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At first glance, it seems that only cafes are around Sookmyung University 
campus. But, having been on campus for more than 5 years now (starting 

from 2011 as a Sookmyung undergraduate student), I have tried many differ-
ent restaurants near campus with friends and found a few good ones. Many 
restaurants have opened and closed, but the good ones are still welcoming 
customers. The following recommendations on the SMU restaurants are based 
on my personal experience, popularity among other people, and online 
reviews.

1. Benares
Benares is an Indian restaurant popu-
lar among Sookmyung students. Benares 
provides Indian cuisine cooked by 
Indian chefs, including many types of 
curry, curry pasta, Nan, Pratha and 
Tandoori chicken at reasonable price. 
Also, you can have as much rice as you 
want. During week days, different cur-
ries costs only 6,000 won all day long, 
depending on the day. For example, 
you can enjoy Chicken Vindaloo for 
6,000 won on Monday and Palak Beef 
on Tuesday. In addition, Benares has 
good set menus; you can have both 
curry and Nan, and others. Personally, 
I recommend the honey Nan, salad 
cream pratha, and Palak curry. 

A curry set at Benares     

Directions to Benares

Restaurant Recommendations 
near the SMU Campus
Jeehee Kim

Open 11:00 

Close 21:30  

Break time 15:30-17:00

Location 
Walk down toward 
Sookmyung Women's 
Univ. Station. Walk on 
the street right on Jaws 
Tteokbokkir
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2. Miannori
Miannori sells various kinds of sushi rolls. For more than six years, this restaurant has 
sold rolls and become famous for its taste. Although the name of the restaurant has 
changed from Dawoo to Miannori, the food is still good. In addition to delicious rolls, 
you also can have tasty Lomein. The recommended menu is a couple set that includes 
salad, rolls, chili fried shrimps, and lomein for only 19,900 won. You can choose 
chicken, salmon, or cheese for salad, and seafood, beef, or chicken for lomein. The 
restaurant is large enough that you don’t have to wait in a line despite its popularity 
among students. Sookmyung students select Miannori for meals with professors with-
out any worries, so why don’t you try Miannori with your friends sometime?

Sushi set at Miannori

Location of Miannori indicated by “A”

Open 11:00 

Close 20:30  

Location 
Walk down to the 
crosswalk in front of 
Watsons and cross the 
street. You will pass 
Shinhan bank on your 
right and Bbongsin and 
café Kopitiam on your 
left. Right after 
Kopitiam, turn left to the 
corner. Miannori is in 
the basement.
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3. 뚝’s Pasta
뚝’s pasta is famous for its pasta served 
on a hot stone plate which makes the 
pasta hotter for a longer time. In addition 
to its interesting plating, the taste of their 
pasta and fried rice is also a big reason for 
its popularity. The pasta is perfectly 
cooked and both tomato and cream sauce 
are great. 

A cream pasta at 뚝’s pasta

Personally, I like pasta more than fried 
rice, but many people recommend the 
fried rice as well. At 뚝’s pasta, you can 
enjoy a hot and delicious pasta from 
about 8,000 won to 9,000 won and get 
your stomach satisfied. You will not be 
disappointed! 

A seafood pasta at 뚝’s pasta

Directions to 뚝’s pasta

Open 11:00 

Close 21:00 
(Last order: 20:00) 

Location 
Right next to Amasvin 
Bubble tea, upstairs. 
Walk down toward 
Sookmyung Women's 
Univ. Station and then 
walk on the street either 
right or left on Jaws 
Tteokbokki (entrance is 
on both sides!). 

4. Saigon Market
Saigon Market is a Vietnamese restau-
rant selling pho, pad thai, fried rice, 
Chả giò, and spring roll and so on. 
Among the many Vietnamese restau-
rants around Sookmyung University, 
Saigon Market is the one that students 
visit more than once and recommend 
to others, because of its reasonable 
price, taste, and large serving sizes.                                                   

Pad Thai at Saigon Market

The pho is at times nothing, but the pad 
thai is highly recommended. Their noo-
dles are well cooked and their sauce has a 
strong flavor. At lunch time during the 
semester, it’s hard to find a table at Saigon 
Market, so I suggest that you have dinner 
here before your classes. You will feel full 
and happy during the class! 

Pho at Saigon Market

Open 11:00 

Location 
Walk down from the 
campus. Pass ‘Morning 
glory’ stationery and 
Paris Baguette. You will 
see the café Blind Alley 
on your left. Saigon 
Market is in the 
basement right next to 
Blind Alley. 
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Directions to Saigon Market

5. 청파김치찜 (Chungpa Kimchi jjim)

청파김치찜 is one of a few restaurants 
around Sookmyung university where 
you can have Korean home-style food. 
When you want to eat Korean foods 
like: 된장찌개 (doenjang jjigae), 김치 
찌개 (kimchi jjigae), 순두부 찌개 
(Sundubu jjigae), 제육볶음 (Jeyuk 
Bokkeum) and 불고기 (bulgogi), this 
restaurant is the one you should go to. 
In addition to main dishes, several side 
dishes like seaweed, kimchi, and stir-
fried anchovies are provided. 

Kimchi jjim at Chungpa Kimchi jjim
The best menu of this restaurant is, as its sign represents, 김치찜 (kimchi jjim). 
Black rice with deliciously sour Kimchi and soft pork tastes terrific. When you want 
to eat healthy Korean home-style food, try 청파김치찜!

Menu and storefront for Chungpa Kimchi jjim

Directions to Chungpa Kimchi jjim

Open 09:30 

Close 22:00  

Location 
Walk down to Watsons 
and turn left. You will 
see big supermarket on 
your right. Go straight 
and you will see the big 
sign soon.
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Rosemerry Kim

Issues in EFL- Spring 2016 - Vol. 12, No. 1

Rosemerry Kim sat down with two graduating students, Sim Seokyeon and Jeff 
Lumsdon from our TESOL MA program. They reflect on their time here at SMU and 

provide a helpful perspective of what it is like to go through the SMU TESOL MA 
program.

With Sim Seokyeon

How did you get into this TESOL master program?
I used to live in the Republic of South Africa for five years. After getting back to Korea, I 
thought about my future and what I could do. There was one thing I could do, speak 
English. So I decided to teach English and I heard Sookmyung women's university offers 
high quality classes in their TESOL master program. That's why I applied for this TESOL 
master program.

What was the most challenging part during your two years studying here?
I have done my best but it was so hard for me. Especially, most of students are cur-
rent teachers and they majored in English education before.  Compared with those 
students, I barely knew anything about teaching English. All I could do was com-
municate in English and I realized that it is not enough for this program.

Which course was the most useful for you?
This semester I took Dr. McNeil's Research Methods class for my thesis. His explana-
tions are very clear and neat that I can understand what is important better. Of 
course, it was extremely helpful for my thesis.

What will you do after graduating?
I used to be a social worker. While attending this school, I have been tutoring some high 
school students. I'm thinking of maybe being an after-school English teacher or working 
in a private school.

Two assignments a week seems like a lot for me. Especially when they are difficult to 
understand. Could you share some of your tips for doing assignments? 
The characteristics of assignments are different depending on each professor. Professor 
van Vlack's homework is finding answers, but professor McNeil's is finding questions on 
your own. I'd just say, Read a lot. Especially, the books related to the topic.

All the courses are taught in English. For Korean students, it can be very challenging.  
Do you have any advice about your own fluency in English?
When I used to live in the Republic of South Africa, it was easy to improve my English 
skill because they communicate in English. Since I came back to Korea, I have been strug-
gling to find ways to keep the sense of English. I knew that it would go away, if I didn't 
keep using it. My training method is always trying to think in English so that I can expose 
myself to English all day long. It's not easy but it's worth trying out.

Interview with Graduating 
Students
Rosemerry Kim

“My training method is 
always trying to think in 

English so that I can 
expose myself to English 
all day long. It's not easy 
but it's worth trying out.”
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With Jeff Lumsdon

How did you get into this TESOL master program?
I took the SMU certificate program which took four months to finish. We had classes all day, 
every Saturday. After the certificate program, some of my classmates and I decided to study 
more because studying TESOL helped me a lot to understand my students better. Also, my 
undergraduate major was not English education, mine was sociology. I was going to be a prison 
guard and I was big enough to become a guard but too much. Haha... Anyway, studying TESOL 
was a good chance for me to open my eyes to teaching.

Do you have any tips for doing assignments? 
You know professor McNeil has students make their questions by themselves. Some of my class-
mates say that his style is harder than any other professors' assignment, but I think it is easy. I 
just open the chapter and check for the bold words. Then, I make questions related to those bold 
ones. We know those are crucial terms in the chapter. Some Korean classmates think that be-
cause I'm a foreigner, it only takes a short time for to finish homework and even the thesis, but 
it is not true. I think that we are on the same boat. For me, it takes almost five hours to finish 
one assignment because I read and write a lot. What we learn is never easy even for us.

Which course was the most useful for you?
This semester I took Dr. McNeil's Research Methods class for my thesis. His explana-
tions are very clear and neat that I can understand what is important better. Of 
course, it was extremely helpful for my thesis.

Have you made many good friends while you were studying this master course?
Absolutely! I love all my classmates and professors so much. One of the main reasons 
why I come here is because of the people here. They are very awesome and it is great 
that we share the same interest, which is teaching English. It is not easy to find people 
who share your interests. Coming here is like my hobby. It is all because of the people 
who I have met here but you know, we all have families and lives of our own. It is not 
easy to hang out outside often. I just want to say, don't be afraid of making friends 
here. Of course, it is up to you whether you study and just go home or talk with people 
and have meals before or after classes together, but if you try to be more connected 
with people, it will make it easier to come here and more enjoyable.

Which course was the most useful for you?
Discourse Analysis by Dr.van Vlack! In Korea I feel like there is great enthusiasm for learning 
English, but they never actually use it. It is like they learn how to cook all the time, but never try 
out cooking in the kitchen. They just learn theoretically. It really helped me to make good lesson 
plans for students' output especially for speaking skills. I'd like to recommend this class to 
everyone. 

“I just want to say, don't 
be afraid of making 

friends here.”
.... 

“If you try to be more 
connected with people, 
it will make it easier to 

come here and more 
enjoyable.”
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Whether a student is new to the program or closing in on graduation, deciding 
between spending one's final MA TESOL semester writing a thesis or doing the 

practicum is a big decision. I sat down with Krystle Harkness, a recent graduate who 
completed the practicum, to find out about her experiences and highlight specific as-
pects of the program that will surely interest future graduates who may take the same 
path to earning their degrees. Krystle provides valuable insight into the program's ma-
jor components of action research, student teaching, and portfolio development as well 
as smaller but equally important topics such as exam preparation, personal and profes-
sional growth, and the value of building relationships with fellow practicum 
classmates.

With Krystle Harkness

Most students who are considering the practicum probably have certain expecta-
tions or perceptions of what the program will be like. Can you tell me about what 
your expectations were and how they differed from what you actually 
experienced?
Before starting the practicum I talked with a lot of previous practicum students who 
had spoken very highly of it. As a result, I was expecting to learn a lot about being a 
better teacher, and that's exactly what happened. I learned quite a bit in that respect. 
The exams did take a lot more studying than I had anticipated but, overall, what I 
experienced was in line with what I was expecting.

Can you tell me about scheduling and time commitments? For instance, how many 
nights per week were you in class, both as a student teacher and as a student, and 
what about extra time spent with classmates in study groups?
We had class with our undergraduate students two nights per week, and we also had the 
Practicum I and II classes, so we came to campus every Monday, Tuesday, and Thursday 
from about 6 pm to 9 pm. As far as study sessions, the month prior to the comprehensive 
exams we had study sessions with Dr. van Vlack on the weekends. There were three 
Saturdays where he met with us on campus to help us prepare.

Let's talk more about the exams. What was the format of the questions and how ex-
actly did you prepare for them?
Dr. van Vlack has a very well thought-out schedule for preparing for the exams, and he gives 
it out near the beginning of the semester. On each exam, some questions are definitions and 
some are essays. To prepare, our class of nine students divided into groups, with one group 
of three for each exam, and then within each group everyone was responsible for preparing 
the material for certain parts of the exam. After that, we met on weekends and shared eve-
rything with each other. Also, Dr. van Vlack really helped a lot. If you do your work and 
study, it's not that scary. The exams aren't tricky, but you need to know your stuff.

A First-person Perspective on 
the Practicum: An Interview 
with Krystle Harkness
Michael McCauley

“Before starting the 
practicum I talked 

with a lot of previous 
practicum students 

who had spoken very 
highly of it.”
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Regarding the portfolio component, I understand it's something that gets developed over 
the course of the semester. Can you tell me more about how you did yours?
You can either make an e-portfolio which is basically like making a website, or you can do your 
portfolio on paper, so it's up to you. Some people are more comfortable doing it on paper, but I 
did the e-portfolio by using an online website development service called Wix (www.wix.com). 
It was mostly point-and-click, but some things were annoying. For instance, if you decide at the 
end to change colors or fonts it could take a long time to do that to everything individually. Still, 
I think mine turned out really nice, and I also worked on the portfolio all semester and didn't 
leave it until the end, so it was very manageable. Once you decide what kind of portfolio to 
make, it's just a matter of gathering everything and putting it together. Anyone who wants to see 
past students' portfolios can find them on the tesolma.com website under Professional 
Development.

Action research is a big part of the practicum. For people who don't really 
know anything about it, can you briefly explain what action research is?
Action research is a kind of research you do in your own classroom. It's 
based around reflective teaching, so you reflect upon what's happening in 
your class and make changes based on that. It's a very flexible approach to 
education research.

Had you had any exposure to action research before the practicum?
No, I had never done it before the practicum, but there is a summer reading 
that teaches you all about action research which will help prepare you for it.

Did you encounter any issues with action research?
Not really. I think the best thing about action research is that you can change 
your plan as you go along to suit your students so, if something happens that 
is unexpected or not so well-received, then it's easy to make changes. It's 
very flexible and useful in the classroom.

So that was a pretty important part of the program then?
Yes, action research is the focus of the Practicum I class. Almost the entire semester is spent doing 
action research. The research itself takes place over a period of about six weeks, and before that 
you need to make a proposal, and you continuously reflect on what's happening in your class. 
Also, you need to write a final report at the end of the class, but most of the students in the 
practicum class did the action research in a group. Usually there were two or three people working 
together, but I did mine a little differently. I didn't do it in the class we were student-teaching; I did 
it at my own workplace, so I worked alone. If you do the action research in the class that everyone 
student-teaches, you will have partners who you will also work with to write the final report.

Let's talk a bit more about student teaching. How many classes did you teach? Just one?
It's a little complicated. There are two teaching classes per week, but we rotated in groups. One 
teaching group would teach one week, and another would teach the next week, but all of the 
practicum students still went to class every week to assist. You also have your own group of 
undergrad students to help, but you're not actually teaching the class every time. In the end, we 
did team-teaching with our partners four or five times throughout the semester, and the rest of 
the time we were helping that week's teachers and helping students by giving feedback and 
things like that.

“Once you decide what 
kind of portfolio to 

make, it's just a 
matter of gathering 

everything and putting 
it together. 

Anyone who wants to 
see past students' 

portfolios can find 
them on the tesolma.

com website under 
Professional 

Development.



10

Michael McCauley

Issues in EFL- Spring 2016 - Vol. 12, No. 1

How many teachers were in the rotation?
Since there were nine students in our practicum class we had four groups, so each group 
would teach two lessons every four weeks. We also had to meet outside of class to plan our 
lessons which took a long time in the beginning. We would usually meet on the weekends, 
and then again after class on the weekdays, but as we got more used to what was expected 
in the class it started to go faster towards the end of the semester.

What level were the students, and how were classes structured?
The class we had was English in Action Writing, so most of our students were really high 
level...they were English or TESOL majors for the most part. Also, the type of teaching we 
were doing was different from what most of us are probably used to doing at our jobs. The 
class was mostly student-centered because we wanted students to come to class and prac-
tice with us there to help them improve, so we let the homework do the teaching, and then 
in the class we directed them through activities that would help to improve their English 
proficiency. Since it was so different from what happens in a lot of people's jobs it took a 
little time to get used to.

Do you feel like the lesson planning you did in the practicum changed the way 
you will plan for lessons in actual classes you teach in the future?
In my own classrooms at work I was doing a lot more teacher-centric teaching, and 
through the practicum class I saw that it's better to focus on the students and let 
them use their class time more wisely by actually using the language and doing ac-
tivities that help them develop their skills. 

I think you just answered my next question about how the practicum was benefi-
cial. Is there more to say on that subject?
I think the practicum was really helpful for several reasons. First of all, the exams are 
a really good way to summarize and review everything you've learned in MA TESOL 
and put it all together and make sense of it as a whole. It's really useful and you can 
learn a lot just from studying for those exams. Also, in the practicum class itself you get a 
lot of feedback from classmates and the professors, and you can learn a lot about becoming 
a more professional teacher and how to break old habits. Once you watch a video of your-
self teaching, you can see what you're doing and realize that you maybe need to change 
certain things. It really helps you develop professionally. Also, the action research was a 
short research project but there was a lot to do and it was pretty intensive, so it's a good 
experience that may help if you find yourself doing research in the future, such as for a 
PhD perhaps. And the portfolio can help you present yourself in a very professional way 
when you look for jobs in the future. There are a lot of benefits to the practicum if you're 
looking at becoming a more professional teacher and improving your teaching skills.

“First of all,
the exams are a really 

good way to summarize 
and review everything 
you've learned in MA 
TESOL and put it all 

together and make sense 
of it as a whole.”
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I understand the practicum is very much a group-oriented process, unlike the 
thesis which is done as a solo project. What was it like doing so much work with 
your fellow MA TESOL classmates? 
Throughout the practicum you need to work with your fellow students, and that 
makes it possible to develop very close relationships. I think it's really important that 
you work together to both plan and teach the class, but working together is especially 
important for lesson planning. The class will flow better and things will be easier. For 
different things you work with different groups, so you might be with one group for 
exam preparation and another for action research and yet another for student teach-
ing, so you have a good chance to get to know a lot of different students. You can also 
get a lot of ideas from different people and learn things you wouldn't have thought of 
yourself. The students in the practicum are mostly experienced teachers and they all 
have good ideas, and when you're working together you can make really good lesson 
plans.

Any final thoughts for future practicum students?
The practicum seems like a lot of stuff to do in a short period of time, but 
I think it's all very useful and you can see there's a clear purpose behind 
everything you do. Also, it's good to start everything early! Don't leave 
things to the last minute. That means studying for exams, doing action 
research, and also the portfolio. If you work on them throughout the se-
mester, everything will be a lot more manageable. There is a lot of help and 
support from the professors, so if you have any problems or things you're 
not sure about there is always someone there to guide you. Even though 
there's a lot to do, it's all very well planned out and scheduled. Lesson 
planning for the practicum class was stressful at the beginning, but it got 
easier as the semester went on. I really learned a lot about myself as a 
teacher and my teaching skills, and overall it was very rewarding.

“Also, it's good to start 
everything early! 

Don't leave things to the 
last minute.”

.... 

“There is a lot of help 
and support from the 

professors, so if you have 
any problems or things 
you're not sure about 

there is always someone 
there to guide you. ”
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At the beginning of the first semester, many students had the same experi-
ence. At least once, students will have trouble finding terms related to our 

field while doing assignments. In order to solve these problems, I suggest that 
you look through our MA TESOL program website first. Especially, the FAQ 
is very useful for first semester students. A lot of useful information is posted 
on the FAQ - for current students (at http://tesolma.com/current-students.
html). This tool is one of the best ways to get very useful tips. The second 
question is about how to find articles, which you can find an answer by visiting 
our MA webpage.

Here is my personal experience; last semester, I took the class named 
‘Approaches to English Grammar’. In the second week, I had a difficulty un-
derstanding the meaning of the word in my focus question: “Why do you 
think improvisation is such as important type of practice?” It was not easy to 
understand the term ‘improvisation’ at first. I started searching this term using 
the Naver English dictionary.

Picture 1. Search results of the word ‘Improvisation’ from Naver dictionary.

However, after searching this term using Naver dictionary, I felt that some-
thing was wrong because the search results of improvisation like 즉석 and 즉
흥 were not suitable for the context, as seen in picture 1. I started searching all 
the journals, and I finally found out the right meaning of the term in the right 
article.

From my experience, it was not easy to discover the right terms in the right 
articles during my first semester. Up until now I sometimes struggle with find-
ing relevant articles. However, when I have the same difficulty finding out 
terms, now, I try to search terms, using Google Scholar instead of Naver 
dictionary.

Tips for Looking Up Academic 
Terms on the Internet
Geonyeong Kim
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If you want to find the right term, I recommend you first search and find the right article. 
By finding the term in the right article, you can clearly and more easily understand it than 
by looking through the Naver dictionary only. In terms of searching for articles, some first 
semester students asked me how to search an article using Google Scholar. I want to share 
how to use Sookmyung’s main library to access the full text of an article in Google Scholar.

                          
Picture 2. Sookmyung Library webpage.

Sookmyung’s library provides access to a large database of e-journals, e-books, and special 
collections. In this article, we will focus on how to deal with the search engine in order to 
search terms more effectively and properly. 

First, you go to the main library web page. Once you have logged in, you click the button on 
the right of the page marked, ‘교외접속서비스’. This allows you to access to library re-
sources and all databases on Google Scholar from anywhere including home. In my view, 
this search engine marked Google Scholar is the best resource when looking for the right 
terms in the article. As I mentioned earlier, from my experience, I was looking for a term 
like ‘improvisation’. When I used the Naver dictionary, as you can see, I got different mean-
ings for the word which were not suitable for my needs. The meanings provided by Naver 
dictionary are not largely related to our field.

In order to make the search more effective and proper, I suggest that you find articles first. 
Then, you are able to look through them for the term ‘improvisation’ in the right article. For 
me, in the first semester, I had a difficult time conducting a search. It was quite a painstaking 
process. Actually, it consumed a lot of time and efforts. Nevertheless, no matter how painful 
it might feel, this process is still worthwhile and helpful. By carrying out the search, students 
can quickly search for the clear and proper meaning of the word in the article. Consequently, 
it helps students to understand well.

If you use Sookmyung’s webpage to access the full text 
for articles in Google Scholar, you log into both 
Sookmyung and Google webpages. Once logged in, 
then you can click the button on the top of the page 
marked, Setting (written as 설정 in the picture 3). 
Once you click Setting- Library link, the in picture 4, 
is popped up. Then, you type 숙명 in the blank. If your 
computer can not recognize 숙명, you need to type 
Sookmyung in English again. 

Picture 3. Google Scholar search engine.
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When Sookmyung Women University Library pops up, you need to click the checkbox like 
in picture 4.

                          
Picture 4. The page that will be seen after clicking ‘setting’.

After you check the box (marked in red), you can freely use Google scholar. It means, you 
can access whatever you want to search, if the library has access to it.

In picture 5, I searched the term ‘improvisation’.  As I mentioned earlier, by using this search 
engine, I am able to get clear and suitable terms from the right articles.

Picture 5. Searching the definition of ‘improvisation’ on Google Scholar.

By searching articles, I can find out the definition of the ‘improvisation’; improvisation may 
happen without causing learning, but learning is a potential outcome of improvisation in 
organizations. As an example of learning as a positive outcome, Rerup (2001) notes that: 
“The outcome of improvisation is survival and learning by doing, understood as creation or 
the upgrading of knowledge, skills and competency” (p. 29).

According to this definition, once again, we can get the clear meaning of the word for our 
purposes. When not knowing how to deal with Google Scholar, it might feel like just a 
mountain of information. However, after we deal with this properly, we find the most rele-
vant term in the most recent articles as well.

References
Rerup, C. (2001). “Houston, we have a problem”: Anticipation and improvisation as sources of 

organizational resilience. Snider Entrepreneurial Center: Wharton School.
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1. Introduction
One of the controversial issues raised by language teach-
ers and researchers is whether or not to include teaching 
grammar in the elementary English classroom. Recent 
studies, however, have shown that such a meaning-fo-
cused curriculum is not sufficient for effective language 
learning in the English as a foreign language context. 
Therefore, grammar should be integrated into other 
English skills implicitly through communicative prac-
tice sequences.

The main concern of this paper is to teach grammar 
through communicative tasks for improving learners’ 
communicative abilities including grammar skills as 
well as affective domains. Ten students, ranging from 
fourth to seventh grade, participated in this study. 
Students were given classroom instruction five days a 
week in 50 minutes sessions. This study was to devise 
the consecutive lesson plans based on the belief that 
language learners move through several stages in the 
process of learning to use grammatical points. These 
stages are awareness, some partial control, good partial 
control, and full control. Each stage includes the devices 
which enhance the particular structural points in order 
to help students reach the goal for their level. 

In conclusion, some degree of carefully timed and 

delivered grammar instruction should be in order for 
students in the Korean EFL classroom. Therefore, vari-
ous teaching materials that are oriented toward elemen-
tary school students’ communication level must be de-
veloped. In addition, teachers must make an effort to 
provide students with a lot of opportunities to use the 
language forms they have learned and to maintain their 
newly acquired knowledge through continued 
exposure.

2. Method
Grammar is a useful medium to communicate; that is, 
grammar is a technique and resource to convey mean-
ing effectively and enable us to understand properly. 
Therefore, I would like to focus on how to teach gram-
mar as a means of communication in this project. The 
primary concern of my lesson is how to balance form, 
meaning and use in order to allow students to use gram-
mar accurately, meaningfully, and appropriately.

The following paper will be presented in three sections: 
Part A, Part B, and appendices. Part A involves lesson 
plans with four stages of process for particular structural 
points: Awareness, some partial control, good partial 
control, and full control. Part B includes an explanation 
and description of the tasks, and materials and activities 
are presented in appendices.

Lesson Plans based on the 
Four Stages of Awareness
In Hye Bae
Approaches to teaching English grammar

One of the controversial issues raised by language teachers and researchers is whether or not to include teaching gram-
mar in the elementary English classroom. Recent studies, however, have shown that a meaning-focused curriculum 

is not sufficient for effective language learning in English as a foreign language context. Therefore, grammar should be 
integrated into other English skills implicitly through communicative practice sequences. The main concern of this paper 
is to teach grammar through communicative tasks to improve learners’ communicative ability including grammar skills as 
well as affective domains. The study group is comprised of 10 4th grade elementary students to 1st grade middle school 
students. Instructions were carried out five days a week in 50 minutes sessions. This study devised consecutive lesson plans 
based on the belief that language learner’s move through several stages in process of learning to use grammatical points. 
These stages are awareness, some partial control, good partial control, and full control. Each stage includes the devices 
which enhance the particular structural points in order to help students reach the goal for their level. This paper found that 
some degree of carefully timed and delivered grammar instruction should be given to students in the Korean EFL class-
room. Therefore, various teaching materials that are oriented toward elementary school students’ communication level 
were developed. In addition, teachers must make an effort to provide students with a lot of opportunities to use the lan-
guage forms they have learned and to maintain their newly acquired knowledge through continued exposure.
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4. Lesson Plans

Part A – Awareness
Duration of the lesson: 50mins.

1. Task: TPR, Writing a Christmas card
2. Materials: Handout
3. Overview of the Teaching Procedure

Name of Lesson: Indirect Objects

Student 
Profiles

ESL conversation group of fourth grade elementary students, 50 minute class, 5 days a week, 
Average Attendance: 6-12

Objectives • Students will be aware of the order of sentences involving indirect objects.
• Students will be able to recognize the use of indirect objects.

Introduction

(4 min)

• Greet students and check attendance
• Lead a review of last lesson
• Introduce today’s lesson topic and present the goals of the lesson

Development

(42 min)

Activity 1
Step 1

(7 min)

• Show a video clip of songs involving indirect objects such as ‘Santa brings 
me a dinosaur’ from YouTube

• Elicit indirect objects using comprehensible questions                                           
For example:

       ‘What does the singer want Santa to bring him for Christmas?’
       ‘What will he do for Santa if Santa brings him….?’

     <TPR>
    – A teacher provides a list of verbs (e.g. give, hand, pass, take, throw etc.)
    – A teacher gives a series of commands which the students act out. 
    – Students can make requests of each other. 
       For Example:
         ‘Give your pen to Lisa. Give Lisa your pen.’
         ‘Hand your books to me. Hand me your books.’
         ‘Susan, lend your bag to Jason. Susan, lend Jason your bag..’
         ‘Throw the ball to Sam. Throw Sam the ball.’

3. Participants
The range of target audiences for the lesson plans are 
fourth to seventh grade Korean students. They all have 
been studying English since they were first or second 
graders in elementary school. They have experienced 
both traditional structure-focused instruction and com-
municative instruction throughout the course. Each 
class in this study consisted of approximately 6-12 stu-
dents. It lasted for 50 minutes and met five days a week 
after school. The daily lesson primarily focused on the 
acquisition of four skills of language: Reading, Listening, 
Writing, and Speaking. 

The fourth grade elementary students were actively in-
volved in the class in particular when they were asked to 
interact with one another. They produced isolated words 
and were able to use phrases within the examples the 
teacher presented before the tasks. Therefore, they were 
estimated to be at the Novice High ACTFL proficiency 

level. The other group consisted of fifth grade students 
whose proficiency spanned two levels. These students 
were aware of basic language forms and able to produce 
language in sentences with certain support for accuracy. 
They were characterized as Intermediate Low and Mid 
according to ACTFL. My sixth grade elementary stu-
dents were used to studying in an English only environ-
ment, but they were likely to be inexperienced with au-
thentic language use since they had been exposed to 
mostly text book language. However, they were able to 
handle successfully both basic and quite complicated 
tasks and social solutions. Therefore, they were estimated 
to be Intermediate High. The last group consisted of 
seventh grade middle school students who had been ex-
posed to ESL instruction for more than five years, and 
they were capable of communicating and understanding 
the topics the teacher provided in class fairly well. The 
four stages mentioned above will be reflected in the de-
gree of awareness in each group of target students in the 
following lessons below. 
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Step 2
(4 min)

• The teacher presents some sentence frames on the board and has students 
discover the patterns in groups.   

Step 3
(9 min)

• Mumbling to Someone
 The teacher sets up the situation (Appendix A) 
 Write dialogues on the board
• Have students discuss the differences among the dialogues in groups 
• Students are asked to prepare a role-play using their own creativity (The 

teacher helps them notice the rule by highlighting direct and indirect objects 
in different colors)

Activity 2
Step 1

(5 min)

• Special Occasions 
    – Elicit special occasions (e.g. birthday, Children’s Day, Halloween..etc.)
    – Talk about what people do for or give to each other 
    – Introduce the task ‘Let’s write a Christmas card to Santa’

Step 2
(13 min)

    – Write a list of words and expressions on the board they may need for tasks
    – Encourage them to use indirect and direct objects 
    For example: 
       ‘Can you give me…for Christmas?’ 
       ‘I’ll leave you some…’ 
       ‘I’ll do…for you.’
    – Report to class and display lists in classroom

Step 3
(4 min)

• Analyze and explain the key expressions
• Practice the key expressions with extra exercises if necessary

Consolidation

(4 min)

• Check achievement of goals with a pop quiz
• Receive questions and then answer them
• Assign homework
• Announce the next class
• Finish the class with some encouraging words

Part B –  Indirect Objects

Activity 1

New grammar units should be introduced in a manageable way in order to motivate students to become aware of 
new grammar items. The class begins with audio clips which deliver indirect objects in the speech repeatedly. Students 
are then asked to do TPR activities using indirect objects. Once students are capable of doing it well, they can make 
requests of each other. As an extension, they can play a game called ‘Mumbling to Someone’ which is an effective 
activity to emphasize indirect objects in dialogue. Finally, they are asked to write their own sentences in groups and 
role play. For the stage of awareness, providing simple and interesting activities helps to reduce students’ anxiety 
when they are asked to deal with the new grammar items. 

Activity 2

Providing context related to their lives helps students activate and retain knowledge effectively. Students are asked to 
make sentences using the basic indirect object introduced in the previous activity within the given context. In this 
lesson, the activity is extended to writing a Christmas card to Santa or their parents, etc., since this study was con-
ducted near Christmas time. It can be customized to fit different settings. This activity is a modified version of 
‘Special Occasions’ (Yule, 1998 p. 206).
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Part A – Awareness
Duration of the lesson: 50mins.

1. Task: Matching, Survey
2. Materials: Handout
3. Overview of the Teaching Procedure

Name of Lesson: Relative Clause

Student 
Profiles

ESL conversation group of 5th grade of elementary students, 50 minute class, 5 days a week, 
Average Attendance: 6-12

Intermediate low (ACTFL)

Objectives • Students will be able to understand how relative clauses form.
• Students will be able to recognize the use of relative clauses.

Introduction

(4 min)

• Greet students and check attendance
• Lead a review of the last lesson
• Introduce today’s lesson topic and present the goals of the lesson

Development

(42 min)

Activity 1
Step 1

(6 min)

• The teacher put pictures of different jobs on the board.
• Elicit answers about what they do and write a list of descriptions next to the 

pictures on the board.
     For example:
       ‘A nurse works in a hospital.’
• Present the patterns of relative clauses using the sentences on the board
     For Example:
       ‘A nurse is a person who works in a hospital.
• Students are asked to match the first halves of sentences and second halves 

of sentences in pairs.

Step 2
(8 min)

• The teacher divides the class into two groups, A and B Provide the first 
halves of sentences to one group and the second halves of sentences to the 
other group. (Appendix B)

• Students go around meeting classmates to match the sentences.
• If students find the sentences which match the meaning, they should decide 

which relative clause can connect the two (the teacher puts possible cards for 
relative clauses they can choose on the board).

Step 3
(5 min)

• Students report their complete sentences to class
• The teacher gives out the text (Appendix C)
• Ask students to highlight relative clauses, the sentences in which relative 

clauses are involved, and antecedents in different colors

Activity 2
Step 1

(5 min)

• Sentence Jumble (using superlatives)
    – The teacher provides students three words (Appendix D).
    – Have students make sentences using those words
    For example: 
       [best, teacher met] ➢ ‘The best teacher I ever met was…’ 

Step 2
(14 min)

• Survey
    – Students are asked to go around the class and do a survey using the   
       sentences they made in step 1
    – Report the results to the class

Step 3
(4 min)

• Analyze and explain the key expressions
• Practice the key expressions with extra exercises if necessary
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Consolidation

(4 min)

• Check achievement of goals with a pop quiz
• Receive questions and then answer them
• Assign homework
• Announce the next class
• Finish the class with some encouraging words

Part B –  Relative Clauses
Activity 1

Class begins with descriptions of what people do in different job areas before introducing new grammar items. My 
fifth graders are well aware of the topic of job areas, so this content is effective in helping them raise awareness of rela-
tive clauses. This idea is partially adapted from the activity “A mechanic is someone who…” (Yule, 1998, p. 264). First, 
students are shown how relative clauses form through exercises which have students match two split parts of sen-
tences so that they are able to become aware of the target grammar. They are then directed to more collaborative 
activities based on the same ideas. This activity allows them to focus on meaning to find their halves of sentences and 
help them be aware of the target grammar by using familiar content. Finally, focus is shifted from meaning to the 
language form in communicative situations when they discuss relative clauses to fit their sentences in pairs to com-
plete the activity. This activity allows learners to focus on forms meaningfully.

Activity 2

Once students are somewhat familiar with the concept of embedded clauses and how the relative clauses substitute 
for noun phrases, they move on to next activity. In this activity, practice steps are presented for the speaking activity 
using target grammar. After a brief demonstration, students are asked to make sentences using three given words. 
This activity is adapted from “The luckiest person is someone who…” (Yule, 1998, p. 266). A language item used in 
this activity is the superlative, which has already been dealt with in the previous semester. This means that my stu-
dents are prepared to practice the use of relative clauses which come after superlatives, which is effective for drawing 
the students’ attention since we can derive a number of sentences students may be interested in and can personalize. 
The last step is an enhanced version of the previous step. Students are asked to do a survey using the sentences they 
made in Step 1. Surveys are excellent ways of providing intensive practice of a target language item in a way that 
requires learners to take part in an authentic information exchange (Nunan, 2005).

Part A – Some Partial Control
Duration of the lesson: 50mins.

1. Task: Information gap (time prepositions), describing the routines
2. Materials: Handout, Video clips
3. Overview of the Teaching Procedure

Name of Lesson: Prepositions & Particles

Student 
Profiles

ESL conversation group of 6th grade of elementary students, 50 minute class, 5 days a week, 
Average Attendance: 6-12

Intermediate Mid (ACTFL)

Objectives • Students will be able to identify the use of prepositions and particles.
• Students will be able to practice the usage of prepositions and particles.

Introduction

(4 min)

• Greet students and check attendance
• Lead a review of the last lesson
• Introduce today’s lesson topic and present the goals of the lesson
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Development

(42 min)

Activity 1
Step 1

(4 min)

• Provide text involving prepositions of time which are highlighted in bold 
(Appendix E)

• Have students practice the exercises

Step 2
(4 min)

• Classify temporal prepositions and discuss in groups
• Share answers in class

Step 3
(10 min)

• Information gap: Hand out a different schedule to each student in pairs or in 
groups and ask them to exchange information to arrange a meeting 
(Appendix F)

• Report to the class on how they succeeded in arranging the meetings

Activity 2
Step 1

(7 min)

• Hand out phrasal verb dictionaries and ask students to fill in the bubbles in 
pairs (Appendix G)

• They need to compare their answers and explain the meaning and usage of 
phrasal verbs in groups

Step 2
(13 min)

• Watch a video clip (Mr. Bean movie segment)
    – Present a list of phrasal verbs
    – Watch a movie (Appendix H)
    – After watching, students are asked to describe the actions and routines 

using phrasal verbs.

Step 3
(4 min)

• Analyze and explain the key expressions
• Practice the key expressions with extra exercises if necessary

Consolidation

(4 min)

• Check achievement of goals with a pop quiz
• Receive questions and then answer them
• Assign homework
• Announce the next class
• Finish the class with some encouraging words

Part B – Prepositions & Particles
Activity 1: Prepositions

This activity is aimed at teaching temporal prepositions inductively. In this activity, simple text is provided to help 
students notice the target grammar by themselves and classify the use of prepositions of time to some degree. The 
new task, ‘information gap,’ is then introduced. The teacher divides the class into three or four groups and gives a 
different schedule to students in each group. They are then asked to exchange information to arrange a meeting. This 
activity will have students interact in pairs or in groups to solve the problem using the target language. Information 
gap activities are an excellent way of giving learners practice with a particular structure within a meaningful context 
(Nunan, 2005).

Activity 2: Particles

Confusion is often caused by the same lexical items overlapping in use as both prepositions and particles, and there 
are distinctions to be drawn between these two grammar items. In this partial control stage, phrasal verbs are intro-
duced to help students recognize different structures and uses of particles by introducing them right after preposi-
tions. The first activity allows students to partially understand the concept that particles form a unit with the verb 
that precedes them. The teacher distributes a phrasal verb dictionary to students and asks them find the phrasal verbs 
that can be made with each given verb. Then, students are asked to fill in the bubble networks creatively and make 
sentences using the phrasal verbs in groups. This activity is adapted from English Vocabulary in Use (McCarthy & 
O’Dell, 2001). Those sentences will be used for the following activity using movie segments. A movie that lacks spo-
ken language like Mr. Bean can be an effective tool to practice phrasal verbs since phrasal verbs are commonly used 
to describe actions and speech. Tasks using visual materials like movies can follow three steps: pre-watching, during 
watching, and post-watching activities. The teacher pauses the video at each step to draw their attention to the target 
grammar. This is an excellent method to introduce frequently used phrasal verbs in an interesting way, and students 
also have opportunities to be exposed to spoken language.
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Part A – Good Partial Control
Duration of the lesson: 50mins.

1. Task: Garden Path, Consciousness Raising, Dictogloss
2. Materials: Handout
3. Overview of the Teaching Procedure

Name of Lesson: Articles

Student 
Profiles

ESL conversation group of 6th grade of elementary students, 50 minute class, 5 days a week, 
Average Attendance: 6-12

Intermediate High (ACTFL)

Objectives • Students will be able to correctly classify articles.
• Students will be able to practice their usage of articles.

Introduction

(4 min)

• Greet students and check attendance
• Lead a review of the last lesson
• Introduce today’s lesson topic and present the goals of the lesson

Development

(42 min)

Activity 1
Step 1

(6 min)

• A teacher will show a Powerpoint presentation and present essential usages.

• Garden Path: The teacher has students recognize the errors in the sentences 
presented

Path 1
There is a book on the shelf.
An old lady came to see John yesterday.
Exception
* It’s a useful equipment.
Path 2
I bought a piece of furniture.
She gave me some good advice.
Exception
* This has not been raise as issue by the West.

Step 2
(10 min)

• Give out worksheet (Appendix I)
 – Q1: T: “These are the signs and instructions you can find in everyday life.   
                     Fill in the blanks with 'a' or 'the'”
• Peer Correction
 – Q2: Students are asked to work individually and share answers each other
 – Q3: Provide context with pictures to help them distinguish the usage of ‘a’ 
                and ‘the’ (Appendix J)
 – Q4: Students are asked to practice the given dialogue in pairs and rehearse 
                in class (Appendix K)

Step 3
(4 min)

• They are asked about repetition of their errors
• If they make the same mistakes again, present the correct expressions
• Analyze performance together in class

Activity 2
Step 1

(3 min)

• Consciousness raising (Appendix L)
     – Students are asked to fill in the blanks using ‘a/the’ in groups .
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Step 2
(15 min)

• Dictogloss
    – A teacher presents a list of words before listening
    – Listening:
       1st time: Comprehend the story
       2nd time: Take note of key words
    – Reconstruction: Reconstruct the story in groups. Draw attention on   
        articles.
   – Negative Feedback: Analyze frequent errors together and explain
   – Have students talk about their own stories in pairs and discuss errors that 
       occur while reporting

Step 3
(4 min)

• Analyze and explain the key expressions
• Practice the key expressions with extra exercises if necessary

Consolidation

(4 min)

• Check achievement of goals with a pop quiz
• Receive questions and then answer them
• Assign homework
• Announce the next class
• Finish the class with some encouraging words

Part B – Articles
Activity 1

Since languages like Korean do not have article systems, errors in articles are often found even in high proficiency 
students. Therefore, complementary instruction while focusing on form and meaning is recommended to deliver the 
target grammar for the stage of good partial control. First, the teacher provides garden path feedback which leads 
students to overgeneralize so that target grammar is emphasized. Students are then directed to practice though vari-
ous exercises. Finally, the teacher hands out the dialogue and asks them to practice in groups and rehearse with the 
teacher in class. The teacher provides negative feedback about the errors students make while reporting.

Activity 2: Particles

Pica (1983, p. 231) states that the usage of articles is related to communicative ability rather than linguistic knowl-
edge or grammar. Therefore, it is important to teach articles at the appropriate communicative level and also en-
courage students to be actively involved in the learning process. In this activity, the teacher provides a text to help 
students raise their consciousness about articles. Students are asked to recognize the use of different articles in text 
and discuss them in pairs. After a consciousness-raising task, the teacher introduces the following task: Dictogloss, 
the type of group activity used in the current research, consists of a dictation exercise during which the students take 
down notes in the form of content words in order to reconstruct the text with their peers before participating in a 
class discussion for the purpose of error analysis (Lim & Jacobs, 2001, p. 3). The teacher should provide dialogue and 
materials in relation to the usage of articles, and errors should be corrected with the natural use of grammar through 
discussion. Dictogloss allows students to reconstruct the story based on the meaning and complete the tasks mainly 
with discussion. It is not limited to fragmentary examples but conducted in paragraphs. In this respect, dictogloss 
is an effective way to teach articles.
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Part A – Full Control
Duration of the lesson: 50mins.

1. Task: Using Concordance, Jigsaw
2. Materials: Handout
3. Overview of the Teaching Procedure 1

Name of Lesson: Infinitives & Gerunds

Student 
Profiles

ESL conversation group of 7th students, 50 minute class, 5 days a week, Average Attendance: 
6-12

Advanced Low (ACTFL)

Objectives • Students are able to find the difference in meanings between gerunds and infinitives 
through inductive methods

• Students can predict the forms of verb complements: infinitives or gerunds

Introduction

(4 min)

• Greet students and check attendance
• Lead a review of the last lesson
• Introduce today’s lesson topic and present the goals of the lesson

Development

(42 min)

Step 1
(12 min)

• Divide the class into groups and ask them access the concordance program.
(They are allowed to access internet under the supervision)

• Ask them to find out the verbs accompany with gerunds &infinitives
• Ask the groups to divide them into the distinguished patterns and identify the 

differences in meaning between the patterns in their groups.

Step 2
(12 min)

• Re-group the class and explain the other groups the patterns of form and 
meaning that they have found for their particular verbs 

• A teacher present pictures or storyboards and students are asked to make 
consecutive stories about the pictures using the verbs they have found as a 
group. 

• Then report to the class. Vote for the best story.

Step 3
(4 min)

• Summarize by explaining using PPT.
• Present a list of examples

Step 4
(5 min)

• Hand out exercises and ask them work out individually (Appendix M).

Step 5
(5 min)

• Students are asked to make sentences using Infinitive/gerund about their 
own.

Step 6
(4 min)

• Analyze and explain the key expressions
• Practice the key expressions with extra exercises if necessary

Consolidation

(4 min)

• Let students search for other concordance related to the lesson using concordance 
program

• Assign homework
• Announce next class
• Finish the class with some encouraging words
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Part A – Full Control
Duration of the lesson: 70mins.

1. Task: Make a Newspaper
2. Materials: Handout
3. Overview of the Teaching Procedure 2

Name of Lesson: Infinitives & Gerunds

Student 
Profiles

ESL conversation group of 7th students, 50 minute class, 5 days a week, Average Attendance: 
6-12

Advanced Low (ACTFL)

Objectives • Students can foster the emotional development through completing task.
• Students can predict the form of verb complements: infinitives or gerunds

Introduction

(4 min)

• Greet students and check attendance
• Lead a review of the last lesson
• Introduce today’s lesson topic and present the goals of the lesson

Development

(62 min)

Step 1
(10 min)

• The teacher shows a video clip about ‘Republic Day’ 
• Give out an article about ‘Republic Day’ and discuss (Appendix N)
• Give out comprehension questions and share ideas
     For example:
       ‘What happened on 15 August, 1947?’
       ‘Why is 26 January, 1950 important?’

Step 2
(10 min)

• Students are asked to summarize the given story into paragraphs using the 
words in the box in groups and report to class. (Appendix O)

Step 3
(14 min)

• Students are allowed to access the internet to search for a memorable 
holiday in their country in groups. The teacher also provides helpful printed 
resources they can refer to.

• Write a draft - They then make a similar story about the topic they chose. 
The teacher encourages them to use the expressions they have learned. 
(Appendix P)

Step 4
(8 min)

• Let’s make a newspaper!
• Present a sample newspaper
• Peer correction – have them correct their work in a group: e.g. Punctuation 

mistakes should be marked with colored  pencil
• Presentation - read their work to the class

Step 5
(20 min)

• Making a newspaper - fine writing based on the draft in advance
• Prepare for presentation
• Presentation - students show their work to the class and read it
• Display - students display their work and share it with each other freely

Step 6
(4 min)

• Analyze and explain the key expressions
• Practice the key expressions with extra exercises if necessary

Consolidation

(4 min)

• Check achievement of goals with a pop quiz
• Receive questions and then answer them
• Assign homework
• Announce the next class
• Finish the class with some encouraging words
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Part B – Gerund & Infinitive
Activity 1

In the full control stage, students should be allowed to 
explore inductively through more authentic input. This 
idea is adopted from How to Teach Grammar 
(Thornbury, 1999, pp. 66-67) and revised for the ad-
vanced level students. A concordance program enables 
students to discover patterns using abundant authentic 
examples. In this lesson, a concordance program is used 
in the stage of noticing the target grammar through vari-
ous examples, which can be provided either in contrived 
form by a teacher or in unfiltered versions searched for 
by the students themselves. Students are encouraged to 
explore the different uses and features of target gram-
mar through this collaborative work. Once students 
successfully notice the concept using concordance in-
ductively, they are directed to structure and internalize 
the concept through a variety of exercises the teacher 
provides. Finally, students improvise their use of the 
rules acquired through the previous steps for communi-
cative purposes.

Activity 2: Particles

The primary task in this lesson is making a newspaper 
which employs grammar rules that students have already 
learned in advance. Students are asked to explore and 
consolidate the linguistic knowledge they have acquired 
through previous lessons. When students complete the 
task, the target grammar will be used as a medium to 
communicate their purposes. This meaning-based task 
is made possible by the assumption that students are 
able to fully control the grammar items required for the 
task. This task enables students to be able to build up 
global value by reading authentic stories. Finally, it as-
sists in personalizing the content and integrating gram-
mar into language use in a motivating way while they 
make their own stories. 

As students become more aware of how they learn, they 
become more confident and efficient in learning. They 
are also able to engage in the learning process more ac-
tively through collaborative work. This helps to build 
teamwork and strong student-teacher relationships 
which results in increased student confidence, self-
efficacy, participation, and interest in English through 
completing tasks. Above all, teaching foreign language 
requires classes to be dynamic, creative, and varied. One 
of the most popular and common ways to lead students’ 
involvement and attention is the use of games in class. 
Whereas a task encourages them to cooperate and keeps 
coherence throughout the course, games lead learners to 
achieve success through competition. To achieve goals 
successfully, teachers need to design balanced plans by 

focusing on language forms and meaning. Exposure to 
adequate authentic language use and form will stimulate 
learners and help them to develop fluency and accuracy.
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Appendix A: Activity 1 (Indirect) 

Step 3

➢ Situation
Debbie often mumbles the end of her sentences, especially when she feels bad about what’s happened. This means 
that the listener has to ask a question to get clarification.

Debbie: I gave June the money.
B: Who?
Debbie: I gave the money to June.

Mary: I faxed Sally the document.
B: Who?
Mary: I faxed the document to Sally.

Debbie: I bought Kate flowers.
B: Who?
Debbie: I bought flowers for Kate.

☑ Discover the different preposition within the dialogue presented in groups.

☑ Use your creativity and make a dialogue, then prepare for mini role-play.

_________  : I gave _________  _________ .

_________  : Who?

_________  : I gave _________  _________  _________ .

_________  : I _________  _________  _________ .

_________  : Who?

_________  : I _________  _________  _________  _________ .

Appendix B: Activity 1 (Relative Clauses) 

Step 2

✓ Each student takes a strip of sentences below. Relative Clauses in the middle column will be posted on the board.

✓ Students need to go around finding someone who has the sentence matching their sentences.

✓ When finding correct pairs, decide the appropriate relative clauses which will connect the two sentences. 

✓ Share answers in class and discuss.
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A Words on the board B

A button is something that closes a jacket.

A teacher is someone where we can have a picnic.

Summer is the time who performs in films.

My winter jacket is the reason that takes pictures.

A park is a place where we can play basketball.

An actor is a person which helps us solve a mystery.

A camera is something who helps us learn.

A gym is a place whose dog we found.

Evidence is something when we are on vacation from school.

She is the girl why I’m sweating.

Adapted from BrainPOP Educators (2015).

Appendix C: Activity 1 (Relative Clauses) 

Step 3

✓ Highlight relative clauses, the sentences in which relative clauses are involved, and antecedents in different color. 

Stonehenge is a mystical place. Its stone circles are probably more than 4,000 years old. The huge stones come 
from an area about 30 km north of Stonehenge. The smaller stones possibly are from the Preseli Mountains in 
Wales, almost 400 km away from Stonehenge.

Nobody knows for sure what the function of Stonehenge was. Maybe it was a druid temple. Maybe it was a sacri-
ficial altar. Maybe it was some kind of observatory.

The people who built Stonehenge lived several thousand years ago. The huge stones are more than 6 meters high 
and weigh about 45 tons. The smaller stones weigh about 4 tons and are from an area in Wales which is 400 kilo-
meters away from Stonehenge. As Stonehenge lies in a large field, tourists who come to this place can already see 
the stones from a distance. Everybody who has visited Stonehenge say that it is very impressive.

Adapted from Garcia (2009).
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Appendix D: Activity 2 (Relative Clauses) 

Step 1

☑ Make sentences using the words presented below. Use classmates’ names. 

      Example: best, teacher met - The best teacher I ever met was...

(1) funniest, person, met : _____________________________________________  .                                         

(2) most, interesting, met : _____________________________________________  .

(3) best, teacher, met : ________________________________________________  .

(4) smartest, friend, met : ______________________________________________ .

(5) tallest, student, met : _______________________________________________  .

(6) the, luckiest, person : ______________________________________________  .

Adapted from Yule (1998).

Step 2 – Survery

✓ Examples

“Who is the smartest student you ever met?”/ “….is the smartest student I ever met.”

Name (1) (2) (3) (4) (5) (6)

①

②

③

④

⑤

⑥

⑦

⑧

⑨

Result

☑ Report your results to the class.
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Appendix E: Activity 1 (Prepositions of time)

Step 1

✓ Read the passage and discuss in groups when the prepositions of time at, on, and in are used. 

On the 1st of January every year I decide to stop eating chocolate. But on the 2nd of January I start 

again! I love chocolate. I eat it in the morning, in the afternoon, in the evening and at night! I eat it in 

the spring, in the summer in the autumn and in the winter. I eat it at lunchtime, at tea time and at 

dinnertime. I ate it in 2014, in 2015 …

Step 2 – Survery

✓ Choose the correct preposition in brackets and underline it.

     Examples: She’ll be here (at / on) 11 o’clock.

1 I lived in Spain (from / on) October (at / to) March.

2 Her birthday is (at / on) Christmas Day.

3 They always go away (at / in) Easter.

4 He always leaves work (from / at) 4 o’clock (in / on) Friday.

5 I’ll do it (in / at) a moment.

6 Do you want to go to the movies (from / on) Saturday?

7 Shall we go (at / in) the afternoon or the evening?

8 I was on the beach (to / from) 9:00 in the morning (to / in) 5:00 in the evening.

9 I never go to work (on / at) the weekend.

Adapted from Yule (1998).

✓ Classify the usage of prepositions presented above in groups.

Prepositions of time
at on in from….to…
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Appendix F: Activity 1 (Prepositions of time)

Step 3 - Information Gap Activity

➢ Student A

SUN MON TUES WED THU FRI SAT
2:00 PM

Hang out 
with friends

English 
Class

Soccer 
practice3:00 PM

Piano Class Science 
Class

Soccer 
practice

Bake pie for 
grandma

4:00 PM

Go the 
market

Take pie to 
grandma’s 

house
5:00 PM Tae Kwon do 

Class Go home Go home Eat dinner at 
grandma’s

6:00 PM
Eat dinner Go home Eat dinner Go home Eat dinner Go home

7:00 PM Go for a 
walk Eat dinner Do 

homework Eat dinner
Do 

home-work
Soccer 

practice Read books
8:00 PM Do 

homework Read books

➢ Student B

SUN MON TUES WED THU FRI SAT
2:00 PM

Hang out 
with friends

Visit
teacher’s 

office3:00 PM
Social 
studies 

class

English 
Class Math Class

Play guitar

4:00 PM

Art class Basket-ball 
game

Take a nap

5:00 PM
Go shopping Go home Visit 

grandMa Go home Eat dinner

6:00 PM
Eat dinner Eat dinner Go home Eat 

dinner at 
grandma’s

Eat dinner Go for 
victory 
dinner

with team

Do 
home-work7:00 PM

Watch a 
movie

Do 
home-work

Read a book
8:00 PM



34

In Hye Bae

Issues in EFL- Spring 2016 - Vol. 12, No. 1

Appendix G: Activity 2 (Phrasal Verbs)

Step 1

✓ Use the phrasal dictionary that the teacher gave you and complete the bubble network with the proper words or      
phrases. Work in pairs.

Adapted from McCarthy & O’Dell (2001).

Step 2 – Survery

✓ Choose 5 phrasal verbs above and make sentences about your own life.

       (1) _______________________________________________________________  .                                         

(2) _______________________________________________________________  .                                         

(3) _______________________________________________________________  .                                         

(4) _______________________________________________________________  .                                         

(5) _______________________________________________________________  .     
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Appendix H: Activity 2 (Phrasal Verbs) 

Step 3

➢ Warm up questions

    - What do you do in the morning?

    - How long does it take to get ready for school?

✓ Exercise

    Part 1- Before going to the dentist

    ☑ Put the following in the correct order 

          ___ get up late                                     ___ pick out clothes

          ___ make the bed                               ___ take out clothes 

          ___ turn off the toothbrush              ___ leave the house

          ___ switch off the alarm                    ___ open the curtain 
    

    Part 2: Mr. Bean got dressed in his car
 * Link to YouTube Video “Mr. Bean - Getting Up Late for the Dentist”  https://www.youtube.com/watch?v=VumrpkL6RS0

    ☑ Which of following clothes did he put on and in what order?

 T-Shirt     Shirt     Socks     Shorts     Trousers     Hat     Tie     Jacket     Shoes    
  

◉ Example scenes that can de described in phrasal verbs

take off his pajamas get up late

put on his clothes get in the car
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Appendix I: Activity 1 (Articles) 

✓ These are the notices and instructions you can find in everyday life. Fill in the blanks using a/an or the.

(Forsyth & Lavender, 1993, p.36).

Step 2 – Survery

✓ There are headlines in magazines and newspapers in which articles are commonly omitted. 

     Rewrite them into complete sentences.

 

  Example: “Blizzard of ’96 paralyzes East Coast”

                  →   “Blizzard of ’96 paralyzes East Coast”    

(1) “Man bites dog”

       → _____________________________________________  .                                         

(2) “UFO lands on White House” 

       →_____________________________________________  .

(Celce-Murcia & Larsen-Freeman, 1999, p. 291).
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Appendix J: Activity 1 (Articles) 

✓ Read the given sentences and write ‘the’ where it is needed.

(Forsyth & Lavender, 1993, p.62).
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Appendix K: Activity 1 (Articles) 

✓ Fill in the blanks using a/an.

Son: Hey, Dad, can I have  ①___  car Friday night? 
         I want to take Sally to ②___ school dance.

Dad: Well. That depends. Don’t you have ③___ paper to write?

Son: Yeah, but it’s almost done, and besides, ④___  friend told me Miss Fittich postponed it to next Friday.

Dad: Well, okay. But be back by 12:30.

Son: Thanks, Dad. Er…..by the way, could I go buy ⑤___ new shirt for ⑥___ dance?

(Celce-Murcia & Larsen-Freeman, 1999, p. 290).

One day ①___ young prince arrived at the castle of King Otta and fell in love with the king’s youngest daughter, 

who was very beautiful. “You can only marry my daughter,” said ②___ king, “if you can recognize her, and you 

must marry the woman you choose.” “That’s easy,” said the prince, and King Otta put all his daughters behind 

③___ wall that had ④___ space at ⑤___  bottom, so ⑥___ prince could only see seven pairs of feet that all 

looked ⑦___ same. Suddenly one of ⑧___ feet moved and so ⑨___  prince said, “That is ⑩___ woman I love.”

Unfortunately, it was not: it was King Otta’s eldest daughter who was not at all beautiful, but the prince had to 

marry her. In fact, she was extremely intelligent and had a good sense of humor, so very soon the prince did fall in 

love with her and they lived happily ever after. ⑪___  moral of this story is that love is ⑫___  very unreliable thing 

(Forsyth & Lavender, 1993, p.36).
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Appendix L: Activity 2 (Articles)

Benny is a big fat bat. He lives upside down in an old tree in the jungle.

Benny gets up at six-thirty in the evening. He washes his face and he has breakfast. He eats fruit. 

At eight o’clock in the evening, after breakfast, Benny goes to see his friends. They fly between the 
trees of the jungle – they chase insects and they play games.

At one o’ clock in the morning, Benny is hungry again. It’s lunchtime for him. At about five o’clock 
in the morning, the sun comes up and it’s time for bed. Benny goes to bed at six o’clock in the 
morning. Benny sleeps upside down.

☑ Step 1: Take a look at the nouns and articles printed in bold letters. Think and discuss when to use a/an  
and the, or zero articles, in groups.

☑ Step 2: Dictogloss

- Write down the main idea and atmosphere of the text after the first listening activity.

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

- Write as many content words, phrases, and expressions as you can after the second listening activity.

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

- Work with your partner and reconstruct the dialogue based on your note-taking or inference of meaning.
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Appendix M: Activity 1 (Gerunds & Infinitives)

☑ Step 4

Exercise: Complete the sentences with an appropriate verb in the correct form.

1.  a) Please remember to lock the door when you go out.

b) A: You lent me some money a few months ago.

     B: I did? Are you sure? I don’t remember                 (lend) you any money.

c) A: Did you remember                   (call) your sister?

    B: Oh no, I completely forgot. I’ll phone her tomorrow.

d) When you see Amanda, remember                  (say) hello for me.

2.  a)  I believe that what I said was fair. I don’t regret                  (say) it.

     b)  (after a driving test) I regret                  (say) it.

3.   a)  Ben joined the company nine years ago. He became assistant manager of the company. 
A few years later he went on                  (become) manager of the company.

       b)  I can’t go on                  (work) here anymore. I want a different job.

Adapted from Murphy & Smalzer (2000).

☑ Step 5
Exercise: Make as many sentences as possible from today’s verbs, remember, forget and regret. Use ‘I’ or an-
other person in the class. Use any appropriate tense or modal.

Example: “I forgot setting the alarm last night, and I was late for school.”

Your sentences: 

-   _______________________________________________________________  .                                                           

-  _______________________________________________________________  .                                                            

-  _______________________________________________________________  .    
                                                                         
-   _______________________________________________________________  .                                                           

-  _______________________________________________________________  .                                                            

-  _______________________________________________________________  .    
                                                                         

Adapted from Azar (1989).
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Appendix N: Activity 2 (Gerunds & Infinitives)

✓ Read this article about Republic Day and complete the exercises that follow.

Republic Day

Let us remember
26 January 1950 is one of the most important days in Indian history; we should remember that it was 
on this day that the constitution of India came into force and India became a truly sovereign Republic. 
We should not forget that India became independent on 15 August 1947 but did not have a perma-
nent constitution at that point. On 29 August 1947, a committee was appointed to draft a permanent 
constitution and the final document came into effect on 26 January 1950, 10:18 AM IST, realizing the 
dream of Mahatma Gandhi and other freedom fighters who had fought for and sacrificed their lives 
for the country.

Let us not forget
Republic Day is celebrated with enthusiasm all over the country and the celebrations at Delhi capture 
the essence of the occasion. In his address to the nation, the president remembers the sacrifice of the 
martyrs of the freedom movement and the wars in defence of the country. The ceremony does not 
forget the courage of people today; the president awards medals of bravery to people from different 
walks of life, including children and serving military personnel.

To remember that this is an important occasion, a grand parade is held every year in the capital. The 
different regiments of the Army, the Navy and the Air Force march past in all their finery, interspersed 
with floats exhibiting the special culture of the different states of India. Celebrations are also held in 
state capitals, where the governor of the state unfurls the national flag.
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Appendix O: Activity 2 (Gerunds & Infinitives)

✓ Write two paragraphs about Republic Day for a friend from another country, using any five expressions  

from the box. You may change the form of the words if necessary.

remember to         remembered that         forgot to         remembered when
forget to          forgot that         remember buying

Paragraph 1                                                                                                        importance of 26th January 1950

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                 

Paragraph 2                                                                                                                   Republic Day celebrations

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                 

Adapted from Gulmoharobs (2011).
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Appendix P: Activity 2 (Gerunds & Infinitives-Draft)

✓ Find a memorable holiday in your country and write about it. (Use the words in the box above) 

                                                        Title:                                                                   

Brainstorming!

Paragraph 1                                                                                                                                                          

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

                                                                                                                                                                                                                                                                                                            

Paragraph 2                                                                                                                                                          
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1. Introduction
According to Bukatko and Daehler (2012), children’s so-
cialization is greatly influenced by their parents in three 
ways: direct training, including reinforcement; model-
ling; managing other aspects of children’s lives. To be 
more specific, parents can train and teach their children 
what kind of behaviors are desirable and appropriate and 
what should be avoided. They can verbally explain how to 
behave to their children; they also can reinforce certain 
behaviors that are socially acceptable and desirable by us-
ing operant conditioning (B.F. Skinner, 1938). Parents af-
fect children’s socialization also through modelling. As 
Bandura (1977) suggests, children observe how other 
people behave, pay attention to some of the people, en-
code their (the models’) behavior and imitate the behav-
ior they have observed and internalized. Since parents are 
the ones that young children spend most of their time 
with and observe, children learn various behaviors from 
their parents’ modelling and demonstration. In addition 
to modelling, parents sometimes manage and control the 
environment surrounding children, and this can influ-
ence the children’s social networks. For instance, parents 
can move to a certain neighborhood and throw a party 
for a child to help the child make new friends in the town. 
As seen above, parents can influence children’s socializa-
tion and social relationship with others in various ways. 
Based on the theories and research findings about paren-
tal influence on children’s social behavior, this research 
raises the question below.

Q) Is parenting style influential in a child’s social skills?

In the present study, a child who displays aggression and 
poor social skills to strangers and her family is studied 
to find out whether the reason for her poor social skills 
is her parents’ parenting styles. As the child spends 
much time almost exclusively with her parents at home, 
it was assumed that parenting style would be the major 
factor affecting the child’s behavior.

2. Literature reviews

2.1 Parenting styles and the effects on child 
development
The influence of parenting style on children’s development 
in cognition, emotion and social competence has been 
widely accepted and supported by many studies. Baumrind 
(1971) identified three parenting styles: authoritative, au-
thoritarian, and permissive. Other researchers added a 
fourth parenting style, uninvolved parenting. The parent-
ing styles are categorized based on two dimensions: paren-
tal warmth/responsiveness and demandingness/control 
(Meteyer & Jenkins, 2009), and can be represented in rela-
tion to the two dimensions as below.

Demandingness/Control

Warmth/
Responsiveness

High Low
High Authoritative Permissive
Low Authoritarian Neglectful

Table 1 A categorization of different parenting styles

Parenting Style and Its Influence 
on a Child’s Social Skills
Jeehee Kim
Child Psychology

It is well known and highly supported that parents play significant role in children’s behavior and socialization. Thus, 
parenting styles have been studied by many researchers, and the relationship between a parenting style and a child’s 

behavior has been big interest in child psychology. On the basis of theories and previous research findings, this paper 
seeks the relationship between parenting style and a child’s social behavior, with its research question: is parenting style 
influential in a child’s social skills? For research, a child displaying aggression and poor social skills toward strangers and 
the child’s family was studied. The child’s interaction with her mother and father was observed in her house, and the 
child’s behavior during play with the researcher was also studied. In addition to observations, informal interview was 
conducted with the child’s mother, and the parents were asked to complete a self-report questionnaire about parenting. 
The results showed that mother uses authoritative parenting style while father uses permissive parenting style. The incon-
sistency between the parents, father’s permissive parenting style, and mother’s permissive parenting when it comes to the 
child’s social skills are considered to have caused the child’s poor social skills, especially with strangers.
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According to Rosli (2014), the four types of parenting 
style have been used by many other researchers (Alegre, 
2011; Dwairy et al., 2010; Greenspan, 2006; Hoeve et al., 
2009; Sebattini & Leaper, 2004). Bukatko and Daehler 
(2012) summarize the findings of Baumrind (1971) 
about each parenting style and its effect on children’s 
behavioral characteristics. Children from authoritative 
families showed social skills like cooperation and 
friendliness and other positive characteristics, such as a 
high level of self-control and independence. Children of 
authoritarian parents were unhappy, aggressive, and 
dependent. Permissive parents’ children were low on 
social responsibility, independence, self-control and 
self-reliance. Lastly, according to Bukatko and Daehler 
(2012), uninvolved parents’ children exhibited lower 
self-esteem (Loeb et al., 1980), lower control over im-
pulsive behavior (Block, 1971) and higher aggression 
(Hatfield, Ferguson & Alpert, 1967). Many researchers 
have studied the relationship between parenting styles 
and children’s behavior (Baer et al., 2014; Güre and 
Altay, 2012; Baker and Rimm-Kaufman, 2014; Healy, 
Sanders and Iyer, 2014; Rinaldi and Howe, 2012; 
Tagreed, 2013; Takahashi et al., 2015; Jessica and 
Candica, 2014; Yeo, 2014; Lim & Lim, 2015). Like many 
other studies, this research paper also tries to seek the 
relationship between parenting styles and a child’s de-
velopment, especially focusing on the development of a 
child’s social skills.

3. Methods

3.1 Participants
The family involved in this study is a socioeconomically 
middle class family, consisting of a father, a mother and 
a child. Both the father and the mother graduated from 
top ranked universities in Korea (Korea University and 
Yonsei University). The father teaches math at home, 
and mother is a full-time child caretaker. The parents’ 
age at the child’s birth were thirty. Before, the mother 
used to teach math at home like the father, but she quit 
teaching to devote her time fully to raising the child. 
Thus, both the father and mother spend much time with 
their child at home, unlike double-income families that 
are typical in Korea. The child is a three year old (Korean 
aged four). The child is entering kindergarten next 
spring, but she shows aggressive behaviors to strangers 
and clings to her parents, which worries her them.

3.2 Procedures
Based on the assumption that the answers on the ques-
tionnaire (see section 3.3; appendix) might affect the 
parents’ behavior toward the child in the observations 
and their answers in the interviews, the questionnaire 
about parenting was given on the last day of observa-
tion. The observation was conducted first with informal 

interviews, especially with the child’s mother, happened 
several times during the observations. The discussion 
about parenting naturally happened throughout the 
observation session as the mother initiated conversa-
tion. She talked about what she and the child did the day 
before, what kind of concerns she had about parenting, 
and other episodes about the child, all of which function 
as evidence and clues about the mother’s parenting 
styles and the child’s behavior.

3.3 Instruments

3.3.1 Parent self-report questionnaire about 
parenting

In this study, the questionnaire about parenting that was 
used for the parents’ self-report questionnaire in this 
study is a supplemented and adapted version of what 
Goyetche (2000) had developed based on the three par-
enting styles suggested by Baumrind (1991). This ques-
tionnaire has been used online by a substantial number 
of Korean parents and parents can conduct the survey 
on the website of Seoul Metropolitan Counseling and 
Welfare Centre for Youth as well. The questionnaire 
consists of 19 questions in Korean with three options for 
each question. Each option represents one of the three 
parenting styles: authoritative, authoritarian, and per-
missive. For all the question items, option A indicates 
permissive parenting, option B represents authoritarian 
parenting and option C means authoritative parenting. 
The most chosen option by the participant is their par-
enting style. For example, if the number of questions 
where option A has been marked is the highest, it means 
that the parent is permissive.

The self-report on the questionnaire showed that the 
parents knew what and how they were doing in terms of 
parenting, with the self-report matching to their actual 
parenting behaviors presented during the observation.

3.3.2 In-home observations
Observations were conducted for three days in the par-
ticipants’ house on December 11th, 13th and 14th, from 
11:00 to 15:00, from 13:00 to 14:00, and from 11:00 to 
14:00 respectively. The observer played a role as both a 
participant and an observer for different purposes. To 
see how the child behaves during play with other people 
than her own parents, the observer played a role as a 
participant. On the other hand, when looking at how 
the parents interact with and discipline the child, the 
observer didn’t engage herself in the situation, but 
watched and recorded.

4. Results

4.1 Parent self-report questionnaire
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The child’s father and mother completed a self-report 
questionnaire about parenting individually. Out of 19 
question items, the mother checked option C which rep-
resents the authoritative parenting style the most, fol-
lowed by option A indicating the permissive parenting. 
Specifically, she marked option C for fourteen question 
items, including question numbers 1, 3, 4, 6, 7, 8, 9, 10, 
12, 13, 14, 16, 17, and 19. She chose option B which 
means the authoritarian parenting on only one question, 
number 2. Lastly, the mother checked option A indicat-
ing permissive parenting on question numbers 5, 11, 15, 
and 18. Question number 2 is about regulating a child’s 
TV consumption (what would you do if your six years 
old child tries to watch a TV show for teenagers?), to 
which the mother chose the answer saying she would 
turn off the TV or change the channel so that the child 
could not watch the program that is not appropriate for 
her age. Question numbers 5 (what would you do if you 
saw your seven-year-old child playing with three- or 
four-year-olds?) and 15 (what would you do if your child 
did not listen to other adults?) are related to a child’s so-
cial skill, and the mother displayed the permissive par-
enting behavior to these, saying she would admit and let 
it happen. To question number 11 (what would you do 
when your child gets upset while building blocks as it 
does not go well as she wants?), the mother chose the 
answer ‘I will give help next to the child to calm her 
down.’ Lastly, question number 18 is ‘what would you do 
if your child comes to you and tells that she had a night-
mare and wants to sleep in your room?’, to which the 
mother answered that she would let the child sleep to-
gether with her in the room. Overall, the parenting style 
of the child’s mother is the authoritative style, but she 
displays the permissive parenting and the authoritative 
parenting in certain aspects; authoritarian parenting 
style for the regulation on TV and permissive parenting 
style for the things related to the child’s social skill and 
autonomy. Unlike the mother, the child’s father exhibits 
the permissive parenting style in his self-report ques-
tionnaire. He marked option A for 11 items (question 
number 3, 6, 8, 10, 11, 12, 14, 15, 16, 17, and 18), none for 
option B, and 8 items for option C (question number 1, 
2, 4, 5, 7, 9, 13, and 19). Both mother and father chose the 
permissive parenting option for the question number 15 
which is about a child not listening to other adults.

4.2 Observations
Throughout the observations, the mother and the father 
showed different parenting styles, as they revealed on the 
questionnaire later. The mother exhibited balance be-
tween warmth and strictness, whereas the father seldom 
disciplined the child. For example, on the first day of 
observation, the child was angry at her father, according 
to the parents. Thus, the mother said to the child, “OOO, 
you got angry at dad this morning. Why did you get an-
gry at him? Was that a right thing to do to your dad?” On 

the other hand, the father just said, “Yeah, you were an-
gry at me, weren’t you?” This clearly showed the differ-
ence in parenting styles between mother and father. 
Similarly, while eating meals, it was the mother who kept 
encouraging the child to self-feed and focus on eating. 
She told the child, “OOO, you have to sit and eat. Your 
aunt bought candies for you. I will let you eat candy after 
you finish eating.” Likewise, mother mostly disciplines 
the child while father watches what is going on.

Another interesting thing seen during the observations 
was the mother’s scaffolding. On the first day of the ob-
servations, the child and her mother played with blocks. 
The child put some blocks together and said that she 
made stairs. The mother asked, “Oh, are those stairs? It 
looks like they might collapse. Let’s see how mommy 
does.” She then piled up three blocks and made the 
stairs. The child looked closely at her mom making the 
stairs. The child tried making the stairs like her mom, 
but she did not make it the same. Looking at what her 
child made, the mother said, “Ah, stairs!” Then she 
counted the blocks she used to make the stairs one by 
one, saying “here, one, two, and three. How about you?” 
so that the child could compare and find out what was 
wrong. When the child got it right, the mother said, 
“That’s right.” As the child felt a sense of achievement, 
she became more interested in playing with blocks. The 
mother said, “Could you make a slide please?” and the 
child said, “Ok, let’s start.” The mother said, “Make it 
nice please” with a nice and warm tone of voice. Looking 
at the slide that the child had made, she praised her 
daughter, saying “good, good!” Then the mother asked 
the child to make a playground and castle as well to 
challenge the child. While the child was trying to build 
a house with blocks, the mother also built her own 
house next to her. When the child expressed difficulty 
making a house with the blocks, the mother showed 
what she had made to the child and encouraged the 
child to make a small version of the house. During the 
child’s trial, her mother gave encouragement. The child 
gave up making her own block house and just began to 
role-play, using the block house her mother had made 
and a toy bus. The child asked her mom to say lines she 
wanted. For example, the child said, “Mom, please say, 
‘yeah, it’s my house!’.” Then the child asked her mom to 
make a similar house for her, and the mother asked back 
“do you want ME to make it?” to which the child said 
yes. Hence, mother made the same block house for her 
child by herself. Then, the mother prompted the child to 
make something else on her own, saying “would you 
make a playground? You are good at it.” After building 
blocks, the child and the mom started role-playing. 
During the role-play, the mother demonstrated pro-so-
cial behaviors, such as sharing, inviting a friend, and 
saying thanks.

On the other hand, the child’s father showed a 
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permissive parenting style. He was always gentle and 
nice to the child. He sometimes tries to have the child do 
things by herself, but he did not insist. He made sugges-
tions, and when the child did not listen, he did not ask 
again. For instance, when having lunch, the father said, 
“OOO, you can feed yourself ” to encourage the child to 
feed herself. However, as the child refused, he stopped 
asking. Similarly, when the child spilled beads, the fa-
ther tried to make the child pick up the beads on her 
own at first as the child’s mother did. Instead of scolding 
and criticizing, the parents told the child that it was okay 
and she could just pick them up, with a smile on their 
faces. Both of them asked the child to pick up the beads 
because she was the one who spilled them. As the child 
was lacked skill to pick up small beads and thus felt frus-
trated and upset, the mother asked the father to bring a 
mini broom and demonstrate how to sweep and collect 
the beads with the broom. The child showed an interest 
and tried, but she quit sweeping soon. The father en-
couraged her to pick those up by hands and put them in 
her pocket like a game, which didn’t last long either. In 
the end, the father picked all the beads up instead of his 
child.

During playtime, the child displayed some distinctive 
behaviors. First, when role-playing, she kept asking her 
playmate or caretaker to say the sentence she wants to 
hear. For example, as briefly mentioned above, when 
playing with her mom, the child asked her mother to 
say, “Yeah, it’s my house,” “hey, let’s play with me,” “I’ll go 
inside,” and so on. It was clear that the child could ar-
ticulate and create the sentences for role-playing by 
herself, but she kept asking another person to say the 
sentences for her. It went the same when the child played 
with the observer. The child assigned a role to each per-
son, and then asked the observer to say, “Hey, Eddie, 
where are you going?” “Let’s take a nap” and so forth. In 
addition, the child kept trying to play with the observer 
in another room and asked her mom not to enter the 
room. The parents and the observer tried to take the 
child outside the room and play together in the living 
room, but the child insisted on playing inside the room.

Overall, from the observations, it turned out that the 
child’s social behavior in playing was okay when with a 
person that she liked and trusted. However, some of the 
behaviors she exhibited were unusual, compared to 
other children. In terms of the parents’ parenting styles, 
it was clearly shown that the child’s mother practices an 
authoritative style with a little amount of permissive 
parenting sometimes, whereas the child’s father displays 
the permissive parenting style most of the time.

4.3 Informal interviews

While the child was playing by herself or eating meals, 
the mother initiated conversation about parenting from 

time to time. Since it is her first time to raise a child, 
she seemed to have many concerns and worries about 
parenting. Her main concern is the child becoming 
aggressive to adults who are trying to approach her. 
The mother mentioned one incident where the child 
growled to her great grandmother when she tried to 
help the child wear a jacket. The mother said,

My daughter growled at her, and my grandmoth-
er felt bad. I could see how offended she felt, and 
I was really embarrassed and worried about the 
others, including grandmother, thinking of my 
child as a rude and aggressive kid. … You know, 
my mom values respect toward the elderly so 
much, which I think has influenced my parenting 
as well. Like my mom, I also think that my 
daughter should be able to show respect and be 
polite to adults. But, my child is rude to all stran-
gers, which makes me stressed. So, I tell my child 
not to behave like that. Then, on the day when my 
child was rude to my grandmother, [the father’s] 
mother suggested to me that I should not scold or 
criticize my child for that right after, when we got 
out of [the] house. She said that my kid is still 
young and that she would learn the appropriate 
behavior later in the end. I felt relieved and 
thankful for the advice, as I myself was stressed 
out about my child’s behavior.

The mother talked about another incident: the family 
was on the way to someone else’s house to visit, and the 
child said, “I will not say hello. I will not.” From this, the 
mother said that she realized that asking and forcing her 
child to say thank you and say hello to others caused her 
great stress.

The mother also talked about what had happened in a 
shopping mall on a Saturday. On Sunday, the day of the 
second observation and visit, the mother said that she 
had spanked the child the day before in a shopping mall. 
She said, “She used to be well-behaved in the shopping 
mall before. She did not nag me to buy toys. But, she 
asks me for toys these days and cries loudly and badly in 
the mall.” When asked what she does when the child 
cries in such a public place, the mother answered, “I 
grab the child and take her to my car and tell her that we 
will not go to the mall together next time if she keeps 
acting like that.” She continued, “Then, after a while, she 
becomes calm and stops crying.” She added, “I guess 
now my child is getting her own opinion and expressing 
her wants.”

The conversations helped determine what kind of con-
cerns and worries the child’s mother had about parent-
ing and discover the child’s and the mother’s behaviors 
that could not be seen during the observations, such as 
spanking.
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5. Discussion
The research was conducted based on the idea that the 
parenting style influences a child’s social skills. 
Especially, as the participant, the child in this study has 
shown a distinctive behavior toward strangers which is 
not pro-social, and since the child spends most of her 
time with her parents at home, it was assumed that the 
parents’ parenting style could be a major factor in the 
child’s negative reaction to strangers.

To identify the parents’ parenting styles, the question-
naire about parenting was given to and completed by 
the parents, and the result showed that the child’s 
mother implements an authoritative parenting style 
and that the father practices a permissive parenting 
style, showing interagent inconsistency. According to 
Bukatko and Daehler (2012), it has been suggested by 
Deur & Parke (1970) and Sawin and Parke (1979) that 
consistency in application of disciplinary strategies 
among caregivers (interagent consistency) and consist-
ency in one caregiver from one occasion to another 
(intra-agent consistency) are important in giving chil-
dren clear messages about what behaviors are accepta-
ble and what are not. In this family, inconsistency be-
tween the father and the mother was found, which 
might give the child ambiguous messages about appro-
priate behaviors. The father says okay and the mother 
says no to the same behavior, which confuses the child. 
Furthermore, the permissive parenting of the father 
seems to influence the child’s behavior. Permissive par-
enting has been known to cause several negative behav-
ioral outcomes from children. For example, Piotrowski 
et al (2013) state that permissive parenting was highly 
related to children’s poorer self-regulation in their re-
search findings. Schaffer, Clark, and Jeglic (2009) found 
supporting evidence for the relationship between per-
missive parenting and the low empathy levels of the 
children. Rosli (2014) summarizes that permissive 
parents are too tolerant of their children without set-
ting limits and are inconsistent in disciplining, which 
may confuse children about what is good and bad. She 
claims, “In permissive homes, children may think that 
they can do whatever they want and do not learn to re-
spect anything” (Rosli, 2014, p. 33), which this research 
also supports. The child in this study thinks of her fa-
ther, who is always tolerant and generous, as her shield 
against certain situations that she wants to avoid. She 
thinks that she can do whatever she wants regardless of 
the appropriateness of the behavior. In addition, the 
child’s mother also sometimes show permissive parent-
ing, especially toward the child’s social competence, as 
her answer to the questionnaire suggests. The permis-
sive parenting in relation to the child’s social skills is 
considered to have caused the child to be aggressive 
toward strangers.

6. Conclusion
Although the study supports the assumption about the 
relationship between parenting styles and a child’s social 
competence, it is suggested that objective measurement 
for observation be used in future research. The observa-
tion in the present study does not include any objective 
measuring tool and standards such as tasks to identify 
specific misbehavior or poor social competence. In ad-
dition, the reliability of the findings can be increased by 
using semi-formal interview or formal interview with 
questions linked to specific parenting strategies, instead 
of informal interview.
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Appendix A: Parent self-report questionnaire

부모의 양육태도 유형검사

이 검사는 부모가 자녀와의 관계에서 어떤 유형인지를 알아보기 위한 것입니다. 부모가 자녀와 어떻게 상
호작용하는지가 자녀의 현재와 미래의 삶에 많은 영향을 줄 수 있습니다. 부모로서 어떤 유형인지 확인
해보고 자녀의 삶과 성장을 위해서는 어떻게 하는 것이 좋을지 참고하는 계기가 되었으면 합니다. 주어
진 각 상황에서 부모가 어떤 반응을 보이는지 보기 중에서 해당되는 항목에 V표 하시면 됩니다. 

1. 식사시간이 얼마 남지 않았는데도 당신의 아이가 군것질거리를 먹겠다고 조르자 시어머님(장모님)께
서 먹으라고 허락한다면?

① 그대로 먹게 내버려둔다

② 안된다고 하며 못 먹게 한다

③ 밥을 먹고 난 다음에 후식으로만 먹게 한다

2. 여섯 살 난 당신의 아이가 청소년 이상만 볼 수 있는 만화영화를 보겠다고 떼를 쓴다면?

① 보도록 내버려둔다

② 보지 못하게 TV를 끄거나 채널을 다른 프로그램으로 돌린다

③ 아이에게 적합한지를 직접 시청한 다음 보게 할 것인지를 결정한다

3. 당신의 아이가 반짇고리(바느질고리)를 뒤집어엎어 온 방 안에 헤쳐 놓았다면?

① 아이니까 그러려니 하고 손수 치운다

② 화를 내며 지금 당장 치우라고 소리친다

③ 화를 내지는 않지만 아이에게 치우게 하고, 다 치울 때까지 다른 일을 못하게 한다

4. 아이가 당신이 아끼던 꽃병을 깨놓고선 옆집 친구가 그랬다고 거짓말을 한다면?

① 아깝지만 괜찮다고 이야기한다

② 깨뜨린 것과 거짓말한 것 모두에 대해 야단을 치거나 벌을 준다

③ 거짓말한 것에 대해 야단을 치고 만일 솔직히 얘기했더라면 꽃병을 깬 것에 대해 혼내지 

않았을 것이라고 말해준다

5. 일곱 살짜리 당신의 아이가 서너 살짜리 아이들과 노는 것을 보았다면?

① 속은 상하지만 그냥 놀게 내버려둔다

② 당장 놀지 못하게 한다

③ 같이 놀 또래 친구들을 찾아보도록 도와준다
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6. 당신의 아이가 다른 친구를 때려서 상처를 냈다면?

① 아이들 싸움이려니 하고 그냥 내버려둔다

② 화가 나서 야단치거나 때론 체벌을 한다

③ 왜 싸웠는지에 대해 이야기를 나누되 그래도 싸움은 나쁘다고 따끔히 꾸중한다

7. 당신의 아이가 유치원(학교)에서 내준 숙제를 이번에도 또 잊고 안 해간다면?

① 선생님께 전화를 해준다

② 그 자리에서 혼을 내고 다시는 그러지 못하도록 다짐해둔다

③ 더 이상 잊어버리지 않도록 타이르고 다음부터는 알림장을 꼭 확인하도록 도와준다

8. 당신의 아이가 크레용으로 온 방바닥에 낙서를 했다면?

① 낙서할 수 있는 종이를 한 묶음 갖다주며 웃어넘긴다

② 아이에게 화를 내며 당신이 직접 낙서를 지운다음, 크레용을 모두 없애버린다

③ 아이 스스로 지우게 하고 다음부터는 크레용을 가지고 놀 때 세심히 지도한다

9. 당신의 아이가 유치원(학교)에서 친구를 사귀는데 문제가 있다면?

① 친구들을 불러서 파티를 열어주고 선물을 나누어주며 당신의 아이와 사이좋게 지내달라 고 부탁한다.

② 바보처럼 친구 하나도 못 사귄다고 야단을 친다

③ 당신의 자녀와 친구관계에 관한 이야기를 나누고 친구를 사귈 수 있도록 단체활동 프로 그램 등에 
가입시킨다.

10. 당신의 기분이 언짢은 데 자녀가 당신의 관심을 받고자 보챈다면?

① 언짢은 기분은 뒤로 하고 자녀에게 관심을 기울인다

② 아이에게 짜증내며 남편(아내)을 불러 떠넘긴다

③ 아이에게 당신의 기분이 언짢다는 것을 이야기해주고 좀 나아지면 함께 놀아주겠다고 한 다.

11. 당신의 아이가 블록쌓기를 하는데 원하는 대로 잘 되지 않아서 짜증을 부린다면?

① 아이의 짜증을 멈추게 하기 위해 옆에서 도와준다

② 짜증부리지 말라고 야단을 친다

③ 아이에게 짜증을 부리는 대신 말로 표현하도록 얘기해주고 짜증난 이유에 대해 이야기를 나눈다.

12. 당신의 집에는 자녀가 지켜야 할 규칙이 얼마나 있습니까?

① 없다

② 많은 규칙이 있고 규칙마다 이를 어겼을 시 받게 될 꾸중이나 벌이 정해져 있다

③ 아이의 건강과 안전을 위한 몇 가지의 규칙이 있긴 하나 그밖에는 상황에 따라 그때그때 대화를 통
해 결정한다.
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13. 당신이 좋아하는 수제비를 특별히 준비하였는데 아이가 먹기 싫다고 한다면?

① 귀찮더라도 아이를 위해 밥을 따로 준비한다

② 억지로라도 먹게한다

③ 수제비를 조금이라도 먹어보게 한 다음 그래도 싫다면 아이를 위해 밥을 따로 준비한다

14. 자야할 시간이 훨씬 지났는데도 아이가 하고 있던 놀이를 더 하고 자겠다고 고집을 피운 다면?

① 놀 만큼 더 놀다 자게 한다

② 당장 가서 자라며 야단치거나 불을 꺼버린다

③ 그 시각부터 20~30분만 더 놀다 자게 한다

15. 당신의 아이가 다른 어른의 말을 잘 따르지 않는다면?

① 아직 어리니까 그러려니 하고 내버려둔다

② 화를 내며 어쨌든 어른의 말을 따르지 않는다는 건 나쁜 일이기에 야단친다

③ 어른에 대한 공경심과 그 어른의 말을 왜 따라야 하는지에 대해 이야기를 나눈다

16. 아이와 함께 쇼핑 시 쓸모없어 보이는 것들을 이것저것 사달라고 조른다면?

① 가능한 한 다 들어준다

② 화를 내면서 아이의 손목을 잡고 그 상점에서 나온다

③ 안 된다고 딱 잘라 말하고, 쇼핑을 계속하면서 아이에게 적합한 것을 골라 사준다

17. 당신은 얼마나 자주 자녀에게 화를 냅니까?

① 거의 드물다

② 매일같이

③ 일주일에 한 번 정도

18. 당신의 아이가 자다가 무서운 꿈을 꾸어 당신의 방에서 자겠다고 오면?

① 함께 자도록 한다

② 당장 네 방으로 가서 자라고 소리 지른다

③ 일어나서 아이를 달래준 다음 아이를 방으로 데려가 재운다

19. 당신의 아이를 생각할 때, 당신이 원하는 가정의 분위기는?

① 자유롭고 개방적인 가정

② 규율과 질서가 잡힌 가정

③ 대화와 화합이 있는 가정
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Emotion Communication in 
Intercultural Online Chat Tutoring
Mark Rasmussen
Computer-Mediated Communication

This study examines how emotion is communicated between teachers and students in intercultural online chat set-
tings, specifically, whether or not online settings improve emotional communication between teachers and students. 

Chat logs from six Korean university students and their North American English language tutors were analyzed for their 
emotional content and the interaction of emotional language between participants. Using an ecological theoretical per-
spective, the chat logs were examined for the affordances available and utilized by participants in online chat. This study 
found that emotional content is similar to face-to-face interactions, but the way that emotion is communicated is altered 
to accommodate the lack of physical cues in online chat communication. Participants navigated their intercultural com-
munication by regulating and converging their emotional content to their partners.

1. Introduction 
As the world becomes more interconnected, new meth-
ods in the study and practice of language learning are 
needed to account for the experience of a globalized 
world (Bloomaert, 2010) and the continual intertwining 
of technology into our lives at younger and younger ages 
(Pasfield-Neofitou, 2013). Simultaneously, teachers 
need to know not just the new pedagogy, but general 
CMC principles related to social roles and importantly, 
emotion. This study seeks to investigate how emotion is 
expressed and understood in intercultural, Korean stu-
dent (KE), non-Korean teacher (NE), English language 
tutoring through the synchronous chat program, Google 
chat.

As a teacher and participant in this study, the experience 
of tutoring a new student, with new pedagogical ap-
proaches and theoretical designs, what was most im-
pressive to me was the way I, as a teacher, expressed and 
received emotion. Comfortable chat conventions that 
are normally used in my day-to-day chat experience 
were not always or consistently found in the tutoring 
sessions. Understanding why, particularly if it was due 
to some lack of skill on my part, became an important 
question.

An ecological perspective (Gibson, 1977) would suggest 
that computer-mediated communication (CMC) would 
afford different types of interactions between teachers 
and students in terms of content, style or conventions. 
Recent studies (see Derks et al, 2007 for a review) have 
found that emotional cues in CMC environments which 
lack many of the visual and non-verbal cues are 

reinterpreted for computer and writing environments. 
However, while many researchers have investigated 
asynchronous CMC (ACMC) environments like email, 
relatively little has been said about synchronous CMC 
(SCMC) such as chat programs. Even less has been writ-
ten about the teacher/student relationship (Bretag, 
2006). This study attempts to investigate two questions:

1. How do teachers and students express emotion and 
does emotion communication improve intercultural com-
petence (ICC) in SCMC?

2. In what ways do the SCMC affordances impact ICC?

This study will be presented in the following format. 
First, a brief review of the relevant theory and recent 
studies related to emotion in ICC and CMC environ-
ments. The present study will be described including 
who the participants are and how the data was collected 
and analyzed. The results as they pertain to the research 
questions will be presented, followed by a discussion of 
the implications of the results for current theory and 
English-teaching pedagogy. The study will be concluded 
with the limitations of the method and results and di-
rections for future research will be presented.

2. Theoretical Review

2.1 Emotion in ICC
Since Byram’s (1997) influential model of competent 
intercultural communication, others have built upon 
that foundation and expanded the role of emotion. 
Matsumoto et al (2007) have described a model of 
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intercultural communication and competence as one 
that is predicated upon emotional regulation. In this 
sense, they take the attitude portion of Byram’s (1997) 
model and privilege it above the other categories as a 
psychological gatekeeper. Communicative content is 
first filtered through our emotions before it can be open 
to interpretation and interaction. How an individual 
reacts to the emotional content of an IC encounter can 
determine if specific instances are exaggerated or missed 
altogether.

Gullekson and Tucker (2014) studied how emotional 
regulation, what they described as “emotional intelli-
gence” (p. 3) affected American university students who 
did short-term (a month or less) study abroad in various 
countries. They found that scores of emotional intelli-
gence predicted levels of satisfaction and perceived cul-
tural awareness in the students. They suggest that stu-
dents preparing for study-abroad should be educated 
not just in cultural awareness, but that they be prepared 
emotionally as well, suggesting that emotional commu-
nication is an important aspect of navigating intercul-
tural situations.

2.2 Emotion in CMC

While Matsumoto et al’s (2007) model was in part an 
attempt to capture both the real life face-to-face (f2f) 
and CMC interactions related to emotion, Derks et al 
(2007) examines how emotion is expressed specifically 
in CMC environments. They found that online content 
is filtered through very similar categories as f2f interac-
tions, but in different ways. Derks et al (2007) use the 
concepts of the physical and social, crossed with implicit 
and explicit communication styles to categorize emo-
tion communication in CMC (see table 1). Understood 
together with the ecological perspective of Lamy and 
Hampel (2007) it is possible to create a “semiotic budget” 
(van Lier, 2000) for any CMC environment.

Physical
(other non-verbal 

cues)

Social
(norms and 

expectations)
Explicit

(emotional 
labels)

^^ :( :) XD haha 
ㅋㅋㅋ … !!!

“Good! But 
maybe…”

Implicit 
(personal 

involvement)

Quick response 
time “anyways…”

Table 1 : Adapted from Derks et al (2007) table of emotion 
categories in CMC.

Specifically, Derks et al (2007) define emotion commu-
nication as the expression, understanding and sharing of 
emotions. They note that previous research has sug-
gested that the lack of actual physicality in CMC gives it 

a certain anonymity and exaggerated style. For example, 
men were found to be more negative and critical in on-
line forums when compared to f2f interactions (Castellá 
et al, 2000). However more recently, researchers have 
found that physical emotional cues are expressed differ-
ently online, and that the situated nature of the CMC 
interaction can regulate the expressions related to ano-
nymity (Scissors et al, 2009).

2.3 Communication Accommodation Theory
Giles’ (2008) communication accommodation theory 
(CAT) is one way to understand Derks et al’s (2007) 
sharing. CAT is centered around the idea of interper-
sonal convergence and divergence in communication. 
The theory is an attempt to explain why some people 
have positive communication experience at one time 
and bad ones at another. To do so, CAT considers how 
two or more interlocutors choose to accommodate, or 
change their communication, to each other. Convergence 
in CAT is related to similarity in speaking style, even if 
the two speakers don’t speak similar dialects. Divergence 
occurs when one or more of the interlocutors does not 
wish to create a sense of closeness towards the other or 
is trying to maintain group boundaries.

 Scissors et al (2009) examined the concept of trust be-
tween people in chat-based SCMC environments using 
CAT. Participants were given a dilemma task and asked 
to solve the problem together using a chat feature. They 
found that, among other things, emotional content and 
emotional stylistics (e.g. lol) indicated higher levels of 
trust than pairs that did not include such 
communication.

However, less examined is the role of emotion in ICC 
and CMC between teacher and student. Bretag (2006) is 
one example where this attempted has been made in 
ACMC email environments. Bretag (2006) found that 
the teacher is not just a transmitter of culture, but cre-
ates a “third space” (p. 981) where both teacher and 
student can re-create identity and emote differently 
outside of their f2f interactions. However Bretag (2006) 
focused on understanding the types of communication 
styles used in these interactions, without a specific focus 
on emotional communication.

3. Method

3.1 Participants and Site
Participants for this study come from a teacher-training 
tutoring experience where a class of TESOL master’s 
students tutored a group of undergraduate Korean stu-
dents at a university in Seoul, South Korea. The tutors 
were both Korean and non-Korean and were paired 
with an undergraduate for three sessions of about one 
hour each session over three weeks. The purpose of the 
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tutoring was unrelated to the present study; instead, the 
tutors were interested in developing instructional con-
versation skills (Meskill & Anthony, 2010) with task-
based activities in SCMC environments.

Of the tutor/students in this training, six pairs were 
chosen for this study. Because we are interested in the 
inter-cultural aspects of SCMC, only foreign teachers 
were selected. Three males and three females from the 
United States and Canada were chosen along with their 
Korean students. In total, there were twelve participants 
altogether, including the researcher.

The tutoring sessions occurred using Google chat, nor-
mally on Monday nights unless the participants needed 
to schedule other times that worked for both of them, 
which happened a couple of times with the participants 
in this study. The Google chat platform is similar to 
many chat platforms in that it allows chatters to use pre-
made emoticons and incorporate the use of GIFs, or 
animated emoticons.

3.2 Data Collection

3.2.1 Grounded approach
Chat logs from the six tutor/student pairs were analyzed 
as data for their emotional content and environmental 
affordances. While chat logs can present a rich array of 
data, including time stamps and linguistic enhance-
ments like hyperlinks, each tutor copied and pasted 
their data into a wiki file and different forms emerged 
from that process. As such, certain information related 
to time-between-responses and certain emoticons like 
GIFs were not available. 

This study utilized a qualitative grounded theory ap-
proach to data collection and analysis. A grounded ap-
proach relies on discovering themes and categories that 
emerge from the data and not from a constricting pre-
conceived theory (Creswell, 2003). After the emotional 
categories present in the data emerge, the researcher 

used a conversational analysis journal (see appendix) to 
examine the emotional interactions of the participants.

3.2.2 Emotional categories
In order to answer our first question, the data was first 
organized by tutor/student pair and chronologically by 
session. The first session of each dyad was read carefully 
and marked for any emotional content that happened, 
such as use of emoticons, exclamations, hesitations, 
gratitude or encouragement. These categories (see table 
3), were noted and the data was analyzed once again. 
The researcher annotated each individual instance of 
emotion with a specific hashtag, such as #GRT for 
“encouragement”.  

Once the emotional categories were discovered they 
were searched for various styles and conventions that fit 
under one category, such as “:)” or “turn-taking”, for 
encouragement. Next, they were examined for initia-
tion-response interactions. In order to determine the 
importance of emotional language, instances of emo-
tional language which elicit emotional responses are 
considered evidence that emotion played a role in the 
closeness/distance of the tutor/student communication. 
Important for our purposes in this study, tutor or stu-
dent responses to emotion communication constitute 
instances of interactional emotion communication 
(IEC). How the dyad responds, either with positivity, 
hesitancy or neutrality is used to define the emotional 
accommodation of the participants. The researcher 
highlighted each emotional interaction and used the 
analysis journal to determine what kind of emotions 
were expressed, what the reactions were, how many 
turns each interaction took and a brief summary of the 
content.

Two tutoring sessions were analyzed in this way before a 
comparison of the different emotional interactions was 
analyzed to determine how emotional communication 
changed between sessions.

Dyad Who initiated? Response? Turns? Closeness / distance?
1 Teacher

(grt)

(grt)(hest)

(smle)(grt)

Yes

(hest)

(?)

7 No – T tries to point out errors with praise, S hesitantly 
answers, T praises.

4 Teacher

(grat)(!)

(grt) :) (!)

(grt)(^^)(!)

Yes

(grat) :) (!)

(Grt)

(^-^)(!)

4 Closeness – the pair takes their leave.

Table 2: Discourse analysis journal.
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3.2.3 Affordances of SCMC in ICC

Following the analysis of emotional categories, the vary-
ing affordances of SCMC in ICC interactions was deter-
mined by examining the personal reflections of the tu-
tors about their experience in the interactions. While 
their personal reflections were not directed towards the 
topic of emotion, how they reacted to the SCMC medi-
um provides evidence of positive or negative feelings. 
Additionally, the tutors reflected on how they could 
have performed better with their student. Any evidence 
of emotional knowledge was considered evidence of 
ICC awareness.

The researcher also reflected personally on their own 
experience of the tutoring session and how the experi-
ence might relate specifically to the concept of emotion 
in ICC. Following the framework created by Lamy and 
Hampel (2007), affordances were organized in terms of 
time and mode. These two categories were crossed with 
the emotional characteristics of CMC identified in 
Derks, et al (2007), namely physical and non-verbal, 
written language, and social norms (see table 6).

4. Results

4.1 Emotional Categories
Emotional categories observed in the tutoring sessions 
are familiar to any teacher and are listed in table 3. 
Between sessions, the most common form of emotion 
communication was encouragement and this was pre-
dominately used by teacher towards students (18.7 uses 
per session vs 0.8). Teachers used positivity to enhance 
their EC by using emoticons and hyper-use of exclama-
tion marks more often than the students did. Students 
were more likely to communicate uncertainty or hesi-
tancy and to apologize.

4.2 Emotion Communication Interactions
Between the two tutoring sessions, 167 instances of ECI 
were identified in the data. Of these instances, 112 (67%) 
were responded to by the tutor or student with emo-
tional content. Finally, 69 (41%) ECI instances displayed 
evidence of emotional convergence where participant dy-
ads began using similar emotional styles, content or forms.

Overall, ECIs grew between sessions and the average 
number of turns for each ECI also increased. However, 
there are exceptions. Dyad 3 had fewer ECIs (14 to 11) 
in the second session, but each ECI averaged more turns 
(2.7 to 4.2). Dyad 6 also had a similar result, except the 
number of ECIs increased over sessions, while the num-
ber of turns decreased. The other four dyads followed a 
similar pattern of both increasing ECIs across sessions 
and increasing the average number of turns of each ECI.

The most common form of convergence was in the use 
of exclamation marks (!). 5 of the 6 dyads showed con-
vergence, followed by using encouraging content. 4 of 6 
dyads began replying to encouragement with encourag-
ing words. Other EC types were dyad specific or shared 
only between two or three dyads. Hesitancy was the 
predominant way dyads 1 and 6 expressed convergence. 

Some convergences showed the emergence of extra-
emotional content such as in the excitement example in 
table 4. The teacher begins with one “!” and the student 
replies with “!!”. By the end of the interaction, the stu-
dent gives the final emotional celebration by replying in 
all caps, two exclamation points and the smile emoticon 
“^^”. A similar result also occurred during emotionally 
uncertain instances where the teacher was attempting to 
guide the student towards a language correction. After a 
few turns of uncertainty and hesitancy, the teacher 
praises the student with encouragement and “!”.

Average occurrence per session

laugh smile encourage hesitate gratitude apologize negativity
teachers 2.7 4.0 18.7 3.2 1.3 1.2 0.17
students 0.8 1.5 0.8 3.5 1.5 1.3 0.50

Table 3: The average use of identified emotions for all sessions.

Figure 1: ECIs and average number of turns for each dyad between sessions.
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4.3 The Ecological SCMC Environment and 
Action
Using the categories of emotion in Derks et al (2007) 
and the affordances listed in Lamy and Hampel (2007), 
it becomes clear that there is a very specific semiotic 
budget (van Lier, 2000) of the teacher/student ICC in 
this study’s SCMC environment, listed in table 6. The 
impact of the synchronous nature of chat impacted how 
participants explicitly presented their digital physical 
emotions through emoticons and punctuation. 

Dyad 6
Student
Teacher

C,F,B, D, E, A
Exactly! You're a super sleuth.
That's Sherlock.
Anyways...
Next task is...
We will go through the story you told me. 
You will decide if there is an error in the 
line, and correct the error.
Ready?
the man driving his motercycle hit the 
building and some people came to see if he 
was okay.

Student the man driving his mortorcycle hit the car 
and the car driver and his friend ran to see 
if he is Okay.
if he was okay.

Table 5: Social expectations and IC misunderstanding related to time.

The pressure to receive a response to EC caused some partici-
pants to be impatient. Table 5 shows how the use of an idiom 
to praise the student, instead of encouraging the student, 
made it difficult to respond to. In turn, the teacher felt unsure 
about how to continue without getting a reply to their idio-
matic use, as evidenced by their hesitation, “Anyway…” 

Google chat affords users a huge number of possible emoti-
con options and it would be, in principle, possible to very 
specifically convey the exact emotion a user wants to ex-
press. However, in the data, participants generally favored 
one specific kind of “laugh” or “smile” emoticon (haha and 
:) ). The social pressures related to the native-teacher/
Korean-student authority and unfamiliarity limited the re-
sponses of some participants. The written language was 
similarly affected by the chat environment. It is possible that 
the writing style, including informality and misspellings are 
comparably less formal than ACMC teacher/student inter-
actions, such as email.

This study found that negativity was highly limited between 
participants. The anonymity of the participants was certainly 
that of strangers without f2f physical cues, but socially, the 
participants had important information that allowed them 
to situate themselves. Before the tutoring sessions, both the 
teachers and students were made aware that they were going 
to be part of a tutoring project and the students in this study 
were aware that their teachers were native-English speakers. 
This information was used by participants to act in certain 
roles not unlike traditional teacher-student roles.

Encouragement Excitement (!) Hesitancy
  Dyad 1

Student 
since they fought on the island, it 
divided into two pieces
Teacher 
nailed it
They fell into the ocean and kind 
red monster saved them
Student 
cant be better than this
Teacher
haha wow
full of confidence now!

   Dyad 2
Teacher 
Ok, good!
Let's look at picture B now.
Can you describe that picture?
Student 
Yes!! The man who ride a motobike hover 
in front of the car, so I can guess that bike 
drive horribly.  
Teacher 
Great! Yes, it looks like he is a terrible driver!
Student 
YES!!^^ 

Dyad 5
Teacher
good catch... when I type on the 
computer I misspell too 
anything else?
Student
actually, I can't get anymore..
Teacher
What about the word motocycle?
Student
Oh, is it motorcycle?
Teacher
perfect!

Table 4: Different examples of emotional categories related to teacher/student interaction.

Physical Written language Social closeness / distance
Time • Huge range of possible choices

• No time to keep looking for a “per-
fect” non-verbal cue.
• Familiarity

• Misspellings
• Similarities to f2f language 
classrooms?
1-on-1 tutoring?

• Pressures participants to respond 
more quickly, similar to f2f

Mode • Lack of visual cues increases use of “!”
• Less use of “.”

• Turn-taking emotion
• Encouragement
• Comprehension
• Non-formal standards

• Visual anonymity,
no increase in negativity
• Teacher/student environment

Table 6: Time and mode affordances in SCMC
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4. Discussion

5.1 Agentive Emotion Communication
How the participants were able to use the digital envi-
ronment to express traditional physical/emotional cues 
shows how important we view them as tools. An impor-
tant insight into the CMC teaching environment and 
expression of emotion however, is the active, willful de-
cision to use emotion.

Compared with f2f interactions where physical emo-
tional cues run parallel with the linguistic content (i.e. 
smiling while talking, nodding while listening), CMC 
environments require that the participant to 1) be 
knowledgeable about how to use “physical” cues in digi-
tal spaces and 2) exert their subjective agency to use 
emotion as communication. In terms of ICC then, part 
of successful emotion communication is in the use and 
understanding of shared emotional knowledge. From a 
CAT perspective, the default linguistic stance is one that 
optimizes the ability of both interactants to communi-
cate (Hamers and Blanc, 2000). With this in mind, while 
the environment affords the participants the choice to 
use English EC such as “lmao”, it never appeared in the 
tutoring sessions for this study, whereas “haha” was 
dominantly used by both NEs and KEs. 

The desire to build relationships with their partner also 
led some of the English-speaking teachers to use Korean 
emotional content, such as “ㅋㅋㅋ”. In Byram’s (1997) 
terms, this signals 1) intercultural knowledge 2) ICC 
interaction skill and 3) positive attitudes towards Korean 
culture. Additionally, the power-relationship not only 
between teacher-student but so-called native English 
speakers and L2 English speakers is one of social domi-
nance. The NE’s use of Korean EC styles signals some-
thing much different than a KE’s use of Korean EC. 
Table 7 shows how the NE uses Korean EC to express 
closeness with their Korean student, who is having dif-
ficulty with the English keyboard. Whereas the KE’s use 
of Korean EC in dyad 1 is possibly an act of social dis-
tance, let out due to the frustration of corrective 
feedback.

5.2 Closeness and Emotional Regulation
In attempting to determine whether or not teacher/stu-
dent pairs exhibit social closeness or distance under 
CAT (Giles, 2008), it became difficult to know whether 
or not instances of EC were actually emotionally distant 
or close. The lack of a comparable post-tutoring survey 
limits the ability of this study to determine whether or not 
there is a correlation between specific types of emotional 
content and satisfaction with tutoring interactions.

 However, using Matsumoto et al’s (2007) concept of 
emotional regulation, we can evaluate the EC interac-
tions in this study as attempts to maintain a relationship, 
even if the interactions are stressful or uncertain. While 
it might seem that examples such as dyad 6 in table 5 
suggest that the pair were becoming more emotionally 
distant, later on in the session the student expresses 
satisfaction with the tutoring session overall saying, “I 
enjoyed this task”. Hesitant reactions and use of “...” or 
uncertainty are not necessarily markers of emotional 
distance. Instead, they might suggest emotional vulner-
ability and signal to the other participant that they 
should signal closeness or also signal uncertainty. 
Hesitancy, it seems, can be a signal of trust and respect 
for the perceived social roles involved.

5.3 The Role of the Teacher    
It is worth noting that no teacher/student pair exhibited 
any of the behavior of negativity found in other CMC 
studies (McKee, 2002) that generally focus on peer ICC 
interactions. The social roles already mentioned played 
an important part in this, but not all dyads behaved in 
similar ways. Across the six dyads, three interactant 
types seemed to emerge. The most emotionally similar 
dyads seem to interact in more egalitarian ways, or as if 
they were friends. Three of the dyads seem to exhibit 
guide/follower roles, where the teacher uses encourage-
ment and hesitancy to guide the student through learn-
ing, but they aren’t seen as traditional teachers. Finally, 
one dyad exhibited a much more traditional teacher/
student relationship, where the student showed a lot of 
uncertainty, hesitancy and deferred to the teacher.

KE use of KEC NE use of KEC
Dyad 1

Teacher
"and kind red monster saved them"?
Student
the kind ~
Teacher
great ^^
Student
ㅎㅎ

Dyad 5
Student
Oh, I did misspelling a lot. I am not used to english key-
board. I have to change uncomfortable and motorcycle.
Teacher
Don't worry, I am used to an English keyboard and I 
always make mistakes ㅋㅋㅋ

Table 7: use of Korean EC conventions in SCMC
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Importantly, across all interactant types, participants 
seemed to demonstrate 1) adequate emotional regula-
tion and 2) Inter-cultural and SCMC knowledge. It 
would be reasonable that perhaps the teacher in the 
traditional teacher/student relationship might feel un-
comfortable due to the lack of positive emotional cues. 
However, the teacher seems to accommodate the stu-
dent’s hesitancy and continues to regulate their emo-
tional presentation and use encouragement to teach. 

As a teacher, the results of this study suggest that specific 
kinds of EC from students should not lead the teacher to 
assume social distance or that perceived social distance 
is harmful. Teachers interact with many more students 
than students will with teachers, so it is important that 
they be emotionally competent and regulate well. What 
may seem like an emotionally distant student may in 
fact just be different social expectations and pressures 
that they feel. It is perhaps a popular feeling that teach-
ers are already emotionally well-developed and know 
how to interact in ICC situations, but in fact teachers 
can be just as ignorant as anybody else, and they should 
prepare themselves with the same toolkit as students, in 
order to successfully navigate their interactions.

 6. Conclusion

This study attempted to investigate the kinds of emotion 
communication found in teacher/student dyads in in-
tercultural SCMC environments. It found that SCMC 
does not greatly change the type of emotional content in 
teacher/student interactions, but that style and writing 
conventions are reappropriated and used for new uses in 
order to fill the gap in physical and other nonverbal 
cues. The social expectations related to authority and 
nativeness, while challenged in many areas, need to be 
taken into consideration when teachers attempt to com-
municate emotionally with students and accommodate 
the various expectations that students have. 

6.1 Limitations
Not present in this study was a post-tutoring survey that 
could give the personal feelings of the participants of 
emotional closeness or distance. This is an important 
item which would help determine whether or not the in-
teractions really were evidence of accommodation or not. 
Additionally, while the focus of this study was specific to 
the intercultural aspect of non-Korean teachers and 
Korean students’ comparison with Korean teachers and 
Korean students might shed light on specific interactant 
cultural differences that are not entirely clear in this study 
alone.

 Additionally, this study examined just two, one-hour, 
tutoring sessions. The development of the teacher/stu-
dent relationship over a longer period of time would 

shed more light how and how much intercultural 
teacher/student pairs converge or diverge in their use of 
language and emotion communication.
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Appendix A: ICC Journal

1. Find each instance of emotion communication in the transcript. Instances include the initiating emotion and the 
respondng emotion. 

2. For each instance, complete the chart below. 

Dyad 
Which participants 
are involved?

Who initiated emo-
tion communication? 
Which emotion?

Did their partner 
respond emotionally? 
How?

Turns?
Was there evidence 
of social closeness or 
distance?

1. Of the total emotion communication instances, how many prompted responsiveness?

2. How many shared emotional content?

3. Linguistic development. First, look at the chart above. Did the same emotion communication occur more than 
once? In the first instance, what linguistic cues were used and what was the response. How many times did the same 
type of emotion communication happen?

Dyad Emotion communication shared Number of instances

4.Changes across tasks?

Dyad Emotion communication shared Change in number of instances?

5. For questions 5 and 6 above, how many instances of linguistic closeness/distance are there?

6. Look at the time and mode affordances

a. How is the affordance of time playing positive or negative roles in emotion communication?

b. How is the affordance of mode playing positive or negative roles in emotion communication?
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1. Introduction
The purpose of this literature review is to analyze and 
look at the different issues facing various multilingual 
societies. In this paper ‘multilingual’ will be used as an 
umbrella term that includes multilingual and bilingual 
countries. All over the world there are many countries 
that would be classified as being multilingual. To the 
surprise of some, there are actually more societies that 
are multilingual than there are monolingual. These lan-
guages that are spoken in cities and communities across 
the globe often serve specific functions in the daily lives 
of each inhabitant. From the student using English at 
school, to the mother speaking Mandarin at home with 
her children, to the businessman using German at his 
workplace, these languages are valued and used for dif-
ferent reasons. Different languages are viewed in many 
different ways, depending on who you are, which coun-
try you live in, and what you plan to use them for. In 
some cases, specific languages are viewed in a positive 
light, however in others, languages are viewed as a “nec-
essary evil” that may bring advantages in education or in 
someone’s career. 

There are many different issues that tend to come up 
over and over again in these societies. Languages can 
often be politicized, which can be seen in countries such 
as Canada, Belgium, and to a lesser degree, Switzerland. 
Sometimes these attitudes can be hard to change, due to 
the fact that languages can be so closely tied to one’s 
culture and history. In many cases, languages can divide 
nations and cause resentment towards others who do 
not speak the same language, or to those who don’t 
speak it well. With that being said, valuing different 
languages can bring success. It can help people strive for 

meeting specific goals and help them to feel as though 
they are part of a community of people who are like 
them. In the case of languages that are endangered, lan-
guages can either be revitalized or simply left to disap-
pear as the older population declines. In these such 
cases, the history and culture of a particular group can 
disappear with languages which makes the struggle for 
language preservation and revitalization all the more 
important. This paper will look further at this topic and 
many of the issues that people around the world face in 
their everyday use of languages. 

2. Literature review

2.1 Attitudes towards languages in multilin-
gual countries 
Attitudes can vary about languages no matter which 
country one lives in. For countries that are multilingual, 
there can be clashes with the other languages spoken in 
the country and could create an “us-vs-them” scenario. 
With that being said, there are situations where lan-
guages in a multilingual society can be viewed in a very 
positive light, especially in regards to international af-
fairs. In a country such as Morocco, there seems to cur-
rently be a divide between Arabic and French. For the 
older generation, Arabic is viewed favorably. However, 
for the younger generation French is favored greatly. 
According to Alalou (2009), a survey conducted 
amongst teachers of French in Morocco showed that 
many of them have positive attitudes towards the lan-
guage and see it as a language that shows an openness to 
world affairs. In the case of Luxembourg - which is con-
sidered the most plurilingual country in Europe - people 
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This literature review examines a multitude of issues that multilingual societies around the world face on a regular 
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always causes some form of turmoil between them. Some of the issues observed in this paper relate to education, 
economic factors, policy making, language rights and identity, immigration, and endangered languages. These is-
sues are important to look at due to the fact that they shape the political and social landscape of various societies 
and often have very serious outcomes and/or consequences. A majority of countries around the world are impacted 
in some way by at least a few of the topics that are mentioned in this paper. The goal of this literature review is to raise 
awareness about these issues and create a much needed dialogue on how citizens all over the globe can tackle these 
problems in their communities and countries. 
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there have the most positive attitude among Europeans 
for learning another language (Thogmartin, 2008). 
When surveyed only 12% of people said that they were 
not willing to learn another language, compared to 34% 
of Europeans who are not willing to learn another lan-
guage. This research demonstrates that a country such 
as Luxembourg is quite open to learning new languages 
for various purposes. 

2.2 Multilingual education
Multilingual education is an often delicate topic, as it is 
quite difficult to accommodate everyone. In certain so-
cieties, the presence of dozens of native languages at 
home can create a headache for governments and edu-
cational institutions over which languages should be 
taught. This tends to be the case in places such as the 
South Pacific, South Asia, and Africa. Using Uganda as 
an example - which is multi-ethnic and multilingual - 
there are over 40 different ethnic groups (Muzoora, 
Terry, & Asiimwe, 2014). The local languages, English, 
and Swahili all are considered to be important languages 
for students to learn. However, there is a difference in 
the way that they are learned. For students learning in 
rural areas, the local languages are taught up until third 
grade, and then students start to learn English begin-
ning in fourth grade. For urban students, English is the 
only language taught in primary school (Muzoora, 
Terry, & Asiimwe, 2014). The role of English in a glo-
balized world raises its value in this particular society. In 
some similar ways, we see the trend of focusing on dif-
ferent languages at various stages throughout primary 
and middle schools in Luxembourg as well. Students 
there begin learning German in their first year of school, 
and then French in their second year (David, 1994). 
There is a gradual shift from German to French through-
out the years. Students also learn Luxembourgish dur-
ing these stages. Belgium also has made a strong effort 
to promote multilingual education. Native speakers of 
Dutch will learn French as their first foreign language, 
while native French speakers will learn Dutch as their 
first foreign language. 

Although the system isn’t perfect, several European 
countries have managed to do an adequate job with 
fostering multilingualism. This might lead one to ask 
the question: Why is multilingual education so impor-
tant? According to Lo Bianco (2001), access to different 
forms of multilingual education is seen as a necessary 
right for all learners due to the fact that it represents a 
resource on the individual and societal level, as it in-
cludes intellectual, cultural, economic, social, civic, and 
human rights dimensions. This is a very interesting 
concept, as it states the importance and value of being 
multilingual. Lambert (1987) noted that bilingual chil-
dren have a much different perception of language that 
allows for them to have a great level of processing. This 

ultimately supplies the bilingual with great cognitive 
flexibility and more developed metalinguistic aware-
ness. Therefore as a multilingual citizen, one has the 
strong potential to be more open-minded and has the 
ability to interact with others. Grosjean (2010) echoes 
these feelings as he noted that the socio-cultural aspects 
offer real advantages for those who know and use more 
than one language in their everyday lives.

 An issue that sometimes is overlooked is the idea of a 
minority language. Students should also be allowed or 
encouraged to use their minority language during the 
earlier stages of their education. Grosjean (2010) states 
that if a student has the chance to use a minority lan-
guage in the first few years of school, it can have an im-
portant benefit for the child’s social, cultural, and psy-
chological skills. It can also aid with the acquisition of 
second language through the transfer of skills from one 
language to another. Therefore, there is evidence to sup-
port the value of multilingual education and the nuances 
that need to be considered when such systems are im-
plemented in multilingual societies. 

2.2.1 Economic factors in language learning
In multilingual societies, people from disadvantaged 
households often face the risk of falling behind their 
more affluent peers in terms of having equal access to 
good education. In a country such as Puerto Rico, low-
income Afro-Puerto Rican families use Spanish as their 
first language, but don’t have as many chances to learn 
English as other students from wealthier families 
(Pousada, 2008). According to Alalou (2009), only edu-
cated Moroccans speak French, lower-income citizens 
often only have access to standard Arabic (and possibly 
Berber). This again highlights the role that economic 
status plays in different multilingual countries. 
Economic factors often play a role in multilingual socie-
ties by limiting those that don’t have the means to learn 
other languages. The most disheartening thing about 
this is that the people in multilingual societies that have 
greater access to more languages means that they will 
have great economic opportunities, and the citizens 
from lower-income families will have less access to work 
their way up the socioeconomic ladder. However, this 
situation plays out all over the world and will unfortu-
nately continue to do so. When this scenario is left to 
work itself out, it could create more problems.

2.3 Using languages for different functions
Characteristics associated with creative individuals have 
In multilingual societies, there are so many opportuni-
ties for people to use different languages for different 
purposes. We can often see this in many European 
countries, where countries and borders are small, and 
there is a great deal of trade and business being done. 
Due to its high level of multilingualism, Luxembourg is 
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again another great example. Citizens of Luxembourg 
will often use their own language as a tool for communi-
cation amongst each other. Due to the small number of 
users, this language isn’t spoken outside of the country 
(for the most part). The most popular foreign language 
- French- is often used by citizens of Luxembourg to 
communicate with outsiders. As a result of its close 
proximity to both Belgium and France, many of the visi-
tors and workers in Luxembourg are French speakers 
(Thogmartin, 2008). It can be seen that the citizens of 
Luxembourg see the value and necessity of being able to 
speak multiple languages. 

Switzerland is another interesting example of a country 
where multilingual nationals use different languages for 
different functions. According to Ludi and Werlen 
(2005), a majority of German speaking workers in 
Switzerland report using English at work more than 
French. The same goes for French speaking workers us-
ing English more than German. It showcases the fact 
that a particular language, in this case English, serves a 
specific function in society. However, when most Swiss 
citizens are in their own communities, they will most 
often use the language of their linguistic territory, such 
as Swiss German, French, or Italian. 

Due to its colonial past, we see how English and Spanish 
are both used for very different functions in Puerto 
Rico. According to Pousada (2008), even though most 
Puerto Ricans use Spanish for daily communicative 
functions, English is still the language when dealing 
with any government sectors. This again goes back to 
the territorial ties to the United States. The need for 
proficiency in both languages highlights the importance 
of multilingualism. Puerto Rican citizens could survive 
mostly by using Spanish in their daily lives, however the 
need for English is highly important for official pur-
poses. If a Puerto Rican citizen is working as a judge, a 
government employee, or in academia, the need for us-
ing English would be far greater than the average 
citizen. 

2.4 Politicizing language
No matter what country you live in, language is con-
stantly being politicized. It is often used to push an 
agenda or drive a wedge between various ethnic, reli-
gious, or political groups. In the United States, we often 
hear about how people coming from Latin America or 
Asia should learn to speak English or leave. The same 
situation is often echoed in Australia, which is primarily 
a monolingual country, that doesn’t seem to have any 
desire to be multilingual. In the case of multilingual 
countries, Canada is a place that has had its fair share of 
bickering amongst the French and English speakers. 
According to a Canadian Royal Commission Report 
(1965), many of the French elites in Canada feel that 

there is a constant collision with English speakers in 
positions of control. Here we see the “us-vs-them” sce-
nario playing out amongst those in power. These feel-
ings have helped to create a political and cultural power 
struggle amongst some Canadians. Similar to Canada, 
Belgium comes to mind in relation to how the country 
is divided over the issue of multilingualism. The situa-
tion there is very complex, due to the shift of power be-
tween the Dutch and French speaking parts. For the last 
several decades, the Dutch speaking part of Belgium has 
become more wealthy, powerful, and influential. As Van 
Haegendoren (1965) points out, the French minority 
have increasingly tried to hang on to positions from 
when the French speaking Walloons had more power. 
This shows the possible sense of paranoia that certain 
ethnic groups can feel from more powerful ethnic 
groups in a given society. Again, we see how this can 
create a sense of negativity and throw gas on the politi-
cal fire.

2.4.1 Nationalist views and multilingualism
There tends to be a trend in multilingual countries that 
repeats itself over and over again. Language is always 
political and can often cause struggles between ethnic 
groups within a country. Morocco has run into this 
problem, due to the nationalistic views that push for the 
study of Arabic language over French language and the 
complete dismissal of the Berber identity, language, and 
culture (Alalou, 2009). This type of nationalist practice 
has the potential to be socially destructive and cause 
conflict. A similar situation plays out in other countries 
where monolingualism creates conflict, but the promo-
tion of cultural multilingualism can help to promote 
cultural understanding. According to research from Loh 
(1975), highly proficient French and English bilinguals 
in Canada and highly proficient Flemish and French 
bilinguals in Belgium had the tendency to be more at-
tached to Canadian and Belgian heritage than their less 
bilingual counterparts. This is an interesting concept 
that specifically looks at the cultural aspect of being 
multilingual. As noted by Lambert (1967), the learning 
process is accompanied by internalization of cultural 
features of the language community. Therefore, in these 
particular cases, when citizens were proficient multilin-
guals, they were more tolerant of each other’s cultures 
and committed to the greater good of their country. This 
would probably not be the case in monolingual coun-
tries, as monolingual citizens possibly wouldn’t be as 
accepting of other cultures and languages. 

2.4.2 Policy making in multilingual societies
Policy making in multilingual and multiethnic coun-
tries is extremely difficult. There are many opinions, 
emotions, and agendas that can influence such policies. 
Sometimes, the situation can be chaotic and breed re-
sentment. If the situation is built on a poor foundation, 
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there is no doubt that it will be setting itself up for fail-
ure. This is especially the case in Africa, where there are 
various tribal languages that coexist with colonial lan-
guages. Many scholars in these countries can’t seem to 
escape their colonial past and often have trouble with 
modernizing their education systems. According to 
Smith (2009), the policies that are currently in place 
continue to recreate and maintain the status quo, all 
while marginalizing and discriminating against other 
languages that exist in the country. This problem is ex-
acerbated by the fact that resources and funding are 
limited and don’t allow for new ideas. The Philippines is 
another case where policy and reality sometimes don’t 
match. Gonzalez (2003) discusses the issues with 
Filipino and English, as Filipino is supposed to be the 
official language and increasingly the language of aca-
demia. However, English tends to still dominate aca-
demic subjects such as math and science, along with 
government and business transactions. The policy to 
make Filipino the more widely used language has been 
in place for some time now, however bureaucrats just 
continue to go along with what they already know. 
Gonzalez (2003) notes that even with planning, there is 
still a lack of implementation which demonstrates how 
such policies have failed. 

2.4.3 Language rights and identity
In most multilingual societies, there exists a constant 
battle to maintain languages of less dominant groups. It 
is very rare that you will find a multilingual society 
where every language is considered completely equal. 
There is often one language that is used by a larger por-
tion of the population or a language that is seen as being 
more dominant. In Canada, there are approximately ten 
million French speakers. The French language is so 
closely tied to the identity of francophones in Canada. 
Without their language, they would likely feel stripped 
of their cultural heritage. French Québécois often feel 
attacked and alienated by the rest of the English speak-
ing population in Canada. There is also a high level of 
resentment due to the fact that anglophones in Canada 
can easily get away with not learning French, however 
francophones most often need to learn English in order 
to have better job prospects. Rioux (1971) noted that 
due to the fact that a francophone needs to sacrifice part 
of his linguistic and cultural identity for career advance-
ment creates a sense of “profound alienation”. Canada is 
an important case because the debate over the issue of 
language rights has had a history of becoming extremely 
heated. Appiah (2006) makes a valid argument that 
Quebec should mandate that all of its schools produce 
competence in the “political languages”. Due to the fact 
that Canada has two political languages (French and 
English), anglophone parents sending their children to 
English language schools in Quebec should be taught 
French, as well as anglophone children attending French 

schools should have the right to gain literate mastery in 
their own language (the same way minority language 
students do). Taking these ideas into consideration 
could be a very helpful step towards not only promoting 
language rights, but also promoting understanding be-
tween the anglophones and francophones of Canada. 

Looking at Uganda again as another example, a critical 
issue that faces urban students in Uganda is the fact that 
they only get instruction in English, whereas the rural 
students get instruction in the local languages and 
gradually switch to English. According to Muzoora, 
Terry, & Asiimwe (2014), by denying urban children the 
chance to learn their local language at school, they are in 
a sense, leaving their real identity at home. Those lan-
guages are so closely tied to one’s culture, and what de-
fines them as a person or a part of their community. 
Muzoora, Terry, & Asiimwe (2014) also state that all 
learners’ first languages are beneficial for facilitating lit-
eracy development and helping them to improve in 
their L2. There is a possibility that by denying students 
the right to learn their local language, yet forcing them 
to study a foreign language does more harm than good 
in the long term. Language, culture, and identity are 
closely intertwined and should not be isolated from one 
another. 

2.4.4 Linguistic borders and the separation of 
languages
In some countries, there are distinct regions or borders 
that help to separate ethnic groups and languages. 
However, some countries have invisible borders that di-
vide the country and create specific areas where there 
are speakers of a particular language live. It is easy to see 
this in a country such as Switzerland, where four differ-
ent languages are separated. Those languages include 
German, Italian, French, and Romansh, however Swiss 
German and French are the more widely spoken 
languages.

According to Thogmartin (2008), in Switzerland there is 
a territorial language policy, which states that whoever 
crosses these boundaries must learn the language on the 
other side. Rash (2002) points out that it’s possible that 
we don’t often hear about conflict between the languages 
in Switzerland due to the fact that it’s not in the nature of 
the Swiss to publicize internal language problems 
abroad.  These linguistic boundaries exist in Belgium as 
well, however there seems to be a much higher level of 
contention across the linguistic borders. 

Throughout the short history of the country both ethnic 
groups have felt linguistically threatened by one another, 
which has fueled the animosity more so than in 
Switzerland. A possible reason for frustration towards 
the French speaking area of Belgium (Wallonia) could 
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have to do with the fact that when surveyed, 59% of 
Flemish claimed to have the ability to speak French, 
whereas only 19% of French speakers claimed to speak 
Dutch (Ginsburgh, 2006). Despite the fact that these 
two ethnic groups share the same country, they are di-
vided linguistically. It could be possible that with the 
exception of the capital city, Brussels, the linguistic 
boundaries contribute to the linguistic divide, especially 
amongst the French speaking Walloons. 

2.5 The impact of immigration on multilin-
gual societies 
Immigration has always had a profound impact on mul-
tilingual societies and continues to do so in current 
times. Western Europe is a favored destination for many 
immigrants, due to its excellent record for human rights, 
peace, prosperity, and social welfare. This is especially 
the case in current times, with many immigrants from 
Africa and the Middle East heading for Europe. 
However, we have to look at how this has an effect on the 
use of languages in these societies. If one looks at a map 
of the colonial past of the Middle East and Africa, they 
will see that the British and French colonized large por-
tions of both. To a lesser extent, Portuguese, Dutch, 
Italian, and Germans also were responsible for coloniz-
ing parts of both regions. However, now that immigrants 
are looking to places such as Europe for a better life, it is 
changing the need and use of specific European 
languages. 

When we examine a country such as Belgium, there are 
two dominant languages, which would be Flemish and 
French. However, according to Lehman (1991), many 
immigrants that move to Belgium tend to use/learn 
French and want their children to go to French schools. 
The most likely reason for this would be the fact that 
French is a much more “global” language than Dutch/
Flemish. In addition to that, some immigrants may be 
coming from French speaking countries or countries 
where they have some exposure to French from the co-
lonial past. We see immigrants in Switzerland choosing 
French over German as well. According to Ludi and 
Werlen (2005), among immigrants’ Swiss-born chil-
dren, 80% living in the French speaking part choose 
French as their primary language but only 60% of those 
living in the German speaking part choose to learn 
German as their primary language. We see a considera-
ble difference between those that opt to learn French 
versus those that choose to learn German. As we saw 
with the situation in Belgium, it seems as though many 
immigrants prefer to learn French, or even English due 
to the fact that both are considered by many to be global 
languages. It is very likely that the current trend of mi-
gration will continue to change the way that languages 
are used. 

2.6 Endangered and dying languages of 
multilingual societies
An issue that increasingly faces many multilingual soci-
eties around the world is the issue of languages that are 
endangered and disappearing from society. It is often 
the case in our rapidly changing world that globalization 
is to blame for this. Ostler (1999) describes this best by 
noting that the global economy tragically forces people 
from small communities that are not industrialized, to 
choose between their native tongues and participation 
in the larger world. In situations where people from 
small, rural communities can’t find work, they will be 
pushed into the bigger cities which will usually use a 
more dominant language. Some examples of the domi-
nant languages that could be used in big cities around 
the globe could include English, French, Spanish, 
Swahili, Tok Pisin, Hindi, Tagalog (Filipino), or 
Mandarin to name a few. Although these examples of 
more global languages can coexist with local languages, 
Ostler (1999) mentions that more often than not, the 
local languages will be replaced by more useful tongues 
as the older population dies and the tradition declines. 
According to Nettle and Romaine (2000), even a lan-
guage such as Maori, which has over 50,000 speakers, is 
in danger of disappearing due to the social pressure in 
New Zealand to use English. Although this is surprising 
in one way, a language such as English is so global and 
so powerful that it causes a language such as Maori to 
feel the pressure of disappearing. Of course, it could 
take generations for this to happen, but could occur 
faster if the Maori speaking community as a whole 
doesn’t come together to support their language and 
culture. 

When we look at Araki - which is a language spoken in 
Vanuatu - it is a perfect example of a moribund lan-
guage. Vari-Bogiri (2005) provides several pieces of evi-
dence to suggest why this is the case. The number of 
fluent speakers of the Araki language on the island of 
Araki is about 12%. With that being said, most of them 
are over the age of 40. This clearly threatens the lan-
guage, because a majority of younger residents of Araki 
are passive learners of the language who don’t use it on a 
regular basis. Another observation that Vari-Bogiri 
(2005) determined from her research is that many kin-
dergarten teachers on the island of Araki use the lan-
guages Tangoa and Bislama in the classroom. This is 
extremely detrimental to the Araki language due to the 
fact that young learners aren’t getting many chances, if 
any to use Araki. Lastly, Vari-Bogiri (2005) found that 
due to a high level of inter-island marriages, most mar-
ried couples use Tangoa or Bislama due to their higher 
statuses of use in Vanuatu. In addition to all of these 
threats from local languages, both English and French 
are the main languages of formal education and official 
languages of the country. Vari-Bogiri (2005) mentions 
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that schools actually encourage French and English in 
order to do well in school. All of these factors create a 
perfect storm for threatening the Araki language and 
showcase it as a worst-case scenario for language 
survival. 

Many of the situations that the Araki language is en-
countering, are also playing out in different parts of 
Mexico. Mexico is home to 143 indigenous languages, 
with 60 of them currently being in danger of extinction 
according to Ketrick (2014). Spanish is the most widely 
used language in the country and a very global language 
that is used in the schools and workplaces across Mexico. 
Ketrick (2014) notes that like Araki, many indigenous 
languages throughout Mexico are being learned pas-
sively by the younger generation. Instead, they choose to 
put more emphasis on Spanish. The biggest reasons for 
this shift is that Spanish is the language of media, educa-
tion, and governmental institutions. Increasing num-
bers of young indigenous people in Mexico see less and 
less value in learning their ancestral languages. 
According to Ketrick (2014), young people are usually 
able to speak the region’s indigenous language, but feel 
more comfortable when using Spanish. Ketrick (2014) 
mentions that another issue is that many teachers come 
from different parts of Mexico, and very often are inca-
pable of speaking the local indigenous language. Araki 
faces this same type of situation, as mentioned earlier. 
Although Mexico and Vanuatu may be on completely 
different parts of the world, local languages in both 
places are facing many of the same obstacles in order to 
stay alive. 

2.6.1 The consequences of letting languages die
Allowing languages that are endangered to die could 
have extreme ramifications that many people would 
never even consider. This is especially the case with oral 
languages. According to Ostler (1999), once an oral lan-
guage is gone, it’s gone forever. The problem with this is 
that we never know what helpful information or per-
spectives we can gain from having these languages. 
Wurm (2001) gives an example from Australia, where a 
nurse followed the advice of the aboriginals in order to 
use lotion that was made from a local plant to heal ul-
cers of patients in a local hospital. Originally, the west-
ern medicines that were used, had little to no effect on 
the ulcers. Although the nurse was unsure of doing so at 
first, she used the lotion and it turned out that it did in 
fact heal the ulcers of the patients. The knowledge to use 
this remedy came from a traditional language. Without 
that language, no such cure would have been used. The 
claim is made by Oster (1999) that future survival may 
depend on what cultures that existed at the Arctic Circle 
or the equator once knew. Survival skills from the past 
and present could be necessary for helping future gen-
erations. Therefore, it is important to create awareness 

around the world about endangered languages, which 
will hopefully help to improve the chances of their sur-
vival. Languages are much more than just words on pa-
per or oral utterances. They are windows into the cul-
ture, history, and accomplishments of generations 
before us.

2.6.2 Revitalization of endangered languages
Despite the fact that the world is becoming more glo-
balized and certain languages are rapidly becoming 
more threatened, communities around the globe are 
getting help from linguists and from within to preserve 
their languages and heritage. Aboriginal languages 
across Canada, New Zealand, and Australia have seen a 
sharp decline. According to McIvor (2009), indigenous 
languages and dialects in Canada have decreased from 
450 to just 60. In Australia, the number of aboriginal 
languages has gone from 250 to 145 according to the 
Australian Institute of Aboriginal and Torres Strait 
Islander Studies (2006). With all of that being said, strat-
egies are being implemented in these places in order to 
save some of these languages. The idea of using bilingual 
books to preserve these indigenous languages has been 
introduced in some places. The rationale behind using 
these bilingual books for children is that children are the 
most critical aspect of preserving these languages. 
Haddaway and Young (2014) note that the use of bilin-
gual books in early literacy may facilitate the revitaliza-
tion of indigenous languages. In addition to that, indig-
enous bilingual books can also help to create awareness 
of these indigenous cultures and languages amongst 
people who don’t belong to aboriginal communities. 

Another method that is being used in Thailand in order 
to revitalize local languages is teaching folktales in those 
languages. Again, we see children being the target of 
such methods due to the fact that they are future of these 
communities, and without them these languages would 
not be able to survive. Research from Tossa (2008) dis-
cusses how villages in northeastern Thailand mostly 
learn Thai and English in school, while ignoring their 
local languages. She even mentions how villagers in Isan 
(northeastern Thailand) are embarrassed to speak their 
local languages in front of urbanized Thai. Tossa (2008) 
also discusses how less than 50% of children are learn-
ing the Isan local languages. This was the motivation for 
introducing a program to teach Isan folktales at school. 
The project that Tossa introduced, would get the teach-
ers and the family involved in the process. Parents would 
teach the stories to their children, teachers would help 
the students practice, and then the children would tell 
the stories at school in their local Isan language. The re-
sults from Tossa’s research showed that most groups 
improved in their knowledge of their local languages. 
Even for the few students who did not improve, surveys 
showed that their attitudes and awareness did. 
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There have been many successful attempts throughout 
history to revitalize languages that were either extinct or 
very close to being so. Ostler (1999) mentions how the 
Cornish language of southwest England had all but dis-
appeared in 1777, only to be revived in recent times due 
to surviving documents. The language now has approxi-
mately 2,000 speakers due to the descendants of Cornish 
speakers using it and teaching it to their children. 
Hebrew is another language that for a long time only 
existed for religious and scholarly purposes. According 
to Ostler (1999), it experienced a new life when it was 
introduced into Palestine as a spoken language, and later 
became the official language of Israel once it was estab-
lished. It is also worth mentioning that both Welsh and 
Navajo speakers were able to breathe life back into their 
language when immersion schools were established to 
allow for bilingual education of both of the “cultural” 
language and the lingua franca. Both of these languages 
may not be widely spoken, but they were given a lifeline 
due to the attempt at exposing the youth to these lan-
guages. Although there does exist a certain level of lin-
guistic Darwinism that eliminates the languages which 
do not have enough vitality to survive, the examples 
discussed in this section show that with time and effort, 
different societies can help to preserve the languages 
that have contained their heritage and culture for centu-
ries, or even millennia. 

3. Conclusion 

To summarize this literature review, we can say that 
multilingual societies face a multitude of issues. The at-
titudes can vary depending on which country you are in, 
however most people who live in multilingual societies 
seem to understand the benefits of having access to, and 
using different languages. According to a survey per-
formed by the European Union, Grosjean (2010) dis-
cusses that language is the path to understanding other 
ways of living and helps to facilitate working, studying 
and traveling. All of this combined, can foster intercul-
tural communication. With that being said, there is still 
a lot of work to be done in many multilingual societies. 
Failed policies, disagreements about how languages 
should be taught and implemented, and lack of proper 
access to multilingual education for the less fortunate 
are all issues that need to be addressed. Countries such 
as Canada and other European countries are prosperous 
enough to deal with these issues in a mostly organized 
fashion and are able to see moderate success. However, 
less affluent multilingual countries in Africa, the Middle 
East, South Asia, and the South Pacific tend to struggle 
greatly with many of these issues mentioned in this lit-
erature review. Lack of funds, oversight, corruption, and 
turmoil left over from the colonial periods tend to leave 
these places at a disadvantage. Perhaps there should be 
more attention from international organizations to pro-
vide help and resources to countries that are incapable 

of having the ability to successfully maintain a multilin-
gual society, or maybe this should be left to the people of 
those countries to work out these issues on their own. 
With that being said, the research tends to show that 
while multilingual countries have their issues to deal 
with, the exposure to different languages tends to offer 
advantages that monolingual countries simply don’t 
have the luxury of experiencing. 
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1. Introduction

Instructional design is a system of procedures for devel-
oping education programs in a consistent and reliable 
fashion. The use of systematic design procedures can 
make instruction more effective, efficient and relevant. 
The first step in designing a program includes an analy-
sis (Gustafson & Branch, 2002). If ESL instructors do 
not know their students and their needs, then writing 
standards, developing a curriculum and creating assess-
ments becomes challenging. Therefore, instructors need 
to shift their attention towards conducting needs analy-
ses. A needs analysis is used to collect and analyze infor-
mation about learners to set the goals and content of a 
language curriculum based on the learners. A good 
analysis also involves a situation analysis, which ana-
lyzes the target-learning situation to determine what 
knowledge and abilities the learner needs to acquire to 
be able to preform to the required degree of competence 
in the target situation (Hutchinson & Waters, 2010). A 
needs analysis is essential as it is the foundation on 
which all other decisions are made. After a needs analy-
sis is conducted, teachers are able to design and write 
objectives in measureable terms, classify learning as to 
type, and specify learning activities. Next, teachers de-
velop and prepare student materials as specified during 
the former stages. Teachers then implement and deliver 
instruction in the setting for which it was designed. 
Finally, teachers evaluate learners with formative and 
summative assessments based on measurable learning 
objectives (Gustafson & Branch, 2002). 

Currently, I teach English as a foreign language at an 
elementary school in Seoul. I am in the process of de-
signing an afterschool English class for fifth grade stu-
dents. Since many students have expressed a dislike for 
the materials used in their English classes, I would like 
to create an engaging English class based on their needs 
and wants. To achieve this I will conduct a needs analy-
sis to determine my students’ needs and wants. These 
results will help me to develop and write measurable 
learning objectives. Then I will use the results to evalu-
ate and choose engaging materials that support both the 
needs analysis and the course syllabus/objectives.  Last, 
I will provide a brief explanation of how the materials 
will be used in the classroom.

2. School and Student Profile
I teach English as a foreign language at a private elemen-
tary school in Seoul to affluent fifth grade students. 
Students completed a placement test before entering the 
fifth grade and the 12 students who scored the highest 
from each class were selected to study in the advanced 
A-level English class. The students range from interme-
diate mid to advanced low on the ACTFL scale (“ACTFL 
proficiency guidelines 2012,” 2012). Many of them have 
lived abroad in English speaking countries, and study at 
private English language institutions. They are avid 
readers in both English and Korean and are eager to 
share new books they are reading. Additionally, the ma-
jority of students are comfortable participating in group 
or teacher-led discussions. Currently, the fifth grade 
students participate in English class three times a week, 
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once with a Korean English teacher and twice with a na-
tive English teacher. They use an American language 
arts textbook called Catch a Wave, which focuses on 
reading skills and strategies such as learning vocabulary 
from context and user-friendly definitions, and improv-
ing text comprehension with critical thinking 
questions. 

Currently our English program has no written mission 
statement or set syllabus. I create my own syllabus based 
off the provided textbook using the post hoc approach 
(Hutchinson & Waters, 2010). The purpose of the sylla-
bus is to satisfy administration and parents, but it lacks 
clear objectives and is rarely followed. Although the 
English program has no clear objectives, the principal 
stated that the aim of our classes should be to make 
English an enjoyable subject to study. Students should 
build a positive relationship with the English language 
and their teachers through participation in engaging 
classes. This means that our students do not complete 
homework and only take one final test at the end of the 
semester, which assesses vocabulary and content 
knowledge. 

I believe a needs analysis should be carried out in my 
classes to help create a better ESP/CBI syllabus for lan-
guage arts based on students’ motivations and their 
psychological and social needs. This is needed because 
many students have expressed a strong dislike for their 
current textbook – they find the content boring and do 
not like the question/answer critical thinking questions. 
Furthermore, on a number of occasions they have in-
quired about reading novels during English class. If the 
goal of our English program is to help students build a 
positive relationship with English by engaging in fun 
and interesting material, then I need to strongly con-
sider what materials I use, and how I teach the material. 
I also need to plan meaningful tasks for students and 
provide clear feedback to help students improve. While 
I am unable to change the materials for the fifth grade 
advanced English class, I am able to design an after-
school English program. This 80-minute class would be 
open to any student who wanted to join. Completing a 
needs analysis will help me design an engaging syllabus 
based on materials that are more suitable for students 
who express interest in this class. 

3. Needs analysis
Assessment of needs from the individual learners’ per-
spectives is an important part of any good content based 
or ESP class (Belcher, 2006). The needs analysis initiates 
and guides CBI curriculum development since good 
learning programs are responsive to learner needs 
(Hutchinson & Waters, 2010). A good analysis involves 
surveying the learners to collect data on their back-
ground, goals, linguistic and behavioral demands and 

preferred learning and teaching strategies. From this 
data, teachers are able to create a definition of objectives 
and content of each course according to learners’ needs 
in the target language (Eslami, 2010). However, the 
question exists, what are “needs?” 

“Needs” can be divided into three subcategories: neces-
sities, lacks and wants. These categories address the 
question, “What knowledge and abilities will the learn-
ers require in order to be able to perform to the required 
degree of competence in the target situation?” 
(Hutchinson & Waters, 2010, pp. 60). Necessities are 
determined by the demands of the target situation. They 
are what the learners need to know to function effec-
tively in the target situation. These needs include knowl-
edge of linguistic features such as discoursal, functional, 
structural and lexical features. The instructor also needs 
to know what a learner already knows, so they are able 
to decide which of the necessities they lack. Teachers 
should match target proficiency to the existing profi-
ciency of the learners. The gap between the two is re-
ferred to as the learner’s lacks. However, assessing a 
learner’s needs cannot only be objective. The instructor 
also needs to consider what the students’ wants are. 
Students always have a view as to what their needs are 
which may often conflict with the teacher’s standpoint. 
This is because there is no necessary relationship be-
tween necessities perceived by the teacher and what the 
learners want or feel they need (Hutchinson & Waters, 
2010). This is especially true for the students I teach. My 
understanding and the school’s understandings of why 
students must learn English are vastly different. If these 
views conflict, it may have a de-stabilizing effect on mo-
tivation. Thus it is important to remember that ESP 
courses should be based on the principle of learner in-
volvement and the inclusion of learners’ wishes and 
wants (Hutchinson & Waters, 2010). 

3.1 Needs Analysis Design
The objective of my English program is for students to 
have fun while building a positive relationship with the 
English language. Thus I decided to focus my needs 
analysis survey on student wants (see Appendix A).  
Section 1 seeks to determine the reasons why the learn-
ers are studying English. The analysis also examines the 
perceived importance of different English skills and 
provides insight into which language skills students en-
joy most. This is achieved by ranking reading, writing, 
speaking, listening, vocabulary and grammar from their 
favorite to their least favorite. Next, students will read 17 
statements related to reading, speaking, writing and lis-
tening and indicate how much they personally agree or 
disagree with the given statement. This section will help 
the teacher determine which skills the students like or 
dislike and the reasons behind their choices. For exam-
ple, students may dislike speaking because they lack 
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confidence in their speaking abilities or they may dislike 
reading because they have a difficult time understand-
ing what they read. This information will help me deter-
mine which tasks the students will find enjoyable. 
Ultimately I hope that by using the analysis to inform 
my decisions, I will be able to change any negative opin-
ions related to the four language skills. Additionally, the 
analysis will shed light on learning styles. Some students 
may prefer group projects over individual work and 
some may need to study in silence while others are com-
fortable working with noise. A student’s learning style 
will effect what kind of instruction is given during les-
sons, as well as the tasks students complete. Last, the 
analysis will ask students to answer nine questions re-
lated to their interest in reading. Considering what stu-
dents like or dislike is the key to their motivation. 
Therefore, I hope these answers will provide insight into 
what kind of texts and topics students are reading in 
English or Korean. Students will also be given a chance 
to provide suggestions for what they would like to read 
or study during English class.  

3.2 Results of the Needs Analysis 
Thirty-three fifth grade students completed the needs 
analysis survey and 20 students expressed interest in 
joining an afterschool English club. Since these students 
are interested in joining an English club while the other 
students are not, I decided to focus on analyzing their 
needs analyses. 

The results in table 1 reflect how students ranked the six 
skills based from what they want to practice to what 
they do not want to practice. Reading, speaking and lis-
tening were ranked most often in the top three skills, 
suggesting that students would enjoy practicing these 

skills most in the English class. These results in Table 2 
indicate that students are not interested in practicing 
grammar or vocabulary. Furthermore, although some 
students ranked speaking among the bottom two skills, 
their likert results suggest that they agree that becoming 
a good speaker is important. The results also suggest 
that speaking may have been ranked last because these 
students lack confidence when speaking in English and 
feel uncomfortable participating in teacher-led or group 
discussions.

Rating skills from favorite to least favorite allows teach-
ers to understand what skills students want to practice, 
while the likert statements provide insight into the rea-
sons why students feel this way. Eight students ranked 
writing as a skill they would not like to practice. 
However, seven of these students agree that becoming a 
good writer is important. Furthermore, it is important 
to note that they all enjoy creative writing, but dislike 
journal writing. Currently, students have limited oppor-
tunities to engage in creative writing in their English 
classes. One of the only times they have an opportunity 
to write is when completing their weekly journal entries 
on assigned topics. Perhaps students’ feelings towards 
writing would change if they were able to engage in 
more meaningful, creative writing assignments instead 
of weekly journals. Next, since speaking was ranked 
high among the six skills it is no surprise that 17 out of 
the 20 students agree that becoming a good speaker is 
important to them. However, as previously mentioned, 
nine students lack confidence when speaking in English. 
Some students are uncomfortable sharing their ideas 
with others and speaking in group discussions, while 
others do not like to answer questions during teacher-
led discussions. Students feel that speaking is an 

Skill Ranked #1 Skill Ranked in the top 3 
Reading 10 students Reading 16 students
Speaking 6 students Speaking 13 students
Writing 2 students Listening 11 students 
Listening 2 students Writing 9 students 
Grammar 0 students Grammar 7 students 
Vocabulary 0 students Vocabulary 4 students 

Table 1: Top ranked skills

Skill Ranked #6 Skill Ranked in bottom 2 
Reading 1 student Reading 3 students
Speaking 1 student Speaking 5 students
Writing 0 students Listening 5 students 
Listening 5 students Writing 7 students 
Grammar 8 students Grammar 10 students 
Vocabulary 5 students Vocabulary 10 students 

Table 2: Bottom ranked skills
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important skill and they want to become good speakers, 
therefore lessons and activities should be focused on 
building and encouraging speaker confidence. 

The questionnaire section of the analysis provided valu-
able insight into what the fifth-grade students are read-
ing in English and Korean. It is evident that the students 
enjoy reading since all 20 students said they read in 
Korean and 19 students said they read in English out-
side of class. The results show that the majority of stu-
dents like to read comics or novels while a few of them 
read Internet websites or magazines. Since students en-
joy reading novels and comics, I think they should have 
the opportunity to read these kinds of books during 
English class as well. The students are interested in a 
variety of genres; however the results show that they 
enjoy reading fiction novels the most. The most popular 
genres were mystery, crime, horror and adventure. 
Students wrote that they enjoy reading mysteries be-
cause they create feelings of panic and they enjoy feeling 
scared. Mysteries are also thrilling and fun. Students 
stated that fantasy books allow them to imagine many 
new and interesting things. While crime books let them 
become detectives, collect clues and solve problems. The 
genres that the students enjoy evoke strong emotions 
whether it is fear, suspense, controversy or creativity. 
The problem with the current text used in their main-
stream English class is that it is devoid of emotional 
content. The students do not have the opportunity to 
connect with characters or narratives, therefore they are 
not excited to find out what will happen next. The sto-
ries they are assigned in class often lack an interesting 
plot line and have no climax. Furthermore, the genres in 
Catch a Wave are non-fiction or realistic-fiction short 
stories with no mysteries or adventures. 

Students were also asked to describe their favorite book 
and to explain why they liked it. All twenty students 
wrote about English novels (see Appendix B). Most of 
these novels are popular, highly-rated American novels. 
Furthermore, many of the novels are written by award-
winning authors and a number have won the Newbery 
Book Award. These books include a range of genres in-
cluding realistic fiction, fantasy, dystopia, mystery and 
historical fiction. Students said they enjoyed these books 
because they are fun, interesting and thrilling. I will use 
Amazon.com, Goodreads.com and the Newbery Award 
list to identify books that are popular with students their 
age. Amazon and Goodreads will also allow me to input 
the booklist (see Appendix B) to the website and gener-
ate a list of books that are similar to those listed.

4. Syllabus Design 
The results of the needs analysis provide a better under-
standing of what skills the learners would like to prac-
tice, which materials they would like to use, and what 

style of learning they are comfortable with. However, a 
good English course needs to turn these results into 
standards and objectives. Formulating goals and objec-
tives allows the teacher to create a clear picture of what 
the course will be about (Sysoyev, 2000). Objectives 
should be written in the form of specific statements and 
are important for informing what learners will do and 
achieve during instruction and upon completing the 
course. Objectives also function as a measuring tool that 
connects to the assessment step (Gustafson & Branch, 
2002). 

My needs analysis indicated that many students have 
lived abroad or hope to study at an international school 
in the future therefore, I decided to adapt the Common 
Core language arts standards for the fifth grade with a 
focus on reading, speaking and language skills (see 
Appendix C). I chose reading and speaking because the 
needs analysis results suggest that these are the skills the 
fifth grade students would like to practice the most. The 
Common Core language objectives were adapted be-
cause there are clear learning goals that outline what a 
student should know and be able to do at the end of each 
grade. The standards were created to ensure that all stu-
dents graduate from school with the skills and knowl-
edge necessary to succeed in college, career, and life, 
regardless of where they live (“Common core state 
standards initiative,” 2015). This is important for my 
students since many of them want to attend American 
or international high schools or universities. The 
Common Core standards are:

 • Research and evidence-based
 • Clear, understandable, and consistent
 • Aligned with college and career expectations
 • Based on rigorous content and application of 

knowledge through higher-order thinking skills
 • Informed by other top performing countries in 

order to prepare all students for success in our global 
economy and society

The syllabus I have designed for the reading program is 
an evaluation syllabus and outlines the skills and strate-
gies students will learn throughout the course. I chose to 
use an evaluation syllabus because currently my school 
does not provide students with a statement of what is to 
be learned in their English courses. In other words, they 
do not know what the course will focus on, what will be 
tested, and what the goals are. Furthermore, an evalua-
tion syllabus provides students with learning outcomes 
while still providing freedom to adapt and change how 
and when the material is taught and learned. The read-
ing, language, and speaking and listening standards can 
be learned using any material that the students find in-
teresting and studied and practiced in conjunction with 
one another numerous times throughout the course.   
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4.1 Reading
The results show that the majority of students enjoy 
reading and that becoming a good reader is important 
to them. The Common Core reading standards will 
teach students important reading skills that they can use 
in all other subject areas. They will learn how to identity 
themes, compare and contrast characters or setting, de-
scribe how a narrator’s point of view influences story 
meaning, and summarize the plot. They will also learn 
how to use reading strategies to help with comprehen-
sion breakdown. These skills include activating prior 
knowledge, making predictions, and identifying key 
details. I hope that by practicing these reading skills, 
students will develop their higher-order thinking skills 
and become more critical readers.

4.2 Language Standards 

Although the needs analysis shows that students do not 
like studying vocabulary, language is still an essential 
part of reading. I will use the Common Core language 
standards to teach vocabulary in a way that is different 
from how they currently study vocabulary. Students will 
have the freedom to identify vocabulary words or 
phrases that are important to them. It could be a word 
they do not understand, or a phrase they would like to 
learn more about. They may also want to identify key 
words or phrases from the novel. Then students will 
learn skills and strategies to determine the vocabulary 
meaning. This includes using a dictionary or reference 
materials, identifying word meaning from context, and 
using the relationship between words. This will allow 
students to have control over what vocabulary they want 
to study and hopefully learning vocabulary will become 
more meaningful to them.

4.3 Speaking and Listening
The needs analysis suggested that students enjoy speak-
ing and participating. They indicated that becoming a 
good speaker is important to them. However, many 
students have also suggested that they feel uncomforta-
ble participating during teacher-led and student-led 
discussions. I believe that the Common Core speaking 
and listening standards will develop the learners’ skills 
and hopefully improve their confidence when sharing 
ideas. Students will engage in collaborative group dis-
cussions more than teacher led-discussions. They will 
practice sharing their thoughts about what they read 
and responding appropriately to their peers’ ideas. They 
will also learn how to agree or disagree with different 
opinions and practice summarizing key ideas from 
group discussions. 

4.4 Meeting the Objectives
To improve reading, speaking, listening and vocabulary 

skills learners will participate in a variety of class activi-
ties. First, students will keep a lexical notebook. A lexi-
cal notebook refers to any form of personal dictionary 
used to record new or useful vocabulary, and additional 
word information beyond a word’s meaning. Lexical 
notebooks can record word meanings, parts of speech, 
word forms, collocations, synonyms, antonyms, context 
sentences, semantics and pronunciation (L.5.5C and 
L.5.5). They help learners engage more meaningfully 
with the new words they encounter (N Schmitt & 
Schmitt, 1995). Keeping an L2 notebook will be benefi-
cial for fifth-grade students because they will have more 
freedom over what they learn. Learners will be actively 
engaged by adding new vocabulary knowledge, for each 
word or phrase; therefore, theoretically, lexical note-
books will enable extensive rehearsal of vocabulary, 
which in turn, leads to better vocabulary retention (N 
Schmitt, 1997). Using a lexical notebook also encour-
ages learners to integrate the use of vocabulary learning 
strategies: how to use a dictionary (L.5.4.C), how to infer 
from context (L.5.4.A), and how to seek clarification 
(L.5.4) (Fowle, 2002). Furthermore, Schmitt and Schmitt 
(1995) and Fowle (2002) suggest that using a lexical 
notebook enhances learner autonomy. Keeping a lexical 
notebook develops self-management skills since learn-
ers are able to independently choose what words are in-
cluded. This is important since the needs analysis sug-
gests that fifth grade learners do not like how vocabulary 
is currently taught in their English program. Students 
have no choice over what vocabulary words they learn 
or how they learn them. With a lexical notebook, learn-
ers will be involved in not only choosing what to study, 
but also in the planning and organization of how entries 
are made. 

The students also expressed an interest in becoming bet-
ter readers and more confident speakers. Since the ma-
jority of students enjoy speaking in group discussions, 
they will learn how to participate in collaborative rea-
soning (CR) discussions. These discussions will help 
them meet the reading, speaking and listening objec-
tives. CR discussions are used as a tool to help improve 
quality participation and keep students engaged. 
Students also learn to make reasoned judgments based 
on the content, and how to speak argumentatively while 
improving their confidence in speaking.

CR discussions are conducted in small groups of ap-
proximately 20-minutes long. Teachers choose person-
ally engaging stories that are relevant to the students’ life 
experiences and interests. Stories should describe con-
troversial issues or moral dilemmas to stimulate 
thoughtful dialogue such as friendship, justice, fairness, 
honesty, integrity, duty and obligation. Students then 
take a position on the given issue and support their 
opinion with reasons and evidence in an open participa-
tory setting. Students should also challenge others when 
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they disagree, weigh reasons and change positions if 
needed (Zhang, Anderson, & Nguyen-Jahiel, 2013). 
During the discussions, students learn how to listen 
carefully, evaluate the responses, respond to each other’s 
arguments, and challenge those they disagreed with. 
The teacher’s job is to facilitate discussions and scaffold 
students when they encounter difficulty. Teachers 
should use instructional moves to facilitate students’ 
independent thinking, and self-management of discus-
sions. They should promote argumentation and reason-
ing skills; including prompting, thinking out loud/
modeling, asking for clarification, challenging, encour-
aging, fostering independence, summing up and refo-
cusing and debriefing. When students begin to learn 
how to participate effectively, the teacher should gradu-
ally release control and hand the discussion over to the 
students. Some rules students can follow during the 
discussions are: “(a) talking freely without raising their 
hands, (b) not interrupting other students who are talk-
ing, (c) encouraging everyone to participate in the dis-
cussion, (d) listening respectfully to everyone's ideas,  
(e) considering all sides of an issue, and (f) thinking 
critically about the ideas and not people” (Dong, 
Anderson, Lin, & Wu’s, 2009, p. 345). At the end of each 
discussion, the class participates in a metadiscussion 
during which, students share ideas about the positive 
and negative features of the discussion, and how to im-
prove for next time (Dong, Anderson, Lin, & Wu, 2009).

CR discussions will allow students to express their own 
ideas clearly in collaborative discussions while building 
on others’ ideas (SL.5.1). They will also draw on infor-
mation known about the topic to explore ideas in the 
discussions (SL.5.1.A). Students will need to follow the 
agreed upon rules for CR (SL.5.1.B) while asking and 
responding to comments made during the discussions 
(SL.5.1.C). At the end of the CR discussion, they will 
need to review all the key ideas made and draw conclu-
sions about the information gained during the discus-
sions (SL.5.1.D). They will also need to summarize the 
key points made during the discussions (SL.5.3). Finally, 
CR discussions require the student to understand the 
themes in the reading material, and they may need to 
quote from the text to support their opinions on a big 
topic (RL.5.1 and RL.5.2).  

5. Materials Evaluation 
The choice of language teaching materials can deter-
mine the quality of learning and play a role in a student’s 
success or failure. Therefore, particular attention must 
be paid to evaluate such materials based on valid and 
reliable instruments (Sarem, Hamidi, & Mahmoudie, 
2013). Hutchinson and Waters (2010) suggest that ma-
terials evaluation is a straightforward matching process 
that can be divided into four steps: defining criteria, 
subjective analysis, objective analysis and matching. 

First, when defining criteria teachers should decide on 
what bases the material will be judged and which crite-
ria will be more important. Next, teachers can set up 
their criteria in a form to make it easy to compare differ-
ent sets of materials. This form should be set up as a 
subjective and objective analysis chart. In subjective 
analysis teachers decide what realizations of the criteria 
they want in the course and in objective analysis teach-
ers decide how the material being evaluated realizes the 
criteria. The last step is matching, which helps the 
teacher decide how much the material matches their 
needs. 

While this process may seem easy, Sheldon (1988) sug-
gests it is actually more emotive and controversial for 
teachers. This is because textbooks and course books 
often represent a problem and in some cases an educa-
tional failure. Textbooks may fail to adequately describe 
the level of learners. Many textbooks are outdated and 
static with long delays between writing and publication. 
The vocabulary may be presented without any system. 
And reading is often a bottom-up approach with linear 
word-by-word intrusive compression questions in the 
margins with arrow drawing reference guides (Sheldon, 
1988). These criticisms and the results of the needs 
analysis have encouraged me to make an evaluation 
checklist for novels instead of for textbooks. 

My materials evaluation checklist (see Appendix D) 
adapts Hutchinson and Waters’ (2010) and Sheldon’s 
(1988) checklists. My checklist includes criteria such as 
audience, content, educational aims and validity, meth-
odology, appropriateness, sufficiency, flexibility and 
practice/revision. I believe that the most important cri-
terion when evaluating potential reading material for 
the fifth-grade students is audience. This is because the 
reading program’s goal is to create a meaningful and fun 
class based on student interests. If the students are not 
interested in what they are reading, their motivation to 
learn may decline. Furthermore, the material should 
meet the educational aims outlined in the syllabus. 
Students are interested in reading and speaking there-
fore the material should allow for the creation of tasks 
that help students meet the speaking and reading learn-
ing objectives. The content is also important because 
students will engage in CR discussions and create lexical 
notebooks. This means that the material needs to in-
clude real-life topics on controversial or moral issues 
that stimulate thoughtful dialogue. Issues could be re-
lated to friendship, justice, fairness, honesty, integrity, 
duty, or obligation. Additionally, the language level 
needs to be appropriate for students to facilitate vocabu-
lary learning.

5.1 Description of Class Materials
The novel I choose for the fifth-grade reading program 
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is “Among the Betrayed” by Margaret Peterson Haddix. 
It is a dystopian science fiction novel written for young 
adults aged 9-15. It follows the story of Nina Idi – a third 
child in a society that allows no more than two children 
per family under penalty of death. Third children like 
Nina are forced into hiding, or are forced to live with 
false identities. In the novel Nina Ida has been betrayed 
by the boy she loved and arrested for treason for trying 
to trick the Population Police. She faces torture or death, 
unless she betrays the three other imprisoned third chil-
dren. If she can get the three prisoners to admit they are 
shadow children, her life will be spared. If not, she will 
be killed. I believe this novel is a good choice for my 
class because, according to the materials evaluation 
checklist (see Appendix D), it meets both the educa-
tional needs of the reading program as well as the stu-
dents’ wants. 

First, students have expressed an interest in reading 
novels that are mysterious, with an element of horror 
and science fiction, for example, novels that are similar 
to “The Giver,” “The Hunger Games,” and “Number the 
Stars.” Since Amazon.com recommends “Among the 
Betrayed” for readers who enjoyed books like “The 
Giver,” I believe my students will also enjoy reading this 
novel. Furthermore, students indicated that they wanted 
to read popular, award-winning American novels. The 
author of “Among the Betrayed” is a New York Times 
bestselling author and the book is highly rated on 
Goodreads.com. Next, the controversial and moral 
themes in the novel will allow students to take positions 
on important issues, and challenge opinions they disa-
gree with. This will help students meet the speaking and 
listening objectives stated in the syllabus. Students will 
be able to debate topics such as standing up for what you 
believe in, government power, freedom and confine-
ment, identity, rules and orders, poverty, family, and lies 
and deceit. Furthermore, according to the lexile frame-
work for reading, “Among the Betrayed” has a lexical 
density of 690 (“The lexile framework for reading,” 
2015). This is a similar lexical density to novels students 
listed as their favorites in their needs analysis. This sug-
gests that students should be able to comprehend the 
story, while still acquiring new vocabulary. Students will 
be able to use their lexical notebooks to identify key or 
unknown vocabulary and over time they should be able 
to improve their depth and breadth of vocabulary 
knowledge. This will help students meet the language 
objectives of the syllabus. Last, the novel will allow stu-
dents to meet reading objectives by making compari-
sons, giving summaries and using reading strategies. 
Students will be able to make rich comparisons between 
the characters Nina and Jason, the government and the 
citizens, and third children and first/second children. 
Students will also be able to engage in authentic text and 
use reading strategies to aid in comprehension.

5.2 Material Use: Example Class
Material: Among the Betrayed pages 1-15

Time: Two 40-minute periods

Pre-reading homework: Students will read pages 1-15 
at home for homework. They will produce a reflection 
piece based these pages. Students have the freedom to 
reflect on the reading in a number of ways. They could 
write how they felt while reading the pages, a summary of 
what was read, a connection to something happening to-
day or something that has happened in the past, describe 
the characters, etc. Students may also choose how to pre-
sent their reflection. It could be in the form of a comic or 
illustration, a journal, a script, a poem, an essay, a song, 
etc. They also have the freedom to use technology (blogs, 
social media, PPT, etc.) to complete their reflection. 

Warm-up: Students will discuss their reflections in 
small groups or pairs. Students should share why they 
responded how they did.

Review: The teacher and students will read and discuss 
important passages from the assigned reading. The 
teacher will make sure the students comprehend the 
themes and main ideas of the story. This will help pre-
pare students for the CR discussion.

Vocabulary: The teacher will introduce the idea of a lexi-
cal notebook and work on identifying key words from 
pages 1-15. Students will practice using context clues to 
guess the meaning of the word. Then students will prac-
tice using a dictionary to check their inferences. 

Discussion:  The teacher will review the CR discussion 
rules. Then students will engage in a CR discussion for 
approximately 20-minutes. The big question for this les-
son is: “In Nina’s society, families can only have two 
children. The third child is often killed, or turned into 
the Population Police. Do you think families should 
only be allowed to have two children? Support your an-
swer with facts from the novel and with any outside in-
formation you can think of.” The teacher will use the 
participation chart (see Appendix E) to evaluate how 
well students provide answers and support, ask thought-
ful questions, challenge opposing opinions, and respond 
to questions or statements. At the end of each discussion 
the chart will be used to give feedback on the positive 
and negative features of the discussion, and to give ad-
vice on how to improve next time. This chart will also 
serve as a tool that shows learner growth across time. 
The teacher will be able to see to what extent each stu-
dent is meeting the speaking and listening objectives.

Follow-up: Students will summarize the main points 
from their discussion and state their final opinion on the 
big question of the week.
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Appendix A

Needs Analysis
Hello grade 5 students! I would like to hear from you. Please answer the following questions truthfully. This is not a 
test and there is no right or wrong answer. These questions will help your teachers create better, more interesting 
English classes for you.

Answer the questions 

1.  Are you male or female? _____________

2.  Have you lived in another country? _____________  For how long _____________

3.  Would you like to join an after school reading club? _________________________

Why are you studying English? Circle yes or no.
1.  So I can get better marks at school                                                                      yes or no
2.  So I can pass a test in English                                                  yes or no
3.  So I can travel to other countries                         yes or no
4.  So I can speak to foreign people                         yes or no
5.  So I can get a better job when I leave school                                                    yes or no
6.  So I can go to an English international school                                                   yes or no
7.  So I can understand films or TV in English                                   yes or no
8.  So I can understand books in English                                      yes or no
9.  Because my parents want me to learn English                            yes or no
10.  Because English is an important world language                        yes or no
11.  I don’t know why I’m learning English                            yes or no
12.  Other: ____________________________________________________________

What skill would you like to practice the most? 
Rank the skills 1=most and 6=least

1.   Reading                  _______                  4.   Listening                  _______

2.   Writing                   _______                   5.   Vocabulary              _______

3.   Speaking                 _______                  6.   Grammar                 _______

  How do you like to learn? If you agree circle yes, if you disagree circle no
1.  I work best when it is quiet           yes or no
2.  I can work with noise in the classroom         yes or no
3.  I like to learn while moving around the room         yes or no
4.  I like to learn while sitting in my desk         yes or no
5.  I like to work by myself           yes or no
6.  I like to work with a partner or group         yes or no
7.  I like to learn with the whole class          yes or no
8.  I like to learn by studying vocabulary         yes or no
9.  I like to learn by watching videos           yes or no

10.  I like to learn by doing projects          yes or no 
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Read the below statements. Please circle how much you personally agree or disagree with these statements. 

1.  Reading is something I like to do.
Strongly agree                    Agree                    Disagree                    Strongly disagree   

2.  I understand everything I read.
Strongly agree                    Agree                    Disagree                    Strongly disagree             

3.  Becoming a good reader is important to me.
Strongly agree                    Agree                    Disagree                    Strongly disagree  

4.  I like writing essays.
Strongly agree                    Agree                    Disagree                    Strongly disagree             

5.  I like writing journals. 
Strongly agree                    Agree                    Disagree                    Strongly disagree             

6.  I like creative writing or writing during projects. 
Strongly agree                    Agree                    Disagree                    Strongly disagree             

7.  I do not like writing.
Strongly agree                    Agree                    Disagree                    Strongly disagree             

8.  Becoming a good writer is important to me.
Strongly agree                    Agree                    Disagree                    Strongly disagree             

9.  I like speaking in group discussions. 
Strongly agree                    Agree                    Disagree                    Strongly disagree             

10.  I am comfortable sharing my thoughts and ideas with others. 
Strongly agree                    Agree                    Disagree                    Strongly disagree             

11.  I like to answer questions during English class.
Strongly agree                    Agree                    Disagree                    Strongly disagree             

12.  I am confident in my speaking abilities.
Strongly agree                    Agree                    Disagree                    Strongly disagree             

13.  Becoming a good speaker is important to me.
Strongly agree                    Agree                    Disagree                    Strongly disagree             

14.  I am able to understand what the teacher says.
Strongly agree                    Agree                    Disagree                    Strongly disagree   

15.  I am able to understand what my classmates say.
Strongly agree                    Agree                    Disagree                    Strongly disagree             

16.  I listen well when others are speaking. 
Strongly agree                    Agree                    Disagree                    Strongly disagree             

17.  Becoming a good listener is important to me.

Strongly agree                    Agree                    Disagree                    Strongly disagree             
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Appendix B

Fifth Grade Favorites - Book List

Favorite stories and the goodreads rating 

(The italicized books have won a Newbery award/honor award; the underlined books are written by Newbery 
award winners.)

Holes by Louis Sachar 3.91/5

Magic Tree House by Mary Pope Osborne 3.83/5

Little Women by Louisa May Alcott 4.01/5

Harry Potter by J.K. Rowling 4.40 (New York Times Best Seller)

Diary of a Wimpy Kid by Jeff Kinney 3.95

Matilda by Roald Dahl 4.26/6

The Report Card by Andrew Clements 3.84/5

Island of the Blue Dolphins by Scott O’Dell 3.78/5

Poppy by Avi 3.91/5

Coraline by Neil Gaiman 3.99/5

39 Clues by Margret Peterson Haddix 4.02/5 (New York Times Best selling author)

The Witches by Roald Dahl 4.14/5

The Devil Wears Prada by Lauren Weisberger 3.66/5

Percy Jackson by Rick Riordan 4.20/5 (New York Times Best selling author)

Number the Stars by Lois Lowry 4.09/5

The Miraculous Journey of Edward Tulane by Kate DiCamillo 4.32/5

Milkweed by Jerry Spinelli 3.99/5

The Boy in the Stripped Pajamas by John Boyne 4.06

Night by Elie Wiesel 4.27/5

Goosebumps by R.L. Stine 3.72/5

The Cricket in Times Square by George Selden 3.99/5

Wonder by R.J. Palacio 4.42/5 (New York Times Best Seller)

Uglies by Scott Westerfeld 3.86/5

Flowers for Algernon by Daniel Keyes 4.01/5

The Tale of Despereaux by Kate DiCamillo 3.97/5

The Little Prince By Antoine de Saint-Exupery 4.26/5

The House of the Scorpion by Nancy Farmer 4.10/5

Ramona Series by Beverly Cleary 3.93/5

Narnia by C.S. Lewis 4.22/5

Charlie and the Chocolate Factory by Roald Dahl 4.09/5

The Hunger Games by Suzanne Collins 4.38 (New York Times Best Seller)

A Wrinkle in Time by Madeleine L’Engle  4.03/5

Doll People by Ann M. Martin 4.00/5
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Appendix C

Soongeui Reading Program Syllabus

This class will extend students’ skills in listening, speaking and reading in English. Students will read a variety 
of stories in areas that interest them. Students will learn reading skills and strategies that aid in comprehen-
sion. Students will also engage in collaborative discussions on important controversial issues or moral dilem-
mas that stimulate discussions about friendship, justice, fairness, honesty, duty and obligation. This class will 
help students become independent thinkers who are able to self-manage discussions. 

Reading

1. Key Ideas and Details:

CCSS.ELA-LITERACY.RL.5.1
Quote from a text when explaining what the text says explicitly and when drawing inferences from the text.

CCSS.ELA-LITERACY.RL.5.2
Determine a theme of a story, drama, or poem from details in the text, including how characters in a story 
respond to challenges or how the speaker in a poem reflects upon a topic; summarize the text.

CCSS.ELA-LITERACY.RL.5.3
Compare and contrast two or more characters, settings, or events in a story or drama, drawing on specific 
details in the text (e.g., how characters interact).

2. Craft and Structure:

CCSS.ELA-LITERACY.RL.5.4
Determine the meaning of words and phrases as they are used in a text, including figurative language such as 
metaphors and similes.

CCSS.ELA-LITERACY.RL.5.6
Describe how a narrator's or speaker's point of view influences how events are described.

3. Integration of Knowledge and Ideas:

CCSS.ELA-LITERACY.RL.5.7
Analyze how visual and multimedia elements contribute to the meaning, tone, or beauty of a text (e.g., graphic 
novel, multimedia presentation of fiction, folktale, myth, poem).

4. Reading Comprehension Strategies:

ELA-LITERACY.RL.5.A
Use a variety of reading comprehension strategies before, during and after reading to understand texts (e.g., 
activate prior knowledge, scan for specific information, make predictions based on knowledge of similar texts, 
identify important ideas to remember)
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Language

1. Vocabulary Acquisition and Use:

CCSS.ELA-LITERACY.L.5.4.A
Use context (e.g., cause/effect relationships and comparisons in text) as a clue to the meaning of a word or 
phrase.

CCSS.ELA-LITERACY.L.5.4.C
Consult reference materials (e.g., dictionaries, glossaries, thesauruses), both print and digital, to find the 
pronunciation and determine or clarify the precise meaning of key words and phrases.

CCSS.ELA-LITERACY.L.5.5
Demonstrate understanding of figurative language, word relationships, and nuances in word meanings.

CCSS.ELA-LITERACY.L.5.5.C
Use the relationship between particular words (e.g., synonyms, antonyms, homographs) to better understand 
each of the words.

Listening and Speaking

1. Comprehension and Collaboration:

CCSS.ELA-LITERACY.SL.5.1
Engage effectively in a range of collaborative discussions (one-on-one, in groups, and teacher-led) with diverse 
partners on grade 5 topics and texts, building on others' ideas and expressing their own clearly.

CCSS.ELA-LITERACY.SL.5.1.A
Come to discussions prepared, having read or studied required material; explicitly draw on that preparation 
and other information known about the topic to explore ideas under discussion.

CCSS.ELA-LITERACY.SL.5.1.B
Follow agreed-upon rules for discussions and carry out assigned roles.

CCSS.ELA-LITERACY.SL.5.1.C
Pose and respond to specific questions by making comments that contribute to the discussion and elaborate on 
the remarks of others.

CCSS.ELA-LITERACY.SL.5.1.D
Review the key ideas expressed and draw conclusions in light of information and knowledge gained from the 
discussions.

CCSS.ELA-LITERACY.SL.5.2
Summarize a written text read aloud or information presented in diverse media and formats, including visually, 
quantitatively, and orally.

CCSS.ELA-LITERACY.SL.5.3
Summarize the points a speaker makes and explain how each claim is supported by reasons and evidence.

2. Presentation of Knowledge and Ideas:

CCSS.ELA-LITERACY.SL.5.4
Report on a topic or text or present an opinion, sequencing ideas logically and using appropriate facts and 
relevant, descriptive details to support main ideas or themes; speak clearly at an understandable pace.
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Appendix D

Materials Evaluation Checklist

Subjective Analysis
(i.e. analysis of your course, in terms of materials requirement)

Objective Analysis
(i.e. analysis of materials being evaluated)
Among the Betrayed by Margret Peterson Haddix (2002), 
156 pages

Audience

Who are your learners?

•  Ages
The students are in the fifth grade and are currently 
12 years old

•  Sex
Male and females (majority of students who want to 
join the reading club are female)

•  Culture
Students are Korean, however many have lived or 
traveled abroad

•  Knowledge/level of English
Students are in the A level class and range from in-
termediate mid to advanced low on the ACTFL pro-
ficiency scale

•  Interests
Students want to improve their reading and speaking 
skills by reading fiction novels or comics. They are in-
terested in realistic fiction, fantasy, dystopia, mystery, 
crime, science fiction and adventure. They are also in-
terested in reading Newberry award winners, popular 
American novels, and young-adult novels with high 
ratings.

Who is the material intended for?

•  Ages 
Among the Betrayed is recommended for children 
aged 9-15

•  Sex 
It is appropriate for both males and females.

•  Culture 
It is an American novel that is set in a dystopian uni-
verse with a dictatorship government. In this universe 
families are only allowed to have 2 children. I think 
that Korean students will have enough knowledge of 
dictatorship governments because of their knowledge 
of North Korea. The content is culturally appropriate.

•  Knowledge/level of English
This book is 690 on the lexical scale and the educa-
tional/grade level recommended for 4th grade stu-
dents (“Lexile grade level conversion chart,” n.d.).

•  Interests 
It is a young-adult fiction novel. It fits into the gen-
res of dystopian/horror/crime/science fiction. Haddix 
is a New York Times bestselling author and the stu-
dents have read her books before. It has a rating of 
4.06 goodreads.com. And on amazon.com Among 
the Betrayed is recommended for people who like 
The Giver, Percy Jackson, The Hunger Games and The 
Maze Runner (These are all books on the 5th grade 
favorite list).

Aims- Educational Validity

What are the aims and goals of your course?

To improve reading and speaking skills by reading an 
interesting novel or comic.

What objectives should the materials cover?

•  Reading
1) Determine a theme of a story from details in the text
2) Summarize the text.
3) Compare and contrast two or more characters, 
　settings, or events in a story 

What are the aims of the materials? 

Engage young-adults in reading 

What objectives are covered by the materials?

The novel has no defined objectives, however, it lends 
itself nicely to the objectives I would like to focus on in 
the reading class. 
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4) Describe how a narrator's or speaker's point of 
　view influences how events are described.
5) Use a variety of reading comprehension strategies 
　to understand texts 

•  Speaking/listening
1) Engage in collaborative discussions (one-on-one, 
　in groups, and teacher-led) building on others' 
　ideas and expressing their own clearly.
2) Follow agreed-upon rules for discussions and 
　carry out assigned roles.
3) Pose and respond to specific questions by making 
　comments that contribute to the discussion and 
　elaborate on the remarks of others.
4) Review the key ideas expressed and draw 
　conclusions.
5) Summarize a written text read aloud or information 
　presented in diverse media and formats.
6) Summarize the points a speaker makes and 
　explain how each claim is supported by reasons 
　and evidence.

•  Language
1) Determine or clarify the meaning of unknown 
　words and phrases based on grade 5 reading and 
　content
2) Use context as a clue to the meaning of a word or 
　phrase.
3) Consult reference materials to find the pronunciation 
　and determine or clarify the precise meaning of 
　key words and phrases.
4) Demonstrate understanding of figurative language,       
　word relationships, and nuances in word meanings.

•  Reading
The story has numerous themes that students will 
be able to identify (identity, rules and order, poverty, 
family, lies and deceit, standing up for what you be-
lieve is right, freedom and confinement). The book 
allows for rich comparisons between Nina and Jason, 
the government and the citizens, third children and 
first/second children, poor and rich families etc. Since 
this is a novel with authentic language students will be 
able to use a variety of reading strategies to help them 
understand the text. 

•  Speaking
Students will be able to engage in collaborative rea-
soning (CR) discussions based on the big ideas of the 
story. This will help students meet the speaking and 
listening objectives. 

•  Language
Since the novel is written for 9 to 15 year olds the vo-
cabulary is an appropriate level for my students. The 
words are repeated, so students have a better chance of 
vocabulary retention and incidental language learn-
ing. The vocabulary is presented in an authentic con-
text and vocabulary skills and strategies can be taught 
to help students determine the meaning of new vo-
cabulary items. Also since it is a novel there are good 
examples of figurative language.

Content

What type of topics are needed?

Real-life topics on controversial or moral issues that 
stimulate thoughtful dialogue. Issues could be related 
to friendship, justice, fairness, honesty, integrity, duty, 
obligation etc. 

What activities will be done in class?

Teacher led class reading and discussion (warm-up)
CR discussions
Lexical notebooks
Diary reflections (After reading at home: write a sum-
mary, describe your favourite character, write a reflec-
tion (likes/dislikes), create a comic explaining what you 
read, make a connection to real-life, etc.)

What types of topics are in the materials?

•  Betrayal of a friend (Jason turns Nina into the popu
　lation police) 
•  Families can have no more than two children and 
　anymore are taken by the population police and possibly 
　killed (Think about China and their child policy. Is it 
　ever ok for a country to limit how many children you 
　can have)
•  Importance of identity (Nina loses her name and feels 
　as though she has lost her identity)
•  Should you stand up for what you believe in? (Nina 
　needs to make a choice to save herself by turning in 
　her friends or protect her friends)

What kind of activities are possible with the materials?

Teachers have the possibility to create a wide range of 
activities for this novel
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Methodology

What kinds of exercises/tasks are needed?

•  The warm-up task, book discussion, will be guided. 
　The CR task will start as guided and once students are 
　comfortable discussing, control will be given to 
　them.
•  Tasks will focus on language skills use during CR and 
　lexical notebooks
•  Tasks will have many possible answers. This allows 
　students to develop and support their own opinions 
　and learn how to critique other opinions 
•  Tasks will involve a mix of whole class – group –
　individual discussions.
•  The tasks will be content based.

What teaching learning techniques are to be used?

•  Small group work
•  Teacher led discussions

What kinds of exercises/tasks are included in the materials?

Novels provide the freedom to create the kinds of tasks 
teachers and students want/need. 

What teaching-learning techniques can be used with the 
materials?

The content provides interesting themes and topics that 
are conducive to collaborative group discussions. 

Additional Questions

Appropriate: Substantial enough or interesting enough to hold the attention of the learners?
The novel is 156 pages. Reading 15 pages each week will provide enough material/content to allow for stimu-
lating discussions. Since they are A level students, I think students should be able to read at least 15 pages for 
homework. The book has a wide range of themes that should interest the students in the class. Since the book is 
only 156 pages, there will be time to choose another novel or comic to read during the reading class.

Right level of maturity and language at the right level?
Among the Betrayed is written for 9-15 year olds and the language is aimed at 4th graders. Based on the list of 
students’ favorite books, I believe they are mature enough to handle the controversial themes in the novel. First, 
they have read many dystopian novels such as the Hunger Games, and The Giver. And they have read books that 
deal with issues such as the holocaust, war, and death. 

Sufficiency: Is the material complete enough to stand on its own or should the teacher produce bridging materials?
When teaching a novel, teachers should always bring in bridging materials. Materials may involve newspaper 
articles related to themes in the story, and vocabulary skill building worksheets.

Stimulus/Practice/Revision: Is it interactive? Are there sufficient opportunities for the learner to use English so 
that effectively consolidation takes place? Is the material likely to be retained? 
The themes are repeated throughout the novel, so students should be able to identify these well. By practicing 
CR each class, students will be able to practice and improve discussion skills. Since vocabulary is often repeated, 
students will have a chance to see key words many times (and add them to their lexical notebooks). Hopefully 
they will develop vocabulary depth by reviewing and adding to what they already know. 

Flexibility: Can the material be exploited or modified as required by learner needs and wants?
The content of the book is not flexible. However, the big idea discussion questions are. There are so many themes 
in this novel that I will be able to cater to what the students are interested in. I will also be able to bring in ad-
ditional resources according to student interests.
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Appendix E

Participation Checklist

Name Question Answer/
support Challenge Response Other Total
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Beneficial Effects of Drama 
Activities for Young Learners’ 
English Proficiency
Somin Park
Language in Context

Drama is commonly used in ESL and foreign language classes for developing communicative competence, especially 
in oral language skills. Presuming that participation in dramatic activities helps L2 learners improve their com-

municative competence. This study reports an investigation on the effect of drama-based activities and analysis of stu-
dents’ attitudes towards English in comparison with before and after of open and closed drama activities. The partici-
pants in this study were 9 boys and 1 girl pre-k students in an English kindergarten class. One drama based activity from 
the closed group and one from open drama based activity were analyzed for students’ body movement, voice, intonation, 
memorizing the dialogue and to apply the gained knowledge so far in class. By comparing students’ attitude between 
before and after drama based activity, the results revealed that learning a foreign language through drama activities is 
beneficial. Participants were engaged in meaningful conversations or activities that are not static but are actively moving 
around the class. Their imaginations and feelings are stimulated and the spontaneous use of language is encouraged. 
Based on these findings, some limitations and suggestions for future research are proposed.

1. Introduction
As I looked back on my student years from kindergarten 
to college, I recall that all my teachers who were signifi-
cantly influential were those whom always implemented 
communicative activities in class. The ways these teach-
ers taught me and the way I took part made me realize 
that it had helped me to engage in learning English with 
more interest and enthusiasm. This led me to choose the 
class Language in Context as the first class of my MA 
TESOL course. The purpose of this research was to ana-
lyze the effectiveness of role play activities in a kinder-
garten classroom. By comparing regular lessons, open 
role play activities, and closed role play activities, I ex-
amined the effectiveness of role play activities by analyz-
ing students’ willing to participate, tone of voice, intona-
tion, and facial expression.

Drama is commonly used in ESL and foreign language 
classes for developing communicative competence, es-
pecially oral language skills. Whether or not they use it 
themselves, most instructors would agree that drama, 
particularly role-play, is a standard classroom technique 
which “has long been recognized as a valuable and valid 
means of mastering a language” (Hines, 1973, 
Introduction).

Carroll (1996) has suggested that approaching drama 

through case study is useful and helpful if the researcher 
is interested and deeply involved in the structure, pro-
cess and outcome of the project. The collaboration of 
research and drama education is outstanding due to 
drama being a non-reproducible experience by its very 
nature as a negotiated group art form. The participants 
within a drama education session or series of sessions 
create a unique set of social relationships that become a 
single unit of experience capable of analysis and study 
(Carroll, 1996, p. 77).

1.1 Reflections on the class atmosphere be-
fore interventions

Presuming that participation in dramatic activities helps 
L2 learners improve their communicative competence, 
how can this be explained in regards to motivation, confi-
dence, and attitude?

2. Literature review
It is possible to enhance the focus of learning for stu-
dents, as it will result in efficient and effective learning 
process when they learn through drama activities. This 
effect can be seen especially through the use of multiple 
modalities such as, reading, listening, speaking, and 
writing when used all at the same time (Mun, 2015). The 
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most efficient way to maximize multiple modalities is to 
use drama activities like improvisation, miming and 
role play. These activities allow learners of English to 
gain confidence and indirectly feel what it is like in real 
life situations. Furthermore, learners who experience 
sufficient practice in the class will feel more comfortable 
using the language in real environments, they will react 
with much more comfortable responses using the lan-
guage in real environments. Their response will be 
spontaneous, they will naturally adapt and gain ability 
to react immediately and will be able to act the roles 
they were assigned with confidence. This shows the im-
portance of the use of drama when learning language 
and therefore, the result shows how drama works effec-
tively when learning a language.

Drama activities used in Murillo’s (2007) study were 
planned for class work which needed students’ involve-
ment, participation and responsibility throughout the 
five sessions. The ‘presentation’ stage resulted with con-
tent practiced during the first stage and consisted of a 
group dissertation based on the field trip in lesson 6. 
The third and final stage called the ‘final presentation’ 
consisted of the collaborative creation of a short play 
and the dramatization of it in the last session.

Through above activities, Murillo (2007) indicates that 
students had developed more self-confidence in the use 
of the language, ability to work in teams and they valued 
the importance of moving their static theoretical knowl-
edge to more active communicative activity. Applying 
drama in the classroom significantly enhances the stu-
dents’ cognitive, meta-cognitive and socio-affective 
skills, providing them with new tools to understand 
their own inner processes and those of others, and to 
develop strategies for learning and communicating 
more effectively.

I believe one of the keys to succeed in studying a lan-
guage is through frequent practice of the target language 
even when learning grammar. Also, teaching grammar 
doesn’t have to create boredom in students. Drama ac-
tivities provide opportunities to practice grammar in a 
motivating and meaningful environment.

3. Methods

3.1 Overview
This study reports investigations on the effect of drama-
based activities and analysis on students’ attitude to-
wards English in comparison with before and after of 
open and closed drama activities. The participants in 
this study were 9 boys and 1 girl pre-k students at the 
ages of 5 in English Kindergarten class of Eton House 
Bundang. Six of participants identified as native Korean 
speakers and one identified as a native English speaker, 

one identified as native French speaker, and the other 
identified as native Japanese speaker. Six of them attended 
Eton House more than one to two years. They have three 
classes of inquiry, literacy, and numeracy each, every 
week so most of them are familiar with English itself. 
They are placed in a schedule to take part in a role-play 
time twice a week, but it is used as free play using a variety 
of toys not with any kind of drama-related activities.  

Level

Speaking Novice, awareness ~ some partial control

Writing Novice, awareness

Listening Novice, awareness ~ some partial control

Reading Novice, awareness

Table 1 Lollipop students’ (age/level: K2) general Proficiency 
level, according to ACTFL guidelines.

To develop individual learners with their curiosity and 
wonder, I believe students choosing their own subjects 
based on their interests will lead them to learn the most. 
Also, drama activities are one of the most effective ac-
tivities to bridge the gap between classroom language 
learning and real-life language acquisition.

3.2 Lesson plan 1 - Open drama based activity
The Town Mouse and the Country Mouse

Lesson Objectives: To practice and perform a movement 
and sound, to work cooperatively with other members 
of the group, and to develop creativity.

1) Read a story book of ‘The Town Mouse and the Country 
Mouse’

Q: Ask them what is different between those two 　
　mice living in a town and a country. Food, Quiet, 
　Noisy, Cat, Tree, etc.

A: Fancy clothes/ old clothes, one dangerous animal/ 
　lots of dangerous animals, cat/ owl, town house/ 
　tree stump

Q: What is good thing about living in a city? How 
　about in a countryside?

A: You can go to kids’ cafe, go to Everland, you can eat 
　cake, candies, juice, nice house, but cats outside, 
　etc. In a country, you can enjoy fresh food like 
　berry, homemade pie, milk, nice pretty house, 
　flowers, colorful leaves, go camping, etc.

2) Set up working groups. Students decide on one scene 
from the text that is particularly meaningful. Create a 
freeze fame of that scene. Students can be characters, 
house, cat, tree, etc).
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3) Give them specific situations as below.
Imagine you are a city mouse and a countryside mouse. 
The city mouse is invited by the countryside mouse. The 
city mouse is offered to eat something that he cannot 
eat. The city mouse must not eat the food and the coun-
tryside mouse must make the city mouse to eat it. What 
would you do if you were they? (Imaginative roles in an 
imaginative situation)

4) Get each group to ‘present’ their freeze frame to the rest 
of the class. 
Teacher may observe and analyze body movement, 
voice, and intonation with recorded video.

3.3 Lesson plan 2 - Closed drama based 
activity
1) Let the students memorize and practice a little bit of 
given dialogue and have them perform in front of the 
other students. See, for example, the following dialogue:

A: Gone!

B: Really?

A: Surprise?

B: Oh no!!!

2) Ask each student in pairs what can happen physically 
and emotionally. Situations can be made, such as: ‘A’ uses 
magic to hide a ball, and ‘B’ is watching it. A asks if B 
was surprised, and B is sad/ disappointed/ surprised/ 
happy for some reason.

3) Take turns so that the teacher can analyze their atti-
tude with different partners. Through this activity, I ex-
pect to measure how much they have memorized dia-
logue also how they create situations with creativity.

3.4 Lesson plan 3 - Regular lesson for 5 
minutes video recording
1) Read the book ‘The town mouse and the city mouse’ 
with open-ended questions. 

Q: Ask them what is different between the two mice 
　living in a town and a city. Food, Quiet, Noisy, Cat, 
　Tree, etc.

A: Fancy clothes/ old clothes, one dangerous animal/ 
　lots of dangerous animals, cat/ owl, town house/ 
　tree stump

Q: What is a good thing about living in a city? Or in 
　the country?

A: You can go kids’ café, go to the Everland, you can 
　eat cake, candies, juice, nice house, but cats 
　outside, etc. In a country, you can enjoy fresh food 
　like berry, homemade pie, milk, nice pretty house, 
　flowers, colorful leaves, go camping, etc.

2) Use puppets of town mouse, country mouse and back-
ground of the town and country to help them understand 
the story more.

3) Have them draw sequence of the story on the paper as 
an assessment of the book.

4. Results

4.1 Transcription of lesson plan 1 - Open 
drama based activity

Michael: Knock, knock good morning town mouse

Asmara: Do you want salad?

Michael: So yummy

Asmara: Do you want salad?

Michael: So yummy so yummy so yummy jjojjojjo

Asmara: Do you like some corn?

Michael: I am so yummy

Asmara: This is not grapes. Do you.. do you like

Michael: So yummy

Asmara: Do you like some rice and then…?

Michael: Ok

Asmara: Do you like some nor apps? Mix of rice and  
　　　  beans

Teacher: Do you want to visit town? You can ask 　　
　  　　country mouse to visit your house over there

Michael: You house there, country mouse house 　　
　        there. Ok?

Asmara: Ok.

Teacher: Oh there’s cart!

Asmara: I cannot see any of them. There’s no cart.

Teacher: Let’s just walk.

Michael: Walk, walk, walk. Town house ~

4.2 Transcription of Lesson Plan 2 - Closed 
drama based activity
From the beginning to the end of the closed role play 
session, it took 27 minutes and 23 seconds. Having ex-
plained how to act out for few minutes at the beginning 
and modeling closed role play with Bella who’s from 
America. I think it could be much better if I had shown 
them a model with my co-teacher, Luisa.

They had turns and acted out 12 times in total. They 
seemed to enjoy closed role play very much and one 
student, Bella wanted to change lines by herself at the 
end of the session. Therefore, I explained to the children 
to think about mixed lines, and act out whatever they 
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want to say, but some of them misunderstood and 
looked quite confused. They found the task very difficult 
as can be seen in table 2.

Transcript 1 Kohei: (Holding red pepper) But now go?
Joowon: Really?
Kohei: Surp..lise!
Joowon: Oh..no..

Transcript 2 Asmara: Gone!
Michael: Really?
Asmara: Surprise!
Michael: Oh no!!

Transcript 3 Teacher: Three, two, one, action!
Tony: Gone
Donie: (Pause) Really?
Tony: Surprise~
Donie: Oh no!

Table 2 Closed-drama activity transcripts.

They were very well aware of the lines. They could read 
all the lines before starting the role play. Therefore, they 
choose randomly without any restrictions. Table 3 
shows they were very excited to choose their own lines, 
but then they did following dialogues.

Transcript 4 Youngmin: Gone!
Joowon: Really?
Youngmin: Yes!! (Pause, Joowon told his 
　　　　  lines, and then) Surprise!
Joowon: Oh, no!!!

Transcript 5 Teacher: Who’s going to be next?
Everyone: Me, Me, Me, Me!!

Table 3 Closed-drama activity transcripts.

After giving clearer guidelines the students were more 
excited to participate as can be seen in table 4. 

Transcript 6 Teacher: You can choose anything you 
　　　  want
Michael: (Picked pumpkin) Pumpkin! 
　　　   Gone!
Kohei: Really
Michael: Yes, Surprise!
Kohei: Oh no..
Michael: Upside down!!! (Shouting)

Transcript 7 Kohei: Gone
Bella: really?
Kohei: Yeah,
Bella: Kohei should say surprise but he 
　　  said yeah
(Told him 순서)

Transcript 8 Kohei: Gone
Bella: Really?
Kohei: Surprise
Bella: Oh no!

Transcript 9 Jihoon: Gone
Michael: Oh no
Jihoon: Surprise
Michael: Oh no, Oh no 가스레인지 
Really? Oh my 가스레인지

Transcript 10 Teacher: Last one, who want to be the    
                last? Everyone: (shouting) Me!
Bella: I want to say surprise first
Bella: Surprise!
Asmara: Really?
Bella: Gone!
Asmara: Oh no

Transcript 11 Teacher: Asmara’s going to be first.
Asmara: Gone!
Bella: Oh no!
Asmara: Surprise!
Bella: Really?

Table 4 Closed-drama activity with clear guidelines.

Bella said “oh no” and “really”, but it still made sense, 
and they understood. They said it was so funny. If the 
lines are changed, it might be too silly but it can create 
more fun. The students can mix up, pick two and say 
whatever they want. I had to check all the lines again to 
make sure they could read and understand the meaning 
correctly. They were eager to participate in role playing.

Transcript 12
Teacher: Make it silly!
Youngmin: (picked a persimmon) 뭐 먼저해요?   
           This.. Gone!
Michael: Really?
Youngmin: Yes. Surprise!
Michael: Oh no!!

Unfortunately they were still confused. They couldn’t 
understand and they said it was too hard.

Transcript 13
Teacher: Do it once again! (Had to redirect in Korean.)
      Donie know what he has, Jihoon know oh no 
                but didn’t know surprise.
Donie: Gone!
Jihoon: … (Didn’t know how to do it mixed….re-taught 
　　   them the order, and they are still confused.)

Kohei and Bella however, knew all know the words and 
rules.
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Transcript 14 Bella: Gone
Kohei: Really?
Bella: Surprise!
Kohei: Oh no!

Transcript 15 
– Mixed card

Kohei: Gone!
Bella: Oh no!
Kohei: (Whispered) Really?
Bella: Surprise!
Kohei asked if he need to say oh no at the 
end. They did it again.

Transcript 16 
– Mixed card

Kohei: Gone! Gone!
Bella: Oh no!
Kohei: (Pause) …it’s not hiding.
Teacher: 3, 2, 1, and action!
Bella: Oh no!
Kohei: Gone!
Bella: Surprise!
Kohei: Really?

Table 5 Original dialogue followed by the mixed dialogue.

5. Discussion
The children were able to have a lot of fun with role play 
activities. All of the children were motivated and par-
ticipated actively. Even though it was their first time 
watching them acting out in class, I noticed that drama 
activities could be used as an assessment at the end. 
Using an improvisation or open role play, they could act 
out whatever they have learned within a given situation 
and topic. I think it is always important to give them a 
specific situation, topic or even modeling before con-
ducting a role play. This is because if there’s no such di-
rection, students can easily get lost in the middle of their 
role play. If it’s just for having fun, letting them to explore 
their creativity, or for fluency, it can result in satisfac-
tion; but when assessing the criteria, clear guideline at 
the start is always necessary.

Through analyzing the children’s performances, I was 
enthusiastic about gaining further knowledge in the ef-
ficiency of using drama activities and guiding the stu-
dents to enjoy learning.

The children seemed very excited when they were acting 
out closed drama activities. They eagerly participated, 
so we performed the same or similar pattern of role play 
12 times. As time went by, one of the students from the 
United States suggested that she wanted to choose the 
lines. This was outstanding because of it showed creativ-
ity. Moreover, I could observe that their attitude changed 
depending on who they acted with. Whenever extro-
verted students dominate the conversation, introverted 
students relatively participated less. However, character-
istics of children can have a positive affect if they partici-
pate more in drama activities. 

6. Conclusion
Conducting this research paper meant discovering ex-
actly how role plays are applied and the effect between 
closed role play, open role play, and effects of learning 
aspects in regular classes. Obviously, one single study 
would not disentangle all the aspects and specificities of 
the relationship, but I feel that I could find an effective 
way of using role play activities in future classes as well.

Through this study, I was able to see a clear picture of 
the effects of role play by comparing and analyzing stu-
dents’ actual performance. Also, I believe the effects of 
role play did not only affect students’ oral fluency, num-
ber of words or phrases, but also their creativity.

As many teachers know, teachers are never just teachers. 
As Saracho (2003) has said, they “assume many roles. 
They function as lecturers, storytellers, group discussion 
leaders, traffic directors, mediators of conflicts, psycho-
logical diagnosticians, custodians, assigners of academic 
work and file clerks” (p. 361). They build on the chil-
dren’s interests and provide a variety of experiences for 
children to listen, write, read and speak. Among those 
important functions of teachers, choosing authentic text 
and helping them to guide to learn English in certain 
effective way would be the most important role of teach-
ers. I believe drama-based activities including open role 
play, closed role play, and freeze frame, etc would be one 
of the most effective ways of learning English.
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Motivating Young Learners 
through Literature Circles: 
An Action Research Project
Krystal Harkness

Practicum I

This study investigated the use of literature circles as a means of chapter book study with young EFL students.  Six 
students, grades four to six, and one teacher participated in this study which took place at a library in Seoul over the 

course of six weeks in the fall of 2015. The main point of this research was to investigate what effect literature circles had 
on student’s motivation and preparation for a chapter book study class.  This study was designed as an action research 
project and data was collected in several forms from both the students and the teacher.  Surveys, self-assessments, home-
work analysis, teacher reflections and a teacher checklist were all used to collect and triangulate data.  Results showed 
that students seemed to be more prepared for class and also more motivated to read their books in English when they 
participated in literature circles.  Additionally, data showed that students showed a preference for studying with litera-
ture circles as opposed to more traditional approaches to book study.  This study showed that young EFL learners can 
potentially participate well and benefit from the implementation of literature circles in their literature based English 
language classes and that literature circles may have good potential for further research. 

1. Introduction
This action research project was carried out by myself, a 
graduate student at Sookmyung Women’s university, 
with six students who were studying in an after school 
novel study class an English Literacy Center in Seoul, 
South Korea.  The study was carried out in this class over 
six weeks in the fall of 2015 which was held once per 
week for fifty minutes.  This class focused on novel 
analysis and comprehension through group discussions 
and various activities which focused on different ele-
ments of the novel, such as characters or vocabulary, 
each week.  In order to ensure that students were well 
prepared and getting the maximum benefit from this 
class I focused on using literature circles as a means to 
motivate students to prepare and participate in the class.  
This action research suggests that young English lan-
guage learners can potentially more fully participate and 
benefit from studying books through literature circles.

1.1 Context of the Study
The class that participated in this study included six el-
ementary school students.  At the time of research four 
of these students were in the fifth grade, one was in the 
fourth grade and one was in the sixth grade of 

elementary school.  The students were all attending local 
elementary schools in Seoul at the time.  Two students 
attended private elementary schools, one attended a 
Chinese international elementary school and the others 
were enrolled in public elementary schools.  Five of the 
students had experience living abroad from ranging 
from seven months to three years.  Three of those stu-
dents lived and studied in English speaking countries 
(USA and New Zealand) and one had lived in China 
and France where they studied in English at interna-
tional schools. Students reported that they usually read 
between zero and five English books per week for pleas-
ure, with the majority reporting that they read three or 
more.

This class was called “Kids Chapter Book Club”.  In this 
class, students met once per week for 50 minutes at a 
local children’s English library.  Each semester of this 
class lasted for twelve weeks and during those weeks, 
students read two chapter books.  Therefore, approxi-
mately six weeks was normally spent on each book.  
Students were expected to read the book on their own at 
home and come to class prepared to discuss the reading 
and do activities related to the book.  For the fall semes-
ter when this research took place, students read the 
books “Charlotte’s Web” by E.B. White and “Mr. Popper’s 
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Penguins” by Richard and Florence Atwater.   The pur-
pose of this class was to give students a chance to read 
and discuss English books, while getting the opportu-
nity to interact with their teacher and peers in English.  
The goals for this class were essentially (1) to develop 
students’ enjoyment of reading and (2) to give students 
motivation to read more in English.  This class was not 
formally assessed and was not meant to give students a 
lot of pressure or stress.

This class was taught by me with guidance and supervi-
sion from the library’s director.  The books were selected 
from the library’s set curriculum.  I created all of the 
materials used in this intervention or gathered them 
from various internet sources.  Additionally, I have had 
three years’ experience in teaching this class in particu-
lar.  I saw my role as a guide to help them get to know 
English books and a facilitator of discussion in order to 
help give students a deeper understanding of their 
books.

1.2 Problem Areas
One of the main goals of this class was to engage stu-
dents in a discussion of the books in order to deepen 
their understanding of the literature.  Since the class 
only met once per week for fifty minutes it was impera-
tive that students came to class having already read the 
book and ready to participate because if students were 
not prepared or they did not participate in class then 
they would not be able to benefit fully from this class.  

In this class I tried to give students interesting and enjoy-
able activities which provided them with opportunities to 
participate in the class and deepen their understanding of 
the reading as well.  However, while some of the students 
read at home and came to class eager to participate others 
did not and it seemed that they were constantly unpre-
pared and unable to participate in the class.  I wanted to 
make sure that of all students were prepared and had 
ample opportunities to participate in this class.

Through a variety of different data sources, I gathered 
information about some problems areas experienced in 
this class.  These included student surveys, homework 
checks, and my own observations and reflections (see 
appendices).

Prior to beginning this intervention I surveyed students 
about their study habits in relation to this class (see sur-
vey in appendix A). The results of this survey are shown 
in Table 1. This survey showed that one student “always” 
did their reading homework, three out of six students 
“usually” did the reading for this class and two students 
“sometimes” did the readings.  All students reported that 
they “prepared a bit” before each class.  Furthermore, 
three of the students reported that they spent less than 
thirty minutes reading their book club novel per week, 
one student claimed to have read between thirty minutes 
and one hour while one student reported to have read for 
1-2 hours.  Finally, the last student reported to have read 
the book for 3 hours per week.  The weekly reading 
homework generally consisted of reading approximately 
five chapters of a children’s novel.

Survey Question
Q1. Each week how much time do you 
spend reading for this class?

Less than 
30 minutes

30 minutes 
to 1 hour

1-2 hours More than 2 
hours

3 1 1 1 (3 hours)
Q2. Do you do the reading for this class? Never Sometimes Usually Always

0 2 3 1
Q3. How well do you prepare for this class? I don’t prepare very much I prepare a bit I prepare a lot

0 6 0

Table 1 Student Survey Responses.

Student Week 1 Week 2 Week 3 Week 4
Student 1 C C C C
Student 2 N S S N
Student 3 C S S S
Student 4 C C C C
Student 5 S S N N
Student 6 N C C S

Table 2 September Homework Checklist.  
(Marking scale: C-Homework Completed Well, S- Home Satisfactorily Completed, N- Homework not completed)
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The results of this survey showed that some students 
were not adequately preparing for class ahead of time.  
Homework assignments from several of the students 
also reflected this.  The homework checklist for the 
month of September is presented in Table 2.  In this 
month two students completed their homework well 
and completely ahead of every class.  The remaining 
four students completed their homework sporadically 
and/or incompletely.  For the class as a whole the home-
work was turned in completed 45.8% (11times out of a 
possible 24 times) of the time.  Students completed the 
homework satisfactorily 33% of the time (8 out of a pos-
sible 24 times), while the homework was not competed 
20% (5 out of 24 possible times) of the time.  

Finally, my observations showed that some students did 
not seem familiar with the material and were not ac-
tively participating in the class. My own reflections and 
observations of this class have revealed that there were 
some students who were dominating the class discus-
sion time while other students said very little.  Figure 1 
shows my reflection from two of September’s classes.  
The following reflections highlight the problem of stu-
dents coming to class quite unprepared and unable to 
participate to their full potential without checking the 
book for answers frequently. 

September 8, 2015 : 
Another big problem is that many students don’t do the 
homework and don’t read the book carefully.  In yester-
day’s class 3 out of 6 students did their writing home-
work.  I suspect that several of them also didn’t read the 
book very carefully because they had very little to say 
about the book and were constantly searching for an-
swers in their books.  This is an ongoing problem with 
this class. 

September 15, 2015:
Not all of the students came to class on time and a few of 
them had not finished their homework.  So while waiting 
for the other students to arrive I gave them a few minutes 
to complete their homework.  During this time they said 
that they had read the book, 
but not thoroughly, and they didn’t prepare for class very 
well.  After everyone had arrived we talked about the 
homework.  This took a lot longer than anticipated and 
thus we didn’t have time to do the warm-up activity that 
I had planned.

Figure 1 Pre-Intervention Teacher Reflections.

1.1 Research Question

This action research project attempted to address and 
improve upon the aforementioned problems areas by 
answering the following research question:

How can I motivate students to prepare better for the 
chapter book club through literature circles?

2. Interventions
Literature circles have been implemented in many dif-
ferent kinds of reading classes and reading programs for 
a number of years now. Literature circles are small book 
discussion groups which are often implemented as a 
part of the literacy curriculum in many schools 
(Carrison & Ernst-Slavit, 2005).  Literature circles are 
very flexible in terms of how they are carried out.  The 
number of participants is flexible and the amount of 
teacher involvement and guidance can also be adjusted 
to fit each situation.  Generally, in a literature circle stu-
dents are encouraged to choose their book and each 
week the students rotate through a number of different 
roles.  Commonly, roles include making questions, find-
ing interesting vocabulary, analyzing characters, and 
highlighting important pages.  The rotation of roles al-
lows students to use a variety of different literary tech-
niques without becoming bored, as they might if they 
were doing the same thing each week.   Research also 
points out that literature circles are very useful in mixed 
level groups as they allow a lot of room for peer support 
and scaffolding (Katsen, 1995).

More recently literature circles have also become com-
mon place in in classrooms with English language learn-
ers.  Literature circles allow students to read aloud, use 
communicative language, make connections and think 
critically in a non-threatening environment (Carrison & 
Ernst-Slavit, 2005).  According to Krashen (2004), when 
second language learners have a low affective filter, 
which can be created by a non-threating environment, 
an ideal environment for languge acquition among sec-
ond language learners is created.  For this reason, litera-
ture circles seem to be a solid fit for English language 
learners and several studies had shown good results in 
implementing literature circles in classrooms with 
English language learners (Carrison & Ernst-Slavit, 
2005).

Thus, in this action research project I set out to study the 
effect that using literature circles would have on my 
chapter book club reading class in regards to student 
preperation for class.  My class was a small group with 
only six students so it was a good size for implementing 
a literature circle with six rotating roles.  Furthermore, I 
was curious how the increased responsibility that the 
roles require would effect the students preparation for 
class.  However, because this class had a set curriculum, 
the literature circles differed slightly from traditional 
literature circles because students were not able to 
choose the book themselves.  This intervention plan 
used was based upon  that used by Carrison and Ernst-
Slavit (2005) and is described in Table 3.  There were six 
roles that were used in this literature circle, which are 
described in Table 4.   The role worksheets can be found 
in Appendix I.
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Stage Action
Pre Intervention 
(gathering information 
about problem areas)

1. Student survey (Appendix A)
2. Three Weeks
• Teacher reflections (online reflection board)
• Homework check/analysis

Intervention Week  1: Introduction of Literature circles 
• Explanation of how to conduct literature circles
• Explanation of how to complete role sheets
• Introduction to the novel “Mr. Poppers Penguins”
• Data Collection: Student self-assessment, checklist, reflection, homework check/analysis

Week 2: First literature circle – Student rotation #1 (Appendix B)
• 5 minute warm-up
• Implementation of first literature circle 
• Data Collection: Student self-assessment, checklist, reflection, homework check/analysis

Week 3:  Second literature circle – Student rotation #2
• No warm-up
• Implementation of second literature circle
• Data Collection: Student self-assessment, checklist, reflection, homework check/analysis

Week 4: Third literature circle – Student rotation #3
• 5 minute warm-up
• Implementation of third literature circle
• Implementation of Literature Question Cards
• Review of how to complete role sheets, using student samples
• Data Collection: Student self-assessment, checklist, reflection, homework check/analysis

Week 5:  Fourth literature circle - Student rotation #3
• 5 minute warm-up
• Implementation of fourth literature circle
• Second implementation of Literature Question Cards
• Data Collection: Student self-assessment, checklist, reflection, homework check/analysis

Week 6:
• 5 minute warm-up
• Implementation of fifth literature circle
• Literature Discussion cards
• Final Survey
• Data Collection: Student self-assessment, checklist, reflection, homework check/

analysis, final survey

Table 3 Intervention Schedule.

Role Description
Discussion Director •   Making questions from the readings

•   Directing the discussion
Character Catcher •   Drawing and describing one character in detail

Literary Luminary •   Choosing an important page from the reading
•   Describing why that page is important

Word Wizard •   Choosing new and difficult vocabulary from the readings
•   Defining the vocabulary words and making sentences

Summarizer •   Writing a clear and concise summary of the readings

Illustrator •   Illustrating an important scene from the readings and describing why it is important

Table 4 Roles Descriptions.
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3. Data Collection
In this action research project five kinds of quantitative 
and qualitative data were collected from the major par-
ticipants in this class, including students and myself, the 
teacher.  During the intervention period of this project 
data was collected in the following formats:

1.  Student survey
2.  Student self-reflections
3.  Teacher’s observation checklist
4.  Homework analysis
5.  Reflection notes

3.1 Student Survey
In order to assess student perceptions of literature cir-
cles a post intervention survey was administered.  All of 
the students who participated in the intervention were 
surveyed on the final day of the intervention.  The full 
survey can be found in Appendix C.  Question one re-
ferred to students perceived preparation in classes pre-
vious to the intervention.  Question two surveyed stu-
dent perceptions about their preparation for the 
literature circle classes.  Questions four and five asked 
about reading habits in English in order to investigate 
any changes that occurred during the intervention.  
Questions six and seven asked students about their pref-
erence toward traditional book club study or literature 
circle style study.  Following questions six and seven 
students were able to write in their comments as to why 
they felt that way.  Questions eight and nine referred to 
the individual roles involved in the literature circle. 
Question eight asked students to rank the different roles 
in order of their preference in order to assess which 
roles were most enjoyable for students, while question 
nine as students to rank the roles according to the use-
fulness in understanding the book.  

3.2 Student Self-Reflection
Student self-reflection forms were used to assess stu-
dents’ perceptions of preparedness and participation 
(see Appendix D).  Self-reflections were completed by 
students following each class during the intervention 
period for a total of six classes.  In the first section stu-
dents ranked themselves according to a four-point scale.  
Students ranked their level of preparation, participation 
(including asking and answering questions, speaking on 
topic) and their behavior (including listening and inter-
rupting).  In the final section students were encouraged 
to write in the important contributions they made to the 
class and reflect on how they could improve in the next 
class.   

3.3 Observation Checklist

As the teacher in charge of this action research I com-
pleted an observation checklist in order to collect data 
(refer to Appendix E).  This checklist was filled in each 
week immediately following the class.  The checklist ad-
dressed several areas related to this action research 
project in regards to each student’s participation in the 
class.  The first part of the checklist recorded data related 
to students’ homework completion.  This was assessed 
by checking the homework the students turned in after 
class.  The middle section addressed student participa-
tion in class.  This included assessing how students par-
ticipated, listened and behaved during the class.  Finally, 
there was a section for comments, if necessary.  All sec-
tions of the checklist were graded using three categories 
G (good performance), S (satisfactory performance), N 
(not-satisfactory performance).  The full rubric and a 
sample checklist can be found in Appendix F.    

3.4 Homework Analysis
For each week of the intervention students were as-
signed a role sheet to complete as homework.  Following 
the class students’ homework was collected and assessed 
according to the criteria shown in the homework rubric 
(Appendix G).  The rubric assessed homework on a 
scale ranging from one to four points, with four being 
the highest possible score.  Homework assessment con-
sisted of evaluation based on completeness, use of full 
sentences, neatness and punctuality.  

3.5 Reflection Notes
In order to gain more robust data teacher reflections 
were used as observational data in this project.  This 
helped me to gain more insight into the effectiveness of 
the intervention in this class.  Data from reflections 
showed how the intervention worked in the class in-
cluding positive, negative and unexpected results and 
situations.  

4. Findings and Analysis of Data

4.1 Student Survey Analysis
Students completed the survey during the final class of 
the intervention.  All six of the students who participated 
in the intervention completed the survey.  Survey data is 
presented in several tables 5, 6 and 7.  Table 5 shows 
students responses to questions one to four of the survey 
which assessed their perceived level of preparation dur-
ing the intervention compared to before as well as their 
preferences toward literature circles or the traditional 
approach to the book club class.  Table 6 shows student 
comments from the survey.  Table 7 shows ranked data 
indicating students’ enjoyment of the various literature 
circle roles and Table 8 shows students beliefs about the 
academic usefulness of the various roles.  
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Survey results displayed in table 5 show that students 
perceived that they prepared more for the literature cir-
cle classes than they did for the traditional classes.  One 
student out of six reported that they felt that they had 
prepared a lot for the traditional book club classes 
whereas four out of six reported that they felt they had 
prepared well for the literature circles.  This shows that 
the intervention resulted in a 50% increase in students’ 
preparation.  Additionally, four out of six students re-
ported that they were moderately prepared while one 
reported that they were not prepared for classes prior to 
the intervention.  During the literature circle interven-
tion no students reported that they did not prepare and 
two out of four reported that they did a moderate 
amount of preparation.  Four out of six students re-
ported that they prepared a lot. Questions three and 
four looked for changes in students’ pleasure reading 
habits and pleasure reading frequency.  The majority of 
students stated that they enjoyed reading English books 
more since they began participating in literature circles, 
two strongly agreed and three moderately agreed. Three 
students reported that they began to read more English 
books since the start of the intervention (two thoroughly 
and one moderately) whereas the other half of the stu-
dents did not report any change in the amount of English 
books read.  Finally, in regards to student preference for 
traditional class or literature circles four students re-
ported that they strongly preferred literature circles, one 

student preferred them, and one did not like participat-
ing in literature circles. Comments that students wrote 
to justify their choices are summarized in Table 6.

The final two questions on the survey asked students 
about their preferences concerning the individual roles.  
Table 6 summarized the results of students preferred 
roles, one was the highest rank and six was the lowest.  
The role with the lowest mean value, 1.5, was “Illustrator” 
showing that this was the most preferred role.  It also 
had low variance and standard deviation values indicat-
ing that most students ranked this role highly.   The role 
with the highest mean value, 5.67, was “Literary 
Luminary” indicating that this role was the least favored.  
The role of “Summarizer” had a similarly high mean 
value and was also clearly not favored by students, while 
the other roles had means in the middle.  Additionally, 
both of these least favored roles showed low variances 
indicating that most students were in agreement about 
their dislike of these two particular roles.  The “character 
catcher” and “word wizard” both had mean values in the 
middle of the data set at 3.33 and 2.50 respectively, but 
both also had relatively high variances indicating that 
students were not in full agreement about their enjoy-
ment of these roles. Finally, the role of “discussion direc-
tor” was ranked as the third most favored role and had a 
low calculated variance showing that most students 
ranked this role favorably in terms of enjoyment.   

Questions Strongly Agree 
(Number of responses)

Agree
(Number of responses)

Do Not Agree 
(Number of responses)

1. I prepared a lot for the traditional book club class 1 4 1

2. I prepared a lot for the literature circle class 4 2 0

3. I enjoy reading English books more since starting 
　the literature circles 2 3 1

4. I read more English books since starting literature 
　circles 2 1 3

5. I prefer literature circles to the traditional book 
　club class 4 1 1

6. I want to go back to the traditional book club class 1 1 4

Table 5 Results of students’ survey questions 1-4.

Student Comment

Student 1 Fun

Student 2 Funny

Student 3 I like to do something new

Student 4 Too much work

Student 5 I can talk more

Student 6 (no comment)

Table 6 Student comments.
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Table 7 summarizes survey results of the questions regarding how much students believed that the different roles 
contributed to their increased understanding of the book. Once again one was the highest rank and six was the 
lowest.  According the data collected students felt that three of the roles were equally useful.  The “Discussion 
Director”, “Word Wizard”, and “Summarizer” all had the lowest mean ranking at 2.17.  However, analysis of variance 
and standard deviation shows that the “word wizard” role was ranked the most highly by the most students.  The 
“discussion director” role had the greatest variance of the three indicating that students were not in strict agreement 
about the usefulness of this role.  The lowest ranked role was the “literary luminary” which had a calculated mean 
rank of 5.67.  Additionally, the “character catcher” and “illustrator” roles both had mean values of 4 or higher indicat-
ing that students did not feel these roles were particularly useful for their understanding of the book.  

4.2 Student Self-Reflection Analysis
Student self-evaluations were collected each week, the data was tabulated and is presented week by week in Table 9.  
The first question on the student self-assessment form looked at how well students prepared for the class.  The results 
from this question are represented in Figure 2.  This data shows that throughout the intervention, with the exception 
of week 1 (there was no reading or homework this week), most of the students (at least four out of six) reported that 
they were well prepared and none claimed that they did not prepare or did not prepare well.  

Role Discussion 
Director

Character 
Catcher

Literary 
Luminary Word Wizard Summarizer Illustrator

Minimum Value 2 2 5 1 4 1
Maximum Value 4 5 6 4 6 3

Mean 2.83 3.33 5.67 2.50 5.17 1.5
Variance 0.47 1.22 0.22 1.58 0.47 0.076

Standard Deviation 0.69 1.10 0.47 1.26 0.69 0.58
Total Responses 6 6 6 6 6 6

Table 7 Results of survey question 5 (Rank the roles in order of your enjoyment)

Role Discussion 
Director

Character 
Catcher

Literary 
Luminary Word Wizard Summarizer Illustrator

Minimum Value 1 4 4 1 1 1
Maximum Value 4 5 6 3 3 6

Mean 2.17 4.83 5.67 2.17 2.17 4.00
Variance 1.14 0.14 0.56 0.47 0.81 2.33

Standard Deviation 1.07 0.37 0.75 0.69 0.90 1.53
Total Responses 6 6 6 6 6 6

Table 8 Results of survey question 6 (Rank the roles in order of helping you understand the book)

Figure 2 Chart of students’ perceived preparedness
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Students also reported about their question asking and 
answering performance during the class.  This data is 
represented in Figure 3. Data shows that in weeks one to 
three students did not perceive themselves to be asking 
many questions, with less than half of the students re-
porting strongly positive question asking behavior and 
several students reporting negative question asking be-
havior.  Weeks four to six, however, show that students 
were much more confident with their questions asked 
with between four and six students reporting strongly 
positive and no negative question asking behavior was 
reported during these weeks.  The results were some-
what similar in student reports of question answering.  
Week one showed the lowest reports of question an-
swering and both weeks one and two showed that stu-
dents had negative perceptions about their question 
answering.  However, weeks three and four showed 
steady increases in question answering and weeks five 
and six both showed that all students believed that they 
had answered questions well in the class.  

The final two questions asked students to report their 
ability to stay on task during the class, talking about the 
book and listening to classmates.  Results can be seen in 
Figures 4 and 5.   Students reported positively about 
their ability to talk about the book throughout the inter-
vention, with the exception of week one.  Reports were 
slightly more positive towards the end of the interven-
tion but from weeks two to six no students reported 
negatively in this category.  However, in week six this 

trended down a bit as two students reported they talked 
less about the book than they did in previous weeks. 
This may have been a result of the activities in the class 
which focused more on enjoying a game then having a 
literary discussion.

As for the final question “I listened carefully and did not 
interrupt my classmates” students did not show any 
change of improvement throughout the intervention.  
Weeks five and six both showed that students had nega-
tive feelings about their performance in this category. 

The student self-assessment forms also contained a sec-
tion for students to write comments about what they did 
well and what they could improve on in the next class.  
The data was coded and comments were categorized 
into six groups: comments about listening, talking, 
questioning, homework, concentration and other.  The 
full summary of comments can be found in Appendix 
H.  The number of responses in each category from the 
question “What important contribution did I make?” 
each week are summarized in Table 10. Not all students 
wrote comments each week and in week two no students 
were able to write comments due to a shortage of time.  
Overall student comments were similar from the begin-
ning to the end of the intervention, though there were 
more comments about questioning in the second half of 
the intervention.  The two comments marked as other 
were “I made the class happy.” and “I volunteered to 
read.”

Figure 2 Chart of students’ perceived preparedness

Figure 4 Chart of Students Perceptions of talking about the book in class Figure 5 Chart of students’ perceptions of listening to their classmates
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Statement Week Yes! So-So Not Really No Total
I was prepared for this class 1 2 3 0 1 6

2 4 2 0 0 6
3 4 1 0 0 5
4 5 1 0 0 6
5 5 1 0 0 6
6 5 1 0 0 6

I asked questions 1 1 3 2 0 6
2 3 1 2 0 6
3 2 2 1 0 5
4 6 0 0 0 6
5 5 1 0 0 6
6 4 2 0 0 6

I answered questions 1 2 2 0 1 6
2 4 0 2 0 6
3 4 1 0 0 5
4 5 1 0 0 6
5 6 0 0 0 6
6 6 0 0 0 6

I talked about the book 1 1 2 3 0 6
2 5 1 0 0 6
3 6 2 0 0 5
4 6 0 0 0 6
5 6 0 0 0 6
6 4 2 0 0 6

I listened carefully and did not 
interrupt my classmates

1 2 4 0 0 6
2 4 2 0 0 6
3 2 3 0 0 5
4 5 1 0 0 6
5 3 1 2 0 6
6 4 1 1 0 6

Table 9 Summary of Student Self-Assessment Results 

Category of Comment Week 1 Week 2 Week 3 Week 4 Week 5 Week 6
Listening 2 2 1 1
Talking 2 1 1 1
Questioning 1 1 2 2
Other 2

Table 10 Student Self-Reflection Comments “What important contribution did I make?”

Category of Comment Week 1 Week 2 Week 3 Week 4 Week 5 Week 6
Questioning 2 1 1
Talking 2 3 2 1
Concentration 3 1 2 1 1

Table 11 Student Self-Reflection Comments “What can I do to improve next week?”
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Similarly, comments from the question “What can I do 
to improve next week?” are summarized in Table 11.  
The most common comment in this section was “I will 
concentrate more.” And with the exception of week 2, 
where there were no comments, it was mentioned every 
week.  Students mentioned that they should concentrate 
more continuously throughout the intervention, but it 
was the most common comment in the first week.  
Comments about questioning were slightly more com-
mon in the first half of the interventions while com-
ments about talking became frequent from weeks three 
to five.  

4.3 Teacher’s Observation Checklist Analysis
Data from the teacher’s observation checklist was tabu-
lated and is presented in Table 12.  Results show that 
students completed the readings and came to class pre-
pared fully in every week except week five when one 
student did not complete the readings.  In regards to 
question asking behavior students showed the best re-
sults in weeks four and five.  In each of weeks one and 
two students were observed having not asked questions.  
However, with the exception of week one, throughout 
the intervention students were observed to have re-
sponded well to questions.  In weeks two to six all stu-
dents answered questions well during class time.  
Students also performed well, according to the observa-
tion checklist, when it came to sharing and giving rea-
sons.  From weeks three to six the majority of students 
were observed to have shared well in class.  Results var-
ied, however, when it came to listening to others.  In 
weeks two, four and six most students performed well in 
this area, however in the remaining weeks several 

students were observed not listening well or interrupt-
ing other students.

4.4 Homework Evaluation
Student homework was collected and evaluated weekly 
and the results of the evaluation are summarized in Table 
13.  This table shows the number of students who received 
each level of points for completeness.  Week one did not 
require any homework so data was not included.  In 
weeks two and six data shows that all of the students com-
pleted their homework to a high standard.  In week three, 
four students completed their homework thoroughly one 
was done less than satisfactorily and one was not turned 
in at all.  In week four students completed their home-
work well except for one that was not turned in.  Finally, 
week five showed the worst result with two students not 
turning their homework in at all.  Overall homework was 
well done 25 out of 30 possible times or 83% of the time 
during the intervention, it was turned in less than satis-
factorily once and it was not completed, five out of 30 
possible times or 13% of the time.  Examples of completed 
homework are presented in appendix J.

Week 4 Points 3 Points 2 Points 1 Point

2 6 0 0 0

3 4 0 1 1

4 5 0 0 1

5 4 0 0 2

6 6 0 0 0

Table 13 Homework Evaluation Results

Week 1 Week 2 Week 3 Week 4 Week 5 Week 6

Completed the reading N/A 6/6 5/5 6/6 5/6 6/6

Asked questions G – 2
S – 2
N – 2 

G – 2
S – 2
N – 2

G – 2
S – 3
N – 0

G – 4
S – 2
N – 0

G – 5
S – 1
N – 0

G – 3
S – 3
N – 0

Responded to questions G – 4
S – 1
N –1

G – 5
S – 1
N – 0

G – 5
S – 0
N – 0

G – 6
S – 0
N – 0

G – 6
S – 0
N – 0

G – 6
S – 0
N – 0

Listened to others G – 2
S – 0 
N – 4 

G – 5
S – 1
N – 0

G – 2
S – 2
N – 2

G – 6
S – 0
N – 0

G – 2
S – 3
N – 0

G – 6
S – 0
N – 0

Shared and gave reasons G – 2
S – 2
N – 2 

G – 4
S – 1
N – 1

G –4
S – 1
N – 0

G – 5
S – 1
N – 0

G – 6
S – 0
N – 0 

G – 5
S – 1
N – 0

Table 12 Summary of Teachers Observation Checklist: G-performed well, S-performed satisfactorily or attempted to perform, N-not 
　　　  satisfactory performance or no attempt made.
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 4.5 Results of Reflection Notes
Reflection notes from the six week long intervention 
were reviewed and analyzed.  It was found that reflec-
tions focused on three major themes including student 
preparedness, the use of warm-ups and reflections about 
question asking behavior in students.  

Reflections pertaining to student preparedness are pre-
sented in Figure 6.  Week three, four and five reflections 
made note of the reasons students did not come to class 
prepared.  In week three one student was absent and 
another completed their homework poorly because she 
did not understand how to do it.  In week four one stu-
dent read the book but did not complete the homework 
because he was absent the week before and finally, in 
week five two students did not do their homework and 
one of them also did not do their readings for the week.  
This student was confused about what chapters to read 
as he had lost his syllabus, as a result he requested that 
the assigned readings be written on his role sheet for the 
week.  On the whole, most of the reflections point to the 
majority of students doing both the homework and the 
readings and coming well prepared for class, as can be 
seen in comments from both week three and five.

•  October 27, 2015 (Week 3)
Once again all of the students completed the home-
work and their readings, except one student who 
was absent.  Another student was confused about 
her role sheet and therefore did not complete it thor-
oughly, so we briefly went over them again when I 
handed out the homework at the end of the class.

•  November 3, 2015 (Week 4)
All of the students came to class prepared and com-
pleted their homework.  One student was absent last 
week so he didn’t have his homework to turn in but 
he did read the book.  

•  November 10, 2015 (Week 5)
As for the literature circle two students did not bring 
their homework. One said she read the book but lost 
the paper.  The other said he was confused about 
what chapters to read, since he lost his schedule, and 
thus didn’t do the readings or the homework.  He 
asked that I write the reading homework pages on 
the homework paper from now on.  
All in all I think that the students are doing their 
best to read and understand the book so that they 
can participate well in class.

Figure 6 Reflections about student preparedness

The second trend found in the reflections was the ques-
tion of whether or not warm-ups were necessary 

preceding the literature circle.  As shown in Figure 7, 
reflections from weeks three, four and five showed that 
warm-ups were a useful introduction to the class and 
seemed to help get students ready for a more engaged 
literature circle.  In week three, when there was no 
warm-up, it was noted that students were much slower 
to get engaged in the literature circle than in other 
weeks.  Furthermore, week four and five reflections 
noted that warm-ups were also enjoyable for students 
and may have served to lower their affective filters 
(Krashen, 1982).

•  October 27, 2015 (Week 3)
Last week I started the class with a short warm up 
and then began with the literature circle.  However, 
this week I did not plan a warm-up as I wanted to get 
through all the activities in the short amount of time 
that we have for class.  However, after experiencing 
it I think that it would definitely would have been 
better to do a warm-up before jumping into the lit 
circle.  Today the students seemed to  take a lot more 
time to get into the discussion.  I think that last week 
having a warm up was good for them to get out of 
play mode and into book/class mode.  

•  November 3, 2015 (Week 4)
The warm-up was a light and fun activity to get stu-
dents ready for the class.  They enjoyed looking at 
the animal pictures and they were able to talk about 
how Captain Cook (a penguin in their book) was 
feeling and why.  This lead into the literature circle 
much more smoothly than last week.  

•  November 10, 2015 (Week 5)
The students really enjoyed the warm-up activity 
because they could watch some cute videos.  They 
were able to make lots of connections.  For example 
between their lives and the video if they had seen 
an animal show before.  Then they could to connect 
that to the book which was about a performing ani-
mal show.  They like to watch videos and they espe-
cially like cute animals so this was a fun way to start 
the class.  

Figure 7 Reflections about warm-ups

Finally, several of the reflections noted that students had 
difficulty making questions during the literature circles.  
These reflections are summarized in Figure 8.  Data 
from the action research midway reflection shows that 
in the first half of the intervention students were having 
difficulty formulating their own questions.  In weeks 
four and five, following the introduction of literature 
question cards reflections note that students were much 
more confident and capable of asking questions to fel-
low students during the literature circle. 
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•  From Action Research Midway Reflection 
    (November 2, 2015)

I have noticed that, while students are able to answer 
questions well, they are not able to formulate them 
well on their own.    

•  November 3, 2015 (Week 4)
In today’s literature circle I tried to get students to 
ask each other more questions.  So in order to fa-
cilitate this I printed out literature question cards to 
help them make questions.  For example: 

What if…? Why did…?

What caused …? Why do you think …?

I cut these into cards and let the students choose 
a couple each.  When it was their turn they had to 
make a question and direct it to another student.  
That student had to answer, then present their role 
sheet and make a question to ask the next student.  
They also were free to ask more questions after eve-
ryone had presented their role sheets.  This worked 
well to keep the lit circle flowing smoothly and I also 
think it made them less nervous and more able to 
think of questions on the spot.  They enjoyed mak-
ing difficult and philosophical questions in order to 
stump their classmates.

•  November 10, 2015 (Week 5)
Once again students randomly choose question 
starter to help them ask more questions to their 
classmates.  A few of the questions were quite su-
perficial, such as “Who is the main character?” but 
most were more detailed.  I think that next week I 
should use different question cards to add some 
more variety.  

Figure 7 Reflections about warm-ups

5. Overall Reflection and Discussion 
of the Intervention
Throughout this intervention I have observed a lot of 
important outcomes from the intervention. Thus, I have 
divided this section into four main sub-sections in order 
to fully discuss these outcomes in detail.  These sub-
sections include student preparation, student participa-
tion, strategies for implementing literature circles, ben-
efits of literature circles and future plans.  

5.1 Reflection and Discussion of Student 
Preparedness
In this action research project I focused on the research 
question “How can I motivate students to prepare better 
for the chapter book club through literature circles?”  I col-
lected data from five major sources in order to answer this 
question.  I have reported the results from these sources in 
Section 7 which included the homework evaluation, stu-
dent self-assessments, teacher reflections and a final survey.  
All of these data sources point to an increased level of stu-
dent preparation in my chapter book class during the inter-
vention period, as compared to before.

In the month previous to the intervention I found that 
students had fully completed their homework 48.5% of 
the time.  Survey results also showed that only one stu-
dent reported to have done their homework always while 
other reported to have done it sometimes or never.  
However, during the intervention period I found that 
students completed their homework 83% of the time.  
Students also reported positively with regards to their 
level of participation in both their weekly self-assessments 
and the final survey conducted as part of this interven-
tion.  In their self-assessments, in every week that there 
was homework and a reading assigned, the majority of 
students reported to have been well prepared and no stu-
dents claimed that they were not really or not well pre-
pared.  This is in agreement with their final survey results 
which, I found, showed that students believed that they 
were more prepared for the literature circle class than the 
traditional class.  These three data sources were further 
confirmed by my reflections.  Relevant sections of my re-
flections were reported in Figure 6.  These showed that 
students tended to be well prepared for the literature cir-
cle discussions.    Here is an example from October 27th 
which reflects this point, “Once again all of the students 
completed the homework and their readings”. My reflec-
tions noted that two of the missing homework assign-
ments were a result of absences and two were resulting 
from confusion about the role sheets and assigned read-
ings.   In both cases the confusion was resolved when I 
implemented small interventions which occurred in 
weeks two and five.  In week four I reviewed how to com-
plete roles sheets and showed students examples, while in 
week five I wrote assigned chapters on each of the stu-
dent’s role sheets to resolve any confusion about the as-
signed readings.  Despite a few cases of missing home-
work my reflections were consistently positive when it 
came to comments about student’s preparation for the 
class.  The following comment from the November 10th 
reflection is a good summary of this: “All in all I think that 
the students are doing their best to read and understand 
the book so that they can participate well in class.”  Thus, 
in regards to the research question I found that in this 
classroom context, implementing literature circles result-
ed in increased preparation for chapter book club class. 
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5.2 Reflection and Discussion of Student 
Participation
Prior to the intervention my reflection notes often told a 
tale of students who were ill prepared and unable to 
participate in the class discussion.  One such example is 
this quote from my September 8th reflection: 

“I suspect that several of them also didn’t read 
the book very carefully because they had very 
little to say about the book and were constantly 
searching for answers in their books.  This is an 
ongoing problem with this class.” 

Thus, I hoped that if the literature circle intervention 
could motivate students to prepare more thoroughly for 
the class then they would be more able to participate 
more as well.  Since the results showed that students did 
prepare more for the literature circle class I think that it 
is important to look at how their participation was also 
affected.  I assessed participation through self-reflec-
tions, teacher checklists and my own reflections.

Student self-assessments provided me with rich data 
about how students perceived their participation in class.  
First of all they showed that initially students did not 
think that they participated by talking about the book in 
class but for the last half of the intervention students were 
much more positive about the amount they discussed the 
book and several also reported that they wanted to do it 
even more in the future through their comments on the 
self-reflection.  This is in concurrence with my weekly 
checklists which also showed a high level of participation 
in this category in the second half of the intervention.  
These results are supported by a study by King (2001) 
which found that talk in the literature circle was initially 
heavily scaffolded by the teacher became more frequent 
and expressive as students became familiar with the lit-
erature circle setting.  Similarily, Burns (1998) also notes 
that the continued use of literature circles leads to more 
active classroom environment.  It is likely that there are a 
couple of reasons why talking about the book increased 
in the later part of the intervention.  First of all, there is 
often an adjustment period experienced when students 
participated in literature circles where students need 
some time to adjust to the new environment (Katsen, 
1995).  Secondly, I carried out an intervention in week 
four aimed to increase the amount of questions students 
asked in the beginning in week three may have led to 
students beliefs of increased talking about the book. This 
intervention will be discussed further below.   

The ability to ask and answer questions took on a large 
role during this action research project.  According to 
King and Briggs (2005), asking and answering question is 
an important type of social interaction that takes part in 
literature circles, which should be promoted by the 
teacher.  My checklist and students reflections both were 

in agreement that students did well responding to ques-
tions throughout the course of this intervention.  
However, these data sources simultaneously reported 
that in the first half of the intervention students were 
having a lot of difficulty making their own questions.  
This was also reflected in the comments section of the 
self-reflection.  I the first half of the intervention student 
often made comments about how they should ask more 
questions in the next class.  As a result, I implemented a 
small intervention from weeks four to six where students 
were given question starter cards to help them make 
questions to pose to other students.  After this interven-
tion students question making behavior increased sub-
stantially, especially in weeks four and five.  This was re-
ported in self-reflections, my checklist and my reflections. 
There were also significantly fewer comments about 
needing to improve in their question asking on the com-
ments section of the self-reflection.   In the sixth week I 
observed in my checklist that students made fewer ques-
tions than weeks four and five.  As this was the final week 
of the semester and the book were finished students 
seemed to be more interested in having fun and moving 
on to the next book.  

One area related to participation, though, proved to be a 
reoccurring problem.  Throughout the intervention both 
the checklist and student’s self-reflections showed that 
several students interrupted their classmates a lot.  
However, according to the teachers checklist and the self-
evaluation there seemed to be a slight trend toward stu-
dents interrupting less at the end of the intervention de-
spite the fact that I did not intervene specifically to solve 
this problem. This may have been part of students adjust-
ing to the new environment and testing what behavior is 
appropriate in the literature circle (Pearson, 2010).

In summary, talking, making questions and answering 
questions were all positive participatory behaviors that 
occurred as a result of students participating in literature 
circles.  However, interrupting became a negative behav-
ior that emerged from the use of literature circles.  
However, all of the data sources point to increased stu-
dent participation as a result of acclimatizing to and par-
ticipating in literature circles.  This supports the notion 
that, despite some problems with students interrupting 
each other, increased student preparation and also leads 
to increased participation in a chapter book club class.  

5.3 Strategies for Implementing Literature 
Circles
The primary intervention in this action research project 
was the implementation of literature circles.  Through the 
five primary methods of data collection employed in this 
study I have found several factors which contributed to 
the successful implementation of literature circles and 
their benefits.
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One drawback of literature circles that is often cited in 
the literature is the period of adjustment that students 
go through (Katsen, 1995).  This was also noted in other 
studies such as Carrison and Ernst-Slavit (2005). This 
was also the case in this literature circle intervention as 
well.  I observed in my reflections that students had dif-
ficulty getting started some days, for example from the 
October 27th reflection, “Today the students seemed to 
take a lot more time to get into the discussion”.  I also 
observed that they had difficulty making questions to 
ask to the other students, this is seen in a comment from 
the November 2nd reflection, “I have noticed that, while 
students are able to answer questions well, they are not 
able to formulate them well on their own.”  This was also 
highlighted in student self-reflections and my weekly 
checklist in the first three weeks of the intervention.  I 
believe that both of these problems were part of the ad-
justment period that the students had as they adapted to 
their new circumstances.  In their study Carrison and 
Ernst-Slavit (2005) found that giving demonstrations 
and instructions broken into smaller parts was helpful 
in assisting students to get accustomed to the literature 
circles. In this vein, in order to assist my student in over-
coming these obstacles I tried out two separate strate-
gies.   Through review of my lesson plans and reflections 
I found that on the days a warm-up was employed previ-
ous to the literature circles students were more comfort-
able and had an easier time getting involved in the litera-
ture circle.  Evidence of this can be seen in the November 
3rd reflection, 

“The warm-up was a light and fun activity to get 
students ready for the class.  They enjoyed look-
ing at the animal pictures and they were able to 
talk about how Captain Cook (a penguin in 
their book) was feeling and why.  This lead into 
the literature circle much more smoothly than 
last week.” 

As a result, in the second half of the intervention warm-
ups were used in every class before starting the literature 
circle.  As for the problem of making questions I intro-
duced literature question cards.  These cards served as 
question starters.  I found that with the question starters 
students were much more confident in making and ask-
ing questions to their classmates.  Evidence of this was 
seen in the reflection from November 3rd, 

“This worked well to keep the lit circle flowing 
smoothly and I also think it made them less 
nervous and more able to think of questions on 
the spot.  They enjoyed making difficult and 
philosophical questions in order to stump their 
classmates.”

Further support comes from both the self-reflections 
and my weekly checklists.  Both of these data sources 
suggest that in the second half of the intervention, when 
the question starter cards were used, students asked 

more questions.  I think that both using warm-ups and 
question starter cards were helpful strategies that al-
lowed students to adjust to the literature circle.

Also, an important part of the adjustment period in-
volved some student training.  In the initial stages of the 
intervention there was some confusion among students 
as to how to complete the role sheets.  This was high-
lighted in the October 3rd reflection, “Another student 
was confused about her role sheet and therefore did not 
complete it thoroughly”.  This was also observed in the 
homework evaluation when the student turned in an 
incomplete role sheet.  I intervened to solve this prob-
lem, in a manner similar to Carrison and Ernst-Slavit’s 
(2005) modeling and instruction giving techniques, in 
week four by reviewing how to complete the role sheets 
and providing students with examples as models.  After 
this small intervention there were no more problems 
with poorly completed role sheets.  

In all, I held mini-interventions three times during the 
course of the intervention to help students adjust to 
participating in literature circles and through the data 
gathered from the various sources they seemed to be 
successful.  

5.4 Benefits of Literature Circles
The previous sections have discussed some of the posi-
tive outcomes that I found from implementing literature 
circles.  These include increased levels of preparation for 
class as well as increased student participation in class 
book related discussions.  The final survey also showed 
some additional benefits of the implementation of liter-
ature circles.

Previous to starting the intervention I surveyed students 
about their English reading habits outside of class.  I 
found that most of the students had good reading hab-
its, as most of them reported to read between three and 
five English books per week and only one student did 
not read any English books outside of class.  In the final 
survey that I administered after the intervention I found 
that there were some slight changes to students reading 
habits.  Five out of six students reported that that they 
enjoyed reading English books more since starting to 
participate in literature circles.  Two students strongly 
agree with this and three agreed.  Additionally, half of 
the students reported that since beginning to participate 
in literature circles they began to read more English 
books at home.  I believe that these are positive and ex-
citing results for such a short term study.  What’s more is 
that these results are in line with Carrison and Ernst-
Slavit’s (2005) study which also found that English lan-
guage learners who participated in literature circles de-
veloped more positive attitudes to reading English 
books.   
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Additionally, the majority of students, five out of six, 
reported that they preferred literature circles to the pre-
vious style of chapter book study.  From their survey 
comments most students agreed that literature circles 
were more fun, interesting and gave them more chances 
to talk about the book.  The one student who reported 
that he did not prefer literature circles commented that 
it seemed like too much work.  Overall, I believe that 
these are positive and exciting results for such a short 
term study that indicate that literature circles can be a 
productive strategy for studying literature with ESL 
young learners.  

5.5 Future Plans
Given the positive results found in student preparation, 
participation, enjoyment and English reading habits I 
believe that literature circles are a useful strategy for me 
to employ in the future.  I believe that if I continue to 
use literature circles then students will continue to im-
prove, become more autonomous and be able to partici-
pate more, make better questions and better analyze 
and understand the text.  For these reasons I intend to 
continue using literature circles in my chapter book 
classes.  However, I want keep improving on the proce-
dure in the future and I think that students can play a 
big role in shaping successful literature circles.  

In order to gain more insight into students feelings 
about the different roles, which I believe are the corner-
stone of literature circles, I surveyed students to find 
their feelings about the roles. The first thing I wanted to 
know was which roles students preferred and found 
more enjoyable.  I found that illustrator was the most 
popular followed by discussion director and word wiz-
ard.  The least favorite roles were literary luminary and 
summarizer.  In addition I also asked students which 
roles they found the most useful in terms of increasing 
their understanding of the book.  In this category the 
highest ranked roles were discussion director, word 
wizard and summarizer.  The lowest ranked roles were 
literary luminary, character catcher and illustrator.  
Knowing this information I intend to make some 
changes to the role sheets in the future.  First of all, 
since the literary luminary role was ranked low in both 
categories I plan to change to another role.  I think it 
will be dependent on the book but mapping the charac-
ters travels or finding figurative language are both good 
options.  Additionally, I plan to make some changes to 
the character catcher role sheet.  The reason is that this 
even though students did not think the character 
catcher sheet was interesting or I believe that character 
analysis is an important part of literature study.  Thus I 
will make some changes to the layout and content of 
this sheet to make it more appealing and useful to 
students.

Along with the changes to the role sheets I also plan to 
intervene to help students communicate with each other 
in a polite and respectful way.  All in all I hope to continue 
to make small interventions along the way in order to as-
sist my students to become more autonomous and in-
crease the benefits from participating in literature circles.  

6. Limitations
Although the results of this study were quite positive, 
there were several limitations to this study that should be 
considered.  The sample size was quite small, with just six 
students, and the time period of this study was also quite 
limited, at just six weeks.  As a result of these factors the 
results of this study are meant to be suggestive rather than 
conclusive.  A longer study with more participants is 
needed to generalize these results further. Additionally, as 
the surveys and self-reflections were done in class and 
seen by myself, the teacher, the students may have not felt 
totally anonymous.  It is possible that this may have led to 
students expressing their thoughts and opinions in a way 
to make their teacher pleased.  However, despite these 
limitations, the results of this study were positive for this 
particular group and shows potential for increased use of 
literature circles amongst language learners.  

7. Conclusion
The results of this small scale study show that literature 
circles can be beneficial to young English language learn-
ers.  First of all, this study has shown that literature circles 
can be motivating for students in several aspects.  
Students may be more motivated to read, do homework 
and prepare for the class in general when they know that 
they will be participating in this type of activity.  This 
study also showed that students were more motivated to 
participate in class by discussing the book, asking their 
classmates questions and answering question posed to 
them.  Next, this study suggests that literature circles 
may have a positive effect on students’ attitudes toward 
reading English books and the amount of English books 
that students read.

Though the scale of this study was quite small it shows 
that it is possible to implement literature circle discussion 
with young English language learners provided the con-
ditions are right.  As seen from this study these conditions 
include lowering the affective filter though warm-ups, 
providing students with scaffolding in making questions 
and providing students with support tailored to their in-
dividual needs.  This study showed that when implement-
ing literature circles it is important that teachers commu-
nicate well with their students in order to understand 
exactly any difficulties that they may be experiencing so 
that they can work together to solve the problems and 
make it a meaningful experience for all of the students.  
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Appendix A – Pre-Intervention Student Survey
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Appendix B – Literature circle job schedule
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Appendix C – Post-Intervention Student Survey
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Appendix D – Student Self-Assessment
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Appendix E – Teacher’s Observation Checklist
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Appendix F – Teacher Checklist Rubric & Sample Completed Rubric
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Appendix G – Homework Evaluation Rubric
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Appendix H – Summary of Self-Reflection Comments 

Student comments: What important contribution did you make to the class today?

Week 1 Week 2 Week 3
- I listened
- I concentrated
- I tried to answer the questions
-I read

(No comments) - Talking
- Talking about the book
- Make class happy
- I volunteered to read

Week 4 Week 5 Week 6
- I talked
- Everything
- I listen carefully
- I asked many questions
- I listened to students talking

- I answer questions
- I ask questions
- I listened carefully
- I talked

- I answered questions
- I asked many questions
- I talked
- I listened

Student comments: To improve next class, I will ….

Week 1 Week 2 Week 3
- Next time I can ask questions
- I can ask many questions
- Study more
- Listen more carefully from now on
- I will listen

(No comments) - More talking
- Talking more
- Study
- I will ask question

Week 4 Week 5 Week 6
- Do homework
- Be good
- Be prepared
- Do more talking
- Study harder

- Study more
- Read the book
- Speak more
- I will ask more questions

- Talk more
- Listen more carefully
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Appendix I – Literature Circle Role Sheets
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Appendix J – Examples of completed role sheets
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Teacher Cognition in EFL 
Grammar Teaching
Liwon Park

Research Methods

This study showed that young EFL learners can potentially participate well and benefit from the implementation of 
literature circles in their literature based English language classes and that literature circles may have good potential 

for further research. This case study examines the effects of four experienced teachers’ beliefs regarding teaching grammar 
to Korean Middle School students. Furthermore, the factors influencing teachers to administer beliefs are observed. The 
data collected through pre- and post-surveys, face-to face interviews, participant-produced materials as well as class-
room observation data would prove the influence of teachers’ personal conceptions towards pedagogical practice. It may 
suggest some of the implications for the rising prominence of grammar in the curriculum. 

1. Literature Review
Teachers are artists. The vast world of language is per-
ceived differently through the teacher’s knowledge, ex-
periences, attitudes, and beliefs and is depicted in his 
unique interpretation. A teacher’s practice is undoubt-
edly different from one another as are the paintings of 
artists looking at the same landscape. Centuries of ob-
serving learners, the focus has finally turned to regard 
teachers as active decision-makers who shape the class-
room and thus are the major influence in a classroom. 
Thus, understanding teacher cognition is vital to the 
process of understanding teaching (Borg, 2009). 

This turn of perspective on teachers and teaching since 
1970’s have provided insights into the processes of 
teacher education and the nature of teachers’ instruc-
tional practices. From a theoretical point of view, the 
study of language teacher cognition; even though in its 
early stage especially in EFL contexts; has revealed the 
potential for deepening our understandings of the lan-
guage acquisition process. Teachers’ beliefs are made up 
of their former experience, educational background, 
personality, and personal education theory derived from 
reading and other resources that are in functioning in 
classroom. From a practical point of view, teacher educa-
tion programs in schools need to express these beliefs 
explicitly to teachers in order to motivate other teachers 
to be aware of their own beliefs and accept teaching in-
novations (Donaghue, 2003). Otherwise, these programs 
might get outdated and remain theoretical as it is now. 

This paper thus sets out to describe how experienced 
teachers’ prior learning experiences, beliefs and attitudes 

on grammar may influence pedagogical practice in EFL 
context, delineating some implications this has for the 
comeback of grammar in the curriculum.

1.1 Purpose Statement  
The purpose of this case study is to explore the influence 
of four experienced teachers’ beliefs regarding actual 
grammar teaching practices for middle school students 
in an accuracy-focused learning environment in Korea. 
Additionally is anticipated to looking into the effective 
factors influencing teachers’ pedagogical reasoning. 
Triangulation of data and methods are designed to con-
trol the quality of this study; which in its nature is full of 
authentic relevance to enable easy access to the teachers 
and promote further interpretation. Also, through the 
observation, any differences found between the teach-
ers’ beliefs and their actual teaching practice should not 
be regarded as a defect (Farrell & Lim, 2009; Borg, 
2009). At this stage in the research, the teachers’ beliefs 
will be generally defined as teachers’ personal standard 
of reasoning and attitudes of language that are actively 
put to use in teaching practices. As this is not an inter-
vention study the focus of the study remains in the cor-
relation and changes in the teachers rather than im-
provements of the students (Creswell, 2009). 

1.2 Research Questions
This descriptive and interpretive case study of four ex-
perienced Korean Middle School teachers in their actual 
grammar teaching and beliefs consists of numerous re-
search instruments to answer the following research 
questions:
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1. What are the teachers’ beliefs regarding the methods of 
grammar teaching in Korean Middle School?

2. What is their actual classroom practice regarding 
teaching grammar?

3. What are some factors contributing to the teachers’ 
pedagogical decisions?

Additionally, the research focuses on the Korean EFL 
context, so the relationship between the teacher’s cogni-
tion and teaching practice will specifically note the de-
tailed condition of the context as well. 

2. Literature Review

2.1 Introduction 
This section begins with an examination of the research 
conducted regarding teachers’ beliefs and cognition, fol-
lowed by a review of the research conducted in different 
ways of teaching grammar, and finishes with studies that 
have combined the two and determine the relationships 
between them.  

2.2 Theoretical Background 
The central theory that I employed in exploring EFL teach-
ers’ actual practices in teaching grammar and the cogni-
tions underlying these practices emerges from studies by 
Borg (2003; 2006; 2009) – teacher cognition in language 
teaching. According to Borg (2003, p.81), beliefs constitute 
part of a larger concept, i.e. teacher cognition, "the unob-
servable cognitive dimension of teaching – what teachers 
know, believe, and think" and the research on teacher 
cognition enriches our understanding on how teachers 
develop their pedagogical reasoning, and can provide a 
complete conceptualization of the mental processes of 
teachers, as well as offering an insight to the psychology of 
instruction (Borg, 2006). The comparative case study of 
the effects and relationship between teachers cognition 
and their actual EFL grammar teaching practices indicates 
how a teacher’s cognition form a filter that sifts and refines 
neutral materials into a customized lesson (Borg, 2009; 
Farrell & Lim, 2005) and allows for better understanding 
of the complex networks of teaching and learning of 
English that previous studies lacked. The workings of 
teachers’ pedagogical reasoning is infused in the actual 
class, so this works as the origin and the sole input on 
which any interaction; thus learning; can evolve. Similar to 
the weakness of behaviorist focusing only on the surface of 
human activity, language acquisition theories haven’t dealt 
with the origin of the issue – what is provided in the class, 
why and how. As applied to my study, this theory holds 
value in that the four experienced teachers in EFL contexts 
teach the same grammar structure at the same time and 
place with the congruent teaching materials to the students 
of the same age only in separate classrooms according to 
their different levels defined by their exam scores. 

2.3 Research on ESL Contexts on Teacher 
Cognition and Grammar Teaching
In his search for published works on English language 
teacher cognition, Borg (2003) could identify only 64 
studies in total with incongruent results. However, the 
majority of studies focused on describing ESL contexts; 
which lack considerable relevance to adapt to the EFL 
context in Korea (Borg, 2003). Moreover, he argued for 
a unified field mainstream research on teacher cogni-
tion for its specific framework so as to bring together the 
isolated findings for a comprehensive overview. Also, he 
talks about the need to look into the curriculum, the 
context and the preparation the teachers put in for the 
class as well as the direct observation of the teaching 
practice. In order to tackle this problem, the data sam-
pling was carried out in a unified setting, as mentioned 
above, with just the teacher as a variant. The interview 
questions included the teachers’ preparation of the les-
son as well as the adaptation from the unified teaching 
materials in the actual teaching practices. 

From the 64 studies Borg (2003) identified as teaching 
cognition, only 22 studies were on grammar. Over the 
last few years, there have been some more studies on 
grammar instruction (e.g. Borg, 2003; Farrell, 2003; 
Farrell & Lim 2005). However, research on teacher cog-
nition in grammar teaching in an EFL context is still 
rare. For over 20 years the predominant source of 
knowledge about grammar teaching had been studies of 
second language acquisition (SLA), but failed to answer 
the complete processes of grammar teaching. Borg 
(2003) concludes that "a clear sense of unity is lacking in 
the work" (p. 81). Unfortunately there is little research 
on the development of teaching philosophies of experi-
enced teachers. Many researchers address the develop-
ment of novice teachers. Others studied inexperienced 
teachers and compared them with experienced ones.

Hadjioannou & Hutchinson (2010) operated a case 
study of 31 pre-service teachers’ acquisition of gram-
matical meta-knowledge and of the teaching skills on a 
teacher education program in the literacy block and the 
linguistic course over four consecutive semesters. They 
asserted pre-service teachers will face difficulties in fill-
ing in the gaps of certain grammar knowledge if not 
educated prior to actual teaching. Furthermore, re-
searchers stress the need to teach them appropriate 
grammar teaching skills that ‘should’ replace the tradi-
tional grammar instruction for only then the pre-ser-
vice teachers will incorporate the ‘functional-linguistic’ 
approach in their practice. This research finding 
strengthens the need for raising awareness of the im-
portance of teacher cognition in language acquisition 
field as the inadequacy and the gaps of knowledge are 
hard to fill and many teachers often resort to using pre-
viously used materials; and the process of looking at the 
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teachers’ inner working by inquiring the different 
sources the teachers look at and how frequent they edit 
the materials. However, the data collected from pre-
service teachers are significantly different from the ex-
perienced ones as their acquired manner and the peda-
gogical decisions in relation to the classroom would 
differ as much. 

However, Farrell & Lim (2005) described the divergence 
in teaching practice from the teachers’ beliefs; which 
directly shows the possible alternative. They investigated 
and compared the relationship between the beliefs and 
teaching practices of grammar of two English language 
teachers in a primary school in Singapore. The aim of 
the study is to determine different factors affecting the 
actual classroom practices. They found both conver-
gence (meaning the teacher taught what she believed to 
be an effective way to teach grammar) and divergence 
(meaning the teacher taught differently from what she 
acknowledged to be a good grammar teaching method) 
but both of them reasonable in that their prior experi-
ence as well as external factors such as curriculum and 
school regime were at work. The observations were 
worth noting, but as EFL setting of a level-classified en-
vironment with a strong focus on accuracy may differ 
from what Farrell & Lim (ibid) found. 

In the same notion, Nazari & Allahyar (2012) con-
ducted two sets of data (four case studies) and recorded 
four classes on audio-tapes (801 minutes) in Iran at a 
teacher-training program for three weeks. They found 
several factors affecting the grammar teaching instruc-
tions such as limited knowledge of grammar and un-
certainty about errors that resulted in overlooking stu-
dents’ grammar errors. Also external factors such as the 
‘mandated national curriculum and testing scheme 
limited the way the teachers design and carry out the 
lesson plan. Nazari & Allahyar (2012) also pointed out 
the scarce number of research that clearly discern the 
EFL context from those of ESL thus posing a further 
study on grammar teaching and teachers’ beliefs in 
understanding the practical concerns in teaching large 
EFL classes. They also touch on the pressure of ‘man-
dated national curriculum’, ‘mandated national testing 
scheme and time and ‘make the grade pressure’ to be 
controls of the convergence of teachers in teaching 
grammar. 

Although many researchers have attested that “beliefs 
established early on in life are resistant to change even in 
the face of contradictory evidence” (Nisbett & Ross, 
1980, p.87) and controversial findings argue back, more 
data should be collected to attain reliability. Rather than 
looking into the teachers’ shortcomings in the phenom-
enon, I assume widening the research scope and turning 
perspectives to the teachers’ cognition would improve 
these problems. 

2.4 Research on Korean Teacher Cognition 
and Grammar Teaching
There were few articles concerning the teachers’ beliefs 
in Korea. Even though, the research in Korea do not 
seem to reflect the trend in the field for the last three 
decades and remain to center on students’ beliefs and 
behaviors (Cho, 2014; Kim, 2015) research needs to 
look at the current status of domestic research findings 
to complement and expand beyond the existing studies 
as studies on EFL grammar teaching are still rare. 

For example, Cho (2014) focused his research on under-
standing how 295 students and 79 teachers in secondary 
school perceive teaching and learning English grammar 
and the features of English grammar instruction in the 
class though questionnaires and six class observations. 
He discovered a gap between the two parties on the 
perception of interesting grammar teaching – the teach-
ers thought the students were demotivated, but the stu-
dents argued the teaching were not stimulating. Notable 
was that although the teachers here, too, believed con-
textualized grammar teaching to be important, but the 
actual teaching involved deductive teaching of grammar 
rules and sentence completion drills without meaning-
ful practices for the students to engage in the exercise. 
The teachers replies to the interview were emotional di-
recting the failures they felt in class was due to time 
pressure, students’ lack of participation and the purpose 
of meeting national guideline in preparation for KSAT. 
Surveys may be effective in collecting quantitative data 
of the whole group, but the deeper understanding of the 
pedagogical reasoning and the teachers’ improvisation 
of teaching in different class settings should be looked at 
from a holistic perspective focusing on the effects of 
teacher cognition and teaching practice.  

Similarly, Kim (2015)’s documentation of the students’ 
beliefs was disappointing as it did not take on further 
development than comparing the 144 students’ belief 
about grammar instruction and the English proficiency 
only. The results of the factor analysis generate five fac-
tors: importance of communication, of grammar, effi-
cient ways of grammar instruction, efficacy of grammar, 
and anxiety about grammar accuracy. While the partici-
pants recognized the importance of communication in 
learning grammar, learners had their own ideas about 
efficient ways of learning grammar as they believed that 
learning grammar leads to the improvement of English 
proficiency and concerned about the accuracy of gram-
mar. It points out the learners’ perspectives on learning 
grammar; which can be a basis for constructing inter-
view questions and areas to note during observation, 
but lacks information on teaching materials and practice 
in class. 

Despite the numerous research on grammar teachings 
available in Korean articles, many loopholes from the 
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population sample to data collecting methods were 
found. Most results are unreliable due to poor test con-
structs, pretest question items and variables are over-
looked (identical). For example, Jeong (2008) compared 
deductive and inductive English grammar teaching in-
structions among eighty-four boys in third year of mid-
dle school over two months to investigate learner’s 
preferences to the deductive and inductive tasks. 
Similarly, Yu (2010) examined the effectiveness of in-
ductive grammar instruction for first-year middle 
school students over six weeks with the same set of test 
questions. Also, appropriate population should be ad-
ministered and the two teaching methods should be 
clearly identified in order to refine the questions and 
reassure the validity and the reliability of the research 
findings. More importantly, rather than comparing stu-
dents’ outputs to find significant data, the focus should 
shift to teachers and their pedagogical reasoning behind 
teaching practices. 

A comparative analysis on the grammatical contents in 
five middle school textbooks by Im (2009) aimed at 
finding effective grammar teaching instruction to im-
prove the learners’ communicative ability. Though pre-
sented inductively, the four language skills were catego-
rized in separate sections leading the lessons to be 
taught deductively. Ultimately the research raised 
awareness to the practitioners and teachers to actively 
reconstruct textbooks and provide contexts to grammar 
rather than explicitly teaching them with drills. 
However, the article fails to mention the time factor and 
other external factors such as rigid curriculum and as-
sessment standards; which make a complete reconstruc-
tion of the textbook impossible. 

While the domestic delay of the change in research per-
spective exists, the data collected enables the research to 
include various factors to include in the case study. 
Some of the inquiries from the research may be inform-
ing the teachers of the way they reconstruct the textbook 
and if they don’t the factors limiting them could enhance 
the phenomenon in future interpretations. The role of 
the teacher should be taken into account as a significant 
factor that may result in differences and provide bigger 
and better picture of grammar teaching in EFL context 
in Korea.  

2.5 Summary
Many researchers have experimented with teachers’ be-
liefs and teaching practices regarding grammar instruc-
tion and found both convergence and divergence to be a 
meaningful phenomenon. Despite an increased interest 
in teachers’ cognition, the mental framework of the 
teachers and their correlations with the actual teaching 
practices remain distant and equivocal. Few studies cov-
ered the negotiations teachers make in terms of 

grammar teaching because of external factors such as 
students’ expectations, and focus on form in large 
classes. Reflective studies and case studies in educational 
settings are especially scarce. The influential factors af-
fecting pedagogical reasoning are yet to be discovered 
and it is generally difficult to draw any substantial con-
clusion on the issue while both population and context 
differ in the EFL environment in Korea. Therefore, ad-
ditional studies are required to seek reliable results of 
relationship between middle school teachers in Korea 
where environmental factors are of greater influence. 

Korea is a unique context in which majority of the stu-
dents strive for perfect score in their KSAT which is de-
signed to focus on accuracy and form. And most Korean 
EFL teachers lack immediate, first-hand feedback and 
resources. Teachers are bounded in their classroom in 
isolation from each other as all middle schools are re-
quired to operate in streaming classes, dividing two or 
three classes by their language levels binding teachers to 
teach simultaneously - making observation of fellow 
teacher’s class impossible. More than the statistical data 
and difficult research jargons, language teachers crave 
authentic and relevant professional sources from rele-
vant teaching environment. This case study; the deline-
ation of the two; will give experienced teachers opportu-
nities to articulate their beliefs and become aware of the 
developmental process, training the fresh eyes of novice 
teachers to form inquiries about teaching grammar; in 
turn will raise consciousness to improve teaching prac-
tice, generating insights into related practice and 
theory. 

3. Methodology

3.1 Introduction 
The goal of this qualitative case study was to explore and 
interpret four teachers’ actual grammar teaching prac-
tice in relation to their teaching cognition without inter-
vention or treatment that may alter the naturally occur-
ring events. As this research does not seek verification of 
theories or approval of hypotheses, a naturalistic design 
of a case study was the best framework to explore the 
research questions. Furthermore, focusing on the quali-
tative nature of the research; which takes a holistic per-
spective that gathers authentic evidence. Interview data, 
class observations data and reviews of students’ notes 
were collected. (Borg, 2003; Nunan & Bailey, 2009)

3.2 Data Collection 

3.2.1. Setting
Currently, all Korean English classes are required to run 
level-classified classes with multiple teachers teaching 
simultaneously. For example, in the participants’ school, 
the test scores of two or three classes are reviewed and 
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five students with the lowest grades from each class are 
put together in a separate class to study English. In other 
words, while the level of the students may vary, four 
teachers share congruent teaching materials such as 
worksheets and power points, teaching the same age 
group at the same time. In theory, teaching inductively 
without explicit explanation of grammar is encouraged, 
but large number of students; unmotivated students; 
and the lack of close supervision of teachers and pres-
sure to finish the substantial curriculum on time while 
preparing the students for university entrance exams 
have teachers using meta-language and time to allot 
students autonomous language practice. 

3.2.2 Subjects and instruments
For ‘convenience sampling’ (Nunan & Bailey, 2009, 
p.128), four teachers Julia, Emily, Shyla and Kelly (all 
pseudonyms) are chosen for this study. All of the sub-
jects have over ten years teaching experience as public 
English language teachers in a Korean middle school 
and are all aged between thirty-five and forty. Julia at-
tended an American International Middle and High 
school while the others were educated in the Korea. 
They work at the same school, teaching grammar to the 
first year students of middle school. The data will be col-
lected over a period of six months. 

While qualitative data collection is rich in meaning 
rather than measurement, some pitfalls of case study 
include self-report, subject expectancy, difficulty in rep-
lication and generalizability. (p.415). Naturally, triangu-
lation of data and of methods should be devised. A col-
lection of data will be gathered from students, classroom 
teachers, observer/researcher, and advisor. Different 
data collecting methods such as video recordings, cop-
ies of student-generated coursework, copies of materials 
used in class, and interviews with the classroom teach-
ers were carried out. 

• Pre- and post-surveys and face-to face inter-
views: questions to collect data on teachers’ prior 
experiences, learning, attitudes and thoughts on 
the particular grammar issue as well as the in-
tention of the lesson and its actual teaching 
practice. The survey and the interview may be 
the strongest form of data collection gathering 
rich, private (Creswell, 2003) and direct infor-
mation on the issue and allow for further ques-
tioning on an issue raised during the interview 
as the participant is ready for the answer (p.127). 
However, verbalizing pedagogical reasoning 
may be problematic, thus data of other perspec-
tive such as students’ data collection and stimu-
lated recall were devised to counter-check the 
congruence or the incongruence of the lesson 
objectives and the teaching practices. I tried to 

use low-inference descriptors and avoided any 
leading questions, culturally biased questions 
due to ‘back translation’ (Nunan & Bailey, 2009, 
p.146, 202), inappropriate wording and offensive 
expressions in the questions.
• Participant-produced materials: students’ au-
thentic materials and homework assignments as 
well as student-generated pair-work tasks and 
presentations were collected for comparison and 
interpretation. They were done before the pur-
pose of the research was noted, so they are free 
of intervention and rich of teacher’s focus and 
instructions as well as their production. This 
also worked as a data triangulation to see the ef-
fectiveness of the participant’s teaching.
• Classroom observation data: classroom obser-
vations of the four teachers’ are collected by 
video-recording and selectively transcribed. 
Video recording provides the most complete 
data in form of recording both verbal and non-
verbal cues. However, it also brings about an in-
trusive atmosphere and subsequent additional 
difficulties in data analysis. The research data 
was both descriptive and reflective as it was first 
done in the actual class as well as a review of the 
class through videotaped recording (Creswell, 
2003). External and internal factors affecting the 
teaching could be observed without interven-
tion and multiple raters analyzed the video for 
possible interpretations not to mention the reli-
ability of the rater’s results. 

3.3 Data Analysis
As mentioned briefly in the above section, data analysis 
had been multiplied to control the issue of reliability 
and validity of the research. As the researcher was a 
participant, the process was flexible, iterative and col-
laborative. Some of the interviews were casual while 
others were formal and documentary. As the researcher 
worked in the same teaching environment, collecting as 
much data through multiple revision as possible to gain 
deeper understanding of the convergence of the teach-
ing belief and the teaching practice through stimulated 
recall. To tackle the issue of subjectivity, other English 
teachers were invited to come up with congruent inter-
coders. (Nunan & Bailey, 2009, p. 428). To check for the 
validity of data, member validation technique was used. 
As the participants were eager to compare the results 
together, the member validation process was a natural 
and more meaningful event for both the researcher and 
the participants. Some of the participants had conflict-
ing views about the same phenomenon, but as Dörnyei 
(2007) points out although they are the insiders of the 
data, “there is no reason to assume that they can inter-
pret their own experiences or circumstances correctly” 
(p. 61).
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3.4 Summary  
By definition, interpretation means going beyond the 
descriptive data as it is the process of attaching signifi-
cance, making sense, offering explanations, drawing 
conclusions, and making conjectures/hypothesis – in 
essence imposing order on the rich and disordered data 
(Ibid: 480). This section clarified the methodological 
choices, beginning with identifying the qualitative re-
search method as the optimal choice for educational re-
search. Furthermore, it gave insight into the choices 
made as part of the participant sampling, selecting 
teachers based on preliminary background information, 
such as teaching environment, age, former education, 
and teacher experience. Subsequently, interviews, pro-
duction data collection and class observation were se-
lected as part of the data collection method. Additionally, 
the rich and varied data required a flexible data analysis 
method, in order to gain access to the cognition of the 
teachers through analyzing video recordings. 
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Affordances toward Fluency:  
Second Language 
Emergence in a Classroom 
Role-playing Game 

Daniel Brown

This study examined changes in fluency over the 
course of a semester for university students as they partici-
pated in a classroom role-playing game (CRPG). The 
study sought to delineate the affordances of the CRPG, 
determine if phase transitions in fluency were evident, 
and if there existed a correlation between the CRPG’s af-
fordances and fluency. Affordances were determined 
through examining classroom artifacts and recordings 
and it was revealed that the affordances students acted 
upon could be categorized into general, game-based, and 
narrative-related affordances. Two focus groups of stu-
dents exhibited definitive signs of phase shifts through 
observations of sudden jumps, anomalous variance, di-
vergence, and qualitative changes in the attractor. By cod-
ing their discourses into instances of acting on affordances, 
both focus groups showed a strong positive correlation 
between affordances and fluency.

Key words: affordances, fluency, role-play, games, 
complex systems, phase transition

Young EFL Learners 
Language Play in Novice 
Classroom

Eunsook Lee

This thesis examines novice young learners’ language 
play in the EFL classroom. Language play is the natural 
and normal linguistic behavior of young children while 
acquiring their first language. Even though its benefits 
have been known in terms of language learning, it is true 
that it has been ignored in the classroom due to a particu-
lar language use which is considered as unusual. This 
thesis observes twelve young learners’ language play in the 
similar condition with L1 acquisition to see what types of 
language play they produce at the novice level. This thesis 
also designs special activities, called Language Play 
Enhanced Activity (LPEA), to examine the effects of 
Language Play how well they influence in novice young 
learners’ new language learning. 

Key words: Language Play, Creative Thinking Skills, 
Phonemic Awareness
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Fostering Interactions of 
EFL Young Learners through 
Peer-assisted Learning 
Strategies Extended Version 
for Kindergarteners (K-PALS)

Hana Shin

This thesis examines the interactions between young 
learners in extended version of Peer-Assisted Learning 
Strategies for kindergarteners (K-PALS). Specifically, the 
thesis focuses on (a) the accuracy of feedback in K-PALS, 
(b) the feedback method of K-PALS, and (c) the percep-
tion of young EFL learners toward K-PALS in Korean 
context. This K-PALS research was conducted relying on 
K-PALS scripted manuals in a real classroom during the 
regular class. Participants (n = 8), age 5, were paired into 
reciprocal roles of “Coach” and “Reader” based on rank of 
their alphabet knowledge. The pairs worked together on 
K-PALS for 10 weeks, three times a week, about 20 min-
utes per session. The participants’ interaction data were 
collected with video-recordings during every session of the 
treatment; and participants’ perception toward treatment 
were indexed 1 week after the intervention. Analysis of the 
data collected indicated that the accuracy of feedback giv-
ing was high and mainly presented K-PALS’ no-comment-
ing feedback and correction in corrective feedback. 
Participants’ attitudes towards K-PALS were positive. 
Though this research shows positive results, it was limited 
on producing quantitative data.

Key words: Interaction, Feedback Giving, Peer-Mediation, 
Peer-Tutoring, Kindergarten Peer-Assisted Learning 
Strategies (K-PALS), EFL Reading

The Effects of Collaborative 
Dialogue Writing and Role-
play on Learners’ EFL 
Vocabulary Retention 

Hyo Jeong Gang

This thesis examines the effects of depth of processing 
on L2 vocabulary retention. To find the effects, the experi-
mental group (deep processing group, N=24) did collabo-
rative dialogue writing with target words and did role-
play with their dialogue, while, the control group (shallow 
processing group, N=24) copied their textbook’s dialogue 
with the same words and read a choral reading. The par-
ticipants completed a pretest, weekly short quizzes, an 
immediate post-test, a follow-up test, a pre-survey, a post 
survey, and a semi-structured interview over a 8-week 
period. Both groups consisted of two different language 
levels; a lower and an intermediate vocabulary level based 
on the English assessment test and Vocabulary Knowledge 
Scale pretest (Weshe & Paribakht, 1996). The result of this 
study indicated that the mean of the DP group was higher 
than the mean of the SP group on the vocabulary tests. 
Compared the effectiveness between different groups, 
there was no significant difference at intermediate levels. 
However, at lower levels, the DP group got a higher score 
than the SP group on the vocabulary tests. Therefore, most 
learners can benefit more from the depth of processing 
rather than the shallow processing on vocabulary learn-
ing. As educators, it is necessary to keep in mind that vari-
ous aspects will affect the depth of processing, such as in-
teraction through learners’ different language proficiency, 
personality, and background language knowledge. This 
study concluded with pedagogical implications, limita-
tions and suggestions for future research.

Key words: depth of processing, levels of processing, 
encoding, collaborative dialogue writing, vocabulary 
retention
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An Exploration of  
Technology Evaluation 
Criteria by Teachers 

Ivan Vander Deen

Technology has been rapidly growing in complexity 
and ability in the last few decades. With this growth its 
applications in day-to-day life has been increasing expo-
nentially. Thus, it is not surprising that technology is more 
frequently being incorporated into language learning. 
However, not all technology use is beneficial to the acqui-
sition of language. Therefore, it is essential that technology 
use be evaluated for appropriateness and effectiveness. 
Many frameworks, checklists, and criteria have been de-
veloped to evaluate CALL. Unfortunately, not all teachers 
are trained in CALL and may not be aware of these re-
sources. This study examines how teachers evaluate their 
use of technology for language learning and determines 
how these evaluations compare with established frame-
works. The results show that teachers do evaluate their 
technology use, but that the evaluation process is not as 
robust as established frameworks. The effectiveness of the 
evaluation process was not studied at this time. Thus, it is 
unclear if more teacher education is required or if there 
should be a change in how CALL is evaluated.

Key words: CALL, Evaluation, Criteria, Framework

Negotiated Assistance in 
SCMC Using Different Levels 
of Corrective Feedback with 
Korean Undergraduates

Jinkyung Hahm

This study investigated corrective feedback (CF) in 
synchronous text-based computer mediated communica-
tion (CMC) from a sociocultural perspective. The focus 
was on the ‘teacher-learner’ interaction, especially on 
their negotiation in the error correction instances. Two 
classes (N=56) at a large university in Seoul, South Korea 
participated in this study. From one-on-one chat tran-
scriptions of 28 pairs, the total negotiated rate within the 
instances of teacher feedback given was calculated. In ad-
dition, the percentage of language learning within the re-
occurring errors from these negotiated instances was ana-
lyzed. The result showed that 37% of teacher feedback was 
negotiated with multiple feedback strategies, and 100% of 
the reoccurring language cases from previous negotiated 
feedback instances were learned over time by the students. 
Examples of the negotiated feedback instances and the 
evidence of L2 learning within the negotiated feedback 
instances were provided. Pedagogical implications from 
the findings for L2 learning in SCMC were discussed.

Key words: sociocultural theory, corrective feedback 
strategies, L2 learning
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The Use of Animated Stories on Vocabulary Learning and 
Active Involvement of Young Korean EFL Learners

Nana Kim

This study attempted to investigate the effects of using animated stories with various viewing techniques on vocabu-
lary learning of young English as Foreign Language (EFL) learners in Korea. It also examined how the frequency of 
viewing animated stories affects vocabulary learning. In the use of animated stories, this study examined to seek factors 
that affect young EFL learners’ viewing attitudes toward animated stories as well. Twenty-four young learners of mixed 
ability, aged 5 in a kindergarten participated in the study for the duration of 2 months. They were divided into two 
groups, the control group, which consisted of 10 students, and the experimental group, which consisted of 14 students. 
The control group was taught with the use of paper storybooks and flashcards whereas the experimental group was in-
structed by viewing animated stories 4 times while using flashcards in the first month then by only viewing animated 
stories 8 times in the second month. Before and after one story was used to teach in each class, two pre-tests and two 
post-tests were administrated each month. The results of the study indicated that there was more improvement in the 
experimental group as compared to the control group. This increase implies that using animated stories with various 
viewing techniques on young learners is more effective than that of paper book stories with flashcards when learning 
vocabulary. Therefore, it was concluded that the use of animated stories with various viewing techniques could improve 
the learners’ vocabulary. While viewing the animated stories 4 to 8 times, it was found that the frequency of animated 
stories were viewed did not seemingly affect learners’ vocabulary learning as a higher achievement was evident in the 
first month than in the second month. Four factors that might have influenced the learners’ vocabulary learning include: 
1) the use of too many viewing techniques 2) watching the same animated story, which seems to have too simple plot for 
the learners’ cognitive level, repeatedly for 8 times 3) the use of single sensory modality 4) the use of flashcards twice in 
the first month. From the observation, it was observed that two types of viewing techniques, single sensory modality and 
dual sensory modalities seemingly affect learners’ viewing attitudes. From the results of distraction and active involve-
ment rate, it was found that when dual sensory modalities (visual and auditory modalities at the same time) were pro-
vided, participants were less distracted and showed positive viewing attitudes toward animated stories. It indicates that 
it is important to consider what types of viewing techniques are utilized in the animated stories. The researcher in this 
study recommends that teachers use animated stories as an integrative and additional way, not as an alternative way.

Key words: animated stories, Korean young EFL learners, frequency of viewing animated stories, viewing atti-
tudes toward animated stories, two types of viewing techniques
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The Effect of Language Games on the Learning of English 
Grammar 

Suyeon Yoo

This study examined conducted an analysis of pictures used in Korean and Global Elementary English Textbooks and 
Korean young learners’ perceptions. A 24-week analysis research and a survey have been conducted. The data were col-
lected through analyzing textbooks and survey questionnaires. The data were analyzed by using descriptive statistics 
quantitatively. The participants are were two hundred elementary mixed-ability students from three different schools, 
which are were located in the region of Seoul, Korea. The criteria of the types of pictures, the types of drawing techniques, 
the types of drawing materials, and the functionality of pictures (illustrative pictures, stimulus-response pictures, and 
student-generated pictures) were used to analyze the pictures. In addition, questionnaires were used to reveal students’ 
perceptions about the use of pictures. By analyzing the pictures, the results show that the illustrative pictures are used 
considerably more. It means that the majority of pictures is are just used for decoration. , And and most of pictures are 
used for talk about factual and visible things that learners see in the picture. It There should be need more activities re-
flected reflecting by a communicative language approach. After analyzing the survey questionnaire, the results reveal 
that more diverse pictures are needed to satisfy students who have divergent desires. The researcher suggests that publish-
ers and teachers require a deeper analysis and study with regard to the use of the pictures.

Key words: Grammar, Game, Learning English grammar, Learning English grammar with games
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