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Which Way to Go: Teaching L2 Reading in the
Era of an Internet-enabled World
PAULINA DE SANTIS
Resident Education, Continuing Education

Reading comprehension has become a more complex task in a media
rich, multifaceted environment. As web-based reading has become an
increasingly central aspect of life, the ability to read effectively online
has turned into an especially important skill for everyone engaged in
technologically mediated discourse. The pilot study reported in this
paper aims to explore the extent to which foreign language instructors
utilize online texts as compared to traditional texts in teaching L2
reading so that the students are better equipped to become life-long
learners and to make informed decisions about the information available
on the Internet.

INTRODUCTION
Our world is becoming increasingly digital; rapid changes in information
and communication technology have reshaped the meaning of reading. The
current definition of literacy, formulated by the Program for International Student
Assessment (PISA), reflects these changes and is broadened to encompass new
skills associated with online reading. It echoes the merging of traditional and
online literacy and defines literacy as a constructive process that involves
“understanding, using, reflecting on and engaging with written texts, in order to
achieve one’s goals, to develop one’s knowledge and potential, and to participate
in society” (Organization for Economic Cooperation and Development, 2016). In
other words, in our Internet-enabled world, reading implies not only
comprehension but also doing something with what we read. “Reflecting on” what
we read emphasizes the notion that reading is interactive: readers draw on their
own thoughts and experiences when engaging with “written texts” that include all
those coherent texts in which language is used, including texts on websites.
According to the Pew Research Center Survey “Book Reading 2016,”
American adults remain “hybrid consumers,” as they read both online and in print.
About four in ten Americans read news online, whereas two in ten get their news
from print newspapers. Research has also demonstrated that Americans are more
likely to read for the purpose of researching a specific topic and that younger
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adults are more likely than older adults to read for work or school, or research a
topic of interest (Pew Research Center, 2016).
LITERATURE REVIEW
Reading comprehension is a complex and active process of constructing
meaning: to foster, monitor, and maintain understanding––the reader responds to
texts by using previous knowledge, various processes, skills, and strategies. These
processes and strategies will likely vary with context and purpose as readers
interact with multiple texts, both in print and when using digital technologies.
While constructing meaning, the reader uses a range of text and situational cues
that are often socially and culturally derived (Bernhardt, 1991; Koda, 2010; Rouet
& Britt, 2014) and the spread of digital technology has further increased the
complexity of reading skills (Coiro, 2003; Grabe & Stoller, 2002).
Studies concur that hypertexts are different from traditional texts in
terms of linearity, organizational patterns, and modality (Sutherland-Smith, 2002;
Tindale, 2005). In general, hypertexts are described as being non-linear, even
though there are some that are organized similarly to print texts (you can move
through the text both forward and backward). Readers of print texts can flip
through some pages in a different order but most are designed to be read in a linear
fashion and sequentially (from the first word in the book to the last). At the same
time, the information in hypertexts can be accessed in different sequences using
links and each reader’s paths may be different from the paths of the author or other
readers—one word might lead to an entirely new piece of reading.
The visual element in web texts is another typical feature that adds to the
complexity of online reading. Traditional texts typically include a combination of
two types of media (print and two-dimensional graphics) whereas electronic texts
can integrate a range of symbols and multiple-media formats including icons,
animated symbols, photographs, cartoons, virtual reality environment, and new
forms of information with nontraditional combinations of fonts and sizes; images
and sounds are combined with written texts to create new ways of conveying
meaning. Web-based text environments are, by their very nature, interactive as
opposed to static words on a printed page and they can be updated regularly or
frequently so the reader can encounter a different text each time it is accessed.
Essentially, such texts have a varying, dynamic existence in which only a segment
of the available text can be seen at any one time and often the extent of the
available text is unknown. Table 1 illustrates the difference between the online
and traditional reading environments.
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Table 1
Summary of the Difference between Online and Offline Reading Environments*
Offline reading
Online reading
Texts are mostly narrative
Texts are mostly informational
Whole-class or small groups
More individualized
Information typically consists only
Multi-media format
of text, sometimes with images
Information typically flows
Information is not sequential
sequentially
Static and fixed format
Interactive and dynamic format
*Adopted from Sutherland-Smith, 2002; Tindale, 2005
Most researchers agree that the skills required to comprehend hypertexts
are different from those of print texts, and that they need to be refined by learners
and educators alike (Leu, Coiro, Castek, Hartman, Henry, & Reinking, 2008;
Verezub, Grossi, Howard, & Watkins, 2008). Web-texts, embedded with many
hyperlinks and media, make different demands on the reader. The background
knowledge of the reader can partially determine the effect hypertexts have on
comprehension. Web-based environments introduce a new set of cognitive
barriers that can cause competent readers of conventional texts to be cognitively
overloaded and emotionally frustrated. Interactive hypertexts may offer too many
choices, too many animations may distract and disorient otherwise strong readers,
and the Internet may have a negative impact on attention and reading
comprehension. One study showed that encountering about five hyperlinks per
page to about 11 per page reduced college students’ text comprehension as
assessed by multiple-choice tests (Henry, 2006). Henry (2006) found that the
major obstacle for students was that they were unable to successfully limit their
search which resulted in much wasted time and frustration, as the volume of
material was far too great for the learners to sift through. Deciding whether to
click or not may not only be time-consuming but may also reduce reading
comprehension, with poorly designed websites placing undue frustration or
cognitive load on the students (Thurston, 2004). Some researchers even suggest
that we have become superficial readers, as the speed at which information is
presented prevents the deep reading required to fully comprehend what we read
(Carr, 2008).
Researchers agree that reading web texts involves expanding critical
skills and that hypertext reading requires associative thinking. One of the concepts
of associative thinking is that everything is connected and networked; the hard
part is believing that everything is linked because on the surface everything seems
rather disjointed and chaotic; nonetheless, we know this is not the case
(Sutherland-Smith, 2002). Understanding how information is interlinked and
hyper-connected is a foundation skill and an essential part of reading in today's
society (Ruth, 2009). Supported and meaningful use of hypertexts is both
desirable and productive. Critical thinking, therefore, has become more important
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than ever in reading literacy (Halpern, 1998; Shetzer & Warschauer, 2000;
Warschauer, 1999).
Recent qualitative studies demonstrate that technology enhances
learning and the use of digital media supports traditional learning and facilitates
new kinds of learning (Alvermann, 2010; Coiro, Knobel, Lankshear, & Leu, 2008;
Parker, 2010). Although nearly all U.S. classrooms have access to the Internet, a
limited number of teachers integrate the Internet and other digital media into their
instruction (Purcell, Heaps, Buchanan, & Friedrich, 2013). Furthermore, no
empirical study has been conducted to investigate the extent to which foreign
language instructors respond to the new challenges that the information and
communication technology brings into their classrooms, specifically in teaching
reading comprehension.
Considering that both print and digital texts have become part of our
everyday life, this study examines the ways L2 reading instruction at the Defense
Language Institute Foreign Language Center (DLIFLC) is influenced by
technology and provides pedagogical suggestions based on the findings. This
study adds to current scholarship by focusing on teaching and learning in the
technology-rich, immersion-like environment where digital tools and digital
mindsets are woven into all aspects of the curriculum and where foreign language
instructors support the students in becoming autonomous, life-long learners, able
to reach higher levels of linguistic proficiency, and carry out a wide range of
comprehension and interpretive tasks.
METHOD
The pilot study reported in this paper is both exploratory and
methodologically oriented. It intends to explore evidence of both online and
traditional text use in teaching reading in a second language (L2) classroom.
Provided that foreign language learners read both print and online texts, the study
aims to answer two research questions: (1) To what extent do instructors use
online reading texts in teaching L2 reading comprehension? (2) To what extent
do instructors use print texts in teaching L2 reading comprehension?
Data Collection
The findings for this pilot study are based on a review of authentic
documentation from the Instructor Recertification Course at DLIFLC, Monterey,
CA. According to the DLIFLC website, language instruction is provided in 17
languages (including several dialects). The intensive language programs vary in
length from 36 to 64 weeks of instruction depending on the language. Because the
core mission is language acquisition, DLIFLC students spend five days a week,
seven hours per day in class learning the target language and two to three hours
doing homework.
The Instructor Recertification Course (IRC) is a mandatory 40-hour course
for all DLIFLC foreign language instructors who have been teaching at the
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institute for more than five years. The IRC aims to ensure that all foreign language
instructors adhere to the most recent foreign language teaching methodologies and
make effective use of the state-of-the-art educational technology. To complete the
course, each instructor must teach a lesson that demonstrates his/her adherence to
the Institute’s foreign language teaching requirements. As a senior faculty
development support specialist at the DLIFLC, the researcher conducted quality
assurance by coordinating IRC certification observations with the assigned
instructor and prepared a memorandum of the observed lesson. All classrooms (at
DLIFLC in general, and those where the researcher observed for the purpose of
the study) are equipped with interactive SMART Boards; all students (age 19-36)
and instructors have laptops provided by the school.
Data Analysis
The method utilized in this pilot study was document data analysis,
specifically IRC certification memoranda, to provide information on the actual
practice of teaching reading. The aim of data collection was to build a data set of
lesson plans that demonstrate the use of online and off-line texts in teaching
reading. The researcher examined a total of 38 lesson plan memos, which she had
written during 2014-2017, on Arabic, Chinese, Farsi, Korean, Russian, Spanish,
and Pashto instructors as part of the recertification program. The first step in data
analysis was to extract lesson plans that focused on teaching reading
comprehension from the total of 48 memos, which left 38 memos for more
detailed analysis. The discarded memos were those that did not use reading texts
during the class hour and focused on listening comprehension or speaking practice.
These 38 memos were then coded and a microanalysis of the texts used for reading
comprehension was performed. The print texts used were hardcopies of textbook
reading materials and authentic articles printed from the Internet whereas the
online texts were softcopies of the reading materials accessed by students via
computers using links provided by the instructors.
Table 2
Print and Online Reading Texts Used
Print Texts
Authentic Articles
Textbook
TOTAL

9
22
31

Online Texts
7
5
12
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RESULTS
The results of the study demonstrated that instructors used both online
and print texts when teaching reading. However, 89% of the instructors used hard
copies of texts (textbooks and articles printed from the Internet) and only10% of
the instructors used online reading texts, whereas 13% of the instructors used both
printed and online reading texts within the same class hour. The results of this
study, similar to other research findings, indicate that online reading is under-used
in teaching reading.
DISCUSSION AND CONCLUSION
Previous studies have identified inadequate training as one of the main
reasons why teachers are reluctant to use technology in their classes (Liu, 2012).
However, in regards to the current pilot study, both instructors and students have
the technical tools and skills needed to use technological resources in teaching
and learning. Furthermore, as all instructors used technology for other activities
during the observed lessons (e.g., for schemata activation), it would be important
to explore the reasons why they did not use online reading texts.
Technology has initiated a paradigm shift in our ways of reading,
learning, and teaching. Although many of the skills required for reading print and
online texts are similar, electronic reading demands that new emphases and
strategies be added to the repertoires of readers. Research suggests that proficient
offline readers are not always proficient online readers and vice versa. The results
of this pilot study confirm other research findings that hypertexts are ubiquitous
(McNamara & Shapiro, 2005) and for teachers to be able to assist and guide the
students, they need, first and foremost, to be informed and involved in Web-based
teaching. It is also important for instructors to take advantage of the online reading
comprehension strategies that students bring to the classroom and engage them in
collaboration and discussion. Students may need help in understanding target
language online texts, such as anticipating the structure and certain characteristics
of the texts, which, in turn, may facilitate their reading and use of the Web.
This pilot study lays the foundation for further research on the extent to
which DLIFLC instructors use online texts in teaching reading, their beliefs in
terms of the benefits of using online texts in teaching reading comprehension, and
new strategies for online reading that they introduce in class. Although the
findings of this study relate specifically to the utilization of print or online texts
in teaching reading comprehension at the DLIFLC, it may be relevant to other
educational contexts, additional research on teachers’ beliefs and practices in
academic reading instruction, and teacher professional development in general.
Based on this pilot study, the researcher will further investigate the ways DLIFLC
instructors use print and online texts in teaching reading in order to improve
teaching practices that assist students in reaching higher proficiency levels.

Dialog on Language Instruction 28(2), 2018

7

REFERENCES
Alvermann, D. (2010). Adolescents’ online literacies: Connecting classrooms,
digital media, and popular culture. New York, NY: Peter Lang.
Bernhardt, E. (1991). Reading development in a second language: Theoretical,
research, and classroom practices. Norwood, NJ: Ablex.
Carr, N. (2008). Is Google making us Stupid? What the Internet is doing to our
brains. Atlantic Monthly, July/August 2008. Retrieved from www.
theatlantic.com/doc/200807/google
Coiro, J. (2003). Reading comprehension on the Internet: Expanding our
understanding of reading comprehension to encompass new literacies.
The Reading Teacher, 56(5), 458-464.
Coiro, J., Knobel, M., Lankshear, C., & Leu, D.J. (Eds.) (2008). Handbook of
research on new literacies. New York, NY: Erlbaum.
Grabe, W., & Stoller, F. (2002). Teaching and researching reading. London:
Pearson Education Longman.
Halpern, D. (1998). Teaching critical thinking for transfer across domains:
Depositions, skills, structure training, and metacognitive monitoring.
American Psychologist, 53(4), 449-455.
Henry, L. (2006). SEARCHing for an answer: The critical role of new literacies
while reading on the Internet. The Reading Teacher, 59(7), 614-627.
Koda, K. (2010). The role of reading in fostering transcultural competence.
Reading in a Foreign Language, 22(1), 5-10.
Leu, D., J. Coiro, J. Castek, D. Hartman, L. Henry, & Reinking, D. (2008).
Research on instruction and assessment. In C. Block, & S. Parirs (Eds.),
Comprehension instruction: Research-based best practices (pp. 343364). New York, NY: The Guilford Press.
Liu, S. (2012). A multivariate model of factors influencing technology use by preservice teachers during practice teaching. Educational Technology and
Society, 15(4), 137-149.
McNamara, D., & Shapiro, A. (2005). Multimedia and hypermedia solutions for
promoting metacognitive engagement, coherence and learning. Journal
of Educational Computing Research, 33(1), 1-29.
Organization for Economic Cooperation and Development (2016). What is
literacy? An investigation into definitions of English as a subject and the
relationship between English, literacy and “being literate”: A research
report commissioned by Cambridge assessment. Retrieved from
http://www.cambridgeassessment.org.uk/insights/the-cambridge-viewon-english/
Parker, J. (2010). Teaching tech-savvy kids: Bringing digital media into the
classroom, grades 5–12. New York, NY: Corwin.
Pew Research Center (2016). Internet & technology: Book reading 2016.
Retrieved from http://www.pewinternet.org/2016/09/01/book-reading2016/

8

De Santis

Purcell, K., Heaps, A., Buchanan, J., & Friedrich, L. (2013). How teachers are
using technology at home and in their classrooms. Retrieved from
http://www.pewinternet.org/files/oldmedia/Files/Reports/2013/PIP_Tea
chersandTechnologywithmethodology_PDF.pdf
Rouet, J. F., & Britt, M.A. (2014). Multimedia learning from multiple documents.
In R. Mayer (Ed.), Cambridge handbook of multimedia learning (pp.
813-841). Cambridge: Cambridge University Press.
Ruth, A. (2009). Reading in the hyperconnected information era: Lessons from
the Beijing ticket scam, Australian Journal of Teacher Education, 34(2),
1-14.
Shetzer, H., & Warschauer, M. (2000). An electronic literacy approach to
network-based language teaching. In M. Warschauer. & R. Kern (Eds.),
Network-based language teaching: Concepts and practice (pp. 171-185).
Cambridge: Cambridge University Press.
Sutherland-Smith, W. (2002). Web-text: Perceptions of digital reading skills in
the ESL classroom. Prospect, 17(1), 55-70.
Tindale, J. (2005). Reading print and electronic texts. In D. Murray (Ed.),
Navigating to read–reading to navigate (pp. 2-26). Sydney AMEP
Research Center.
Thurston, J. (2004). Teaching and learning the reading of homepages. Prospect,
19(2), 56-80.
Verezub, E., Grossi, V., Howard, K., & Watkins, P. (2008). Building e-based
literacy for vocational education and training students. Australasian
Journal of Educational Technology, 24(3), 326-338.
Warschauer, M. (1999). Electronic literacies: Language, culture, and power in
online education. Mahwah, NJ: Lawrence Erlbaum.

An Open Architecture Approach to
Individualized Instruction
THOMAS STOVICEK
Field Support, Continuing Education

Individualized, self-paced foreign language instructional programs are
not new. Many US colleges and universities have implemented or
experimented with variations of this model since the 1970s. The
general goals include providing access to and flexibility in foreignlanguage study in ways that the traditional classroom model typically
has not permitted. In October 2016 the DLIFLC Language Training
Detachment at the United States Southern Command began a pilot
program known as the Tailored Instruction in Languages Program
(TILP), which borrows from lessons learned from college and
university individualized instruction programs in foreign languages,
while incorporating the concept of open architecture syllabus design to
enhance student-centeredness and foster learner autonomy. This means
that learning tasks, designed around learner-defined objectives, are
central to the design and organization of instruction for each
participant. This article aims to place the TILP within the broader
context of self-paced foreign language instructional programs,
comparing and contrasting the nascent results, and observations from
the pilot program with those drawn from case studies of college and
university programs which embody similar aspirations. The author will
also discuss the potential benefits and challenges associated with
implementing and managing a program of this type as part of a
military command language program.

INTRODUCTION
The acquisition and maintenance of foreign language skills represents a
major investment, both at the individual level and at the level of the
organizations which require these skills to conduct their business successfully.
Language learners are rarely, if ever, afforded the privilege of focusing full time
on their language study, as most will need to balance it with the competing
requirements of job duties, family responsibilities, other academic coursework,
health and wellness concerns, etc. Studying language as a job requirement can
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be particularly challenging when language study is relegated to a secondary,
part-time responsibility within a highly-dynamic and complex organization such
as the United States Southern Command (USSOUTHCOM). Despite such
complex challenges, Brecht and Rivers (2012) synthesize the importance of
maintaining a language program at an organization of this nature in their essay
on U.S. National Defense language policy.
As a constant required investment in this capacity, language
sustainment and enhancement is and inevitably will be increasingly in
demand across the military and government for more sophisticated job
performance. On-the-job training has to be targeted to job performance
with life-cycle language and culture education available across the
workforce, through more effective and efficient programmes informed
by research in cognitive neural research and supported by advances in
technology. Life-cycle training means that language learning is an everpresent, career-long endeavor. Finally, in this system management must
focus on employing these skills appropriately to keep them from
atrophying (p. 269).
Although multiple languages are spoken throughout the region, the
colonial history of the countries and territories within the USSOUTHCOM Area
of Responsibility, which includes the land mass of Latin America south of
Mexico, the waters adjacent to Central and South America, and the Caribbean
sea, limits the high-volume non-English languages generally deemed
appropriate for inter-government interactions to a relatively limited set: Spanish,
Brazilian-Portuguese, and French. This allows a small team of professional
language instructors to provide the expertise, but this factor does not eliminate
the complexity of providing on-site language instruction or the heterogeneity of
the language learners and their objectives. Foreign language skills and the
accompanying regional expertise and cultural understanding are required or
desired for a variety of job functions and career fields across the personnel
assigned to USSOUTHCOM. Language learners assigned to the Language
Training Detachment (LTD) at USSOUTHCOM come with a wide range of
backgrounds in the language of study. Some learners of Spanish have had
limited exposure to the language but many already have limited working
proficiency or higher, having studied extensively in high-school or college,
having lived or worked abroad, or as heritage language speakers. Learners of
Portuguese often have a strong background in Spanish. Many learners of French
also have had previous experience studying the language in school to varying
degrees of proficiency. The learners’ objectives for language study are as
diverse as their own backgrounds combined with the diversity of the jobs they
perform and the careers they are pursuing. Meeting the needs of these learners in
a group setting, on a fixed schedule, and with limited resources, presents a
number of problems.
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American colleges and universities have also faced challenges in
meeting the diverse needs of the language learners whom they serve. Among
these is funding instruction in low demand languages. Scheduling language
courses to make them widely available is another. The development of selfpaced, individualized programs in foreign languages has been one approach to
addressing these problems. Twarog and Walters (1981) describe the inception of
the Individualized Instruction (I.I.) program at the Ohio State University.
The late sixties saw the beginning of the erosion of foreign language
enrollments throughout the United States…In 1971 the Dean of the
College of Humanities appointed a special committee to review
instruction in foreign languages, and to make suggestions about
possible changes in the curriculum. The major recommendations of the
committee may be summarized as follows. Foreign language programs
should be revised: 1) to address the problems that the lock step
approach creates for many students; 2) to reduce attrition, 3) to make
the study of foreign languages appealing; 4) to increase enrollments; 5)
to marshal and apportion resources of the University in a new way, by
restructuring the teaching/learning process. In this context a major
effort in individualized instruction had its origin (p. 1).
In 2016, the USSOUTHCOM approached the Language Training
Detachment team from the Defense Language Institute Foreign Language
Center, Directorate of Continuing Education, Division of Field Support with the
task of piloting a flexible, tailored program for teaching foreign languages as an
alternative to part-time, group classes on a fixed schedule. The agreed-upon
objectives included reducing course attrition rates, and making the instruction
flexible, personalized, immediately relevant, fully engaging, challenging and, of
course, effective. The objective was to facilitate the development of learner
autonomy, to enable learners to pursue language proficiency throughout their
careers. The Tailored Instruction in Languages Program (TILP) pilot was
launched in October 2016. After more than one year of implementation, it is
convenient to provide here a description of the TILP model within the larger
context of individualized instruction foreign language programs in US higher
education, and to compare the lessons learned from these diverse contexts.
LITERATURE REVIEW
Harlow (1987) conducted the most recent published survey of
individualized instruction foreign language programs at American colleges. The
nationwide survey of foreign language departments in four-year colleges and
universities focused on the number of Individualized Instruction Programs
(IIPs), the characteristics of the programs and the respondents’ perceptions of
the problems faced in teaching foreign language in an individualized track.
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According to Harlow (1987), the ACTFL Annual Bibliography from
1971-79 lists over 150 articles and books on individualized foreign language
instruction. In the 1980s fewer than 15 publications had surfaced when the
nationwide survey was conducted, and the majority dated to 1982 and earlier.
The survey results indicated:
At least 111 foreign language departments representing ninety-seven
four-year colleges and universities throughout the nation (fifteen
percent of the respondents) continue[d] to offer language instruction in
an individualized track. An additional 194 departments (twenty-five
percent) expressed interest in developing new IIPs, and 333
departments (forty-three percent) indicated interest in attending a future
national conference on the topic. (p. 387)
The language taught most in these programs was Spanish, followed by
French and German, tied for second place. Russian, Italian and Latin were also
found among the top six. Within the survey results all levels of language
instruction were described from beginning through advanced in addition to
reading, culture and literature-focused courses.
Frequently cited reasons for adding IIPs included an interest in serving
the needs of the individual learner, a desire to provide an alternate mode for
learning, and student demand. Departmental needs including curriculum
expansion, offering upper division courses and courses out of sequence. The
phasing in of new languages also seems to have been widely facilitated by the
implementation of IIPs (Harlow 1987).
Challenges associated with the implementation and management of
IIPs included record keeping, low enrollments, the perceived inability of
students to learn on their own, the cost of providing high quality individualized
instruction, disagreement with the philosophy of individualized instruction, and
institutional budget cuts. Staffing presented a challenge, particularly at
institutions without graduate students. The rate of attrition (students who enroll
in a course but do not successfully complete it) was also cited by respondents as
a problem. The survey results revealed that 108 departments (fourteen percent of
the respondents) had dropped individualized instruction language courses from
the curriculum due to reasons such as those cited here (Harlow 1987).
Harlow’s paper discusses the factors contributing to the success and
failure of IIPs. “[T]he type of student typically attending classes in a particular
institution may also play a role in whether such a program succeeds, particularly
regarding such problems as procrastination and student motivation” (1987,
p.392). Challenges related to perceived student inability or unwillingness to
learn on their own and procrastination were addressed in several ways. One
institution screened students prior to enrollment for factors considered to be
indicative of success such as previous study of foreign languages. Other
programs have implemented different schemes of deadlines and sometimes
penalty points to help keep students on track with respect to program objectives.
Some program leaders asserted that this kind of structure was beneficial and
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even desired by most students. Recognizing that the level of instructor demand
varies throughout the academic calendar, some institutions introduced flexible
scheduling for instructors in which one might “sign out” if few appointments
were scheduled and then “sign in” during a busy deadline week (Harlow 1987).
IIPs are seen as a means to accommodate the “faux débutants who
arrive each fall and do not easily fit into traditional standardized courses, as well
as the increasing number of older, non-traditional students seeking foreign
language instruction geared toward their special needs and interests. In addition,
[individualized instruction] is viewed as a practical means of offering instruction
in the ‘critical’, or less-commonly-taught, languages for both undergraduate and
graduate students” (Harlow, 1987, p. 392).
Having reviewed frequent motivations for creating IIPs and common
challenges faced by those overseeing them, let us now examine several specific
programs in closer detail to reveal the similarities and differences among them.
Benmaman, Moore, Morgan and Rowe (1982) describe in detail the
individualized language program in Spanish at the College of Charleston in
South Carolina. This is a state-supported institution of 5,000 students with a
two-year language requirement for all students. The Individualized Learning
Program (ILP) incorporated many of the elements of program design which
have been discussed in the professional literature from the 1970s-80s: masterybased learning, variable pacing, flexible scheduling, learning activity packets,
small group conversation sessions and peer tutoring.
Benmaman et. al. (1982) discuss the funding, facilities, and staffing
challenges faced by the College of Charleston. Additional funding was required
to cover the initial cost of equipping the center with tape recorders, slide
projectors, tapes, and other supplies. Two program directors also received a
summer stipend to develop the curricular materials based on the textbook used
in classroom-track Spanish classes. The facilities consisted of a large classroom
dedicated permanently to the ILP, with divisions to separate the space into small
activity centers for conversation, listening, and independent study. The program
also used a separate language laboratory. Staffing needs were met by giving the
two program directors a one-course reduction from the normal faculty teaching
load in order to supervise the ILP. Undergraduate students majoring in Spanish,
native speakers, and other qualified upperclassmen were effectively employed as
aides. These students, working as tutors, were paid with Work-study monies.
Experience in the ILP determined that three part-time student assistants in
addition to the two faculty program directors per hundred students was an
effective ratio.
In their evaluation of the program, Benmaman et. al. (1982) noted that
attrition was slightly higher in the ILP (35%) than in the classroom track (30%).
However, only 37% of the regular classroom-track students received grades of
“A” or “B” whereas 64% of the ILP students received grades of “A” or “B”. To
address concerns about whether grading was less stringent in the ILP, the
standardized MLA Cooperative Foreign Language Test (Spanish Listening and
Spanish Writing) was administered as a point of comparison. The ILP students
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generally scored significantly higher than those in regular sections. Overall,
attrition is not seen as a major problem for the ILP at the College of Charleston
given that, although the withdrawal rate in the ILP was higher than in the regular
sections, far fewer ILP students failed the course. Thus the overall percentage of
students who successfully completed the two types of courses was comparable.
The College of Humanities at the Ohio State University (OSU) was
awarded a grant from the National Endowment for the Humanities (NEH) to
develop and implement a system of individualized instruction at the elementary
level in Arabic, French, German, Latin, Russian, and Spanish (Twarog &
Walters, 1981). The I.I. program in languages at the OSU, also referred to as the
TAMBSPI (Teacher-Assisted, Mastery-Based, Self-Paced Instruction), included
a distance-learning mode of instruction conducted by telephone, known as
TELE-TAMBSPI, and targeted to non-traditional language students (Twarog &
Pereszlenyi-Pinter, 1988). This program continues today in the AT&T
Individualized Language Learning Center (IILC) at the OSU, where eight
languages are taught: Chinese, French, German, Japanese, Korean, Portuguese,
Russian, and Spanish. The OSU claims that this is the longest running
individualized program in the country (The Ohio State University, 2017).
The TAMBSPI courses are defined as being teacher-assisted because
although students work primarily with self-instructional materials, a trained
teacher is available “at all times” in the learning center to answer questions,
organize conversation groups, administer tests, and assist in other ways. Twarog
& Walters (1981) emphasize that the TAMBSPI differs from other selfinstructional programs which use native informants rather than trained teachers.
The courses are mastery-based with respect to how course credits are awarded.
Students earn one credit hour at a time, and must pass a unit test at 80% or
above to proceed to the next unit. Therefore a “B-” is the minimum grade
possible. The courses are also self-paced––students determine the pace at which
they move through the course units and how many credits (from two to twenty)
they will work toward during the academic quarter.
The TELE-TAMBSI courses follow essentially the same model as the
TAMBSI courses with the main difference being that the students communicate
with instructors by telephone for assistance and oral tests. This objective of
extending program participation via telephone was to allow students to access
the program without travelling to the Columbus Campus of the OSU, even from
anywhere in the nation (Twarog & Pereszlenyi-Pinter 1988).
The cost of TAMBSPI at the OSU was a concern from the beginning.
From the time of the submission of the NEH grant proposal, the college insisted
that the unit cost of instruction not exceed that of the classroom track, not
counting the developmental costs which were covered primarily by the grant
money. This goal was met by reducing the teacher-to-student ratio, by enrolling
additional non-traditional students who otherwise would not undertake language
instruction at the OSU, and by absorbing small upper level courses that have a
very low student-to-teacher ratio (Twarog & Walters, 1981).
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The effectiveness of both the TAMBSPI and TELE-TAMBSBI has
been evaluated positively. Twarog & Walters (1981) observed that the
[TAMBSPI] programs were cost effective, students did learn and the programs
attracted a new clientele. TELE-TAMBSPI, according to Twarog & PereszlenyiPinter(1988), could be used effectively to learn foreign languages and was an
effective and time-saving method for review. Busy, time-conscious
professionals found the program especially rewarding. The over forty-year
lifespan of the I.I. program in foreign languages at the OSU attests to the
effectiveness, attractiveness and cost-effectiveness of this model (The Ohio
State University, 2017).
TAILORED INSTRUCTION IN LANGUAGES PROGRAM (TILP)
AT USSOUTHCOM
The Tailored Instruction in Languages Program (TILP) implemented at
USSOUTHCOM by the Language Training Detachment (LTD) differs from the
above-mentioned college and university programs in some crucial ways. First,
there is no requirement for the courses to result in college credit. Second, there
are no letter grades or pre-defined learning outcomes. The learning objectives
are defined by the learners themselves in cooperation with the TILP instructors.
Third, the language program at USSOUTHCOM does not operate on an
academic calendar––in semesters or quarters. This means that the course
enrollment and completion cycle occurs on an ongoing basis with no predetermined enrollment period. Finally, the fact that language is being taught in a
professional setting as a practical tool for the learners’ current and future job
responsibilities drives the objective of facilitating the development of the
learners’ autonomy in foreign language learning so that they can effectively
continue to pursue proficiency enhancement throughout their careers. These
factors require that the TILP be designed and operated in some ways that
critically differ from the college-level programs described above.
The conditions described here warrant a focus on learner-centered
teaching in the design and facilitation of instruction in the TILP. Altman (1979)
describes three basic tenets which characterize approaches to learner-centered
language teaching:
Learner-centered language teaching implies a process of education in
which the needs, abilities, and interests of each learner determine, as much as
possible, the nature and shape of the foreign language curriculum (syllabus).
Learner-centered language teaching can be viewed from four perspectives:
goals, means, rate, and expectations. The teacher can personalize 1) the goals of
instruction, allowing learners to pursue different curricular goals in the same
course; 2) the means of obtaining the goal(s), whereby learners pursue the
goal(s) in different ways; 3) the rate of instruction, so that the pace of learning
becomes unique to each learner; and 4) the expectations as a result of
instruction, whereby learners are held accountable for meeting different
quantitative or qualitative criteria.
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Learner-centered language teaching implies tailoring teaching to the
needs of learners, regardless of whether they work individually or collectively.
The critical qualification is that ideally teaching is given to learners only when
they require and/or request it, and in the form most facilitative of their learning,
for it is only under such conditions that they can derive the greatest benefit from
it (Altman, 1979, pp. 4-5).
The concept of learner-centered teaching with personalized, adaptable
curricula and syllabi has recently been referred to within the DLIFLC and the
foreign language teaching community as open architecture. Derderian (2017)
defines Task-based Open Architecture Language Teaching (TBOALT) as
follows: “(1) task as a reflection of real world activity; (2) task as the syllabus
unit; (3) task as a learner-centered base; (4) task as an ideal for second language
acquisition condition; (5) task as an instrument to specify the parts to be
concentrated in the next activities”(p. 64).
The linguistic background of the TILP students, as described above, is
another factor in the design of the program. The fact that the learners’ language
backgrounds are highly heterogeneous means that their learning needs differ as
much as their knowledge and experience. The presence of native, heritagelanguage, and second-language speakers of Spanish in the Portuguese program
necessitates a high level of learner-centeredness has been argued by Stovicek
(2017). Kelm (2004) makes the case that a learner-centered approach is also the
most appropriate when the students’ interests and motivations for learning the
language vary significantly.
When assigned to the TILP, learners are enrolled in a 40-hour course.
The course length (in instructional hours) was determined primarily for
administrative reasons to make it compatible with existing codes and systems
for tracking language course delivery at the DLIFLC. As a requirement for entry
into the TILP, the learners complete the Online Diagnostic Assessment (ODA)
for listening and reading comprehension, as well as a short questionnaire about
their language background, interests, learning objectives, and scheduling needs.
Armed with this information, the instructors meet with the learners individually
to develop a learning plan, akin to a student contract or learning contract
(Altman, 1979; Ismael & Yusof, 2012; Kelm, 2004). The 40 hours of instruction
are divided into four (although this quantity can also be modified when
justifiable) learning tasks or projects which the student will complete under the
instructor’s guidance. The tasks, defined through a cooperative effort by the
learner and instructor, is the basis for the learning plan, much in the way that a
task might form a syllabus unit in a group instruction TBOALT course.
The content and objectives of each learning task are based on the
learner’s immediate needs for the language in the workplace, but may also be
based on other professional or personal interests of the learner’s choosing.
Whenever appropriate, the learners are encouraged to develop products, as the
culmination of the learning task, which contribute concretely to their job at
USSOUTHCOM. The goal is to integrate the language learning process into the
learners’ work activities as much as possible. In other words, the task should be
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a reflection of real world activity. The instructor and student collaborate to
ensure that the effort involved in each learning task is equal to approximately 10
hours. The learners are encouraged to meet with their instructors for
approximately three hours per week, but are given up to 24 calendar weeks to
complete all 40 hours of work before they are asked to leave the program.
Within the framework described by Altman (1979) for learner-centered
language teaching, the TILP provides the learner with options in all four
“perspectives”: time, goals, mode, and expectations. This degree of flexibility
was unprecedented among educational institutions, at least at the time when
Altman’s essay was published in 1979. The present author is also unaware of
any institution elsewhere that incorporates flexibility into the four
“perspectives” in their foreign language program, and which could be studied as
a model.
DISCUSSION
The data and observations drawn from the first year of the TILP pilot
allow us make some generalizations about the benefits and challenges of
implementing a self-paced, student-centered foreign language program within a
military command language program (CLP). Following Benmaman et. al.
(1982), I will address the considerations of funding, facilities, and staffing
before proceeding to more general observations about the military context and
open-architecture approach of the TILP.
Funding was not a major concern in the implementation of the TILP.
Given that the language teaching effort shifted almost entirely from a fixedschedule model to the TILP model, making use of the same team of three
DLIFLC faculty members (one Site Director, one Spanish Instructor, and one
Portuguese/French Instructor), no significant additional expenses were incurred.
In a more general analysis of cost it should be mentioned that although the
number of individuals granted access to language training was reduced, the goal
of implementing the TILP was not to increase enrollment, but rather to enhance
the availability and quality of the learning experience for the learners deemed
most critical by the organization.
Additional facilities were not required for the implementation of the
TILP. In fact, the existing language classrooms used by the LTD (with seating
for up to 16 or up to 8 respectively) are no longer used to their capacity on a
regular basis. Smaller classrooms or meeting rooms equipped with multi-media
support would potentially meet the need for learners to meet with their
instructors individually or in small groups. A TILP-like model could allow for a
smaller footprint for a command language lab, depending on how the office and
teaching spaces are configured. A comfortable meeting space configuration that
promotes instructional dialog (as opposed to a forward-facing, teacher-centered
configuration) is recommended.
Staffing for the TILP did not present a significant challenge for the
LTD at USSOUTHCOM. More learners have been assigned to the LTD for
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Spanish instruction than for Portuguese and French combined. It is, therefore,
fortunate that one of the instructors assigned to the LTD is qualified to teach
both of these lower-volume languages. Determining the right balance of
instructional staff to training requirements could be more difficult in other
organizations where the variety of languages is different and where it can be
difficult to find an instructor who is highly proficient and qualified to teach
more than one of the required languages. The challenge of determining the right
number of TILP students to assign to an instructor at any given time is ongoing.
Given that the TILP does not use pre-prepared learning activity
packets, the preparation required for each TILP participant is more time
intensive than in the college-level I.I. programs described above. In the open
architecture approach the task plays a role in determining the way forward
(Derderian 2017). That is, the performance-feedback cycle in which the leaner
and instructor engage as the task is carried out should play a critical role in
planning for what is to follow. This implies that textbooks and learning packets
cannot be followed sequentially, and that the experience level, and level of
learner autonomy, of the student will play a role in determining the type and
level of involvement required of the instructor in order for the student to be
successful. The variable pacing and scheduling also make it difficult to predict
how many hours an instructor will spend in meetings with learners in a given
week. Some learners are consistent in maintaining a schedule whereas others
travel frequently, have different professional obligations that complicate the
meeting schedule, and have different relationships with key factors such as
motivation and procrastination. Thus far, a consistent load of six to seven active
students per instructor at any given time seems feasible and effective. More
experience is needed to evaluate this ratio adequately.
It should also be noted that because the USSOUTHCOM language
program does not maintain a fixed enrollment period for the TILP courses, a
new learner may be enrolled as soon as one learner completes a course or drops
from the program, allowing for a relatively consistent student-to-teacher ratio
throughout the year. This should mitigate the negative impact of student
attrition.
Attrition has been a point of interest in the analyses of I.I. language
programs. For the ILP at the College of Charleston, attrition was found to be
slightly higher than it was in the regular sections at 35% versus 30%
(Benmaman et. al., 1982). An analysis of attrition made by a comparison of the
total course enrollments versus the total course completions in the TILP versus
the fixed-schedule group classes at USSOUTHCOM reveals that the rate of
attrition has not changed significantly during the first year of the pilot.
Literature on individualized instruction in foreign languages has
discussed motivation as a valid predictor of success. For the TELE-TAMBSPI
program, Twarog and Pereszlenyi-Pinter (1988) affirm that motivation is “by far
the single most important predictor of success”(p. 433). Student procrastination
and a lack of self-discipline are cited as factors resulting in “precipitous
attrition” in the TAMBSPI program (Twarog & Walters, 1981, p. 20). Harlow’s
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(1987) survey of IIPs also concluds that “the type of student typically attending
classes in a particular institution may also play a role in whether a program
succeeds, particularly regarding such problems as procrastination and student
motivation” (p. 392). The Ohio State University (2017) reports that in over 40
years of experience with individualized instruction in foreign languages, the
most successful students are independent and well-organized, know how to
manage their time, have experienced success in their foreign language study, are
motivated to learn the language, like one-on-one learning, need or want a
flexible schedule, and are good at making and keeping deadlines. Our
observation is that learners in the TILP who have completed one or more
courses also share many of these qualities.
As has been described for other college-level individualized instruction
programs, the question of learner motivation is relevant to the analysis of course
attrition in the TILP. Currently, although documented language proficiency
requirements are the impetus behind the language program at USSOUTHCOM,
and play a role in prioritizing enrollment in the TILP, learners are largely selfnominated. The lack of an explicit policy mandating or encouraging
participation in language training for specific individuals among the
USSOUTHCOM personnel means that by default, the success of learners as well
as the success of the CLP is largely dependent on the intrinsic motivation of
learners. As Spolsky (2009) points out in his analysis of military language
management, “the military is a hierarchical system and its commanders can be
expected to pass on orders from the government, but when they do not see the
relevance of these orders to their assigned tasks, it is not surprising to find them
resisting” (p. 136). This reliance on intrinsic motivation for the acquisition and
enhancement of foreign language skills with the Department of Defense (DoD)
has been identified elsewhere as an impediment to the success of CLPs. The
Defense Language Institute Foreign Language Center (1995) affirms that,
“[w]here a CLP does not have visibility or the attention of the Commander, and
language skill maintenance is relegated to a matter of ‘personal initiative,’
language skills are lost, unit readiness suffers and years of training time and
dollars are wasted. Personal initiative is necessary but it is almost never
sufficient for maintenance of such a complex skill as foreign language
proficiency. On a unit level, language proficiency cannot be maintained without
the support of the Commander” (p. 2).
Another consideration for CLP Managers who may be interested in a
TILP-like model is the question of staffing. Because there is no documented best
practice with respect to establishing a student-to-teacher ratio in a program of
this type within the DoD, the metrics used elsewhere to determine the costeffectiveness of hiring a full-time language instructor will be challenging to
apply. Piloting the TILP at USSOUTHCOM was feasible because full-time
instructors had already been assigned to the LTD prior to the request for the
tailored instruction pilot, and because the languages included in the TILP pilot
correspond with the qualifications of the same instructors.
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CONCLUSION
The Tailored Instruction in Languages Program is not a re-invention of
the wheel, as should be evident when the program is examined within the
context of individualized instruction programs in foreign languages across the
domain of higher education in the United States. The innovations represented by
the TILP are those of simultaneously providing options to the learner in each of
the domains of time, goals, mode, and expectations, and the hosting of an
individualized foreign language program within a joint inter-agency military
command language program.
The overall success of the TILP pilot is difficult to quantify. Although,
where available, ODA profiles taken before and after a learner undertook a TILP
course categorically indicate measurable improvement in general listening and
reading comprehension proficiency, not all learners completed the ODA upon
meeting the other course requirements, as was requested of them. This leaves a
substantial gap in the desired data for assessing proficiency gains. Furthermore,
a gain in general comprehension proficiency is not a universal objective for all
TILP participants. Each learner establishes their own goals, which may entail
domain-specific proficiency in speaking or writing. The TILP uses a type of
Dynamic Assessment (Antón, 2012) to assess gains of this variety. Thus far,
these assessments may be described as positive, but due to the uniqueness of
each learning plan and the integration of learner self-assessment, it is not
possible to compare such results to those of traditional fixed-schedule group
classes.
Regarding the application of an open architecture approach in an
individualized instruction program, the TILP as an experiement seems to
demonstrate that there is at least real promise in combining the learner-centered
aspects of individualized instruction programs with the princples inherent in
TBOALT. The TILP model not only addresses the concerns of schedule and
resource management that have driven the development of college-level
individualized language programs, but its flexibility also facilitates maintaining
the task at the center of organization and the ability of both teacher and student
to adjust and change direction mid-stream as the learning progresses.
Harlow’s 1987 survey of college-level I.I. foreign language programs
demonstrates that individualized instruction models do not solve all the
challenges inherent in establishing and managing language instruction programs.
The reader will recall that at that time 108 departments (14% of respondents)
had dropped their I.I. courses from the curriculum, whereas 111 departments
(15% of respondents) continued to offer I.I. language courses. Such will
presumably be the case among DoD command language programs. The TILP
model will not meet the needs of every unit that requires language training.
Indeed some of the challenges inherent in managing such a program have been
highlighted above. Nonetheless, the TILP pilot has shown some promising
results so far and has received positive feedback from its participants. It is my
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hope that this analysis will encourage further experimentation with open
architecture course design in a variety of language instruction contexts.
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Two Types of Vocabulary Knowledge
in L2 Listening Comprehension:
Visual and Auditory
SUNGHYUN SONG & SANG YOUNG JEONG
Asian School II, Undergraduate Education

Many researchers state that L2 vocabulary knowledge is a significant
contributor to L2 listening comprehension. Most research on the
relationship between L2 vocabulary knowledge and listening
comprehension has, however focused on visual vocabulary knowledge.
This study distinguished two types of learners’ vocabulary knowledge
(i.e., auditory vocabulary knowledge and visual vocabulary knowledge)
and investigated their relative contribution to L2 listening
comprehension. Ten (N=10) students at the Defense Language Institute
Foreign Language Center (DLIFLC) in the beginning stage of learning
Korean as a Foreign Language (KFL) participated in the study.
Correlational analyses indicate that L2 learners’ auditory vocabulary
knowledge has a significant positive correlation with L2 listening,
whereas learners’ visual vocabulary knowledge has a low/nonsignificant correlation with L2 listening. The results of this study have
pedagogical implications for teaching vocabulary in a foreign language
classroom.

Key words: auditory vocabulary knowledge; visual vocabulary knowledge; L2
listening comprehension

INTRODUCTION
Language learning is a complex process that involves the interplay of
various factors. Among the language skills in second (L2) or foreign language (FL)
learning, listening is considered a key component (Vandergrift & Baker, 2015). The
skill of listening is the fundamental foundation (Vandergrift, 2007), in that if a
person does not understand what is said in a language-mediated conversation,
communication cannot proceed. Listening, however, may be the most difficult skill
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for L2 learners to acquire (Bang & Hiver 2016) and little is known about the listener
characteristics that contribute to successful L2 listening comprehension
(Vandergrift & Baker 2015). Rost (2013) suggests that listening contributes more
to second language academic success than does reading.
In this respect, listening seems to be the most important language skill in
an everyday conversation or in an academic learning situation. Learners must
develop listening skills for L2 success. For this reason, many L2 teachers and
learners are interested in how to improve listening skills; L2 researchers have
studied the factors that may have a great effect on listening ability. Recently, some
researchers, drawing implications from studies on reading, have started to explore
the importance of vocabulary knowledge in listening; they have provided empirical
evidence that vocabulary knowledge is a strong indicator of, and a critical
contributor to listening comprehension.
There are many studies on the effects of vocabulary knowledge on L2
reading comprehension but fewer on its effect on L2 listening. There is a need to
fill the knowledge gap in this area. The limited research on the relationship between
vocabulary knowledge and listening prompts the current study, which focuses on
the listening rather than the reading ability with regards to vocabulary knowledge.
In most studies of the effect of vocabulary knowledge, the term vocabulary
knowledge was referred to as the knowledge of the words as an input in a written
form, excluding the knowledge of the words as an input in a spoken form. When
assessing learners’ vocabulary knowledge, most studies use a vocabulary levels test,
in which learners identify a stimulus word through reading and select the synonyms
or correct definitions. In contrast to previous studies, this study introduces two types
of vocabulary knowledge––visual vocabulary knowledge and auditory vocabulary
knowledge––these are newly coined terms for this study. By distinguishing the two
types of vocabulary knowledge, this study investigates each type’s relative
relationship to L2 listening comprehension.
Auditory vocabulary knowledge is defined as the learners’ knowledge of a
word when they hear the word, whereas the visual vocabulary knowledge refers to
the learners’ knowledge of a word when they see the word in written form. In other
words, some learners may know the meaning of a word when they see it but not
necessarily know it when they hear it. In this case, the learner can be said to have
visual vocabulary knowledge, but not auditory vocabulary knowledge of the word.
As will be explained in more details later in the paper, this study measures
1) the two types of vocabulary knowledge with written and listening tests, and 2)
listening comprehension with a listening recall protocol. After test scores are
collected, a correlational analysis is conducted between the two types of vocabulary
knowledge and listening comprehension test scores.

Dialog on Language Instruction 28(2), 2018

25

LITERATURE REVIEW
Vocabulary Knowledge and L2 Listening
Many L2 researchers, having investigated the importance of vocabulary
knowledge in L2 listening comprehension, find learners’ vocabulary knowledge
significantly correlated with their listening comprehension; thus concluding that
vocabulary knowledge has a strong predictive power for listening scores (Mecartty,
2000; Nation, 2006; Vandergrift, 2006; Kim, 2008; Staehr, 2008, 2009; Mehrpour
& Rahimi, 2010; van Zeeland & Schmitt, 2013; Wang, Z., 2014; Teng, 2014; Wen,
2014; Wang, S. 2015; Vandergrift & Baker, 2015; Teng, 2016; Wang & TreffersDaller, 2017; Cheng & Matthews, 2018).
Using 154 university students learning Spanish, Mecartty (2000)
researched the relative contribution of subjects’ vocabulary knowledge and
grammar knowledge to L2 listening and reading comprehension. Hierarchical
multiple regression analysis showed that vocabulary and grammatical knowledge
had a significant correlation with L2 reading. In a further analysis of their effect on
L2 listening, Mecartty (2000) found that grammatical knowledge was not an
important predictor. Only vocabulary knowledge was a significant predictor for
listening, explaining 14% of variance in listening comprehension.
Nation (2006) demonstrated that linguistic knowledge is a significant
factor in listening success. Vandergrift (2006) confirmed the importance of lexical
knowledge in listening skill in an investigation of how much L2 vocabulary
knowledge contributes to listening proficiency. Kim (2008) showed that vocabulary
knowledge accounted for 52% of variance in Korean language learners’ listening
ability.
Staehr (2008) investigated the relationship between the learners’
vocabulary size1 and their listening, reading, and writing skills in English as a
Foreign Language (EFL) with a sample of 88 EFL learners from lower secondary
education. The results showed that learners’ receptive2 vocabulary size was strongly
associated with reading and writing and moderately associated with listening.
Vocabulary size, however, explained a considerable portion of the variance in
learners’ listening scores.
Staehr (2009) conducted another correlational analysis of the listening test
scores and vocabulary knowledge of Danish learners of English. The depth3 and
breadth4 of vocabulary knowledge strongly correlated with listening
comprehension. Further analysis indicated that 51% of variance in listening was
explained by vocabulary knowledge and 49% by vocabulary size (breadth of
vocabulary knowledge). The depth of vocabulary knowledge (quality of knowledge
related to different aspects of a word and other words associated with it) accounted
for the remaining 2%.
Mehrpour and Rahimi (2010) investigated the impact of general and
specific vocabulary knowledge on reading and listening comprehension of 58
Iranian EFL learners. The students in the treatment group were given reading and
listening comprehension tests accompanied by a glossary of the difficult words and
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their meanings in the tests, whereas the students in the control group were not
provided with the glossary. The results showed that the students in the treatment
group significantly outperformed those in the control group, which suggests that
EFL learners’ vocabulary knowledge or their familiarity with the vocabulary
content impacted their listening comprehension scores. Van Zeeland & Schmitt
(2013) found that L2 lexical knowledge contributes to both L1 and L2 listening, but
L2 listeners’ vocabulary knowledge had a larger effect.
Some researchers (Wang, 2014; Wang, 2015; Teng, 2014; Teng, 2016)
investigated the effect of two dimensions (depth and breadth) of vocabulary
knowledge on EFL learners’ listening comprehension. They found that both the
depth and breadth of EFL learners’ vocabulary knowledge correlated significantly
with their listening comprehension. Further multiple regression analysis indicated
that the depth of vocabulary knowledge was a stronger indicator and predictor,
contributing more to listening comprehension scores than the breadth of vocabulary
knowledge. However, Wen’s (2014) study of the breadth and depth of vocabulary
knowledge produced different results: breadth contributed more than depth to the
EFL learners’ listening comprehension.
Wang and Treffers-Daller (2017) examined the contribution of general
language proficiency, vocabulary knowledge, and metacognitive awareness to
listening comprehension with 151 non-English major students at a university in
China. They examined how the degree of the variance in listening comprehension
was explained by the three variables mentioned above. The results indicated that
vocabulary size was the strongest predictor of listening comprehension, general
language proficiency the next strongest, and metacognitive awareness a less
important predictor.
Most recently, Cheng and Matthews (2018) investigated the relationship
between three measures of vocabulary knowledge (receptive/orthographic5,
productive6/orthographic, and productive/phonological7) and listening and reading
of 250 tertiary-level Chinese EFL learners. The study showed that productive/
phonological vocabulary knowledge had the strongest correlation with listening
(r=.71). In a further analysis, regression modeling revealed that 51% of the variance
was explained by productive/phonological vocabulary knowledge in listening
comprehension.
Without directly investigating the relationship between learners’
vocabulary knowledge and listening comprehension, Taylor and Geranpayeh
(2011) observed that language learners who lack vocabulary knowledge experience
major difficulties in listening. Kelly (1991) analyzed listening errors made by
advanced EFL learners and concluded that a lack of vocabulary knowledge was the
main obstacle to their successful listening comprehension. Kelly’s conclusion,
however, was questionable because 100 out of 148 listening errors were produced
by a single participant. In sum, although it is not conclusive that learners’
vocabulary knowledge is a decisive indicator for successful L2 listening, studies
have nonetheless shown that L2 learners would not be successful in listening if they
lack vocabulary knowledge.
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METHOD
Participants
All participants (n=10) in this study were U.S. military students learning
Korean as a Foreign Language (KFL) in a classroom setting at the Defense
Language Institute Foreign Language Center (DLIFLC) in Monterey, CA. None of
the students had learned Korean before coming to the DLIFLC. All began their
foreign language study at the same time in the Korean Basic Program, a
three-semester, 64-week long course. The age of students varied from late teens to
thirties, with six male and four female students; some had graduated from high
school and others had completed two or four years of college. When data were
collected for this study, students had completed 16 weeks of their Korean studies.
Instruments
L2 Visual Vocabulary Knowledge
To measure L2 visual vocabulary knowledge, the researchers first
removed seven key words from a listening passage in a listening comprehension
test. The researchers then listed the removed Korean words on a vocabulary test and
had the students write the meanings of the words in English, their native language.
L2 Auditory Vocabulary Knowledge
The same seven key words used for the aforementioned visual vocabulary
knowledge test were used in the auditory vocabulary knowledge test. Native Korean
speakers (one male and one female) recorded the words before the test. Unlike the
visual vocabulary knowledge test, a piece of blank paper was used for the auditory
vocabulary knowledge test. Numbers were used to indicate the order in which the
words were presented. The students listened to the recorded words, one by one, and
wrote the meaning of each word in English beside its corresponding number.
L2 Listening Comprehension
A listening recall protocol was used to measure students’ listening
comprehension. A 20-second listening passage, developed for this study, was
recorded in advance by native Korean speakers with one male and one female voice.
After listening to the passage twice, students wrote everything they heard on a piece
of blank paper.
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Procedure
The teaching team conducted a recall protocol session in the 5th class hour
(1:00-1:50 pm) two or three times a week, when students from two classes were
combined into a larger group. One of the recall protocol sessions was used for this
study. Three tests were conducted in the following order: 1) the auditory vocabulary
knowledge test, 2) the visual vocabulary knowledge test, and 3) the listening
comprehension (recall) test. The auditory knowledge test preceded the visual
knowledge test because the researchers wanted to ensure that students’ auditory
knowledge was not a result of first seeing the words in the visual knowledge test,
so auditory knowledge test scores were not affected by the visual knowledge test.
In the auditory vocabulary knowledge test, students were asked to write
their name and the testing date on a piece of blank paper. After being briefed on the
testing process, students listened to each of the seven Korean words twice at a
3-second interval and wrote the English meanings of the words. The answer sheets
were collected immediately after the test.
In the visual vocabulary knowledge test, students were given a list of seven
Korean words. They were instructed to write the English meanings of the words
next to the Korean words, and answer sheets were collected immediately after the
test.
In the listening comprehension test, students were given a recall protocol
sheet (a piece of blank paper) and a brief explanation of the recall protocol
procedure. The students were not allowed to take notes while listening. After
listening to the passage twice with a 5-second pause, they wrote down everything
they had heard in English. Before the test, students were instructed to write
meaningful sentences, not merely words or phrases. The protocol sheets were
collected immediately after the test.
Data Analysis
The two (visual and auditory) vocabulary knowledge tests were scored
based on the number of correct answers, whereas the recall protocols were graded
holistically based on how well students remembered the passage. The scores for the
three tests were entered into the statistical program SPSS. A correlational analysis
was conducted to study the relationship between learners’ visual vocabulary
knowledge and listening comprehension and between learners’ auditory vocabulary
knowledge and listening comprehension. The following two tests were performed
to verify the reliability of the listening comprehension scores.
Inter-rater Reliability
To determine the reliability of students’ listening comprehension scores,
the recall protocols were independently graded by two researchers who were native
Korean speakers, and the two scores underwent reliability analysis. The grading
was highly reliable between raters (R=0.899, significant at p<.01).
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Intra-rater Reliability
For intra-rater reliability, the listening recall protocols were graded twice
with a 7-day interval by each researcher. The two scores underwent reliability
analysis, demonstrating a high reliability within a rater (R=0.959, significant at
p<.01).
RESULTS
This study aimed to distinguish between visual and auditory vocabulary
knowledge and to investigate their relationship to listening comprehension as
measured by a listening recall test. As shown in Tables 1-4, the two types of
vocabulary knowledge have different correlations with listening comprehension:
auditory vocabulary knowledge has a significant positive correlation with listening
(R=.642, p<.05), whereas visual vocabulary knowledge has a low non-significant
correlation (R=.074). More than 41% of the variance in listening is accounted for
by auditory vocabulary knowledge, but less than 1% of the variance is explained by
the visual vocabulary knowledge.
Auditory Vocabulary Knowledge and L2 Listening Comprehension
The mean scores for L2 auditory vocabulary knowledge and listening
comprehension are 5.30 and 4.20, respectively (Table 1). The Pearson correlation
analysis shows a significant positive correlation between auditory vocabulary
knowledge and listening comprehension (Table 2). It is difficult to confirm that
auditory vocabulary knowledge has a causal effect on listening, but a significant
amount of listening variance is explained by auditory vocabulary knowledge (Rsquared=.41).
Table 1
Means and Standard Deviations of Auditory Vocabulary Knowledge and L2
Listening
Mean
Std. Deviation
N
Auditory Vocabulary
5.30
1.160
10
Knowledge
L2 Listening Comprehension
4.20
2.150
10
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Table 2
Relationship between Auditory Vocabulary Knowledge and L2 Listening
Auditory Vocab
L2 Listening
Knowledge
Comprehension
Pearson
1
.642
Auditory
Correlation
Vocabulary
Sig. (2-tailed)
.045*
Knowledge
N
10
10
Pearson
.642
1
Correlation
L2 Listening
.045*
Comprehension Sig. (2-tailed)
N
10
10
* P<.05
Visual Vocabulary Knowledge and L2 Listening Comprehension
The mean scores for L2 listening comprehension and visual vocabulary
knowledge were 4.20 and 6.40, respectively (Table 3). The Pearson correlation
analysis showed that there is no significant correlation between visual vocabulary
knowledge and L2 listening comprehension (Table 4). Less than 1% of the variance
in L2 listening comprehension was accounted for by visual vocabulary knowledge.
Table 3
Means and Standard Deviations of Visual Vocabulary Knowledge and L2 Listening
Mean
Std. Deviation
N
L2 Listening
4.20
2.150
10
Comprehension
Visual Vocabulary
6.40
.843
10
Knowledge
Table 4
Relationship between Visual Vocabulary Knowledge and L2 Listening
L2 Listening
Visual Vocab
Comprehension
Knowledge
Pearson
1
.074
Correlation
L2 Listening
Sig. (2-tailed)
.840*
Comprehension
N
10
10
Pearson
.074
1
Visual Vocabulary Correlation
Sig. (2-tailed)
.840*
Knowledge
N
10
10
*P<.05

Dialog on Language Instruction 28(2), 2018

31

DISCUSSION AND IMPLICATIONS
As mentioned in the literature review, Mecartty (2000) found that L2
learners’ linguistic (vocabulary) knowledge had a greater influence on their
listening comprehension than their syntactic (grammar) knowledge. The higher
percentage of variance in listening comprehension was explained by vocabulary
knowledge than by grammatical knowledge. Other L2 studies also indicate that
vocabulary knowledge has a high correlation with L2 listening and is a strong
contributor to, and a predictor of L2 listening comprehension.
Based on these findings, many second/foreign language teachers
emphasize the importance of vocabulary knowledge to students. Consequently,
students spend enormous time and effort in learning target language words, but then
only in improving their visual (rather than auditory) vocabulary knowledge.
As most researchers focus on the impact of visual vocabulary knowledge
on listening, this study asserts the necessity of differentiating between auditory and
visual vocabulary knowledge. The study finds that, for DLIFLC students at the
beginning stage (1st semester) of learning Korean as a foreign language, auditory
vocabulary knowledge plays a more important role in listening comprehension than
does visual vocabulary knowledge. More than 41 percent of the variance in L2
listening comprehension is accounted for by the learners’ auditory vocabulary
knowledge.
The findings have some implications for vocabulary learning and teaching
in relation to L2 listening comprehension as well. First, many students spend time
studying words, but the time and effort spent do not result in improvement in their
listening ability. Their study, limited to words in the written form, may not help
them recognize the words when they hear them. Teachers need to be aware of the
various ways information is received. That is to say, teachers need to see the
importance of auditory knowledge of words and help students pay attention to
developing and acquiring vocabulary knowledge through listening.
Similarly, L2 researchers, when studying the relationship between L2
vocabulary knowledge and listening, must also consider learners’ auditory
vocabulary knowledge. To gain a deeper and more comprehensive understanding
of learners’ vocabulary knowledge, we need to delve more deeply into the domain
of auditory knowledge by analyzing it from diverse angles. As scholars define
vocabulary knowledge differently, it is also necessary to blend various definitions
into an integrated and coherent framework, which will benefit future studies of
vocabulary knowledge.
CONCLUSION
There have been many studies on the effect of L2 learners’ vocabulary
knowledge on reading comprehension but few on listening comprehension until
2000 when Mecartty studied the effect of foreign language learners’ lexical and
grammatical knowledge on their reading and listening comprehension. Most L2
research uses a written test format, such as the vocabulary levels test (VLT), to
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measure learners’ vocabulary knowledge. The tests were used mainly to find
synonyms or antonyms. To address the neglect of auditory vocabulary knowledge,
this study proposes that there are two types of vocabulary knowledge, visual and
auditory, and that these types should be assessed differently. More specifically, this
study measured visual vocabulary knowledge by having students examine the
written form of the words and auditory vocabulary knowledge by having students
listen to the sound of the words. L2 listening comprehension was measured using
the listening recall protocol method.
As we have seen in this study, the effect of visual vocabulary knowledge
on L2 listening is relatively small when compared to auditory vocabulary
knowledge. This study is significant in that it introduces the concept of, and proves
the effect of learner’s auditory vocabulary knowledge, which has not been studied
in other research but seems to be a very important factor in L2 listening. By
providing a new viewpoint on L2 vocabulary knowledge, this study has valuable
implications for teaching and learning, as L2 learners must pay more attention to
auditory vocabulary knowledge in order to improve their listening skills.
Despite its valuable findings, this study has some limitations. As the
sample size is small, the results cannot be generalized and the significance of the
findings should be interpreted with caution. It is obvious that more research of
auditory vocabulary knowledge is needed. With a larger sample and L2 learners at
different (i.e., early, mid, later) stages of learning, more meaningful results may be
obtained about the effect of auditory vocabulary knowledge on listening
comprehension. Extending the target language of the study to other languages may
provide more diverse and interesting results.

NOTES
1.
2.
3.
4.
5.

6.
7.

Vocabulary size refers to the number of words known.
Receptive vocabulary knowledge refers to the ability to recall and recognize
multiple aspects of word knowledge in reading and listening.
The depth of vocabulary knowledge refers to the level of understanding of the
various aspects of a given word.
The breadth of vocabulary knowledge is equivalent to vocabulary size.
Orthographic vocabulary knowledge entails knowing the general alphabetic
regularities of the writing system, including grapheme-phoneme
correspondence and morpheme spelling patterns. In addition, it includes
knowing the conventional spellings of individual words.
Productive vocabulary knowledge refers to one’s ability to use multiple aspects
of word knowledge in writing and speaking.
Phonological knowledge/awareness is a broad skill that includes identifying
and manipulating units of oral language, such as words, syllables, onsets and
rhymes.

Dialog on Language Instruction 28(2), 2018

33

REFERENCES
Bang, S., & Hiver, P. (2016). Investigating the structural relationships of cognitive
and affective domains for L2 listening. Asian-Pacific Journal of Second
and Foreign Language Education, 1(1), 1-19.
Cheng, J., & Matthews, J. (2018). The relationship between three measures of L2
vocabulary knowledge an L2 listening and reading. Language Testing,
35(1), 3-25.
Kelly, P. (1991). Lexical ignorance: The main obstacles to listening comprehension
with advanced foreign language learners. IRAL, 29(2), 135-149.
Kim, Y. (2008). The roles of breadth and depth of vocabulary knowledge in
listening comprehension. English Language Teaching, 20, 143-165.
Mecartty, F. (2000). Lexical and grammatical knowledge in reading and listening
comprehension by foreign language learners of Spanish. Applied
Language Learning, 11, 323-348.
Mehrpour, S., & Rahimi, M. (2010). The impact of general and specific vocabulary
knowledge on reading and listening comprehension: A case of Iranian EFL
learners. System: An International Journal of Educational Technology and
Applied Linguistics, 38(2), 292-300.
Nation, I. S. P. (2006). How large a vocabulary is needed for reading and listening?
The Canadian Modern Language Review, 63(1), 59-82.
Rost, M. (2013). Teaching and researching listening (2nd Ed.). New York, NY:
Routledge.
Staehr, L. S. (2008). Vocabulary size and the skills of listening, reading and writing.
Language Learning Journal, 36(2), 139-152.
Staehr, L. S. (2009). Vocabulary knowledge and advanced listening comprehension
in English as a foreign language. Studies in Second Language Acquisition,
31, 577-607.
Taylor, L, & Geranpayeh, A. (2011). Assessing listening for academic purposes:
Defining and operationalizing the test construct. Journal of English for
Academic Purposes, 10, 89-101.
Teng, F. (2014). Assessing the depth and breadth of vocabulary knowledge with
listening comprehension. PASAA: Journal of Language Teaching and
Learning in Thailand, 48, 29-56.
Teng, F. (2016). An in-depth investigation into the relationship between vocabulary
knowledge and academic listening comprehension. TESL-EJ, 20(2), 1-17.
van Zeeland, H., & Schmitt, N. (2012). Lexical coverage in L1 and L2 listening
comprehension: The same or different from reading comprehension?
Applied Linguistics, 34(4), 457-479.
Vandergrift, L. (2006). Second language listening: Listening ability or language
proficiency? The Modern Language Journal, 90, 6-18.
Vandergrift, L. (2007). Recent developments in second and foreign language
listening comprehension research. Language Teaching, 40(3), 191-210.

34

Song & Jeong

Vandergrift, L., & Baker, S. (2015). Learner variables in second language listening
comprehension: An exploratory path analysis. Language Learning, 65(2),
390-416.
Wang, S. (2015). An empirical study on the role of vocabulary knowledge in EFL
listening comprehension. Theory and Practice in Language Studies, 5(5),
989-995.
Wang, Y., & Treffers-Daller, J. (2017). Explaining listening comprehension among
L2 learners of English: The contribution of general language proficiency,
vocabulary knowledge and metacognitive awareness. System, 65, 139-150.
Wang, Z. (2014). A correlation analysis on the depth and breadth of ESL learners’
vocabulary knowledge and their overall linguistic competence. Theory and
Practice in Language Studies, 4(12), 2460-2465.
Wen, W. (2014). Assessing the roles of breadth and depth of vocabulary knowledge
in Chinese EFL leaners’ listening comprehension. Chinese Journal of
Applied Linguistics, 37(3), 358-372.

THEME
SECTION

REACHING HIGHER LEVELS:
HOW WE DO IT

Applying Principles of Adult Learning to
Advance Foreign Language Skills
AKSANA MATHER
Elmendorf LTD, Extension Programs, Continuing Education

A critical part of instructors’ daily work is employing teaching practices
that advance foreign language proficiency. Teaching adults is challenging as it
requires ensuring relevance of learning and tailoring instruction to the diverse needs
of mature individuals. This paper will share practices that instructors at the
Elmendorf Language Training Detachment (LTD) have found useful.
ADDRESSING THE NEEDS OF ADULT LEARNERS
One of the most conspicuous theories of adult learning is Knowles’ theory
of andragogy, which posits the notion that adults learn differently from children
(Knowles, Holton, & Swanson, 2015). Andragogical principles describe adult
learners as individuals with a developed self-concept who are mostly self-directed
in their studies. Adults are aware of who they are and know what, how, and why
they need to learn something. Moreover, according to Knowles et al. (2015), as they
mature, people become more internally motivated, ready to learn, and anticipate
immediate practical applications of their learning. Also, adults rely on personal
experiences during studies and learn better when they know how to apply new skills
in practice. Consideration of adult learning principles can be beneficial for ensuring
teaching practices that promote student success.
Recent academic publications demonstrate attention to teaching strategies
that focus on adult learners’ needs. Lindeman (2013), Merriam, Caffarella, and
Baumgartner (2012), and Wlodkowski (2008) emphasize that adult learners
generally prefer teaching styles that address problem-solving and decision-making.
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Vella (2016) notes that adults learn best through dialogue and with an instructor
who understands cultural and personal differences.
Some scholars argue that instructional approaches grounded in andragogy
may promote learner success. Honcharova-Ilina (2017), MacKenzie (2015), and
Pawlak (2016) state that adult learners are persistent, motivated, and self-directed
in their learning, which may contribute to successful foreign language acquisition.
Therefore, it is critical to apply adult learning principles to foreign language
learning and teaching.
ADULT LEARNING PRINCIPLES IN PRACTICE
Faculty in the Elmendorf LTD utilizes a variety of strategies to address the
needs of adult learners in language enhancement courses. For example, application
of adult learning principles to advance foreign language skills may start with a
concept that learners need to know why and what they study, as well as how learning
content and instruction may enable them to reach educational goals and objectives.
During professional discussions, LTD instructors have observed that
attention to adult learning principles increases students’ engagement in classroom
activities, a contributing factor to student success. End of course evaluations and
sensing sessions also demonstrate student support for strategies implemented at the
LTD.
One strategy that LTD faculty members find effective is to provide
enrolled students with orientation documents including, but not limited to, the
following: the language course overview; rules; objectives; rubrics for learning
assignments and assessments; forms for individual midpoint and final feedback
sessions with instructors; the individual learning plan form; and a copy of the
Interagency Language Roundtable (ILR) proficiency levels.
Another strategy uses supporting documents to address specific learner
concerns during the course. For example, the instructor and students may use
learning assignments as references for learning progress and assessment. When
learning tasks are clearly outlined, students gain confidence and a sense of success
when they complete the tasks.
Bringing student attention to the course overview and objectives helps
eliminate the gap between student anticipation and what the course offers. For
example, if in the end of course feedback students mention that they expected more
grammar or speaking lessons, this shows that the course objectives are not clearly
understood or individual learning objectives are not met. We should not wait until
the end of the course to find out what students expect from learning, from the
course, or from the instructors. Open and ongoing communication between
instructors and students helps to consolidate the efforts for advancing learners’
language proficiency.
As practice shows, simply including forms in the enrollment package is
insufficient because, without seeing the benefits, students are reluctant to use them.
Efforts are made to show the relevance of the information to their learning. A copy
of the Interagency Language Roundtable (ILR) proficiency level descriptions, with
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highlighted skills related to students’ current levels and target levels, may be
beneficial for addressing adult learners’ need to know where they are and where
they are going. On the first day of class, students at ILR levels 2+ and above are
given a task to discuss, write, and present their learning objectives in the target
language in small groups. These learning objectives are used by instructors
throughout the course to facilitate student reflection and self-assessment of the
learning process. Setting achievable yet challenging goals and objectives helps
learners not only project the final results of their learning but also understand how
the combination of learning content and course activities leads to knowledge and
skills acquisition.
MAKING LEARNING RELEVANT AND ENGAGING
Regular reflection and feedback are necessary for adult learners to know
why, what, and how they are studying, while allowing them to assess whether the
lesson content and activities are effective for them to achieve the desired objectives.
Instructors can facilitate student reflection and feedback at the end of a session, a
lesson, a thematic unit, or the completion of a significant learning task. Using the
target language, students reflect on and evaluate the learning process and progress,
making suggestions on how to improve individual learning, the learning content and
activities, teachers’ roles, and peer involvement. For example, at the end of a lesson,
the instructor may ask students to reflect by providing verbal feedback with
questions (in the target language): What is your overall perception of the lesson (or
the task)? What was most useful? What was least useful? What could have been
done differently to promote your learning? Name one idea that you learned and will
take with you from this lesson. The content of the prompts can be altered to fit
student language levels and the educational setting. Reflection and feedback not
only allow adult learners to analyze and summarize learning, but also provide useful
information for the instructor to tailor lessons to student needs. Moreover,
opportunity for feedback promotes student involvement in adjusting the educational
process, thus increasing individual accountability in classroom planning and
decision-making.
To facilitate systematic learners’ reflection and feedback and foster
communication between instructors and students about classroom practices, a new
format of feedback has been implemented. Several months ago, the LTD faculty
developed a learner-instructor feedback form. It allows the instructor to conduct
one-on-one conversation with student at the midpoint and the end of the course. The
document includes rubrics for the instructor and student to assess student learning.
These include four attributes: attitude and engagement, linguistic performance,
class participation, and class/homework assignments, all of which are evaluated
based on criteria at four levels–– exceeding, meeting, approaching, and not meeting
expectations. During the interview, the instructor asks the student to assess his or
her own learning, based on the rubrics. At the midpoint, students’ critical reflection
using these specific criteria gives instructors essential information about student
classroom experiences, which allows them to tailor future lessons to student needs.
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When instructors assess and provide feedback about student learning, students may
adjust study habits and styles for better performance. The form may be modified to
fit the needs of particular instructors and students. The purpose of individual
instructor-student conversation is to facilitate reflection and elicit feedback for
identifying the gaps in learning. Once the challenges are known, the instructor may
schedule another meeting to help the student develop an individual learning plan or
provide additional assistance, such as referring the student to the most appropriate
resources, assigning a mentor, or arranging individual consultations with academic
advisors.
Foreign language is a perishable skill; as such, raising awareness of the
necessity of language maintenance not only promotes language learning, but also
reinforces independent and self-directed learning. The LTD instructors regularly
involve students in the decision-making of class content and activities. Based on
classroom observations and data gathered from sensing sessions, instructors noted
that student engagement in planning, implementing, and evaluating their own
learning promote the development of skills critical for independent and self-directed
learning.
Through engagement in their own learning, students realize that the
acquired language skills are not only critical for military linguists but beneficial in
daily life. Instructors have noticed that students prefer activities related to real-life
tasks, such as writing a resume, composing a public service announcement, or
creating an advertisement to sell a product or an idea. Students are also engaged in
solving conflicts, creating a motivational or persuasive speech, dealing with
children or co-workers, preparing a report for a supervisor, and developing workrelated proposals. The LTD instructors who regularly facilitate students’ reflective
feedback have found that student engagement increases when they see a correlation
between acquired knowledge and real world tasks.
CONCLUSION
Tailoring pedagogy to adult learner classrooms remains at the center of
professional discussions at the LTD. Focusing adult students’ needs in lesson
planning is critical for providing a conducive learning environment. Instructors’
considerations of core andragogical principles may provide additional venues for
promoting student foreign language proficiency. Reflecting on best teaching
practices and identifying effective instructional approaches are ongoing processes.
Implementing adult teaching principles grounded in the theory expands instructors’
expertise and allows them to tailor teaching practices to effective learning.
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Implementing a Self-directed Research
Project in Foreign Language Education
JAE SUN LEE & DAESUNG LEE
Hawaii LTD, Extension Programs, Continuing Education

INTRODUCTION
Project work in foreign language education generally denotes a short- or
long-term activity involving various tasks such as research, analysis, and reporting
data in an oral presentation or through individual or cooperative writing (Beckett,
2002). A project has learner-centered, content-based, and task-based authenticity–
–communicating in the target language in authentic tasks, which is a key contributor
to second language acquisition. Although the project presented in this paper has
some elements of the above, it is not about project-based instruction, which
typically involves real-world scenarios and teamwork. Rather, it presents a studentdirected research project (henceforth, “the project”), in a second language (L2)
course focusing on area studies. The project has been implemented in various postbasic courses in the Directorate of Continuing Education (CE) at the Defense
Language Institute Foreign Language Center (DLIFLC). The project consists of
three parts: 1) individual research of a social issue related to the target region; 2) a
formal oral presentation in class in which the student presents research findings and
compares aspects of the issue with those in the student’s native society; and 3) a
formal written assignment about the same social issue that encompasses further
research. In addition to describing the project, the paper reports student feedback to
the project, which demonstrates its positive aspects. The paper concludes with a
discussion of the project’s implications.
IMPLEMENTING THE PROJECT
This project provided L2 students the opportunity to gain knowledge of
the target society and to produce comprehensible output. Comprehensible output
derives from the output hypothesis––students acquire productive skills when
encouraged to express meaning just beyond their current level of competence
(Hadley, 2001). In project work, students can develop L2 skills while
communicating authentically with fellow students, teachers, or native speakers
(Beckett, 2002). When a student discusses a project plan with a teacher, leads class
activities, researches information, or writes an essay, not for listening, reading,
speaking, and writing practice, he or she does so for authentic purposes of obtaining
information or expressing opinions (Stoller, 2006).
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The Korean Basic Enhancement Course, part of the continuing education
program at the Language Training Detachment (LTD)-Hawaii, helps students at
Level 2 (limited working proficiency in the Interagency Language Roundtable
[ILR] scale) to achieve higher level (2+ and beyond) in reading, listening, writing,
and speaking. It is a six-week hybrid course, consisting of four hours each of
classwork and homework. It is content-based and covers the final learning objective
(FLO) topics of geography, environment, science, culture, society, economy,
politics, and military. Instructors serve as advisors while students work individually.
The target language is spoken throughout.
The integration of the project into the Korean language course was as
follows:
Day 1. The teaching team introduced the project’s timelines, purposes,
content requirements, and evaluation rubrics.
Week 1. Teachers met students in one-on-one sessions to discuss the
project in detail. During these sessions, students chose research projects based on
individual needs and interests.
Week 2. Students began research of chosen topics using sources such as
YouTube and target-language search engines. They submitted at least three texts
about the topics, met with advisors to discuss them, and selected one text from the
three.
Week 3. Students submitted a list of core vocabulary and grammar
patterns of the text for class activities.
Week 4. Students submitted class activities, including at least three lowerorder thinking (LOT) skills questions for comprehension of the material and three
higher-order thinking (HOT) skills questions for critical thinking in accordance
with Bloom’s Taxonomy (the teaching team had previously provided explanations
and sample questions for LOT and HOT skills).
Week 4. Students created PowerPoint slides. This material featured core
vocabulary, related grammar patterns, and class activities. On the last day of Week
4, students gave a formal oral presentation, after which fellow students discussed
the social issues presented and provided feedback.
Week 5. After the presentation, based on feedback from classmates and
teachers, students researched the same topic and prepared a writing assignment. On
the first day of Week 5, students submitted and discussed outlines with the advisor.
Week 5. At the end of Week 5, students submitted the first draft of the
writing assignment consisting of an introduction, main body of text, and conclusion,
with a core vocabulary glossary and reference list. The advisor gave feedback to the
first draft.
Week 6. After at least one revision students submitted the final writing
assignment.
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STUDENT FEEDBACK
At the end of the two iterations of the project, the teaching team sought
student feedback to evaluate its effectiveness. They elicited student opinion via
open-ended survey questions. Eight of thirteen students responded to the following.
1. What did you learn the most from the project?
2. What was the most helpful aspect of the project in terms of learning
the Korean language?
3. What would you like to change in the format/content/procedure of the
project?
4. Is there anything else you would like to mention about the
presentation?
All responded positively. Regarding what they learned most through the
project, six students identified knowledge of the target society. This was an
important aspect of the project, as having the background knowledge of the target
society was critical for military missions. One student elaborated on the benefit of
having the background knowledge:
The content knowledge is very useful. With that background knowledge,
you can usually accurately guess what something means even if there is a
lot of unfamiliar vocabulary. … I also notice that when I search for news
on topics we have gone over in class I can skim an article in about two
minutes and get the general idea without resorting to a dictionary.
(Anonymous student feedback, June 24, 2015)
Students appreciated opportunities to gain not only general knowledge of
the target society, but also in-depth understanding via native speaker perspectives.
As one student stated, “The presentation gave me an opportunity to learn more
about the Korean culture and their societal way of thinking” (anonymous student
feedback, June 25, 2015). The process of comparing similar issues in the target
society with the students’ native society helped increase their intercultural
competence.
Additionally, this project improved students’ self-confidence in using the
target language as they reflected on their progress demonstrated by the final
learning products (Stoller, 2006). As one student pointed out, “This is the first class
where I’ve felt that each student was comfortable presenting the topic. I think it's
because most of the students were prepared and felt confident in their presentation
skills” (anonymous student feedback, June 24, 2015).
In terms of improving target language skills, all students responded
positively, reflecting on the gains in vocabulary and word choices, grammar,
listening, speaking, and writing skills from the projects. Furthermore, two students
mentioned that target-language discussions they had with the teachers enhanced
their sociolinguistic competence. They found teacher feedback one of the most
helpful aspects of the project. The weekly feedback from teachers and discussions
with fellow students and teachers throughout the project pushed them to
meaningful, authentic communication in the target language.
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Two students also mentioned that the project demanded critical thinking.
One remarked that the process of devising questions for class activities was very
useful in enhancing his critical thinking skills. Another commented how he
appreciated the opportunity that the project allowed him to think out of the box.
Astleitner (2002) states that critical thinking, a higher-order thinking skill consisting
mainly of analytic and logical reasoning, is highly correlated with student
achievement. The task of evaluating and selecting information demands that
students employ analytical skills critical to professional linguists(Coalition of
Distinguished Language Centers, 2015).
IMPLICATIONS
Based on student feedback, we have found that what worked best in the
project was having students acquire knowledge of the target regions through their
own research, presentation, and writing in a learner-centered environment. In
implementing the project, it is important to allow students to choose their own topic
and content, and to focus on improving certain language skills based on individual
needs and interests in consultation with the advisors. Allowing students to research,
present, and lead class activities fosters an effective learner-centered approach.
Additionally, when learners become researchers, it creates the highest level of
autonomous learning (Chitashvili, 2007).
Key elements in the project’s success also include clear guidelines and
advisors’ feedback. As one student wrote, “the guidelines in place were helpful.
Being assigned a teacher to work with directly was most important to my success”
(Anonymous student feedback, September 4, 2015). Teachers’ feedback to student
work increased the authenticity of the project, as the communication in the target
language simulated real-life communication.
Regarding areas for improvement, the project designated one day for all
students to give presentations. It might be unrealistic to expect students to learn
many different topics, plus related vocabulary and grammar points in one day. An
alternative is to spread the student presentations throughout the course. As for
assessment of the project, it may be improved by encouraging more student
participation. The presentations were evaluated by the teaching team based on
organization, content, subject knowledge, grammar, vocabulary, and use of the
target language. Teachers and students also provided immediate verbal feedback
following the presentations. If written peer evaluation is implemented, student
participation in the assessment may increase.
Despite the few areas that need improvement, the self-directed research
project may help improve L2 learners’ sociocultural, intercultural, and
sociolinguistic competence. The project enabled learners to manage and make
decisions for their learning, use critical thinking skills, and practice various
language skills, all of which may help them to reach higher language proficiency.
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Inquiry-based Learning:
Promoting Autonomy and Critical Thinking
Skills in Language Learning
JISOOK C. KIM
Hawaii LTD, Extension Programs, Continuing Education

As educators, we constantly ask ourselves what we must do to support
students in cultivating lifelong learning habits. One possible answer is to use an
instructional technique popular in the science and math disciplines: inquiry-based
learning, or IBL. IBL gives students an opportunity to ask questions, investigate,
select materials, and analyze information to draw conclusions. This involves the
application of several problem-solving skills used in science and math curricula
(Pedaste & Sarapuu, 2006). IBL uses questions, interests, and curiosities to discover
meaning and relevance in information through a series of steps leading to a better
understanding of the content knowledge and the learning process. Recent
technological developments have proven that web-guided, inquiry-based learning
can improve inquiry skills such as identifying problems, formulating questions and
hypotheses, planning and carrying out experiments, collecting and analyzing data,
presenting research results, and constructing knowledge (Mäeots, Pedaste, &
Sarapuu, 2008).
The Korean Program at the Language Training Detachments in Hawaii
(LTD-Hawaii) offers a directed study course to customize post-basic education.
Under the guidance of an instructor, this two- or four-week course allows
individuals or small groups (two or three students) to develop language skills or
knowledge according to need. By incorporating IBL into the course, students take
the lead role––architecting the learning paths and thinking creatively to get new
perspectives on learning.
IBL is organized into inquiry phases that form an inquiry cycle. Scholarly
literature describes a variety of inquiry phases and cycles based on the approach
desired¾inductive or deductive reasoning. This paper will introduce Bruce and
Davidson’s (1996) inquiry phases and cycle and its application in the post-basic
Korean course.
INQUIRY-BASED LEARNING: THE CYCLE AND BENEFITS
IBL is a research-based strategy that encourages students to explore
content issues by posing, investigating, and answering questions (Collins &
Stevens, 1983; Collins, 1987).
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The Cycle of Inquiry
A key idea of IBL is that inquiry phases form a cycle of inquiry, meaning
that a learner solves a real-world problem by asking, investigating, creating,
discussing, and reflecting (Bruce & Davidson, 1996). IBL learning starts with an
orientation and an open-ended question, given by a teacher, students, or both. The
teacher then encourages students to discuss the questions and search for answers.
Students gather resources, conduct research, synthesize information, and share
findings. In the final stage, students have an opportunity to reflect on learning.
Throughout the process, students get new perspectives of the content issues and
build on their knowledge. IBL is not merely a model for learning, but an attitude
toward solving problems––searching for realistic and strategic solutions.
Figure 1 shows the phases in a cycle of inquiry-based learning: (1) Ask;
(2) Investigate; (3) Create; (4) Discuss; and (5) Reflect (Bruce & Davidson, 1996).
During the Ask phase, students compose questions about concepts, content, cultural
aspects, linguistic aspects, and so on. In the Investigate phase, they investigate and
gather information related to the questions, with help from the teacher, peers, and
technology. With the Create phase, students give a presentation or write a paper by
analyzing, connecting, organizing, categorizing, and combining newly acquired and
existing knowledge. During the Discuss phase, students share and discuss the
findings and their implications. Finally, in the Reflect phase, students consider what
has been learned. In this phase, the students are encouraged to relate what they have
learned to their initial inquiry and retrace the learning process that leads to the
conclusion.

ask

Reflect

Investigate

Discuss

Create

Figure 1
Cycle of Inquiry
(Reprinted from Bruce & Davidson, 2002, p. 710)
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Benefits of IBL
Although IBL is primarily applied to science and math education, its
concepts and question-and-answer mechanism are suitable for second language
(L2) classrooms. In L2 teaching and learning, it is beneficial for acquiring
vocabulary, explaining grammatical structures, negotiating for meaning, and
discovering essential cultural information (Lee, 2014). In a foreign-language
classroom, IBL allows learners to discover, reflect, and create, and encourages
cognitive and metacognitive skills that lead to self-regulated learners and lifelong
learners (Rejeki, 2017). Ajit, Ramesh, and Arun (2016) note that IBL provides
greater opportunity for students to develop communication, collaboration, and
interrogation skills via research. Given the opportunity to develop and explore
questions and solutions, students may improve content and language knowledge,
skills in problem solving, writing, retention, and independent and autonomous
learning.
The Teacher’s Role
In IBL, a teacher’s role includes questioning, cueing, prompting, coaching,
modeling ideal performance, mentoring, and discussing (McLeod, 2012). The
teacher presents the problems to stimulate thought-provoking questions from the
students and involve them in comparing and analyzing problems and problemsolving techniques.
In the IBL learning environment, the teacher helps students build skills in
posing questions, particularly open-ended ones to elicit complex answers.
Questions stimulate students’ curiosity, initiate deeper learning of the subject
matter, nurture the desire to investigate and research to acquire knowledge, and
foster the habit of lifelong learning. A good open-ended question leads to more
questions, which is the goal of IBL. Prompts may include the following:
What are the pros and cons of...?
How would you handle...?
What if...?
What are the alternatives to...?
Appropriate scaffolding and advice may result in greater success and satisfaction in
learning.
APPLICATION OF THE IBL IN THE POST-BASIC CLASSROOM
To illustrate the learning stages of IBL, an example from a four-week
Korean Advanced Directed Study course is provided. The course is delivered in a
blended format that includes four hours of in-class instruction and four hours of outof-class assignments with Blackboard Discussion Board postings.
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Students’ Needs and Learning Contracts
The course had two non-native students, who achieved 3/3 and 3+/3 in
reading and listening on the Defense Language Proficiency Test (DLPT). Both
wanted to study Korean history and literature during the four-week course. With
instructional guidance, students endorsed a learning contract, which specified the
learning goals, course objectives, and assessment plan (see the sample below).
Sample Learning Contract
Goals
Improve students’
• critical thinking skills;
• understanding of the history of the target regions and its implications;
and
• understanding of implied/implicit meaning in written texts.
Course Objectives
• Synthesize information, messages, implications, and significance
identified in texts;
• Develop opinions and criticisms;
• Analyze aural and written texts and evaluate contextual and implied
meaning of texts for relevance to the FLOs (Final Learning Objectives)
topical areas, including history and literature; and
• Engage in meaningful discourse, using critical thinking skills.
Assessment Plan
• Write a weekly critique; and
• Present/teach research findings.
Course Materials
• Online resources;
• Movies; and
• Works of literature.
Phase 1: Ask
On the first day of class, the teacher checked students’ prior knowledge of
the Japanese Colonial Period in Korea, using video, photos, and open-ended
questions. As the first day of the course was the National Liberation Day of Korea,
the topic was relevant, stimulating students’ interest and curiosity. After students
shared what they knew about the topic, the teacher presented editorials about what
had happened in that historical period and critiques of pro-Japanese collaborators.
The class studied and discussed the writers’ attitudes and intentions by reading
between the lines. At the end of the class, the teacher asked students what they
wanted to investigate further.
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Students composed two questions for further research, which were
assigned as homework in preparation for the next class.
1.

일제의 통지 방식은 어떠했습니까? 각 시기에 어떠한 저항운동이 있었고,
그리고 그것의 의미는 무엇이었습니까?
[Research on the 1st, 2nd, and 3rd Japanese Colonial Period. What were the
characteristics of each period and the meaning of Korean resistance?]

2.

일제의 식민지가 된 배경은 무엇입니까? 식민지가 되지 않았더라면
지금의 대한민국은 어떤 모습이겠습니까?, 그리고 그러한 일이 발생하지
않도록 어떻게 해야할 것 같습니까?
[Analyze the circumstances and reasons why Korea was colonized by Japan.
Write down your idea on how things might have been different if Japan had not
occupied Korea. In what ways can we prevent this from happening again?]

Phase 2: Investigate
As a homework assignment, students conducted research to find answers
to the two questions. They gathered information on the topic from various sources
and found primary concepts and principles necessary to answer the questions, and
posted summary, critique, and views/assumptions of the topic on the Blackboard.
Students were required to read, comment, and respond to their classmates’ posts
before the next class. During the process, the teacher advised, guided, and
encouraged students to work on the questions, while monitoring their understanding
of the content and culture. The followings are examples of the feedback provided
by the teacher to a student’s post, pushing the student to do further research.
1.

일제가 통치 방식을 바꾸지 않았더라면 어떻게 되었을까요?
[What might have happened if Japan hadn’t changed their colonial style?]

2.

그 시대 우리 국민들은 각 시기에 어떻게 저항을 했습니까? 어떠한 항일
독립운동들이 있었습니까?
[How did Koreans resist Japanese control? Was there a significant
independence movement?]

3.

그 시대 일제가 주장하는 한일합방의 정당성에 대해 어떻게
생각하십니까?
[What is your opinion of the Japanese justification for the annexation of
Korea?]

Phases 3 & 4: Create and Discuss
Students collected detailed information and created PowerPoint slides for
the presentation, which featured a presentation that included important concepts,
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background information, summary of information, people’s opinions, the
presenter’s views, class discussion questions, and references.
Students were able to present, elaborate, and defend their views. They also
generated complex questions and challenged classmates’ stances. Examples of the
class discussion questions were as follows:
1.

한국과 일본은 현재 어떤 관계인가요?
그리고 앞으로 어떻게
전개될까요?
[What is the state of relations between Japan and South Korea? How might
these relations manifest themselves in the future?)

2.

일본 수상의 신사참배는 왜 문제가 됩니까 ?
[Why was the shrine visit so controversial?]

Phase 5: Reflect
Following discussion, the teacher and students reflected on the learning
and teaching experiences and elicited peer feedback. The following were the
prompts for the peer feedback and self-reflection:
1.
2.
3.
4.
5.

I like what you did with your presentation/teaching because…
Have you considered looking at… from… perspective?
When you said…did you mean…?
You might want to include…. because….
Perhaps you can expand this in… to further address….

Students reflected on the content that they had learned, the premise of what
they had thought before, the learning process and received peer- and teacherfeedback. The feedback and reflection encouraged the development of
metacognitive skills, as students self-evaluated what they knew, what they needed
to know, and how they would increase understanding.
At the end of the class, a student asked, “Why are South Korea and North
Korea two separate nations, and how did the divide occur?” This became the topic
of next day’s class––Separation of South and North Korea.
Students and teacher chose the new study topics every day after a topic
had been studied. The new topics were based on the previous topics or on students’
interests. For each research topic, students and the teacher formed the research
questions together. The class schedule was updated regularly throughout the course.
During the four weeks of the course, increased/enhanced students’ participation and
interaction were observed––they initiated discussions, discussed selected topics in
depth, and used critical thinking skills during research.
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CONCLUSION
Inquiry-based learning is a strategy used to engage students in rich and
diverse learning experiences and to trigger pertinent questions. In language
education, while analyzing and discovering information that leads to problem
solving or reflecting on the learning process, students develop culturally appropriate
language abilities. By creating an engaging learning environment and providing
scaffolding to learning, teachers help students develop independent learning skills
and the confidence in, and passion for, their own learning.
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REVIEWS

Major Research Issues in SLA. Edited by Michael H. Long.
(2016). Leiden, the Netherlands: Koninklijke Brill NV. Pp. 86.
Reviewed by JIAYING HOWARD
Academic Journals, Academic Support
Major Research Issues in SLA, the inaugural volume of Brill’s Research
Perspectives in Multilingualism and Second Language Acquisition (RPMS), is
edited by Michael H. Long of University of Maryland. Its intended readers are
graduate students, researchers, and professionals in second language acquisition
(SLA) and other SLA-related disciplines. In their examination of SLA, the writers
of this book “review work on a selection of these [SLA] issues and note
implications of some of the work for language teaching, educational language
planning, human migration, and other important matters of social concern” (p.1).
The book consists of two major parts. Part One, contributed by Gisele Granena of
the Universitat Obiert de Catalunya (Spain), surveys research of age differences,
maturational constraints, and implicit and explicit L2 learning. Part Two, written
by Yucel Yilmaz of Indiana University, examines the linguistic environment, with
a concentration on interaction and negative feedback (NF).
The book starts with an introduction by Long, which is an overview of
the research issues in SLA and its research progression over the last 50 years. SLA
research has focused on three main areas: (1) the language(s); (2) the learner; and
(3) the environment (linguistic and social). For more than 50 years, empirical
research findings have contributed to our understanding of various constructs in
SLA, but many major research issues remain the same; among these are following:
cross-linguistic influence; processes and sequence in interlanguage development
(e.g., variation, stabilization, fossilization); language processing; domain-specific
and domain-general learning mechanisms; incidental and intentional learning;
implicit and explicit knowledge; age differences and maturational constraints;
individual differences in cognitive and affect variables; the role of linguistic
environment to include opportunities for input, interaction, and output; and sociolinguistic context.
Long contends that the early research, influenced by neo-behaviorist
learning theory and structural linguistics, viewed L2 acquisition as “a process of
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replacement of L1 by L2 habits” (p. 3). Earlier work often compared the
differences between L1 and L2. Empirical studies in the 1970s extended from
analyzing surface phenomena to typological differences of languages, searching
for “the roles of markedness and universals in determining what is and is not
transferred” (p.3). L1 was gradually perceived not as a source of interference but
a way of transfer to L2; that is, the transfer is both positive and negative. Learner’s
mediating role between L1 and L2 continues to be the focus of current research.
A major area of this research is cross-linguistic influences (CLI; Kellerman &
Sharwood-Smith, 1986), which includes topics of interference, transfer,
borrowing of L1 and L2, L1 attrition, L2 loss, etc. Recent attention to CLI research
has expanded to the acquisition of L3 in multilingual settings and the effects of
psychotypological constraints rooted both in heredity and experience.
Following Long’s general introduction, the book reviews in depth
scholarly works in two specific SLA domains: Age Differences and Negative
Feedback (NF). In Part One, Granena provides a comprehensive review of “the
main conceptual and methodological issues in research on age differences and
maturational constrains, with an emphasis on recent findings and methodological
developments” (p. 37). Granena approaches the large volume of literature by
dividing the review into four sections: 1) existence of age differences in language
acquisition; 2) scope; 3) timing; and 4) future research directions.
Much research has examined the effect of age on language acquisition,
and it is generally agreed that earlier exposure to L2 leads to more nativelike
attainment. Many studies center on the Critical Period Hypothesis (CPH;
Lenneberg, 1967), which recognizes that biological changes in the brain during
puberty signify the closure of CP, or sensitive period (SP), a term later preferred
over CP (Long, 1990). One widely researched topic of age differences is the
relationship between the age of onset (AO) and the ultimate attainment (Penfield
& Roberts, 1959).
Another topic, which is a seeming contrast to the CPH, is nativelike adult
L2 learners. Studies of high achieving adult L2 learners, now characterized as
near-native, actually confirm the Critical Period Hypothesis and the importance
of earlier exposure to L2. Cautioning that methodological standards are crucial to
the validity of studies of nativelike adult L2 learners, Granena proposes several
standards for consideration, such as having a control group of native speakers (NS)
with the same profile as the L2 learners to avoid comparing apples to oranges.
Studies of age difference also examine learner variances other than the
maturational factors; among these are motivation, aptitude, instruction, and input.
Rather than relying solely on biological explanations for age effects, researchers
examine non-biological ones. That is to say, socio-educational, motivational, and
input factors correlated with age have an impact on the learning situation but not
necessarily on learning capacity.
After reviewing the content of dozens of studies, Granena addresses the
scope and timing of age differences research, focusing on the sensitive period (SP).
The scope concerns whether SP affects language domains and aspects differently
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(i.e., phonology, morphology, syntax, lexicon, collocation, etc.). Many previous
studies focused on phonology, pronunciation, and accents, substantiating the role
of SP in L2 development. Recent studies have delved to other domains,
discovering that the SP effects are not the same for all grammatical structures.
Researchers continue to seek answers that explain the age effects on language
acquisition. For example, one relates salience with language attainment––the most
perceptually salient structures are associated with the lowest age effects. As for
timing, most research focuses on the beginning and the ending of the SP. Whereas
the ending of SP makes it increasingly unlikely to achieve nativelike
pronunciation and grammar, individual aptitude, motivation, and input are more
reliable indicators of L2 acquisition.
In the conclusion of Part One, Granena has identified several directions
for future research, including cognitive aptitude, age, explicit/implicit language
learning, early childhood L2 learners, interactions between learning outcome and
treatments among various populations (early vs. late learners), and the assessment
of language attainment––a necessity for claiming that an adult L2 learner has
achieved nativelike performance.
In Part Two, Yilmaz provides an overview of the role of the linguistic
environment and interaction in L2 acquisition, focusing on “recent theoretical and
empirical literature on the role of NF” (p. 45). It consists of five sections: 1) the
linguistic environment and conversational interaction; 2) the role of negative
feedback in L2 acquisition; 3) factors moderating the effectiveness of negative
feedback; 4) methodological issues; and 5) future directions and conclusion.
SLA research on the linguistic environment encompasses topics of input
and comprehension, conversational interaction, the Interaction Hypothesis (IH;
Long, 1981), foreigner talk, interactions between native speakers (NS) and nonnative speakers (NNS) and among NNS, negotiations between NS and NNS, the
Noticing Hypothesis (Schmidt, 1990), and feedback to draw learners’ attention to
problematic linguistic forms. Learner responses to negative feedback––the
reactions L2 learners receive from interlocutors when language production is not
nativelike––is prominent in current SLA research. Researchers disagree about the
role of NF in L2 acquisition. Some claim that although NF may prompt learners
to produce a superficial form of L2 knowledge, it does not affect learners’
competence. Others deem NF a worthy subject for research, as NF is a frequent
occurrence in NS-NNS interactions.
Research finds that “learners use a substantial proportion of NF to
modify their initial non-target-like productions in the turn following feedback” (p.
54). Whether learner modified output or repair is an indication of L2 development
must be shown to correlate with performance on other measures of L2
development. Treatment-control and Pretest-posttest experimental studies,
comparing with and without feedback, are used to assess whether NF is necessary
for achieving specific linguistic goals. Feedback takes many forms, among which
are recasts, explicit correction, clarification request, metalinguistic feedback,
elicitation and repetition. Some studies center on feedback types, characteristics,
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and effectiveness, primarily on the relative effectiveness of prompts and
reformulations. It is found that the effectiveness is influenced by linguistic target
salience, feedback timing, feedback frequency, communication mode, task
features, and learner factors such as L2 developmental readiness, general
proficiency, language analytical ability, attention control, and so on.
Considering that shortcomings in research methodology have affected
the reliability and validity of the findings of some previous studies, Yilmaz asserts
that methodological details need serious scrutiny. For example, experimental
research should control opportunities for modified output, to show that feedback
alone produces possible changes in learners’ linguistic behavior. Otherwise, the
generalization of findings is incredible.
Addressing future research directions, some contend that comparative
NF studies may be fruitless due to methodological problems. An alternative is to
design new studies of feedback types. Further research is also required on other
factors affecting the effectiveness of NF, such as feedback frequency, consistency
of NF across learners’ errors, feedback intervals, intervals of form-focused L2
instruction, and cognitive individual differences.
Major Research Issues in SLA has many strengths. It is concise, at only
86 pages, but offers a thorough review of the research issues in two major areas
of SLA. Its impressive list of references is proof of its thoroughness. Long, in the
Introduction alone, has cited 61 sources, while Granena posts 117 in Part One and
Yilmaz 153 in Part Two. This list alone makes Major Research Issues in SLA a
valuable reference book. Most importantly, it provides a comprehensive picture
of the range, significance, progression, and context of SLA research,
demonstrating the breadth and complexity of issues pertaining to L2 development
and acquisition. Long’s introduction, clear and concise, is a primer for the study
of SLA and second/foreign language education. The subsequent reviews, Part One
by Granena and Part Two by Yilmaz, summarize the significant discoveries and
challenging questions in age differences/maturational constraints, and negative
feedback/interactions. The reviews by Granena and Yilmaz are logically
organized in a clearly-defined conceptual framework, supplemented with details
and examples sufficient for readers to understand the intricate connections of a
wide range of concepts in SLA. The compactness of certain sections, however,
may result in an intensive and demanding experience for some readers. As a
gesture to such readers, the authors may consider breaking long paragraphs into
shorter ones, so it would be easier for readers to absorb the ideas.
All said, Major Research Issues in SLA is a valuable addition to the
literature of second language development and acquisition. Readers should
benefit from its clear outline of the historical development, comprehensive
overview of major research issues, precise summary of significant findings, and
credible suggestions for future research directions in SLA. Apart from its direct
relevance to researchers, it may also greatly benefit language educators who delve
into the complexities of L2 development at the practical and the theoretical levels.
An in-depth understanding of SLA theories and practices broadens teacher
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perspectives, making them better informed when planning, developing,
performing, and evaluating teaching activities. Last, but not least, the book
facilitates access to SLA research most relevant to teaching, among which are
feedback, learners’ awareness of problematic language behavior, implicit and
explicit instruction, and focus on form, all of which may influence how teachers
promote L2 development and acquisition.
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High Performance Habits: How Extraordinary
People Become That Way. By Brendon Burchard (2017).
Carlsbad, CA: Hay House, Inc. Pp. 393.
Reviewed by SU-LING HSUEH & XIAOHUI WU
Asian School I, Undergraduate Education
When investigating effective methods to help students achieve best
learning results, educators have examined perceptions, behaviors, cognition,
affection, metacognition, and various strategies, but they have often overlooked
high performance habits. Burchard, who has spent years observing, coaching, and
researching high performance habits, shares his findings in his New York Times
best-seller––High Performance Habits: How Extraordinary People Become That
Way. High performance is defined as “succeeding beyond standard norms,
consistently over the long term” (Burchard, 2017, p. 14). The primary reason to
research high performance habits is to understand how to sustain success. The
author, who has successfully applied the high performance habits in the personal
and social categories to his career, gives many examples of using these habits in
various situations.
High Performance Habits is organized into three sections: personal
habits, social habits, and sustaining success.
Section I: Personal Habits
Seeking clarity, generating energy, and raising necessity are categorized
as personal habits for internal growth. After the discussion of each habit, three
practices are provided for readers to apply the habit.
Habit #1: Seeking Clarity
To seek clarity, successful people ask fundamental questions (e.g., What
are my goals? What’s my plan?). They also envision the future four (self, social,
skills, and service), determine the feeling they are after, and define what is
meaningful. Burchard states that clear and challenging goals “energize us and lead
to greater enjoyment, productivity, profitability, and satisfaction” (p. 60). He
encourages readers like us to “look to the future, identify key skills, and
obsessively develop those skills” (p. 73). In all circumstances, we should have
vision of and, intention to develop 1) what we want to be; 2) how we like to
interact with others; 3) what skills we must develop; and 4) how to serve with
excellence. Understanding what makes us satisfied and what is meaningful to us
is crucial for performance. Burchard lists two simple equations (pp. 86-87), as
shown below, when seeking clarity of purpose:
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a.
b.

Passion + Growth + Contribution = Personal Satisfaction
Enthusiasm + Connection + Satisfaction + Coherence = Meaning

Habit #2: Generating Energy
In order to generate energy, Burchard finds that high performers release
tension, set intention, bring the joy, and optimize health. Between activities, he
suggests that we close eyes, practice deep breathing, and release tension and
thoughts. “Energy is critical to high performance” (p. 125). If we take our sleep,
exercise, and nutrition seriously, we may learn quickly, remember important
things easily, and keep a positive mood. Burchard himself employs a gratitude
practice to keep his joy, as “gratitude is the golden frame through which we see
the meaning of life” (p. 112). He recommends set personal triggers to remind us
to be positive and grateful for things and people around us. With constant
reminders (e.g., desk triggers), we take actions to bring joy to those around us and
to ourselves.
Habit #3: Raising Necessity
High performers associate a deep sense of identity with excellent
performance. They must perform with excellence. Performance necessity is a
powerful drive. The four factors of performance necessity–identity, obsession,
duty, and urgency–keep high performers focused and committed. Obsession may
sound negative, but Burchard notices that high performers, obsessed with what
they enjoy doing, can handle internal pressure. He stresses the importance of
bringing our “A game” to someone/something worth fighting for, thus achieving
a spirit of service with greater commitment. When we sense the necessity to excel,
we are motivated to fulfill commitments. Burchard believes that emotions and
excellence are contagious. We can transfer positive emotions and excellence to
inspire and empower others. Consequently, standards are raised and positive peer
groups are built.
Section II: Social Habits
Increasing productivity, developing influence, and demonstrating
courage are categorized as social habits. High performers strive not only for their
own excellence, but also interact with and serve those around them.
Habit #4: Increasing Productivity
High performers increase outputs that matter, plan moves to achieve
goals, and hone key skills (progressive mastery). They prioritize their efforts and
produce more Prolific Quality Output (PQO). One strategy Burchard suggests is
“spending 60% more of the workweek oriented to PQO” (p. 192). With regard to
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planning, Buchard finds that “to become a high performer requires thinking more
before acting” (p. 196). He emphasizes competence (mastery of key skills) for
increased productivity. Buchard believes that “everything is trainable” (p. 206).
We may develop skills through repetition. Progressive mastery makes us more
disciplined to unearth greater insights and capabilities, leading us to high
performance.
Habit #5: Developing Influence
Burchard uses the Ultimate Influence Model (p. 229) to describe three
crucial actions to develop influence: 1) Teach people how to think about
themselves, others, and the world; 2) Challenge people to develop character,
connections, and contributions; and 3) Role model the values you wish to see
others acquire.
To teach people how to think, it is important to ask for their ideas and
challenge them to develop skills and serve with excellence. Burchard indicates
that high performers not only push people to excel, but also serve as role models
for their family, teams, and communities. The four approaches to improve social
behaviors (relationships) are: “set expectations, ask questions, give examples, or
directly ask them to improve how they treat and add value to other people” (p.
240). High performers do not let inappropriate social behaviors slide and
explicitly express how to treat others well. Burchard also asserts that high
performers listen, create dialogues, inspire others, and improve as leaders.
Habit #6: Demonstrating Courage
High performers honor the struggle, share truth and ambitions, and find
something/someone to fight for. Burchard views courage as contagious and
struggle as a necessary and positive opportunity (or part of the process) for selfimprovement. He advises one to take determined and fearless action to achieve
goals. By honoring the struggle, we should not complain about the effort involved
when we serve. According to Burchard, expressing our true selves (e.g., thoughts,
feelings, dreams and ambitions) not only makes us free, but also motivates us.
While doing more for those for whom we care and giving more to others, we
discover the source for courage and excellence.
Section III: Sustaining Success
Burchard notes that high performers may face calamity if they get so
good and forget what made them successful. The risk of separating from others,
believing that one is better than others, more capable than others, and more
important than others may destroy performance. He identifies three internal traps:
superiority, dissatisfaction, and neglect impede high performers’ success.
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Trap#1: Superiority. Because high achievers outperform others, they
may fall into the trap of superiority and think they are at the top. It is a feeling of
separation from others. The remedies are humility, effectiveness, and respect.
Trap#2: Dissatisfaction. Dissatisfaction eliminates passion. Instead of
finding faults and detecting errors, we should celebrate small wins, acknowledge
progress, praise the team, encourage reflection, and champion others’ ideas.
Burchard suggests writing down three things that went well every day and meet
with team members once a week to discuss what has worked and what is working.
Trap#3: Neglect. Neglect reduces high performers’ discernment of
growing problems or concentration on strategic planning. Losing balance or
obsessing over one area over others due to obliviousness or overreaching may
hinder success and performance.
Burchard concludes the book with the following formula:
Curiosity x (Competence + Congruence + Connection) = Confidence
Curiosity drives the development for high performers; competence,
congruence, and connection are confidence builders. He contends that salient goal
for high performers is self-efficacy. High performers are confident that they can
achieve their goals despite challenges or resistance.
Strengths and Weaknesses of the Book
Burchard, a high performer himself, has travelled around the world
teaching, consulting, and coaching. He is recognized as the world leading high
performance coach by Success Magazine and Oprah.com. He is also a popular
personal development trainer and one of the most followed figures on Facebook.
His videos have been viewed more than 100 million times. More than two million
students have completed his online courses.
Although Burchard has written and published substantially, many of his
previous books are anecdotal, containing many statements not based on evidence
or research. This book, however, is substantiated with evidence, research findings,
and references that he has collected from his personal development, his coaching
to CEOs, celebrities, high-level entrepreneurs, entertainers, and professionals in
dozens of industries, and the pre- and post- survey results from 1,600,000
workshop attendees from 195 countries. The book is further supported by his
structured interviews with hundreds of people at the top of their fields, insights
gleaned from academic literature reviews, and hundreds of thousands of
comments from his students and viewers of his training videos. The book is
fascinating and persuasive, but the author does not reveal the identity of
individuals. A large portion of the book is about Burchard’s own habits, beliefs,
personal development, and self-experimentation. Since the book’s subtitle is
“How Extraordinary People Become That Way,” readers might expect to read
about some extraordinary individuals known to the public rather than just the
author or the anonymous.
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Nevertheless, the book is unique because Burchard does not explain
high performers’ success in a conventional way. People may assume that high
performers are successful because of their strength, personality, and creativity, yet
Burchard argues that strengths and personality are innate, within their comfort
zone. What matters the most is to know what is meaningful to them––the drive
behind what they do, and why service to the world satisfy them. Burchard
maintains that high performers equate meaning with four factors:
Enthusiasm + connection + satisfaction + coherence = meaning
High performers ask themselves “what can I get excited or enthusiastic
about today?” They link enthusiasm with meaning; value the relationship and
connections they have in life and work; and love to be around inspiring people
who push them to grow. In addition, they relate satisfaction with meaning. They
are more satisfied when their efforts synchronize with their primary passion,
generate personal and professional growth, and make a positive contribution to
the world. To high performers, coherence means “their life makes sense.” They
know that their efforts are important, their lives creating a legacy and feeding a
larger purpose.
Another important and practical concept proposed by Burchard is the
Prolific Quality Output (PQO), which means to prioritize creation, quality, and
frequency of one’s output. The uniqueness of the PQO is that high performers are
not just pushing themselves to produce more––a pitfall for many low performers.
Low performers spend time and energy doing busy work, unnecessary work that
leaves them unfulfilled. In contrast, high performers who are satisfied with what
they have accomplished take these steps: 1) identify their primary field of interest;
2) identify the PQO in their primary field of interest (the outputs that matter, get
recognized, and get rewarded); and 3) spend 60% or more of the time engaging in
and focusing on the PQO, and 40% or less time doing things that support the
productivity of the PQO. Burchard’s advice is not to focus on getting things done,
but getting things done with quality. However, he does not provide guidance for
those who have not yet discovered their primary field of interest, or those who
cannot afford to spend more time on their primary interest––those who have to
extend their capabilities or do things they do not enjoy to provide the necessities
of life (e.g., paying bills and supporting families). If specific directions were
provided, the PQO formula might be more useful to real-life situations.
Another important point Burchard has made is how to influence people,
teaching them how to think. The author should have taken the time to define the
personality traits and characteristics warranted.
The book commences with a lengthy 50-page introduction, consisting
mostly of stories, before the high performance habits are introduced. It takes
readers time to get to the core of the book. Interested readers may be eager to
improve their performance. The lengthy introduction, however, results in an
inefficient organization of the book.
Another weakness is the book is its commercial advertisements. The free
online survey at HighPerformanceIndicator.com advertised in the book promotes
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the author’s other products such as online classes, online assessment tools,
seminars, and LIVE training. There is an advertisement in every section, which
may turn some readers away.
As for the high performance survey, readers may compare their
performance against the high performance indicators. The survey, however, is
based solely on personal perceptions. Moreover, the survey does not address
cultural differences, and values may vary among cultures.
In conclusion, despite the shortcomings, the life-coaching handbook, in
an energetic and encouraging tone, is inspirational, with clear explanations of high
performance habits. High Performance Habits is pragmatic and prescriptive.
When giving advice for cultivating habits, Burchard offers steps for specific
action, performance prompts, core practices, and activities, so readers may follow
his advice easily. It is, therefore, a hands-on and practical guide for those who are
motivated to be high performers.
The book may be helpful in creating a highly productive environment
and developing high performing leaders among faculty, staff, and students. To
accomplish the mission of the Defense Language Institute Foreign Language
Center (DLIFLC)––to deliver the best culturally based foreign language education
and training, we need prepared students and faculty who perform at a high level.
Being “prepared,” in the general sense, is to be competent and motivated. As
Burchard discovered, “people can rise above their cultural programming and
influence if they have the right beliefs and strategy” (p. 164). It is, therefore,
worthwhile to explore ways to increase our self-efficacy and curiosity. The high
performance habits may help us have better self-understanding, stay focused on
goals, surpass current performance levels, eliminate distractions, and improve
quality of life.

MEET A TEAM

Field Language and Culture Training for
Operational Readiness
An interview with Dr. Ra’ed Qasem, Dean of Field Support (SF), and Ms.
Eileen Mehmedali, Associate Dean of Field Support in the Directorate of
Continuing Education (CE)

Editor: Dr. Qasem, could you tell the readers about Field Support (FS)? What
is its mission and work scope?
Dr. Qasem: Field Support is one of the four divisions comprising the Directorate
of Continuing Education. Our mission is to provide global adaptive language and
culture training in support of warfighters and their operational demands at the
point of need. FS primarily supports the Special Operations Forces (SOF)
community. Other components that fall under FS’s training sphere are the General
Purpose Forces (GPF), The Afghanistan-Pakistan (AFPAK) Hands Program,
Professional Military Education (PME) programs, and most recently the Security
Forces Assistance Brigade (SFAB).
Editor: The different forces and programs must have distinct and specific training
needs. What types of training does FS offer?
Ms. Mehmedali: Field Support’s focus falls primarily on initial acquisition and
sustainment classes; course length varies from one-week familiarization to
24-week sustainment/enhancement courses.
Editor: Where and how are these courses conducted?
Ms. Mehmedali: Field Support has 15 Language Training Detachments (LTD)
sites in the United States and Europe (Germany and Italy). The FS LTDs vary in
size: the largest LTD hosts a team of 30 faculty, and the smallest three faculty.
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For the most part, host site unit requirements determine the size of the LTD and
number of faculty on site. On a larger scale, what determines the type of languages
and dialects taught is the mission of the host; no two LTDs are alike. For example,
the LTDs at Ft. Leavenworth and Maxwell Air Force Base teach semester-length,
elective courses. The Miami LTD, in order to mitigate conflicting priorities
between language training and military duties, utilizes Tailored Instruction
Language Training designed by our very own Site Director.
Editor: Can you elaborate on how FS meets the challenge of serving a diverse
clientele?
Dr. Qasem: Field Support has a distinct organizational culture, which is
determined by the uniqueness of the mission we support: agility, flexibility and
adaptability are three words that come to mind. We support a mission that is
demanding in nature and fluid in terms of requirements, where timelines and
deadlines constantly change. Providing the best support possible to our clients,
primarily the SOF community, depends on teamwork, quick reaction time,
responsiveness, and commitment. These are the defining mainstays of our
organizational culture. Furthermore, transparency in decision making is
detrimental. More often than not, our tasks are multi-dimensional, requiring
collaboration among at least three organizations just within the Directorate of CE.
Without transparency, be it in daily communications or in decision making, Field
Support simply cannot operate efficiently and effectively.
Editor: What are the key factors that contribute to your success in constantly
modifying training content and format, satisfying various training requirements,
and meeting persistent deadlines?
Ms. Mehmedali: Dedicated faculty are Field Support’s most important assets. We
encourage faculty professional growth and strive to celebrate all
accomplishments, big or small. Last year, 14 Field Support faculty were advanced
to the rank of Associate Professor. Several faculty are taking advantage of the
Education Assistance Program and continue their professional growth. Faculty
preparedness and commitment directly impact students’ learning experience and
outcomes. While we primarily teach initial acquisition courses, and host
requirements for sustainment/enhancement programs do not exceed 1+ in the Oral
Proficiency Interview (OPI), our faculty have been graduating students with OPI
scores of 2+ and 3’s in Arabic, French, and Indonesian.
Editor: Your faculty spread all over the U.S. and overseas; how do you ensure
that everyone stays focused on FS’s mission?
Ms. Mehmedali: Organizationally, the Dean, Associate Dean, and Administrative
staff are located in Monterey. Each LTD has a Site Director. In some LTDs, based
on mission requirements, Site Directors wear two hats—in addition to
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management and supervisory duties, they also teach periodically, and in some
locations, consistently. Although our LTDs are located across the United States
and overseas, we take pride in bringing our team more closely together by means
of technology. Adobe Connect is our go-to application for presentations,
symposiums, and other fora.
Editor: What are the main challenges in your daily operation?
Ms. Mehmedali: We are faced with challenges on a daily basis. The most glaring
in our case is managing operations successfully in different time zones.
Additionally, the fact that our LTDs are in satellite locations contributes to the
notion of being away from the mother ship. While location is not by any means a
show stopper, at times professional development opportunities are not readily
available to our team members. Fortunately, technology comes handy in shrinking
that gap. Changing language requirements is another challenge. Our programs
need to adapt to the mission. Personally speaking, every day is an adventure.
Coming in to work with a set plan almost never works. That plan will invariably
change with the first click that opens an e-mail.
Editor: What is your perspective of Field Support’s future directions?
Dr. Qasem: Our organization is unique in structure, composition, and mission.
Every day we strive to be more agile, adaptive, and flexible. Geopolitics will most
certainly dictate the future direction of the Field Support mission. However, we
continue to work toward building a ready and trained team that can tackle any
challenge and support the warfighter to the best of our ability.
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NEWS & EVENTS
News and Events welcomes contributions. We are interested in (but not limited
to) reports about conferences, official trips, official visitors, special events,
training opportunities, major projects, and news.

Conference Report: Language Learning and
Teaching Conference, 3 July 2018
GALAYNA WADE & RAVINDER S. SINGH
Asian School I, Undergraduate Education

Tuesday, July 3rd was a rare break for the Defense Language Institute
Foreign Language Center (DLIFLC) faculty and staff from the day-to-day
responsibilities of teaching military linguists. They gathered at the Language
Learning and Teaching Conference (LLTC) and shared research findings, ideas,
and resources for building a better Defense Language Institute (DLI). The
annual conference, hosted by the Academic Senate, began twenty years ago.
This year’s theme was “DLI: 2022 and Beyond.” In his opening remarks, Mr.
Aziz Popal, Academic Senate President, acknowledged that the teachers
attending the conference were “taking responsibility for the future of DLI” by
continuing to improve not only their own but their colleagues’ teaching.
Colonel Barnes, the Assistant Commandant, defined the theme of this
year’s conference by examining the Pillars of Learning. He mentioned that the
Parthenon structure has been working well and providing good results at the
2/2/1+ level. However, the structure is incomplete. Col. Barnes’ definition of
creating a better DLI, 2022 is to “complete the Parthenon to graduate at
2+/2+/2.” Dr. Savukinas, the Provost, echoed this sentiment, explaining how the
Provost’s office is constantly working to improve teaching and learning at the
DLI. He mentioned developing new curricula, examining outstanding student
results, and cooperating with other agencies to improve student learning.
Many presenters explored innovative technology use in classroom
teaching. For example, Peiju Chang and Jheng-Yi Lin of the Asian School 1’s
Chinese program presented their research on “gamification.” They examined the
components of a game and how elements of games may “reboot” a student’s
learning. By understanding and utilizing these elements, a teacher can design
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games that motivate students to study or target a specific skill that is
problematic. Yali Dai, also from the Chinese program, walked the audience
through Anki software to improve vocabulary retention. Ms. Dai demonstrated
how making Anki a regular part of a study schedule improves long-term
retention and understanding. Anki works on an evolving algorithm based on the
study of the Ebbinghaus Forgetting Curve. While explaining the principles of
Anki and its benefits for language learning, the presenter also provided
suggestions for how implementing and personalizing Anki-supported study in
language instruction. Other presentations of technological topics included video
creation, Kahoot!, and interactive lessons on webpages. These continue to guide
the DLI as it strives for more effective teaching and learning.
Other presentations evaluated how language is currently taught at the
DLI and what can be improved. Ms. Yan Wang of the Asian School 1 discussed
Larsen-Freeman’s model of form/meaning/use as a tool for teachers to decide
which aspect to focus on when teaching grammar. Ms. Wang focused on the
Chinese construction, “ba”, which is problematic for American learners.
Nonetheless, the principle she presented may apply to any grammar feature of
any language for any learner––the teacher may focus on the form (the
grammatical structure, structural changes based on the context, such as tense or
declension, or the phonological and phonetic differences in different contexts in
spoken passages), the meaning (how the meaning changes in different contexts),
or the use (how the same form has different functions in different contexts).
Meltem Dermanli and Natalia Barley, of the Curriculum Support
Division, conducted a well-researched presentation about effective, brief
classroom interventions to start and end a class––initiate and consolidate
learning. Their topic, “Five Minutes of Class: Small Changes-Big Impact”,
introduced 3P: Prediction, Polling, and Pre-testing––simple activities to
inculcate higher order thinking skills, ensure student engagement, and create
opportunities for assessment and instant feedback. This concept of “small
changes” resonated with the presenters due to an observation during the
Instructor Certification Course (ICC). One of the presenters was to check off
elements on the “Proficiency” mnemonic while observing a class. The lesson
was about phone call procedures and etiquette. During the first 45 minutes, the
observer checked off few, if any, of the elements of proficiency as the teacher
simply followed the textbook. But when the teacher found there were five
minutes left (to kill?), she had the students call one another on their cell phones
and covered most of the proficiency elements. The students applied what they
had learned during class and the teacher was able to observe, assess, and provide
instant feedback about student performance. This real-life example of the type of
activities discussed by the presenters was well conceived and well received by
the audience.
Jan Mohammad and Roshana Safi presented suggestions of team
teaching to success without reliance on weekly schedules. They pointed out the
paradox between the DLI policy of diagnostic, differentiated, and tailored
instruction and the common practice of the weekly teaching schedule. Issues
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included continuity between teacher and student, focus on developing specific
skills, delay in providing timely assessment and feedback on areas of need,
provision of conflicting or confusing feedback when team members were not on
the same page, and dilution of ownership by team members. They recommended
that teachers specialize in one or two skills to target particular needs. With
specialties (listening, reading, grammar, speaking, etc.) assigned, teachers would
save time in developing materials and activities. Furthermore, the quality of
instruction might improve. Accountability would be more identifiable and based
on student results. If a class achieves excellent results in reading, it has
something to do with the reading teacher’s instruction. The presenters brought
their experience of both teaching and teaching supervision to address the topic.
The audience participated in a lively discussion, providing fuel for further
debate.
On behalf of Dr. Charles Mills, who was unavailable to deliver his
presentation, Ms. Regina Kuzmenkova delivered an informative presentation on
the “Fallacy Identification as a Way to Reach Higher Levels.” This was relevant
for teachers of higher-level students––third semester of the basic course,
intermediate, advanced, and Defense Threat Reduction Agency (DTRA). The
presentation outlined the rhetorical strategies of ad hominem, straw man, and
slippery slope, among others. These are common to Russian, English, and other
languages. Students need to be exposed to rhetorical devices designed to sway
the native reader. Deciphering a writer’s intent is not only necessary for the DLI
students to reach higher levels, but also for web-based readers in an era of “fake
news.” The presenter defined several fallacious rhetorical strategies, provided a
hands-on activity for the audience, and then led a discussion about implementing
the strategies in class.
By the end of the conference, attendees and presenters had the chance
to share information about the current state of language teaching and express
opinions for reaching the DLI goal of 2+/2+/2. The Academic Senate continues
to provide the DLI faculty with a venue to share innovative ideas, teacher-driven
research, and classroom activities that can help us reach the goals of “2022 and
Beyond”.

TECHNOLOGY RESOURCES
Technology Resources welcomes readers’ contributions. We are interested in brief
write-ups on resources related to the foreign language education field, including
hardware and software, websites, computer and mobile apps, online training, etc.

Edpuzzle
MARIA CUBAU
Miami-LTD, Field Support, Continuing Education
As the Defense Language Institute Foreign Language Center (DLIFLC)
continues to reach higher proficiency goals, the debate about helping students
become autonomous, self-guided, and active intensifies. One approach is blended
learning, which typically involves replacing aspects of face-to-face learning with
appropriate online experiences such as labs, tutorials, and assessments consistent
with program goals. The popularity of the flipped, blended or hybrid classroom
has grown rapidly, due in part to the understanding that traditional methods of
instruction are not always the most successful.
A study at the University of Delaware examined whether there was a
difference in learning for students who received content online in preparation for
interactive activities in class from students receiving instruction in traditional
classrooms. The study found that students were no more or less proficient after
attending classes than they were with a combination of online instruction and class
work. This is reassuring because if we choose to flip the classroom to free up
valuable classroom time to do what we never have enough time to do, these hybrid
courses appear to be as effective as face-to-face ones.
Edpuzzle, a free, content-based app, allows teachers to flip the class with
active content, creating a learning environment that helps students take ownership
of learning. Edpuzzle is a site that allows you to upload your own video or select
a video from YouTube, TED Talks, and other sites, and customize it. With
Edpuzzle, you do not have to move back and forth from one browser tab to the
other to find the exact video, copy the link, and jump through several cumbersome
hoops to produce an instructional resource and deliver it to the students. Edpuzzle
houses the search for videos within its own site so working with videos is easy.
Once the video is uploaded, you can crop it to the appropriate length for
the lesson. You may insert verbal notes to provide explanations, instructions, a
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warm welcome, you name it. When the video hits a recorded note, the video
pauses, plays the note, and then resumes. Teachers may also record entire tracks,
allowing new content to be added or an existing audio replaced with more
appropriate or current content.
Edpuzzle also allows for written comments and open-ended and
multiple-choice questions, a great feature for focusing attention on key aspects of
the material at one’s own pace (see Figure 1). However, if you do not want
students to have control over the video, this feature may be disabled and the video
played from beginning to end without pauses.

Figure 1
Screenshot of Edpuzzle
Once an activity is developed, you may assign it to a class created within
Edpuzzle. Adding students to a class is as easy as sharing an access code or a link.
As Edpuzzle is browser based, no additional software is required for download.
One may access it in class or on any web browser.
To summarize, Edpuzzle shows significant potential for the DLIFLC
classroom as a tool to flip the class or to provide instructional materials. Students
may work individually or collaboratively in an environment that increases
responsibility and ownership of the learning.
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Empowering Teachers via Technology:
Getting help with Lynda.com
IVANISA RUBLESCKI FERRER
Europe & Latin America School, Undergraduate Education
Teachers at the Defense Language Institute Foreign Language Center
(DLIFLC) are always looking for ways to learn various computer applications. In
addition to training offered by the Institute, they now have a new tool to learn and
explore technology resources: Lynda.com, a company with more than 20 years of
training experience, and now part of LinkedIn. For some years, the DLIFLC
faculty relied on AtomicLearning.com to improve technology skills. Several
months ago, the Institute adopted Lynda.com, replacing AtomicLearning.com, as
its technology learning tool.
The DLIFLC purchased Lynda.com licenses for all interested employees.
New users must enter their professional email address at https://www.lynda.com/
email-signup to register, a process that takes only a few minutes. Once one’s email
address has been entered on the registration page, the site generates a message
with instructions for setting up the user profile.
Expert Teachers and Quality Courses
Lynda.com offers video courses taught by experts in different fields to
help professionals cope with rapidly evolving technology. New courses with a
variety of topics are added weekly. Most instructors, very knowledgeable of the
topic, present the content in an informal manner. The quality of courses is high.
Some courses feature expert opinions from specialists in the field. Courses follow
a sound instructional methodology, evolving in a systematic way to include
realistic examples that promote learning.
Usability
Lynda.com is user friendly. One may access courses via mobile sites or
with free apps on iPad, iPhone, or Android devices. There is a transcript tab with
full text of the video. While watching the videos, one may read along with closecaptioned transcripts or search the text to find information quickly. The transcript
highlights some words synchronized with the presenter’s speech.
It is easy to find the subjects available at Lynda.com upon accessing the
site. All courses are conveniently organized into short segments. Some topics may
last only five minutes, others longer. You decide how to use the site: to learn a
procedure or to follow a course. The screenshot below is an overview of popular
learning paths trending in January, 2018 (Figure 1).
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Figure 1
Popular Learning Paths
If the topics shown are not what you look for, the search bar can help. In
addition, navigating the site is very simple. Clicking the Library tab in the lefthand corner presents several options that allow you to choose what you want to
see. If you know the name of your topic, the screenshot below (Figure 2) shows
that it can be located by clicking the corresponding letter next to all subjects.

Figure 2
The Search Bar
Certificates of Completion and Playlists
There is something for everyone. For instance, you may choose to learn
how to add audios and videos in PowerPoint. Just type PowerPoint on the search
bar and select the course that best fits your needs. You may choose to follow entire
courses and even decide to obtain a certification upon completion. The screenshot
below (Figure 3) shows the topics included in the PowerPoint course, the skill
level intended, number of hours to achieve certification, and number of views. All
content is available for downloading. For user convenience, topics can be viewed
online or offline: there is no need to worry about a WiFi connection. Moreover,
practice exercises are available to support learning. They can be found by clicking
the tab Exercise Files.
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Figure 3
The PowerPoint Course
If you decide to achieve certification, you just need to add the item to
your playlist. Click the + sign on courses or videos anywhere in the site to build
your playlist, as shown on the screenshot below (Figure 4). Lynda.com provides
a course history and issues certificates when users complete a course successfully.

Figure 4
Creating a Playlist
Conclusion
Lynda.com continues to expand its offerings. There are tutorials for a
variety of eLearning courses, including PowerPoint, Photoshop, Captivate,
Storyline, and several others. If you want to expand your knowledge of
technology, you can try Lynda.com. Meanwhile, share your experience with your
colleagues and tell us about the features you find most useful.
Note
All images are taken from Lynda.com.
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Edmodo:
The Digital Classroom in the Age of Facebook
SONIA PERCHAUD
Europe & Latin America School, Undergraduate Education
Edmodo, a free Facebook look-alike, web-based educational platform, is
a secured learning management tool combining asynchronous communication,
content, and assessment. Its discussion forum and messaging feature facilitate
collaboration among users. Through its library, learning content is quickly stored
and managed. It also helps one easily create polls and quizzes, formative and
summative assessments.
Sign up on Edmodo and Create/Join a Class
Signing up on Edmodo requires the teacher’s email address and a
password. Afterwards, a class is automatically created and a class code is
generated. To invite students, teachers can give students the code, an instruction
handout, or email directions (see Figure 1).
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Figure 1
Two Ways of Inviting People to Class
From their homepage, teachers can create several classes by clicking
create a class. (Figure 2); complete the create a class window; and click create
(Figure 3)

Figure 2
Teacher’s Homepage
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Figure 3
Create a Class
To sign up, students need a username or an email address and a
password. To join a class, they click join a class on their homepage and enter the
code.
Teaching with Edmodo Features
Asynchronous Communication and Document Sharing
a.

Post in the Discussion Forum

The post option is a useful tool to engage students inside and outside the
classroom at any level of learning. With the post option, teachers can post messages
and attachments (Figure 4), which will display on the students’ homepage.
Similarly, students can use the post option to interact and share content with peers.
For instance, they can work on tasks like asking one another biographical
questions, talking about vacations, or discussing societal issues. In a flipped
classroom, students can discuss and gain insight into the new materials when
preparing for class. Moreover, by communicating in writing, students may hone
writing and reading skills in the target language.
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Figure 4
The Post Feature
b.

Messaging

Messaging allows private communications between users. To write a
message, click message at the top of the homepage, select a user’s name, and write
a message in the writing box. The recipient will be notified with a red dot on
messages. To view the message, the recipient clicks messages.
c.

Creating Folders and Uploading Content into Folders

To create folders, click folders, manage folders (Figures 5). After the
folder is named and created, it appears in the folder section. Word, Excel,
PowerPoint documents, folders, Internet links, videos, audio files, quizzes and
tests can be uploaded into them. To add content, click the folder you want the
content to be uploaded to and then click new. The folder with updated content is
then visible to students.
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Figure 5
Create and Manage Folders
Creating Formative and Summative Assessments
a.

Creating Polls

Teachers can use polls for formative assessments. To create a poll, click
poll, write a question and possible answers in the writing box (Figure 6), then
click send. Once sent, the poll will appear on the teacher’s and students’
homepage. As students vote, vote tallies appear on their homepage. Teachers can
use poll questions to identify and address students’ needs. Poll questions can also
be a good conversation starter in the classroom.

Figure 6
Create a Poll
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Creating Quizzes

With the quiz feature, teachers can create summative assessments in the
format of true and false statements, multiple choice, filling in the blanks, and
matching. To create a quiz, click quiz (Figure 7), select a format, write the quiz,
and set a due date. Once posted, the quiz will appear on the teacher’s (Figure 8)
and students’ homepage.
After submitting a quiz, students can view their errors. If they have
questions, teachers will be notified and can give feedback in the comments box.

Figure 7
Create a Quiz

Figure 8
A Quiz Shown on a Teacher’s Homepage

80
c.

Technology Resources
Assignments

To post assignments, click assignment, provide a name and instructions,
set a due date, and attach documents. Teachers can control how attachments are
viewed. In view only mode, students can only view and download documents,
whereas in make copies mode, students can create a new copy for editing (Figure
9). Moreover, teachers can use the progress feature to track students’ quizzes and
assignments.

Figure 9
Give an Assignment
To view the due assignments, students can click notifications or what’s
due, select the calendar, or check the assignment center (Figure 10).
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Figure 10
Checking Due Assignment
Summary
Edmodo is a user-friendly educational management platform that fosters
peer learning and facilitates students’ participation through asynchronous
discussions and document sharing. It is perfectly suited for use in the flipped
classroom. It allows teachers to monitor student progress. Finally, with its IOS
and Android applications, Edmodo is accessible anywhere.
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Classtools.net:
The Toolbox that Every Teacher Should Have
YUGANG ZHOU & TATJANA MITROVIC
Hawaii LTD, Extension Programs, Continuing Education
Every teacher has educational tools that improve teaching and learning.
The variety of available educational tools, however can be so overwhelming that
teachers may have difficulty finding what they need. The website
www.classtool.net offers 45 templates to create educational games, activities, and
quizzes in seconds. Although the templates are not designed for language
teaching, each of them, if properly utilized, may engage language learners and
enhance classroom performance.
Access to the website is free, and no passwords or signup are needed.
Figure 1 shows the home page. In this paper we shall cover five out of the 45
templates available and explain how one may use them in a language class.

Figure 1
Home Page
1.

The Newsfeed Generator

http://www.classtools.net/newsfeed/create.php
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Figure 2
Newsfeed Generator
This template’s simple interface allows teachers to create an interactive
classroom newsfeed. They can create several newsfeeds to highlight key news
events of the week for students to keep up with the target culture and society, with
each newsfeed appearing for a limited time period. Students must read the
newsfeed and take notes as the clock counts down. Meanwhile, students may carry
out research, make newsfeeds that interest them, and share the news with the class,
thus providing more choices for news reports taking place in many language
classes.
2.

The “Living Graph” Gallery

http://www.classtools.net/education-games-php/livingGraph
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Figure 3
“Living Graph” Gallery
This template creates a timeline with individual comments and is useful
for reading and listening activities such as writing key information in chorological
order and comparing notes with peers after listening to the news. After reading an
article, students can work individually or in pairs to identify the key points and
make short comments about why these points are significant. They may also trace
the development of a work of literature by dragging “events” to the graph, thereby
indicating the way they relate to one another. The colorful graphs and interactive
blocks make the activity enjoyable.
3.

The Audience Soundboard for Classroom Debates/Quizzes

http://www.classtools.net/soundboard/

Figure 4
Audience Soundboard for Classroom Debates/Quizzes
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This provides15 assorted sound effects such as clapping, laughing, clock
ticking, and cheering that can be used during classroom activities to engage the
students and add dramatic audio into the classroom.
4.

Lights Out

http://www.classtools.net/education-games-php/lights_out

Figure 5
Lights Out
This template allows one to upload an image, “turn the lights off”, and
use a torch to view only a small section of the image at a time. Instead of showing
the whole picture, the moving torch attracts viewers’ attention to more details of
various parts of the picture. For language teaching, teachers can upload an image
related to the target language culture or society, move the torch across the image
and ask students to describe what they see. Since the image reveals itself
gradually, it piques student curiosity. Another variation is for teachers to upload
a text as the background of the canvas. When the moving torch lights up a certain
part of the text, students are asked to guess the topic of the text. The teacher may
randomly reveal parts of the text for students to make connections among them.
This activity is a great tool to hone analytical and predictive skills.
5.

Brainy Box

http://www.classtools.net/brainybox/
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Figure 6
Brainy Box
This template resembles a 3D, animated, multimedia cube that is perfect
for presenting ideas. It can accommodate text, images, videos, online links and
emojis on a six-sided cube that rotates to display content. Language classes at all
levels can use this interactive template. Students can summarize the various
aspects of an article by creating an image slide, a main idea slide, two “Aha”
moment slides, a “muddy” moment slide, and a comment slide on the cube, and
present the summary to class. The possibilities are endless. They may also conduct
research of an historical figure and categorize the findings in six different aspects.
Written texts, pictures, and videos can be incorporated to generate an interesting
presentation.
In conclusion, classroomtools.net offers language teachers interesting,
interactive, and innovative templates. Creativity and imagination, aided by the
tools, will undoubtedly boost the language teaching and learning experience.

UPCOMING EVENTS

2018

NOVEMBER
November 15-18 Middle East Studies Association (MESA) Annual Meeting,
San Antonio, TX
Information: mesana.org/annual-meeting/ upcoming.html
November 16-18 American Council on the Teaching of Foreign Languages
Annual Convention (ACTFL), New Orleans, LA
Information: www.actfl.org
November 16-18 American Association of Teachers of German (AATG)
Annual Conference, New Orleans, LA
Information: www.aatg.org
November 16-18 American Association of Teachers of Japanese (AATJ) Fall
Conference, New Orleans, LA
Information: www.aatj.org

2019

JANUARY
January 3-6
January 3-6

January 3-7

Modern Language Association (MLA) Convention,
Chicago, IL
Information: www.mla.org/convention
American Association of Teachers of German (AATG)
Session,
Chicago, IL
Information: www.aatg.org
Linguistic Society of American (LSA) Annual Meeting,
New York, NY
Information: www.linguisticsociety.org

FEBRUARY
February 7-10

American Association of Teachers of Slavic and East
European Languages (AATSEEL), New Orleans, LA
Information: www.aatseel.org
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February 28March 3

General Information
California Language Teachers’ Association (CLTA) annual
conference, San Jose, CA
Information: cita.net

MARCH
March 9-12
March 12-15
March 21-23

American Association for Applied Linguistics (AAAL),
Atlanta, GA
Information: www.aaal.org
Teachers of English to Speakers of Other Languages
(TESOL) International Convention, Atlanta, GA
Information: www.tesol.org
Southern Conference on Language Teaching (SCOLT)
Annual Conference, Myrtle Beach, SC
Information: www.scolt.org

MAY
May 26-31

NAFSA: Association of International Educators Annual
Conference and Expo, Washington, DC
Information: www.nafsa.org

NOVEMBER
November 14-17 Middle East Studies Association (MESA) Annual Meeting,
Atlanta, GA
Information: mesana.org/annual-meeting/ upcoming.html
November 22-24 American Council on the Teaching of Foreign Languages
Annual Convention (ACTFL), Washington, DC
Information: www.actfl.org
November 22-24 American Association of Teachers of Japanese (AATJ) Fall
Conference, New Orleans, LA
Information: www.aatj.org
November 22-24 Chinese Language Teachers Association (CLTA) Annual
Conference, Washington, DC
Information: clta-us.org
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