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Abstract
The subject of the dissertation is a Process Syllabus design negotiated with learners.  It is rarely feasible in any established language program as it runs counter to the demands of end product accountability.  In an odd mix of chance and opportunity, this study applies Action Research to develop and investigate learners’ journey.  Students’ exposure to previous curriculums was drawn upon to search for a genuinely useful foreign language experience.  Although worthwhile, the fluid nature of adapting plans to better assist a class is not easily documented.  Observations in a teaching log and feedback from learners allowed heightened awareness and criticism of directions. 
Results showed that students had plenty to say and were able to pinpoint areas of the course that deserved attention.  Students who contributed sincerely were able to affect the procedures followed in class. Examination of the many perspectives within the classroom led to a clearer understanding of learner expectation.
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CHAPTER 1 INTRODUCTION

1.1 Background

1.1.1 The Institute

 
The Institute of Foreign Language Education, of the Catholic University of Korea usually holds classes in the (D) Dasol gwan building at the Songsim campus located in Bucheon city, in the Republic of Korea.  It employs fifteen foreigners, with the title of Visiting professor.  Each has fifteen contact hours per week with five different classes of about twenty students each.  These classes are all for freshmen and times are assigned according to the students’ college and they are divided according to number and ability determined by the MTELP (Michigan Test of English Language Proficiency).  At the Songsim campus there is also an English café, where students are encouraged to use English, a department of English Language & Culture, with four foreigners and three Korean professors, and a Department of English Literature consisting mostly of Korean professors and one Canadian.  

1.1.2 Location

The Songsim campus is located one hour from Seoul and sends a faculty member to Songui campus in Gangnam every Wednesday to teach freshmen there.  The Catholic Medical College (CMC) is in an affluent neighborhood and includes Saint Mary’s hospital.  Medical school is very prestigious and requires very high scores on the entrance exam (CSAT) (see Kwon 2000).  The students are in most cases recent high school grads and except in a few cases have little or no experience abroad.  They have had little contact with foreigners or anyone who could not speak Korean.  

The class met once a week on Wednesday afternoon, allowing one week to pass between but permitted time for out of class work and preparation.  The students had many other classes together as well as memberships in groups designed to foster camaraderie.  Being students at a prestigious university probably helped build class community and many expected to do a lot of work together.  The size of each class though, seemed to undermine attempts at reaching everyone.  Having forty learners in forty-five minutes leaves little more that one-minute each. 

1.1.3 Student Population

Although there is a long history of Confucian culture in Korea (see Windle 2000) and one would expect acceptance of a teacher-led curriculum, many of the learners in CMC have experience with native speaking teachers in institutes or overseas travel.  Some of the brightest minds of the country are studying to be doctors and may not need English in their future for anything more than taking a vacation.  Some though, are interested in foreign ways and have had the chance to voice their thoughts in feedback which was collected and valued.  

Students have been part of a system claiming to require communicative competence, yet reduced it to dictation of words and writing the translation of spoken English sentences.  Time spent on grammar drills and vocabulary may increase a learner’s repertoire but actually using English in day to day conversation was neglected in these learners’ earlier courses.  Choral repetition and memorization seem incongruent with actual communication and interaction goals.  The subjective nature of accomplishing tasks has led to their exclusion from testing situations in Korea and leaves students and educators wondering the rationale for learning something that is deemed irrelevant.

The problem with teaching freshmen English arises from a combination of seemingly insurmountable challenges.  Firstly, at the Catholic Medical College of Korea freshmen must pass this class or they are forced to repeat their entire course load so there is a great deal of pressure to succeed.  Secondly, there are no stated course objectives to guide the class.  Thirdly, there is not a level test to enter the conversation class.  However, many students can use English quite well as there is an entrance test (CSAT, see Kwon  & Lee 2001: 4) for university and a fairly high combination of scores is needed to enter.  Fourthly, the class time of 45 minutes per week is rather brief.  Fifthly, large it is difficult to establish a personal connection with a large class of language learners.  

The common practice for marking in Korean Universities is to rank students and grade on a bell curve (A+, A, B+, etc.). Learner observations and reported level of satisfaction, although qualitative have been considered vital to our evaluation of this course.  The learners’ desires are invaluable data when organizing a course that includes their interests. Thus, an analysis of what we did together from the learner’s perspective assists the teacher in discovering what should be done.  It is not impossible to teach something useful without a book or even any set objectives. Objectives and goals do not necessarily have to come down from administration or famous publishers.   

1.1.4 Education previous to our study
Most earlier experience with English has been through Korean teachers drilling vocabulary and grammar in an old fashioned “Grammar translation method” although the new curriculum calls for a “grammatical-functional syllabus” orchestrated to develop communicative competence.  The 7th Curriculum sets aside 1 hour per week for 3rd and 4th grade English, 2 for 5th and 6th 
grade, requiring 450 words at the end of elementary school.  Secondary school involves 2 hours per week of English instruction and 1250 additional words.  High School students in grade eleven are exposed to 2,300 words and grade twelve, 3000.  In 1993, the sixth Curriculum was put into place and was not much different from the 7th.  The 7th took effect in 2001 for primary and middle schools and 2003 for high schools.

Although the 6th and 7th Curricula emphasis is on communicative competence, two factors distract educators from this goal.  First, the importance of the test to enter University forces it to be the focus for all preparation.  Teachers teach test taking skills throughout high school and testing has even trickled down to Korean Kindergartens.  Parents worry about their children’s university before they enter school and feel private lessons and institutes (hagwons) are the key to giving them an advantage to limited positions. Knowing English is also prestigious and seen as the key to international competition.  Economic motivation for spoken proficiency is undermined by reliance on written multiple choice tests and some limitations non-native Korean teachers perceive in their oral ability. 

120 freshmen at the Catholic Medical Collage attended “Conversation class” once a week for 16 weeks to further their English. Usually, visiting professors are required to follow a set syllabus and teach from a specific textbook but this course was different.  It is taught at the Song eui campus and in the process of rotating Instructors and fluctuation of department Heads earlier orientation packets was misplaced.  This resulted in confusion for the outgoing teacher who was told everyone gets A+ and the second semester teacher found out after 10 weeks that grades were supposed to range from A+ to F.  

Students all have e-mail addresses and can be contacted for additional information, such as, for surveys to express opinions or satisfaction with their letter grade.  Most were distressed at how large the class size was and complained that only one hour a week was not enough time to increase their ability.  Their voiced feelings of being neglected has led to next year’s classes being divided into four groups so at the very least class size will be reduced but the amount of time remains the same.  Students had finished the first semester with a different teacher and seemed eager to interact.  The students had been divided into three classes of 40 alphabetically.

The second semester started with a new teacher and a chance for a different approach.  Discussions with the first semester Lecturer, Daniel Gilhooly, revealed his focus was on constructing text as critical assessment of written material and class work consisting of sharing opinions and mainly improving skills to deal with Literature as a vehicle for expression.  Conversations held with T. M. Sheridan, the Visiting Professor of the previous year concentrated on group dynamics, grammar tests and explanation of techniques adapted from his experience with Business Administration and History.  As the new figure of authority, the researcher felt that a learner-centered program would contain flexibility and encourage autonomy or at least include some self-direction for learners

1.2 Appropriate Research Avenue

The aim of this study was to make an English Conversation class for a specific group of learners worthwhile through consultation and share the results. Action Research is appropriate because it starts with inquiry in and about the learning environment and is aimed at changing things (Nunan 1992: 17).  The lack of specific stated goals of the course led the researcher to consult the participants in the room during class time and draw upon their interests.  Guiding everyone towards an open environment where learner input is valued and utilized for week-to-week development of a syllabus is no easy matter.  It is hoped that a forum to address learners’ concerns would accommodate divergent opinions and create a growing sense of trust between all involved.

Although, Action research cycles have been described in different ways, an adaptation from Kemmis & McTaggart (1982: 7) by Finch (2002:11) is a useful introduction to the process: Planning => Acting => Observing => Reflecting.  A record of their suggestions and criticisms shows a cycle of action research as they were acted upon during the second half of the semester.  In addition to this quarterly giant cycle, weekly observations, reflecting, and adaptations were also incorporated into lessons.  Finally, besides these rather lengthy breaks between research and action, lessons included aspects of improvisation.  Learners in groups did presentations that elicited critiques and depended upon their chosen topics. An element of the unknown existed and contributed to a dynamic class atmosphere. 
1.3 Proposed Solutions

The main data for this study is based on the two reports submitted by each member of the class.  Examples of suggestions and complaints illustrate their views regarding what constitutes a ‘good’ class.  The learner may not know better, but by active involvement in decisions the learner may prove to be a resource superior to a material writer.  Learners who grow together empower one another and become part of the solution to overcome large class size and limited speaking time.  Student participation creates a sense of ownership and responsibility.  However, it is no easy matter to build consensus in choosing among the various directions a course could lead.    

By establishing learner’s needs and expectations through dialogue it was hoped that a way to meet them would be discovered.  The development of a freshman English course in a Korean University with their cooperation seemed the only suitable option. Activities in the second semester included: speaking in small groups, planned speeches, interviewing, reporting, creating a skit, evaluating others, and suggesting improvements.  The exposure to using and practicing English was considered to reaffirm the worth of self and encourage pursuit of further study.  Although the mid-term and final exams were essays, both asked for a critique of our class exercises.   

The odd lack of firm objectives and restrictions led to an opportunity usually avoided when programs are well defined. An analysis of what was done in class and students’ opinions assisted the teacher in discovering what to do.  Hopefully, treating learners as important members of the class has involved them meaningfully and substituted the teacher’s customary role of sole controller.  Activities such as student presentations could have been pre-written and perhaps improved by the teacher.  However, editing student’s ideas restricts their creativity and sets a precedent of only the teacher having freedom. 

This study follows the development of the second semester English course for freshmen. The reasons for compulsory English conversation class are complex and perhaps beyond our scope (see Kwon 2000).  Although, improving English appears to be a vague objective, conversation class actually encompasses speaking, listening, grammar, reading, & writing components. When creating a process syllabus the expectations of learners require investigation and are addressed as the syllabus unfolds.  Many foreign teachers have to learn what is expected from an outsider and adapt to a system with their learners’ support.  As ironic as it might seem for a teacher to require knowledge from a student, in the case of TEFL, the students are experts of their environment. 
CHAPTER 2. LITERATURE REVIEW

 2.1 Areas reviewed

Within this chapter is an overview of the concept of process syllabus. Discovering the needs and wants of a particular group of learners is integral to its development.  Planning the time spent together is not entirely unpredictable as previous learning experiences and expectations shape what is possible. The happenings in a classroom are in some ways uncertain, yet contingency plans cope with surprises. Learning objectives and goals in syllabus designs are examined to show which options are open to teachers.  Action research connects the gathering of data from class with acting upon them.  A relationship between feedback and our class’s progression developed following the literature’s initial guidance.
2.2 Syllabus Design

There are different views on what a syllabus is and although it has been distinguished from a curriculum it has been done inconsistently.  There are numerous different views and definitions of what a syllabus is.  Stern (1983: 434) sees curriculum as a general term that encompasses “the entire instructional process”.  He uses the term syllabus to mean a list of content to be taught in a course.  Breen (in Nunan 1988) interprets syllabus in a broader sense to mean expression of belief: psychology of learning, how a class is taught, and even social development of learners.  Yalden (1987) advocates a very broad instrument for guiding the teacher to activities that achieve the needs and aims of the learners.

The Syllabus is an instrument to coincide the needs and aims of the learner with activities that take place in the classroom (Yalden 1987:86).  The scope of a syllabus varies and often depends on the designer’s vision.  Munby (1978, in Nunan 1988), for instance, records the present ability of the participant, purpose for target language, and situations expected.  This analysis seems very product oriented, when compared to Nunan and Burton (1985, in Nunan 1988) who focus on the student and what type of program will suit him/her individually.  Those questions tend to be more personal and centered on learning as an on-going progress.  Willing (1988, in Nunan 1988) as well, surveys the class and asks them which aspects they like best

Curriculum development should allow teachers the freedom in the class to teach and choose materials that suit the situation best (Brown 1995: 23).  The seven common syllabuses listed by Brown (1995: 142) are:  Structural, Situational, Topical, Functional, Notional, Skills, and Task or activity-based.  Rather than noting the strong or weak points in an ‘either/or’ comparison Brown quotes Johnson (1978: 46 & 1981: 34) to make the point that there are simply different ways to organize a course and teachers are expected to use professional judgment to combine or adjust them.

The learner is the one learning and his experience cannot be isolated from the community.  Interaction, as seen by Stevick (1998: 50) lies outside of an individual’s conscious awareness.  Different types of learning may be overlooked when constructing a syllabus to include certain grammar or functional aspects of English.  Gagne (1965: 58-58 in Brown 2000: 92) identifies eight types of learning: Signal, stimulus-response, chaining, verbal association, multiple discrimination, concept, principle, and problem solving. 

Yalden (1987) demonstrates debate over theories by refering to Hymes (1972). Situational syllabuses are based on Hornby’s situational method of using real activities performed in the classroom to emphasize getting things done rather than language laws.  Hornby disagreed with Chomsky and linked linguistic theory with communicative competence.  He judged language in terms of possible, feasible, and appropriate (Yalden 1987).  Topic based syllabuses are considered too messy to be derived from any theory (White 1988).  Skill based Syllabuses grew out of ESP and needs analysis.  Notional-Functional Syllabuses are content based and are devised from theories of language use. Syllabuses vary in such detail and scope that it seems possible to nearly anything in class and invent a reason for it.
2.2.1 Approaches 

Teachers are required to decide what in fact will be done considering many factors. Relationships between students and interaction with the teacher develop ties and foster education.  Breen (1985, further discussed by Nunan Op. Cit.) suggests that when there is a focus on the means to learning over the ends the route is prioritized, rather than the destination.  Breen sees the teacher bringing a syllabus as a rough guide and tailoring the map for the journey as it progresses.  Yalden (1987) believes the syllabus should be flexible and open ended so that feedback from the classroom constantly revises it.  Hutchinton, (1987: 153), asks whether the course is fulfilling the learners language learning and using needs, as well as, which areas are not being fulfilled. 

Yalden (1987: 68) recommends matching the model of a syllabus with your type of students.  Her examples include:

1. Functional Syllabuses for beginning ESP learners.  

2. Negotiated for sophisticated learners in a language-for specific purposes context.

3. Natural way syllabuses for general education.

4. Subject matter syllabuses for general education where rapid progress was desirable.

5. Task-based syllabuses for situations where linguistic resources are limited (that is, in foreign-language teaching context).

Functional Syllabuses, described by Yalden (1987), are concerned with functions e.g. agreeing, denying, persuading and notions e.g. time, concepts. Negotiated Syllabuses are a variation of Functional with more input from the student. The Natural Syllabus is designed around students acquiring language naturally through experiences.  Subject matter Syllabuses teach another subject using a language other then the learner’s first. Task-based Syllabuses grew from Prabhu’s assertion that “structure can best be learned when attention is focused on meaning” (Yalden 1987: 65).  Students perform tasks rather than focus on the language required to do the task.  They learn through trial and error and out of necessity.

2.2.2 Target Needs

Target needs are the culmination of the necessities, lacks, and wants a group of learners have (Hutchinson & Waters 1987: 55.  Necessities include what the learners need to know to operate successfully in the target situation.  The functions may in turn be compared with the current proficiency of a learner to find the difference from the target proficiency to tell what a learner lacks.  The perception learners have of their attainment affects motivation and achieving personal goals stimulates satisfaction.  The view a learner has of him or her ability though, may not correspond with what another’s perception. 
 Instinctive evaluations learners’ various skills are somewhat distorted and require greater investigation.  Informed decisions can only be made if the skills needed are identified and a route to acquire them is possible.  Information about target needs can be gathered in a variety of forms; questionnaires, interviews, observation, discussion, or negotiation (Yalden 1987).  Students may feel uncomfortable at first discussing their needs because they might think that a good teacher should know everything already.  She suggests sharing the reasons for feedback and consultations with one’s students.   

A needs assessment determines what the learners require.  The teacher can rearrange and focus the course to better suit the current class (Graves 2000).  The students can be asked through direct questions concerning what they exepect to use the new language for.  Asking students what they have to learn may seem strange but it is one way to include students in the process.  Individuals study a new language for different reasons and may have a better idea of what their future holds than a teacher.  Students already have some of what they need and just increasing their proficiency is an acceptable response (Hutchinson 1987).

The framework set out by Hutchinson & Waters (1987: 59) is an expanded version of 5Ws: Why, How, What, Who, Where, and When.  

Why is the language needed?

How will it be used?

What will the content areas be?

Who will the learner use the language with?

Where will it be used?

When will it be used?

Activities designed to reflect target situation needs are more relevant to the development and fostering of skills and strategies.  Learners do not necessarily have to follow a direct path as circumlocution covers more ground.  The target situation itself does not indicate what is needed or useful in a learning situation.  Learning like a journey meanders as it flourishes even after the destination is known.  Learner needs (Hutchinson & Waters 1987: 62-63) factor into the equation a framework similar to the target situation analysis asking:
Why are the learners taking the course?

How do the learners learn?

What resources are available?

Who are the learners?

Where will the ESP course take place?

When will the ESP course take place?

The goals of a teaching program derive from the perceived reasons a particular group of learners needs to learn English (McDonough & Shaw 1993: 4).  Stern (1983:46) however, seems to use his model mainly to examine all second language teaching.  He compares the rationale behind various approaches rather than develop a specific syllabus.  Language teaching theories examined thoroughly are thought of as ideals to “sharpen our judgment” (Stern 1983: 49) and lead to quality language teaching.  Rather than decide which is best, theory assists us in using an appropriate response to a new circumstance.

2.3 Theories

Language theories can be divided into structural, functional and interactional. 
At least three different theoretical views of language and the nature of language proficiency explicitly or implicitly inform current approaches and methods in language teaching (Richards and Rodgers 1986: 16-17).
 Methods based on seeing language as meaning encoded in structure are considered structural.  Functional refers to organizing content and meaning in a “semantic and communicative dimension” (Richards and Rodgers 1986: 17).  Their third division includes relationships with the rest of society, such as, transactions between individuals.  Teachers may consider different aspects of these approaches and choose what they find useable.  Widdowson (1979 in Stern 1983) suggests bending specific boundaries to become a successful teacher.  
Models depict the theorist’s view on the nature of language, language learning, teacher and teaching, and environmental factors.  The synthetic approach, evaluated by Wilkins (1976, in Long and Cook: 1992) breaks down language in to smaller units and gradually introduces more until the structure of the target language is complete.  The function and the notion are two alternative categories illustrated by Finocchiaro and Brumfit (1983, in Richards and Rodgers 1986).  Analytical approaches concern themselves with situations, topics, and themes rather then with the correct grading of material. These denote what operations the learners do with chunks of structurally unmodified language (Long and Crookes 1992). 

Long & Crookes (1992: 40) examine syllabuses that are synthetic rather that analytical critically and have identified problems with task based approaches. They blame the arbitrary nature of a process syllabus on the lack of needs identification preferring course designers as better judges of efficient and relevant use of class time.  Their position is that too much freedom results from giving learners choices and merely fulfills wants instead of needs.  Other weaknesses include the difficulty of grading and sequencing tasks, no provision for focus on form, and finally there is not a clear link to any SLA theory or research for the process syllabus to be held accountable to.

 2.4 Types of Syllabuses

Syllabus has come to mean very different things ranging from a detailed plan readymade and handed down to a loose guiding collection of methods. White (1988) divides syllabuses into two types: A and B.  Type A answers the question of what is to be learned. Type A is concerned with knowing about the language; being able to remember the rules, following the plan and achieving the objectives laid out. Type A includes grading content using criteria such as frequency, coverage, range, and learnability.   Everything in Type A is organized and ordered according to some base like content, situation or skill to be learnt. Type A is defined in advance by the teacher as an authority and assessed by the learner’s eventual mastery of the subject. 

Type B however answers the question of how language is to be learned. Type B breaks with convention and opposes selection of content based on grading parts of language.  Type B is more concerned with the methodology in terms of “processes of learning and procedures of teaching” (White 1988: 94).  The procedural syllabus seems to have been well examined and differs slightly from process syllabus designs which remain under evaluated.  There are not many examples of the process syllabus as it attempts to organize itself around the learners’ preferences and builds negotiation into the system.  Candlin (1984: 34) argues that each syllabus is individual and cannot be predetermined or prescribed or imposed.

Task based designs are far from being all the same and have even been separated into three types themselves as procedural, process, and task syllabus (Long & Crookes 1992: 27).  All three are considered to be Type B syllabuses by White (1988: 94) as his definition of Type A: “based on the pre-selection of content” does not describe task-based designs.  The procedural syllabus is teacher directed and the process one is learner-led.  The process syllabus seeks educational rationales rather than linguistic ones (White 1988: 96-97).  It is an acceptance of negotiation that occurs between the teacher and students from the beginning of a course to the end.

The Procedural Syllabus is a Type B but differs from Process in that the focus is on the task and is learning centered instead of learner-centered (White 1988: 102). Candlin (1987: 6) asserts that joint planning between learner and teacher leads to language learning, content, and actions explored and accomplished.  Learners bring their past experiences to class and together figure out what it is they will do (Breen 1984: 54).  Breen’s levels include decisions for classroom language learning, alternative procedures, activities, tasks, and on-going evaluation.  Genuine communication and personal commitment occur as opportunities arise in class.      

The Process Syllabus is an approach to syllabus design sometimes thought of as ‘task-based’ or ‘procedural’ (McDonough & Shaw 1993:60).  It focuses on the language learning process and the contributions of the learner to the process (Breen 1987: 159).  This syllabus accepts the evolving nature of competence and adapts as it emerges gradually.  A similar approach was based on tasks in Prabhu’s (1987) procedural syllabus consisting of:  information, reasoning, or opinion, gap activities.  Materials were not pre-constructed fully but were merely prompts for tasks that developed from the learners themselves.

A linear organization of material based on grammar fails to account for learners’ progress in multi-focal directions (Rutherford 1987). Task based approaches stated by Brumfit (1984, in Sheen 1994) provide tasks and activities that focus on meaning.  Task-based learning (TBL) has emphasis on interaction, conversation and language use rather than learning about the language form (Lightbown & Spada 1999: 92).  Topics are often of interest to the learner and the focus is using the language to accomplish a task.  TBL leads learners to use language in a variety of contexts and as the object of instruction. 

Task based Syllabus is a syllabus organized around tasks, rather than grammar or vocabulary (Richards, Platt, & Platt 1992: 372).  A Task is an activity designed to achieve a particular learning goal (Richards, Platt, & Platt 1992: 372).  Candlin, (1987, in Nunan 1988) lists many tasks that make good use of time.  Activities involving: negotiation, different results, co-operation, learner evaluation, and consequences are considered worthwhile.  Interesting things should be done with the materials instead of worrying about finding interesting material. (Brown and Yule 1983) 
Interaction is seen as the catalyst causing adjustment in output quality and as a check alerting learners to failures in being understood (Breen 2001b: 112).  Attention drawn to certain areas of weakness during a ‘negotiation of meaning’ makes language assessable to learners.  Breen suggests creating interaction in which goals in learning are identified, unfamiliar ways of working are undertaken, work is done together in mixed dyads, cooperation to share different information is done, predetermined tasks are achieved, and topics and sub-topics should be recycled (Breen 2001b: 135).

2.5 Applications

Awareness of what the learners need begins to answer the question of what is going to be done in class.  For the potential of a needs analysis to be realized, the content has to be made acceptable and reasonable (Hutchinson & Waters 1987: 53).  A ‘Communication Needs Processor’ (Munby 1978) elicits the target needs of a group.  However its use proves how elusive knowing what to do is.  The CNP succeeded in producing a list of linguistic features from the target situation. It neglected though, to address reaching them from learner’s current level of mastery (target needs) nor how (learning needs).    

The communicative approach advocated by Dubin & Olshtain (1986: 88) is an expansion of components in terms of language content, course products, and learning processes. Looking at samples called ‘workouts’ demonstrates their approach.  They are presented in ten categories: Operations/Transformations, Warm-ups/Relaxers, Information-Centered Tasks, Theater Games, Mediation/ Interventions, Group Dynamics and Experiential Tasks, Problem solving Tasks, Cognitive/whole Task, and Skill getting strategies (Dubin & Olshtain 1986:96).


Hall (2001) describes a student-generated, experiential approach to course design, with learners providing the materials. Neither timetables nor content is specified. A general syllabus outline is given, based on the repeated pattern of Plan, Do, Report Back, Evaluate, and Plan. Students do independent work during the course, using all the resources of the immediate environment including teachers and other students.  They proceed through various report-back sessions - posters, presentations, individual consultations, and interviews.

The purpose of classroom research according to Chaudron (1988 in Sheen 1994) is to find characteristics for efficient learning.  The goal of many learners is to acquire the target language to accomplish everyday tasks.  Ingram (1984 in Nunan 1988) lists everyday tasks as those that include: exchanging personal information, gathering information from media, writing notes, and others. Sometimes though, the language may only be learned to pass an entrance test to get a job or promotion.  Contrary to the design of some classes, learners may have a different reason for attending. (Sheen: Op. Cit.) 

2.5 Criticisms

Student creation and evaluation of a syllabus lends itself to some seemingly insurmountable criticisms.  White (1988: 101) judges Breen and Candlin’s proposals utopian and unrealistic to implement. His first criticism is that no evaluation of a model exists.  White’s second point is that the process approach demands professional competence and confidence lacking in beginning teachers.  Thirdly, conventional notions of authority are challenged with few suggestions given for overcoming contextual barriers.  Fourthly, the role of teacher and student seems switched which to even attempt requires involvement from all stakeholders.  

The quest for process development explores uncharted territory and may not be as attractive for teachers accustomed to traditional objectives.  White (1988: 102) ends discussion of process by stating that any journey may be aimless alternative for current “reasonably well-defined educational destination (s)”.  However, Tyler (1949, in Nunan 1988) rejects the notion of writing objectives in terms of what the teacher should be doing.  Many activities prepare students for learning and develop a pattern for processing additional material.  Process objectives are the things the designer wants learners to participate in and experience.

2.6 Action Research
Action Research (Kemmis & McTaggart 1988) is a continuing process of investigation. Improvements through directed change arise from planning, acting, observing, and reflecting in a cyclical manner. Although, making goals and objectives apparent to learners (Davies & Pearse 2000: 5) is not easily achieved, it is an honest attempt to find a suitable solution.  Finch’s (2001: 128) use of Action Research responded to needs analysis procedures that failed to connect with earlier methods and material development.

Action Research in ELT has been envisioned and described in various ways by different practitioners. Teacher as researcher seems to be the uniting consensus but how and why it is done differs between frameworks (Dickey 2001: 176).  Wallace’s (1998: 15) view is that AR is structured reflection. Burns’ (1999) idea of AR is very clear and sees it as collaborative with learners and colleagues.  Dickey (2001: 178) combines Wallace’s several definitions of AR to present his interpretation:

Action Research is a problem-based method of professional self-development undertaken by an individual or small group which involves systematic collection and analysis of data related to a teacher’s everyday practice. 

Burns (in Burns et. al 2001) summarized the major themes of action research as having to do with teachers increasing their own empowerment, gaining stronger voices, overcoming isolation and developing professionally.  Action Research though, is more than only for language teachers as there is a long history of its use in other fields.  Dick (2002 a.) explains its differing manifestations focused more on research or action with the following explanation
Action research is a flexible spiral process which allows action (change, improvement) and research (understanding, knowledge) to be achieved at the same time. The understanding allows more informed change and at the same time is informed by that change. People affected by the change are usually involved in the action research. This allows the understanding to be widely shared and the change to be pursued with commitment.

Dick’s explanation includes the researched as partners in the study.  Other teachers, in our profession may be involved and consulted but the learners in the class are the ones whose trust must be gained for action research to work.  Dick’s numerous files call for action -> critical review -> planning -> action … in a cyclical pattern.  His search for disconfirming evidence and flexible data gathering methods mark AR as an idea way to study the developments of evolving class relationship.  A diagram taken from Coghlan & Brannick (2001: 19 found in McPherson & Nunes, 2002) may be helpful to visualize how this can be accomplished.
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The exact labels attempting to describe AR vary and in fact, methodologies within Action Research differ as well (Dick 2002 b.: 163-164). The exact way depends on the issues a researcher is concerned with. Some suggestions for collecting data (Finch 2002:11) include the use of self-assessment forms, questionnaires, observation, checklists/inventories, interviews, teacher-diary, and learner-diary.  AR is very personal in that the methods require an admission that other stakeholders are just as important as the researcher.  In addition one’s vulnerability increases as more control is released and shared with others.  

Action Research concerned with change and inclusion of learners seems to be a suitable avenue to investigate a class.  Learners are able to share their expertise and offer feedback that is taken seriously and affects their direction.  If the innovations and reasons for dong exercises and activities become more personal to learners a sense of ownership should increase.  Action Research differs from traditional quantitative studies in that controlling variables and reproducing the experiment are not necessary.  The teacher is able to conduct a class and attempt to systematically understand and improve it by reacting to diagnosis as is arises.  

For a design to be considered action research it should be based on four characteristics (Arhar, Holly, & Kasten 2001: 128): ethical commitment to improvement, cycle of reflective practice, collaborative work, and making work public for examination and critique.  Their conceptualization of AR uses the metaphor of a journey of development taken from the story of Dorothy in The Wizard of Oz.   Cognitive complexity is represented by the Scarecrow, ethical responsibility by the Tin man and emotional maturity by the Lion as three domains developed by doing AR (Arhar, Holly, & Kasten 2001:76).  The analogy runs throughout their book and is a symbol for “a self directed and collaborative journey” (Arhar, Holly, & Kasten 2001: 54).

Action Research that includes the learner’s discovery and inform the teacher is much like a needs assessments.  When a needs-assessment is ongoing teachers and learners are able to reflect on what they perceive is happening.  The teacher is not alone in his/her view of role and power in a classroom.  Needs assessment involves decisions, actions and reflections that are part of a cycle (Graves 2000: 100).  The basic purpose of a needs assessment is to gain information (Bailey 1998: 2) and help students make progress towards their goal appropriately and consistently. 
2.7 The Korean context

Reform in Korean Curriculum has come from the top down from the Ministry of Education.  Teachers are expected to change their methods and procedures to conform to the prescribed format, although in class practice lags behind. “The stated refocus on communicative competence seems unrealistic when considering the grammar translation background teachers were accustomed to.  The entrance test for University includes written dialogues but lacks an actual speaking component (Suh 2002).  Advocating a process syllabus is a giant step when a curriculum has been established and it means modifying it.  However, class progression was unrestrained as no book was assigned for freshmen conversation English.  In Korea the students are an authority on what is allowed in class rather than the visiting teacher, making their opinions already valuable.  
Upon viewing the students of the class the first impression was that they were fairly young, perhaps in their late teens or twenty years old.  The Korean system for med-students does not include an undergraduate degree so they are generally recent high school graduates.  Most probably come from wealthy families and live nearby, however some are living on their own with parental consent and support.  The freshmen students considered by Finch (2001:131) when their syllabus was developed probably show some similarity to those at CMC.  Both groups have a strong background in grammar, written vocabulary, and are just arriving from high school.
By offering our learners a place in the planning stages of class time we instill the sense of autonomy and recognize their experience learning language.  Slimani (2001) describes the classroom interaction process and introduces her study by stressing the contribution learners make to the discourse is jointly constructed.  Her quotes of  Corder (1977:2 and 1977:66) emphasizes the role learners have in co-producing lessons co-operatively and draw attention to the claim that “no teacher teaches without consent”.  The teacher of the CMC students was only able to teach with their acceptance. The students developed a sense of trust and common direction that losing sight of would have resulted in a doomed enterprise.  

The activities done in the CMC freshmen conversation class included: interviews, reports, group work, reading from the board, listening to instructions in English, presentations, writing and performing skits, and debates.  Although, new proposals will not suit everyone, they are worth investigating as innovations. Planners search for a balance between various types to create a usable syllabus to teach English (Nunan 1988). After examining current evaluations of syllabuses it is evident that there is not an all-encompassing perfect design for all occasions.  In conclusion, the lack of process designs being implemented merits investigation and has led to this report.

CHAPTER 3. METHODOLOGY & DESIGN
3.1 Inclusion of Learner Contribution 
Direct questions were used to initiate discussion on expectations learners had based on previous experience.  From week to week and throughout the class students were able to affect the course of study by sharing interests and expressing concerns.  The major chance for gathering information concerning what we were doing and should do came during the midterm exam.  Students were asked to submit an essay to express their thoughts on how class was going.  At the end of the semester another opportunity was given to reflect on the implementation of suggestions and ideas for the next year were also offered.  

Action research done with the freshmen of the CMC involved overcoming the fear of the unknown.  Activities and ideas were taken from task-based designs and class time was used to plot a journey together.  Learners were consulted which directions they were interested in pursuing and class dynamics and management were wrestled from the teacher and shared with the student population.  Early on student opinions were elicited and choices for topics were left open for learners to select.  Motivation for improvement was left mainly for each individual as they saw fit.  Use of first language to plan and express opinions was permitted to include the mixed level of learners.

The following teaching log is an account of what occurred in class and illustrates the reactions our class had to suggestions and demonstrates how a process syllabus developed between us.  By writing down my observations and feelings I was able to reflect on where we have been and speculate what the next course of action could be.  As a record of an on-gong process the teaching log acts as an exercise in awareness and highlights the options learners had with their selections.  The log is akin to a journal and was sustained with input and comments from the class as a whole. 

3.2 Teaching Log

Day I August 28th 2002

In the first class learners were asked to ponder the reason why they were there and what they thought we should do.  This introduced their first questionnaire (see Appendix A) taken from Nunan (1999: 322-323).  Part 2 of Nunan’s “Needs Analysis Questionnaire” is called a language contact survey and asks the question “Do you want to improve your language so that you can” offering thirty-nine suggestions.

	Class A
	Class B
	Class C

	1. Do further study
2. Talk to English-speaking friends
3. Communicate with your friends
4. Make travel arrangements

5.  Attend interviews

	1. Watch TV

2. Do further study
3. Talk to doctors/ hospital staff


	1. Watch TV
2. Talk to English-speaking friends
3. Read newspapers, books, magazines



	1. Tell people about your education

2. Talk to children’s teachers

3. Speak to landlord/ real estate agent

4. Deal with door-to-door salesmen
	1. Deal with door-to-door salesmen

2. Tell people about yourself

3. Watch TV


	1. Talk to your boss
2. Talk to neighbors
3. Talk to children’s teachers
4. Talk to government officials




Figure 3.1 What was considered useful and not useful.
Students were given time to read through the choices and decide which uses of language were important for them.  The reasons were discussed in groups and the most popular responses were reported. Part 3 of Nunan’s (1999: 324-325) needs analysis was assigned as homework due the second week of class.
 
Class A reported that they wanted to do further study, talk to friends, communicate, make travel arrangements and attend interviews. They and did not want to talk about education, talk to children’s teachers, real estate agents or salesmen.  Class B chose watch TV, do further study and talk to doctors.  Some members of their group did not want to deal with salesmen, talk about them selves or watch TV.  Finally, Class C selected watch TV, talk to friends and reading to learn, refusing talking to bosses, neighbours, and government officials. 

Day II September 4th 2002

We met in the Seminar Room on the fourth floor of the OMNI BUS Building on another hot day without an air conditioner.  The attendance sheet was circulated for those present to sign and as 13:15 approached the door was shut and we began with the third part of the handout from last week.  The theme for this class was “Beliefs about Language Learning” and learners were asked to compare their answers with a partner.  After time was given to do this some responses were reported to the class as a whole.  

Part 3 is about methodological preferences and was mainly used to initiate discussion about different ways to conduct class.  It quickly became evident that small groups was preferred, no homework, and other considerations did not find consensus.  Style of learning, correction, media, activities, knowing level, and satisfaction differed too vastly to find similarity.  Individuals were meant to realize that some expectations they have differ from others and a variety of exercises have to be endured.  Either those that were strongly agreed to, disagreed with, or interesting were discussed as a class together.  

Of the three groups, class A, B & C, all decided upon different directions and as an example; A wanted no corrections, B some, and C chose always. After agreeing to try and make class worthwhile learners were paired up and asked to interview their partner and prepare a paragraph about him or her to read aloud for next week.  A hand-out with personal questions was provided but learners were encouraged to create their own original questions.  Thirty students attended A class, 28 came to B class and 30 came to C.

Day III September 11th 2002

Presentations introducing another student were given alphabetically in front of the class.  Paragraphs were read aloud as brief speeches and varied from simple responses to the questions to very creative introductions.  The rest of the class listened and the information included both interests introducing the class members to the new teacher and gave some idea of overall proficiency.  They took almost the entire period to complete.  Students were told they would take part in group work in week four and work as a team to report on a topic of their choice.

Day IV September 18th 2002

Groups were designated according to table being sat at.  Moving tables together before class changed the regular arrangement of three students to a table forming groups from 4-6 members.  Students were told to suggest three topics to their team and select two to report on as a group for next week.  A sign-up sheet was circulated and filled with times and team names.  The instructions were given orally in addition to being previously written on the board.

Day V September 25th 2002

The teams’ first presentations were scheduled and written up on a program beginning at 1:20 and in five-minute intervals until 1:45.  Group B scheduled from 2:10 – 2:35 and C from 3:00-3:30.  As the presenters completed their talk, the teacher gave advice and problems were elicited from the audience.  An e-mail address was printed on the bottom of the program so that additional remarks could be offered. Topics included: Entertainers, Cooking, Studying, Cucumbers, Major League Baseball, Travel, Snack Animation, MSN Messenger, Internet, Rock Scissors Paper, Drinking, Food, and Movies (See Appendix B).

Day VI October 2nd 2002

Other members of the teams did their presentations on this day and had the benefit of having seen those of the week before and were able to make better use of their time.  None were marked, only commented on.  The topics for this week included: Politics, Guitar, Animation, Volunteer, Campus Couple, Pimples, Advertisement, Drinking, Billiards, Circles, History of Weapon, Cosmetics, Politics, and Art (See Appendix C).  The Class’s Yahoo community address was circulated and the instructions for the Mid-term examination were explained towards the end of class.

Day VII Mid-term exam online.

This message sent Tuesday September 24th, 2002 at 9:06am was posted on the Yahoo site and was automatically sent all those members of the Community. 

Dear All,

Your Mid-Term assignment is to post a paragraph discussing our 

course.  Explain your impressions of the class, any weaknesses, and 

strengths, and suggest things you would like to see for the second 

half of the semester.

Use your name and class number as a signature

Day VII October 16th 2002 

The feedback from the submitted essays (See Appendix D) led to implementing changes based on suggestions to make better use of class time.  The first noticeable difference was a strict taking of attendance only by the teacher by asking each student their class number as they sat at their desk.  It was more time consuming but reassured those who showed up that their effort would not be overlooked.  It made the class more accountable and mainly was to make those who take the class seriously to continue to do so.  The second implementation was to attempt an ‘English only’ policy.     

The question “How to enforce the ‘English Only Day ‘”was raised at the beginning of each class. Three suggestions were offered and explained by the teacher.  Number one was: pay a fine if you are caught speaking another language.  (Perhaps the student catching you could keep the money).  Number two was leaving the room for a time out.  Number three was no penalty, only self-control.  The three classes showed their diversity by each selecting different rules. Actually they were not strict and it only acted as encouragement to try and communicate with English.

The Task for today was to divide the class into different groups and brainstorm different situations where people talk.  Questions were written on the board to elicit common and unusual times when people talk. Three per table were needed and written on the board.  One was supposed to be an unusual one.  After the situations were written on the board they were randomly assigned back to different groups and homework was for each group to prepare 3 skits based on them to perform next week.

Day IX October 23rd 2002

Groups performed their first skit.  The teacher took digital pictures while they occurred and others acted as an audience.  Topics ranged from buying a subway ticket to finding someone in your garden.  We then watched each group perform their second skit in front of the class, and then their third.  Not much time was spent critiquing choice of language or grammar.  The thrill and fear of being in front of a large group of peers seemed to unite the class and instill a kind of liberty as the themes were sometimes rather strange.  It was stressed that the performances were an opportunity to use English and comedy was welcomed. 

Day X October 30th 2002

Once again the class was divided up into groups: this time by assignment of letters to create teams with members who had close friends on other teams.  Each group was given blank paper and asked to write down the names of three characters and descriptions.  Once this was completed the papers were exchanged with another group and those characters were used to write the beginning of a story.  After the beginning was written papers were exchanged with another group who wrote the middle and a final exchange to write the ending.  The teacher collected the stories at the end of class.

Day XI November 6th 2002

The piecework stories were back handed out to new groups and students were told to write a script for a short screenplay from them.  Each team wrote the script and chose actors from another team to perform it next week. The actors and roles were chosen by the writers from the adjacent table.  Since friends were scattered through out the room making personal quirks emphasized and odd scripts were completed.  These scripts were given to the proper performers and were to be acted out the following week.

 Day XII November 13th 2002

Strange characters and stories were performed and themes ranged from animated hamsters to alien supermarkets and triangle love stories.  Interesting characters included famous golf stars, lions, eggs, and historical figures.  All levels of English were encountered and body language on the stage determined responses. Titles included: Happy End, Alien’s family supermarket, Korea birth history, Saving Hemtory, 0, Colour of night, Transgenders, taxi driver in an yang, Inappropriate relationship, Alien with green face Unfaithful, Looking for nose hair, Strange relationship, and Never ending story FWIII.

 Day XIII November 20th 2002

The concept of a debate was introduced and groups were asked to discuss and suggest two topics for next week’s debate.  These were then written on the board and groups were instructed to select one and create a questionnaire to use find out what other members from outside the group felt about the issue.  Groups broke up and walked around the room finding out others’ opinions. Topics suggested included: Plastic Surgery, Hospital Strike, Homosexuality, Smoking, Medical Grad School, Ruined Man, Morning After Pill, Drinking, Part time job, Circle/club Activity, Election, Vending machine, Heavy homework/Chinese Character, Volunteer Work, Paying for Free Chal services, Campus Couple, Adult Banner, Nuclear Development, Traffic, Middle school Student & Middle Aged man, and Divorce (See Appendix F).

Day XIV November 27th 2002

The topics from the previous week were organized into a program and students were asked to write their class number beside the topic they were interested in debating.  They had to approach the board and write it on either the for or against side.  Only those topics with both for and against marks were chosen to be enacted.  Tables were assigned for the various issues and different sides.  Participants were given time to prepare a statement and rebuttal then were staged some very quick stand offs.  There was not much time but discussions were heated and emotions were charged.  On that note class ended and students were instructed to submit their final exam by email.

Day XV Final Examination on line

Final Exam (See Appendix G for responses) Instructions posted Thursday, November 21st, 2002 at 3:54am.

Dear Students,

Log in to our web site and read the message that corresponds to your 

number in class.  After you have read it, reply to it with a message 

of your own reacting to its contents.  Make sure you give your 

opinion of both what you read and what has occurred in class since 

October 9th.  In addition, you may like to suggest innovations for 

next year’s course.  The deadline is 5pm Wednesday the 4th of 

December 2002.

Please reply to the message number that is the 

same as your class number on the attendance sheet (1-115).  If you 

have any problems contact me or ask a classmate for instructions.

My email address is lklandry2002@yahoo.ca or landry@catholic.ac.kr
Good Luck,

CHAPTER 4. FINDINGS 

4.1 Feedback from Learners
Confronted with a new environment without any obvious guidelines led to a unique situation where the direction of our class could be influenced by the learners.  Their needs and desires were searched and by encouraging self reflection.  It was hoped that their experience and development would act as a trigger for a syllabus more closely related to worthwhile study.  Self-determination of topics was used to adjust and modify what was planned to suit the class full of individuals.   

Nunan (1999: 72) views syllabus design as a combination of process and content in relatively the same degree of importance.  As a result of the initial needs-analysis given to CMC freshmen, they seemed to be oriented towards: further study, talking to friends, travel arrangements, interviews, TV, talking to doctors, or reading.  They considered it not useful talking: about their education, to educators, landlords, salesmen, about themselves, TV, to their boss, neighbors, and government officials.  The inconsistency of needs perceived by one group as useful and the other as not results in confusion. 

The focus on needs though, was mainly to emphasize why they are here and help them realize the opportunity they have. Their awareness in class is to make them develop the skills they feel are necessary for their own future.  It seemed most were interested in English academically and wanted to enjoy their class time. Korean is used in Korea to talk to workers or friends accounting for there not being an interest in using English to do it. Although their friends do speak Korean, English may be seen as an additional way to communicate for different relationships.

4.2 Midterm submissions
Five midterms were selected from the beginning middle and end representing the 115 submissions to gauge learner impressions (See Appendix D).  Their responses are separated into the four categories that were requested: Impressions, Weaknesses, Strengths, and Suggestions.  Information from the first five mid-terms, five mid-terms from half way, and from the last five midterms, has been extracted from the messages.  They were posted online and have been separated into the appended figures to view similarities and ideas more easily.  
4.2.1 Impressions at Midway
The feedback from midterms (MT) #4-8 emphasizes class being interesting, enjoyable, and useful.   It mentions class being enthusiastic, well organized, and fun.  The limited duration of class time is stated, however, happy to attend, learning to speak loudly and clearly, and expressing personal thoughts are cited as positive aspects of the course.  In MT #67-72, taken from halfway focus on being satisfied, impressed, and having improved their English.  MT#135-142, the last of those submitted comment on the style of group work and presentations used that allowed students to choose their own topics.   

The first five impressions seem very positive and are complementary of the class so far this semester.  Interesting, impressive, and satisfied reoccur as descriptions of our time spent together.  Perhaps the remarks are simple flattery or compliments but seemed sincere and were part of the response given.  Next, weaknesses are organized to see what problems the students themselves identified.

4.2.2 Weaknesses up to Midway
The feedback from MT #4-8 complained of a lack of distinction between sections, unequal amount of speaking time and interruptions made by late students.  The number of attendees in the room was criticized, along with the tendency of mundane topics that resulted in boredom.  MT#67-72 seem to say that group study may not have been the most efficient way to learn English as there was not enough assessment or even mentioning of clear goals.  Public speaking caused anxiety, fear, and embarrassment for some learners when they had to stand in front of their peers.  MT#135-142 cite little improvement and complications with online technology as frustrating.  Presentations are again said to be nerve wrecking along with the amount of people and lack of time.    

Weaknesses include crowdedness and disruptions made by fellow students and routine topics we did.  The amount of time and crowded nature of the class was mentioned along with the difficulty of overcoming a fear of speaking in public.  It seemed that the lack of personal ‘one on one’ attention was the biggest problem arising from formal separation of teacher and student along with the way group work was carried out.

4.2.3 Strengths up to Midway
The strengths of the class taken from MT# 4-8 include overall satisfaction, effective presentations and group work.  As well as a chance for everyone to participate, the thoughts of other classmates were shared.  In MT#67-72, the competence of the teacher was mentioned, motivation level, and appreciation of making announcements.  Discussion and reflecting opinions in presentations and online feedback were also seen as strengths.  MT#136-142 note the environment for active participation of learners, helpful teaching and internalization of English.  The opportunity to give a presentation and do group assignments was appreciated and requested for the rest of the semester.   

The strengths of the class were revealed as group work, discussion, and respect for what students were saying. The group work was appreciated and students were able to experience communicating to a large group in English.  They also had exposure to hearing what their classmates were capable of achieving.  The system seemed to allow students to connect to what was being said and facilitated a sense of responsibility and spurred interest.

4.2.4 Suggestions for after Midway
Suggestions for the rest of the semester from MT#4-8 are for more group activity, chances for writing and speaking in English.  One asks to be sympathized with, while others want to continue with more group work.  Fantastic and bizarre ideas are requested.  MT#67-72 like the group style but more personal guidance is asked for.  More chances to speak English and continuing to do interesting classes is also suggested.  There are requests in MT#135-142 for new secrets to speaking English and a positive attitude in class is appreciated.  Handouts are asked for and pressure to speak is suggested, along with smaller classes. 

Most suggestions seemed to imply that the class should continue as it was going and perhaps try to be even more unique.  Although students wanted a smaller class personal guidance and a focus on making students speak in English seemed to show genuine concern for the direction the class headed.  The next collection of comments come from the final examination given at the end of the course and reflects the cyclical adjustments made throughout the semester.

4.3 Assessment Midway Data

The qualitative nature of a process based development and action research study tends not to give hard facts and precise quantitative statistics.  However, numbers themselves are abstract and subjective analysis may prove to be more realistic and honest.  Knoll (1998:220) discusses the background to assessing writing and supports the notion of holistic assessment. She criticizes gathering scores for parts of writing and considers them to be a true representation of a person’s ability. Although used for a final mark in a conversation class, the essay required observation, reflection, and summation of a diagnosis in English. 
From each message, other factors were illuminated.  If the message was very short it may have reflected either lack of interest or ability in English composition.  The midterm required a critique of what we had done in class.  Since class work was spoken and included listening, an insightful response demonstrated skills in other areas besides only writing.  The messages clearly showed grammar and vocabulary use and it seemed reasonable to use this information to adjust what was planned for the second part of the semester. 

4.4 Final Reports

Although Final Reports (FR) concluded the class, the last cycle of AR projects should be included.  A comparison of the beginning of class to the result of learning together completes an action research project.  An analysis of the feedback taken from the final assignment should guide the teacher to what to do now and in the future.  The feedback gives closure to our time spent together by reflecting on what worked, what did not, a summary, and suggestions for next year’s students. The first aspect of the final reports (See Appendix G) checked whether a student agreed with what one of his/her peers said in their midterm.

4.4.1 In Agreement

FR#157-163 agreed that there were too many students in the class and that there was not enough time.  More conversation was necessary and becoming familiar with English was enjoyable.  Passionate attention seemed to resonate with this group of learners.  FR#226-230 saw debate as an efficient way to speak and confidence was gained to talk with foreigners.  Group work and presentations were seen as dynamic.  In FR#276-281 enthusiasm of the teacher and learners in addition to humor are agreed to.  Abundance of learners and lack of time together is also restated. 
Most agreed that the way of conducting class was useful and what we did was worthwhile even though our time together was limited.  Efficiency, enthusiasm, and exposure to new styles of learning seem to unite the class in agreement as well as a desire for longer classes with fewer members.

4.4.2 Problems

Problems from FR#157-160 included wasting time checking attendance, lack of passionate atmosphere, and little chance to speak with the teacher.  The short class did not seem to be enough to affect English ability.  FR#226-230 mention that many presentations were ignored, the Korean language was reverted to, and there was not enough time.  There was not any high-technology or fixed topics either. FR#276-281 mention the attendance method, limited opportunities to interact with the teacher and poor participation of students.  Some learners pointed out that they failed to utilize their class time due to insincerity and lack of knowing proper words.   

The biggest problem seemed to be insufficient class time, though the burden of connection by computer and additional outside work was not expressed. Another problem seemed to be indifference or frustration with class at the beginning of the term. Many students apologized for their conduct and regretted losing the opportunity class presented.  Attendance checking methods used precious class time and more personal attention was requested.  

4.4.3 Summaries of class time
Summaries of the class in FR#157-163 highlight role play, interviews, and debates.  The subjects of each class were made more interesting by using relay stories, acting, and rearranging the furniture.  FR#226-230 mention making scripts being funny and overcoming an insufficient environment.  Confidence and interest in English were developed along with the power of expression.  Fear was still a factor in some student’s performances.  In FR#276-281 openness and realism along with insistence to use English was efficient.  Confidence and use led to additional speaking time in the second half of the semester. 

Most were satisfied with the additional group work and appreciated being forced to speak in English. The use of instructions, group work, and presentations seemed to instill confidence and allow learners to relate to each other in a realistic way.  They seemed to have noticed an improvement over the first half of the semester and felt the change was due to good activities and better participation.  

4.4.4 Suggestions for the future

Learners in FR#157-#163 suggested checking attendance at the end of class and offering a short film and text.  Reducing the number of students to 20 and giving more time would be beneficial if combined with a passion for English.  FT#226-230 mention positive attitude, restricting the use of Korean and playing games, and re-organization of their English lectures.  Submissions in FR#276-281 recommend taking it easy by maintaining a free atmosphere.  Others include penalizing those who speak Korean and individual script writing.  

Listening to the learners illuminates their differences and contradictions obscure finding agreement.  Most suggestions for next semester were to continue along in much the same style as last year with increased class time and decreased the number of students in each class.  A penalty for speaking in Korean suggests only English should be used and doing attendance at the end of class would result in ignoring latecomers.  Showing a film to keep the atmosphere light would be possible if there were a projector or VCR available.  Doing games is feasible, yet difficult to organize.  There was genuine concern for the freshmen arriving next year and hope that their experience could be improved through constructive feedback. 

CHAPTER 5. RESULTS
5.1 Research on Learner Contribution

Process-Based syllabus designs have rarely been implemented or well documented due to their reliance on adaptation and rejection of predetermined stages and traditional evaluations.  Action Research concepts popular in recent publications seem to be good for judging syllabus development.  Their cyclical nature and ongoing revisions suit negotiation requirements.  A closer connection with the learner allows researchers to gain feedback rather than a statistical examination of skill attainment. Standard Action Research cycles facilitate trying to better understand a group of students and the affect certain techniques have on them.

Lesson plans described in the Teacher’s Log have been evaluated subjectively by the teacher and by written reactions made by students on their exams.  The learners were asked the first day to discuss their goals and reasons for taking part in class.  Observations during class time compare to student essays written about their opinions of different activities and procedures.  Their comments have been collected and are available online at http://groups.yahoo.com/group/CUK_Medical_College/. What happened during activities and insights as ideas failed or seemed to succeed were subsequently recorded as well. 

The learners were asked the first day to discuss why they were there, why I was there, and what they thought we should do about that situation.  Their mid term examination was to compose an essay giving their opinion of the class and ideas of what to do for the rest of the course.  Many suggestions were followed and solutions to problems were attempted.  The final exam was an essay stating their reaction to another student’s mid term and a description of how things changed since that time.  Their English is rather good so they could express their opinions without much difficulty

According to Breen (2001a: 172) language learning explanations have to account for learner’s contribution to the process, data available to learners, interaction, and actual outcomes.   Consideration of material produced by students in the CMC class acts as a record of their contribution and demonstrates language attainment.  Information available to learners at CMC includes all previous language they have been exposed to and have retained.  The open environment allowed for learning through reading, constructing texts, creating dialogues, performing and listening to reinforce aspects of conversation. However, occurrences of acquisition are not easily measured quantitatively.
5.2 Choices

Following the suggestion of Graves (2000:11), I discussed designing and redesigning my course with three or four colleagues.  As most action research is explained as collaborative the first thing to come to mind was working with a close friend in the same line of work. A peer who is interested in doing the same type of research is another option. However, collaborative can be extended to include the learners in class as they are also collaborators on the implementation and outcomes of change.  It is only with their cooperation and support that this project could be successful.

Materials, according to Cummins’ understanding of second language acquisition (found in Dubin & Olshtain 1986:73) includes a separation of everyday communication and academic contexts. The learners’ proficiency of their first language and advanced cognitive ability made simple exercises seem too artificial if taken from a regular textbook. Both fluency oriented work for face-to face communication and academic language proficiency were thought to be a combination acceptable to the students.  Oddly enough, materials mean more than simply the books or handouts used in class.  The classroom includes chairs, tables, windows, a door, and many opportunities for authentic communication. 

5.3 Activities

Activities categorized by Brown (1995: 4) as what the teacher and students actually do, include: Approaches, Syllabuses, Techniques, and Exercises.  The students at CMC seem to require time to actually use the English they know to do something worthwhile and realize English is more than a written grammar test.  The class was organized from week to week to avoid irreverent scheduling. Presenting language to students was chosen to do the most good for the largest number of students. Exercises were given to practice language where the students use it and “hopefully learn or acquire something new in the process” (Brown 1995: 15). The small contribution of each period spent together adds to the overall experience of attending University and defies measurement.  .       

Evaluation of a program can be approached in a number of directions, ranging from attainment of stated goals, statistics, process, and decision facilitative (Brown 1995:219).  In our case it seems as though the evaluation of the class has been left to the learner’s judgment and perspective. Davies & Pearse (2000: 42) see successful learning as stemming from practice by communicating with it.  They admit though, that drills helped learners when they tried to use it for real communication.  The CMC conversation class attempted to stimulate authentic use of language and was very lenient towards use of Korean by students to express ideas. 
Social organization and Teaching Activity has been diagramed by Wright (1987: 58 found in Nunan 1989: 92) and shows forms of interaction with arrows.  Pair work, small group work and whole class presentations involves pupils and products manipulating language to complete tasks.  The work done by the CMC groups often was presented in the form of a task, although some use of their first language may have undermined the creative manipulation of English when resorted to.  The variety of processes is representative of Nunan’s (1989: 1) view that syllabus design and methodology are integrated. Tasks relate simple steps to larger goals of an overall vision. 
Although, focusing on one skill at a time seems to be rational, paying special attention to one skill involves the use of others.  Students collaborating with others integrate skills, perhaps without realizing it.  In this way opportunities for using language naturally rather than just practicing it are given (Byrne 1986: 130).  The communication between students in the CMC context attempted to unite past knowledge of separate skills in a meaningful way. The procedures used in the class’s context may not be acceptable for students of different ages or with backgrounds in other school systems.  Korean freshmen at this time have experience with translation, vocabulary, listening exercises, textbooks, and reading.  They seem to require some reason to amalgamate what has been learned to finally assemble what they have acquired.

5.4 Expectations

Often teachers have very high expectations for their learners and hold their accomplishment to an unattainably high measure.  If one considers the complex nature of speaking even in a single language perhaps some hesitation and uncertainty in a learner can be grasped.  When lecturing to a class a teacher has probably chosen to do so due to being a comfortable public speaker.  The weakness of learners performing should be understood considering that it is not easy to master public speaking in a first language yet alone a second or third one. 

Common misconceptions of public speaking include: Good speakers are made not born, should be easy right away, will always be as difficult as when first learning it, and that there are simple formulas for effective speaking (Sprague & Stuart 1996:12). Good speaking comes from practice and feedback in addition to experience among other things.  There is no simple way to either teach a class to speak well or speak well yourself.  The complexity of our accomplishment should be considered when expecting anything from learners of a second language.

Their situations vary and our experience as a language learner is probably not consistent with theirs.  Putting ourselves in their shoes is a good start. However, communicating with learners is necessary to gain insight as well as listening to others who teach in similar situations.  Books and presentations on running a classroom assist us in making choices in our own environment.  The consideration of learner suggestions tempered with caution is a suitable way to connect material, teacher, and students.      

5.5 Goals

Using the Second Language in the classroom is a route towards the goal of having students improve and includes a “genuine social environment” (Hughes 1981: 6) where language is genuine and used for communicative purposes.  The objection that classroom language is artificial seems not to hold up when considering the amount of time schoolchildren and adults spend in class.  Who is to say that this time is unnatural or authentic?  Although, the construct of the classroom is organized to promote a transfer of information and skills, genuine interaction does occur.

The rationale behind most work was really using English to express ideas. Accepting limited use of Korean seemed necessary to allow students to remain comfortable and work freely together.  Other teachers often have an English-only policy; however, it isolates those with weaker English and excludes their contribution from a small group’s initial planning stage.  Students working together in Korean are developing communication skills in their own language and realizing that foreign teachers do respect their mother tongue.

Teachers allow learning by providing situations for pupils to discover knowledge for themselves.  Teachers trying to teach skills required for good listening, speaking, reading, and writing cannot learn them for their pupils.  Learners have got to do it for themselves (Bright & McGregor 1970: 4).  Competition along with cooperation seems to be facilitated through group work, presentations, reported interviews, short skits, and debates.  Drama is an activity of doing and as a creative art begins with self-expression leading to an examination of what we are thinking and feeling (Bright & McGregor 1970: 202).  So called ‘proper’ use of grammar or pronunciation is too confining and restricts a class’s potential.     

CHAPTER 6. CONCLUSION

Although, the four skills of listening, speaking, reading, and writing are often referred to as distinct divisions, they overlap and are quite integrated.  The natural relationship (Davies & Pearce 2000: 75) between them was exploited and replicated in our classroom.  Writing is a strange measure for a conversation course though as a consolidation of language learning shows refinement. Many skills were required to participate fully in class when creating scripts for skits, stories, and planned speeches. , Listening, reading, and writing were complementary facets of class emphasizing conversation.


The grades for the course were based on what was written in the comments in the mid and final exams.  Students nonetheless got points for being critical so perhaps this balanced their reports.  The examples from the mid-term and final represent others and show the active role taken in class. The teacher is able to listen to learners and include them in the process of syllabus development. There is not an acceptable way to measure the effect a teacher has on someone’s life.  The impression a learner carries from a class lasts as a memory.  Any statistical examination of test scores pales in comparison to the vivid evaluations given by learners. 

Learners from this have moved on to their second year in University leaving their impressions and feedback to guide the incoming freshmen.  Their attitude towards what is acceptable in class has been broadened by taking Conversation English together.  The Administration though, decides how many hours students study and the size of class.  Due to voicing the concerns of learners there has been a reduction in the number of students per class. There are currently four classes rather than three.  However, this seems a stopgap measure lacking the merit the demands of Catholic Medical freshmen require.  Each student should participate in three classes per week and have access to even smaller groups.


The Institute conducts three one hour freshmen classes at the Songsim campus for each new student there.  The Songui campus would be better served with two additional teachers being sent weekly.  Wednesday seems suitable as Institute classes are not held on that day.  There has also been a pay increase incentive beginning this year making the commute more attractive.  A fuller curriculum could be developed if three teachers were involved rather that one.  The first class could focus on speaking English, the second on reading and writing, and the third on grammar or listening.  The translation class, introduced this year at the Songsim campus may also be a consideration for the administrators at Songui campus.  The results this study demonstrate a passionate demand by learners for more time allotted for English.            
The amount of time students are exposed to English in class is limited and their experience has to be worthwhile.  Certain needs and desires differ in a class’s population though the overall necessity persists.  Learners require the opportunity to use language meaningfully.  The program should suit their needs and be efficient.  More than just English language is occurring in a university course.  Students make friends, share opinions, and bring their accomplishments with them as they continue to other stages in their life.  As educators it is our responsibility to lead our students to their full potential.  

The inclusion of learners in learning is somewhat unpredictable.  However, it creates an ongoing system to address the development of a class. Different goals and levels of ability confuse matters somewhat by insuring complex reactions.  Constant adaptation of lesson ideas is taxing and highlights the weakness of this research:  concern for the learner’s well being clouds any insistence of an outsider’s expertise.  The weakness lies in an inability to test findings inexplicitly or confirm learner’s beliefs about their requirements.  Future investigations should amend this shortcoming by enacting a longitudinal study following the learners that were involved and additional feedback sessions from new freshmen each year.   
Appendix A

Part 2 of Nunan’s (1997: 322) Needs Analysis Questionnaire

Language Contact Survey

Do you want to improve your language so that you can:

1. Tell people about yourself

2. Tell people about your family

3. Tell people about your job

4. Tell people about your education

5. Tell people about your interests

6. Use buses, trains, ferries

7. Find new places in the city

8. Speak to tradespeople

9. Speak to landlord/ real estate agent

10. Buy furniture/ appliances for your home

11. Deal with door-to-door salesmen

12. Communicate with your friends

13. Receive phone calls

14. Make telephone calls

15. Do further study

16. Get information about courses/schools, etc.

17. Enroll in courses

18. Get information about the education system

19. Help children with schoolwork

20. Apply for a job

21. Get information about a job

22. Go to an employment service

23. Attend interviews

24. Join sporting or social clubs

25. Join hobby or interest groups

26. Watch TV

27. Listen to the radio

28. Read newspapers, books, magazines

29. Give, accept, refuse invitations

30. Make travel arrangements

31. Talk to your boss

32. Talk to doctors/ hospital staff

33. Talk to neighbors

34. Talk to children’s teachers

35. Talk to government officials

36. Talk to English-speaking friends

37. Get information about goods and services

38. Complain about or return goods

39. Arrange credit/ hire-purchase/ layaway

Appendix B

The Catholic University of Korea

Songeui Campus (Medical College)

Presentations September 25, 2002

Group C.

	Time
	Team
	Topic

	1:20
	Young Men
	Entertainers

	1:25
	Doctors
	Cook

	1:30
	CBBC
	Studying

	1:35
	Aurora
	Cucumber

	1:40
	New Yorker
	Major League Baseball

	1:45
	Dream Team
	Travel


Group B

	Time
	Team
	Topic

	2:10
	Nacho & Salsa
	Snack

	2:20
	Drama
	Animation

	2:25
	Taster’s Choice
	MSN Messenger

	2:30
	Allium Copa Lime
	Internet

	2:35
	Twister Sister
	Rock, Scissors, Paper


Group A.

	Time
	Team
	Topic

	3:00
	Cloaca
	Drinking

	3:15
	Shereck
	Food

	3:30
	Cowboy
	Movie


Landry@catholic.ac.kr
Appendix C

The Catholic University of Korea

Songeui Campus (Medical College)

Presentations October 2, 2002

Group C.

	Time
	Team
	Topic

	1:20
	Young Men
	Politics

	1:25
	Doctors
	Guitar

	1:30
	CBBC
	Animation

	1:35
	Aurora
	Volunteer

	1:40
	New Yorker
	Campus Couple

	1:45
	Dream Team
	Pimple


Group B

	Time
	Team
	Topic

	2:10
	Nacho & Salsa
	Advertisement

	2:20
	Drama
	Animation

	2:25
	Taster’s Choice
	Drinking

	2:30
	Allium Copa Lime
	Billiards

	2:35
	Twister Sister
	Circles


Group A.

	Time
	Team
	Topic

	3:00
	Cloaca
	History of Weapon

	3:10
	Shereck
	Cosmetics

	3:20
	Cowboy
	Politics

	3:30
	New
	Art


http://groups.yahoo.com/group/CUK_Medical_college/
Appendix D
	MT#4
	MT#5
	MT#6
	MT#7
	MT#8

	interesting 
very easy to enjoy.
deep affection
happy to attend
class hour is 

only 45 minutes.
	so interesting and useful for 

enhancing my English. well organized.

satisfied
	great class. Enthusiastic. we all have learned a lot
	enjoying your class learned that I should speak up and slow down during the speech,
	fun to 

talk about and express our own thoughts


	MT#67
	MT#68
	MT#69
	MT#70
	MT#72

	your lecture type was very interesting
	I'm satisfied with our class generally
	this method has upgraded my English ability
	I satisfied your class
	very impressed to me longest presentation passionating lecture


	MT#135
	MT#136
	MT#137
	MT#139
	MT#142

	have interesting and useful class
	group 

studies and presentations really helped me 
	I like your way of teaching English.
	letting us to choose a 

topic and present
	you are so 

humoruse and friendly. That motivate me


Figure 4.1 Impressions

	MT#4
	MT#5
	MT#6
	MT#7
	MT#8

	 isn't a distinct section of A,B,C
crowded
loose during 

the class. 
	
	chances speaking in English
 unequal distribution
late students
	40 students in a class is a large number is too 

large. 


	ordinary topics we usually write about


	MT#67
	MT#68
	MT#69
	MT#70
	MT#72

	'grope studying and presentation' is a kinda 

efficient
	don`t know that our conversation in english is good or bad
	apprehensive, anxious and worried in front of an audience.
	speaking loudly in front of many people was very scared, 


	a little bit ashamed of 

talk with or presentate in English


	MT#135
	MT#136
	MT#137
	MT#139
	MT#142

	staying 

same place in english studying
	YAHOO ID was so irritating
	presentation infront of ohters is 

a nervous thing
	amount of time 
	too many people in one class for 

45 minutes


Figure 4.2 Weaknesses

	MT#4
	MT#5
	MT#6
	MT#7
	MT#8

	satisfied with our class generally
	Assistance.

presentations are effective 
	enjoyed group works
	Group discussion and presentation gave an 

opportunity for everyone
	student's opinions in your first class
 talking about and presenting our thoughts


	MT#67
	MT#68
	MT#69
	MT#70
	MT#72

	competent

teacher
	very interesting.

 Group discussion and presentations give me motivation
	announcement in class is very good work
	discussion with each other and listening other group's resentation were efficient
	students could reflet their opinion 

about lecture


	MT#135
	MT#136
	MT#137
	MT#139
	MT#142

	you're trying for our active participation
	your teaching has always been so helpful
	sentences becomes one part of me
	a chance to 

present infront of everyone.
	more group-conversation-assignments


Figure 4.3 Strengths

	MT#4
	MT#5
	MT#6
	MT#7
	MT#8

	group 

activity
chances for writing
speaking English
	sympathy with me
	continue

more group work and presentations,

guest speakers
	continuous 

learning whether it is through writing, reading, or 

speaking
	more fantastic, 

bizzare stuff.


	MT#67
	MT#68
	MT#69
	MT#70
	MT#72

	your group-presenting type lecture
	give personal guidance,your class advance better now
	i never complain to you about your teaching system
	give many chance to speak in English
	interesting classes at next semester, 

too


	MT#135
	MT#136
	MT#137
	MT#139
	MT#142

	inform us new facts( method to speak english
	keep up that attitude
	print out something to read
	making us talk!!!
	more small class


Figure 4.4 Suggestions from the midterm
Appendix E

November 13, 2002

Performances

1:15-2:00

	Table
	Performing
	Title

	A
	Soo-yeob, sung-ryeoll, hamtori
	Happy End

	B
	grand father, father, son, guest, et
	Alien’s family supermarket

	C
	Peter, butter, jini, lion, egg, bird
	Korea birth history

	D
	Hemtory,sung-ryul, submarine, extra
	Saving Hemtory

	E
	Laura, Barney, Hemtory, etc
	0

	F
	Ok-d, H/H, mulder, skuly
	


2:05-2:50

	Table
	Performing
	Title

	G
	Prince, Princess, servant
	Colour of night

	H
	li-su, susan, john
	Transgenders

	I
	Issac, jane, fernando, police
	t-driver in an yang

	J
	Juhan, suda-man, laura, barney
	Inappropriate relationship

	K
	Alien, girl, priest, narrator, police
	Alien with green face

	L
	ET, Tom C, In-ne, narrator, director &Brad Pitt
	Unfaithful


2:55-3:40

	Table
	Performing
	Title

	M
	AJH, PSR, fortune-teller, Nar, Miss Korea
	Looking for nose hair

	N
	Eskimo, handsome-boy, genius-girl, server
	Strange relationship

	O
	Drunken-man, fireman, fisher-man, whale, guest
	Never ending story FWIII


Appendix F

English Debate

For/Good Points/Support
       
Against/Bad/ Points/Oppose

Plastic Surgery

Hospital Strike

Homosexuality

Smoking

Medical Grad School

Ruined Man

Morning After Pill

Drinking

Part time job

Circle/club Activity

Election

Vending machine

Heavy homework/Chinese Character

Unification of Candidate

Volunteer Work

Paying for Free Chal services

Smoking

Campus Couple

Adult Banner

Park Jung Hee

Nuclear Development

Traffic

Middle school Student & Middle Aged man

Divorce

Appendix G

	FR #157
	#158
	#159
	#160
	#163

	presentation new learning experiences 

45 minutes'

time is too short
	too many students
	we need more English conversation.
	class was enjoyable

helped to be familiar with English
	first impression of you was 'passionate'


	#226
	#227
	#228
	#229
	#230

	Taking a debate in groups was very efficient way to speak English
	I got self-confidence in talking with foreigners
	group works and it was efficientway
	group activity, presentation an so on.
	class was always dynamic.


	#276
	#277
	#279
	#280
	#281

	your enthusiasm and I loved    the humor


	too many friends in our class
	by the end of the year, all of us were participating enthusiastically.
	45minutes are such a short time  for 30~40 students
	your group work.


Figure 4.5 Agree

	FR #157
	#158
	#159
	#160
	#162

	wasted too much time checking who attended


	there wasn't a passionate atmosphere to learn.
	we rarely have chance that talk with you.
	it wasn't enough to affect one's English ability to be improved
	too short class time.


	#226
	#227
	#228
	#229
	#230

	most students didn't pay attentions to others' presentations
	debating time was to short, and we used Korean
	we didn't have enough time
	Lack of 

computers or videos,big monitors and so on
	we had not enough time and chances. 

we need fixed topics


	#276
	#277
	#279
	#280
	#281

	attendance checking system
	I could not have chances that talk with you personally
	At first, you were the only person paying attention and 

participating 
	sincere class attitude
	real situation conversation and to know proper words


Figure 4.6 Problems

	FR #157
	#158
	#159
	#160
	#163

	the role play, interviewing other students, and the debate
	subjects of each class were very interesting
	many lesson that consist of debate, making relay story, acting.
	rearrangement of the class interior
	Most intersting thing was 'relay story making(?)'


	#226
	#227
	#228
	#229
	#230

	making scripts and performing that script was 

very interesting and funny.
	You have tought very hard in spite of insufficient environment
	gained some confidence and interest in speaking English
	I developed my power of expression
	I was afraid of expressing my opinion.


	#276
	#277
	#279
	#280
	#281

	speak English openly, and experience the 'REAL-LIFE' native   conversations
	your effort that make us to use more English was efficient
	speak with confidence than getting a lot of knowledge
	speak English continually during class
	i think our class had more speaking time than that time.


Figure 4.7 Summary

	FR #157
	#158
	#159
	#160
	#163

	check attendance in the end of the class. 

a short film and text
	Reduced number of 

students in a class 
	Long time is given your class
	class time has to be extended.

size should be reduced to 20 people
	unceasing passion


	#226
	#227
	#228
	#229
	#230

	have only good memories about us.^^;;


	 I hope you check using Korean..^^;;

I propose playing games next year
	meet in the near future
	be always happy
	we need well-organized English lecture system.


	#276
	#277
	#279
	#280
	#281

	stay cool and take care
	Merry christmas! And happy new year~~
	see again some day
	penalty when spoke Korean ^^. And writing scription by ourselves
	atmosphere in this class.-free but efficient


Figure 4.8 Suggestions
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