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Introduction 
 This portfolio is to show what I have been learned and accomplished in 

Sookmyung Women’s University MA TESOL program studies. Through this program, I 

learned a various theoretical and practical teaching background under Professors of 

Stephen van Vlack, Levis McNeil, Diane Rozells and Kyung Sook Yeom. 

 I enrolled in this program to learn more about how the language should be 

taught and learned in order to be more effective language teacher in second language 

classroom. I realize that all my theories learned and teaching practices had organized 

and developed while taking this program, especially practicum course. 

Thank you to all the professors and classmates for making my professional 

experiences at Sookmyung Women’s University enjoyable and full of meaning. 

 

 

Bom E Kim 
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Foundation:  

Teaching Philosophy 
This part show what I believe in teaching and learning as a teacher and a 

learner, at the same time. 

I believe an effective teacher has to guide the students to be independent 

learners in various types of activities done in class. I believe everyone could be a 

teacher. Yet, to be a teacher who can promote positive change is hard and not 

anybody can. I believe a teacher’s role is that of a facilitator guiding students in their 

learning and helping them to be better leaders in society. To be better leaders, the 

students should be independent learners by knowing themselves, the knowledge, and 

the world. To help the students to know themselves, the teachers should guide the 

students to find their interests and their own learning strategies by providing lots of 

different activities. Not only academic side, the teacher should also help them to 

develop their characters. In order to do that, the teachers should know when to give 

positive and negative comments to students, and the ways to support the students 

with trust and providing sources. For the knowledge, it should not be giving but sharing 

the knowledge with the students and assist them to discover the knowledge and think 

about their learning. Not just providing the knowledge to the students, but interact with 

the students to share the academic and non-academic knowledge. Like in the idea of 

Vygotsky, the provided knowledge would help the students to understand better 

through scaffolding and interacting with the students. In order to have good interaction, 

the teachers should help them to get good relationships with others or understanding 

other cultures. 

Most of the teachings should be student-centered class where teaching should 

not be about spoon-feeding but as guided independent learning. Things they can do 

by themselves should be left to the students except in cases where they cannot 

respond to the teacher’s requirements. Students’ individuality should be respected and 

they should be accepted as they are. What I should be concerned with is the fact that 

every student had his own abilities and capabilities. Accepting different learning styles 

and strategies, as a teacher, should be considered when we plan for the lessons. 

When planning for the lessons, the teachers should think about inputs and outputs. In 

planning the lesson plan, the teachers need to think about Krashen’s Input Hypothesis, 

which indicates importance of input, and Swain’s Output Hypothesis, which tells the 

importance in producing the language by students.  By understanding the students 

deeper will give me ideas to guide the students. To understand them, communication 

is a part of education; hence, it is important to build good relationships with the 

students. Not only the development of skills and knowledge of my students is my goal 

as a teacher, but also I have to be mother-like teacher whom the students can 

approach comfortably. 
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The students should be able to acquire the knowledge and develop their own 

styles or strategies of learning. I believe that with clear and good guidance from me, 

the students are able to learn, and with lots of practice make them learn independently. 

Similarly, on top of acquiring the knowledge, they have to know the best way to learn 

for themselves through various activities from the teacher. In order to provide various 

activities, the activities should be tasked-based learning activities, where all the tasks 

provide communicative language learning. Also, the students have to know that the 

teacher is not the only source to gain information, but from books, peers, and other 

sources. That will help the students to learn independently without teacher ’s 

assistance. I also have to have a good relationship with students, and that will help 

them to reduce the fear of learning and increase their motivation to learn. Essentially, I 

seek to have my students enjoy learning new knowledge and collaborate with others to 

develop their intellectual knowledge through various means. 

To achieve those goals, I have to provide lots of opportunities for students to 

practice the language and acquire the knowledge. Achieving the tasks would help the 

students to develop their skills and learning strategies. For example, giving group 

activities to the students to solve a given problem will help the students to work with 

others through gathering data and sharing ideas. They have to solve the problem by 

forming a solution based on the group members’ ideas. Also, they have to come up 

with the procedures or ways to solve the problem. That could help the students to think 

about the ways independently and develop their own strategies. My role, as a teacher, 

is to guide the group to go head in the right direction to complete such tasks. I could 

give guidelines; activate schemata, or giving clear step-by-step instructions to help the 

students. 

The teacher has to provide opportunities and guide the students to acquire the 

knowledge. As I stated above, the teacher is not just there to be providing information 

and making tests for the students to take. There is saying that the teacher is a mother 

in the school. I do not want to be a teacher who is concern with the scores or the 

numerical results, but a teacher who is concern about the students and their lives. I 

strive to keep working on developing the students’ individuality and learning strategies, 

and teaching strategies with various activities to help them to be an independent 

learner. 

 

 

 

 

 

“When stumbling blocks can become stepping stones, then these stones that the builders 
reject can equally become chief corner stones!” ― Israelmore Ayivor 

http://www.goodreads.com/author/show/7023141.Israelmore_Ayivor
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Foundation:  

Resume 
Eunpyung-gu, Seoul, South Korea 

chloekim.bom@gmail.com 

KIM, BOM E 

OBJECTIVE  Looking for an English Teacher position utilizing my English language skills and classroom management 

abilities in order to provide a conducive learning environment  

EDUCATION  MA TESOL                                              AUGUST 2012 – JUNE 2014 

Sookmyung Women’s University, Seoul, South Korea 

SMU-TESOL CERTIFICATE                                   MARCH 2012 – JUNE 2012 

Sookmyung Women’s University, Seoul, South Korea 

BACHELOR OF SECONDARY EDUCAION                            MAY 2007 – APRIL 2010 

Major in English as Second Language, De La Salle University, Manila, The Philippines 

PROFESSIONAL 

EXPERIENCES 

 ENGLISH TEACHER                                         MARCH 2013 – JUNE 2014 

DONG SAN ELEMENTARY SCHOOL, SEOUL, SOUTH KOREA  

 Prepared English classes for students focusing on reading skills  

 Planned and conducted activities for a balanced program of instruction, demonstration, and time 

providing students with opportunities to use the language 

 Mediated between school and native co-teacher to communicate better and do written school 

documentations and reports for the lesson plans and for students 

 Counseled parents through face-to-face and phone conversations to discuss their children’s progress and 

needs  

 

SUBSTITUTE ENGLISH TEACHER                           SEPTEMBER 2013 – NOVEMBER 2013 

DONG SAN ELEMENTARY SCHOOL, SEOUL, SOUTH KOREA  

 Prepared English classes for students focusing on reading skills  

 Planned and conducted activities for a balanced program of instruction, demonstration, and time 

providing students with opportunities to use the language 

 Mediated between school and native co-teacher to communicate better and do written school 

documentations and reports for the lesson plans and for students 

 Counseled parents through face-to-face and phone conversations to discuss their children’s progress and 

needs  
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ENGLISH TEACHER                                   OCTOBER 2010 – FEBRUARY 2012 

JLS JUNG SANG LANGUAGE INSTITUTION, DAE CHI, SEOUL, SOUTH KOREA 

 Prepared English classes for students focusing on reading skills  

 Planned and conducted activities for a balanced program of instruction, demonstration, and working time  

providing students with opportunities to use the language 

 Evaluated and corrected students’ speaking and writing using an online program 

 Met with parents face-to-face and through the phone to discuss their children’s progress and needs  

 

ENGLISH TEACHER                                        JUNE 2010 – AUGUST 2010 

LEE BO YOUNG TALKING CLUB, SEOUL, SOUTH KOREA 

 Prepared and conducted English conversation and writing classes for students  

 Conducted English conversation classes through teleconferencing with students  

 

PRACTICUM ASSISTANT ENGLISH TEACHER                SEPTEMBER 2009 – DECEMBER 2009 

SAN ISIDRO CATHOLIC SCHOOL, MANILA, PHILIPPINES 

 Prepared and conducted English classes to grade 6 Filipino students on grammar and literature 

 Participated in campus events as an assistant teacher 

 Observed and evaluated co-teachers’  and students’ performance and teaching-learning progress 

OTHER RELEVANT 

EXPERIENCE 

 TEACHER ASSISTANT                                       MARCH 2012 – JUNE 2012 

SOOKMYUNG WOMEN’S UNIVERSITY, SEOUL, SOUTH KOREA 

 Translated Korean documents into English in Politics field 

 

INTERN                                                                        MAY 2010 

DAE KYUNG PHILIPPINES (DKP), CAVITE, PHILIPPINES 

 Observed system of Marketing, Logistics, and Accounting, and processes of a company whose clients are 

foreign countries employing Filipino and Korean workers 

 

BATCH REPRESENTATIVE PRESIDENT                                MAY 2009 – MAY 2010 

BATCH REPRESENTATIVE PRESIDENT EDGE01, DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 

 Participated as student council representative of 108 College of Education 

 Conducted seminars for students to update each other on current issues in education 

 Encouraged international students to participate in school activities by conducting school events and 

activities 

 

KOREAN TEACHER                                         MARCH 2009 – MAY 2010 

KOREAN SATURDAY SCHOOL, PARANAQUE, PHILIPPINES 

 Prepared and conducted grade 2 Korean classes for young Koreans about Korean, Mathematics, Science, 
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and other activities using the four language skills : reading, speaking, writing, and listening 

 Established a good classroom environment for young learners to study Korean subjects 

 Balanced relationships between students who have different proficiency levels of the Korean language 

 

MEMBER OF UNISTO                                        MAY 2008 – MAY 2010 

UNITED INTERNATIONAL STUDENTS ORGANIZATION, DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 

 Participated in the organization of on- and off- campus activities for international students 

 Conducted cultural events to engage international students in campus activities 

 Prepared formal documents and approvals for activities 

 

MEMBER OF UNITED                                        MAY 2008 – MAY 2010 

UNION OF STUDENTS INSPIRED TOWARDS EDUCATION, DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 

 Participated in volunteer teaching for under privileged children 

 Participated in seminars and activities for education 

TRAININGS AND 

COURSED 

ATTENDED  

 TRAINING FOR MATE TEST RATERS                                      FEBRUARY 2014 

SOOKMYUNG WOMEN’S UNIVERSITY, SEOUL, SOUTH KOREA 

  

SEMINARS FOR EDUCATIONAL ISSUES                                 MARCH 2010 

DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 

 

SEMINARS TO BE FUTURE TEACHERS                                   DECEMBER 2009 

DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 

 

TEACHING STRATEGY SEMINAR                                      SEPTEMBER 2009 

DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 

 

LEADERSHIP SEMINAR                                             AUGUST 2009 

DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 

 

LEADERSHIP SEMINAR                                                       MAY 2009 

DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 

 

ADDITIONAL 

ACTIVITIES OR 

CONFERENCES 

ATTENDED 

 SOUTH KOREANS’ INTEGRATIONS CONFERENCE                     NOVEMBER 2008 

IN THE PHILIPPINES:  STATUS, COMPLEXITIES AND PROSPECTS  

SPONSORED BY UNISTO, DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 

 

ATTENDED INTERNATIONAL STUDENTS CONFERENCE                   OCTOBER 2008 

SPONSORED BY SPS, DE LA SALLE UNIVERSITY, MANILA, PHILIPPINES 
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Foundation:  

Certifications 

 

 



11 
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Education is the key to success in life, and teachers make a lasting 
impact in the lives of their students. - Solomon Ortiz 
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1st Story: MA Program 

MA Courses Taken 
 

 

 

1
st
 semester 
Methodology 

Second language Acquisition 

Inter cultural competence  

 

2
nd

 semester 
Teaching writing 

Leadership and time management 

 

3
rd

 semester 
Teaching reading  

Developing Bilingualism 

 

4
th

 semester 
Computer-Mediated Language Teaching 

Research Methodology 
 

5
th

 Semester 
Practicum I  

Practicum II 
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1st Story: MA Program 

Sample Outcomes 

 

 

>> Developing Bilingualism: Creating Bilingual Program 
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2nd Story: 
Practicum 

 

 Lesson Plans 

 Reflections 

 Pictures 

 Needs Analysis 

 Mock Test 
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2nd Story: Practicum 

Lesson Plans 
 

A. Week 6 Lesson  

Topic: Holiday (Easter) 

Function: Narrative – Process description 

Duration: 160 minutes Number of Students: 18 

Terminal Objective: At the end of the lesson, the students given group activities will write a narrative 

paragraph to give information to others. 

 

Enabling Objectives: Students will be able to… 

– organize the pictures and narrate the story with given pictures 

– narrate the directions to help others to find hidden eggs 

– design their own Easter eggs and present the process of it 

– write a paragraph of process to make Easter eggs 

– interact with their group members and help each other 

I. Week 6 Lesson plan Time managements: 

Process & 

Time 
Activity Description 

Interact

ion 
Materials 

Warm up 

 

7:50 pm – 

8:00pm 

(10 minutes) 

*Regroup little sisters of teaching groups by referring the 

list above 

Homework Check-up 

– Big sisters give their little sisters’ homework and 

provide the feedback about their homework 

T → S – PPT with 

regrouping 

list 

Activity 1 

 

8:00pm – 

9:00pm  

(60 minutes) 

Easter Basket 

 

Part 1: Watching video 5 minutes (8:00 – 8:05pm) 

The students will watch the short video about making 

Easter basket. While watching video, the students have to 

take down notes for their paragraph writing. 

 

Part 2: Writing Paragraph: 30 minutes (8:05 – 8:35pm) 

A. Writing a paragraph of process (10 minutes; 8:05 – 

8:15pm) 

– With the notes that they took, the students have to 

write a paragraph that tells the procedures of making 

Easter basket. 

B. Self-revision (15 minutes; 8:15 – 8:30pm) 

– Revise the writing as a group  

*Big sisters should not help them revising, but give 

brief explanation before revising.  

C. Corrective feedback (10 minutes; 8:30 – 8:40pm) 

– Big sisters have to give the feedback explicitly using 

criteria. Then finalize the paper.  

 

 

 

S → S 

 

 

 

S → S 

 

 

 

S → S 

 

 

 

S → S 

 

 

 

 

Video 

 

 

 

Paper 

Criteria of 

self-revising 

and peer 

editing 

 

 

 

 

 

 

 

Container, 
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Part 3: Making Easter Basket : 20 minutes (8: 40 – 

9:00pm) 

With the paragraph that the students wrote, they are going 

to make the basket.  

glue/ double-

side tape, 

scissors, 

colored paper    

9:00pm – 

9:10pm  

(10 minutes) 

*** Break *** 
  

Activity 2 

 

9:10pm – 

9:40pm 

(30 minutes) 

Easter Egg Hunting! 

 

Introduce the rules and activities briefly, and let Big 

sisters to explain further.  

 

Part 1: (10 minutes) 

The groups are given 25 fake eggs. The groups will hide 

the eggs in the assigned rooms for other groups to find 

them.   

 

Part 2: (10 minutes) 

After hiding eggs, the groups randomly pick the other 

team’s room and have to find the eggs. They were given 

10 minutes to find the hidden eggs. Each egg has a 

question, and the groups have to come to the main room 

and answer the questions in a sentence. Those questions 

are from reading homework about Easter. 

 

Part 3: (10 minutes) 

Vocabulary  

 

 

 

T → S 

 

Marshmallow, 

decollating 

tools (colored 

sugar, 

decorations) 

Activity 3 

 

9:40pm – 

10:10pm 

(30 minutes) 

Design your Easter egg 

 

Since there are 4 dye kits, each big sister is assigned to 

each kit. The students will go around and choose the kit 

for their dyeing eggs. After choosing the kit, the students 

are decorating the eggs.  

 

 

S → S 

 

 

Dyeing kits, 

eggs, hot 

water, tissue 

Activity 4 

 

10:10pm – 

10:30pm 

(20 minutes) 

Presentation 

 

Part 1: Paragraph writing ( 

After decorating their eggs, the students have to write a 

paragraph about their decoration process. After 

decorating, each group will present to the class. 

 

 

S → S 

 

 

Poster paper, 

markers 

 

II. Procedures for each activity: 

Activity 1: Easter basket  

Time: 60 minutes (8:00~ 9:00 pm) 

Descriptions: The students will be able to organize the pictures in order and write a sentence 

for each picture to write a paragraph of process. Each group has different ways of making 

basket.  
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Materials:  

- Video 

- Paper 

- Basket, tape/glue/double-sided tape, foam, colored papers, scissor 

 

Procedures:  

1. Student will watch the short video about making basket. While watching the film, the 

students have to take down notes. (5minutes; 8:00-8:05) 

2. After watching the film, the students, have to write a paragraph about process of making 

basket with 4 steps. (10minutes; 8:05-8:15) 

3. The big sisters have to explain the self-revising, and let the group do self-revising with the 

criteria. (15 minutes; 8:15-8:30) 

3. After self-revising, the big sisters will give the corrective feedback explicitly with the 

criteria. (10 minutes; 8:30-8:40) 

4. With the paragraph, the students will make the baskets. (15 minutes; 8:35~ 8:50 pm) 

 

<Making with ice cream basket> 

Materials: ice cream container, glue or double-sided tape, scissors, stapler, foam/colored 

paper 

Tutorial video: http://www.youtube.com/watch?v=PMykipJCBNI   

http://www.tescoliving.com/terms-and-conditions/Easter-basket-template 

 

 

http://www.youtube.com/watch?v=PMykipJCBNI
http://www.tescoliving.com/terms-and-conditions/Easter-basket-template
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Reading homework 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Writing homework 
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B. Week 9 Lesson Plan 

Topic: Jobs 

Function: Writing a letter – formal letter 

Duration: 160 minutes Number of Students: 18 

Terminal Objective: students will be able to write a formal letter to request. 

 

Enabling Objectives: Students will be able to… 

– Identify different kinds of job and the qualifications for each job 

– Make a poster of job ads with qualifications needed 

– Write a formal letter with proper purpose 

Week 9 Lesson Plan 

Process & 

Time 
Activity Description Interaction Materials 

Warm up 

7:50 pm – 

8:00pm 

(10 minutes) 

*Regroup little sisters of teaching groups by referring the list 

above 

Homework Check-up 

– Big sisters give their little sisters’ homework and provide the 

feedback about their homework 

T → S PPT with 

regrouping 

list 

Vocabulary 

Check 

8:00 pm – 

8:10 pm 

(5min.) 

Vocabulary Review 

-Distribute the vocabulary list 

-Go over the list of vocabulary and share with group members 

about the meaning/usage 

-Remind them to use these words throughout the lesson 

-Find prefix or suffix together 

T → S 

S → S 

vocabulary 

list 

Activity 1 

 

8:10pm –  

8:20 pm  

(15 min.) 

Who am I? 

-Ask students guess and talk about jobs of pictures briefly 

 (8 pictures will be given / weird jobs) 

-Flip over the picture and read short passage about the job 

-Discuss about their experiences, skills or personal qualities for 

getting that job 

S → S 

 

8 pictures 

of jobs 

 

 

 

  

Activity 2 

8:20 pm- 

8:55 pm  

(35 min) 

Making a Job Advertisement  

*pair work* 

Part 1 : Brain Storming (15mins) 

-Give 3 authentic advertisements for hiring employees 

-Brain storm the ideas about job advertisement 

-Write down qualification that employees have to have 

 (personal qualities, skills, experiences) 

 

Part 2 : Writing an Advertisement (15mins) 

-Write an advertisement on a scratch paper first 

S → S 

 

poster 

paper 

color 

pencils 

tape 
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-Make an advertisement post for job fair 

Part 3 : Post it! (5mins) 

-Post it on the wall 

 

*Sample of job ad will be given as a reading homework also in 

class. 

Activity 3 

8:55 pm- 

9:05 pm  

(10 min.) 

Welcome to Job Fair 

-Walk around and see all different job advertisements 

-Choose one interesting job you want to apply for as a whole 

group 

S → S 

 

 

 

9:05 pm – 

9:15 pm 

(10 mins) 

**** Break ****   

Activity 4 

9:15 pm- 

9:35 pm 

(20 min.) 

 

Write a resume 

-By looking at the notes that they got from the posters, choose 

one job 

-Write a resume for applying the chosen job. 

* use the format from the reading homework 

S → S 

 

 

Activity 5 

9:35 pm- 

10:20 pm 

(45 min.) 

Writing cover letter 

Part 1 : Cover letter 1
st
 draft (20 mins) 

-Brainstorm first about the cover letter 

-Write a cover letter based on the format from the reading 

homework 

 

Part 2: Revision (25mins) 

- Self-revision (10mins) 

- Corrective feedback  (15mins) 

- (5mins for big sisters ; 10mins for Ss to correct and 

rewrite) 

  

10:20 pm- 

10:25 pm 

(5 min.) 

Choosing the resume 

 

 

  

10:25 pm- 

10:30 pm 

(5 min.) 

Vocabulary Assessment 
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Reading homework 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Writing homework 
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C. Week 12 Lesson 
 

Lesson Plan Week 12 Class hour: 150 minutes Students: 18 GEP students 

Topic : Study abroad  

Function: Effective comparison and/or contrast paragraphs/essays writing 

Terminal objectives:  

Students will be able to write an essay to compare the information about studying abroad. 

Enabling objectives: At the end of the lesson, students will be able to… 

— Compare and contrast the information about schools and studying abroad     

— Use conjunctions in their writing paragraph to show the compare and contrast of ideas 

— Come up with compare and contrast topic sentence for their idea 

— Organize information parallel to the topic sentence 

— Write a paragraph about comparison and contrast  

— Revise their own writing and other groups writing using explicit coding feedback 

 

 

Process & 

Time 
Activity Description 

Working 

style 
Interaction Materials 

Homework 

check-up 

 

7:50 pm – 

8:00 pm 

(10minutes) 

*Regroup little sisters of teaching groups by 

referring the list above 

 

Homework Check-up 

– Big sisters give their little sisters’ homework 

and provide the feedback about their 

homework 

 

T → S PPT with 

regrouping 

list 

Warm up 

 

8:00 pm – 

8: 05pm 

(5minutes) 

Vocabulary review 

– Students review the words together with big 

sisters.  

– Arrange word cards/labels with synonyms or 

antonyms 

Group 

work 
S → S Word cards 

Activity 1 

 

8: 05 pm – 

8: 20pm 

(15minutes) 

Venn Diagram : Compare and contrast 

–Take out your research paper about study 

abroad 

–Make a Venn diagram of two information about 

location, tuition fee, courses, and campus life 

–Write them into a sentence 

Group 

work 

T → S  

S → S 
Worksheets 

Activity 2 

 

8:20 pm – 

8:30pm 

(10minutes) 

How to write “compare and contrast” essay 

– Introduce the way of writing compare and 

contrast essay 

– Find introduction, Body, and conclusion in a 

sample essay  

– Highlight the thesis statement, topic sentences 

Whole 

class 

 

Pair work 

 

S → S 

Worksheet 

PPT 

 

Activity 3 

 

8:30 pm – 

8:45 pm 

(15minutes) 

 Writing Thesis Statement 

– Big sisters distribute the handouts 

– All the students write a thesis statement 

individually 

– Choose only one good thesis statement by 

Professor  

 

Individual S → S Worksheet 
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Activity 4 

 

8:45 pm – 

9:05pm 

(20minutes) 

Outlining and Topic sentences 

– With thesis statement, the little sisters make 

outline with topic sentences 

Group 

work 
 Worksheet 

9:05 pm – 

9:15pm 

(10minutes) 

Break    

Activity 5 

 

9:15 pm – 

9:55 pm 

(40minutes) 

Write your own essay 

–Write essay based on the Venn diagram 

* Big sisters: try not to give too much help 

* Make sure the little sisters are using pencils 

* With 2 sets of transitional words, the students 

will put the labels on their body if they used 

them. 

 

Part 1. Writing body part (20mins; 9:15-9:35) 

– Divide the students into pair and let them 

writing a paragraph for a topic sentence 

 

Part 2. Writing conclusion (10mins; 9:35-

9:45) 

–Write a conclusion of the essay  

 

Part 3. Writing introduction (10mins; 9:45-

9:55) 

–Write an introduction of the essay  

 

 

Pair work 

 

 

Group 

work 

S → S Worksheet 

Activity 6 

 

9: 55 pm – 

10:20 pm 

(25minutes) 

Revision 

 

Part 1. Self-revision (5mins; 9:55-10:00) 

– Use self-revision check list to do the revision 

 

Part 2. Peer-implicit (10mins; 10:00-10:10) 

– exchange the writings with different groups 

and check the writing 

 

Part 3. Final draft (10mins; 10:10-10:20) 

– The little sisters revise the writing  

– Cut the papers and tape them to make whole 

essay 

Group 

work 

or 

Pair work 

S → S Worksheet 

10:20 pm- 

10:25 pm 

(5 minutes) 

Survey about feedback Individual  S → S Worksheet 

10:25 pm- 

10:30 pm 

(5 minutes) 
Vocabulary Assessment Individual  S → S Worksheet 
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Reading homework 

 

 

Writing homework 
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2nd Story: Practicum 

Reflections 
 
 

Week 6 Lesson Reflection 

This week’s theme was Easter party with simple narrative paragraph. The 

lesson was all about activities done on Easter. First, we saw a short video about 

making Easter basket, and write a paragraph about the steps of making basket. Then 

we asked the students to make their baskets based on the paragraph they wrote in 

previous activity. Then, the students have to find the hidden eggs for 5 minutes and 

answer the vocabulary questions. After vocabulary questions, they dyed the eggs with 

different ways. 

What worked well 

Generally speaking, over all the activities worked well. All the outcomes were 

produced as expected and all the students seemed participating the activities. Among 

all the activities, I think the students enjoyed making baskets and dyeing eggs the 

most. I could feel that the students were enjoying the activities. Through those 

activities, we had a chance to see how the students are creative in making baskets 

and dyeing eggs. Although the basket was too small for them to make and took so 

long time, the students were very creative. In addition, doing the editing worked well 

too. Although there was a little confusion in explaining the checklist form the big sisters, 

I saw students realizing their mistakes using the self-editing checklist. At the middle of 

the lesson, the time was delayed too much, but working together as a team to share 

the ideas to change the lesson was also good.  

What didn’t work well 

There were lots of things that I think it didn’t work well. First, the first activity 

had some problems. The video was too hard and too fast for them to watch. Also, 

watching the video with taking down notes was too difficult at their level. Since, the 

video was too hard and they weren’t able to take down notes, writing a paragraph 

without help of big sisters took too long for them to remember and write it. Second, 

after writing a paragraph, the students should make a basket based on their writing. 
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However, the students were so excited to make their baskets; most of the students 

forgot to follow the steps on their writing. Although it didn’t work as we planned, it was 

a good chance to see their creativeness. Third, the time management wasn’t work well. 

After the first activity which took too much time, I was in panic where I couldn’t check 

the time well.  

What we could to better next time 

For the showing the video, we could stop the video so that the students could 

understand better and take down notes. Also, we could use pictures and video at the 

same time to scaffold their memories to help them write a paragraph. In addition, we 

could go over the vocabulary before the lesson and give some time before the activity 

starts for the students to be ready. While we are doing the activities, the role of leading 

teachers and big sisters should be clearly divided so that the students will pay 

attention to the leading teachers. This issue was shown in the first activity which was 

watching the video. The video started without checking the students’ understanding of 

the activity.  

For writing activity, the big sisters should keep on remind the students to use 

their check list and vocabulary list. Not only big sisters, but also leading teachers 

should remind the students at the very beginning of class. While doing the self-editing, 

we, big sisters, should help them to go over each list all together as a group. It should 

be controlled at the beginning until the students become use to those steps.  

For the time management, having a timer was really effective. By comparing 

the time management of last week class and this week class, the last week which 

used the screen timer was better in managing the time. Also, one of the leading 

teachers will be a timer when it is not her part to give instruction and take that role 

alternately. In that way, we could help each other as a team. 
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Week 9 Lesson Reflection 

This week, Ji hyun and I was leading teacher and the topic was about job 

focusing on writing formal letter. In the beginning, the big sisters introduced about topic 

sentence based on the handouts Prof. Stephen gave us. Then, for 5 minutes, we had 

vocabulary review by highlighting prefix and suffix. For the first activity, the little sisters 

had to guess the jobs by looking at the pictures, and the groups read the passages 

and discuss the job and qualities needed. As the second activity, the little sisters had 

to make job advertisement by pair for them to do the job fair. By doing the job fair, the 

little sisters had to take down notes from other groups’ advertisements. For the next 

activity, the group had to choose one job and they had to write resume for that job. The 

groups can us their reading homework for them to see the elements of resume and 

examples of resume. After writing resume, the group had to write cover letter based on 

their reading homework. The class was ended by doing the vocabulary assessment.  

What worked well 

Introducing the weird job, writing resume and cover letter worked well. When 

we had the first activity, the students enjoyed knowing the weird jobs. Talking about the 

qualities and skills needed for the job was interesting because the students gave really 

interesting answers which made them to practice speaking. Also, having a resume and 

cover letter writing made the students notice the format of the formal writing. When I 

explain some points of formal writing, the students realized the common mistakes. 

These practices helped the students to use in the future. Also, linking the reading 

homework with the class worked well, although the students did not pay attention to 

the reading homework. 

What didn’t work  

This week lesson, I think giving examples for the resume and cover letter could 

be better. We gave the examples in the reading homework, but it was sample resume 

and cover letter from internet. It could be better if it was more authentic or real resume 

and cover letter for the students to use. Since it wasn’t so authentic, it was difficult for 

some students. Also, the timing and managing the class didn’t work well. Although we 

used the timer, we had no time for the last activities at the end of the class. I think we 

have to be strict on the time and managing the time. In addition, I need to look all the 

students when I lead the class. I tend to look at the back of right side more than the left 

side. By knowing the teacher zone, I should try to look all the students.  

What we could do better 

I think we should have a time for explanation. Linking the reading homework 

and the lesson was good but I think there was no planation time during the class. I lay 

on the handout too much, and did not explain the important points during class. 
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Week 12 Lesson Reflection 

 This week’s lesson was about compare and contrast essay with studying 

abroad theme. The lesson started by reviewing the vocabulary words. They had to 

categorize the words into either comparing or contrasting words. Then, they discussed 

and brainstormed similarities and differences between two schools. They had to write 

Venn diagram and write compare and contrast sentences. Then, structures/methods of 

compare and contrast essay and writing thesis statement activities were done. 

Outlining and writing topic sentences were done after writing thesis statement and they 

finished writing their essays. 
 

What worked well 

    I guess there were not much things worked well for this class. First two activities 

at the beginning worked well. Reviewing vocabulary worked well although sometimes 

the big sisters had to provide example sentences and explanations for some few 

words. Using Venn diagram for comparing two schools worked pretty okay and writing 

compare and contrast sentences also wasn’t that hard for them to do in the class.  
 

What didn’t work 

    I guess I wasn’t prepared well to do the class. After the class, I realized that there 

were lots of things that went wrong. First of all, proving preview didn’t work well. The 

reading homework was not really worked well to prepare the students for the class. 

After the class, I realized that reading homework wasn’t reading homework, but it was 

more on writing homework. Also, providing good example for the students is hard but 

important. Although we had some examples about thesis statement, the students were 

asking more examples for them to follow. I think, as we talked about this in reflecting 

time, the speed was fast for the students to follow and they weren’t so clear about 

what thesis statement is. Input wasn’t enough for the students to understand and 

follow the lesson. Because not much input for the students to work on the activities, 

the students were having hard time during class. In addition, complexity of the work 

that the students have to do was too much. I guess not knowing the students’ level 

well was the caused lots of problems and the class didn’t work well. 
 

What we could do next time 

    I think we have to prepare the class ahead and organize all the activities well. 

Giving preview work is really important for the students to be active during class. Also, 

complexity and the level of the preview activity are also important. In addition, we 

should provide lots of input for them to come up with output.  
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2nd Story: Practicum 

Needs Analysis 
 

STUDENT SURVEY  

Major (전공):                      Year (학년):                  Age (나이): ____ 

안녕하세요 밴블랙 교수님의 English Writing and Reading 학생여러분! 저희는 보다 효과적이고 만족스러운 수

업을 준비하기 위하여, 여러분들의 요구조사를 실시하고자 합니다. 다음의 질문에 솔직하고 성실한 답변을 부

탁드립니다. 조사결과는 수업활동과 자료를 구성하는 데에만 참고할 것입니다.  

 

1. Which word below best describes your personality in general?  

당신의 성격은 어느쪽에 가깝습니까? 가깝다고 생각하는 번호에 체크해주십시오. 

Introverted -----1----------------2----------------3----------------4----------------5-------  Extroverted 

 (내성적)   매우내성적   내성적인편    중간     외향적인편    매우외향적    (외향적) 

 

2. Briefly describe your English learning experience. 자신의 영어학습 경험을 적어주세요. 

      In school (학교교육)     How long? (기간)              

      Private tutoring (과외) How long? (기간)            

      Studying English in a language institute (영어학원경험)  How long? (기간)              

      Living abroad (해외체류경험)    Where? (장소)                How long ?(기간)           

      Having foreign friends (외국인친구와의교제)  Describe (설명):                             

Other experience (기타경험):                                                           

 

3.  What do you do with English? Where? 영어를 어디서 주로 어떤 용도로 사용합니까?(해당란에 표시하고 설명) 

(    ) studying      where/ what/why                                                                         

(    ) chatting  where /how                                                                          

(    ) working (아르바이트) where/how                                                                                

(    ) meeting people where/how                                                                                

(    ) club activity  where/what/how                                                                          

Others                                                                              
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4. How many hours do you use English per week? 일주일에 몇 시간 정도 영어를 사용 하십니까? 

(    ) never       (    ) less than 3 hours        (    ) 3 - 6 hours         (    ) 6 - 9 hours        (    ) more than 10 hours  

 

5. Have you ever taken any standardized exams? Indicate which one(s) and the 

approximate score received. 정규시험을 보신 적이 있다면, 점수를 적어주세요. 

MATE   TOEIC  TOEFL  TEPS   IELTS   SEPT  Other test: (             ) 

Score:   (    )  (    )  (    )  (    )   (    )   (    )            (             ) 

 

6. Have you ever studied English? If you have, what kinds of skills have you studied? 

영어회화 수업을 받아보신 적이 있습니까? 

Listening:  Yes    No    (circle one)   If yes what skills did you learn?    (Check the box) 

□ Acknowledging □ Restating   □ Reflecting 

□ Interpreting   □ Summarizing   □ other ___________________ 

 

Speaking:  Yes    No    (circle one)   If yes what skills did you learn? 

□ Turn Taking  □ Pronunciation  □ Fluency 

□ Intonation   □ Functions  □ other ___________________ 

 

Reading:  Yes    No    (circle one)   If yes what skills did you learn? 

□ Skimming   □ Scanning   □ Determining Purpose 

□ Predicting   □ Visualizing   □ other ___________________ 

 

Writing:  Yes    No    (circle one)   If yes what skills did you learn? 

□ Brainstorming   □ Free Writing  □ Peer Editing 

□ Planning   □ Paragraph Structuring  □ other ___________________ 

 

7. Which of these have you done in English? (Check all that apply) 다음 중 어떤 것을 

영어로 해보셨나요? (해당 사항을 모두 체크해 주세요.) 

Debating ___  Presentations ___  Role Play ___   Interviews ___  Narration ___   

Online chatting ___  Writing Essays____  Writing Email_____ 

Other: ___________________________ 
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8. What are your plans for the future? What job would you like?  

졸업후의 계획은 무엇입니까? 어떤 직업을 갖고 싶습니까? 

__________________________________________________________________________ 

 

9. Why are you learning English? Please, list three reasons. 

영어를 배우는 이유를 세가지 써주세요. 

__________________________________________________________________________ 

__________________________________________________________________________ 

__________________________________________________________________________ 

 

10. What parts of English do you have the most confidence in? Rank the following in 

order (1=most confidence, 8=least confidence)  

어떤 영어 영역에 가장 자신이 있습니까? 자신 있는 순서대로 (1=가장 자신있음, 8=가장 자신없음).  

Vocabulary (    )  Grammar (    )  Reading (    )  Pronunciation (    ) 

Speaking (    )    Listening (    )  Writing (    )   Test preparation (    ) 

 

11. What expectations do you have in the GEP class this semester? 

 이번 학기 GEP 수업에 기대하는 것은 무엇입니까?  구체적으로 생각해서 적어주세요. 

__________________________________________________________________________ 

__________________________________________________________________________ 

 

12. What are the things that you would like to do in this GEP class? Number them 

according to your preference (e.g. 1 = most preferred)  

GEP 수업에서 특별히 했으면 하는 것을 고르세요. 여러 개 골라도 좋습니다. 

(    ) grammar practice     (     ) games/fun activities    (    ) pronunciation drills        

(    ) role play/skits(역할극) (     ) using audio tapes     (    ) vocabulary activities  

(    ) watching videos or movie clips (     ) discussions  (    ) using Internet materials 

(    ) story writing          (     ) writing poetry         (    ) writing emails                

(    ) writing essays        (     ) writing a resume      (    ) writing business documents 

(    ) others                                    
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13. What kinds of topics are you interested in? (order of importance) 

관심 있는 주제를 골라보세요. (좋아하는 순서대로) 

language learning (  ), study abroad (  ), jobs & career (  ), campus life (  ), travel (  ), 

celebrities (  ), shopping (  ), leisure activities (  ), food(cooking) (  ), fashion (  ), friends (  ), 

dating/relationships (  ), family (  ), sports (  ), holidays (  ), social issues (  ), games (  ), 

technology (  ), movies (  ), cartoons (  ), art (  ), music (  ), others                               

 

14. Is English your friend or enemy? 영어는 당신의 친구입니까, 적입니까?  

Friend     -----1----------------2----------------3----------------4----------------5-------  Enemy 

 

15. I think I am good at English. 나는 영어를 잘한다고 생각한다.  

(1=정말 그렇다, 5=전혀 그렇지 않다.) 

1 (strongly agree)------2-------------3--------------4-----------5 (strongly disagree) 

 

16. How would you rate your English reading proficiency? 당신의 영어 독해 능력이 

정도라고 생각하시나요? (e.g. rudimentary 하, moderate 중, commanding 상) 

_____________________________________________________ 

 

17. How would you rate your current English speaking proficiency? 당신의 영어 회화 

실력이 어느정도라고 생각하시나요? (e.g. rudimentary 하, moderate 중, commanding 상) 

 

 

18. How would you rate your current English writing proficiency? 당신의 영어 쓰기 

실력이 어느정도라고 생각하시나요? (e.g. rudimentary 하, moderate 중, commanding 상) 

_____________________________________________________ 

 

19. Do you have any concerns about this class?  

이 수업 담당 선생님께 하고 싶은 말, 수업에 대한 어떤 고민거리가 있으면 적어주세요.  
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2nd Story: Practicum 

Sample Test 
Mock MATE Writing (1) 

Name: ________________________   ID number: __________________ 

Task 1.  

당신은 핀란드에서 일년동안 교환학생으로 지낸 후 한국으로 돌아와 숙명여자대학교 기숙사로 이사

를 했습니다. 당신의 핀란드 친구 Jorma은 당신의 기숙사 방에 대해 무척 관심이 있습니다. 당신의 

기숙사 방 상태를 설명하는 이메일을 작성해 보십시오. 이것이 당신의 기숙사 방 사진입니다. (7 

minutes)   

You just moved to a new dorm room after returning from a year in Finland. Your Finnish friend Jorma is very 

interested in what a dorm room in Korea looks like. Describe your room to Jorma with as much detail as 

possible. The picture below is your dorm room. Please write an email to Jorma describing your room. (7 

minutes) 
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Task 2. 

 

 핀란드에서 돌아온 당신은 한 수업에서 핀란드에서 당신이 다녔던 학교의 학생들이 어떻게 학교에 

오는지에 대한 프리젠테이션을 해라는 지시를 교수님으로 받았습니다. 아래에 제시된 그래프는 학

생들이 학교에 오는 다양한 방법들을 나타내는 도표입니다. 이 정보를 바탕으로 수업 중에 발표할 

내용을 체계적으로 작성하십시오. (10 minutes)   

You have just returned from a year in Finland. In one of your classes your professor asks you to prepare a 

presentation about how students in your Finnish school get to school. The graph below shows that different 

ways students in Finland get to school. Based on this graph, write a well-formed, well-structured paragraph 

about how Finnish students get to school. (10 minutes)   
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Task 3. 

Sookmyung Times에서는 숙명여대 순헌관 동편에 있는 상당한 넓이의 비어 있는 부지를 문

화복합공간(운동, 영화, 쇼핑, 커피숍 등)으로 활용하는 것이 좋을지 혹은 학생들에게 넓고 

편안한 생활 공간을 제공하는 기숙사로 활용하는 것이 좋을지에 대해 재학생들의 의견을 

받고 있습니다. 둘 중 한 입장을 선택한 후, 타당한 근거를 바탕으로 자신의 의견을 주장

하는 에세이를 쓰시오. (20 minutes) 

Sookmyung Times is asking students to give their opinion about the large empty space next to the 

Soonhunguan. Some people want the space to be a cultural center complete with restaurants, coffee shops, 

shopping and a movie theater. Others think that we need more dorm space. They think a really big 

dormitory with full living essentials is the best choice. Decide what you think the university should build 

there and write an essay to support your opinion. The essay should be at least 2 paragraphs and should 

contain your opinion and the reasons why you think that. (20 minutes) 

 

(Campus map) 
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2nd Story: Practicum 
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Introduction 

There are many roles for a teacher which can be done in class to enhance the learning of the 

students. One of the teachers’ roles is to provide feedback on the students’ outcome whenever 

the students make errors and guide them to use the language in appropriate ways. Making 

errors are important component in learning language, and they must be corrected in order to 

help the students to learn the target language accurately (Selinker, 1972 & 1992). Through 

providing corrective feedback, the students can be aware of their mistakes and have 

opportunities to amend them and prevent them from making the same errors. The study of 

Chandler (2003) asserted that learners like direct type of feedback which is explicit feedback 

(as cited in Shirazi & Shekarabi, 2013). This can be seen in Asian countries, especially in Korea, 

where the language is focused more on the form, not on the meaning. Not only for the Asian 

students, but also the ones from other countries who are learning English as a second language 

have strong belief and preference on learning grammar and having direct corrections or 

feedback by their teachers (Schulz, 2001). However, Yoshida (2008) stated that teachers’ 

choices of CF types have not been explored from the teachers’ point of view, and neither has 

learners’ preference of CF types” (p. 78). Some of the previous studies show that teachers most 

frequently used recasts, where the teachers reformulate the utterance without indicating the 

errors, as corrective feedback (Lyster & Ranta, 1997; Moroishi, 2001; Panova & Lyster, 2002). 

Providing implicit feedbacks can give the students opportunities to think about their errors 

which showed the effectiveness in language learning (Russell & Spada, 2006; Aljaafreh & 

Lantolf, 1994). In addition, most of highly achieving students prefer to have enough time to 

think over their mistakes.  

Most Korean students do not have chances to write in English or get corrective 

feedback from someone else, and the students’ perception about getting explicit and implicit 

feedback is quite different. As mentioned previously, because the main focus of English study 

in Korea is to get a good score on a test or pass it to enter university, get a job, or get promoted. 

In this kind of language classrooms, they normally do not have chances to produce anything 

especially writing in the target language; therefore, students are very used to being receptive in 

a language classroom. Even if they have done English writing before, it is not very common to 

have any type of corrective feedback for their writing or they may have had only explicit types 

of feedback such as direct explanation. In order to make their learning effective, it is essential 
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to know how the students see or receive different types of corrective feedback first.  

 

Context 

This action research is done in one of women’s universities in Seoul, Korea. The number of the 

experiment population was 18 students with the age range of 20 to 30 years old. Out of those 

18 students, 11 students were seniors who are about to graduate, three freshmen and three 

sophomores. The students’ majors are varied since this particular course is a GE requirement. 

The class’s subject was ‘English writing and reading’, and this is a pre-requisite course for G-

MATE which is an English proficiency test in writing and speaking which they have to pass in 

order to graduate. Needs analysis was conducted in the second week of the semester to get 

information about the students’ background and their interests. Each lesson was designed with a 

theme based on the students’ interests. Most of the students studied the language in school and 

language institutions with an average of 3 hours of study every day. According to the result of 

needs analysis, majority of the students answered that listening and reading skills, which were 

receptive skills, are the top two skills that the students feel confident in learning a language. 

However, the students think overall they still have low proficiency in English.  

The class was led by six graduate students taking practicum courses. The students were 

divided into groups of three, and each graduate student was assigned to each group. The 

graduate students were called as ‘big sisters’ just to make the learners less pressured and to 

make positive studying environment. Big sisters had different roles as teachers and facilitators. 

This was a 160-minute-long class which was held every Tuesday evening. Since it was an 

evening class, most of the students were coming from their work or it was the last class. Every 

week, the students were given reading homework before class as preview and writing 

homework after the class as review. The class usually started with giving feedback on their 

homework. To provide free-writing opportunities to lower their affective filter regarding 

English writing, the students were asked to write on the on-line writing board three times a 

week; they can write about anything without concerning about grammar mistakes. All the 

activities or tasks in a lesson were connected each other to promote English writing with 

different themes and functions. The results of needs analysis showed that learners were 
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frustrated with English writing and group work as well, so the big sisters carefully designed 

lessons to lessen learners’ fear about writing by putting them in pairs or groups to work together. 

 

Problem Area 

One of the main goals of this GEP class is to help students pass G-MATE in order to graduate, 

and as teachers and facilitators we have responsibilities to help students improve their reading 

and writing skills. We provided lessons and tasks based on G-MATE test questions so that they 

have enough chances to practice or experience these types of questions before they take the 

actual test. Since G-MATE is a writing test, we as facilitators also needed to provide corrective 

feedback regarding their writing during the class. Learning how to write using appropriate 

formats was essential in this class, but learning how to write accurately was also important in 

order to get them to achieve higher scores. According to needs analysis, the students answered 

that they were not confident in English writing or grammar. In addition, the first diagnostic test 

results proved that their level of English writing is moderate low which means they surely were 

not good at writing or grammar even after spending at least six years of learning grammar. In 

fact during the first five weeks of the semester, we experienced difficulty in finishing the class 

in time which meant there was no time to give any types of corrective feedback to improve 

their accuracy. After the midterm, the professor and big sisters felt the necessity for covering 

accuracy in writing. We observed that just like any other typical Korean students, our students 

also expected or wanted to have lessons which they would not have to actively participate. 

They wanted to listen to the teachers’ lectures and do small activities with clear answers given. 

In addition, based on the observation from the first few weeks, it seemed that the students were 

not used to having any kinds of revisions or corrective feedback. 

 In order to improve the accuracy of their writing and make their learning effective, we 

realized that it was necessary to give some kind of corrective feedback on their writing. Swain 

(1991) added the importance of having corrective feedback by saying that “if students are given 

insufficient feedback or no feedback regarding the extent to which their messages have 

successfully (accurately, appropriately, and coherently) been conveyed, output may not serve 

these roles” (p. 98). Like what Swain stated, corrective feedback is required in English writing 

and its development. However, as we observed, they had not had or were not getting any 
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corrective feedback before or during this course, so first it was important for us to know how 

they receive different types of feedback which may affect their L2 development. Regarding this, 

here is our research question: 

1. How do students perceive different types of corrective feedback given to their own 

writing? 

For the first five weeks of the GEP class, as teachers and big sisters we realized that the 

students had not had much experience in receiving corrective feedback except maybe some 

direct corrections from teachers previously. By knowing the effectiveness of corrective 

feedback on language learning, in this particular research, we would like to survey how the 

students perceive different types of corrective feedback and how we could use this information 

to make their language learning more effective.  

 

Intervention 

For our research, we used peer corrective feedback given by big sisters and other students with 

a student survey at the end of the intervention period. During the intervention period, the 

students were asked to do both self-revision and give peer corrective feedback to each other 

following the teachers’ demonstrations. The six week intervention was divided into three major 

parts depending on three types of corrective feedback: explicit, explicit with indicators, and 

implicit. When there was a new type of corrective feedback introduced, it was done by the big 

sisters first as a model or demonstration to show the students how to do it, and then we let the 

students give peer corrective feedback in the following week. This was to see how students 

perceive each type of corrective feedback or how they feel about it. In order to do this in class, 

we needed all four groups of big sisters’ help who were not the leading teachers that week 

because we needed to set aside some time for feedback. In addition to the survey and 

reflections, we also provided a checklist for self-revision and asked the students to do it every 

time before they had corrective feedback and do it themselves as the last step of their writing 

homework procedure. Guénette (2012) stated that “For learners to truly benefit from CF, they 

must be held accountable for revising or rewriting their texts” (p. 123). The main reason of 

providing explicit or implicit corrective feedback is to help learners eventually notice and 

correct their own errors. By providing them opportunities to give and receive corrective 
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feedback to or from others as models and guidance, it will eventually help them be responsible 

of their own writing and improve it (Ellis, 2009) (see Appendix II). 

 The table below was the six week plan of our action research regarding types of 

feedback given each week and the writing homework, with survey scheduled at the end. During 

the six week intervention, week 8 was the midterm week for students where we did not actually 

have a class. Therefore, we skipped the intervention for week 8. 

Weeks Action Plan 

Week 6 Corrective Feedback – Explicit Writing homework as a pre-test 

Week 7 Peer-Editing – Explicit  

Week 9 Corrective Feedback – Explicit with indicator  

Week 10 Peer-Editing – Explicit with indicator  

Week 11 Corrective Feedback – Implicit  

Week 12 Peer-Editing – Implicit 
Student survey 

Writing homework as a post-test 
Table 1. Six week intervention plan 

By providing the model of doing the corrective feedback, the students were able to do 

the given task each week. Every week before they have corrective feedback, the students were 

given a time to do self-revision with the guidelines in order to assist themselves to have a 

feedback of their own. Brandl (1995) showed that high achievers are independent learners who 

tries to find the answers to their errors themselves and understanding why they committed the 

mistake are important for them. Through self-revision, the learners can practice to be 

independent learners. The self-revision guideline had two parts; mechanics and grammar (see 

Appendix II). Mechanics is for the structure of the writing which is important in G-MATE, and 

grammar is for the accuracy of the writing. 

We planned to begin with explicit feedback because Korean students are more familiar 

with explicit corrective feedback. Not only for the familiarity of types, but also explicit 

corrective feedback can promote ‘noticing’ which is essential for learning (Schmidt, 1990). 

According to Carroll and Swain (1993), explicit feedback is defined as “any feedback that 

overtly states that a learner’s output was not part of the language-to-be-learned” and implicit 

feedback as “… such things as confirmation checks, failure to understand, and request for 

clarification (because learners must infer that the form of their utterance is responsible for the 
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interlocutor’s comprehension problems)” (as cited in Russell & Spada, 2006, p. 137). To begin 

with more familiar types and more focused form types to unfamiliar and independent learning 

type of feedback, we designed explicit to implicit corrective feedback. In giving feedback, we 

concentrated on five criteria of grammar: Verb tense, Subject-verb agreement, preposition, 

article, and punctuation. For explicit feedback, we directly wrote the correct form. For explicit 

with indicators, we used ‘v’ for verb tense, ‘sv’ for Subject-verb agreement, ‘prep’ for 

preposition, ‘art’ for article, and ‘p’ for punctuation. In giving the indicators, we underlined the 

verb tense and subject-verb agreement, and circled for preposition, article, and punctuation (see 

appendix I.A). For the implicit feedback, we only used underlining and circling the words to 

indicate the errors (see appendix I. B). 

 

Methodology 

First of all in order to see how students perceive different types of corrective feedback, we 

conducted a student survey at the end of the intervention period. The first part of this survey 

contained questions regarding how they felt about giving and receiving corrective feedback 

from other students or big sisters and also about self-editing. In the second part, we asked the 

students to write their own thoughts about their perceptions focusing on three different types of 

feedback. We used this survey results as our quantitative data and found out how they perceived 

corrective feedback. Second, we also used the big sisters’ weekly reflections as observation 

data to see how they actually did during the class with giving and receiving feedback. Even 

though they answered the survey, how they felt might be different from what they actually did 

in class. Therefore, we carefully reviewed the weekly reflections by the big sisters who led their 

own groups and observed their students. We also collected Week 6 and Week 13 writing 

homework to see their improvement in English writing and its accuracy. Even though students 

were not given any corrective feedback for their homework besides the professor’s corrections, 

we wanted to see how they have improved their own writing regarding accuracy. Originally, we 

were supposed to collect week 12 writing homework results, but there were only few students 

who actually turned in their homework, so we chose to use Week 13 writing homework to 

compare it with Week 6 homework. 
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Finding 

To gather the results of intervention, we had three different methods used: a student survey 

about students’ preferences and awareness of giving and receiving corrective feedback, 

reflections as classroom observation from the big sisters who actually taught and interacted 

with students, and writing homework for Week 6 and Week 13 to check their progress and 

improvement in accuracy.  

 

I. Student Survey 

After the intervention period, we had a survey for qualitative data of the students’ preferences 

and awareness regarding corrective feedback. It was designed in Korean, and we allowed 

students to write some of the answers in Korean to hear more honest answers. The first part of 

the survey was three Yes / No questions regarding their experience of writing in English, 

having any kind of corrective feedback, and if they had done self-editing on their own. 

 

Figure 1. Usage of the corrective feedback 

Question 1 was asking whether they had done any kind of English writing longer than a 

paragraph prior to this particular course, and if yes, in Question 2 we asked them if they had 

received any kind of reviewing or revision from others. According to Figure 1, more than half 

of students had experience in English writing longer than a paragraph before taking this course, 

and almost all students experienced revisions from others. We also asked in Question 3 if they 
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had tried to use the self-editing checklist to review their writing homework. During the 

intervention, approximately 70 percent of students used the self-revision checklist when they 

were doing their writing homework.  

 

Figure 2. Agreements of corrective feedback questions 

This figure 2 has the answers of 20 questions that show how strongly students agreed 

or disagreed on each statement about corrective feedback. The statements that most of students 

agreed with questions 1, 14, and 18, whereas only few students agreed with statements 6, 13, 

and 15. Question 1 was whether they thought their writing improved as they did self-editing or 

had someone revised their writing, and Question 14 was about their preference to have 

comments and feedback from the professor or big sisters instead of other students. Question 18 

was their belief about accepting revision and corrective feedback as one of the steps to go 

through when writing. Most of students strongly agreed that their writing has improved when 

there was revision whether it was self-revision or revised by someone else, and they strongly 

agreed that revising is one of the steps that they have to do when writing. It also shows that the 

students prefer having feedback from the professor or big sisters instead of other students.  

On the other hand, in Question 15 we asked whether they preferred self-editing to peer-

editing, and the students answered that they prefer peer-editing instead of self-revision. 

Interestingly, Question 13 asked them whether they can trust their classmates’ feedback as well 

as the professor and big sisters’ feedback, and they answered that they do not trust their 

0.00 

0.50 

1.00 

1.50 

2.00 

2.50 

3.00 

3.50 

4.00 

4.50 

5.00 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 

A
g

re
em

en
t 

Question 

Corrective Feedback Student Survey 



52 

classmates’ correction; they prefer to have corrective feedback from the professor or big sisters 

instead of other students. Regarding Question 6, whether they would like to have more chances 

to read and revise other students’ work more, the students were not fully negative about this, 

but it is not positive either.  

 

 

Figure 3. Most and least favorite type of corrective feedback 

 In the second part of the survey, we asked the students to rank the three types of 

feedback according to their preference and asked them to give us reasons why they chose that 

particular feedback as their favorite. Figure 3 shows that 41% of the students liked explicit 

feedback with codes among three types of feedback. Majority of students who chose this as 

most favorite stated that they needed hints to find the correct answers as their reason. They 

stated that it provides hints and direction to correct the errors, and these hints led them to 
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actively take part in the learning process by correcting errors themselves. Those who chose 

explicit feedback stated that they prefer to have clear and direct feedback because they are 

unsure of the right answers. The students that chose implicit feedback answered that they could 

not learn more with explicit feedback because it only gives a direct answer which does not 

allow them to think. They also mentioned that explicit feedback with codes made them more 

confused because of the codes; they would rather find the right answers by themselves. On the 

other hand, for the least favorite feedback, 60% of students ranked implicit feedback as their 

least favorite because they at least needed some kind of guidelines or direction to find the right 

answers. Since they make certain grammar errors, students wanted to know why they are wrong 

or what to correct. 

 

 

Figure 4. Most and least helpful type of corrective feedback 

 Along with their favorite type of feedback, we also asked which one they think is most 
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helpful or not. One of the main reasons why we distinguished the most favorite type of 

feedback and helpful one is to see what they like may not be the one they think is helpful. As 

mentioned earlier, Korean students still prefer to be receptive in language learning classroom. 

Needs survey of this course showed that they think they are good at receptive skills such as 

listening and reading and feel burdensome about doing group works. However, even though 

they prefer to be receptive, they might have different perception about which feedback is more 

helpful; it may not be their favorite type of one, but if they still think it is helpful which means 

we as teachers should be able to lead them to have their learning more effective by challenging 

them to do what is not their favorite.  

Figure 4 shows that 41% of the students chose explicit feedback with codes as the most 

helpful one, and the least helpful is implicit corrective feedback. One of the reasons that they 

chose the explicit feedback with codes is that it is less vague than implicit feedback and allows 

them to actively correct errors without someone else’s help. By having hints, students can 

figure out what is wrong and how to make corrections. However, we still need to look at the 

percentage of the students who chose implicit feedback as most helpful. Even though the 

majority of students chose implicit feedback as their least favorite, they still chose the same one 

as the second most helpful feedback. 

 Through this survey, we realized that the students strongly agreed that they need some 

kind of revision or feedback in order to write well in English and improve their writing habits 

and skills. However, the students do not prefer having implicit corrective feedback, and they do 

not prefer self-editing or peer corrective feedback from other students because they do not trust 

their classmates’ skills or their own. Although they neither trust their classmates nor themselves, 

through revision, they were able to fix their errors and learn words or grammar by correcting 

the errors. Regarding this, we will discuss more about it in the further section. 

 

II. Observation through reflections 

Prior to receiving and giving corrective feedback, we encouraged students to do self-editing 

first during and after the class with a self-editing checklist. According to Diab (2011), writers 

who have engaged in self-editing notice more errors than write who have engaged in peer-

editing. Therefore, we provided a self-editing checklist and designated some time during the 

class to have students do self-editing so that they could be ready to read others’ writing and 
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give corrective feedback. We also encouraged students to do self-editing when doing their 

writing so that they can be trained outside of the classroom. Based on the observations from the 

big sisters, we found that self-revision was helpful at the beginning stages for better awareness 

of their writing. One of big sisters’ reflections found the following: 

Self-revision went very well and I believe that this will help students 

tremendously. However I feel more explanation and introduction was needed 

on this before students were asked to revise, as this will be something we will 

be doing in every class and will be encouraging them to do outside of class. 

Also, another sister stated on her reflection: 

In addition, doing the editing worked well too. Although there was some 

confusion in explaining the checklist form, I saw students realizing their 

mistakes using the self-editing checklist. 

 Since students were not used to do self-revision, students were confused at first but 

were eventually able to revise their own writing. Also, when they were doing self-revision, 

students were able to find their grammar errors in their work. Having a checklist helped 

students to go over their writing and be aware of the errors. Without much help of the big 

sisters, they were able to find and correct errors themselves. This could be seen in one of the 

reflections by one big sister.  

First, I thought their sentences would have a lot of mistakes, but surprisingly 

they discussed and helped each other use correct grammar and were adept with 

the self-revision as well. Once they clearly understood what it was and the 

importance, they did the self-editing effortlessly, and there were not a lot of 

things for me to correct. 

In this reflection, explaining the purpose or the importance of doing self-editing was effective 

for making revision more efficient.  

Along with self-revision, we proceeded with corrective feedback. Before we let 

students do peer-revision, big sisters always modeled each type of corrective feedback first so 

that students could have ideas regarding what to do and how it works. For peer-revision, 

students performed a lot better than what we first expected. Peer-editing provided opportunities 

to read others’ work, and this helped students learn more about grammar or active their 
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knowledge on grammar and reflect it on their own writing. One of the big sisters noticed 

following: 

Not just writing, but having to critique other’s work was also a good idea 

because that made students more aware of their own mistakes. When students 

had peer-editing, my little sisters were discussing the corrections of other 

groups. Although some errors were minute, having a discussion about their 

mistakes helped them to realize their mistakes and learn from that discussion. 

Also another big sister stated that 

I agree on your comment regarding reading other group’s work and peer-

editing. So far, we have let students read other groups’ work and just give 

stickers to their favorites. However, asking them to critique made them think 

and discuss more, and like what you’ve said, reading others’ work can also help 

them improve their own writing as well. 

 Most students were able to do well in revising their writing explicitly and implicitly. 

Students became used to have self-revision with the checklist, peer-revision, and corrective 

feedback. For the implicit corrective feedback and peer-revision, students were able to work 

well with revising their writing. This was stated on one of the reflections as following: 

Another interesting point was to see how well students can understand our 

implicit corrective feedback. This week, our action research intervention was to 

give them implicit corrective feedback, so big sisters had to either underline or 

circle the mistakes in their groups’ writing and let little sisters figure out what 

they needed to correct. Surprisingly, as we went over each feedback, I did not 

have to explain a lot; they just saw my marks and fixed mistakes. I just 

reminded them how much they already know and the importance of revising 

their work because they are completely capable of finding and correcting their 

mistakes. 

Through the reflections of the big sisters, we found that students were able to find their errors 

and be aware of grammar when they were writing. 
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III. Writing Homework Results 

We collected Week 6 and Week 13 homework to see if the students have made any 

development in writing accuracy, and the results were not something that we expected. Week 6 

homework was to write a description paragraph about making Easter eggs. The students already 

experienced making Easter eggs in class, so they had to write a paragraph based on their 

experience. The students’ paragraphs had the average of 6-7 sentences, and the major errors 

were about articles / noun markers or some verb choices. For example, they mostly had a hard 

time using a correct article appropriately. They either did not include any articles or got 

confused with ‘a’ and ‘the’. Compared to that, Week 13 homework is much longer which is a 

three paragraph long essay, and due to its length, it usually contains more errors than a 

paragraph. Interestingly, after about six weeks from Week 6, the students mostly made the same 

mistakes, noun markers. Most students who turned in Week 13 homework had a hard time 

choosing correct articles, and some of them had subject / verb agreement errors. With this result, 

it is hard to tell whether they have improved their accuracy or not since these two different 

writings were hard to simply compare to see the achievement. 

 

Discussion 

Regarding corrective feedback, the students are quite positive about receiving feedback. 

Through this six week experience, they have realized that it is helpful for their writing as well 

as an essential part of the writing process. Based on the reflections of big sisters, the students’ 

attitudes towards corrective feedback have changed positively and somewhat become confident 

about receiving it. However, the students still feel uncomfortable with or have difficulty doing 

self-editing or giving feedback to other students. Related to this, the students also trust 

feedback from the professor or big sisters rather than other students in the class. In addition, 

they strongly prefer more explicit form of feedback which they believe is more helpful. We are 

going to talk about these three main perceptions we have found in the research to see what they 

prove and what we can do as teachers. 

 

I. Students’ Perception on Self-editing 

According to the survey results, the students were frustrated with self-editing even 
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though they understood the importance of it. Based on Question 15 in Part A and Questions 1 

and 2 in Part B, we can tell that the students did not feel comfortable correcting their own work. 

Question 1 and 2 in Part B were asking them whether they would like to self-correct their own 

work and whether they have found it helpful or not. In Question 2, the result shows that the 

students perceived the usefulness of self-correction. They said the self-editing checklist helped 

them what to look at and what to correct; therefore, it is helpful. However, in Question 1 most 

students still answered that they would not prefer self-editing; they would rather have someone 

else do it for them. Ellis (2009) showed that explicit feedback is clearly desirable if learners do 

not know the correct forms or are not capable of self-correcting. Sul and Kim (2013) also 

proved that the students usually prefer metalinguistic feedback which tells them the locations of 

errors, correct answers, and explicit explanation, and it is because the students have tendency to 

rely on someone more dependable instead of doing it themselves.  

The interesting point we have found in the survey which is a bit different from Ellis or 

Sul and Kim is that our students did not want to have self-editing because they believe that they 

are not capable of doing it themselves. Majority of them who answered they would rather have 

corrective feedback from someone else answered that their proficiency or competence level is 

not high enough to do this or simply it is still too difficult for them. However, what big sisters 

observed during the class time was different from what the students said. According to the 

reflections by big sisters, they were capable of doing it because they still had enough 

knowledge about it. What big sisters observed in class was that they were able to do it without 

someone else’s help; although there were some errors that they missed, we still saw them doing 

it a lot better than what we originally expected. This shows that the students do not trust their 

own knowledge of English and ability of doing it since they have never done this kind of 

editing themselves before or had not much experience in being engaged in active language 

using and learning. Due to this reason, they also answered that it is difficult to find things to say 

about other students’ work. In one of the survey questions, we asked them how they felt about 

giving feedback to others, more than half of the students answered that it is hard to find things 

to comments about in other students’ writing. This is closely related to earlier comments saying 

that they do not think their knowledge is not enough to correct others’ work. Therefore, they do 

not feel comfortable doing it for others either. 
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II. Students’ Preference in Having Feedback from Dependable Person 

 Another noticeable point in the results of this research is that the students prefer 

feedback from someone who they think is more dependable than other classmates. Only few 

students answered that they trust other classmates’ comments and feedback, and compared to 

that, majority of them answered that they would rather have feedback from the professor or big 

sisters. Zhang’s (1995) study also showed the similar results. The participants of Zhang’s study 

preferred teacher feedback to peer feedback since they did not trust their classmates’ English 

competence and though their peers were not as qualified as their teachers (as cited in Arslan, 

2014). Nelson and Carson (1998) also stated that their students liked to have teacher comments 

and corrections rather than peers’ because they believed that teachers’ feedback would lead 

them to greater improvement (as cited in Arslan, 2014).  

It seemed that our own participants had the similar perception about peers’ corrective 

feedback. As discussed earlier, the students prefer getting corrective feedback from others, but 

those others are rather the professor or big sisters, not their classmates. Since they believe that 

their own proficiency level is not high enough, they think their peers are similar to them. 

Therefore, they think that it is better to have more qualified people such as the professor or big 

sisters correct their work instead of unqualified ones and believe that they would learn more 

only from a dependable person’s feedback. However, other studies such as Tsui & Ng, (2000), 

Berg (1999), and Storch (2005) indicated the positive side of peer corrective feedback. They 

argued that peer feedback can help students identify strengths and weaknesses each other, 

encourage crucial reasoning, and produce better texts (as cited in Arslan, 2014). Arslan (2014) 

suggested that “participants … were able to improve their writing skill while giving peer 

feedback rather than receiving peer feedback” (p. 145). Teachers’ feedback and peers’ feedback 

are not a ‘one or the other’ issue. It is a teacher’s responsibility to give more interactive and 

collaborative writing tasks and decide what kind of corrective feedback is more effective 

depending on situations. 
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III. Students’ Perception on Explicit and Implicit Feedback 

In Part B of the survey, we can see the students’ difference perception between the most 

favorite type of feedback and the most helpful one. Question 5 in Part B of the survey asked the 

students to rank them in order of their preference and give us reasons. The following question 

was to rank them in order of most helpful feedback to them and give us reasons. First of all, the 

result of Question 5 in Part B shows that the students prefer feedback that provides more 

detailed, explicit comments or at least some hints. The students who chose explicit feedback 

with codes answered that these codes suggested or showed them what to work on or made them 

think one more time. The ones who chose explicit feedback commented that they can trust 

someone else’s clear correction instead of doing it themselves or do not know the correct 

answers anyways even with the codes due to their lack of knowledge, so they answered they 

preferred explicit corrections and explanation. On the other hand, implicit feedback was the 

least favorite one. The students commented that they could not figure out what is exactly wrong. 

From this, we can possibly say that since they had to correct errors themselves without any 

hints they think it was too much for them.  

However, the result about the most helpful feedback is different from their favorite one. 

Students chose explicit feedback with codes and implicit feedback as the most helpful ones 

which are quite noticeable. Even though they answered that they did not prefer to have implicit 

feedback, they noticed that it would eventually help them. The students who answered implicit 

feedback as most helpful stated that they believe that by actively participating in error 

correction without someone else’s help, they learn more compared to being passive. As the 

previous studies mentioned, students are still receptive in language learning do not trust 

themselves to correct errors; therefore, they prefer explicit corrective feedback by more 

dependable people.  

However, some studies have different opinions regarding explicit and implicit feedback. 

Bitchener, Young, and Cameron (2005) mentioned that implicit feedback is more effective the 

explicit ones in helping learners’ development in writing accuracy. On the other hand, Ellis 

(2009) argued that explicit feedback with codes does not prove to help learners achieve greater 

accuracy and are not more effective than other types of corrective feedback. Brandl (1995) also 

argued that learners’ achievement has not significant impact according to different types of 
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corrective feedback. All these studies presented different opinions about the effectiveness of 

different corrective feedback, but on the other side of it, we can tell that different types of 

feedback have different effectiveness. Guénette (2012) defined explicit and implicit corrective 

feedback as following:  

Direct corrections do not lead the learners to think about the language, but they may 

help those who are not yet proficient enough to self-correct as they model what is 

acceptable in the second language. Indirect corrections, on the other hand, push the 

learners to question their hypotheses about the language, but they may also lead to 

frustration. Yet as the tutors discovered through their experience, both strategies can 

and should be used. (p. 121) 

Like how Guénette suggested at the end of this quote, it is necessary to consider using both 

strategies depending on learners’ needs not just because they like it or think it is helpful. 

 

Conclusion 

This action research focused on the students’ perception on corrective feedback to see how they 

perceive and what the teachers can do to make their language learning more effective. Overall, 

the students prefer to be receptive by having explicit feedback from more dependable people 

instead of self-editing or peer-editing from other classmates. They fully aware of the 

importance of revision as one of the essential steps in writing and have also noticed the 

effectiveness of giving and receiving corrective feedback. Even though students are still 

somewhat receptive in regard of receiving corrective feedback, they perceived that having less 

explicit feedback will eventually help them improve their own writing and accuracy. As we can 

see their view of giving and receiving corrective feedback has changed positively, it is 

necessary to encourage students to do more revision. 

 There were some limitations to see how effective each type of corrective feedback is 

due to homework issues. We wanted to see how this kind of corrective feedback can affect the 

students’ writing and its accuracy by collecting their homework from Week 6 and Week 12. 

However, there were only 5 of them handed in their homework in the last week of the 

intervention period, so we had to wait another week to get their homework. After collecting 
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homework in the following week, we did not still have enough homework to compare. Out of 

18 students, we only had 8 of them turned both Week 6 and Week 13 homework. Therefore, it 

was hard to tell the progress of the students. In addition, giving writing homework was quite 

different to compare the achievement. Week 6 writing homework was a paragraph long one, but 

Week 13 was a three-paragraph essay which was much longer and contained more errors. We 

decided not to use this homework to use it as proof of the students’ achievement since it is not 

credible. 

 For a future research, we first suggest to have a longer intervention period to give 

students more time to get used to getting and giving corrective feedback. Within six weeks’ 

time, we had to cover all three of them, and the students got only three chances to do it 

themselves. Towards to the end of the period, they got used to it more compared to the first 

week, but still it was not enough to make them become fully confident or believe the need of it. 

It caused the unclear result of effectiveness of corrective feedback and its achievement. Another 

suggestion is to have fixed groups to try different types of corrective feedback. Due to the 

nature of this particular GEP class, we had different members in each group every week, so we 

had all the students try all different types of feedback. It would be better to have controlled and 

experimental groups or at least take turns to experience types of feedback in a better setting 

instead of mixing it all together and have them tried all within a short period of time. 

 Even though there were limitations and unexpected results, this action research still 

suggested us that any type of corrective feedback is necessary especially for this kind of class. 

Since the students in this class have to take G-MATE Writing to pass the class or graduate, 

revising their own work or getting feedback from someone is a must. There is no definite 

answer when deciding which type of feedback will be given, but it is essential to know what the 

students prefer to understand what could lower their affective filter in giving and receiving 

corrective feedback and what would be helpful depending on their needs. 
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Appendix I 

Peer and Corrective Review Criteria 

 

Part A. Explicit with indicator and grammar code 

Criteria Codes Examples 

동사의 시제 Verb Tense v. Past tense / present tense / future tense 

주어와 동사 수일치 

Subject-verb agreements 
sv. Singular / plural +s 

전치사 Preposition prep. Of / for / in / before / after / at / into / by … 

관사 Articles art. A / an / the 

구두법 Punctuation p. .  ,  ;  ?  !  ‘ ’  “ ”  ( )  [ ] … 

 

 

Part B. Implicit (Indicator only) 

Criteria Codes Examples 

Verb Tense Underline  Past tense / present tense / future tense 

Subject-verb agreements Underline Singular / plural  

Preposition Circle  

Articles Circle   

Punctuation Circle   
Bitchener, Young, & Cameron. (2005); Ellis, Loewen, & Erlam. (2006);  

Russell & Spada (2006) 
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Appendix II 

Self-Editing Checklist 

 

Mechanics 

 I capitalized the first word in every sentence. 

 I capitalized all proper nouns. 

 Each sentence I wrote ends with a period, a question mark, or an exclamation point. 

 I used punctuation correctly (commas, apostrophes, quotes, etc.). 

 I spelled all words correctly. (Check carefully for commonly confused words like they’re, 

their, there; your, you’re; its, it’s; etc.) 

 I indented the beginning of each new paragraph. 

Grammar 

 Each of my sentences is a complete thought with a subject and a verb.  

 There are no sentence fragments in my work. 

 There are no run-on sentences that are incorrectly joined by commas. 

 Subjects and verbs agree in number (singular subject, singular verb; plural subject, plural 

verb). 

 When I use pronouns, they clearly refer to someone or something. 

 I use verb tenses consistently unless a change is required (past, present, future). 
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Appendix III 

Student Evaluation Survey Part A 

본 설문지는 ‘영어 읽기와 쓰기’ 수업시간에 여러분들의 영어 작문에 대해 다른 학생들 및 Big sister들에게 받은 검토 

(review) 및 수정 (editing and revising)과 관련하여 여러분들의 의견을 조사하고자 합니다. 이 설문지의 결과는 TESOL 대학원 

석사과정의 리서치 자료로만 활용되며, 학생 여러분들의 해당 수업 성적과는 아무런 관련이 없습니다 (이름이나 학번, 그룹 이름은 적

지 않아도 됩니다). 여러분의 솔직한 의견을 기술해 주시면 감사하겠습니다. 

 

Part A. 다음 각 항목에 대해 각자 얼만큼 동의하는지 혹은 동의하지 않는지 표시해 주십시오. 
매우 그렇다 그렇다 보통이다 그렇지 않다 전혀 그렇지 않다 

5 4 3 2 1 

이 수업을 듣기 전에 (한 단락 (paragraph) 이상의) 영작문을 해 본적이 있다.  Yes / No 

영작문을 해 본 적이 있다면, 누구에게든, 혹은 어떤 방식으로든, 자신이 쓴 글에 대해 검토나 수정을 받은 적이 있다. Yes / No 

지난 6주 동안 Writing 숙제 할 때, self-revision checklist를 사용해서 스스로 직접 검토 및 수정을 해 본 적이 있다. Yes / No 

1. 작문한 것을 검토하고 (스스로) 수정 하는 것, 또는 (누군가로부터) 수정을 받는 작업은 내 작문실력 향상에 도움이 된다고 생각한다. 5 4 3 2 1 

2. 내가 쓴 글을 두 명 이상의 다른 사람에게 검토 및 수정을 받는 것을 선호한다. 5 4 3 2 1 

3. 내가 쓴 글을 여러 번 검토하고 수정 하는 것 (혹은 수정 받는 것)이 훨씬 도움이 된다고 생각한다. 5 4 3 2 1 

4. 다른 사람이 쓴 글을 읽어보는 것은 내 작문에 도움이 된다. 5 4 3 2 1 

5. 다른 사람의 글을 검토 및 수정 하는 것은 내 작문에 도움이 된다. 5 4 3 2 1 

6. 다른 사람이 쓴 글을 더 많이 읽고, 수정 해 보고 싶다. 5 4 3 2 1 

7. 다른 사람이 쓴 글을 수정할 때, 주어진 체크리스트가 도움이 되었다. 5 4 3 2 1 

8. 내가 수정 해 준 내용이 그 사람의 작문에 도움이 될 것이라고 생각한다. 5 4 3 2 1 

9. 다른 사람이 쓴 글에 대해 수정 할 부분을 찾아 고치는 것이 어렵거나 부담스럽다. 5 4 3 2 1 

10. 나는 내가 쓴 글에 대해 다른 사람의 수정을 받는 것이 좋다. 5 4 3 2 1 

11. 내 작문을 다른 사람이 더 많이, 더 자세하게 수정을 해 주었으면 좋겠다. 5 4 3 2 1 

12. 내가 쓴 글을 두 명 이상의 다른 사람에게 검토 및 수정을 받았으면 좋겠다. 5 4 3 2 1 

13. 교수님이나 big sister가 아닌 다른 학생들이 내 글을 읽고 수정 해 주는 내용을 신뢰할 수 있다. 5 4 3 2 1 

14. 다른 학생들이 내 글을 수정 해 주는 것 보단, big sister나 교수님이 검토 및 수정 해 주는 것을 선호한다. 5 4 3 2 1 

15. 다른 사람(다른 학생, 교수님, big sisters)이 내 글을 읽고 수정 해 주는 것 보다, 내 스스로가 직접 내 글을 수정하는 것(self-

editing)을 선호한다. 
5 4 3 2 1 

16. 지금까지 다른 학생들 및 big sister, 혹은 교수님으로부터 수정 받은 부분들을 보고, 내가 주로 어떤 실수를 하는지 알게 되었다. 5 4 3 2 1 

17. 작문 할 때, 한 번 혹은 반복적으로 수정 받은 부분은 다음 작문 시에 혹은 검토 및 수정 할 때 좀 더 신경을 쓴다. 5 4 3 2 1 

18. 영작문에 대해 수정 및 검토를 하는 것은 글을 쓰는 전체 과정에서 반드시 거쳐야 하는 과정이라고 생각한다. 5 4 3 2 1 

19. 나는 앞으로도 영어로 작문을 할 때 스스로 수정 작업(self-editing)을 할 것이다. 5 4 3 2 1 

20. 앞으로 영작문을 할 때, 주변에 다른 누군가로부터 검토 및 수정 작업을 받을 것이다. 5 4 3 2 1 
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Student Evaluation Survey Part B 

Part B. 아래 항목들에 서술형으로 대답 해 주시기 바랍니다. 우리말로 작성해도 상관 없습니다. 
1. 스스로 자신의 글을 수정 하는 것(self-editing)을 선호 하나요? 아니면, 다른 사람이 읽고 수정 해 주는 것(peer-editing)을 선호하나요? 이유도 같이 

적어주세요. 
 

 

2. 스스로 자신이 쓴 글을 다시 읽고 수정하는 것(self-editing)은 어떤 점이 도움이 되었나요? 도움이 되지 않았다면, 이유는? 
 

 

3. 지난 6주 동안, 수업시간에 여러분이 작성한 글에 대해 big sister 혹은 다른 학생들로부터 검토 및 수정을 받는 작업에 대해 어떻게 느꼈나요? 
 

 

4. 다른 학생들이 쓴 글을 읽어 보고 검토 및 수정을 하는 것의 장점은 무엇이라고 생각하나요? 혹은, 단점은 무엇이 있나요?  

 

 

5. 지난 6주 동안, 세 가지 다른 방식으로 작문에 대한 수정 및 검토가 이루어졌습니다. 아래 세 가지 방법 중을 가장 선호하는 순서대로 1, 2, 3으로 번호를 

매겨주세요. (1이 가장 선호하는 방법, 3이 가장 덜 선호하는 방법) 

(a) 직접적인 수정을 받는 방법 (틀린 부분을 직접 고쳐주는 방법)  

(b) 수정 해야 하는 부분에 정해진 코드 (v., sv., prep., art., and p.)를 사용해 어떤 종류의 문법 사항을 수정해야 하는지만 

알려주고 스스로 고치는 방법 
 

(c) 수정 해야 하는 부분만 표시(밑줄, 동그라미) 해 주면 직접 어떤 문법 사항이 잘못 되었는지 찾아내서 수정 하는 방법  

가장 선호하는 방법을 선택한 이유는? 

 

 

6. 이번에는 아래 세 가지 방법 중에 본인에게 가장 도움이 되었다고 생각되는 순서대로 1, 2, 3으로 번호를 매겨주세요. (1이 가장 도움이 많이 된 방법, 

3이 가장 덜 도움이 된 방법) 

(a) 직접적인 수정을 받는 방법 (틀린 부분을 직접 고쳐주는 방법)  

(b) 수정 해야 하는 부분에 정해진 코드 (v., sv., prep., art., and p.)를 사용해 어떤 종류의 문법 사항을 수정해야 하는지만 

알려주고 스스로 고치는 방법 
 

(c) 수정 해야 하는 부분만 표시(밑줄, 동그라미) 해 주면 직접 어떤 문법 사항이 잘못 되었는지 찾아내서 수정 하는 방법  

가장 도움이 많이 되었다고 생각하는 방법을 선택한 이유는? 

 

 

7. 이 수업에서는 영문법과 관련된 검토 및 수정만 진행하였습니다. 만약, 앞으로도 여러분의 영작문에 대한 검토 및 수정을 받을 수 있다면 문법 이외에 

어떤 부분에 대한 검토 및 수정을 받기를 원하는가? (예를 들어, 내용, 구조, 의견 등등) 
 

 
Hosack, I. (2004); Meskill, C., & Anthony, N. (2010). 
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Appendix III 

Results of Student Evaluation Survey Part A 

This survey is to hear what you think in regards of your writings and self- and peer-

corrective feedback that you have got from your big sisters and other students during this 

class. The result of this survey will ONLY be used as action research data for MA TESOL 

and not affect your grade, so please answer honestly (You are not required to write your 

name, student ID number, or group name). We would love to hear your honest opinions.  

 
Part A. Please indicate whether you agree or disagree each of the following statements. 

Strongly Agree Agree 
Neither agree or 

disagree 
Disagree Strongly Disagree 

5 4 3 2 1 

 

I have done any kind of English writing (longer than a paragraph) before taking this 

class. 
Yes 

58.82% 
No 

41.18% 

 If yes, I have received any type of reviewing or revisions from anyone. 
Yes 

90.00% 
No 

10.00% 

When doing my writing homework last six weeks, I have tried to use the self-revision 

checklist to revise my own writing. 
Yes 

70.59% 
No 

29.41% 

 

1. My writing improves if I do revisions myself or have someone revise my writing. 4.41 
2. I prefer to have my work revised by more than two people. 3.76 

3. Revising my work (self and peer) and writing several drafts is really helpful for my writing. 4.18 

4. It is useful to read other people’s work. 3.94 

5. Reviewing and revising other students’ work help my own writing. 3.65 

6. I would like to have more chances to read and revise other students’ work more. 3.18 

7. When revising others’ work, the given checklist is helpful.  3.82 

8. My classmates probably found my comments useful when revising their work. 3.59 

9. It is difficult to find things to say about my classmates’ writing. 3.65 

10. I enjoy receiving my other students’ comments on my writing. 3.88 

11. I prefer to have more people read my work and have more detailed feedback. 4.00 

12. I would like to have more than two people review my writing. 4.29 

13. I can trust my classmates’ feedback as well as my professor or big sisters. 3.35 

14. I prefer to have comments and feedback from the professor or big sisters instead of other 

students. 
4.47 

15. I prefer self-revision to peer-editing or getting feedback by my professor or big sisters. 2.53 

16. My classmates’, big sisters’, or professor’s corrections show me what kind of mistakes I 

usually make. 
4.06 

17. When writing or revising my work, I try to be careful with the mistakes that have been 

pointed out or corrected repeatedly. 
3.82 

18. I believe that revising is one of the steps that I must go through when writing. 4.41 

19. From now on, I’m going to self-edit my own writing. 3.82 

20. From now on, I’m going to have my work reviewed or revised by someone. 4.00 
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Result of Student Evaluation Survey Part B 

Part B. Please write full answers to the following questions. You may write in Korean if 

you wish. 
1. Would you like to self-revise your own work or have someone else revise your writing and why? 

 

 

2. Have you found it helpful to revise your own writing? What has been helpful and why? If not, then why 

not? 

 

 

3. How did you feel about getting your work revised by your big sisters or other students during last six 

weeks? 
 

 

4. What do you think is the pros and cons of reading and revising other students’ work? 

 

 

5. During last six weeks, corrective feedback has given in three different ways. Among three ways below, 

rank them in order of your preference. (1 is the most preferable and 3 least preferable.) 

 Most Least 

(a) Explicit corrective feedback (correcting mistakes directly) 35.30% 33.33% 

(b) Explicit corrective feedback with codes only (v., sv., prep., art., and p.). You were 

supposed to interpret the codes and correct mistakes yourself. 
41.17% 6.67% 

(c) Implicit corrective feedback with indicators only (underline and circle). You had to 

figure kinds of mistakes and correct them on your own. 
23.53% 60.00% 

Why is it your favorite? 

 

 
6. This time, rank them in order of most helpful feedback to you. (1 is the most helpful and 3 least helpful.) 
 Most Least 

(a) Explicit corrective feedback (correcting mistakes directly) 23.53% 35.29% 

(b) Explicit corrective feedback with codes only (v., sv., prep., art., and p.). You were 

supposed to interpret the codes and correct mistakes yourself. 
41.18% 23.53% 

(c) Implicit corrective feedback with indicators only (underline and circle). You had to 

figure kinds of mistakes and correct them on your own. 
35.29% 41.18% 

Why do you think it is most helpful to you? 

 

 
7. In this class, we only have only dealt with grammar related mistakes. If you can receive further revision 

from someone in the future, what kind of feedback or comment would you like to have other than grammar? 

(For example, contents, structure, ideas, and so on) 

 

 
Hosack, I. (2004); Meskill, C., & Anthony, N. (2010). 
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Introduction 

Reading is a complex skill that requires the various levels of knowledge and making 

meaning through interaction of the text. In order to learn a language, reading is the one of the 

significant skills that learners should develop by themselves. However, most of the students 

seemed not aware of the significant of reading in learning based on their habit of reading books. 

The language is used as a communication tool in daily lives, and reading could be for leisure of 

the readers or used it for academic purpose.  By increase of English speakers affected the 

language education as a second language(L2) and English is now mostly considered as the 

basic language to acquire in the non-English speaking countries.  

With four skills of learning language, reading is the least skills that paid attention to 

develop. Zhang and Wu (2009) stated the importance of reading for L2 acquisition. Bernhardt 

stated that interaction of first language (L1) and L2 is required to comprehend the text (as cited 

in Zhang & Wu, 2009, p.37). To have successful reading process, the readers should use the 

reading strategy. According to Fung, Wilkinson, and Moore (2002), the reading strategy helps 

the poor readers to improve their comprehension. Having poor teaching reading in English 

could be a result of not knowing the effective teaching strategy for L2 which is different from 

L1 reading comprehending process.     

 Among the reading strategies, reciprocal teaching could enhance the poor readers’ 

comprehension skill. Fung et al. (2002) also suggested reciprocal teaching for the L2 learners, 

because it is “the method of teaching cognitive and metacognitive strategies for reading 

comprehension to poor readers even before they are fully able to decode” (p. 2).  However, it 

is “challenging to help students read age-appropriate content area for academic learning when 

their English language proficiency is limited” (Fung et al., 2003, p. 1). Most of the reading 

strategy researches are done in L1 reading. The effectiveness of reading strategies is based on 

L1 language reading comprehension. The reciprocal teaching by Palincsarand Brown (1984) 

showed an effectiveness of reciprocal teaching for the poor comprehenders. Reciprocal 

teaching was studied by lots of other researchers in L1 setting (Lysynchuket al., 1990; Callery, 

2005; Alfassi, 2009; Keer, 2004; Spo r̈e, Brunstein, &Kieschke, 2009), in L2 settings 

(Soonthornmanee, 2002; Klinger & Vaughn, 1996), and not only on the face-to-face class, but 

also on online classes (Huang et al., 2009; Chang and Lin, 2013; Yang, 2010).By adding the 

study of Fung et al. (2002) who argued that L1 assisted L2 showed the improvement on the 

reading comprehension of L2 learners in L2 setting. 

 In addition, in the strategy used and its medium of instruction in the strategy, most of 

the reading teachers are generating questions to the students to help them to understand the text. 

However, Rosenshine, Meister, and Chapman (1996) indicated that generating questions help 

the readers to understand the text better, which is opposite practices done by the teachersin 

most of classes. For the summarizing, most of the students were having hard time summarizing 

the text and it is one way to see the students output (King, Biggs, and Lipsky, 1984). 

Generating question and summarizing are the strategies used in the reciprocal teaching.  

Most of the studies were conducted with L1 learners or L2 learners in L2 settings 

(Lysynchuket al., 1990; Callery, 2005; Alfassi, 2009; Keer, 2004; Spo r̈eet al., 2009; 

Soonthornmanee, 2002; Klinger & Vaughn, 1996), There were some studies done with L2 

learners in L1 setting, however, they are not in Korean setting where English is learned as 

second language. Therefore, most of the teachers are not allowing the students to use L1 in the 

class during L2 learning. Also, the comprehension questions were asked by the teachers, which 
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is teacher-centered, and summarizing is rarely done. 

By knowing the effectiveness of the reciprocal teaching, and the problems in the 

strategy used, the researcher, who is teaching English to Koreans as a second language, would 

apply this reading strategy to the L2 learners. Therefore, this research aims to find out how the 

L1 assisted L2  reciprocal teaching reading strategy is affective to the L2 beginners and how 

generating questions affects the students in summarizing the text. 

Purpose of the study 

The purpose of this case study is to describe and explore the process of L2 class using 

L1-assissted L2 reciprocal teaching and the perceptions of Korean English language young 

learners. At this stage in the research, L1-assisted L2 reciprocal teaching will be generally 

defined as reading strategy with four skills by having L1 to assist the understanding of the 

strategies in L2 class. This study aims to observe and understand the process of L1-assisted L2 

reciprocal teaching on Korean English young learners in generating questions and summarizing 

the text. Also to understand the perspectives change of Korean language learners on reading 

strategy after L1-assisted L2 reciprocal teaching strategy is used. 

Review of the Literatures 

The literature review consists of two parts; theoretical background of the study and 

related review studies. In the theoretical background of the study, the importance of reading 

strategy on reading comprehension is discussed. The related review studies are focused on the 

reading strategy in L1 and L2 context, and student-generated questioning and summarizing 

related with reading comprehension. 

Theoretical Background 

 There are four theories that the study was developed. These four theoretical 

backgrounds were also from the main study of reciprocal teaching reading strategy by Palincsar 

and Brown (1984).  

 Sociocultural theory is the first basic theory that supports the study. Vygotsky (1978) 

introduced the sociocultural theory “to understand how the development of higher mental 

functions is related to the cultural, institutional, and historical contexts that an individual lives 

in” (as cited in Yang & Kim, 2011, p. 326). Vygotsky (1978) also introduced the term 

‘mediation’ which means using physical tools and create labor activity to change the 

relationship with the external world, or to used them culturally organized symbolic tools to 

regulate and promote intellectual development. In other words, the teacher, language, culture, 

or environments are act as a mediator who influences the learners and their beliefs through 

interaction. By developing the learners gradually to work alone by interacting, that builds the 

cognitive development. Through interaction between teacher-student and student-students, the 

students would develop their cognitive knowledge, which is the procedure of the reciprocal 

teaching. 

 This sociocultural theory narrows down to the other theory by Vygotsky (1978). 

Vyvotsky (1978) introduced developmental theory which indicates that there is a great 

development with expert scaffolding (as cited in Palinscar & Brown, 1984, p. 123). Children 

experience a cognitive task first with a presence of experts and gradually work without experts. 
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In the beginning, when the children are working on the cognitive task, an expert should guide 

and help them to do the task. As the tasks were done by the children, the experts should slowing 

leading the children to do alone without experts. By starting at the very little of actual work, 

experts modeled the tasks, and children being more experienced and capable of doing more 

complex task by support of and experts. Finally when the cognitive tasks were done by the 

children and they can do the complex task without the support of experts. This is called expert 

scaffolding. With the expert scaffolding, the teacher or a student would be an expert by 

modeling the strategies at the beginning, and slowly let the students to work alone. This is a 

goal and a strategy of reciprocal teaching strategy where the teacher or a student model the 

strategies to the students. 

 Within this sociocultural theory and expert scaffolding system, Vygotsky (1978) 

discussed the theory of Zone of Proximal Development (ZPD; as cited in Palinscar & Brown, 

1984, p. 123).ZPD is talking about the children’s cognitive level of development. According to 

Vygotsky (1978), the children learn until the level of their capable area with the presence of 

experts and go little beyond their capable area. A gap between actual competence level, where 

he can do it by himself, and the potential development level is ZPD. By fulfilling the gap of 

ZPD to make the children work by him is the goal of reciprocal teaching. Through the 

interaction and being expert scaffolding could fulfill the gap of ZPD. 

 Not only the cognitive theory, but also the perspective of the students on reading 

strategy is also significant. The learner’s perspective on beliefs and his/her organization of that 

perspective is a primary importance to researchers and teachers because it is their beliefs that 

affect their learning behaviors (White, 1999; Hosenfeld, 2006). The stance that learner 

perspectives are important in SLA research is also sustained by Miller and Ginsberg (1995) 

who state that “But outside the classroom, during study abroad in particular, it is the learner’s 

views that matter, for they shape the learning opportunities that arise and the learning strategies 

that will be employed” (p. 243).In other words, the view and belief of the students on their 

learning have a great influence on learning. Therefore, by applying the reading strategy, there 

might or might not have changes in their perspective of the reading. 

Related literature reviews 

 This section is reviewed studies which are related with the reading strategies. These 

reviewed studies show that other studies for the beginners, explicit reading strategies and 

reciprocal teaching reading. Knowing the reciprocal teaching reading, other ways to practice 

the reciprocal teaching reading strategies were indicated in this section. 

Most of researches on reading strategies are focused on higher level of language 

proficiency students. Most of participants are middle school students to college students who 

have high language proficiency with low reading ability. The teachers must use different 

strategies and contents to different level of learners because they have different level of 

acquiring the knowledge. Therefore, the beginners, especially young-beginners, might not fit to 

the effective reading strategy that was studied to the higher level of learners. Macaro and Erler 

(2008) studied on the reading strategy for the young-beginner readers. According to Macaro 

and Erler (2008), there are many researches on the reading strategy instruction to improve on 

using reading strategy that supports the interaction model of reading, but not on the young 

learners. Therefore, they focused their studies to find out the effectiveness of using reading 
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strategy instruction to understand L2 text, and the reaction of the students and the changes of 

reading strategies. Macaro and Erler (2008) conducted the study with the young beginner 

participants in England whose age rage was from 11 to 13, and had 14 months of learning 

French as their second language. They had two reading comprehension tests in French and 

questionnaires on the students’ strategies and general approaches to reading French and on the 

attitudes to the reading in French. Macaro and Erler (2008) concluded that their intervention 

program provided that skill-specific strategy instruction would be good for the L2 young 

beginners. The skill-specific strategy states that having low-input and high-scaffolding could be 

effective for the young beginners to read and comprehend. With this study, it showed that also 

the young beginners are using the reading strategy and they need skill-specific strategy. This 

showed the improvement of reading comprehension by providing high scaffolding with skill-

specific strategy, which relates the reciprocal teaching as skill-specific strategy. This study is 

related with my study by supporting that young beginners need to use skill-specific strategy for 

their reading comprehension, which connects to the reciprocal teaching reading strategy for the 

young beginners. 

From the study of Macaro and Erler (2008), skill-specific strategy reading instruction 

is effective to the young beginners. However, there are lots of reading strategies to be used. 

Parlincsar and Brown (1984) introduced one of the reading strategies to foster and monitor the 

comprehension. Reciprocal teaching, developed by Parlincsar and Brown (1984), is designed to 

improve comprehension of the poor readers with specific four steps of comprehension. 

Reciprocal teaching has four steps to do to comprehend the text. It encourages to predict the 

next information, to clarify the information which is unclear, to have questions about the text 

and answers them, and to summarize the given text. Parlincsar and Brown (1984) conducted the 

studies to check the understanding and remembering of the text through four strategies used in 

reciprocal teaching. The first study was conducted with thirty-seven students of grade 7, and 

the researcher was the instructor of the study .In the study, the instructor introduced the 

strategies and showed the model first before the students took their turns. The instructor 

predicted the text by reading the title before reading the text. After predicting, the instructor 

clarified unclear information in the text, and then formulated the questions about the main ideas. 

At the end, the instructor summarized the text with the main ideas that was discussed during 

questioning. From the study, Palincsar and Brown (1984) indicated that the students responded 

well to the reciprocal teaching strategy and their performances gradually improved to be a 

better dialogue leader. For the second study of Palincsar and Brown (1984), the procedures 

were same except that the study was conducted in real teaching classroom with real six teachers 

with twenty-one students of grade 7. The result of the study indicated the same result that the 

students understood and remembered the text well, and their performances were gradually 

improved like an adult model of dialogue leader. This study argued that reciprocal teaching 

strategy was skill-specific strategy which improves the reading comprehension of the poor 

readers by scaffolding the knowledge with four strategies. By connecting with the study of 

Macaro and Erler (2008), it showed that the reciprocal teaching, which is related with the skill-

specific strategy, to use as the main strategy for the study.  

In addition, Lysynchuk, Pressley, and Vye (1990) conducted the study to find out the 

effectiveness of reciprocal teaching on reading comprehension by repeating the study of 

Palincsar and Brown (1984). So the students were divided into groups and compared, and 



77 

examine the result of the study. The first four days were introduction and explanation of the 

reciprocal teaching. Then, they had the classes with the feedbacks and self-assessment at the 

each of each assessment. The assessment was compost of 200-words story reading and 

answering the 10 comprehensive questions and feedback. On the other hands, controlled group 

was having no reading strategy, but decoding words and understanding the text. They also had 

13 sessions of reading classes, and self-assessment and feedback were done. In this study, 

Lysynchuk et al. (1990) concluded that reciprocal teaching improved performance on the daily 

assessments. Also, the reciprocal teaching improves the comprehension of the text to the poor 

readers, although there is no improvement on the vocabulary. This result shows that the 

students are poor readers who have low comprehending skills. Unlike Palincsar and Brown 

(1984), Lysynchuk et al. (1990) used the standardized assessment to the participants before and 

after the experiment. These studies are attempted to show that reciprocal teaching is an 

effective reading strategy to improve the reading comprehension by interactions. However, the 

research context of the learners is L1 setting where the participants were testing their reading 

process only. However, same with Palincsar and Brown (1984), the setting of the study is 

different in environment of the research participants because they conducted with L1 speakers.. 

Callery (2005) investigated the reading interventions on junior secondary school 

students. Callery (2005) conducted the study to investigate how the participants change in 

terms of their self-perception, self-efficacy, and their skills using two reading strategies; Make 

A Difference (Ministry of Education and Training, Victoria, 1992) and Reciprocal Teaching 

(Palincsar and Brown, 1985). In this study, eight students who were having reading problem 

participated as a sample of 177 students at the girls school in the south eastern suburbs of 

Melbourne, and their self-perception, self-efficacy, and their reading skills were measured 

using ethnographic techniques. Callery (2005) established the baseline data with eight 

participants. Then, second intervention was done using Making A Difference (Ministry of 

Education and Training, Victoria, 1992), where it focuses on oral reading skill and silent 

reading skill by interacting one-on-one teaching/learning situation dealing with sequence of the 

text, vocabulary, content and genre, with four participants. Reciprocal teaching (1985) was used 

for the third intervention with other four participants, which is conversational teaching/learning 

situation with four strategies; generating questions, summarizing, clarifying, and predicting. 

The study resulted that through two reading programs used in this study, the participants 

developed their self-efficacy and skills, and changed self-perception. Callery (2005) also 

suggested that reciprocal teaching would have greater effects in long-term teaching. This result 

would add more importance of using in L1 and L2 reading classes, since reading is a cognitive 

process and developing metacognitive skills through reciprocal teaching is effective. 

Alfassi, M., Weiss, I., and Lifshitz, H. (2009) conducted the study to investigate the 

effects of strategy instruction on reading comprehension of high school remedial classes. 

Alfassi (2009) choose classes are remedial high school where reciprocal teaching has not done 

for more natural setting for the implementation. With a methodology similar to that used in the 

pioneering work of Palincsar and Brown (1984), 53 students in five intact reading classes who 

received strategy instruction were compared to 22 students in three control-group classes. The 

results indicated that in this challenging setting strategy instruction was superior to traditional 

reading methods in fostering reading comprehension as measured by experimenter-designed 

reading tests. This study showed that not only the students who has low reading comprehension, 
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but also the remedial classes could use reciprocal teaching to increase the reading 

comprehension and foster self-monitoring. Although the language that the participants used is 

L1, since they are remedial students that might have similar language proficiency with L2 

students. Therefore, low language proficiency students would be beneficial to use the strategies. 

However, the common factor of the studies of Palinscar & Brown (1984), Lysynchuk et 

al. (1990), and Callery (2005) is that the participants are L1 speakers who have low 

comprehension reading skill. Reciprocal teaching helps the readers to understand the text by 

interacting. Most of the participants in the reading research use L1 language to improve their 

L1 reading comprehension, which is different from L2 reading. Having interactions with L1 is 

not difficult to have. However, having interaction with L2 requires other process and other 

features that are needed in the communication. 

Among the reciprocal teaching, there are different types of conversations. Spo r̈e, 

Brunstein, and Kieschke (2009) conducted the study on the effects of three different reading 

strategies; instructor-guided, reciprocal teaching with small group and with pair. The study was 

done with 210 elementary school students whose grade levels are third to sixth in German. 

Spo r̈e et al. (2009) argued that reciprocal teaching showed higher comprehension of the text 

and better than instructor-guided strategy. Among the reciprocal teaching, with a small group is 

better than pair because a small group interaction gives more opportunities to lead and interact. 

This study shows that reciprocal teaching with a small group is effective, aside from other 

reciprocal teaching types, which leads to this study in methodology and review, and the 

effectiveness among the L2 learners. 

In addition to study of Spo r̈e et al. (2009), Keer (2004) also argued that teacher-led 

reciprocal teaching and reciprocal teaching with cross-age dyads would be beneficial to 

practice in the school. Keer (2004) conducted the study to investigate the differential effects of 

explicit reading strategies instruction practiced by teacher-led, reciprocal same-age, or cross-

age tutoring. The participants were twenty-two fifth-grade teachers and their 454 students from 

19 different schools in Flanders. Most of the students were native Dutch speakers, which is the 

medium of instruction in Flanders. The study argued that teacher-led and cross-age dyads peer 

tutoring reciprocal teaching strategies were beneficial to the fifth-graders. Also there was no 

significant difference between teacher-led and peer tutoring. However, reciprocal teaching with 

cross-age dyads showed better progress than reciprocal teaching with same-age dyads. This 

study indicates that having an instructor or a leader who is older than the students could benefit 

the reading process. This study showed the result similar study with Spo r̈e et al. (2009) which 

tells that reciprocal teaching is effective however, the way it process would show the different 

result. 

Most of the studies were based on reading comprehension and strategy of L1 learners. 

To enhance the reading comprehension skill of L2 learners using reciprocal teaching, Klinger 

and Vaughn (1996) conducted the study to investigate the efficacy of two types of reciprocal 

teaching on the reading comprehension of twenty-six seventh and eighth graders with learning 

disabilities. The participants were learning English as a second language, and they were divided 

into two groups of cooperative grouping and reciprocal teaching with cross-age tutoring. The 

study showed the significant progress in reading comprehension, although there was no 

significant difference between two groups. This study indicated that the strategies that are used 

in the L1 reading enhance the second language learners to develop their reading comprehension.  

For more, Soonthornmanee (2002) conducted the study to investigate whether 
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metacognitive awareness and comprehension monitoring, as employed by reciprocal teaching 

involving summarization, question-generation, clarification, and prediction, helps EFL readers 

to comprehend texts and whether this method could be applied to both skilled and less-skilled 

learners. The study was conducted with university students in Thailand where forty-two 

students were taught using the reciprocal teaching approach (RT) while the other forty-two 

students were given a skill-oriented instruction (ST). This study indicated that reciprocal 

teaching has a significant positive effect on EFL learners’ reading compared to skill-oriented 

instruction. Also, both skilled and less-skilled learners in the RT group benefited from the 

reciprocal teaching method; however, the skill-based teaching method helped the less-skilled 

learners, not the skilled learners, improve their reading comprehension The reciprocal students 

also reported their preference on the reciprocal teaching method. This study showed that 

reciprocal teaching is the reading strategy could be used for the skilled and less-skilled L2 

learners. However, this was done with university students in Thailand. 

For L2 learners, nowadays, face-to-face classes are not only the major educational 

environment. Due to the globalization and rapid development of high technology, online 

language learning classes are increasing their numbers. For those online language learning 

classes, Huang, Chern, and Lin (2009) argued that language learners could enhance their 

reading comprehension skills not only through face-to-face interaction, but also through 

interaction in online system. Huang, Chern, and Lin (2009) conducted the study to identify the 

online reading strategies and most effective online reading strategy and its effectiveness to the 

reading comprehension. The study was conducted with thirty sophomores in English class at a 

university of technology in northern Taiwan. They were chosen by their TOEFL scores; 15 

highest scorers and 15 lowest scorers. The participants were asked to read four articles online 

using online system called English reading online. After having 2 hours of online meeting to 

read four articles, the students were asked to complete the written recall in Chinese, which is 

their L1, to measure reading comprehension. The study resulted that the students used 

supporting strategies more, and problem-solving strategies the least. In general, this study 

showed that the through online system, using of global strategies significantly contributed to 

better comprehension, especially for low proficiency students. However, it generally explodes 

the relation of online system on reading comprehension and the process of reading through 

online without any other strategies. 

To indentify further strategies usable to L2 learners, Chang and Lin (2013) conducted 

the study to find out the most effective strategy used in the Taiwan students on web-based 

English context. The study showed that there were not much significant difference between 

neither study-oriented nor methodological characteristics study and computer-based strategies. 

However, in the strategy-oriented reading strategy, there were three most effective strategies in 

the web-based learning context. First is the reciprocal teaching with four strategies, secondly, 

marginal glosses-multiple choice glossing with feedback, and lastly, text annotation with 

picture. Chang and Lin (2013) indicated that the strategy-oriented is effective for the students 

who were study. This result indicated that the strategy-oriented web-based learning were 

effective especially on reciprocal teaching since it is more on conversational strategy where it 

could be practiced on online. 

To apply the strategy-oriented skills for the reading, reciprocal teaching (Palincsar and 

Brown, 1984), which was proven effective on face-to-face classes, was applied in online 

system. Yang (2010) conducted the study with 129 college students who were taking English as 
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a Foreign Language in a university of science and technology in Taiwan. The study was to 

investigate the reading process in the reciprocal teaching in online system. The participants 

were using the online tools with each reciprocal strategy to come up with the summary output. 

For the prediction strategy, a dialogue box is used as the tool; a chat room is used in the 

clarification strategy to interact with classmates. Discussion form is used in generating 

questions and annotation tool is for the summarizing. The teacher could see the progress and 

processing of the students in the reading strategy by using trace results. Open-ended survey was 

conducted for the perception, which changed at the end of the study. This study concluded that 

the process of reading in reciprocal teaching was shown clearly through the online system, and 

the individual reading comprehension was increased through reciprocal teaching strategy. Yang 

(2010) also added that the students could see other’s work and give the feedback and encourage 

each other. This study relates by showing the clear process of reciprocal teaching which has a 

significant effect on L2 learners. Although it indicates the importance of reciprocal teaching 

and benefits for L2 learners, the reciprocal teaching instruction was done through online system. 

In the reciprocal teaching strategy, there is questioning strategy as the part of reciprocal 

teaching. Most of the teachers, especially in Korea, generate the questions by teachers and the 

students are answering the questions. In contrast, question strategy in reciprocal teaching is 

generated by students after the modeling from the teachers. Rosenshine, Meister, and Chapman 

(1996) conducted the study to investigate the effectiveness of generating questions to improve 

the reading comprehension. The study was conducted with twenty-six students who were 

divided into two groups; 17 students to single cognitive strategy and 9 students to reciprocal 

teaching. The participants were taught how to generate the questions before practicing the 

strategies. The study found that generating questions was effective on improving reading 

comprehension. Although there was no big difference between single cognitive and reciprocal 

teaching, the amount of gaining knowledge of the reading strategy to students showed 

difference. This study indicates that the generating the questions help the students to understand 

the text better and most of the classes are not practicing the better strategy. 

 During the reading classes, most of the teachers were generating questions to check the 

comprehension of the students. The students were used to answer the given questions, instead 

of forming questions. In addition, the students were having hard time summarizing the story. 

King, Biggs, and Lipsky (1984) argued that generating questions and summarizing enhance the 

reading comprehension. The study was conducted with eighty-seven freshmen and sophomores 

from reading courses. The students were divided into three groups; self-questioning, 

summarizing, and no treatment. They had to read four readings and asked to do to treatment 

tests which focused on free recall, an objective test, and an essay test. King, Biggs, and Lipsky 

(1984) concluded that even though summarizing showed better result on recalling, also added 

that college students benefited from engaging in encoding strategies during reading and that 

specific strategies may be strongly related to posttest measures. This study showed that both 

questioning and summarizing are beneficial to enhance reading comprehension. Since these 

two strategies are part of reciprocal teaching, by using both strategies as supporting each 

strategy could enhance the students’ reading comprehension better. 

In most of the L2 language classes, the medium of instruction is L2. Therefore, most of 

L2 classes who practiced reciprocal teaching used their L2 as their medium of instruction. Fung, 

Wilkinson, & Moore (2002) suggested that since the L2 learners are transferring their L1 

language proficiency to interact with L2 language, the teachers should be mediators who 
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provide good explaining, modeling, and scaffolding to help interact with L1 and L2, and 

construct the understanding of the context. The reading strategy that fits to use for the L2 

learners is reciprocal teaching. However, Fung et al (2002) also argued that although reciprocal 

teaching is used to L2 learners for the reading comprehension, it has failure with ESL students 

because “it requires the students to cope with the concurrent cognitive demands of high-level 

language processing and high-level strategic thinking for reading comprehension” (p. 3). It is 

really difficult for the L2 learners to think linguistic patterns, together with high-level of 

strategic thinking. Therefore, to use the reciprocal teaching for the L2 learners, Fung et al (2002) 

suggested the “L1-assisted reciprocal teaching” where the L1 and L2 languages are used as a 

medium of instruction. The study was conducted by Fung et al (2002) with 3 groups of 4 

participants whose L1 is Mandarin. The rage of age is between 11.6 and 13.6 who have low 

reading abilities. These 3 groups of participants had two different reading classes; one with L1 

instruction and other one with L2 instruction. The researchers would compare the effectiveness 

of L1 and L2 instructed reciprocal teaching. The standardized reading comprehension test, 

Neale Analysis of Reading Ability, was done before and after the experience. Also, there were 

daily comprehension assessments and think aloud test were done to check the improvements of 

comprehension ability. Based on this research work, Fung et al (2002) concluded that through 

L1-assisted L2 reciprocal teaching was effective to improve better quality of L2 dialogues, 

which shows the proficiency of L2, and through think aloud test and transfer test, the result 

proves that there was improvement in students’ metacognition. In conclusion, Fung et at (2002) 

stated that by having L1-reciprocal teaching sessions, together with L2-reciprocal teaching 

sessions, and providing explicit instruction in the use of cognitive and metacognitive strategies 

enhance the reading ability and comprehension skills in L2. 

With the results of studies that indicate the reciprocal teaching is effective on both 

offline and online classes, Lim (2010) studied on the effects of reciprocal teaching on Korean 

high school students. The participants were sixty second year high school students who never 

been to overseas for learning English. The participants were divided into two groups, and 

TOEFL paper-based test was used as the tool of pre- and post-test. In the contrast to reciprocal 

teaching strategy, Lim (2010) conducted the grammar-translated group for the control group. 

The study showed that the reciprocal teaching strategy was better than grammar-translated 

reading strategy. Also there was higher improvement of the reading comprehension on the poor 

readers compare to the students who had higher proficiency readers. This study showed that 

reciprocal teaching is effective on Korean high school students compared to grammar-

translated strategy which is mostly used in Korea.  

 For the young Korean English learners, Park (2010) conducted the study on reciprocal 

teaching for Korean young learners. Twenty-one Korean young learners who were age of 7 to 

12 had once a week class for 50 minutes in book club. The reading levels of the students were 

tested by scholastic reading inventory test (Lennon and Burdick, 2004), and survey about the 

reading strategy by Mokhtari and Sheorey (2002). According to Park (2010), there was 

increased in the score between pre- and post-test after applying reciprocal teaching, and 

changed in perception of the students. Park (2010) argued that reciprocal teaching, which is 

top-down process, may increase metacognitive and reading comprehension. Also, the statistic 

result showed the increase of the learners’ reading comprehension although it was not a big 

different. This study used English as their medium instruction in the reading strategy process 

which is the students’ second language. 
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 In summary, like adult readers, the young beginners need skill-oriented reading 

strategy to improve their reading comprehension (Macaro and Erler, 2008). Palincsar and 

Brown (1984) demonstrated the reading strategy, called reciprocal teaching, with four strategies, 

predicting, clarifying, questioning, and summarizing. The reciprocal teaching strategy was 

shown the effectiveness to the reading comprehension by other studies in L1 settings 

(Lysynchuket al., 1990; Callery, 2005; Alfassiet al., 2009; Keer, 2004; Spo r̈e et al., 2009) and 

also in L2 settings (Soonthornmanee, 2002; Klinger and Vaughn, 1996). Also, the reciprocal 

teaching was effective both on offline and online classes (Huang et al., 2009; Chang & Lin, 

2013; Yang, 2010).In order to develop the reading comprehension by generating questions and 

summarizing the story through reciprocal teaching strategy, there are studies that showed the 

beneficial to L2 learners. However, due to the low proficiency L2 language level, Fung et al, 

(2002) suggested to use L1 as a medium of supportive tools for the L2 learners to understand 

the strategies. This also supported by the theoretical background theories to used scaffolding to 

increase and fill the ZPD of the students by using L1. This strategy would be fitted the in the 

setting of Korea, where L1 is used to assist the strategies used in class, which is different 

classroom environment with L2 language class. 

Methodology 

Participants 

 The site of the study is a private elementary school in South Korea where 

approximately have 90 or more per level in total of approximately 540 or more students. The 

study was conducted with eight 4
th

 graders who are currently studying at the private elementary 

school in Seoul, South Korea for three months. The classes were divided into 9 to 10 levels of 

English proficiency per grade. The students were group based on the average score of their 

previous English class reading comprehension scores. The class that I am going to work with is 

consisted of 6 boys and 2 girls. They are familiar with reading story book and reciprocal 

teaching strategies sine their English classes are focusing on reading. There are some students 

who are taking extra English academic institutional classes. Among 8 students in my class, I 

would focus more on the highest proficiency student and lowest proficiency student for the 

interaction and process of the strategies. 

 The classes are meeting three times a week; Mondays, Wednesdays, and Fridays, with 

the researcher and twice a week; Tuesdays and Thursdays for native co-teacher with 40 minutes. 

The books that used to read were not selected by me, but selected by the school to follow the 

curriculum of the school. The reciprocal teachings were done half of each class. Korean teacher 

and Native teacher would teach the same book by co-teaching methods by each other day. 

Data source 

 To gather the data, interview and survey would be used for the perspectives of the 

participants on reading strategies. For the reciprocal teaching process, videotaping, audio 

recording, and field notes would be used to observe the class interaction and flow. 

Before the reciprocal teaching sessions begin, pre-interview and survey would be 

answered by the participants to find out their perspectives of reading strategies, and post-survey 

and interview would be asked to the participants to see the changes of their perspectives. The 

survey would be borrowed by the research work of Park (2010) about reading strategies. The 
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survey from the research work of Park (2010) also has the Korean translated survey which is 

the participants’ L1 language. Through interview and survey, I could get the participants’ 

perspective about reading strategies. However, this might be self-reporting to answer in a 

positive way since the researcher is the teacher. Also it might be subject expectancy where pre- 

and post- interview and survey might let the participants to guess the answer. For the reliability 

and validity, the survey is composed of closed questions and the interview would be semi-

structure interview with opened questions which are selected from the survey questions. 

 The training would be followed by the procedures of Fung et al. (2002). The sessions 

begin with the explicit introduction of strategies used in L1, and followed by the divided 

strategies and each strategy would be doing every 20 minutes for two weeks. While the classes 

were held, the class would be videotaped and audio recorded. After the class, I would write 

down the field notes. Videotaping, audio recording and field note are to understand the 

interaction and process of the class with the reading strategy applied. Through these three data 

collections, I could get clear and consisted data. Since video and audio are good for the 

observation because through those materials, I observe missed part of class process. However, 

these might have limited angles and qualities to capture whole class. The field note also might 

be good for me to reflect the process, however, it might be too personal and I might miss the 

moment during the class interaction. For the reliability and validity, three materials are used at 

the same time. Also to lessen the unnatural behaviors of the participants, the tools should be 

used before the study starts.  

 For the validity, triangulation of data, as stated above, would be used to measure the 

study, and there would be member checking would be done. In addition, the clarification of 

researcher bias would be stated to inform that the researcher is the same person who had the 

class.  

Data analysis 

 The interview would be transcribed if it was done orally. For the survey, it was 

measured by Liker scale and compares the pre- and the post- survey results. For the video and 

audio would be transcribed and analyzed the process of class. The analysis would be focused 

on student-generating questions and summarizing. These two would be based on the field note, 

video and audio recording and transcript.  
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With blocks that I have gained through teaching and learning, I 

would like to be a teacher who can help the students to build, too. I 

would not stop gaining blocks to build a bridge that can connect the 

world or language and the students. 

 

 

 

 

 

 

 

“A teacher who loves learning earns the 

right and the ability to help others learn.” 

― Ruth Beechick, An Easy Start in Arithmetic 

http://www.goodreads.com/author/show/104552.Ruth_Beechick
http://www.goodreads.com/work/quotes/1751618
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“[Kids] don't remember what you try to 

teach them. They remember what you are.”  

― Jim Henson, It's Not Easy Being Green: And Other Things to Consider 

 

“You cannot teach a man anything, you can 

only help him find it within himself.”  ― Galileo Galilei 

 

“There's a lot of talk these days about giving 

children self-esteem. It's not something you can 

give; it's something they have to build. Coach 

Graham worked in a no-coddling zone. Self-

esteem? He knew there was really only one way to 

teach kids how to develop it: You give them 

something they can't do, they work hard until 

they find they can do it, and you just keep 

repeating the process.” ― Randy Pausch, The Last Lecture 

http://www.goodreads.com/author/show/4427.Jim_Henson
http://www.goodreads.com/work/quotes/853933
http://www.goodreads.com/author/show/14190.Galileo_Galilei
http://www.goodreads.com/author/show/287960.Randy_Pausch
http://www.goodreads.com/work/quotes/3364076
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Building blocks to make 

a bridge to connect the 

language and the 

students… 

 

To be continued…. 


