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I. INTRODUCTION
English as a lingua franca has created the need for Korean students to be competent in
their ability to effectively interact in English. Considering the increase of English-medium
lectures at Korean universities, the significance of active spoken participation has become an
essential component for academic success (Murphy, 2005). The rise in English-medium lectures
has placed pressure on students in Korea to show high proficiency in English (Eun-Ju Kim,
2002). To participate in such academic discourse, students need not only to possess linguistic
knowledge but also to the accepted sociocultural rules and conversational norms (Hymes,
1972). Knowledge of a particular variety of English enables the individual to engage
successfully in various areas academic and professional areas, including higher education,
international relations, and business (McKay, 2005). A fundamental goal of higher education is
for students to develop a critical attitude towards knowledge and enhance their ability to
formulate and present well-grounded arguments. Argumentation as a genre has been studied
extensively in the field of writing. There have been comparative studies that have shown the
different features of writing produced by L2 and native English speakers texts in terms of
how their claims are presented (Ferris, 1994 Kubota, 1998; Wang, 2000). Studies on Korean
students regarding the genre of argumentation have also been covered through Contrastive
Rhetoric (CR) studies between L1 and L2 texts (Choi, 1988b; Kim, 2005; Wang, 2000).
These studies found many differences in the rhetorical structure of the argumentative text.
Generally, there have not been any studies that compare L1 and L2 spoken argumentation for
Korean students learning English as their L2. The significance of communicating and
participating within the classroom, however, is on the rise due to an increase of English
medium lectures mentioned earlier. The genre of spoken argumentation is an important
pragmatic skill key to academic success as well as other aspects of life in which valid

opinions or claims are made during spoken interaction. The aim of this research is to identify
the pattern and content of the genre-specific argument strategies employed by non-native and
native speakers of English when engaged in argumentation.
. LITERATURE REVIEW

1. Theoretical background on spoken interaction
Spoken interaction requires not only the individual ability to talk but also encompasses the
shared social activity of talking (Luoma, 2004, p.20). The interlocutors construct the process
together and contribute to the resulting outcome of the interaction. Therefore, meaning is
developed mutually by both the speaker and listener during spoken interaction through a
system of turn-taking. The meaning is thus determined by the context and not pre-determined
in advance. As a result, conversational styles differ among various people and societies.
Spoken argumentation is a genre that encompasses the significant theoretical components that
make up spoken interaction. This genre requires competency beyond grammatical and linguistic
competence. The interlocutors are faced with maneuvering through various challenges such as
turn-taking, sociolinguistic and discourse competence. Such factors require the interlocutors to
be aware of the social norms of the particular discourse community, as well as the distinct
features
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components making up spoken interaction reveals the challenges that L2 students face when
interacting in English. Spoken argumentation has specific rhetorical features that need to be
taught and recognized by the interlocutors in order for the interaction to proceed. The genre
has characteristics that can ultimately motivate students beyond their extrinsic motivation to
cultivate their intrinsic motivation. According to Brown (2001), learners have to deal with
their intrinsic motivation when language is the medium used to convey information of interest
and relevance to the learner. When the content is perceived to be relevant beyond basic
non-language goals, feelings of competence and self-determination can result in an increase of
intrinsic motivation (Deci, 1975). Topics for argumentation are frequently based on prevalent
issues that impact our society today. Frequently, such topics result in strong opinions from
individuals who engage in argumentation. The ability to freely express opinions and claims
while interacting in L2 is academically challenging. However, this also highlights the need for
more focused instruction enhancing not only Korean EFL students linguistic ability but also
their knowledge and awareness of the genre of argumentation.

3. Components of Argumentation
Argument is a term with different meanings in various contexts. When used as a type of
interaction as in "A and B were arguing about their schedule conflict with C,"the term is
focusing on what is taking place between the interlocutors rather than on the content of what
is being said. For this study, the term argument will focus on the content of what is said.
Therefore, argument in this sense is reflective in Warnick and Inchs 1989 definition of "a set
of statements in which a claim is made, support is offered for it, and there is an attempt to
influence someone" (p. 6). Arguments constitute one form of communication and are thus a
genre that is recognizable by its rhetorical characteristics.
The main components characterizing an argument are claims and supports. Claims are
expressed as an opinion or a statement that the arguer wants the opposing interlocutor to
accept. The second feature of arguments is the statements, which support the claims. The
evidence for the claims varies in how they are formed. Regardless of how they are stated,
they always function as the base in which the argument begins. The final characteristic of
arguments is that they are attempts on the part of the interlocutors to attempt in influencing
the opposing interlocutor. The focus needs to be placed on the term attempts,since there is
the possibility of not succeeding. It is up to the opposing interlocutor whether or not to
accept the expressed opinion of the interlocutor.
III. METHODOLOGY
1. Research Questions
(1) What differences characterize the argumentation for NS and NNS at the macro-level
in terms of content and structure?
a. How do NS and NNS construct their arguments when stating claims,
justification, and counter arguments?
(2) How does the micro-level analysis of NS and NNS argumentation differ in terms
of sub-structures, language use, and manner of speech?
a. What types of argument strategies are used by the NS and NNS dyads
during argumentation?
(3) How do NS and NNS perceive argumentative discussions?

a. To what extend does the students willingness to participate (WTC) play a
role when engaged in L2 interaction?
b. What types of argument strategies do the participants perceive to have used
during the argumentation?
2. Participants
A total of 20 NNS and NS participants participated in this study. The NNS participants for
the study consisted of 10 Korean graduate students majoring in English education. Their ages
ranged from 23 to 28 years of age. The participants were grouped into dyads resulting in 5
NS dyads and 5 NNS dyads.

3. Design of Study
The pre-questionnaire obtained the participantsviews of the pros and cons of internet
censorship. The second step consisted of forming dyads by pairing the participants with
opposing views together for both the native speakers and the non-native speakers. The
researcher set up times lots for each dyad to audio record the argumentation on internet
censorship. The recordings were transcribed by the researcher and reviewed by two English
native speakers with a background in teaching debate to Korean secondary students. The
transcribed data underwent analysis in terms of the utterance types of discourse skills related
to argumentation. After the recording, the participants were individually interviewed on their
self-perceived performance on having engaged in argumentation. The interviews were also
recorded and transcribed. The post-questionnaire was given after the interviews took place.
3. Data Collection Procedures
1) Assignment of dyads
Within the NNS and NS groups, the students were assigned to dyads according to the
positions that they have identified on the topic of internet censorship on the pre-questionnaire.
2) Utterance types for coding
The skills employed for argumentation, the utterance types can be distinguished by their
effectiveness in argumentation. In coding the individual utterances, Felton and Kuhns (2001,
2003) and Felton (2004)s coding scheme for arguments were adapted for this study. The
coding system that was used is shown below in Table 1.

Table 1Analytic Scheme for Coding Argumentation
Transactive Questions
Case-?

A request for the partner to take a position on a particular case or scenario.

Clarify-?

A request for the partner to take a position on a particular case or scenario.

Position-?

A request for the partner to state his or her position on an issue.

Transactive statements:
Add
Clarify

An extension or elaboration of the partners preceding utterance.
A clarification of the speakers own argument in response to the partners preceding
utterance.

Counter-C

A disagreement with the partners preceding utterance, accompanied by a critique.

Disagree

A simple disagreement without further argument or elaboration.

Interpret

A paraphrase of the partners preceding utterance with or without further elaboration.

Nontransactive statement:
Unconnected

An utterance having no apparent connection to the preceding utterances of either partner or
speaker.

. FINDINGS
1. Preliminary results and discussion
For the genre of argumentation, this study found that the rhetorical structure of the genre
of argumentation needs to be taught to NNS students learning English as their L2. The basic
components that make up arguments such as claims, supports, and counter-claims can be
taught alongside the more traditional forms of English pedagogy, such as vocabulary and
grammar. First and foremost, students need to become familiarized with the ability to
determine an argument from other statements. From the analysis, there were numerous
statements made that were unconnected to the preceding utterance or to the arguments being
presented. The characteristic features of argument, which include putting forth a claim,
offering support for the claim and making an attempt to influence someone, were features that
most Korean students were not aware of. Though they knew that their role and viewpoint
within the discussion would require them to get their claims accepted, the students did not

seem to know how to go about carrying for the their arguments in a strategic manner. For
example, in terms of questioning the opposing interlocutor, the NS group used questioning as
a device to further emphasize their claim and even undermine the claims or support stated
previously. The NNS group, on the other hand, was unable to advance their claims beyond
the basics of stating the particular claim. In order to effectively use their knowledge on the
particular topic to produce counter-claims and evidence against the opposing interlocutor, L2
learners need to be aware of both the pro and con of the situation.
In terms of WTC, argumentation is a genre with possibilities in evoking the motivation of
L2 learners in communicating in English. There are numerous topics used for teaching debate
for both L1 and L2 learners of English. Having learners choose topics upon which they
personally have a strong opinion will allow for learners to use their WTC in order to have
their claims understood and to undermine the opposing claims as well.
In coding the utterances for the case study, it became evident that van Eemeren et al.s
2007 characterization of speech acts for a critical discussion was truly an ideal model as
they have mentioned themselves in their study. In the process of applying the utterances to
the codes for the Korean students, was very difficult. There were frequent instances in which
a claim began with one interlocutor and was completed by another when the previous
interlocutor experienced difficulty in formulating the proper word or phrase to complete their
claim. There were many cases of new claims made with no address to the claims made by
the opposing interlocutor. In the process of analyzing the NNS and NS transcriptions from the
case study, the coding scheme of Felton and Kuhn (2001) was found to have greater
adaptability for both NNS and NS groups data.
The results of this study provided several key areas to consider in implementing explicit
instruction for spoken argumentation. Explicit instruction on the genre of argumentation is
need edas more Korean L2 students are faced with having to attend English medium lectures
at the university level or beyond. As discussed above, there were several features which
negatively influenced the NNS groups during argumentation. These particular features lead to
the following pedagogical suggestions in implementing this genre into the Korean EFL
context. First and foremost, the characteristics of this genre as expressed through various
terms and expressions need to be instructed. There are expressions which can easily be
learned for the purposes of indicating claims and supports. For example, students can be
taught the difference between weak assertive and strong assertive through the following
expressions: I think that; I assume that; It seems to me that. These expressions can be shown
and compared with the following expressions characterizing strong assertives: no doubt that; it

is unquestionably; it is certain that (van Eemeren et al., 2007, p. 31).
The study of argumentation as a genre is an area of increasing interest within the fields of
speech and communications, especially in secondary schools and universities in the United
States. Within this context, argumentation has become a means to promote critical thinking in
teaching the ability to reason within all disciplines. The possibility of engaging students to
generate and state their views and opinions for argument, as well as to research in search of
evidence to analyze and evaluate others arguments, indicate the potential impact of
implementing this genre within the Korean EFL classroom. As shown previously, studies on
the genre of argumentation for L2 learners have been scarce. Investigating the argumentation
of Korean EFL students through detailed discourse analysis has provided more insight into
how students interact when faced with the challenge of resolving differences of opinions. The
informational content of the claims and supports of the participants were also closely analyzed
through the data. The characteristics of L2 anxiety, motivation and perceived competence
provided a deeper understanding on the individual characteristics affecting the participants
WTC, a significant factor for FL students interacting in the L2. In terms of WTC, this study
found that communication is a challenge for both NS and NNS groups. Argumentation is a
genre that requires critical thinking and an awareness of the rhetorical structure of the genre
itself. The features that were coded for analysis in this study, as well as the pragmatic
aspects of how the features of argumentation are stated by the interlocutor, are areas which
should be taught explicitly to L2 learners to ensure success in engaging in this genre.
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The Development of an Efficient Teacher-Rater Training Program for
Enhancing Rater Reliability
So Young Jang (Honam University)
I. Purpose of This Study
The primary purposes of this study are to develop an efficient training model at the
University of Illinois at Urbana-Champaign. This study focused on development of systematic
training program for the essay raters. Most of the recent research about rater reliability has
focused either on a discrete single aspect by providing a single statistical index, or on one
aspect of raters individual backgrounds, such as raters background information, interaction
between rater and task, However, It is not easy to find meaningful implications from these
studies for the actual improvement of rater reliability.
It is suggested by many studies that developing a systematic training program through
iterative evaluation could be a way to reduce the variability in rating among raters (Choi,
2002; Shin, 2001; Shohamy, Gordon, & Kraemer, 1992; Weigle, 1998). In spite of this
suggestion, theoretical frameworks and practical guidance for rater training have had little
open discussion, having been handled primarily as an internal practice of individual testing
agencies, despite the demand for systematic training programs for enhancing rater reliability.
It seems that standardization would be an effort to see scoring problems as a matter of
educational system rather than individual responsibility. This study proposes that a rater
training program can be standardized by accomplishing innovative systematic changes that
consider the relevant literature, the characteristics of test instrument, the test procedure, and
contextual effects such as the concerns of the stake holders (Fulcher & Davidson, 2007).
Three major theories (evaluation theory, training theory, and measurement theory) served for
designing the standardized rater training program. First, standardization can be achieved and
evaluated by following modified Lynchs program evaluation model (1996; 2003) to formulate
a basic framework of standardization, which includes the entire evaluation process from needs
analysis to feedback system on the basis of the final product of the evaluation. On the basis
of training theory analysis, the most appropriate training materials and methods were created
in cooperation with the trainer and staff of a language program. For the development of a
systematic training model to fit the rating context, theoretical training models, specific goals,
and methods of the training program are defined for a particular training program (Borman,
1977; 1978; 1979 Phillips, 1997; Rothwell & Kazanas, 2004; Waagen, 2006). Finally,
measurement theory contributed to evaluating the programs effectiveness and individual raters

performances. Some issues of rater reliability, measurement, and rating validity were discussed
in combination with the effects of the rater training program.
II. Methodology
The data for this study were collected from the ESL Placement Test (EPT) at the
University of Illinois at Urbana-Champaign (UIUC) from July, 2009 to January, 2010. This
study utilized a modified version of Lynchs program evaluation model (1996; 2003) to
collect evidence from different sources, including data drawn from the entire evaluation
process ranging from needs analysis to a feedback system based on the final product of the
evaluation.
Mixed methods were proposed for the data analysis. Diverse perspectives can provide a better
measure of training effectiveness, and were achieved by combining the results of both
quantitative and qualitative approaches. Quantitative data analysis was proposed for analyzing
the surveys, and the rating corpus. Qualitative and document analysis were also essential for
analyzing relevant training materials and workshop observation as well as exploring the degree
of change in the perceptions of the raters.
III. Findings and Implications
The EPT training program was innovatively reorganized and upgraded. The trainer integrated
and updated the training materials to fit the current rating context. The training program
focused on enhancing rater consistency and accuracy, as well as rating validity by reducing
systematic

errors.
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evidence-based judgments and solve their rating problems. The workshop lecture provided
substantial information, and raters learned how to accurately observe the essay for the
appropriate information to match evidence from the rating scale descriptors, and finally how
to make a final decision.
The results of this study provide educational implications for language testing. The salient
value of this study is the collaboration with stakeholders in a test administration situation.
Raters concerns and challenges were clearly identified, shared, and resolved with the
practitioners (the trainer).
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Tertiary English Language LearnersBeliefs on TELL
(Technology-Enhanced Language Learning)
David E. Shaffer (Chosun University)

I. Introduction

Korea is wired, boasting some of the fastest internet connections in the world. Todays
university students grew up on digital technology while their English instructors may not
have. Is there a teacher-learner technology gap? Would university students prefer more
technology be incorporated into the English classroom? Would they prefer more digitally
based out-of-class projects and assignments? This presentation aims to answer these questions.
For the presentation of second language (L2) materials in the English language teaching
(ELT) classroom, technology has broad-ranging applications. As well, it has the potential to
greatly impact the motivation of the English language learner (ELL). The use of computers
and other types of technology in the classroom gives ELLs a sense of encouragement to
develop their language skills (Wang, 2004). The application of technology in the classroom
for real, meaningful communicative interaction motivates them to be more involved in the
language learning process (Kang, 1999; Stepp-Greany, 2002). Because of the pervasiveness of
English on the internet and in other types of communication, Crystal (1997) concludes that
technology has a great role to play in the EFL classroom.
The internet offers well-selected activities and interactive learning that not only provide
more avenues for learning, but better quality (Schwartz & Phillips, 2003). This has a positive
effect on student motivation, increasing the potential for autonomous learning (Ellinger,
Sandler, Chayen, Goldfrad, & Yarosky, 2001), as well as increasing teacher satisfaction
(Jonassen, 2000; Schwartz & Phillips, 2003). The use of technology in the classroom not only
motivates learners but engages them in listening, speaking, reading, and writing activities for
the development of those skills (Anderson and Speck, 2001; Case & Truscott, 1999; Harmer,
2007; Leu & Leu, 1997).
Studies report increases in student motivation through the use of electronic books (Leu &
Leu, 1999), authentic film (Capple & Curtis, 2000), other authentic materials (Mayora, 2006),
authentic video (Arcario, 1993), and even telecollaboration (Belz, 2002) and videoconferencing

(Teeler & Gray, 2000). Baker (2006) suggests that "giving EFL students opportunities to use
English through a variety of media enhances academic skills and assists in applying that
knowledge to a broader audience" (p. 369).
Through a survey of tertiary-level students of English, the participants are canvassed on their
frequency of use of a variety of digital devices (a) in everyday life, (b) in the English
classroom, (c) in doing out-of-class projects and assignments, and (d) in autonomous language
learning, as well as whether they would like to use technology more or less and the reasons
why. Additional, in-depth data is obtained through selected student interviews.
The data on student use of digital technology and their beliefs about the use of digital
technology for language learning, as obtained through the questionnaire and interview results,
are compared with data obtained on English instructors on their use of technology and their
reasons for using as much or as little as they do. The results of the comparison of these two
sets of data have implications not only for the individual EFL teacher and their classroom
teaching, but also for educational institutions with respect to equipment handling and personnel
training, as well as for curriculum planners of teacher training programs in terms of
incorporating instruction in technology use into ELT programs.

II. Method
The participants in this study were 85 EFL students at a large private university in Korea.
The participants broke down into 26 males (31%) and 59 female (69%), and their mean age
was 22.5 years. All the participants were juniors or seniors majoring in an English
language-related major.
The instrument was an online survey whose URL was providedto the prospective
participants.

The online

survey

tool
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making

the survey

questions

was

SurveyMonkey. The participants were asked to complete the survey online and submit it as
instructed. The survey contained biographical questions about the participant and questions
about the participants use of technology. The technology-related questions included the
frequencies with which they used the technology items contained in the list below (Table 1)
and the frequencies with which they used technology for out-of-class work. The frequencies
from which they could choose were (a) almost daily, (b) 1-3 times a week, (c) 1-3 times a
month, (d) less than once a month, (e) almost never, and (f) never. They were also asked
how often they used digital devices for autonomous learning and general use.

In addition, they wereasked their rate their degree of technology use, their liking for
technology, and whether they would wish to use more technology for in-class activities and
out-of-class course work.

III. Results
Of the electronic devices surveyed, the highest number ofstudents have electronic dictionaries
(99%), followed by smart phones (79%), portable media players (40%), and tablet PCs (16%).
As users of technology, 42% of the participants described themselves as average users and
51% described themselves as above average or very frequent users. Eighty-one percent (81%)
reported that they like to use electronic devices.
Responses for in-class and out-of-class use of digital devices was above the 80% level for
all devices except electronic dictionaries ("almost every day"= 55% and 67% for in-class and
out-of-class, respectively), MP3 players (51% / 46%), and smart phones (71% / 69%). A
similar pattern of responses was found for general use and autonomous learning uses of these
same devices: electronic dictionary ("almost every day" = 58% for general use and 61% for
autonomous learning) and smart phone (87% / 37%; and 45% for "1-3 times per week"). For
general use, MP3 players received 34% for both "almost every day" and "almost never/never."
Usage was even lower for autonomous learning (8% / 32%).

In-class use of the off-line computer devices listed in Table 1 was over 50% for responses
of "less than once a month" and less: PowerPoint (53%), DVD player (71%), Excel (76%),
English lesson software (82%), pronunciation software (83%), English language game software
(93%). For out-of-class use of computer devices, responses of "less than once a month"and
less were not quite as high: PowerPoint (42%), DVD player (74%), Excel (73%), English
lesson software (73%), pronunciation software (75%), English language game software (89%).
The most common response for PowerPoint use was "1-3 times per month" (35%).
Of the eleven online educational technology items in Table 1, six of them were used in the
classroom by the respondents "1-3 times per month"or less: English writing laboratories
(84%), reference material (53%), podcasts (82%), text chat (50%), voice chat (69%),

and

class websites. The respondents selected only four of the items as being used "1-3 times per
month" or less out of the classroom: writing laboratories (74%), podcasts (82%), text chat
(50%), and class websites (63).

Online items used "1-3 times per week" or more often in

class were: Internet search (90%), reading materials (46%), listening materials (47), email
(60%), and social networks (59%).

For out-of-class usage, results were similar: Internet

search (91%), reading materials (45%), listening materials (43), reference material (42%), email
(66%), and social networks (51%).
The participants were also given two attitudinal statements to respond to with five-point
Likert-scale type responses. To the statement "I would like to use more technology in my
English classes classroom activities," 72% agreed or strongly agreed, while most of the
remainder (22%) were not sure. Similarly, to the statement "I would like to use more
technology in my English classes class assignments,"77% agreed or strongly agreed, while
most of the remainder (17%) were not sure.

IV. Discussion & Recommendations
The survey indicated that the respondents consider themselves to be frequent users of
technology and that they like using digital devices. They would also like to use more
technology in class activities and in out-of-class assignments. Almost all of them have
electronic dictionaries and four-fifths of them have smart phones, and they use them often.
They do not use off-line computer technology very often, but they do use several online
items frequently: Internet search engines, English reading materials, listening materials, email,
and social networks. These popular devices and Internet items should be targeted for use in

student activities both in the classroom as in homework assignments. Because of the Internet
access available with smart phones and many new apps for smart phones becoming available,
many smart phone-related activities can be designed for use in and outside the classroom. As
Sharma and Barrett suggest, "Used appropriately, [these digital devices] can provide learners
with opportunities for further language practice outside the classroom (p. 90)."If smart phone
ownership is limited to only about half of the students, pair work activities can be developed.
Similarly, more Internet-related activities can be developed and integrated into classroom
lessons (with access from a computer or smart phone) and especially into out-of-class
assignments. Since learners are open to the use of more technology in language learning and
since the technology is available, teachers should take advantage of this situation to
integratemore technology-related materials into classroom lessons and outside assignments.
Teachers should be careful not to allow their situation to become one of those that Dudeney
(2007) observes around the world: "where the computers sit gathering dust and the teachers
ignore their existence."

V. Concluding Remarks
We conclude as An (2007) has  that "technology integration in second/foreign language
education has mostly brought improvement in language skills and increased student interests in
learning activities" (pp. 14-15). This is supported by the findings of the Shaffer (2011) study
that technology be incorporated more frequently in out-of-class activities. However, we must
be wary of overuse of technology so that it does not become a distraction, more of a
hindrance than a help. We also need to be careful not to expect students to effective use
technology that they have not been trained in using
We must heed the warning of Young and Bush (2004): "The power of the pedagogy must
drive the technology being implemented, so that instruction, skills, content, or literacy is
enhanced in some meaningful way. Otherwise, the technology itself often becomes the content
focus rather than the English language arts" (A Pedagogical Framework, para. 2). There is a
need to carefully and thoughtfully balance technology with pedagogy. And the results of this
study indicate that there is a student need for more technology to be used and a technology
availability to meet that need.
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