student of English language teaching. 
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Common Problems i.n Korean EngJJ.sh 
by David KosofsKy. 
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Seoul: Foreign Language Limited, 1987. (402 pp. W7,500). 

For m:>re than three years I worl<ed at Sogang 
Institute for English as an International Lan
guage with David .KosofsKy while he was collec
ting materials for Conmm Problems. Many of the 
instructors at the Institute shared in his data 
collecting by notl.Ilg the ocCU?Tence of problem
atic language in our classrooms, and reporting 
wba.t we found to David. 'llus sharing of process 
made us all very aware of frequent comrunica
tion problems, and eager for David to conplete 
the big tasK of analyzing, classifying and 
offering remedial advice. 

AS the early chapters were written, we 
used them in our classrooms, and reported the 
feedbacK to David. In this way we developed an 
interest in the progress of the booK and 
awaited with pleasant anticipation the appear
ance of the final versi.on with the changes in 
layout and content that would reflect the re
sults of the testing process. 

Kosofsl<Y' s booK is designed to help the 
typical Korean student of English who, after 
six or perhaps as many as ten years of class
room study of English, in addition to indepen
dent study of one sort or another, has a good 
Knowledge of the rules of granmar of the lan
guage rut has considerable difficulty in com
ITID'U.cati.ng his ideas. 'llus typical student has 
often acqw.red some language habits that at the 
least, sound awKward to the native speal<er, .and 
at the worst, interfere quite seriously with 
the exchange of information. KosofsKy invites 
students to use the booK as they wish--for 
occasional reference, or for cover-to-cover 
study. He cautions teachers, however, that the 
booK is not rreant to replace a reference gram
mar, nor is it designed to be a classroom text. 

Comn:m Problems includes a section with 
instructions for teachers. '!he author is very 
concerned that teachers may over-react to the 
boo!<, by focusing too nuch on the correction of 
problems, during class sessions, and inter
rupting cO!IIlll1licative activities. Instead, 

Reviewed by Mar11aret Elliot.ti 

students should be given the correct page 
reference to enable them to study the problen: 
at horre. If the problem persists at a level 
where it continues to interfere with comruni
cation. KosofsKy suggests sone non-teacher
centered strategies that can be used in the 
classroom 

'!here is al so a section for students, 
using the book as a self-study guide. David 
begins by reassuring his readers that they are 
roost certainly' doing many things right to be 
able to do the things wrong that are described 
in the boo!<. He strongly urges students to use 
the sections written in Korean as a review, 
a£ter studying the English description of the 
problem 

The title of the book was chosen care
fully. KosofsKy stresses that the word mistake 
is rarely used by linguists 1n the field of 
language learrung. "When we speal< of a gram
mati.cal rule, " he conti.IUles, "we are referri.ng 
to some systemati.c principle which helps de
scribe the way a language is structured" . 
'lhese are N::1l' "rules" in the sense of laws 
enforced by an authority. 'lherefore, the no
tion of "mistakes" is not appropri.ate. 

nus book is concerned with the problems 
that occur when Koreans use English as a rreans 
of conmmication. '!he problems vary greatly in 
the seriousness of their consequences. 

Kosofsky goes on to explain his selection 
of the remilnder of the title, "Korean Eng
lish. " Several factors result in the rela
tively uniform manner of speal<ing English by 
Koreans. Obviously interference from the com
m:>n first language, Korean, i.s one. 

Another reason is the rigid and uniforn 
syl larus in the school system He notes that 
the textbool<s used in the schools are usually 
the only exposure to English that middle and 
high school students have. 

'!he fi.nal factor that Kosofsky presents 
is the standardizing influence that comes froo: 

1[F.ditor•s Note: A review of the preliminary edition of Kosofsky's book appeared in the 
April 1986 issue of AEIKNews (Vol. 5, No. 1).J 
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the growing use of English by Korean speaKers. 
'!his is especially evident in prOllX)tional bro
chures put out by Korean firms, in advertising 
and even in the English language newspapers. 

KosofsKy advises language learners that 
using words and >tirases to mean something dif
ferent from what native English speaKers mean 
by the sanE expression can lead to serious 
confusion. StUdents should find his neat ex
planation of the difference between "lend" and 
"borrow" helpful. 

Another problem area that KosofsKy covers 
is the breaKdown in comrurucation caused by 
faulty or inc<Jlllllete understanding by Koreans 
of the social or em::>tional tone associated with 
an eiq:ression. 'Ihe exa!lllle he gives is in the 
use of "you'd better" to maKe a suggestion. In 
English usage this expression conveys an au
thoritarian, threatening tone. If a tourist 
asKs how to get to the Railway Station, he 
might feel he has done something wrong if he is 
told "You'd better go down there." David ex
plains in that chapter that a suggestion is 
nuch better expressed in a rrurrt>er of different 
ways, for exanple, "You should go down there." 

Can1~n Problems is organized according to 
the various Kinds of problems. Part One deals 
with some Gramnar Problems. It includes an 
entry on the singular/plural problem of un
countable (rrass) nouns. KosofsKy uses several 
exanples to help students understand the pat
tern for uncountable nouns. There is one that 
he did not include that anuses and slightly 
irritates me whenever I see it on a store sign: 
"Shoes Salon. " 

Part 'I\vo is about Problems in Meaning. 
Readers will find helpful his section on "al
mst" in whl.ch he gives the reason for frequent 
misuse of this word. "Almst" and "mst" are 
often confused, resulting in sentences l iKe: 
"Almst Koreans eat rice for breaKfast." 

Part 'lllree deals with Awkward or Inapprop
riate Language. One section in this part dis
cusses the problem of redundancy in Korean
Ehglish. Using many exanples, he touches on the 
problems related to using words together when 
the Deaning of one word is obvious and does not 
need to be repeated. One of his exanples is 
"'Ihe cost of this car is cheap. " Another ex
anple that I often hear "Which David could have 
inclUded is "I liKe to sing a song." (I always 
feel lil<e asKing my nusical students, "What 
else could you sing?") Another >tirase discussed 
in Part 'lllree is "of course. " Korean students 
use this as an affinrative expression, but 
actually its use by native speal<ers is quite 
limited. It does not mean, "Yes, that is true," 
wt rather, for native speaKers, "of course" 

means "'Ihe answer to your question is obvious; 
it is not necessary to asK such a question. " 

· Each section begins with two, or occa
sionally mre, exanples of inappropriate use 
of an expression arranged in an eye-catching 
layout clearly marKed as 'non-standard'. 'Ihi.s 
fonrat attracts the eye of both teacher and 
student. For the teacher there is the same 
feeling that a doctor nust have when he finds 
in a medical booK the treatment for trouble
some synptoms. For the student there nust be a 
shocK of recogrution--"Do I say that when I 
speaK English! .. 

An explanation fol lows, with many sen
tences to show correct use. In some cases a 
cross reference is given to a related problerr. 
treated elsewhere in the booK. Quite often a 
section ends with a practice exercise. 'Ihe 
Answer Key appears at the end of the boo!<. 

To meet the demands of the dorrestic nar
Ket, each section has a sumnary in Korean, 
translated by Eohn Jae-ho. Korean colleagues 
have assured me that the clarity and i:;recise
ness of the translation of these sumnaries 
shows meticulous worK and a hlgh degree of 
understanding of the problems under dis
cussion. Mr. Eol:nl should be congratulated for 
hls part in the production of this booK. 

'Ihe booK jacKet and part of the introduc
tory section are bilingual, maKing it mre 
user-friendly for the Korean audience. 
KosofsKy advises students to use the Korean 
translation, presenting the Key points and a 
few mdel sentences, only as a review, after 
studying the section written in English. It 
appears to me that he is worrying unneces
sarily. 'Ihe a=unt of Korean text has been 
Kept to a minim.im and is not designed to 
repeat the exhaustive explanation that has 
already been given in English. 

'Ibere is a conprehensive index whl.ch will 
facilitate the use of the booK as a remedial 
guide. 'Ihe table of contents is short enough 
to rtake a quicK search feasible. 

'Ibe language style of Comoon Problems is 
infonral and readable. It evoKes the picture 
of a teacher sitting in a small classroom, 
surrounded by students, discussing this or 
that facet of language, and inviting his 
students to participate. 

Another factor that maKes this booK mre 
interesting than the usual remedial graamar 
booK is the authenticity of the sentence 
eltalJFles. For exanple, tucKed away in a 
chapter on the use of "despite/in spite of" is 
a sentence about myse 1 f that 1s unfortunate 1 y 
quite true: "In spite of her good l<nowledge of 
linguistics, Margaret doesn't learn languages 



easily." 'lhe sentence "Medl.cal things maKe rre 
very uncomfortable" maKes the reader feel that 
Kosofsky is sharing some information about 
tumsel f, and not rrerely illustrating a parti
cular granmatical point. 

I can find little to criticize, except 
perhaps to regret the omission of several 
exanples that set up a cOIIIlllllication barrier 
for rre when they come up in conversation with a 
Korean. cne of these is students' frequent use 
of "In my opinion", which suggests argunEnt 
rather than discussion. If you rrerely want to 
state your opinion, it is only necessary to 
begin with "I thin!<". If what you state arouses 
dl.sagreement, and you wish to support your 
statement, then by all rreans pull out the ar
tillery and blast your opponent with "In my 
opiruon. . .. " 

Al though the sheer weight of the book in 
its present fonn is alm:>st too great for ease 
of use, I would like to see another section 
included., covering social-linguistic problems. 
nus could include the troublesome area of the 
use of titles, leading to the misuse of "sir" 
and "ma' am" . I come from a dialect area where 
the use of "ma'am" suggests a servant relation
ship, and it maKes rre feel very uncomfortable 
to have students greet ire with that word. In 
addition to the formalities of greeting, there 
are accepted ways of closing a conversation. I 
still feel slightly surprised when a student 
assures rre, as he leaves my office, that he 
will "see rre later," and expresses the hope 
that I will "have a ruce tirre. " I have no 
expectation of seeing this student again in the 
near future, and as I return to the work wait
ing for rre at my des!<, I have an uneasy feeling 
that I am doing something wrong if I do not 
have the "good tirre" that I have been advised 
to. 

Kosofsky stresses that in m:>st cases the 
exanples covered in this book do not cause 
serious problems of confusion or em:>tional 
m.1.sunderstanding. '!hey do, however, "maKe c~ 
ll1lI1ication !!Dre laborious and uncertain and for 
that reason are worth the attention of Korean 
students. " I heartily recomrend this book to 
teachers and students of English in Korea. 

AEIK News, Vol. 5, No. 5 (May 1987), Page 23 

'IHE RllYI~ 
Margaret Elliott is a ITl!l'li:ler of AEIK who lives 
in TaeJon. where she is in the Departnent of 
Language and Literature at Han Nam University. 
Foruerly at Sogane University, Harearet has 
had neny years of experience teaching English 
in Korea. 

Looking for new ideas? 

Attend the 

AED:: SJ:ring conference , 87 

May 15-16 
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BALAHCE OH HAND (March 16, 1966) 

RB'.;E!Pl'S 
Mer!t>ership ni.es 
Interest on BanK Deposits 
Hiscel laneous Incone 

Total Receipts 

EXPl!JIDI'IURES 
Monthly Programs 
Newsletter Printing & Mailing 
Affiliate Relations 
Miscellaneous Expense 

Total Expenditures 

BALANCE ON HAND (March 21, 1967) 

W660,000 
11, 292 
22,716 

375, 336 
233,516 
107,690 
341, 450a 

Paul cavanaueti 

1#505, 206 

714,010 

1, 057, 994 

-343,964 

161, 222 

ap1ease note that the rather large amount in the miscellaneous category was due to 
expenses related to JoAnn Crandall's official TESOL visit ti.ere in November 1966. 

Job Center to be :featured 

Plans for JALT '87 
The Japan Association of Language Teachers (JALT) has announced that this year's 
conference, to be held on November 21-23 at Meiji University, Izumi Campus, Tokyo will 
feature an expanded Job Information Center 1n order to better serve the needs of the 
1,500 expected participants. 

The service, which will be available to all registered participants free of 
charge, will feature information on some 200 positions available throughout Japan. 
Facilities will be provided for conducting interviews on the spot. 

JALT '67 will feature some 250 concurrent sessions, plenaries by distinguished 
scholars such as Mary Finocchiaro and Gerhard Hickel, a large book exhibit and a 
number of social events. 

For further information contact: JALT, c/o J:yoto Enelish Center, Sumitomo Seimei 
Building, 6F, Shijo Karasuma Nishi-iru, Shimogyo-ku, Kyoto 600, JAPAN 



Report--

April AETr Heetin6 
Direct Oral Testinf in B:nflish 

Brian Horan of the Departm!nt of English E:alca
tlon at Inha University in Inchon gave a 
special presentation at the AEn:: Al:ril Meeting 
held on Wednesday, Ap-il 15, at the Yonaei 
University Foreign I.angu.aee Institute. 'Ihe 
topic was "Direct Oral Testing in English. " 
Horan began witll the question of why we need 
direct oral testing, discussed sone general 
guidelines, then went on to describe three 
roodels for oral testing which he has developed 
over the past several years in his worK at 
Inha.. 

In considering the reasons why direct oral 
testing is necessary, Horan pointed out the 
tradl.tional bias against it and stated tllat the 
sl<ills needed for oral i;roficiency are too 
often neglected in the foreign-language class
roan He indicated, however, tllat the situation 
is changing and that we need to give IIDre at
tention to developing tests which are valid 
11Easures of the sl<i 11 s students are supposed to 
be learning in the courses we teach. In par
ticular, he referred to the "English Conversa
tion" course where attention is given IIDre to 
strategies for camuni.cation than to specific 
aspects of grannar, ironunciation or vocal:iu
lary. 'why should tests in such courses be baaed 
on discrete points of gramnatical knowledge (or 
certain sound contrasts or individual iteins of 
vocal:iulary) when course goals call not only £or 
the integrated use of such discrete points of 
linguistic J<nowledge but also for l:ringing tbl!!m 
into action as needed in order to get one's 
11Essage across to saneone else? A test of con
versational ability ought to be a test of con
versational ability, not a test of just s002 of 
its conp:ment parts. 

'lllis conclusion led to the statement of 
the first general guideline for test construc
tion. which was that test objectives should be 
directly related to course objectives; and to 
its corollary guideline, tllat the forne.ts for 
testing ought to be related to the fonnats used 
for teaching. 'Ihe third guideline which Horan 
referred to was tllat tests ought to consist of 
recOIIDinations of familiar material. Here he 
was IJX)st insistent tllat we should not ask for 
l!Ere regurgitated responses of material stu
dents may have mem:>rized in preparation for the 
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test. We should go beyond that to test their 
responses in situations tllat are new but that 
are linl<ed in content to situations familiar 
£ran previous classroan experience. In addi
tion. he pointed out that test directions 
ought to be clear and unani:>iguous, that the 
situations to be tested ought to be clearly 
defined but not too strictly, and that testing 
should be conducted in a suitable envt.roment. 
He said that there should be a purpose behind 
each speech activity that is to be tested and 
tllat camunic·ation activities on oral tests 
should include botll "short turns" and "long 
turns" (this last point being a reference to 
research on the nature of discourse). Finally, 
he indicated tllat cOllJllJl'lication on tests 
should include structured, organized speech; 
that test activities should proceed fran easy 
to difficult; that tests should irovide a 
variety of cOIJllUJU.cation activities; and that 
students should be given credit for what they 
know. 

'Ihe three IIDde 1 s for oral testing that 
Koran described were (a) the job interview 
l!Ddel, (b) the task-oriented pair exercise and 
(c) the conference l!Ddel. He pointed out how 
these roodels were based on specific classroon: 
activities and irovided a saaple of materials 
which illustrated sone ways of DElkinC connec
tions to the real world that students will 
soon face wben they leave the world of the 
classroan. 

Horan also provided an extensive biblioe
rcq:hy of materials on laneua,ee testing as an 
aid to fUrther study of the points raised in 
his discussion. 'lbose who attended the meeting 
came away wi tll many new insights about the 
JrC)blem of direct oral testing and a rud:ler- of 
practical sueeestions for DDrt! effective eval
uation. 
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I I I 

Do you Know about upcoming meetings, conferences, worKshops, etc., related to language 
teaching 1n Korea (or elsewhere) that would be of interest to other AETK members? 

Send ~ 2.!J announcement for publication !.!} A£TK News. 
Are there particular issues or problems that you thinK AETK should address? 

~ ~ letter 12 the editor of A£TK News. 
Have you found a particularly useful technique for teaching or testing? 

Write ~ descr1pt1on of !! for A£TK News. 
Are you interested 1n a certain aspect of theory or research related to language teaching 

and language learning? 
Write !!!) article about !! 12 share your ~ with readers of A£TK News. 

Have you discovered an important new booK? 
Write ~ review Q.f !! for A£TK News. 

Material submitted for publication should be neatly typed, double-spaced, 
and in general should follow the APA style used in the TESOL 
Quarterly. (See a recent issue of the TESOL Quarterly for 
ex amples .) If y ou use a computer, please consult with the editor about 
submitting material on disK. Writers for A£TK News should review their 
manuscripts before subm1tt1ng them for publication to maKe sure that: 

- material from other sources is properly acKnowledged 
- b1bllograph1cal ret·erences are accurate 
- sexist language and that which reflects unfair attitudes or 

assumptions about particular groups or individuals are 
avoided. 

For further information, please contact Dwight 
Strawn, Yonsei Un1vers1ty English Department, 
S1nchon-dong, Sudaemoon-Ku, Seoul 120. TEL 
392-3 785 (evenings). 

lf'ords 0:£ appreciation 
For their cooperation and assistance throughout the past year, AETK extends its appreciation to: 

The Yonsei University Foreign Language Institute for providing facilities for 
AETK meetings. 

Ms. Kim of the Korea Baptist Mission Office for help with publicity and othe'r 
arrangements for AETX meetings. 

Members and invited guests who presented programs at AETK meetings. 
Authors of articles for AETK News. 

Join AETK for 
- sharing on a professional level about al I aspects of language teaching in Korea 

- information about current trends 1n the theory and practice of language teaching 

- increased self-awareness of your role as a language teacher in your own situation 
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lconm=nt--
The Fallacy of Accuracy as a Basis for :e:ncliah TeachinC 

'llle pll"POse of this article i.s to consider some 
p-oblems posed by the cun-ent teaching of ene
lish wtuch is biased towards an accuracy-based 
app-oach, and to suteest a need £or shi£tinC 
the focus of Enflish teachine fran accuracy to 
fluency. 

Traditional l y , Qig lish teaching app-oaches 
in Korea. neglectinC fluency in favour of ac
curacy, have always had a basis in the accurate 
const.nletion of Qighsh which has resulted in 
undesirable effect s on the teaching and learn
ing of Enflish for canrunication. What is 
needed here, therefore, is to point out the 
misleading concerns for languaee teaching based 
on accuracy and to show how ineffecti ve or 
inflexible the accuracy =del of teachinC might 
be £or Qiglish teaching for camunication. If 
we insist on the mxlel of accuracy as the basis 
for Qiglish teachinC, we are likely to take a 
IU!t>er of risks as opposed to actual use of 
Qiglish in COllm.llllcation. such as too nuch 
concentrati on on unconnected parts of the lan
guage rather than the language as a whole; 
learners ' psychological inhibition aeainst 
expressing their ideas spontaneously; their 
over-using the Monitor in learning Qiglish; 
their lack of =tivation to learn or acquire 
Qiglish; and Qiglish teaching in disassociation 
from nonnal comrunication. 

For sale cases of the fallacy of 
accuracy-based teaching of English, we llBY take 
a !<.ind of listening :i::ractice which tries to 
achieve 100 percent coITect c~ion by 
p-ocessing every incoming word; word-to-word 
translation or sentence-by-sentence inte~ta
tion without dUe attention to the speed in 
readinC classes; coITecting all of the mistakes 
that learners llBY DBke in tryinC to convey 
their ideas in spealtinl classes; and too con
t.rolled writ.ine :i::ractice only at the sentence 
level. In order to Jrevent our teachinC of 
&Jilish fran fallinC into the fallacy of ac
curacy, we have to U'oaden our perspectives by 
discardine methodological ease of accuracy as 
the basis for Qiglish curriculun; we have to 
eet Sale feedback from actual teaching experi
ence wl:ll.ch can reinforce the whole :i::rocess of 
English teaching for camuni.cation; and we have 
to draw the Dl)del of language 'lllhi.ch should be 
appro:i::r1ate to laJ1'\lalle learning requl.remmts, 

not derived £ran theoretical linCUistics or 
literary criticism Particularly, if we rely 
solely on lanfllale description derived frat 
linCUistic theory in findinC the mxtel of 
laneuaee for teach1ng, we capture a partial 
generalization of laneu,ace, thus leadinC to 
the accuracy model of teachinC fran the lan
ruqe analyst' s viewpoint rather than that of 
the languaee user. 

Incidentally, al though we need to chanle 
Enflish teaching's eiq:tia.sis fran accuracy to 
fluency, the point which DllSt not be ignored 
here is that we. DllSt ensure a balanced ap
p-oach where both fluency and accuracy are 
developed, eventually achieving an effective 
cammu.cative methodology through classroat 
teachini of &Ii lish. 

'l1E N11KR 
Young Sh1l( Lee is a mentier of the AETIC Council 
and teaches at Soeang l.Jniversity. 

Is it tillle to renew your AEDC: imd)ership? 
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ASSOCIATION OF ENGLISH TEACHERS IN KOREA 
Membership Application 

(Annual Dun W!0,000) 

Name ......... . .......... . ... .. . . ... . ... . ... . .. .. . .. .. . . .. . . .. .. Date ..... .. .... . 

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

City. . . . . . . . . . . . . . . . . . . . . . Province. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . Post.al code ... .. ... . 

TEL (Office) . .... . .. .. ........... (Home) . .......... . .. ... . . . . 

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

ApplicaLion is for: 
[ ]New membership 

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

Major interests: 

[]Renewal 

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

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

AETK New" is published fiYe times yearly for members of the Anociation of Bn1li1h Teachers ill Kor ... NeYI 
it.ems, announcements, and articles related to languace teaching and 1 .. rninr are welcomed. Se11d name .nd addrea 
corrections and material for publication t.o Dwight Stnvn, KPO Box 740, Seoul, Kor" 110. Annou11cementl of job 
openings for foreign teachen are accepted only from organi1&tion• which provide Yin aupport . .A.ETK N.a1" do .. 
not publish announcement~ by t.eachen -king employment. 


