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A Glimpse of the Lives 
of Alumni after TESOL MA

Eunice Minjoo Hong

Q1. What do you think is something 
important you 
learned from 
TESOL MA? Do 
you think it was 
helpful in your 
career?

1.1. How to apply the 
theories to practice 
The TESOL MA 
program has intro-
duced me to a practi-
cal pedagogy and a 
sociocultural theory. 
By understanding 
the importance of the 
theories, using those 
theories in real practices through the bridging ac-
tivities, and what I learned from CALL classes, 
I have learned that all the things I studied can be 
transferable to the lessons I teach and the students I 

encounter each day at my workplace.   
– Mark Rasmussen, University instructor

Working in a company 
and other private insti-
tutes for a long time, 
I have realized there 
was always an eager-
ness to teach students 
the way I believed 
and use what I learned 
from the theories. 
The important thing 
I learned, indeed, 
was how to apply the 
knowledge I gained to 
my own teaching and 
make those theories 
mine.   

- Chanmi Hong, Co-founder of English Institute 

1.2. More practicable & effective teaching 
I was very lucky in my teaching career before the 
SMU TESOL MA, and had the opportunity to work 

Are you curious about the lives of the alumni after the TESOL program? What do you think life will 
be like after graduation?

In order to answer this question and satisfy your curiosity, we have interviewed some of the alumni to 
show you how life can change after TESOL. The alumni shared things they have learned through the 
program and how it can be used as a stepping stone to their current careers. There are also some sugges-
tions from the alumni which can be beneficial for current students in preparing for the next step after 
TESOL MA.

"By understanding 
the importance of theories, 
using these theories in real 

practices through 
bridging activities,  

I have learned that all the 
things I studied can be trans-
ferable to the lessons I teach"
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with some great programs and great people. But, 
what I can absolutely say is that the TESOL MA re-
ally lit a new spark of curiosity in me, and gave me 
the tools to pursue it. Some say that the difference 
between "good" teachers without an MA and those 
with an MA is that the ones that studied more don't 
just do the right things, but know why they are do-
ing them and can keep improving in much more ef-
fective ways. I learned a lot of immediately practi-
cable things, for example, related to pronunciation, 
and some things that gave me a broader theoretical 
background that I could seek out and apply infor-
mation appropriate to my context. 

– Andrew Langendorfer, Assistant Professor

1.3. How to create my own lesson plans
Before studying TESOL, I always brought dull 
and systematic teaching programs to my students. 
I didn’t even know how to plan my own lessons. I 
only followed what my school asked me to use. As 
a result, my lesson plans were all text-based and 
students were not motivated to learn. However, by 
taking the program, the greatest intake was learning 
how to create my own lesson plans based on the 
theories I have learned in our classes. I also learned 
to include songs and games in my teaching which 
helped my students to use grammatical structures 
and vocabulary more naturally. 

– Sunny, public elementary school teacher.  

1. 4. Improved academic writing 
Both assignments and a thesis helped me to im-
prove my academic writing skills. Many Korean 
schools and universities do not offer the opportu-
nity for students to write formal academic papers 
in English. However, the TESOL MA helped me 
to learn and improve my academic writing which 
helped me in my own career as a teacher, teaching 
graduate students. – Jooyoung Lee, graduate school 
instructor.

Q2. How did your life change after 
TESOL MA?
2.1. Building new career opportunities & 
stability 
After graduation, I had an opportunity to teach 
graduate students at a university. This was some-
thing I had never thought about before taking the 
TESOL MA. However, the desire for knowledge 
kept me studying, and through the learning from 
TESOL, I was able to apply for jobs at graduate 
schools. 

– Jooyoung Lee, graduate school instructor.

It has given me far greater career stability, not just 
in terms of having the degree under my belt, but 
also in terms of being better able to express my-
self in the interview process and function to a much 
higher degree in the classroom - so students react 
more positively. 

– Andrew Langendorfer, Assistant Professor.

SMU MA TESOL alumni, students, and faculty members 
celebrate the end of fall semester at the 2017 Symposium dinner.
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2.2. Technology into teaching 
Before entering the program, I never thought of us-
ing technology for educational purposes. However, 
the TESOL program has helped me to learn how 
technology can be best used in the classroom for 
teaching. Currently, I am 
teaching adults English, and 
we deal with computers and 
other modern technologies 
every day in our classes. The 
TESOL program has changed 
me into a teacher who real-
izes the importance of bring-
ing technology into the class-
room theoretically and I was 
able to get my current job 
because of what I learned and 
the experiences I had through 
this program.  

 - Joo Hyeon Seung, Adult English instructor

2.3. New professional networks
The second thing is that I was able to connect with a 
whole new network of professionals whose experi-
ences and insights I rely on greatly. Not just during 
our studies, but even more so after, we (The TESOL 
MA professors and I) are a solid network for each 
other!  

- Andrew Langendorfer, Assistant Professor.

Four of the alumni, in-
cluding myself, recent-
ly opened an English 
Institute for students 
ranging from kinder-
garten to high school-
ers. We wanted to apply instructional knowledge 
that we learned in the TESOL program to real-life 
teaching. I could not have started with this new 
career without the connections and networks from 
TESOL MA. Since all of us studied together in this 
program, we were able to use and apply multiple 
intelligences when teaching our students in helping 
them to relate English to crafts, stories, or things 
they are interested in. 

- Chanmi Hong, Co-founder of English Institute 

Q3. Are there any advices or recommen-
dations to current students?

3.1. Take one challenging class
Take one class that will challenge you - which you 
might not get top marks in. It might be rough, but 
ultimately worth it. Meet people you wouldn't ordi-

narily meet with the com-
mon ground of learning 
on which to make a new 
relationship. Take advan-
tage of your professors! 
They have office hours 
for a reason! Try to find 
something personally in-
teresting, no matter how 
obscure it is, and seek out 
as many ways to research 
it as you can. 

- Andrew Langendorfer, 
Assistant Professor.

3.2. Follow the theories
You are doing better than you think you are! Follow 
the theories and do what the theories say because 
then you will know why you are doing what you 
are doing. 

– Mark Rasmussen, University instructor.

3.3. Take time to 
choose your courses
See what your real in-
terests are in teaching 
while studying TESOL. 

As the classes are offered every other year, you 
need to take time to choose your courses carefully 
according to your own interests. Try to select cours-
es which can broaden your thoughts and knowledge 
in your future teaching. 

- Joo Hyeon Seung, Adult English instructor

3.4. Try to develop your lesson plans using mul-
tiple intelligences.
I think it is important for teachers to understand and 
catch their own multiple intelligences, and also to 
try to create different lesson plans using multiple 
intelligences. For example, I am a visual learner 
and I like to learn things with pictures, however, 

"Take one class that will 
challenge you."

"I was able 
to connect with 

a whole new network 
of professionals whose 

experiences and insights 
I rely on greatly."
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there may be students who learn through songs. Developing lesson plans with multiple intelligences and 
trying to switch and add different activities to find what works best for your students will help you under-
stand your students’ learning development. 

-Chanmi Hong, Co-founder of English Institute

Through the interviews with alumni members, we were able to look into some of the changes the 
alumni experienced before and after the TESOL MA program. Like the suggestions from the alumni, 

we should prepare ourselves today in order to use our education as a passport for the future. 
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Finding New Ways to Cope with 
Stress: Meditation

Alexandria Malfitano

It is no secret that the life of a student is stressful.  As graduate students, we try to balance school, work, families, and 
fun into what seems like far too few hours in a day.  When trying to balance everything, sometimes we get over-
whelmed, stress levels go up, productivity and motivation hit a decline, and for some, those not-so-helpful coping 
strategies pop up.  During these times, wouldn’t it be nice to have something to fall back on?  Something effective, 
yet simple, and not time consuming?  Allow me to introduce to you a different type of coping strategy; one that only 
takes a few minutes each day, one that requires little extra effort or planning: meditation.

What is meditation?

Meditation is, broadly, the practice of focusing 
your attention.  This is often done according to a 
specific routine, but can vary depending on the 
practice.  There are numerous types of medita-
tion, all with different origins and purposes.  
Some of those forms include: concentrative 
meditation, open awareness, mindfulness, and 
guided meditation.  Meditation takes shape 
differently in each general form of practice 
and for each person.

That’s a lot of options…
so, which meditation is 
right for me?

Well, that depends.  Have you medi-
tated before?  How much time do 
you have per day?  Is it easy for you to 
not think, or is it easier to 
focus on a task?  Are you 
looking for a deeper con-
nection, or just a quick 
refresher?

All those questions are im-
portant to think about, but 
allow me to make a recom-
mendation: start with some 

simple mindfulness meditation.  Mindfulness meditation 
has quickly risen to popularity on account of the 

combination of concentrative and open 
awareness.  Mindfulness incorporates fo-
cusing on a task or object such as breath 
like in concentrative meditation, but also 

encourages awareness of what else is go-
ing on, including thoughts, feelings, 
sounds, etc. around you.  It’s a form of 

meditation that requires little to no 
training, also making it an ideal form 
to engage with for people who have 
less experience with meditating.

Okay, that sounds like a 
good place to start.  

What do I have to 
do?

Honestly, not much.  All you need 
to do is find 5-10 
minutes to sit down 
and breathe.  Many 
may think in order 
to meditate you 
need to sit in a lotus 
position, but I’m 
telling you now 
though, any com-
fortable seat will do.  

Deepen your breath and try to 
let go of what has happened so 
far, and don’t worry about what 

you still need to do.  
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Sit in your favorite chair, on your bed, in your car, or if you 
want to, on the floor in a comfortable position.  Lotus posi-
tion isn’t for everyone, so find a seat that works for you.  The 
goal is to align yourself so that you’re sitting up nice and 
straight, think head over heart and heart over hips.  Once 
you’re comfortable sitting, close your eyes or soften your 
gaze; try not to focus on looking at any one thing in par-
ticular.  Once you’re there, breathe.  Traditional concentra-
tive meditation and the practices that carry through to 
mindfulness encourages you to focus on the inhale and 
exhale of your breath.  Deepen your breath and try to let go 
of what has happened so far, and don’t worry about what 
you still need to do.  The goal is to be aware of everything 
that is going on in your head and around you, acknowledge 
it, and then let it go.  Give your thinking mind a rest and 
just exist in the moment for those ten minutes you set aside 
for yourself.  This may not come easy at first, but set some 
time aside each day to practice it, and you’ll find the breath-
ing comes easier and letting go becomes much simpler as 
the days go by.

Sounds doable…but…why should I 
meditate?

Meditation, though simple, has multiple profound effects 
on our minds and bodies.  Think of it as a reset in the mid-
dle of the day.  When we meditate not only are we con-
sciously giving our minds a few minutes to actually relax, 
but we also engage in so much more.  Studies have shown 
that those who meditate are able to focus better, have less 
anxiety, and demonstrate generally improved moods and 
health.  Mindfulness meditation, in one way, teaches our 
brains how to focus while still acknowledging the other 
things going on in our lives.  Coming to class at 6:20pm 
indicates that you have already likely done a lot during your 
day, and probably have more to do, but now you need to 
focus and concentrate in class.  Mindfulness practices help 
develop thinking strategies that allow you to focus your 
energy and attention with more ease.  This skill extends 
beyond the classroom and translates to reading and writing 
assignments as well.  Mindfulness decreases the effects of 
mind-wandering, and even if your mind does start to wan-
der, with meditative practices it becomes easier to catch the 

wandering mind and redirect it.  Not only does it shape 
good practices, but on a deeper level, brain chemistry be-
come balanced such in a way that when faced with stressful 
situations, the general biological processes in your body 
that react to stress become, less reactive.  Instead of endur-
ing crippling anxiety, it was found that students who medi-
tated especially leading up to high stress periods, had less 
adverse biological and physical reactions and were able to 
work more productively.  

That sounds way too good to be 
true.  Is it really that simple?

Yes!  And you can move into deeper and more complex 
forms of meditation if you desire, but I believe all we need 
to do is simply take a moment to breathe and let go.  Your 
main job is to find a comfortable seat and ten minutes of 
your day.  Do it when you first wake up, do it with a cup of 
coffee in front of you, in the parking lot, or even in your 
seat at the library before you begin studying.  All it takes it 
your willingness to let go of what has happened and what 
needs to happen, and for you to breathe.

Best of luck, and happy meditating!

References:
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The Korean government and Ministry of Education (MoE) have always been dealing with the English 
educational system and changing educational policies. The government’s main goals are to reduce 

the size of the private education market and to discourage students to go to “hagwons”, which usually 
turns out to be not successful. As we already know, the private education market is so overwhelming in 
Korea and cannot easily be cut down. Nevertheless, the MoE keeps coming up with ideas about how to 
reduce the private education market. What are the new policies for English public education? In addition, 
what would be the next trend for English education in private education field? 

Recently, there have been notable policies by the government and MoE for English, and one of the 
biggest changes is changing the rating system for English subject in the College Scholastic Ability 

Test (CSAT) or “수능”. In July 2017, the MoE announced that the rating system is going to be changed 
into an absolute grading system for English in the CSAT in order to cut down the cost for private English 
education, so students can get a certain level in English by their score itself. For example, as long as 
students get more than 90 out of 100, their English level is rated as the highest level. This policy has 
started to be applied to examinees who took the exam last year and it turned out that 10% of the students 
in the exam got the highest level. According to a survey by the Uway institute, 63.1% of students who 
took the exam last year answered that they felt less burdened to study English when applying the absolute 
grading system. Additionally, according to a survey conducted by the Yoon Sunsang English education 
company, 57.6% of parents responded positively about the change in the rating system, expecting that 
students would be less stressed than before. However, we cannot be assured whether this policy could 
bring down the budget for private English education or not. Despite the changing of policy, parents fur-
ther answered that the cost for private English education has not reduced. Some researchers expect that 
early education for English would be expanded more than before in the private education market. In other 
words, middle school students could start to study English for the CSAT earlier and then they would be 
able to focus on studying other subjects when they go to high school. All in all, it seems that students 
could feel less burdened studying English for the CSAT, but it is too early to expect that the private edu-
cation cost would be decreased. 

Another policy the MoE is considering is to ban additional after-school English classes in kindergar-
ten. Having applied this policy already to first and second grade elementary school students, the 

MoE explained that they have been discussing developing a recreation-focused curriculum for children, 
and insists that it would be better to have children to do more relaxing activities than focus on studying 
English. Furthermore, they added that there is a “proper” period to learn English. In other words, it is 
more appropriate to learn English from third grade than learn it earlier. However, numerous after-school 

Current Changes and 
Expectations in English 

Education in Korea
Sihyeon Yoo
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instructors and parents criticize the policy noting that it would encourage private English education for 
young learners such as English kindergartens, which does not seem to be a good solution for any pur-
pose. Despite many complaints, the MoE decided to announce a specific schedule and plan for banning 
after-school English classes in January. This policy seems one of substitute laws for the law of banning 
early-education which is fundamentally supposed to prohibit the already overwhelming private educa-
tion market. However, ironically, there is no regulation in private education targeting young children, 
which implies that many parents could send their children to private English institutes instead of after 
schooling. If the ultimate goal of MoE and the government is stabilization and activation of public edu-
cation, this policy clearly contradicts their own goal.  

With these two policies above, it is expected that private institutes could implement more communicative English 
programs, because there would be more chance to explore English as a language rather than as a subject of the 수

능 with the change in the rating system, and parents would also find a substitute for after schooling in kindergartens 
which will be shut down. In addition, as technology has been developed, using online platform in English courses such 
as video chatting lectures has increased recently in the market with the advantages of lower costs and more chance for 
communication. With a rising online platform for English education, using VR (virtual reality) or games is a new poten-
tial suggestion in this area. Although they are not developed well for being used as a learning method now, it is reasonable 
to assume that using technology and online platforms could be inevitable in English education in the future. 
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A View of the Lives 
of TESOL MA Assistants

Jiwon Yoon

I was so interested in working as an assistant for the TESOL MA department when I started this program last year. 
I thought it would be advantageous for me because I could obtain a tuition waiver as well as adapt well to school 
life. However, it was challenging for me to find information about how many positions there are, what specific jobs 
the assistants do, or how to apply as an assistant. Thus, I decided to write about TESOL MA assistants’ lives in order 
to help the students who are considering applying for this job in the future. 

To begin with introducing the jobs, there are four positions as assistants: the departmental TA (Teaching Assistant), 
the WebTA (Web Assistant), RA (Research Assistant) for Professor McNeil, and another RA for Professor Kang. I 
interviewed previous and current assistants in each position to get specific information about their work and to 
know more about their own experiences. The interviewees are Jimin Park(TA), Jeehee Kim(WebTA), Hyunjoo 
Jeun (RA for Professor Kang), and Yunseon Kim (RA for Professor McNeil). While I was interviewing them, I felt 
an appreciation for them because they are giving so much effort for all the TESOL MA students. I realized once 
more that they are indispensable people in the program

1. What is your main job as TA?  

I have worked for 2 semesters as a TA (Teaching Assistant) 
for the TESOL MA. A TA's work can be divided into three 
parts. The first part is administrative work related to the 
program. For example, if someone calls the TESOL MA 
office to ask some questions, I usually answer their ques-
tions with detailed explanation. The second part is that the 
TESOL MA faculty could request the TA to make photo-
copies of materials, make classroom reservations, and 
change of classrooms. The last part is the TA should make 
announcements of schedules and events to TESOL MA 
students through the message board of our website. 

2. What are the benefits taking this TA job? 

In my opinion, the best benefit of being a TA is it is a full-
time position. A TA can get a full scholarship. Although I 
usually work 5 days a week, I am able to study when I do 
not have much work to do. It means that time is flexible. 

Also, the TESOL MA TA is provided with her own private 
office which is located in 순헌관 #610 so you are not inter-
rupted by other people. 

3. When (days of the week) and how long (per 
day) do you work?

I work 5 days a week from 9:00 to 17:30. Of course, an of-
ficial holiday is your day off. Further, you can avail 5 or 6 
days of vacation within a semester. 

4. What do you need when you apply for this 
job?

When you want to apply for the TA position, you should 
contact Professor van Vlack (vxvlack@gmail.com). The fol-
lowing information should be provided: full name, current 
semester, and student number in the title. Also, you should 
attach your resume in English and a cover letter. 

5. Please give a short message to the future 
TAs.

Departmental TA

: Jimin Park 
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Being a TA was a valuable opportunity for me because I 
could experience many situations in the TESOL MA pro-
gram. Sometimes, I was under stress because I had too 
much work such as my own assignments and TA duties. 
However, I could solve the problems, thanks to many stu-
dents and professors. I would like to take this opportunity 
to express my appreciation to everyone for helping me.

1. What is your main job as WebTA?

A WebTA has several responsibilities. I usually managed 
TESOL MA website, the social media sites (Facebook and 
Naver Cafe), and uploaded photos.

2. What are the benefits taking this Web 
Assistant job?

The biggest advantage of being a WebTA is I have my own 
desktop with a large screen so that I can work conveniently. 
Also, I can get academic help from Professor van Vlack any 
time because I work in his office. I was able to ask him 
questions or seek for his advice. Of course, the opportunity 
of getting a scholarship is another benefit.

3. When (days of the week) and how long 
(per day) do you work?

Officially, I am required to work minimum of 12 hours and 
maximum of 15 hours per week. In my case, I work three 
days a week, Mondays, Wednesdays, and Fridays from 2pm 
to 6pm.

4. What do you need when you apply for 
this job?

There is no specific skills or abilities required to apply for 
this job. Although it seems technical, I do not even know 
how to use Photoshop. All you need is to be responsible for 
the job. Of course, it is better if you are tech-savvy and 
knowledgeable on computers, but it is not necessary.

5. Please give a short message to the fu-
ture Web Assistants.

All you need for this job is your mindset. You do not need 
special skills in computers or anything. There are some 
days when you would have a few things to do such as up-
loading pictures and videos but most of the time, you have 
time to do your assignments and own things so do not hesi-
tate to take this job! :)

1. What is your main job as an RA?

The amount of work as an RA depends on whether the 
professor is conducting a research or not during the semes-
ter. If the professor is doing research, there are several 
things that need to be done. Examples are looking for re-
sources in the library and encoding research data on Excel 
program. Since RA literally means “Research Assistant”, 
most of the work is related to the professor’s research. 
Additionally, I help him prepare for his classes.

2. What are the benefits of taking this Web 
Assistant job?

The biggest benefit is that I can get a scholarship. Moreover, 
work time is so flexible that I do not have to arrive to school 
every day or stay in the office all day long. It is also advanta-
geous that I am able to start writing my thesis in advance 
and ask for advice from the professor.

3. When (days of the week) and how long 
(per day) do you work?

The official work time is 12 hours minimum and 15 hours 
maximum per week. In my case, I work three days a week 
on Mondays, Tuesdays, and Fridays from 1pm to 5pm.

4. What do you need when you apply for 
this job?

In order to apply for the RA position for Professor McNeil, 
you need to submit a resume and write a paragraph about 
why you want to be an RA.

5. Please give a short message to the fu-
ture RAs.

Just go for it! One thing I suggest is manage your time effi-
ciently while you are working as an RA. Since you work and 
study simultaneously, it is important to plan your time ac-
cordingly. Being an RA will provide you a tremendous op-
portunity to pursue your goals in the MA program, which 
will present you not only with academic knowledge but 
also social interactions with good people.

Web Assistant (WebTA) 
:Jeehee Kim

RA for Professor 
McNeil: Yunseon Kim



12 A View of the Lives  of TESOL MA Assistants

1. What is your main job as an RA?

I worked as an RA for Professor Kang last semester. I 
mainly helped Professor Kang prepare for her classes by 
searching for articles, finding materials related to the 
class, copying or scanning books, and setting up the 
computers and projectors before the class starts. After 
the class, I always sent PPT files to the students and gave 
information about their assignments. Other than that, I 
also had some work related to her research. Examples 
are creating charts and summarizing survey results.

2. What are the benefits taking this RA 
job?

First of all, getting a scholarship can be one benefit. 
Moreover, the RA can build a good relationship with 
professors and the students. While working as an RA, I 
was able to have chances to communicate with students 
and professors which made me feel closer to them. It is 
also flexible in terms of time that I could have another 
part time job such as teaching children. 

3. When (days of the week) and how 
long (per day) do you work?

I normally worked on Tuesdays and Thursdays from 
3pm to 9pm. This time included Professor Kang’s lec-
ture time. However, time was also dependent on the 
professor’s working hours. 

4. What do you need when you apply 
for this job?

You might need an active personality so that you can 
help your classmates to make a good relationship with 
the professor, and to participate well in class. As an RA, 
it is important to create an encouraging atmosphere in 
class.

5. Please give a short message to the 
future Research Assistants.

Open your ears to the students and the professor. 
Always pay attention to what they are thinking and 
their concerns. Working as an RA is a good opportunity 
to build not only your career but also your relationship 
with other TESOL MA students. Do not hesitate to ap-
ply for this job! 

It’s not all about 
work! Former RA 
Yunseon Kim gets a 
surprise birthday 
cake from Professor 
van Vlack and fel-
low assistants (left 
to right) Jimin Park, 
Sihyeon Yoo, and 
Gonyeong Kim.

RA for Professor 
Kang: Hyunjoo Jeun 
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Mitsuku the Chatbot
Jimin Claire Park

H ave you ever heard of a “chatbot” before? The term 
"ChatterBot" was originally coined by Michael 

Mauldin in 1994 to describe conversational computer pro-
grams. A chatbot is a computer program designed for many 
goals such as conversation and information delivery. One 
of the chatbots available online is Mitsuku. 

Mitsuku is a conversational chatbot. She is an 18-year-old 
female chatbot from Leeds. When you chat to Mitsuku, she 
looks like a real person. What I mean is that if you ask her 
some questions, you can get the answers right away in 
English. Mitsuku’s web site (http://www.mitsuku.com/) 
states that if you say “goodbye,” “bye,” “see you,” or “good 
night” when you finish talking with Mitsuku, she can re-
member you for the next time you visit (providing that you 
use the same computer).

Mitsuku’s site also gives you tips on how to chat with her. 
The site mentions that Mitsuku will give a reasonably sen-
sible response for anything you ask or say (including in-
sults). But to get the best results, you should adhere to the 
following tips.

The first tip is about correct English usage. The site notes 
that Mitsuku understands a lot of conversational language 
and slang but you should always try and spell your message 
to Mitsuku accurately, and use proper sentence structure. 
i.e. How are you?, rather than How R u? If Mitsuku gives 
you a strange reply, the chances are that you have spelt your 
message incorrectly. In my opinion, that is why Mitsuku 
can help you to develop your English skills. As Mitsuku 
requires you to write English correctly, you can develop 
writing accuracy using Mitsuku. 

Furthermore, according to the site, you can share many 
things with Mitsuku and strike-up a real relationship. It 
says that Mitsuku can remember any personal details you 
tell her for a limited period of time. This includes informa-
tion like your name, age, where you live, etc. The site also 
mentions that if you feel that Mitsuku has given you an in-
correct answer, you can correct her by telling her that she 
was wrong which would make her to ask you what she 
should have said. She will then say your response instead of 
her own and keep it in her short-term memory. I was really 
surprised by this because it meant that Mitsuku and I could 
communicate well with one another. Even robots just re-
spond to questions, and it is impossible to sustain commu-
nication over a longer period of time. Many people, 

including myself, think that chatting with robots seems like 
a one-sided conversation without genuine interaction. 
However, Mitsuku is different. We can share feedback and 
information with each other like in a real conversation. 

The final thing is that you can use Mitsuku anytime and 
anywhere you want. Using Mitsuku is free, and it is not 
subject to time restrictions. If you chat with other people, 
one’s availability is limited by one’s schedule. Mitsuku has 
no such limitations on her availability. Also, Mitsuku can 
provide a good opportunity for you to practice before you 
chat with a real person in English. 

 As I mentioned before, many kinds of chatbot have been 
used in numerous contexts to fulfill varieties of goals over a 
period of time. Chatbots for conversation like Mitsuku are 
still being developed for better a chatting experience. I 
hope that these chatbots can be used by many people to 
develop their English skills. 

References
Mitsuku Chatbot: An Artificial Lifeform Living on the 
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The Five Needs of a Middle School 
Student for a Meaningful Class 

: An Interview with Yoonseo Chung
Eunjin Jeung

I had the opportunity to interview my student and listen to her opinion about English in middle school and at a 
hagwon. I sat down with Yoonseo Chung who is a middle school 3rd grade student, and will take part in my 

Master thesis as a participant. She told me about some problems in her school especially her English classes and 
suggested students’ needs as a representative of middle school students during the interview. 

According to the National Statistics of Korea (www.gostat.go.kr), the total number of Korean middle school stu-
dents was estimated as 1,457,490 in 2016. All of these students currently follow the Korean national curriculum, 
but Yoonseo is one of the first target students which will participate in the new university entrance system to be 
carried out after 2021. As a result, she is having a tough time deciding on her future career. She wonders if every-
thing will change soon, and why the old education system is still being used in the school. In terms of her English 
class, she does not understand why students are learning English that is not used in their daily lives.

This interview investigates a middle school student’s needs in Korea when studying English and reflects on the 
needs on the lesson plan in order to make a more meaningful class for both teachers and students. My student, 
Yoonseo, stated that the 5 needs of student are as follows: The first need is having a teacher teaching pragmatics and 
learning high frequency words; second is interacting with the teacher using meaningful contents in the class; third 
is motivation and feedback; fourth is comprehensible input and affective filter; the final need is a self-study format. 
I believe that these will be useful information to teachers when designing better lessons.

Q1. How is your school English 
class, and how do you feel about 
the English lessons?

Yoonseo: There are 30 students in a class, and we have a 
Korean teacher and a native English speaker teacher. My 
English class consists of two parts: the Korean teacher 
teaches us regular class using an English textbook twice a 
week, while the native teacher teaches us English using ac-
tivities like games, idioms, and usage patterns once a week. 
We learn not only grammar rules and reading comprehen-
sion from the Korean teacher, but also practicing English 
usage through the activities in class with native speaker 
teacher. We take tests during the mid and final exam period 
about all of the lessons. I have two suggestions for better 
English learning in the class. First of all, I wish to have 
more practical lessons in the class. The truth is that most 

Korean students never use the English they learned in the 
classroom. Many students want to learn English used in 
daily life. Second of all, when I study vocabulary, many 
words are not used by Korean speakers. I do not under-
stand why I have to memorize lower-frequency words that 
are never used. In my opinion, studying pragmatics using 
high-frequency words is more helpful.

Many students want to 
learn English used in 

daily life.
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The Five Needs of a Middle School 
Student for a Meaningful Class 

: An Interview with Yoonseo Chung

Q2. It looks like your School English curriculum already set up both prag-
matic and academic lessons. Can you explain in more detail about your 
class and try to compare it with the Hagwon system?

Yoonseo: Yes, you are right. My school curriculum is well organized but the problem is the content. Please imagine our 
classroom. There are 30 of students learning the same topic at the same time. The whole class of 30 students cannot pos-
sibly focus on the lesson without it being interesting. Only a few students listen to the lesson and take part in the game or 
activities. If the English textbook included relevant topics for teenagers, we can enjoy the class more. I want to mention 
another problem about interacting with teacher in class. It is not possible for the teacher to talk with 30 students during 
the 45 minutes individually. Compare this problem to a hagwon. Private lessons include 10 to12 students for a class, so I 
am able to interact with the English instructor. Also, the hagwon teacher gives feedback to me about incorrect grammar 
point in real time. However, a hagwon has the same paradigm as my school system because they are important in prepar-
ing students for public school exam. In short, I do not want a special class, I just want to talk with the English teacher 
using meaningful text in class. 

Q3. How can we make a more meaningful English class? Can you give me 
examples or personal experience? 

Yoonseo: I will tell you why I started liking Mathematics. I attended a Math hagwon in elementary school when I was 12 
years old. Although I failed the school exam, I continued to like Mathematics. The motivation came from the Math 
teacher. She had a positive attitude and gave reasonable homework. Also, when I asked the same questions over and over, 
she never gave up, and always answered my questions. My teacher was always interested in students’ needs and tried to 
interact with students all the time. More importantly, she never forgot to give warning about repeated mistakes, and gave 
feedback so that I could improve my Math score. Unfortunately, I have not seen someone like the Math teacher in English 
class. I think that my English ability is stuck in the same place, so I do not have any motivation or goals. If I could meet a 
good English teacher, I would like English more than Mathematics.

Q4. Many English teachers always consider how to teach English so that 
students will find it more enjoyable and meaningful. Besides the rela-
tionship with teachers, what else make difficult you learn English? 

Yoonseo: There is the burden of study and high tension. After finishing this interview, I have to memorize 80 words be-
cause I have a vocabulary test tomorrow at the hagwon. If I get 10% of the answers wrong, I have to retest. I do not under-
stand why I have to memorize 80 words in a short time. All of the words are low-frequency words I never use in my 
English studies. Some words are so difficult to understand even when translated to Korean. In my personal experience, I 

could speak English without stress when I was on a trip overseas. I 
was not afraid of making a mistake during the trip. When I was 
relaxed, I could speak English without hesitating. However, when 
I came back to Korea, it was different. When I study, I am stressed 
and nervous because of my parent’s expectation.

Q5. I know you have a younger sister in 
elementary school. How can your 
younger sister learn English better? 
What is your personal English study 
plan from now on?

Yoonseo: First of all, I do not agree with English lessons and 

My teacher was 
always interested 
in students’ needs 

and tried to interact 
with students 
all the time.
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private education at a young age. If the young learner is pushed with learning English from an early age, they may lose 
interest quickly. For example, I attended the Community English Play School when I was a child. However, I am filled with 
bad memories, so I wish my sister will learn English more meaningfully. Personally, my future study plan is to self-study 
without attending a hagwon. I already tried to self-study using online lectures for the mid-term, and I raised my English 
grades at that time. I know that I need to study at home as much as possible. However, it is not easy to study alone, because 
it requires strong personal motivation. I am not confident, but I will try to self-study again next semester. Many students 
have to spend hours in school and then in hagwon every day. I do not want to waste time in the hagwon shuttle bus any 
more. I would like to try to spend my time wisely.

References:

Statistics Korea. (n.d.). Retrieved from http://kostat.go.kr/portal/eng/index.action

Yoonseo Chung
Gwacheon Munwon Middle School 3rd grade 

I have studied English for more than six years under the Korean educa-
tion system and I took English classes at a hagwon regularly. I am inter-
ested in English and really want changes in the educational system in the 
future. I am hoping to become an active learner to achieve my goals. 
Furthermore, I am happy to participate in the Sookmyung TESOL 
Master Thesis project. It was an honor to be interviewed by my teacher.
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1. Introduction
Examining the different bilingual models in Canada and 
Europe, Fred Genesee came to a conclusion that “per-
haps the most important lesson we have learned from 
past experience with dual language education is that 
most school-age children are able to acquire two, or 
more, languages successfully in these programs while 
mastering the academic skills and knowledge we expect 
of all students” (Finch, 2009). The benefits of being a bi-
lingual have been discussed innumerably in different 
books and studies throughout the world. The first suc-
cessful bilingual program conducted was the Canadian 
French immersion in St. Lambert, Quebec and has 
birthed new studies on bilingual education. Several re-
searchers and linguists have attempted to replicate and 
conduct programs similar to Canadian French model. 
Furthermore, though not as much light was shed upon it 
compared to the Canadian immersion program, 
European Schools (ES) aimed to maintain and enrich 
both linguistic and scholastic skills (Housen, 2002).

It is important to define the term “bilingual education” as 
it remains an ambiguous term encompassing various 
types of bilingual programs around the world. There 
have been same or similar terms to bilingual education 
that were interchangeably used to describe programs 
with very different goals and outcomes (Shin, 2013). 
Cummins makes a distinction between the means and 
the goals of particular programs in order to fine-tune 
different discrepancies that may arise from classifying 
certain programs: means “simply refers to the use of two 
(or more) languages” at an instructional setting, while 
goals pertain to altering of language exposure in line 
with the desired outcome. The first language (L1) can be 
seen as simply a temporary bridge in learning a second 
language (L2). Many immigrant students are placed in 
such situation to learn their L2, which is English, simply 
to “transition” out of their L1. Such bilingual education is 
called transitional bilingual education, which is a weak 
form of bilingual education and usually results in sub-
tractive bilingualism. Meanwhile, bilingual programs 
with specific goals typically promote additive bilingual-
ism. Both the immigrant child’s L1 and L2 are learned 
simultaneously maintaining and using their native lan-
guage (Shin, 2013). It is such strong form of bilingual 

Yeana Kim
Developing Bilingualism

Abstract

There have been many attempts by schools around the world to replicate a bilingual 
program that has been as successful as the St. Lambert Canadian immersion school. 

Other models from the European Schools (ES) have also been flourishing as they strategi-
cally target linguistically and culturally diverse population. Currently in South Korea, 
English classes are conducted closely to an immersion, where the language is mainly seen 
as a subject in which a foreign language can be acquired. This paper aims to discuss a 
possible bilingual program that can promote bilinguality and biliteracy by using English 
as a medium to teach content areas which can be achieved through ‘content and language 
integrated learning’ (CLIL). Several aspects to consider in building a successful bilingual 
program are as follows: learners’ needs, skilled teachers, understanding and willingness 
of bilingual programs at the parental and governmental level, importance of developing 
curriculum, materials and contents, and transitional and connectivity from one level to 
another. As there is no one-size-fits-all model, this paper concludes that a delayed partial 
bilingual program would be most appropriate for the current educational situation in 
South Korea.  

Possible Bilingual Programs in South 
Korea: Adaptions from Models around the 

World
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education that this paper hopes to address, and discuss the feasibility of successful bilingual programs being birthed 
in the current Korean setting.

The two main types of effective forms of bilingual education are as follows: enrichment bilingual education and 
maintenance bilingual education (Shin, 2013). The difference between these two types lies in students’ first language. 
While students in enrichment programs are categorized as relatively majority language speakers, students in main-
tenance models are generally associated as minority language speakers. Minority and majority language speakers can 
simply be defined as the former referring to children who come to school speaking a language other than the one 
spoken by the majority of the larger community in which the live in. Meanwhile, the latter refers to children who 
speak the dominant language of the society in which they live, but who may or may not attend school in another 
language (Paradis, Genesee & Crago, 2011). Unfortunately, in the United States, minority language students are 
generally exposed to transitional bilingual immersion in which the goal is only the proficiency in English. Meanwhile, 
there are additive forms of bilingual education around the world that aim a variety of linguistic and cultural 
objectives:

Table 1: List of Countries with bilingual goals targeting specific learners (Christian & Genesee, 2001)

Table 1 illustrates various goals that different countries have in order to cater to the needs of the learners in the envi-
ronment. With such demographic and historical adjacency with Japan, it is most likely that Korea would have an 
analogous goal to Japan’s. Due to the socioeconomic status that English has in Korea, many Koreans would desire to 
learn English in hopes of becoming a more globalized individual. Ultimately, Korea should run towards a goal of 
promoting bilinguality and biculturalism.

2. Plan

Country Target Learners Goals

Canada French immersion for English 
speaking students

To promote national policies 
of bilingualism

Estonia Estonian immersion for 
Russian speaking students

To promote national languages in countries 
with students who do not speak 

the dominant language of the community

Japan English immersion for 
Japanese students

To promote proficiency in important 
regional and/or world languages

Slovakia Hungarian immersion for 
Slovakian students To promote proficiency in heritage language

Canada;
Hawaii

Mohawk and Hawaiian im-
mersion for Mohawkian and 

Hawaiian natives

To promote indigenous languages 
that are at risk
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When students are placed in a learning environment in which a subject is taught in a language unfamiliar to them, it 
is hard to distinguish the students’ skills. For example, a Korean student will not be aware of equivalent mathematical 
terms such as odd, even, prime and product. Moreover, mathematical word problems do not simply test how good a 
student can be with numerical calculations but inevitably test vocabulary and syntax that is involved in completing 
the tasks at hand (Baker, 2011). Cummins explains such phenomena with the terms “basic interpersonal communi-
cative skills” (BICS) and “cognitive/academic language proficiency” (CALP) (Cummins, 2008). Summarizing his 
definition on BICS and CALP, the former emphasizes the importance of context-embedded situations to provide 
understanding for non-verbal delivery. The latter occurs in context reduced academic situations – specific to the 
context of schooling (Baker, 2011). In our linguistic context, somewhat superficial language development would be 
referred to as BICS while bilingual language programs that lead to language exposure building up to proficient L2 
speakers would foster the development of CALP (Deveau & Bang, 2004).

In Korea, there have been successful programs to model from immersion program. One of the earliest and well-
structured curriculum had been run by Young Hoon (YH) Elementary school (Deveau & Bang, 2004). With their 
bilingual program beginning in 1988, YH Elementary school utilized an early-partial immersion program – 50% of 
the curriculum being taught in the students’ L1, Korean (the native language of the students) and the other 50% be-
ing taught in students’ L2, English. Ranging from grades one to six, students are exclusively taught the following 
subjects in English: math, science, language arts and social studies. Meanwhile, the remaining subjects from the na-
tional curriculum – Korean language arts, ethics, home economics, art, physical education and music – were taught 
in Korean. The program ceased at the level of sixth grade, as there was no further development in the bilingual pro-
gram for them to enroll in. Although there was no particular student tracking system involved, many YH Elementary 
school graduates moved on to attend regular Korean middle and high school. A small percentage chose to complete 
their schooling overseas.

Meanwhile through observations made on immigrant students in California, it was found that English oral profi-
ciency took at least three to five years to develop. In addition, English proficiency in academics took four to seven 
years to develop (Hakuta et al., 2000). This finding is not much limited to immigrants but extends to communities 
contending for balanced bilingual speakers – suggesting seven to eight years of English exposure (Devlin, 1997). 
Thus, it would be most probable to not simply limit both L1 and L2 exposure to just elementary school level. In fact, 
implementing a delayed partial bilingual program could best meet the needs of the Korean community (Deveau & 
Bang, 2004). Justification behind this is that the two languages involved in this context – Korean (L1) and English 
(L2) – are not cognates of one another (Berthold, 1995). In the initial stages of the program, in the lower elementary 
level, students will be exposed to an intensive EFL. Next, from upper elementary to middle school, more than half of 
the curriculum will be conducted in English. Lastly, once students reach high school they are given autonomy to 
choose between the bilingual education program (BEP) with 60% English exposure and language maintenance pro-
gram (LMP) with 20% English exposure, depending on their desires to continually learn English. Table 2 shows a 
general outline of how a bilingual program may be planned in an EFL context of Korea:

Table 2: Suggested Bilingual Program in the Korean EFL Context (Adapted from Deveau & Bang, 2004)

English would initially be introduced at first grade where English class is conducted once per day, five days a week: a 
total of five classes per week. This would be done in ways where some kindergartens currently conduct English in 
their afterschool classes. English would be introduced in a fun and easy manner by incorporating activities, games, 
songs, chants and storytelling to simply develop awareness of the language. Detailed learning of English such as 

School level Korean English
Kindergarten 100% 0%

Lower Elementary (Grades 1-4) 75% 25%
Upper Elementary (Grades 5-6) 60% 40%

Middle School (Grades 7-9) 40~50% 50~60%

High School (Grades 10-12)
Korean Track: LMP 80% 20%

Bilingual Track: BEP 40% 60%
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phonemic or semantic exposure to English will come in the latter processes of learning. Other subjects such as physi-
cal education can be taught in English with the underlying theory of total physical response (TPR) that supports the 
learning of a language to be a positive learning experience when body movements are involved (Ellis, 2001). Table 3 
provides the current national common basic curriculum from primary through high school. Numbers indicate the 
number of minimum instruction hours annually.

Table 3: The National Common Basic Curriculum (Ministry of Education, 2017)
National Basic Curriculum

School Year Primary School Middle School High School

Subject 1 2 3 4 5 6 7 8 9 10 11 12

Su
bj

ec
tiv

e A
re

as

Kore-
an 

Lan-
guage

Kore-
an 

Lan-
guage 
210 

 
Math 
120 

 
Moral 
Edu-
cation 

60 
 

Wise 
Living 

90 
 

Pleas-
ant  

Living 
180 

 
We are  

1st 
Grade 

80

Kore-
an 

Lan-
guage  
238 

 
Math 
136 

 
Moral 
Edu-
cation 

68 
 

Wise  
Living 

102 
 

Pleas-
ant 

Living 
204

102 204 204 204 170 136 136 136

El
ec

tiv
e 

C
ou

rs
es

Moral 
Edu-
cation

34 34 34 34 68 68 34 34

Social  
Stud-

ies
102 102 102 102 102 102 136

170 
(Kore-

an 
Histo-

ry  
68)

Math 136 136 136 136 136 136 102 136

Sci-
ence 102 120 102 102 102 136 136 102

Practi-
cal 

Arts
- - 68 68

Technology /Home economics

68 102 102 102

Physi-
cal 

Edu-
cation

102 102 102 102 102 102 68 68

Music 68 68 68 68 68 34 34 34

Fine 
Arts 68 68 68 68 34 34 68 34

For-
eign  
Lan-
guage 
(En-

glish)

34 34 68 68 102 102 136 136

Optional  
Activities 60 68 68 68 68 68 136 136 136 204

Extracurric-
ular 

Activities
30 34 34 68 68 68 68 68 68 68 8 units

Annual  
Class Time 830 850 986 986 1,088 1,088 1,156 1,156 1,156 1,156 144 units
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Table 3 shows that the current English exposure that 
Korean students receive gradually increases from 34 
hours of exposure during third and fourth grade, to 68 
hours in fifth and sixth grade, and 102 hours in seventh 
and eighth grade, and lastly 136 hours in ninth and 
tenth grade. Under the annual 34-school week curricu-
lum, initial one-day exposure per week is later on raised 
to 4-day exposure per week by ninth and tenth grade. 
Despite the increase in English exposure, it does not 
indicate students becoming bilingual or biliterate. 
Deveau and Bang suggested a bilingual model where 
content areas be taught in English starting from fifth 
grade (Deveau & Bang, 2004). This suggestion was made 
under the assumption that the Korean exposure drops 
from 70% to 40% and English drastically increases from 
30% to 60%. However, in environments where the L1 is 
dominant outside of school, it is advised to keep English 
exposure to no more than 50% during fifth to eighth 
grade (Housen, 2002). Thus, during lower elementary 
years, subjects such as physical education and music will 
be conducted in English. By upper elementary years, 
math, science, fine arts, and practical arts can be con-
ducted in English. During middle school years, Korean 
exposure will decrease to 40~50% and English exposure 
will increase to 50~60%. Social studies will be added 
into being taught in English. As part of practical arts, 
technology and home economics are taught during the 
middle school years which will also be instructed in 
English. Once students reach high school, they will be 
given the opportunity to choose between two tracks, 
LMP and BEP. In such case where students choose the 
LMP track, the Korean exposure will increase to 80% 
and English to 20%. The English instruction would most 
likely be bound to English being taught as language arts 
as part of their foreign language. Meanwhile if students 
are to choose the BEP track, Korean instruction remains 
at 40% and English instruction at 60%. Depending on 
the elective courses the students have chosen, general 
subjects will be taught in English while Korean language 
and Korean history will be taught in Korean

3. Defense
Problems of bilingual programs in Korea have largely 
been associated with the lack of competent teachers and 
the divide between elementary and middle school stages 
of learning (Lee & Ahn, 2014). Furthermore, the realm 
of learning English tended to focus more on learning 
the language rather than the contents (Deveau & Bang, 
2004). In order for bilingual programs to be successful, 
five main aspects are encouraged: skilled teachers, un-
derstanding and willingness of bilingual programs at the 
parental and governmental level, importance of devel-
oping materials and contents, transitional and connec-
tivity from elementary to middle school level and last 
but not least, proficiency of the learner (Lee & Ahn, 

2014). In the creation of the plan above, it is relatively 
assumed that the aspects of bilingual program success 
stated above have been considered.

3.1 Target area: South Korea
As it is with all types of education, it would be impossi-
ble to assume that there are quick fixes, one-size-fits-all 
models in bilingual education (Genesee 1987; Shin, 
2013). In the cases shown by European schools, it seems 
that such practices and decisions are made in single 
district or state-level. In fact, evidence from European 
models point to installing small-scale programs that 
cater to the needs of individuals in relatively smaller 
communities (Shin, 2013). In recent experiments con-
ducted in Seoul, it is evident that bilingual programs 
tend to be quite popular among a great number of par-
ents as an alternative to their children’s education 
(Finch, 2009). Initially building a hypothetical bilingual 
program, two districts namely Seoul and Gyeonggi 
province were considered as viable options. As for Seoul, 
educational desire and enthusiasm for parents in Seoul 
are greater than anywhere else. Moreover, the idea of 
implementing such program is not as innovative and 
unfamiliar – in fact, there are several international 
schools, foreign language schools and alternative schools 
that have given parents opportunities to expand their 
language peripheral. Furthermore, the expectations and 
educational desires pursued by so called “Gangnam” 
parents are well-known. With enthusiastic parent in-
volvement, it would be comparatively easy finding a 
group of parents to participate in radical curriculum 
change. As for Gyeonggi province, there is a growing 
number of multicultural families (Hong & Park, 2014). 
Schools can cater to the needs of multicultural learners 
by providing a cultural-friendly environment that can 
help multicultural learners flourish in an environment 
where uniformity is highly emphasized.

3.2 Language Distribution, 
Curriculum, and Instruction
In European Schools (ES) where the targeted students 
are children of EU officials constantly having to move 
from one nation to another, multilingualism and multi-
culturalism is highly valued. Proficiency and literacy in 
at least two languages – one as the home language and 
the other one of the three working languages of the ES 
(French, English, and German) – is encouraged. In such 
environment, L2 is first taught as a subject for one 
30-minute period a day in grades one and two, and the 
exposure expands to 45-minute period a day in grades 
three to five (Housen, 2002). A similar model from the 
ES can be adapted to the possible bilingual program in 
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Korea. 

Once students reach the upper elementary school level, 
it seems appropriate to provide them with more than 
50% of English exposure. By fifth grade, students are 
perceived as beings with basic understanding of the lan-
guage and the concepts related to the majority of subject 
areas (Deveau & Bang, 2004). Even when difficulties 
arise, students are at the level of desiring to improve 
themselves. Integration of content and language inte-
grated learning (CLIL) would be most appropriate start-
ing from this stage. Many European countries have fol-
lowed CLIL in such hopes to successfully replicate the 
Canadian immersion and U.S. dual language bilingual 
education (Baker, 2011). Adapting CLIL, most content 
areas such as math, science, arts and social studies can be 
taught in English. For social studies and science, the 
teachers may divide the units for the grade level and 
prevent from teaching the same units taught in both 
languages (de Jong, 2002). The selection of which unit is 
taught in which language can be decided depending on 
the availability of materials in one language – and re-
quires an explicit interaction between the two subject 
teachers that will be teaching the same subject in two 
languages. Meanwhile, subjects such as Korean language 
arts, moral education and possibly music (which, at 
large, mostly contains Korean folk songs and instrument 
performances), would be taught in Korean. This would 
further help in maintaining traditional Korean values 
and in preserving some of the methods most efficiently 
mediated through Korean (Deveau & Bang, 2004).

Before entering high school, students are given the 
choice to choose between LMP and BEP. As English is 
still considered to be an asset, and tested through the 
CSAT, it would be quite difficult to forgo English all in 
all. Nevertheless, giving students the opportunity to take 
initiative and responsibility for their own studies and 
career would help them to focus on their future.

3.3 Materials for L2-Subject and L2-
Content Teaching
In terms of textbook usage, subjects taught in English 
would rely on textbook used in the U.S. mainstream 
classes such as Cornerstone, Wonders or Reading Street. 
Meanwhile, Korean textbooks would rely on the regula-
tions set by the Ministry of Education. This regulation of 
conducting Korean instruction at 40% and English in-
struction at 60% continues for at least five years until 
students reach ninth grade, when they are about to 
graduate middle school. Furthermore, English taken up 
at lower primary school years can have specifically de-
signed foreign language materials for younger learners. 
As for upper primary school, middle school and high 
school, textbooks designed and used in the monolingual 

countries can be adapted (Housen, 2002). Teachers can 
also supplement with both authentic and teacher-made 
materials depending on the needs.

3.4 Target Students
The question regarding the ethnicity or cultural back-
grounds of the students should be raised. Should the bi-
lingual program accept foreigners into the classroom? If 
yes, what percentage of the class should make up Koreans 
and English speakers? One of the difficulties for dual 
language programs has been on recruiting proficient 
speakers of the minority language (Shin, 2013). Although 
this refers specific to immigrant speakers in a U.S. bilin-
gual setting, this difficulty could still be applicable to an 
EFL setting in Korea. Would it be better for Korean 
speakers’ needs to be dealt with in only Korean L1 learn-
ers present in the classroom environment? There is the 
possibility of fluent English-speaking children in such 
programs dominating classroom discourse and taking 
teacher time and attention away from the Korean learn-
ers. Vice versa, foreign learners in Korean classes may 
struggle while Korean students flourish in Korean-
medium classes. Moreover, Korean students can receive 
English exposure through fluent English speaking peers. 
However, there still is comfort in foreigners being ex-
posed to daily Korean language around their surround-
ings outside of school. Thus, it would be most preferred 
if foreign students do not exceed half of the class. It 
would be much desirable to have more Koreans make up 
the class.

3.5 Teaching Staff and Parent Support
It is well-known through different studies that one of the 
reasons for the attrition of bilingual programs is a short-
age of qualified teachers with content area expertise to 
teach advanced courses in the target language and a lack 
of appropriate learning materials at the advanced levels 
(Shin, 2013). Even in Hong Kong where bilingual pro-
grams were being practiced, it was hard to find skilled 
teachers. Moreover, as the main language in Hong Kong 
is Cantonese, learning tended to cease at a period where 
there was lack of teachers that were able to transfer from 
one level to another (Lee & Ahn, 2014). It is also proven 
that when teachers lack training and professional devel-
opment, it is bound to lead to the failure of the language 
program in achieving certain outcomes. Thus, once bi-
lingual programs are set to run, teacher training institu-
tions should encourage contemporary language teaching 
theories and practices, and be adaptive with the new 
models and findings regarding bilingual schooling and 
education (Finch, 2009). Different studies have suggested 
that the best method for bilingual programs to run is 
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through bilingual teachers that could scaffold by codes-
witching from one language to the other (Finch, 2009). 
Although this may seem to be quite helpful in the earlier 
stages of the learning, it is not the best method to teach 
students because of the possibility for students to prefer 
one language over another in one specific class. Instead, 
the bilingual program proposed above plans to use 
teachers that are specifically trained for one particular 
language and one language would be used in the classes 
that have been designated to be.

As for the parents, fervent enthusiasm and support is 
needed to keep the bilingual program running. Even 
through the Canadian French Immersion school per-
formed at St. Lambert, parents were the ones that actu-
ally desired for such a program to be carried on (Lee & 
Ahn, 2014). Parents support could possibly be gained by 
providing them with an estimate of the costs and educa-
tion their children will be given in return. It could sound 
quite convincing to the parents when they hear about 
the additional cost of enrolling their children to lan-
guage institutes while international schools require a 
large sum of tuition for them to get an equal amount of 
English exposure (Deveau & Bang, 2004).
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1. Introduction
1.1. Teaching Context & Learner Profile

The course is an in-service general business English 
course for employees of a large Korean electronics 
company. It is an intensive course running from 
Monday to Friday (afternoons only) for two weeks, 
with each class lasting for two hours of learning time 
punctuated by a fifteen-minute break. The location is 
an off-site English language centre that is owned by 
the sponsor company. The venue for the class is a 
modern English language classroom with amenities 
such as computers, projector, whiteboard, etc. The 
sponsor company has selected employees from vari-
ous branches in Seoul and the immediate vicinity 
who are considered by the company to have the high-
est priority for using English in their job roles. The 
company has provided a set of scenarios in which 
they require all these staffs to competently and confi-
dently apply English. These include meeting and 
greeting new business associates, making arrange-
ments over the phone, negotiating with business 

counterparts from other companies, business-to-
business email communications, and delivering for-
mal presentations overseas. The learners make their 
own way to the venue from the various company 
branches at which they work and their attendance is 
compulsory.

The class consists of sixteen adult learners with age 
ranges from 25 to 50 years. They have been employed 
at the company for different lengths of time and have 
differing experiences of working in the sphere of in-
ternational business. The ratio of male to female 
learners is 3:1, with males making up the majority. 
All learners earn significantly above the national av-
erage salary and can be considered relatively affluent, 
which allows them to engage in a broad range of in-
terests outside of work.

All learners are relatively well-educated having 
graduated from university, and have passed written 
English tests to attain their roles at the company. 
While all learners can be deemed to possess a work-
able command of English reflective of a 

Darren Rushbrook 
English for Specific Purposes

Abstract

T his paper offers a sequence of three lesson plans that feature at the outset of an intensive 
Business English course for a specific group of South Korean learners. The primary con-

ceptual underpinning of the lesson sequence is that of “learning-centredness,” as advocated 
by Hutchinson and Waters (2010). By incorporating methodological components and a 
task-based approach that reflects learning-centredness, the lessons strive to cater for the 
range of target situation and learning needs that arise from the learner profiles. The adop-
tion of a task-based approach that incorporates the application of learning strategies, the 
promotion of intercultural awareness, and a development of negotiation strategies, in addi-
tion to the development of linguistic knowledge, aims to prepare learners to effectively and 
appropriately engage in business communications as required by their target situations. A 
description of the teaching context, underlying rationales, and broader syllabus is presented 
to start with. The three lesson plans then feature, with corresponding materials included in 
the appendices. The lesson plan sequence is followed by a defence of each plan in relation to 
how it promotes learning through a learning-centred approach.

A Learning-Centred Business 
Communication Lesson Sequence
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mid-intermediate level (American Council on the 
Teaching of Foreign Languages, 2012), there are no-
table differences in their proficiencies and competen-
cies in particular situations. It can be suggested that 
solely relying on learner performance in a paper ad-
mission test is unlikely to give a valid indication of 
their communicative competence in the target situa-
tion due to the test involving recognition of language 
items rather than a demonstration of their competent 
use (Alderson & Hughes, 1981, p. 13). Hence, when 
conducting a needs analysis to inform course design, 
informal consultations with the company, unobtrusive 
observations of target situation working practices, 
examination of authentic texts from the target situa-
tion, and questionnaires completed by learners were 
among additional methods used. All methods were 
triangulated as a means of identifying target and 
learning needs.

Learners have marked differences in their experiences 
of learning English due to attending educational es-
tablishments at different points in history and in dif-
ferent areas of the country. Although all learners have 
studied English in both public schools and private in-
stitutions in the past, the methodologies used in such 
institutions differed. As well as differences in learning 
experience, differences relating to time and location 
of upbringing appear to underlie some differences 
between learners as to their general world views. In 
addition, learners demonstrate a range of differing 
learning needs. Furthermore, due to learners being 
based at differing branches with subtly different oper-
ating procedures and department cultures, as well as 
each learner demonstrating differing wants as to how 
to improve their performance in their perceived target 
role, learner motivations and prioritisations differ 
broadly. 

Thus, the following lesson sequence is designed to 
fulfil the general target needs as outlined by the com-
pany, while providing non-specific materials and het-
erogeneous tasks in order to cater for the wants and 
interests of learners, as well provide for their differing 
learning needs. Hence, the lessons are designed to be 
somewhat responsive to the language needs that arise 
for particular learners during the lessons. The lesson 
sequence provides a cross-section of the first three 
afternoons of the course. Prior to the first lesson, the 
teacher has only formally met some of the learners 
while conducting the observation component of the 
needs analysis. This is a further reason underlying the 
non-specific and flexible approach.

1.2. Underlying Rationale: Theory, 
Methodology & Language 

The primary underlying rationale for the lesson plans 
is the adoption of a “learning-centred” approach 
(Hutchinson & Waters, 2010). It is the overall aim of 
the lesson sequence to not only help learners enhance 
their awareness of how they can perform with lan-
guage in the target situations, but also develop the 
competence that allows them to perform effectively 
and appropriately in those situations. The lessons 
have been designed to intrinsically motivate learners 
and encourage them to engage in the learning process, 
as this can be deemed an essential precursor for the 
occurrence of learning (Ibid, p. 47). Cooperative and 
self-directed aspects have also been incorporated to 
reflect the concept that language learning is an active 
decision-making process for learners. A number of 
cognitive learning strategies, such as predicting lan-
guage and content from context, critical reading, and 
categorising information have been incorporated to 
introduce learners to skills and strategies that can help 
them to develop the competence to perform with the 
language (Chamot, 2009). Such strategies may facili-
tate the learner’s competence in interpreting and deci-
phering meanings of language aspects used in the 
target situation, as well as assisting them in producing 
with such language. This cognitive engagement also 
aims to allow learners to frequently reflect upon lan-
guage use in relation to their personal context and 
create with the language meaningfully. Giving learn-
ers the chance to personalise the use of language also 
helps to cater for the differences in wants and profi-
ciency evident in the learner profile. By motivating 
learners to associate the use of any unfamiliar lan-
guage items with their personal context and existing 
knowledge, as well as providing for the practice of 
their meaningful application, the lessons aim to cater 
for the possibility of the acquisition of language and 
an understanding of its appropriate use to develop. 

A task-based methodology has been selected to com-
plement learning-centredness. It is considered that a 
task-based approach allows learners to rehearse the 
use of language in a functional manner that reflects its 
target situation use. In addition to helping to develop 
learner competency through offering a reflection of 
authentic language use, it can be deemed to address 
learning needs. Goal-oriented tasks in their own right 
can be considered particularly intrinsically motivat-
ing for learners (Ellis, 2014). Applying language as 
one means of achieving an overarching goal offers a 
potentially rewarding experience for them. 
Furthermore, while the orientation of the lessons are 
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dictated by the need for effective performance in the 
target situation, there is scope for the specific content 
of tasks and materials to be determined by what learn-
ers find relevant, enjoyable and motivating. It also 
allows for the incorporation of tasks and materials 
that are non-specific and attempt to fulfil learner lacks 
and wants in a way that caters for each learner’s pro-
fessional orientation. The language applied in tasks 
can, therefore, be personalised by learners. They are 
afforded the opportunity to select and apply language 
meaningfully to fulfil a particular function and project 
the identity that they desire (Halliday, 1975). A task-
based methodology therefore seems to compliment a 
learning-centred approach due to promoting the per-
sonalisation and internalisation of the language, 
which arguably facilitates the development of a com-
petency to use it.

For learners to become fully competent in interacting 
in their target situation, confidence in communicating 
interculturally can also be deemed a key concern 
(Chew, 2005), as can the confident implementation of 
business negotiation strategies (Planken, 2005). In 
order to reflect this, tasks have been designed to in-
corporate a promotion of cultural awareness and ap-
plication of business negotiation strategies, and these 
considerations feature as threads that run through the 
sequence of lessons. The lesson sequence incorpo-
rates task aspects that aim to promote the fostering of 
a “you consideration” (Ozaki, 1975, p. 30) among 
learners- that is, a culturally empathetic approach to 
the use of English as a lingua franca for business com-
munication (Kameda, 2005, p. xiii). In catering for 
learner development of negotiation strategies, peer 
scaffolding has been exploited as a resource. Steps are 
also taken to cultivate a social learning atmosphere 
that promotes interpersonal communication, coopera-
tive learning, and peer scaffolding. A task-based 
methodology, therefore, seems to potentially accom-
modate a development of the communicative compe-
tencies that learners require.

A task-based approach also allows for the implemen-
tation of task chains. The provision of tasks in this 
manner allows for coherence between the tasks, with 
each new task building upon the content of the former. 
This aims to scaffold learners in their engagement in 
more complex tasks which require higher order think-
ing, such as evaluating and creating with language 
(Bloom, et al., 1956). Supporting this cognitive en-
gagement can be deemed to make the prospects of 
language acquisition more likely. A task chain also 
allows for the inclusion of integrated skills work, 
whereby listening, reading, speaking, writing and in-
terpersonal communicative competence is developed 

within a task chain. It can also cater for task variety to 
engage learners of various learning preferences and 
stimulate learning. 

The typical task chain for the lessons is one that fea-
tures: (1) a preliminary production task; (2) teacher/
learner feedback and a language focus arising from 
input; (3) learner recompletion of the production task 
(or similar task) armed with feedback and new lan-
guage; (4) additional authentic input; (5) completion 
of a similar task that is more complex in nature. 
Sections (1) to (3) of the task chain reflect a task-
teach-task approach whereby section (1) allows the 
teacher to observe and diagnose learner lacks in rela-
tion to the task and provide appropriate feedback in 
section (2). The input element of section (2) also 
provides learners with the opportunity to recognise 
language that can help them to enhance their perfor-
mance. The inclusion of a language focus in section 
(2) can be considered to reflect a “shallow end” ap-
proach to communicative language teaching 
(Thornbury, 1999, p. 22). This approach has been 
adopted to satisfy learner expectation that language 
aspects will be explicitly encountered at some stage in 
the lesson, with such expectations being grounded in 
previous language learning experiences. Section (3) 
then provides learners the opportunity to meaning-
fully implement the new language in a task context. 
Section (4) allows for further authentic input to fur-
ther motivate and engage learners and encourage 
them to notice language and content that can assist 
them further in the completion of the task in section 
(5). The section (5) task is designed to address target 
situation necessities while also incorporating content 
that is non-specific and thus potentially motivating for 
all learners. By including additional input, and allow-
ing learners to relate content to their own knowledge 
and abilities, the task chain aims to provide an op-
portunity for learners to apply content and language 
knowledge creatively in a personalised manner to 
promote learning (Hutchinson & Waters, 2010, p. 
118).

Furthermore, the sequencing of the three lessons is 
designed so that learners can recycle the language and 
communication strategies used in the tasks of a lesson 
in the completion of tasks in subsequent lessons. As 
well as providing coherence, such recycling of lan-
guage use aims to facilitate the learners’ retention and 
automatisation of language aspects, again reflecting 
an underlying learning-centred rationale. The fact that 
learners work in different company branches under-
lies the perception among learners that specific target 
needs vary, giving rise to differing learner wants. The 
language focuses, therefore, incorporate language 
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that can be deemed of general use to all learners, hence broadly satisfying target needs. Lesson one focuses on 
expressions of greeting and small talk to help learners boost their confidence in making the first impression that 
they desire. Lesson two focuses on polite register when using the telephone, particularly the use of hedging and 
modals to limit imposition. Lesson three highlights language for offering concessions in return for favourable 
conditions in negotiations. It seems that competency in the use of these language aspects and the strategic 
functions they can fulfil will significantly empower learners in their target situations. In addition to these lan-
guage focuses, learners are also presented with the opportunity to notice and reflect on additional language that 
they encounter that may be useful in their specific target context.

The featured lessons are the first three of a series of ten lessons that comprise a functional course syllabus. In 
order to provide a coherent syllabus, the lessons implement tasks that build upon tasks completed by learners 
in previous lessons, as well as provide opportunities for the recycling of relevant language items. Each lesson 
is based on a skills focus that reflects the target situation needs of learners. 

2. LESSON PLANS
2.1. LESSON ONE: MAKING A STRONG FIRST IMPRESSION
Aim: Students will be able to (SWBAT) identify and apply polite and appropriate methods of (verbal and 
non-verbal) greeting and confidently engage in small talk with businesspeople in a simulated international 
business context.

Language Skills:

•	  Speaking (fluency, accuracy).
•	  Listening (listening for specific information).
•	  Reading (scanning for specific information, critical reading).
•	  Writing (note-taking).

Language Functions:

•	   Lexical/Grammatical: Chunks used for professional greetings  (e.g. “I don’t think we’ve met.”  “How do you 
do?”  “Pleased to meet you.”).

•	 Functional: Making a strong first impression through greeting and applying small talk.
•	 Discoursal: Greeting and responding appropriately.
•	 Phonological: How do you do? (/’haʊ ʤə duː?/), Pleased to meet you. (/’pliːztə miːt juː/) (Assimilation).

# Lesson Stage Details: Task (Time), Aim, Procedure, Materials

1. Pre-Task Teacher introduction (5’)

SWBAT ask questions to find out about a new associate.

	The teacher introduces himself.

	Learners are invited to ask questions about the teacher, which he answers 
honestly.
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2. Production 
Task 1

Ice-breaker mingle (18’)

SWBAT greet and survey classmates to ascertain and record specific information 
about them.

	Learners mingle with classmates, introducing themselves and asking and 
responding to questions accordingly.

	As part of the activity, learners are required to record the name, branch, 
department and specified details of at least six other classmates on a dis-
tributed survey sheet.

Materials: Survey sheets (Appendix B)

3. Context Brainstorm (6’)

SWBAT reflect on and articulate aspects of English language they use when greet-
ing overseas businesspeople.

	In groups, learners brainstorm ways they greet business people.

	The teacher elicits boards, clarifies and gives/elicits feedback on ideas 
generated.

4. Input Listening task (6’)

SWBAT to listen to a dialogue to find specific information.

	The teacher introduces the context of being at a pre-conference gathering 
were businesspeople are meeting and greeting each other.

	Learners are tasked with watching and listening to a video dialogue to 
identify the names, positions, and companies of the speakers. The teacher 
plays the dialogue as many times a necessary to allow learners to listen for 
the answers. Learners check their findings with their partner. The teacher 
elicits the answers.

Materials: Video dialogue
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5. Language 
Focus

Language Analysis (10’)

SWBAT categorise expressions in terms of appropriateness for their business con-
text and explain reasons for their categorisations.

	The teacher distributes transcripts of the dialogue. Learners are tasked 
with reading through the dialogues and categorising information under 
three headings: expressions they use when greeting business counterparts; 
expressions that would be inappropriate to use; and new expressions that 
they would like to use in the future. 

	Learners compare their categorisations in groups explaining their reasons.

	The teacher monitors providing feedback and clarification when called 
upon on or when deemed appropriate by the teacher.

	The teacher elicits some ideas and reasoning for the categorisations of 
expressions from the text, providing feedback as appropriate.

Materials: Video dialogue transcripts (Appendix A)

6. Production 
Task 2

Pair icebreaker (10’)

SWBAT politely and professionally greet and engage in small talk with another 
business professional to gather specific information.

	Learners are paired with another with whom they have not yet spoken. 
Using the survey criteria from Production Task 1, learners must introduce 
themselves in a professional manner and engage in some small talk with 
their partner.

	The teacher monitors discretely and gives feedback as appropriate at the 
end of the task.

Materials: Survey sheets (Appendix B)

BREAK TIME (15’)

7. Context Class discussion/Brainstorm (5’)

SWBAT to reflect on and articulate how they communicate with businesspeople 
from other cultures.

	The teacher brainstorms which other cultures company departments typi-
cally do business with (some of this information would have already come 
to the fore in previous group/class discussions).

	The teacher elicits whether learners m odify their behaviour depending on 
the culture of the person they do business with and, if so, how.
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8. Additional 
Input

Reading Tasks (15’)

SWBAT make predictions about an article’s content from an accompanying visual.

SWBAT scan an authentic text for specific information.

SWBAT critically evaluate the content of an authentic text in light of their personal 
business experience.

	The teacher displays the image accompanying an authentic news article 
and elicits learner predictions as to the article’s likely content.

	The teacher distributes copies of the article. Learners read through the 
initial paragraphs of the article to check the accuracy of generated predic-
tions. They discuss their findings with their partner.

	Learners scan the article to find if any of the national cultures featured 
in the text match those previously generated and boarded through class 
discussion.

	Learners locate the section in the text most relevant to their business con-
text and consider the extent to which the content fits with their experience. 
They discuss their ideas in groups.

Materials: News article texts, visual accompanying article 

9. Task Prepara-
tion

Creating an alternative identity (8’)

SWBAT create an alternative identity that demonstrates a consideration of the 
cultural traits of that identity.

	The teacher distributes personal profile sheets.

	Learners are tasked with creating an alternative identity of an overseas 
businessperson. They create a name, company, cultural origin, backstory, 
interests, etc., as per the profile sheet, plus any additional information they 
would like to add. Learners keep their new identity secret from others.

	Learners complete and wear name tags that match their new identity.

Materials: Personal profile sheets (Appendix B), name tags



33

A Learning-Centred Business Communication Lesson Sequence

Sookmyung MA TESOL - www.tesolma.com

10. Production 
Task 3

Greeting and engaging in small talk at an international business delegation (20’)

SWBAT apply polite and appropriate methods of greeting and engaging in small 
talk with businesspeople in a simulated international context.

	The teacher sets the context that learners (as per their new identities) are 
attending an international business delegation.

	Learners are tasked with mingling, greeting and engaging in small talk 
with as many people as possible. They are encouraged to incorporate 
cultural traits of their character (such as those featured in the reading text) 
while communicating.

	The teacher monitors discretely, only intervening if called upon by learn-
ers.

11. Report Group discussion (10’)

SWBAT relay information previously discovered through engaging in small talk 
with another.

SWBAT identify and comment upon cultural traits demonstrated by another.

	Learners tell their group members about the most interesting character 
they met during the mingle activity and how they greeted and interacted.

	The teacher gives feedback on the completion of the mingle task as appro-
priate.
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2.2. LESSON TWO: USING POLITE TELEPHONE MANNER
Aim: 

SWBAT applies polite register (including hedging and modals to reduce imposition) to negotiate an entertain-
ment package itinerary via a simulated telephone conversation.

Language Skills:

•	  Speaking (fluency, accuracy)
•	  Listening (listening for specific information)
•	  Reading (scanning for specific information, critical reading)
•	  Writing (note-taking)

Language Functions:

•	   Lexical/Grammatical: Chunks used for hedging to reduce imposition; Modal verb forms used to reduce 
imposition. (e.g. “I’m afraid…”  “If possible…”  “The thing is…”  “I’d like to meet her.”  “Could she call 
me?”).

•	  Functional: Obtaining and imparting information over the telephone
•	  Discoursal: Polite telephone manner
•	   Phonological: would (/wʊd/), could (/kʊd/).

# Lesson Stage Details: Task (Time), Aim, Procedure, Materials

1. Context Group discussion/Brainstorming (15’)

SWBAT recall and explain experiences of poor telephone manner.

SWBAT suggest reasons for the importance of good telephone manner.

	The teacher presents a visual of an angry-looking business person on the 
telephone.

	In groups, learners discuss a time that they felt angry or frustrated when on 
the phone, explaining what it was that made them feel that way.

	Groups then brainstorm reasons why the person in the picture may be 
angry.

	The teacher elicits some ideas from groups.

	Groups discuss why a good telephone manner is important.

	The teacher elicits the reasons and notes them on the whiteboard.

Materials: Visual of an angry-looking business person on the telephone
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2. Production 
Task 1

Role Play (15’)

SWBAT request and record the details from another via a telephone conversation, 
and provide information in responses to such requests.

SWBAT reflect upon and identify examples of good telephone manner and polite 
language use they encountered during the task.

	 From a range of different business cards displaying overseas identities, the teacher 
hands out one card to each learner. Learners are instructed that, for this task, their 
identity corresponds with the details on the card.

	 Learners sit back-to-back with a partner in order to simulate a telephone conver-
sation.

	 Learners take turns to call each other. On each occasion, the recipient of the call 
is tasked with declining the availability of the person sought by the caller and 
requesting and recording the caller’s name, company, contact details, purpose of 
the call and any other information they consider relevant.

	 The teacher discretely monitors the class, identifying and recording strengths and 
weaknesses in telephone technique and use of polite language register.

	 The teacher checks whether learners successfully obtained the required informa-
tion.

	 Pairs give feedback to each other, explaining how they felt on the phone and what 
their perceptions of their partner were and, if possible, identifying reasons for 
these feelings and perceptions.

	 The teacher elicits examples of good telephone manner and polite language use 
that was applied during the task from learners. Elicited examples are noted on the 
whiteboard.

	 The teacher gives feedback as deemed appropriate.

Materials: Business card prompts
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3. Input Listening Tasks (15’)

SWBAT make predictions about an apparent problem based on a given context.

SWBAT to listen to a telephone dialogue to identify and record specific informa-
tion.

SWBAT to listen to a telephone dialogue in order to identify the purpose and out-
come of the call.

	 The teacher uses visuals and elicitation from learners to help set a context that 
learners are in a hotel lobby waiting to check into a room and they happen to 
overhear another guest’s telephone conversation at the front desk. The lady mak-
ing the call seems a little stressed and they are curious to know the reason. They 
find that if they listen carefully they can hear both parties to the dialogue. 

	 Learners predict the potential reason for the lady’s demeanour and discuss their 
ideas in groups. The teacher elicits and boards ideas.

	 Learners are instructed to listen for and note down the name and company of the 
caller and who she wants to speak to. The teacher plays the opening exchange 
of the dialogue as many times as is necessary for learners to find the required 
information.

	 Learners are instructed to listen to identify the caller’s problem, and whether any 
of the earlier predictions are correct. The teacher plays an extended section of 
the dialogue as many times a necessary to allow learners to listen for the answer. 
Learners check their findings with their partner. The teacher elicits the answer.

	 Learners are instructed to listen to the entire dialogue in order to identify the 
outcome and purpose of the call. The teacher plays the whole dialogue as many 
times a necessary to allow learners to listen for the answer. Learners check their 
findings with their partner. The teacher elicits the answers.

Materials: Hotel lobby visual, Audio dialogue
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4. Language 
Focus

Language Analysis (10’)

SWBAT analyse a text of a dialogue to identify phrases and expressions to convey 
politeness.

	The teacher distributes a script of the dialogue text.

	Learners listen to the dialogue again and silently read along.

	Learners are asked to work in groups to identify phrases and expressions 
that enhance the politeness of the dialogue.

	The teacher elicits group findings and adds them to the boarded language 
generated by the class.

	The teacher highlights any further hedging or use of modals to reduce 
imposition in the text that would seem to benefit learners.

	The teacher provides feedback and guidance to language use, as deemed 
appropriate.

Materials: Audio dialogue transcripts (Appendix A)

5. Production 
Task 2

Role Play (7’)

SWBAT apply phrases of polite register to request and record the details from 
another via a simulated telephone conversation, and politely provide information 
in responses to such requests.

SWBAT reflect upon and identify further examples of good telephone manner and 
polite language use they encountered during the task.

	The task procedure for Production Task 1 is repeated, but this time 
learners have different business card identities and work with a different 
partner.

	The teacher elicits and boards any further examples of good telephone 
manner and polite language use noticed by learners.

	The teacher gives feedback as appropriate. 

Materials: Business card prompts

BREAK TIME (15’)
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6. Context Group discussion (5’)

SWBAT recommend entertainment and activities to feature on a business trip itiner-
ary.

	The teacher uses visuals and elicitation from learners to introduce the con-
text of going overseas for a business trip, and an entertainment itinerary as 
being part of such trips.

	Learners are asked to consider what entertainment, locations or activities 
they would recommend for an itinerary for one of their counterparts from 
overseas visiting Seoul on a trip to do business with their department. 
Learners explain and discuss their recommendations in groups.

	The teacher elicits and boards recommendations from learners.

Materials: Visuals for setting context

7. Additional 
Input

Purposeful reading/Group discussion (8’)

SWBAT scan an authentic text for reference to specific locations and/or activities.

SWBAT express their opinions on suggestions made in an authentic text.

SWBAT identify examples of polite register in an authentic text.

	The teacher distributes authentic extracts from a travel guide for overseas 
visitors to Seoul.

	Learners scan the text to identify common recommendations among those 
in the text and those generated by the class.

	Learners read the text to identify what they consider to be the most appro-
priate activities for overseas business visitors. Learners discuss their opin-
ions in groups. Groups then repeat the process in identifying any potentially 
inappropriate activities.

Materials: Guidebook extracts
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8. Task Prepara-
tion

Negotiating ideas for an itinerary (15’)

SWBAT suggest aspects of an entertainment package as part of a business trip.

	Teacher allocates role cards to learners. Each learner is either an overseas 
business person visiting Seoul for a business trip to the learners’ company, 
or a company representative responsible for overseeing the visit. Learners 
read their role cards.

	Learners are seated in accordance with their roles, i.e. groups of visitors 
together, company representatives together. Learners discuss their role with 
their group members in order to clarify their understanding of it.

	The teacher distributes itinerary schedule sheets to each learner which indi-
cates which times in the trip are available to be filled by the entertainment 
package.

	From the perspective of their role, learners note down ideas for what activ-
ities can feature on the trip schedule and when it is best to do them. To do 
this, they can refer to the text, boarded language or their own desires.

	Learners then share and brainstorm ideas in buzz groups.

Materials: Guidebook extracts, role cards, itinerary schedule

         sheets (Appendix B)

9. Production 
Task 3

Negotiating an itinerary over the telephone (20’)

SWBAT politely negotiate an entertainment package itinerary via a simulated tele-
phone conversation.

	Learners are paired with another of a different role. Sitting back-to-back (to 
simulate a telephone dialogue), learners negotiate an entertainment package 
and record the outcomes as instructed by their role cards.

Materials: Guidebook extracts, role cards, itinerary schedule 

         sheets (Appendix B)
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10. Report Telephone report role play (10’)

SWBAT politely request and provide a summary of a negotiation via a simulated 
telephone conversation.

	Learners change partners. Learners take turns to request and convey the 
agreed details of their itinerary (and points yet to be agreed) to complete an 
information gap activity using additional itinerary schedule sheets.

Materials: Guidebook extracts, role cards, itinerary schedule 

         sheets (Appendix B)

# Lesson Stage Details: Task (Time), Aim, Procedure, Materials

1. Context Pair discussion (5’)

SWBAT state a preference among a range of objects and articulate reasons for 
their preference.

	The teacher uses visuals and realia to present students with a range of 
everyday objects.

	Learners are tasked with deciding which they would rather buy if they 
were obliged to buy one of the items. Learners explain their selections to 
their partner.

Materials: Visuals/realia of everyday objects

2.3. LESSON THREE: NEGOTIATING A DEAL

Aim: SWBAT express suggestions for concessions and conditions in order to effectively and appropriately 
negotiate a face-to-face business deal.

Language Skills:

● Speaking (fluency, accuracy).
● Listening (listening for specific information, listening for specific sounds).
● Reading (scanning for specific information, critical reading).
● Writing (note-taking, drafting an email confirmation).
Language Functions:
● Lexical/Grammatical: First conditional clauses (e.g. “If you buy one hundred cases, we’ll offer 15% 
discount.”).
● Functional: Expressing suggestions for concessions and conditions in the context of negotiating a 
business deal.
● Discoursal: Expressing and responding to suggestions for concessions and conditions
 Phonological: Contractions involving ‘will’ (e.g “I’ll” (/aɪl/), “we’ll” (/wiːl/).
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2. Production Task 
1

Selling an object 1 (8’)

SWBAT apply negotiation language and techniques in an attempt to sell an every-
day object.

	With new partners, learners are asked to select one of the everyday ob-
jects, decide a price for it and deliver a spontaneous sales pitch to their 
partner. Learners take turns to present the pitch to their partner.

	Learners give feedback to their partners about particularly effective as-
pects of their pitch.

Materials: Visuals/realia of everyday objects

3. Input Listening Tasks (17’)

SWBAT listen to a dialogue to find specific information.

SWBAT listen for the frequency of occurrence of a particular phoneme in a dia-
logue.

	The teacher elicits basic considerations of a business negotiation from 
students and brainstorms them on the board (e.g. quantity, cost, method of 
payment, method of delivery, discount, etc.).

	The teacher uses visuals to imply a context for a business to business sales 
transaction. Learners offer predictions of the product being sold. 

	Learners listen to a dialogue to check the accuracy of their predictions. 
The teacher plays the relevant section of dialogue as many times a nec-
essary to allow learners to listen for the answer. Learners check their 
findings with their partner. The teacher elicits the answers.

	The teacher draws learners’ attention to the previously brainstormed nego-
tiation considerations. Learners listen to identify which of these consider-
ations are being negotiated in the dialogue. The teacher elicits findings.

	Learners listen to identify what each party wants with regards to the 
identified considerations (quantity and payment method). They then listen 
to identify the outcome of the negotiation. Learners check their answers in 
their groups before checking as a whole class.

	Learners are tasked to listen to the dialogue once more, this time tallying 
up the occasions they hear the word ‘if.’

Materials: Context visuals, audio dialogue
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4. Language Focus Guided Discovery (8’)

	The teacher distributes dialogue transcripts.

	Learners are instructed to circle all the occurrences of ‘if’ in the dialogue 
transcript. They are then asked to underline the rest of the clauses follow-
ing the occurrence of ‘if.’

	Learners are asked to consider the importance of such clauses in their 
groups. The teacher elicits learner ideas clarifying that they refer to con-
cessions the speaker is willing to make to another party.

	The process is repeated in relation to the conditional clause, assisting 
learners’ understanding of its function and form (i.e. starting with ‘we 
will/would’).

Materials: Audio dialogue transcripts (Appendix A)

5. Production Task 
2

Selling an object 2 (15’)

SWBAT use language to demonstrate concessions and conditions as part of a 
negotiation strategy deployed to sell an everyday object.

SWBAT reflect on and articulate an evaluation of a range of negotiation styles.

	Learners deliver a further sales pitch to their groups for the sale of the 
everyday object of their choice. Learners take turns to present to their 
groups.

	Group members give feedback on negotiation strategy use.

Materials: Visuals/realia of everyday objects

BREAK TIME (15’)
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6. Additional Input Reading Tasks (17’)

SWBAT predict the content of negotiation stages from their stage names.

SWBAT match the content of negotiation stages with their stage names.

	In groups, learners discuss their tips for effective negotiations. The teach-
er elicits and boards the tips.

	The teacher distributes an authentic book review text reviewing Mills’ 
RESPECT negotiating steps with sections of text omitted. Groups predict 
what each of the missing components could involve.

	The teacher provides the omitted pieces of text. Learners match the 
omitted components to the steps in the text. Learners then check the ac-
curacy of their predictions by comparing their selections with a complete 
version of the text.

	Groups are also invited to consider the similarities and differences be-
tween the RESPECT steps and the tips they previously generated. 

	Learners are instructed to read through the negotiation steps and work in 
groups to identify the most important and least important steps, giving 
reasons. Following the group discussions, the teacher elicits ideas in 
whole-class feedback.

	Groups are further invited to consider whether any negotiation steps 
ought to be added to or omitted from the list, stating reasons. Again, 
ideas are subsequently elicited by the teacher and discussed in open 
class.

Materials: Book review texts (Appendix A)

7. Task Prepara-
tion

Role preparations (15’)

SWBAT articulate possible strategies and traits consistent with their role.

	Learners are allocated role cards in preparation for a pair role play.

	Learners read their role card carefully. It features a businessperson iden-
tity, product information to be used in a sales negotiation, and a negotia-
tion target. 

	Learners work in buzz groups with those of the same role to discuss ne-
gotiation strategies, appropriate language use, cultural traits of the role, 
etc.

	The teacher monitors and provides guidance and feedback as appropriate.

Materials: Role cards (Appendix B)
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8. Production Task 
3

Negotiating a deal (20’)

SWBAT effectively and appropriately negotiate a business deal in a face-to-face 
role play scenario.

	Learners are paired with someone of the opposite role. They are tasked 
to conduct the role play in character as if it were an authentic business 
negotiation.

	The teacher monitors discretely.

Materials: Role cards (Appendix B)

9. Report Writing an email confirmation (15’)

SWBAT accurately summarise the outcome of a negotiation on an email tem-
plate.

SWBAT evaluate the accuracy of the content of an email summary.

	The teacher distributes email template sheets.

	Learners write a summary of the key agreements arising from the negoti-
ation as well as aspects yet to be agreed on the email template sheets.

	Learners check their partner’s summary to evaluate if it offers an accu-
rate reflection of what was agreed.

	The teacher collects the email drafts to review and identify learner lacks 
in order to inform the specific content of following lessons.

Materials: Email template sheets

3. DEFENCE
The rationale for each stage of the lesson plans will be addressed with reference to how it aims to facilitate learning 
by reflecting a learning-centred approach. Hutchinson and Waters highlight ten methodological techniques that 
ought to be implemented to facilitate a learning-centred approach (Hutchinson & Waters, 2010, p. 139-142). These 
are gap tasks, variety, prediction, enjoyment, integrated methodology, coherence, preparation, involvement, creativ-
ity, and atmosphere. The defence of the lessons indicates where these considerations feature.

3.1. LESSON ONE: MAKING A STRONG FIRST IMPRESSION
 Stage 1 provides two important functions. Firstly, it provides learners with a model of greeting someone for 
the first time in a formal setting and demonstrates how small talk can be applied. This provides procedural scaffold-
ing to prepare learners in completing the task in stage 2. Secondly, the teacher can respond to the meaning of learner 
questions and remarks as a means of encouraging learner participation and promoting an atmosphere conducive to 
communication from the outset. 
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The mingle task in stage 2 aims to further promote a so-
cial atmosphere as well as provide learners with authen-
tic practice of an important skill required by the target 
situation: making a strong first impression. The goal-
oriented mingle gap task can be considered to be an en-
joyable activity that can provide intrinsic motivation for 
learners. It can also help to cultivate an atmosphere 
where involvement and communication between learn-
ers is established as a classroom norm, aiming to lower 
learners’ affective filters (Krashen, 1982, p. 30) and make 
them more receptive to learning. The task also requires 
learners to practice their note-taking skills, which is a 
common writing requirement in target situation con-
texts. It, therefore, contributes to an integrated method-
ology. Stage 2 also allows the teacher to observe learner 
performance of the task so that appropriate feedback can 
be provided in stage 3. Stage 3 encourages learners to 
consider how such interactions are relevant to their spe-
cific target needs, potentially providing further motiva-
tion to be involved fully in the lesson.

In stage 4, a potential target situation context is created 
to prepare learners for input. It provides a purpose for 
learners to listen to the dialogue, having the dual effect of 
motivating them and making the input more compre-
hensible. Stage 4 aims to stimulate the formal schemata 
of learners, whereas the brainstorming in stage 3 has al-
ready activated their linguistic schemata. Stage 4 also af-
fords learners with practice in listening for specific de-
tails, a skill which if further developed can impact 
positively upon their communicative competence. It also 
provides further skills focus that contributes to an inte-
grated methodology.

Stage 5 further supports an integrated methodology by 
implementing reading strategies such as categorisation 
and critical reading. In additional to encouraging the ap-
plication of skills that can help enhance language compe-
tence, it allows the learner to notice language and make 
their own decisions about which language best fits their 
needs. It can be considered essential that for the pur-
poses of first time introductions, it is imperative that the 
learner is given the freedom to decide which kind of 
impression he or she wishes to convey, and the teacher 
can give appropriate feedback to learners in light of this. 
The belief that appropriate language use is largely influ-
enced by the speaker’s orientation and is a personal deci-
sion-making process constitutes a significant portion of 
the rationale for stage 5. The prospect of acquisition is 
potentially enhanced by encouraging learners to become 
involved with the language at cognitive and emotional 
levels. Stage 6 involves learners engaging in a gap task 
similar to that in stage 1 so that they can apply new lan-
guage as a means of enhancing their performance, dem-
onstrating a coherent task chain. To provide variety and 
further promote a social atmosphere, learners are re-
quired to interact with a new partner in a pair work 

context.

Stage 7 encourages learners to think about the intercul-
tural element of business communications and how it 
impacts upon their business practice. It also establishes a 
context for the text introduced in stage 8. With a relevant 
context set, and the use of a visual as an additional moti-
vating factor, the implementation of prediction in stage 8 
allows learners to practice a strategy that can enhance 
their language competence as well as aim to make the 
following input more comprehensible. Reading skills are 
developed as part of an integrated methodology. The use 
of strategies, such as scanning and critical reading, are 
also promoted in order for learners to negotiate the rel-
evance of the text to their specific target lacks and wants. 
Encouraging learners to establish a personal connection 
with the content of the text aims to facilitate learner mo-
tivation and their retention of new information. The text 
was selected on grounds of its general topic being rele-
vant to the target situation and its content providing 
enough flexibility to potentially satisfy learner wants. 
This stage aims to use input that provides an element of 
variety that can potentially maximise the involvement of 
all learners.

Stage 9 provides learners with the creative and poten-
tially enjoyable task of creating an alternative identity. 
The personal profile sheet provides scaffolding for learn-
ers, but they have the freedom to add information as 
they wish. This heterogeneity aims to involve all learners. 
The creation and use of an alternative identity can also 
help to lower the affective filters of learners and make 
them feel more comfortable in communicating with 
their peers. This further promotes a social atmosphere 
and a classroom culture conducive to interaction and 
language acquisition. Stage 9 also provides an important 
coherent function. It encourages learners to consider the 
knowledge that they have gained from of all the previous 
tasks and input in the lesson and prepare to apply it in a 
meaningful context. As part of this, they are also required 
to consider how the intercultural aspect of communica-
tion may impact on how they and others interact, assist-
ing them in developing an interpersonal communicative 
competence, rather than just a linguistic one. Stage 9 can 
be deemed an essential consolidation phase that prompts 
learners to internalise language and information in the 
L2 through higher-order thinking to help them to de-
velop a competency in performing effectively in a task 
reflective of a target situation context (stage 10). This 
further highlights its importance in ensuring lesson 
coherence.

The stage 10 gap task aims to provide an enjoyable learn-
ing experience in a social atmosphere that maximises 
learner creativity, thus potentially optimising the in-
volvement of learners regardless of their proficiency or 
wants. Interacting with various partners of newly formed 
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identities provides learners with variety. The orientation 
of the task is the same as the one conducted in stage 2, 
providing a coherent basis to the lesson through which 
learner progress can be observed so that appropriate 
feedback can be given in stage 11. However, the use of 
non-specific content that involves learners and the pro-
motion of learner creativity potentially provides a varied 
and enjoyable learning experience. The inclusion of 
name tags is designed to prime learners for interaction 
with one another. Learners can interpret the name tag 
information to predict appropriate ways to greet and in-
teract with each other. Stage 11 provides a further con-
solidation stage in which they are encouraged to recog-
nise and articulate how cultural and personal traits can 
affect appropriate communication in the target 
situation.  

3.2. LESSON TWO: USING POLITE 
TELEPHONE MANNER
The use of the visual in stage 1 is primarily to motivate 
and involve learners. The group discussion and brain-
storming allows learners to relate the context of being 
frustrated by poor telephone service to their personal 
experience. A consideration of the need for a good tele-
phone matter is highlighted for the theme of the lesson 
to strike a resonance with learners. Learners can conse-
quently be expected to recognised a personal need to be 
engaged in the lesson. Stage 1, therefore, primes learners 
for learning. 

Stage 2 provides a cooperative information gap task that 
is reflective of circumstances that learners are likely to 
encounter in their target situations. The acquisition of 
alternative identities is again likely to be motivating for 
learners in the sense that it can lower learner inhibitions 
and therefore maximise involvement. The teacher’s 
monitoring of the task results in him making online de-
cisions in relation to appropriate feedback, demonstrat-
ing a consideration of specific learner needs. By encour-
aging peer feedback and relating it to feelings and 
perceptions, learners are connecting emotionally to how 
language is used, promoting an awareness of appropriate 
language use for interpersonal communication and the 
projection of their desired identity. The reflection and 
awareness involved in this stage aim to help learners be-
come more competent in recognising appropriate lan-
guage use. Such group discussion tasks also further cul-
tivate a social atmosphere conducive to learning.

At the beginning of stage 3, the teacher sets a context and 
a purpose for listening to prepare learners and enhance 
the comprehensibility of the input. The dialogue was se-
lected based on the strength of its reflection of the target 
situation and authentic language use. As part of an inte-
grated methodology, learners engage in listening 

strategies of predicting content and language from con-
text, listening for specific detail and listening to check 
the accuracy of predictions. This introduces the imple-
mentation of strategies that learners may develop with 
support to improve their competency in deciphering the 
meaning of language input. The prediction exercise also 
functions to activate learner schemata, potentially mak-
ing them more receptive to understanding and retaining 
new information. 

Stage 4 encourages learners to notice differences between 
their application of language during stage 2 and the au-
thentic language use in the dialogue script. By reading 
and listening simultaneously learners are afforded the 
opportunity to notice pronunciation and intonation as 
well as patterns of form. Identifying phrases relating to 
polite register encourages learners to adopt inductive 
learning strategies and provides them with a degree of 
self-direction, therefore enhancing learner involvement. 
It can be suggested that a learner is afforded the opportu-
nity to focus on the language aspects that they are ready 
to approach in terms of their cognition and proficiency. 
It also allows learners to identify and focus on expres-
sions that they may recognise as being most suitable for 
their target needs. Learners are then afforded the oppor-
tunity to test their new linguistic knowledge in stage 5, 
with the meaningful use of language providing the po-
tential for learner retention of it. This demonstrates a 
coherence of the task chain. Variety is provided by the 
changing of partners and character identities in order to 
maintain learner motivation. The changing of partners 
also helps to cultivate a social classroom atmosphere that 
promotes communicative language use between learners 
and is, therefore, conducive to learning.

The reading text used for stages 7 to 10 has been selected 
due to the likelihood of it being relevant and particularly 
motivating to learners, as well as it providing an authen-
tic source of language. All learners live in or around 
Seoul and have a familiarity with the city’s social and 
cultural aspects. Learners are therefore likely to find the 
text content interesting and involving. Furthermore, 
discussing fun things to do in Seoul in stages 7 and 8 is 
likely to be particularly enjoyable for learners. The topic 
of the text, therefore, provides for motivating task con-
tent while the context introduced in stage 6 ensures it is 
oriented to the target situation. Stage 7 further supports 
an integrated methodology by encouraging learners to 
engage in reading strategies of scanning for specific in-
formation and critical reading. Considering the content 
in contrast to their own opinions in stage 7 can be par-
ticularly motivating for learners.

The task preparation in stage 8 can be deemed to provide 
an important role in scaffolding learners to facilitate 
their competent performance in the stage 9 task. Steps 
are taken to optimise learner involvement. The text, itin-
erary schedule sheets, boarded language and ideas, 
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activation of prior learner knowledge and the implemen-
tation of buzz groups are all devised to provide material 
and procedural scaffolding and ensure that learners are 
confident in performing the upcoming task (stage 9). 
This preparation stage provides learners with the oppor-
tunity to apply language and content encountered during 
the lesson, as well as that learnt in the previous lesson, 
demonstrating coherence across lessons as well as within 
the current task chain. The intercultural context encour-
ages learners to acknowledge the potential for cultural 
differences (as highlighted in the previous lesson). By 
affording learners the freedom to construct a provisional 
itinerary, they are encouraged to use language creatively 
and enjoyably. The implementation of buzz groups again 
aims to promote a social atmosphere in the classroom.

Stage 9 is a cooperative task designed to simulate a target 
situation scenario. It requires learners to verbally create 
with the language while applying content that they are 
likely to find enjoyable. Coherence is ensured by learners 
still focusing on applying polite telephone manner. 
Allowing for the recycling of language while using con-
tent information that is potentially familiar to all learn-
ers allows learners to focus their attention on accurate 
application of polite register forms. This potentially fa-
cilitates deeper-processing and language retention. The 
spaced practice it offers can also be deemed conducive to 
the automatisation of language. Furthermore, applying 
the target forms in a different context may assist learners 
in developing their understanding of appropriate use of 
such forms. Stage 10 provides the learner with the op-
portunity for further consolidation of language patterns 
through the completion of an information gap task. For 
the stage 10 task, learners change partners in order to 
provide variety and ensure that the gap task is valid. The 
requirement of note-taking also adds an element of writ-
ing practice to an integrated methodology.

3.3. LESSON THREE: NEGOTIATING A DEAL
Stage 1 uses realia and images to engage learners and 
involve them in focused group discussions. The content 
of the group discussions (i.e. advantages/disadvantages, 
possible uses and sellable characteristics of the objects) 
will help to prepare them for the stage 2 task. Applying 
such a group task early on in the lesson sets the tone for 
an interactive atmosphere and allows learners to create 
with the language resources they possess.

Stage 2 provides a creative and potentially enjoyable im-
provisation task for learners. This is completed in pairs 
so as not to make the learner self-conscious about his or 
her performance in the role, helping to enhance learner 
involvement. Variety is provided by the learners working 
with new partners. Peer scaffolding is employed as a 
means of providing learners with feedback on their sales 

pitch because the learners’ level of expertise in this as-
pect is likely to outweigh that of the teacher. An impor-
tant on-line decision has to be made by the teacher in 
this respect. In light of the class culture and atmosphere, 
he has to decide how best to maintain learner involve-
ment when partnering learners. Senior employees could 
be paired with junior employees so that the junior em-
ployees benefit from the scaffolding of a more knowl-
edgeable other (Vygotsky, 1978).  

However, due to Korean business culture being charac-
terised by high power distance between employees of 
different professional position and age, the junior part-
ner may be reluctant to provide critical feedback, or any 
critical feedback given may be taken offensively by the 
senior partner. One means of maintaining a positive at-
mosphere and learner involvement is therefore to specify 
that feedback is only given to comment on positive as-
pects (as highlighted in stage 2). An alternative arrange-
ment would be to pair learners of similar status within 
the company, but this would limit the potential for peer 
scaffolding of business negotiation techniques. 

Stage 3 requires learners to engage in prediction strate-
gies to activate their formal and content schemata. This 
aims to make the following audio input more compre-
hensible and provides a cohesive platform for listening 
for detail tasks that feature as part of an integrated meth-
odology. Stage 4 provides a guided discovery phase 
whereby learners are encouraged to recognise target 
functions and forms in a modified inductive fashion. 
Such bottom-up inductive noticing of a particular gram-
mar feature is employed as a means of facilitating learner 
understanding of it, preparing them for its use in the 
subsequent tasks. 

Stage 5 provides a cohesive follow-up to the language 
focus by allowing learners to apply the newly-noticed 
forms in context. It provides variety from the first task 
due to involving group work rather than pair work. This 
aims to promote interaction between learners in the 
forms of negotiation, thus enhancing learner involve-
ment and a communicative atmosphere. It also has the 
potential of exposing learners to more feedback with re-
gards to their language use and negotiation strategy. 
Again, the teacher is required to make an online decision 
regarding how best to group learners to maximise in-
volvement, although it may be the case that power dis-
tance considerations have a reduced inhibitory impact in 
such a group setting. 

Stage 6 provides for group consideration of negotiation 
techniques that do not require feedback on learner per-
formance. This consequently provides the opportunity 
for the scaffolding of less-experienced employees by 
more experienced ones. This assists in preparing learners 
for later tasks. A whole-class elicitation of negotiation 
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strategies is included in stage 6 to provide further scaf-
folding and preparation for learners. In doing so, the 
teacher can give appropriate feedback regarding lan-
guage use. Stage 6 also introduces a reading component 
to the integrated methodology, encouraging the applica-
tion of prediction and content categorisation strategies. 
Critical reading is also incorporated by encouraging 
learners to consider how the negotiation strategy sug-
gested in the text fits with their own strategies. Learner 
reflection of new input in light of their existing knowl-
edge enhances learner involvement and arguably makes 
their retention of language and content information 
more likely. 

The task preparation phase in stage 7 functions to pre-
pare learners to perform in the upcoming task as well as 
provide task chain and inter-lesson coherence. Learners 
are provided material scaffolding through role cards and 
boarded language, and procedural scaffolding through a 
buzz group activity with the prospect of peer and teacher 
feedback. Learners are given the opportunity to apply all 
and any of the language and content knowledge they 
have encountered throughout the lesson sequence. Such 
recycling of the language can be deemed to facilitate its 
acquisition by learners. As well as creatively applying 
linguistic factors, learners are free to consider intercul-
tural differences and negotiation strategies, potentially 
enhancing their communicative competence in the tar-
get situation. The opinion gap task in stage 8 allows 
learners to practice performing the language in a sce-
nario reflective of the target situation, allowing the 
teacher to observe progress learners have made over the 
duration of the lesson sequence. Alternative identities 
are again used to enhance learner involvement by lower-
ing their affective filters and promoting creativity and 
enjoyment. 

Stage 8 is a consolidation task that provides a writing 
focus to an integrated methodology.  It also provides a 
coherent link to the next lesson which will involve a fo-
cus on appropriate email discourse. By collecting the 
email drafts from learners, the teacher can review and 
diagnose particular learner lacks relating to this aspect of 
the target situation. The findings can then inform the 
specific content of following lessons.
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Appendices

APPENDIX A: TEXTS
LESSON ONE: MAKING A STRONG FIRST IMPRESSION

Video listening text from Australia Plus (2006):

Transcript
Waiter hands drink to Victor.

VICTOR: Thank you very much.

SAM: Hello, I don't think we've met. Sam Eriks.

VICTOR: Victor Tang. Pleased to meet you.

SAM: And what company are you from Mr. Tang? 

VICTOR: OceanWide. I’m the sales representative for this region.

SAM: Ah, yes. I know your company. Your business is expanding very rapidly at the moment.

VICTOR: Yes, we're doing quite well. And yourself? Who do you work for?

SAM: Actually, I work for myself. I'm the CEO of a small export and packaging company. We special-
ise in seafood. 

VICTOR: It's a growing market.

SAM: Yes, but a very competitive one Mr. Tang.

VICTOR: Please call me Victor. 

SAM: Sam. Victor, let me introduce you to someone. Lin – this is Victor Tang – he's the regional rep 
for OceanWide. This is Lin Chan, my sales manager.

LIN: How do you do Mr. Tang?

VICTOR: I'm very well thank you. Nice to meet you Ms. Chan.

LIN: And you. 

VICTOR: Can I get you another drink?

LIN: Thank you.
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Reading text from Eyring (2011):
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Reading text from Pang (2013):
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APPENDIX B: ADDITIONAL MATERIALS
LESSON ONE: MAKING A STRONG FIRST IMPRESSION

Survey sheet for whole-class mingle and pair work tasks:
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Personal profile sheet for formulating an alternative identity, adapted from Cotton et al. (2014):

LESSON TWO: USING POLITE TELEPHONE MANNER

Itinerary schedule sheet for role play task:
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Alexandria Malfitano

1. Introduction
With arising of technology in foreign language (EFL) 
acquisition, through integration of computer-mediated 
communication (CMC) instruction and tasks, both in-
structors and students have been able to benefit from 
this type of learning environment; particularly in the 
realm of pragmatic instruction (Taguchi, 2011).  Various 
studies, including Alcón-Soler (2017), demonstrate the 
benefits of moving the pragmatic learning experience 
through the classroom and through CMC, rather than 
relying on less effective study-abroad experiences.  In 
addition to studies supporting in-class and CMC in-
struction for pragmatics, Taguchi (2011) in a review of 
pragmatic trends and issues, and Fordyce (2013) in an 
empirical study, note that compared to implicit instruc-
tion, explicit instruction provides more robust and 
beneficial opportunities to develop student pragmatics. 
Futhermore, teaching strategies learning towards ex-
plicit instruction on a spectrum of implicit to explicit 
styles tend to yield better long and short-term goals 
(Alcón-Soler, 2017; Bardovi-Harlig, 2013; Fordyce, 
2013; Taguchi, 2011), in order to understand better how 
to create a learning environment for my own students, I 

find an opportunity arises for further exploration and 
research into developing and optimizing pragmatic de-
velopment learning environments.

In this review, I will seek to answer the question of how 
to further optimize opportunities for pragmatic devel-
opment, more explicitly through the use of CMC.  First, 
four articles will be reviewed and their usefulness in 
pragmatic instruction will be analyzed for information 
benefiting the development of pragmatic skills.  Two of 
the articles focused on environment comparison of 
CMC compared to traditional teacher-fronted instruc-
tion, as well as two articles focused on task typology and 
design, a question prompted by Taguchi (2011).  To 
conclude, I offer a discussion of what these article find-
ings indicate for future implementation and study.

2. Review of the Studies
In order to develop an understanding of the affordances 
of CMC learning environments, I first turn to Eslami 
and Liu (2013).  They conducted a study to observe the 
effectiveness of explicit pragmatic instruction, as well as 
to compare how explicit instruction can be effective 

Alexandria Malfitano
Computer-Mediated Communication

Abstract

T he following literature review was designed to answer the question of how to optimize 
opportunities for student pragmatic development. Notably, relying on study abroad 

experiences in order to acquire pragmatic skills have proven to be highly ineffective in the 
past, indicating a need to develop a framework in which instructors can construct oppor-
tunities for students to develop skills within the classroom.  The four empirical studies ana-
lyze various pragmatic environments and task types as they correlate to demonstrate stu-
dent success in relation to the development of pragmatic skills and understanding. Overall, 
the key features are pragmatic environments should implement explicit instruction and 
utilize interactive tasks. Computer-mediated communication based environments should 
allow for more affordances compared to study abroad or traditional teacher-fronted in-
structional methods.

Optimizing Opportunities for Pragmatic 
Development through Computer-Mediated 

Communication



57

Optimizing Opportunities for Pragmatic Development through Computer-Mediated Communication

Sookmyung MA TESOL - www.tesolma.com

through face-to-face in-class interactions versus a CMC 
environment.  For this study, 118 undergraduate 
Taiwanese students majoring in EFL, with a focus on 
“English for Tourism”, participated.  The students were 
divided into a control group receiving no explicit in-
struction, an experimental teacher instruction (TI) 
group, and an experimental CMC group.

Each student participated in a pre-test, followed by in-
struction, and concluded with a post-test.  All students 
met once a week for class over the course of ten weeks 
where they watched a short film related to English for 
tourism, followed by instructor explanation; after the 
first half of class, students then were divided into their 
separate groups.  For the control group, they received no 
instruction on pragmatics, rather, after the film task 
students listened to a lecture derived from a teacher’s 
manual and held group discussions.  In contrast, the two 
experimental groups received explicit pragmatic in-
struction with a focus on request features.  Both experi-
mental groups worked on lesson plans focused on the 
following five areas: motivation, form search, form 
comparison, form analysis, and the use of speech acts.  
While the teacher instruction group received these les-
sons in class by their instructor, the CMC group worked 
with 22 graduate students from an American university 
via two weekly emails and web discussions to receive 
instruction.  After the experimental period, the re-
searchers compared scores in the pre- and post-tests.  It 
was found that compared to the control group, groups 
receiving explicit pragmatic instruction showed signifi-
cantly higher mean scores regarding areas of speech act, 
expressions, and levels of politeness.  In addition to the 
importance of drawing attention to pragmatics, the use-
fulness of the CMC learning environment was also 
demonstrated.  Through meaningful human interac-
tions, CMC proved to be a useful tool in pragmatic 
instruction.

I find that in one aspect, this study continues to demon-
strate the effectiveness of explicit instruction compared 
to implicit as noted by Taguchi (2011) and Fordyce 
(2013).  More importantly, however, is the concept in-
troduced here that CMC environments prove to be 
more effective than TI; in terms of student perception of 
usefulness, most students voiced favor in use of CMC 
environments.  Despite lack of significant difference 
between the effectiveness of TI versus CMC, the re-
searchers note that in some cases it may be simply a 
matter of learner preference and goals of instruction.  
This is an important finding because it opens up the 
possibility for flexible instruction, which makes the af-
fordance of native-speaker interaction opportunity de-
spite students not studying abroad.  This study indicates 
that CMC may have more affordances in shaping in-
struction and task development, but does not go into as 
much detail about different applications of CMC 

environments.  

Therefore, I address Mirzaei, Hashemian, and 
Khoramshekouh (2016), who went on to further devel-
opmental research related to how synchronous comput-
er-mediated communication (SCMC) and asynchro-
nous computer-mediated communication (ACMC) in 
affects student pragmatic understanding.  The two re-
search questions sought to find if S/ACMC course-based 
instructional modules delivered through social media 
sites affected development of pragmatic comprehension 
of implicatures, and to see if SCMC or ACMC was more 
effective for developing student pragmatic comprehen-
sion.  In this study, students were 90 undergraduate EFL 
students majoring at English Translation at an Iranian 
university.  The students were divided into two experi-
mental groups using CMC-based lessons, as well as one 
control group fronted by teacher instruction.  

At the beginning of the study all students took the 
TOEFL proficiency test, and a paper-based open-ended 
discourse completion test in which pragmatic profi-
ciency was measured; the paper-based open-ended dis-
course test alone was distributed at pre- and post-test 
times.  Over the course of 4 months, all classes met for 
two sessions per week.  The control group met with their 
instructor face-to-face in class for instruction regarding 
pragmatics.  The ACMC experimental group mainly 
functioned on Facebook in order to receive instructional 
materials and complete tasks through its multiple fea-
tures.  Finally, the SCMC students interacted on Yahoo 
Messenger to send messages and other features, but re-
ceived their instructional material from their teacher in 
class.  Both experimental groups were subject to three 
phases of: exposure, consciousness-raising, and feed-
back.  At the end, all three groups showed improvement 
related to pragmatics, with the CMC experimental 
groups showing greater gains overall.  Of the three 
groups, the ACMC group showed the most develop-
ment related to pragmatic comprehension.  Despite fall-
ing slightly behind ACMC in terms of final scored, the 
researchers noted that SCMC and the use of messenger 
applications proved to be effective in distributing in-
structional material about pragmatics to students even 
compared to teacher-fronted instructional material.

Though this study continues to support the use of ex-
plicit instruction, in this case I would like to note that 
CMC was shown to have greater benefits that teacher 
fronted instruction even when both were explicit. 
Students in the CMC groups said they found the new 
way of learning to be enjoyable, motivational, interest-
ing, and practical.  What this tells me is that CMC can 
be motivating, another important factor is assisting 
students develop any L2 skills.  Apart from general 
learning environment, however, I am interested in the 
role of tasks and assignment types given to students in 
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constructing optimal pragmatic learning 
environments.

To do so I look closer at Taguchi and Kim (2014); a 
study assessing the helpfulness of collaborative dialogue 
in learning the pragmatic skill of request-making.  The 
study looked to find what effect task-based pragmatic 
instruction has on pragmatic development with focus 
on differences between collaborative and individual 
tasks.  The overall frequency and quality of pragmatic-
related episodes between individual and collaborative 
groups was also observed.  Participants were 74 English 
learners at a second-grade girls’ junior high school in 
South Korea.  Students were divided as follows: the two 
experimental groups receiving explicit pragmatic in-
struction, with the first group using collaborative tasks, 
and the second using individual tasks and think-aloud 
strategies; and a control group receiving no additional 
pragmatic instruction.  

All students took a pre- and post-test, as well as a de-
layed post-test, and experimental groups received in-
struction for two consecutive days of 45-minutes.  
Students in both experimental groups participated in 
classes with five minutes of pragmatic target explanation 
accompanied by two dialogues showing high and low 
requests forms.  After instruction, students were given 
scenarios and pictures and tasked with the job of writing 
a drama script based off of the given material.  The col-
laborative group worked in pairs to complete the dia-
logue while the individual group completed the task 
alone; both groups vocalized thoughts to an MP3 re-
corder as they completed the task.  At the end of the 
study, the researchers found that experimental groups 
showed better immediate results than the control group.  
Additionally, the collaborative group showed superior 
performance to the individual group on the post-test.  
Unfortunately, however, the beneficial results were 
short-lived, during the delayed post-test, all students 
were back to the same level of performance as the con-
trol group.  

Despite some of the conflicting results of this study, I 
still find some important features arise.  One is the use-
fulness of collaboration in pragmatic tasks.  Students 
who worked collaboratively demonstrated better devel-
opment in use of pragmatics during the immediate 
post-test.  Though it did not support their study, the 
deterioration in acquired pragmatic skill leaves behind 
some important factors as well.  The researchers suggest 
that due to student lack of familiarity with instructional 
tasks, as well as the short instructional period created a 
lack of robust experiences for students to strengthen 
and practice skills.  This indicates a need for and the 
importance of repetition and familiarity with pragmat-
ic-focused tasks.  Since this experiment was used with 
an in-class environment, I wanted to look at another 

form of task-based pragmatic learning but in the con-
text of the CMC environment.

Abdallah and Mansour (2015) took task-based learning 
to the CMC environment by using the program Second 
Life in order to complete tasks.  There were three ques-
tions this study was designed to answer regarding the 
effectiveness of using virtual situated task-based lan-
guage learning environments to develop pragmatic 
writing skills, the effect such tasks have on student 
teachers’ technological self-efficacy, and if there is a rela-
tionship between technological self-efficacy and prag-
matic writing skills within the experimental group.  
Participants were a small group of 20 second-year EFL 
student teachers at Assiut University College of 
Education who struggled with pragmatic skill in writ-
ing.  Ten students participated in the experimental 
group, and the other ten were part of the control group.  

All students participated in a pre-test as well as a post-
test using a variety of measurement tools.  The study, for 
the experimental group, spanned across 7 sessions of on 
average 2 hours each across one academic year, and the 
control group received 6-successive weeks of face-to-
face delivered pragmatic writing topics.  Students in the 
experimental group were members of a Facebook group 
where they received instruction, asked questions, re-
ceived feedback, communicated with instructors, along 
with other interactions.  Each session they received a 
task synonymous with the prompts offered to the con-
trol group and completed numerous diverse tasks related 
to them on Second Life.  Results from the study found 
that the group working with Second Life vastly outper-
formed the control group on the Pragmatic Writing Test 
offered at the conclusion of the study.  In terms of the 
other two research questions, students in the experi-
mental group did find an increase in technological self-
efficacy compared to the control group; this led to find-
ings that in this case, higher technological self-efficacy 
had high correlations with pragmatic writing skills.

The researchers attributed the success of the experimen-
tal group to the fact that programs such as Second Life 
are innovative, interactive, playful, integrated other aca-
demic courses for richer input, and offer active language 
practice among other positive findings.  This again af-
firms an idea I have seen trending: collaborative and 
active tasks work well with practicing pragmatics, and 
supports the idea that interactive tasks can be done 
through CMC, and are not limited to classroom based 
interactions.  Programs such as Second Life also offer 
instructors more possibilities to create more authentic 
environments where students can work, play, and learn; 
meaning students engagement with the target language 
forms in authentic context increases, which are areas 
that I as an instructor would find useful.
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3. Discussion and the Future
My goal was to answer the research question of how to 
optimize learning environments for the potential to de-
velop student pragmatic skills, taking a closer look at the 
affordances of CMC in order to benefit my own students.  
After analyzing four different studies about the prag-
matic learning environment, there are a few trends I 
would like to reiterate.  For one, the question of what 
type of affordances can CMC offer: based off of the stud-
ies done by Abdallah and Mansour (2015), Eslami and 
Liu (2013), and Mirzaei, Hashemian, and 
Khoramshekouh (2016), CMC can have a powerful role 
in developing pragmatic skills.  From these three studies 
in particular, an understanding that CMC programs 
environments can provide ample opportunities for stu-
dents to develop pragmatic skills arises.  There are op-
portunities for telecollaboration, synchronous and/or 
asynchronous based tasks and instructions, as well as 
the chance to create entirely new virtual environments 
for students to interact with.  In terms of task design, all 
studies noted the importance of communication and 
collaboration when developing pragmatic skills.  
Whether the interactions were within the same class on 
online platforms, occurred between students in the 
same class or international conversation partners, in a 
virtual reality world or in the physical classroom, all 
studies affirm the idea that pragmatics should be worked 
on communicatively.  Though only Taguchi and Kim 
(2014) explicitly compared collaborative and individual 
tasks, all other studies automatically designed tasks us-
ing collaboration and interaction, indicating a trend 
and, based off of positive research outcomes, success 
rates of pairing pragmatics and collaborative tasks to-
gether during instructional design.

Overall, I offer a few key factors when constructing an 
optimal environment then for students to develop their 
pragmatic skills.  Pragmatic instruction is best ap-
proached with more explicit attention to instruction 
and task design.  This was noted by Fordyce (2013) and 
Taguchi (2011), but elaborated upon as all four studies 
used explicit instruction in their experimental groups.  
All four studies also showed pragmatic instruction can 
be done without a study abroad experience, and that 
pragmatics can be taught face-to-face or through CMC 
interactions.  Interaction and collaboration were also 
highlighted to be significant factors in designing tasks 
for students.  Though no studies were able to prove any 
absolute results of effectiveness of CMC over teacher-
fronted instruction learning environments, I find favor 
with CMC.  For one, when instructing students, CMC 
program affordances like Facebook, chat, and virtual 
worlds such as Second Life introduce more authentic 
contexts for students to interact with that cannot be 
replicated in a traditional classroom setting.  Students 
also typically received CMC based tasks and learning 

environments well.  They found the environment to be 
engaging, motivational, and practical (Abdallah & 
Mansour, 2015; Mirzaei, Hashemian, & Khoramshekouh, 
2016).  As an instructor this offers the potential to en-
gage students in new and innovative ways outside of the 
textbooks and classroom in order to help with the devel-
opment of pragmatic skills.  Eslami and Liu (2013) also 
pointed out the flexibility of CMC and designing tasks 
according to pragmatic goals.  I also find this to be an 
encouraging factor as it suggests high learning potential 
when the environment can adapt in order to reflect the 
diversity of the pragmatic skills being taught.

Personally, this study offered many solutions as well as 
patterns of success when looking to optimize the learn-
ing environment for student pragmatic development.  
However, before implementing a practice of CMC based 
pragmatic instruction of my own, I believe some addi-
tional research is necessary.  In Taguchi and Kim (2014), 
the pragmatic instructional effect was short lived.  I 
would like to then further research how to optimize the 
long-term effectiveness of pragmatic development.  Task 
effectiveness, time, goals, and student levels most likely 
played a role in each of the studies, but my next question 
would be to find to what extent such additional factors 
shape pragmatic learning environments.  By closely 
looking at my respective students I would further this 
study in order to build the optimal environment for 
their pragmatic potential to grow.

References
Abdallah, M. M. S., & Mansour, M. M. (2015). Virtual 

Task-Based Situated Language-Learning  
with Second Life: Developing EFL Pragmatic 
Writing and Technological Self-Efficacy.  
Arab World English Journal, 2, 150-182. Retrieved 
from https://files.eric.ed.gov/ fulltext/ED558023.
pdf

Alcón-Soler, E. (2017). Pragmatic Development During 
Study Abroad: An Analysis of Spanish  Teenagers’ 
Request Strategies in English Emails. Annual 
Review of Applied Linguistics,  37, 77-92. 
doi:10.1017/S0267190517000125

Eslami, Z. R. & Liu, C. N. (2013). Learning Pragmatics 
through Computer-Mediated  Communication in 
Taiwan. Iranian Journal of Society, Culture & 
Language, 1(1), 52-73.  Retrieved from 
http://ijscl.net/article_2002_dbe5aec3b536c88d-
64d64baf8fb0ea61.pdf

Fordyce, K. (2013). The Differential Effects of Explicit 
and Implicit Instruction on EFL  Learners’ 
Use of Epistemic Stance. Applied Linguistics 2013, 
1-24. doi:  10.1093/applin/ams076

Mirzaei, A., Hashemian, M., & Khoramshekouh, A. 



60

Alexandria Malfitano

Issues in EFL- Spring 2018 - Vol. 14, No. 1

(2016). L2 Learners’ Enhanced Pragmatic  
Comprehension of Implicatures via Computer-
Mediated Communication and Social  Media 
Networks. Iranian Journal of Applied Linguistics, 
19(1), 141-180. doi:  10.18869/acadpub.
ijal.19.1.141

Taguchi, N. (2011). Teaching Pragmatics: Trends and 
Issues.  Annual Review of Applied  Linguistics, 
31, 289-310. doi:10.1017/S0267190511000018

Taguchi, N. & Kim, Y. (2014). Collaborative Dialog in 
Learning Pragmatics: Pragmatic-Related  
Episodes as an Opportunity for Learning Request-
Making. Applied Linguistics 2014, 1- 23. 
doi:10.1093/applin/amu039



61

Using Scripted Role-Play in an Effective Way

Sookmyung MA TESOL - www.tesolma.com

1. Introduction
One of the chronic problems relating to English educa-
tion in Korea is that, while they perform well in gram-
mar-related tests, students cannot use English well com-
municatively. Listening competence has improved since 
the university entrance exam increased the portion of 
listening questions for testing English. However, speak-
ing competence still seems much short of what most of 
us would expect after completing over ten years of 
English education.This is mainly because students do 
not have enough opportunities to converse in English, 
even though a number of recent studies and reports put 
an emphasis on the importance of students producing 
their own language (Wagner, 2002). In light of this im-
portance, drama activities can be very useful methods 
to facilitate students’ speaking. Through incorporating 
emotions and gestures, they can practice language 
meaningfully. Wessels (1987) listed the value of drama 

in language teaching as follows: the acquisition of mean-
ingful, fluent interaction in the target language; the as-
similation of a whole range of pronunciation and pro-
sodic features in a fully contextualized and interactional 
manner; the fully contextualized acquisition of new vo-
cabulary and structure; and an improved sense of stu-
dent confidence in his or her ability to learn the target 
language (Kim, 2008). However, many Korean students 
grow wary of drama activities as they reach the higher 
grades of primary school because this age group tends 
to be reluctant to perform in front of others. Also, the 
content of drama in English classes usually does not in-
terest or motivate students. In spite of all these current 
problems in learning English through drama, it is a very 
effective way of learning English that incorporates many 
aspects of learning a language. Therefore, this paper 
aims to examine the theoretical benefits of drama activi-
ties, especially role plays, in learning English, and indi-
cates how textbook scripted role-plays can be made 

Using Scripted Role-Play in an Effective Way
For Primary School Students

Abstract

This paper aims to use scripted role-play more effectively by considering 
emotional and physical settings. According to Kang (2008), role plays 

can be made to be more creative and interesting by incorporating these 
settings rather than by merely memorizing a textbook dialogue. The main 
way to conduct scripted role-play advocated by this paper is that students 
should come up with different settings while their script is fixed. Its overall 
goal is to give primary school students a chance to express their own mean-
ing by creating characters’ personalities, and their relationships with dif-
ferent places and times. It is believed that when students think about dif-
ferent settings, they can become aware that the meaning of language can 
differ depending on the context. Teachers should activate students’ direct 
and indirect experience and build up their cultural awareness when they 
design their own settings. This research found that the majority of students 
who participated in creative scripted role-play showed a high preference 
for opportunities that allowed them to produce their own meaning by using 
emotional and physical settings. However, the effectiveness of this ap-
proach and level of preference can differ according to the atmosphere and 
the learning style of the group of learners.
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more effective in light of the research results.

2. Literature Review

2-1. TheDefinition of Scripted Role-Play. 
Byrne (1986) defined role-play as an activity having an 
element of “let’s pretend” in which the participants inter-
act as either themselves or other people in imaginary 
situations. Kang (2008) suggests four types of role-play 
activities for children: scripted, open-ended, situational, 
and mapped role-play. In scripted role-play, students 
have to act-out a role using the scripted language. This is 
useful for beginners and intermediate level students. 
Open-ended role-play has only some scripted parts, with 
other parts left for the learners to create new content. 
Situational role-play has no dialogue to use and just pro-
vides a given situation. Finally, in a mapped role-play 
students have to play a role according to the situation 
arising from maps, including a picture or written maps, 
and choose their own language to negotiate a situation. 
In role-play, there are two settings: emotional and physi-
cal. Maley& Duff (1978) define emotional setting as the 
emotions relating to personality, mood, role, and status 
of the speakers. The physical setting can be defined as the 
places in which the conversation actually takes place. 
Role-plays can be made to be more creative and interest-
ing by incorporating these two settings rather than by 
doing role plays by merely memorizing a textbook dia-
logue (Kang, 2008). This paper mainly focuses on the 
emotional and physical setting in scripted role-play. 

2-2. Constructivist Theory.
According to constructivist theory, the way children 
think is constructed by their experience and by their ef-
fort to make sense of it. Children are active meaning-
makers attempting to express a reaction beyond one that 
they are able to generate on their own (Wagner, 2002). 
Drama gives them a chance to respond to a given setting, 
facilitating them in thinking actively and finding ways to 
express meaning. Vygotsky (1978) provides the concept 
of the “Zone of Proximal Development” (ZPD)-the level 
just beyond the one at which one can function on one’s 
own. This highlights the need for a teacher or more 
knowledgeable peer to help learning progress. In chil-
dren’s spontaneous play, they usually take on adult roles. 
Through this process, they reach a developmental level 
that is above their actual level. Also, they try to respond 
appropriately to the action and speech of others to inter-
act through drama. As a result, children actively move 
into their ZPD and overcome egocentrism. In other 
words, they can express themselves in a more mature 
manner than they previously could, with their language 
use reflecting this.

2-3.The Importance of Using Non-Verbal 
Language.

Vygostsky (1978) views gestures to communicate as be-
ing the earliest symbolic behavior, such as the waving of 
hands preceding saying “bye, bye”. Jerome Bruner-a sec-
ond major constructivist-considers gestures as being 
enactive representation (Bruner, 1990). This is one of the 
three major ways human beings think. As well as the 
enactive representation (e.g. by doing or by experiencing 
with our body), there is the iconic representation (e.g. 
drawing or creating images) and symbolic representa-
tion (e.g. drawing and writing). This indicates that ges-
ture is a primary part of a human construction of mean-
ing. Gullberg (2006) sees gestures as part of what learners 
can acquire with a new language. In other words, gestures 
can be seen as a teachable and learnable domain. Also, 
Jenkins & Parra (2003) found that test takers’ nonverbal 
behaviors worked as important evaluation signals, both 
positively and negatively. Test takers who could present 
proper nonverbal cues were judged to be proficient.
Many theorists suggested language consists of both 
speech and gestures forming one “composite signal”. In 
this context, Gullberg (2006) argues language acquisi-
tion entails the acquisition of gestures as much as speech, 
so gestural repertoires contain form-meaning relation-
ships and rules of usage or appropriateness, just like the 
spoken language system. Therefore, he thinks that ges-
tures could be treated as a system to be acquired through 
both comprehension and production. Role-play is an ef-
fective way to teach and learn gestures meaningfully. In 
addition, using gestures in groups decreases students’ 
self-consciousness and anxiety because it can create an 
empathic atmosphere in which even weaker students can 
participate more enthusiastically in a group activity 
(Seaver, 1992).

2-4. Linguistic View Based on Pragmatics
Pragmatics deals with practical aspects of human action 
and thought as well as linguistic knowledge such as 
grammar and lexis. Pragmatics acts as the basis for all 
language interactions and contact to achieve communi-
cation through the negotiation of meaning. The factors 
that make pragmatics are context, convention, presup-
position, implicature, and register. Context is dynamic, 
as it is the continually changing surroundings. It enables 
the participants in the communication process to inter-
act, allowing the linguistic expressions of their interac-
tions to be understood. Context is more than just refer-
ence in that it considers emotional setting, physical 
setting, cultural convention, historical convention, per-
sonal convention, and so on. Convention means lan-
guage does not have an immediate, natural connection 
between a word and what it expresses. Therefore, lan-
guage users must employ socially conventional, 
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linguistic means to express their individual intentions. 
That is why the same utterance can be interpreted com-
pletely different depending on convention and context. 
The presupposition is an implicit assumption about the 
world or background belief relating to an utterance 
whose truth is taken for granted in discourse. Implicature 
is something which is implied in conversation. That is, 
something which is left implicit in actual language use. 
Register refers to the concept of adapting one’s use of 
language to conform to standards or traditions in a given 
professional or social situation, and writers and editors 
benefit from recognizing the distinction between regis-
ters (Nichol, 2017). A state that is well aware of the fac-
tors related to pragmatics is called pragmatic awareness. 
Pragmatic awareness is one of the challenging parts of 
language learning because it only comes through experi-
ence, both direct and indirect. Without the function of 
pragmatics, there would be very little understanding of 
intention and meaning. According to Canale (1983), in 
communicatively-oriented approaches to second lan-
guage acquisition, it is generally agreed that learners 
have to acquire not just grammar and vocabulary, but 
also appropriate language use in a broader sense in order 
to be communicatively competent in a new language. 
Role-play can deal with pragmatics effectively by 
prompting pragmatic awareness. Students can be guided 
to change pragmatic factors to make different meanings 
with the same dialogues. Teachers can activate students’ 
experiences or background knowledge to apply what 
they already know to create different language use by 
considering the emotional and physical settings of their 
own role-plays.

2-5. Cultural Aspect

Drama classes consist of series of student performances. 
According to the historian Joseph Roach(1996), “perfor-
mance” might refer to the completion of a purpose, the 
execution of an often effervescent act and “restored be-
havior” related to personal and collective memory. Also, 
it implies some kind of communication between the re-
ciprocal and ever-changing interrelationships of all par-
ticipants engaged in dialogic conversation. Through 
participating in a dialogic conversation, the entire cul-
tural context and history of the used language come alive 
as we speak, read, and relate to others because language 
is formed and learned by a circular process of transcul-
turation. A number of innovative curriculum develop-
ment models have been advocated. For instance, the ap-
proach known as the transformational multicultural 
curriculum is meant to transform participants in the 
educational process. This approach enables students “to 
view concepts, issues, themes, and problems from sev-
eral ethnic perspectives and points of view” (Banks, 
2003, p. 19). Banks (2003) emphasizes that the primary 
objective of the transformational approach is not the ad-
dition of heroines and their contributions, but rather 

that the “infusion of various perspectives, frames, refer-
ences, and content form different groups that will extend 
students’ understanding of the nature, development, and 
complexity of the United States and the world”. 
Transformational multicultural curricula are thus meant 
to overcome a narrow ethnocentric worldview by ena-
bling students to appreciate and adopt new cultural per-
spectives. For instance, in a primary-level unit focused 
on the U.S. system of taxation, students impersonate in-
dividuals who hold different jobs, earn different salaries, 
and have taxes collected by a taxation agent. Students 
examine the uses of taxes (e.g. to build schools, or to pay 
community helpers’ salaries) and participate in a debate 
as to whether high or low taxes are preferable. Another 
example is students’ traveling back in time to explore 
great scientific discoveries, such as the development of 
paper and the invention of the compass in ancient China. 
In this context, students use ancient Chinese methods to 
make their own paper and create their own compasses. 
They then discuss the advantages provided by the avail-
ability of these materials and tools. Drobot (2013) argues 
that role-plays with culture connect cultural aspects to 
speaking in a foreign language. Also, they include rules 
of communication, register, intonation, and use of body 
language. Those activities can be used for revising gram-
matical and cultural aspects, as well as for making stu-
dents practice what they are taught theoretically during 
each class. In a fun way, they can understand how gram-
mar, vocabulary, translation, and knowledge of cultures 
and civilizations can be put to use. Current English text-
books in Korea seem not to consider that we can use 
different rules of communication, register, intonation, 
and use of body language depending on different cultural 
contexts. This research allowed for changing intonation 
and body language through students considering cul-
tural contexts.

3.  Methodology
3-1. Creative Scripted Role-Play.
This paper suggests a way to use scripted role-play more 
effectively in light of research results. Wager(2002) states 
that children are active meaning-makers attempting to 
express reactions beyond those that they are currently 
capable of expressing independently.This means that 
learning English should involve a process in which stu-
dents are meaning-makers. Therefore, a creative scripted 
role-play was designed to make students create their own 
meaning through different emotional and physical set-
tings. While students were using different settings from 
each other, their scripts were fixed. Therefore, they had 
to use nonverbal language to express different atmos-
pheres based on the various settings. The reasoning be-
hind making students think about different settings 
comes from pragmatics. Meaning of language can differ 
depending on context. By considering context, student 
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awareness of pragmatics can be deepened and broadened. Students were mainly asked to create emotional settings, 
such as personalities and relationships, and physical settings, such as place and time. When they created different 
settings, teachers helped them to consider the culture in which the language was being used.

3-3 Procedure of Research.
(1) Language objectives: Students will be able to ask and answer for permission using “may”. 

(2)Before this scripted role-play class, students had four periods to learn expressions related to “may”.In the first 
period, they engaged in a textbook “listen and repeat” activity. In the second period, they played a “permission” 
game through which they had to find out the rules for different places, such as a park or a restaurant. In the 
third period, they watched some video clips and talked about a variety of situations. In the fourth period, they 
learned what they may or may not do in America, and wrote a letter to introduce Korean culture.  

(3) At the beginning of this scripted role play, teachers provide the script to students and ask them to read it.

(4) Teachers activate students’ background knowledge to assist them in imagining emotional aspects, such the 
personalities, moods and feelings of the characters, as well as the relationships between them, in addition to the 
physical situation (e.g. time, place, culture, and so on).

(5) Students write their own settings in their native tongue.

(6) Students memorize their lines and add some gestures or facial expressions to convey their feelings and the 
situation clearly.

(7) Students rehearse several times and present their role-play to the class.

3-4. Materials.
(1) Textbook: Lee, J. H. et al. (2015).Elementary School English5.Seoul: Chunjae Education.

(2) Worksheet(as below).

3-5. Survey.
Two questions were presented to students:(1) “Did you get confident about using ‘May I~?’ after doing this role 
play?” and(2) “How did you like this role play? How much do you want to do it again?” The first question was to see 
if this role play is helpful in terms of development in the linguistic domain. The second question was to check how 
interesting the students found the activity. Students chose a number from 1to 5 according to their preference, whereby 
1 indicated ‘least’ and 5 indicated ‘most.’
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3-6. Interviews.
After the survey, two or three students were chosen as samples of the preference levels. They were asked the reasons 
for their preferences.

3-7. Observation.
Observations were conducted at four stages:when students were watching teacher role-play demonstrations when 
they were preparing their own role-play, when they were performing their role-play, and when they were watching 
the performances of others.

4. Results& Discussion
4-1. Survey

In classes A and B, the majority of students selected 4 or 5 to indicate their confidence in the linguistic domain. 
Conversely, Class C shows lower confidence levels. This suggests that the majority of class C students think that this 
scripted role play was not particularly helpful for learning English. Classes showing different results may be a result 
of differing class atmospheres and learning styles. Class A and B are usually very active and creative. In fact, they 
came up with many different situations for the given script, which helped them enjoy the process of creating role 
plays and watching others perform. On the other hand, class C did not seem motivated enough to create something 
new. This led to the production of very similar situations among them. Therefore, class C had to watch similar role 
plays over and over, which bored them. An interesting fact is that class C usually gets higher scores on grammar-re-
lated paper tests. 

Table 1: Student responses to question 1. Graph 1: Student responses to question 1.

Table 2: Student responses to question 2.. Graph2: Student responses to question 2.
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The results relating to the affective domain are similar to 
those of the linguistic domain. This could be due to stu-
dents’ learning preferences.They usually think they learn 
a lot and study hard if they are interested. In other words, 
they pay more attention to and put more effort into what 
they like doing. Meanwhile, Class A shows lower results 
for the affective domain compared to those relating to 
the linguistic domain. This seems to be because they had 
complaints about the way students were paired, and not 
being allowed to add more content and change lines in 
the script.

4-2. Interviews.
The students giving high scores for both domains 
thought that the scripted role play was fun because they 
could create something, and they love to watch others 
perform. On the other hand, some students gave lower 
scores for two reasons. One reason was that the role play 
was too short for them to insert their ideas. They wanted 
to add more and change it a lot. The other reason was 
that they do not like acting in front of others. They feel 
uncomfortable when they have to act using motions and 
facial expressions.

4-3. Observation.
Students loved to watch the teacher’s demonstrations. 
During the role-play preparation time, they were very 
enthusiastic about creating their own situations. Some of 
them kept asking the teacher if they could change or add 
lines to the given script. However, they were only allowed 
to repeat the given lines or add one or two questions that 
included “May I~?” During their performance, some 
students became nervous and could not act-out the role-
play as they had practiced. However, some of them really 
enjoyed acting and even tried to make their classmates 
laugh. Most of them seemed to enjoy watching the per-
formances of others. Although seated, some students 
even became active and mimicked the acting of others as 
they were watching.

5. Conclusion & Limitations
English speaking competence in Korea is relatively low 
compared to other language competences, such as read-
ing or writing. This is because they do not have sufficient 
opportunity to speak in English during their English 
classes. Even though primary school English classes fo-
cus on improving communicative competence, the ac-
tivities relating to speaking skills are often limited to 
‘drilling’. Role-play is one effective way to motivate stu-
dents to talk to each other and actively participate in 
class. However, just performing given scripts does not 
help students to speak English in a meaningful way. 
Therefore, English teachers should be aware of the lin-
guistic and cultural benefits of role-play, and modify 

scripted role-plays in a creative way for students to try to 
deliver meaning by referring to their own experiences.

 The majority of students that participated in this crea-
tive scripted role-play showed a particular preference for 
opportunities to produce their own meaning through 
emotional and physical settings.When students put their 
ideas into the settings, teachers should guide them to use 
their direct and indirect experiences and raise their cul-
tural awareness. Also, students should be allowed to use 
body language to fill the gap between their English profi-
ciency level and the meaning they desire to convey. 
However, the effectiveness of this approach and level of 
preference can differ according to the atmosphere and 
the learning style of the group of learners.
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1. Introduction
A lot of parents in Korea encourage their children to 
learn English from an early age. Some parents even send 
their children abroad to study and improve their English 
skills. Because of this phenomenon, some students who 
are not exposed to English when they are young blame 
their circumstances or their parents and tend to give up 
learning English. This phenomenon originates from the 
idea of critical period hypothesis and has created an is-
sue to language learners in Korea. However, numerous 
studies have proven that learners are capable of becom-
ing fluent and proficient in English although they started 
to learn English after their puberty. 

Another issue in Korea is there are a lot of English 
classes that only focus on receptive English skills such as 
reading and listening without interaction with others. 
This lack of interaction in language learning leads to 
lack of productive skills because learners tend to not 
share ideas and not practice speaking with others. 

Therefore, most Korean students who only studied 
English in Korea lack English speaking abilities. 

This paper seeks to find solutions to the two issues stated 
above. This paper sheds light on whether critical period 
hypothesis has significant effects in language acquisition 
and whether interaction affects language learning sig-
nificantly especially in speaking English. Therefore, the 
research questions of this paper are as follows:

(1) Is critical period hypothesis critical in language 
learning?

(2) Does interaction affect language acquisition 
significantly especially for productive skills?

The following sections of this paper present articles and 
thesis that examine the concepts and issues abovemen-
tioned. In the discussion and conclusion, answers to the 
research questions are provided based from the 
literature.

Effects of Critical Period Hypothesis and Interaction in 
Second Language Acquisition

Abstract

Critical period hypothesis (CPH) is one of the critical terms in language 
acquisition. This hypothesis has influenced a lot of parents in Korea to 

urge their children to learn second languages before puberty in order to 
have native-like proficiency. Critical period hypothesis is an important 
issue in Korean environment as it has caused an “English boom” for young 
learners. This paper focuses on whether critical period hypothesis is im-
portant for both fluency and accuracy. The results of literature review in-
dicate that critical period hypothesis has positive effects on fluency but not 
accuracy. Rather, accuracy is related to individual efforts and not to lan-
guage learning before puberty. Another issue in Korea is English teaching 
curriculum tend to focus more on receptive skills with less interactive ac-
tivities. This paper also focuses on whether interaction is essential for 
improving productive skills. The result is interaction has been proven to 
positively affect the productive skills of learners because language learn-
ers can construct their language acquisition skills with peers and inter-
locutors. This co-constructive environment then leads to language devel-
opment and self-development

Yu Jeong Kim
Child Psychology
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2. Literature Review
2.1 Definition of Critical Period 
Hypothesis 
The term critical period comes from processes that are 
in developmental psychology and developmental biolo-
gy. This critical period is characterized as a maturational 
time frame when an organism has heightened sensitivity 
to external stimuli that are needed for the unfolding of a 
specific skill. The critical period hypothesis is that dur-
ing a certain period of time is the only important and 
appropriate period to be exposed to the stimuli. 
Lenneberg (1967; as cited in Jacqueline and Elissa, 1989) 
mentioned that language is acquired only within a criti-
cal period that starts form infancy to puberty. In the 
basic from, the critical period hypothesis is only for the 
first language acquisition however it also has an effect to 
second language acquisition. Moreover, Moskovsky 
(2001) stated that the critical period hypothesis in es-
sence contends the ability to learn a language is limited 
to the years before the puberty and after this period the 
ability to learn a language diminishes as a result of matu-
rational processes in the brain. Penfield and Roberts 
(1959) argued that the language acquisition is almost 
done before age 9. This means that the brain mutates 
from being an elastic, changeable substance and divides 
itself to two separate sides: left and right and these two 
separate sides are used in specialized functioning. 
Therefore, the language acquisition skills dramatically 
decrease after puberty. Also, Long (1990; as cited in 
Qingxin, 2012) reviewed that the initial rate of acquisi-
tion and the ultimate level of attainment depends on the 
age that learning begins. Long (1990; as cited in Qingxin, 
2012) also stated that there are some sensitive periods 
for first and second language acquisition and deteriora-
tion begin as early as six. Long (1990; as cited in Qingxin, 
2012) focused on the native-like fluency in relation to 
critical period hypothesis and stated the importance of 
age in acquiring language. In relation to Long’s review, 
Patkowsky (1980) and Newport and Johnson also fo-
cused on age. It is impossible to achieve native-like 
competence in phonology after age six and if language 
learners start learning later than the early teens specifi-
cally after age 15, they seem to create the same problems 
in morphology and syntax. In summary, theories related 
to critical period hypothesis state that language acquisi-
tion should be done before puberty for better language 
learning. 

2.2 Relationship between Critical Period 
Hypothesis and fluency 
According to Lenneberg (1967; as cited in Flege, 1987) 
critical period was for children that are capable of 

shifting language functions from the dominant to non-
dominant hemisphere. This kind of cerebral lateraliza-
tion reaches completion at the age of five or twelve. 
Therefore, this age is the ending point of critical period 
for speech learning. Studdert-Kennedy (1984; as cited in 
Flege, 1987) and Snow (1986; as cited in Flege, 1987) 
argued that the hemispheric specialization to speech 
production is evident at birth. Moreover, a recent di-
chotic listening experiment done a research of L2 profi-
ciency in relation to lateralization (Schouten et al, 1985; 
as cited in Flege, 1987) Also, there is a study that critical 
period hypothesis leads to the expectation of difference 
in how authentically L2 is pronounced by individual 
language learners differing in age. Unlike these theories 
that agree with the critical period hypothesis in the as-
pect of fluency in L2 speaking skills, there are some 
contradictory theories. 

Long (1990; Hyltenstam & Abrahamsson, 2000, 2003; 
Scover, 1988; as cited in Birdsong, n.d.) mentioned that 
native-like L2 speaking skills might be attained by late 
L2 learners when it comes with one or a few tasks how-
ever for a variety of linguistic behaviors, the native-like-
ness cannot be shown for late L2 learners. Also, recent 
work stated that the attainment of broad native-likeness 
among late L2 learners is possible. Marinova-Todd 
(2003; as cited in Birdsong, n.d.) did an experiment with 
30 late L2 learners with at least 5 years of residence in an 
English–speaking country. In the tasks, 3 performed in a 
perfect native-likeness in all tasks and 6 were indistin-
guishable from natives on some tasks. From this experi-
ment, it can be shown that grammar, pronunciation, 
lexical diversity and discourse competence can also be 
shown for late L2 learners. 

2.3 Relationship between Critical Period 
Hypothesis and pronunciation
Critical period hypothesis has some relationship related 
to second language pronunciation. Several studies 
showed that critical period affects native-like phonetics 
and phonology of second language. The “younger = bet-
ter” position explains that younger learners learn second 
language easier, faster, and more effectively than older 
learners (Singleton, 1967; as cited in Nelson, 2012). 
From this, young learners who have acquired second 
language before puberty are more effective in acquiring 
the phonological system of a second language (Nelson, 
2012). Moreover, in terms of nativelikeness of second 
language, younger learners have better and greater ca-
pacity in learning a native-like accent in a second lan-
guage (Nelson, 2012). The learners exposed to SLA in 
childhood achieve higher proficiency in pronunciation 
in a second language than those learners who are ex-
posed to SLA for the first time in adulthood (Nelson, 
2012). Therefore, the relationship between critical peri-
od hypothesis and native-like pronunciation shows that 
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more of the early learners achieved native-like attain-
ment than the adult learners (Nelson, 2012).

2.4 Contradictions to the critical period 
hypothesis
Long (1990; as cited in Tokudome, 2010) mentioned that 
a native-like accent and pronunciation is impossible un-
less the first exposure is very early such as before the age 
of 6. However, there are a lot of studies that show late L2 
learners who have native-like proficiency in every aspect 
of the language. Marinova-Todd (2003; as cited in 
Tokudome, 2010) had a test of 30 adult L2 learners from 
25 different countries to find out their proficiency of 
English. The 30 adults had a test in various kinds of lin-
guistic tasks such as pronunciation and grammar knowl-
edge. Although most of the participants were just below 
the proficiency of native speakers, a few of them were 
very good. Therefore, the study pointed out that L2 
learners achieved native-like proficiency and the reason 
of this was not fully focused on age. Rather, the method 
of learning L2 is more important for L2 proficiency than 
when the learners learn them (Marinova-Todd, 2003; as 
cited in Tokudome, 2010). Moreover, Urponen (2004; as 
cited in Tokudome, 2010) mentioned a test done to 100 
Finnish women who arrived in the U.S or Canada from 
the age of 12 to 50. They took a grammar test in order to 
find out whether critical period hypothesis works to the 
grammaticality judgment test. However, the result 
showed that the level of English language proficiency by 
the native Finnish women in the grammaticality judg-
ment task is indistinguishable from the responses of the 
native English-speaking control group (Urponen, 2004; 
as cited in Tokudome, 2010). Of course, the decline in L2 
proficiency might exist across the age however a lot of 
studies including the study above showed that native-
like pronunciation and grammar are both possible past 
puberty. 

2.5 Research analysis of age factor in 
terms of native-like proficiency
Recent studies related to the age factor inquired into 
adults’ ultimate attainment in their language acquisition. 
In relation to this, a research was conducted to adults 
who learned second language after puberty. The 30 post-
puberty learners of English came from 25 countries and 
spoke 18 languages (Marinova-Todd, 2003; as cited in 
Abdelbasset, 2015). A control group of 30 native speak-
ers with matched academic backgrounds were involved 
in this study to compare. The result of this study was 
done with the help of three steps. The first step was the 
participants’ backgrounds were examined with the help 
of structured interviews. The next step was a narrative 
task where the participants were asked to describe an 
embarrassing moment in their life or happy moment 
that they remembered with pleasure. The final step was 
the participants read out an authentic passage in their 

target language. The best significant predictors of native 
proficiency included age when EFL study begins, educa-
tion in the host environment, and duration of exposure, 
but not age on arrival (Abdelbasset, 2015). However, the 
group of youngest age on arrivals (12-15 years) outper-
formed later arrival groups (Abdelbasset, 2015). Thus, 
participants’ performance did not decline with their ag-
ing. Duration of exposure in years of learning language 
did not predict ultimate attainment, as its relationship 
with grammaticality judgement test scores was reshaped 
and the advantage gained from the study of EFL was 
noticeable even after decades of exposure to English 
(Abdelbasset, 2015).

2.6 Definition of interaction in language 
acquisition
Vygotsky claimed that the foundation language acquisi-
tion is interaction and he also stated that social interac-
tion has an important role in learning process and pro-
posed zone of proximal development (ZPD) in which 
learners make linguistic development by socially medi-
ated interaction (Brown, n.d.; as cited in Muho and 
Kurani, n.d.). Although Krashen emphasized on input 
hypothesis of SLA, both Vygotsky and Krashen focused 
on interaction in second language acquisition. Moreover, 
Long (1983; as cited in Muho and Kurani, n.d.) stated 
that negotiation triggers interactional adjustments be-
cause it connects input, internal learner capacities, selec-
tive attention and output in productive ways. That is, in-
teractional adjustments make input more comprehensible 
and this comprehensible input makes language acquisi-
tion and interactional adjustments promote acquisition 
(Lightbown and Spada, 1993; as cited in Muho and 
Kurani, n.d.). Through this interaction, students can in-
crease their language store as they listen to or read au-
thentic linguistic material and even the output as they 
engage in discussions with their friends. Also, students 
can use all the things they possess in their linguistic 
knowledge i.e. all they have learned or casually absorbed 
(Rivers, 1987). Wells (1981) mentioned that exchange 
which is a part of interaction is the basic unit of discourse 
and linguistic interaction is a kind of collaborative activ-
ity that involves the establishment of a triangular rela-
tionship between the interlocutors of the context. Also, 
interaction involves not only the expression of one’s idea 
but also the comprehension of those of others (Rivers, 
1987). Because of this, interaction makes students learn 
to communicate, listen to others, talk with others and 
negotiate meaning in a shared context and this finally 
promote inductive or deductive learning or sometimes a 
mixture of these two (Rivers, 1987). 

2.7 Effectiveness of interaction in EFL 
classroom
There is some effectiveness of interaction in EFL class-
room (Rivers, 1987). Interaction makes students to listen 
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to authentic materials. Since interactive materials are 
mostly done with authentic materials, students can be 
exposed to authentic materials that students can actually 
use in their real-life situations (Rivers, 1987). Moreover, 
students can be involved in joint tasks which are pur-
poseful activities. In those activities, they can work to-
gether and use the language in authentic way (Rivers, 
1987). This interaction facilitates not only language de-
velopment but also learners’ development (Yu, 2008). L2 
learners get linguistic knowledge and ability from the 
interaction and in classroom interaction, teachers and 
students can make the learning changes that motivate 
the students’ interest, potential and motivation to com-
municate with others (Yu, 2008). Interaction by using 
the target language offers language practice, learning 
opportunities and construction of language develop-
ment process (Yu, 2008). Related to this interaction, Ellis 
(1990; as cited in Yu, 2008) claimed the interaction hy-
pothesis which stands for acquiring new language from 
the opportunities to negotiate solutions from communi-
cation. Negotiated interaction is important for input to 
be more comprehensible (Yu, 2008). From peer negotia-
tion, the learners in interactive situations learn and re-
tain more L2 vocabularies (Yu, 2008). Allright (1984; as 
cited in Yu, 2008) described that the learners who nego-
tiated the input achieve higher vocabulary acquisition 
scores in the post test and they finally maintain this ad-
vantage over time. Thus, negotiation in interaction is 
helpful to L2 comprehension and second language ac-
quisition (Yu, 2008). 

Furthermore, in interactional EFL classroom environ-
ment, there is co-construction which is the joint crea-
tion of a form, interpretation, stance, action, activity, 
identity, institution, skill, ideology, emotion or other 
culturally-related meaning reality (Jacoby & Ochs, 1995; 
as cited in Yu, 2008). He and Young (1998; as cited in Yu, 
2008) stated that interactional competence includes the 
knowledge of language that is co-constructed by all the 
interlocutors of the interaction and those interlocutors 
should have the responsibility to construct a successful 
and appropriate interaction for a given social context 
(Yu, 2008). Meaning of the context is negotiated from 
face-to-face interaction and co-constructed in a locally 
social context (Yu, 2008). In classroom interaction, the 
language learners construct the awareness of self-regula-
tion when they are negotiating with their interlocutors. 
Thus, the ability to second language acquisition develops 
from the classroom interaction (Yu, 2008). 

Therefore, from the interaction in EFL classroom, stu-
dents can finally construct their language acquisition 
skills with their peers and interlocutors and finally this 
co-constructive environment leads to language develop-
ment and self-development. 

2.8 Relationship between interaction and 
productive and receptive skills
Ivančić & Mandić (2014) mentioned that abilities to suc-
cessfully read and listen and consequently comprehend 
a foreign language is receptive language skills in lan-
guage learning. These skills should be learned and mas-
tered because nobody is born with these abilities. Even 
for the listening skills must be learned. Among the four 
skills of language which are reading, listening, speaking 
and writing, listening and reading are known as recep-
tive skills whereas speaking and writing are for produc-
tive skills. Although most teachers try to incorporate 
these all four skills into their language teaching curricu-
lum, they tend to focus more on one set of skills or the 
other because of the course and learner objectives 
(Oxford, 2001).

Moreover, teachers should provide opportunities for 
oral discussion also known as interaction in their classes 
to encourage learners to initiate topics and put some re-
sponsibility on the part as learners; the class would be 
fun, creative, and initiative (Muho & Kurani, n.d.). For 
the students who are reluctant to participate in the class-
room, the teacher should ask them to speak rather than 
wait for the students’ responses (Muho & Kurani, n.d.). 
This kind of interaction can have positive effects on L2 
development and that the complex matter of individual 
differences needs to be considered carefully (Muho & 
Kurani, n.d.). Also, language is a sign of creativity and 
the ability to conform form of language to appropriate 
setting is one realization of the creativity (Muho & 
Kurani, n.d.). From the interaction and interpersonal 
relationships, creative language use is important as the 
learners engage in interaction and discussion to find out 
the mutual understand among interlocutors (Muho & 
Kurani, n.d.).

3. Discussion and Conclusion
The discussion questions of this paper are follows:

(1) Is critical period hypothesis critical in language 
learning?

(2) Does interaction affect language acquisition 
significantly especially for productive skills?

To the questions above, the articles stated that critical 
period hypothesis affect language learning. However, for 
both fluency and accuracy in language learning, critical 
period hypothesis is not always the right answer. Critical 
period hypothesis does not significantly affect language 
acquisition in terms of accuracy. Although pronuncia-
tion and fluency might considerably affect learning sec-
ond language before puberty, accuracy and logical usage 
of language is not significantly affected in second lan-
guage acquisition before critical period. Moreover, 
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interaction in EFL classroom affects second language 
acquisition because from the interaction, language learn-
ers can be exposed to authentic materials. Also, they can 
have an opportunity to negotiate and co-construct the 
linguistic knowledge with their interlocutors. Interaction 
not only encourages language learners share their ideas 
about the content but also share and provide peer feed-
back with their interlocutors which means progress in 
their language development and self-development. 

As a conclusion, the critical period hypothesis affects flu-
ency and pronunciation in second language learning and 
interaction affects language acquisition in the aspect of 
peer feedback and negotiation with their interlocutors. 
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1.Introduction
Learners’ primary motivation for studying English is to 
communicate their ideas or accomplish a purpose 
(Yashima & Arano, 2015).  To communicate effectively, 
learners will need to understand the context, function, 
and orientation of a situation (Yule, 1998). Further, 
learners will need to use verbs. Verbs are a part of the 
complex system of language.

This paper includes a curriculum designed for interme-
diate adult students studying in an informal setting. The 
curriculum is based on their needs and designed with 
practical functions, realistic contexts, variable orienta-
tions, frequently used chunks, and grammatical points. 
This paper also discusses the description of the verb as-
pect system of English, reasons for teaching it, and 
pedagogical approaches on how to teach it. There are 
three lesson plans presented. The first lesson discusses a 
current event, Olympics 2018, the second lesson is about 
coping with food poisoning abroad, and finally, the 

third lesson plan presents the situation of being locked 
out of a vehicle. The link connecting the lesson plans is 
narrating stories using aspect. The final part of the paper 
includes the justification and the conclusion on why the 
curriculum designed and the lesson plans are effective.

2.Background
The students are 18 adults, aged 20 to 60. The class meets 
twice a week for an hour each meeting. The institution is 
Seowondong Community Center in Sillimdong, 
Gwanakgu, Seoul. The class is an informal speaking 
class. The level of the students is from Intermediate Mid 
to Intermediate High based on ACTFL Speaking stand-
ards. They are able to converse with ease and confidence 
when dealing with the routine tasks and social situations 
of the Intermediate level. In terms of writing, I believe 
the level of the learners is mid- intermediate based on 
the ACTFL proficiency guidelines. They can narrate and 
describe in different time frames when writing about 
everyday events and situations (www.actfl.org, n.d.).

Curriculum Design and Teaching Aspect to Mid-
Intermediate Adult Learners 

in an Informal Setting

Abstract

This paper consists of an extract of a curriculum and three lesson plans 
focusing on verb aspect designed for intermediate adults in an informal 

setting. The curriculum is designed based on the learners’ needs and fo-
cuses on language functions, contexts, and grammar orientation. The se-
quencing of lessons, grammatical chunks, types of tasks, and complexity of 
tasks for each lesson was also considered. The lesson plans’ common theme 
is using aspect to narrate authentic stories, personalization, and realistic 
role plays that encourage improvisation. Aspect is an error-prone area for 
ESL learners and these lessons may refine their language as intermediate 
learners. The conclusion of the paper is that orientation and aspect are 
“feelings” that learners need to recognize and use through improvisations 
and later fine-tune through self-monitoring and teacher guidance.

Bernadette Manalastas
Approaches to Teaching Grammar
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The students are predominantly Korean homemakers and senior citizens with a few job seekers, university students, 
part-time workers, and professionals. The learners’ motivation is to communicate with foreigners locally or when 
they travel abroad, to be able to activate their previous English knowledge, teach their children English, expand their 
social circles, or to experience the pleasure of learning. They also aim to communicate with social appropriateness 
and to be able to self-monitor their own progress. 

3.Curriculum design
The curriculum in this paper is designed for 12 weeks for the adult students described above. The theoretical ap-
proaches that are the most beneficial for my students are a combination of communicative language teaching (CLT) 
and task-based curriculum, in my opinion. With CLT, learners learn language through spoken interaction with oral 
emphasis and rehearsal for authentic language use out of class (Mickan, 2013). In terms of task-based curriculum, 
students could negotiate meaning through doing interactive tasks such as information exchange tasks, comparison 
and analysis tasks, and collaborative tasks (Mickan, 2013). Authentic materials are mostly used in the curriculum. 
Authentic texts secure bridges into the actual world of language use (Swarbrick, 2002). They are created to fulfill 
some social purpose in the community (Swarbrick, 2002). 

The curriculum focuses on contexts to determine the roles and relationships of the speakers and the mode of com-
munication. Further, with context also comes functions. Language functions are the purposes for which people 
speak or write (Blundell, Higgens, & Middlemiss, 1982). In English, different expressions are used for various func-
tions. These expressions can be neutral, formal, or informal. Distinguishing between these helps learners use lan-
guage appropriately. To develop a “feel” for speaking the right expression at the right time, four criteria could be used: 
the setting, topic, social relationship, and psychological attitude (Blundell, Higgens, & Middlemiss, 1982). In the 
curriculum, this is also expressed as the “orientation.” An example of a lesson in the curriculum is speaking to a 
doctor abroad. The setting is in a clinic, the topic is about food poisoning symptoms, the social relationship is be-
tween a doctor and a patient, and finally, the psychological attitude is very serious. Therefore, all these factors con-
tribute to the usage of formal language. Overall, contexts, functions, and orientation are connected and are essential 
to the design of this curriculum.

The curriculum’s sequencing is based on the calendar date, the complexity of the tasks, the type of tasks, and the list 
of functions to be learned. For example, the topic “Seollal” is scheduled on the 5th or 6th week of the year. The tasks 
also become increasingly complex. For example, an unfamiliar task is discussed at the end of the curriculum such as 
analyzing a corpus of the word “remember.” Next, the types of tasks such as listening and reading are arranged alter-
nately for diversity. Finally, the list of functions, I believe, is also arranged to become increasingly complex. Since the 
functions are becoming more complex, the frequency of the language expressions i.e. verb forms, verb groups, and 
chunks lists are also arranged such that the more familiar language is studied first (Nation & Macalister, 2010). 

For intermediate level learners, production involves choices where the learners are aware of the constraints imposed 
by the L2 grammar (Osborne, 2008). Intermediate learners’ errors persist until relatively advanced stages of learning. 
The errors are in more subtle and diffuse ways, mostly in collocational or associational patterns that favor the appear-
ance of grammatical errors (Osborne, 2008). From this statement, the intermediate level students are expected to be 
already aware of the grammatical features in the curriculum. It focuses more on refining and fine-tuning the learners’ 
usage of language. It helps learners understand and formulate the grammatical patterns of English based on a context 
(Nation & Macalister, 2010).

As a summary, the factors that were considered when designing the curriculum are language functions, context, 
orientation, authentic texts, types of tasks, the complexity of tasks, sequencing, and finally, corrective feedback on 
grammatical errors. In my opinion, all of these would ensure that learners could improve their communicative skills.
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Week 1 2

Functions Being able to present news events and 
experiences in various time frames 

Being able to express symptoms of an 
illness to a medical professional
Being able to recount own stories of 
being ill

Contexts Olympics
The Winter Olympics in Pyeongchang 
2018 has been headlining the news 
recently.

Most Koreans have memories of the  
Olympics in 1988.

Food Poisoning
When traveling, food poisoning could 
be a problem a traveler may encounter.
A real story of the girl is presented who 
suffered from food poisoning while 
marching in a band.

Materials/Preview Reading (News)
(Reuters) - South Korean Prime 
Minister Lee Nak-yon said tensions 
with North Korea will not prevent the 
2018 Winter Olympics in Pyeongchang 
from being as successful as other global 
sporting events held in the country.
South Korea staged the 1988 Olympics 
and co-hosted the 2002 soccer World 
Cup with Japan and both events were 
marred by instances of aggression by 
North Korea.
www.reuters.com

Reading (Social Platform entry)
I went by bus from North Carolina 
down to Florida in high school with 
my high school marching band. We 
marched in a parade and spent a few 
days at Disney. Right before we left, 
I ate something that gave me food 
poisoning.
www.reddit.com

Grammatical chunks Aspect
1. has staged an event
2. crossed the border
3. has co-hosted an event
4. tensions have risen
5. security may not be guaranteed
6. has taken extra measures
7. has remained optimistic

Aspect
1. had spoiled food
2. have food poisoning
3. was violently sick
4. has been throwing up
5. has been nauseous
6. am dehydrated
7. have been running to the 
bathroom
8. get a prescription

Orientation •	 Pedagogical:	Retell	the	news	
using aspects from the newscaster’s 
perspective
•	 Personalization:	Recall	your	
own story about the Olympics. 
•	 Roleplay:	You	met	a	foreigner	
participating in the Olympics. Ask him 
or her questions.

•	 Pedagogical:	Retell	the	girl’s	
story of food poisoning.
•	 Personalization:	Retell	your	
own experiences of food poisoning
•	 Roleplay:	You	are	currently	
in a doctor’s office and describe your 
symptoms since its onset.
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Week 3 4

Functions Being able to make a call to report a 
car problem

Being able to write a formal report of 
a problem 

Being able to ask for a favor 

Contexts Being locked out of a car

Anyone who has trouble driving might 
need to call a car service company.

Asking for a favor: The 3 keys

This a situation where asking for a favor 
could be challenging to everyone espe-
cially in a workplace.

Materials/Preview Writing (Baby Blues comics)

The comic strip shows a mother who 
gets locked out of her car while her 
child was stuck inside.

Reading
From small favors (“Could you cover 
for me on the conference call tomor-
row?”) to the more onerous (“Can you 
please introduce me to your contact at 
Nike?”), we are all in the habit of asking 
one another for help. Keith Ferrazzi’s 
bestselling Never Eat Alone highlighted 
our personal interconnectivity at home 
and at work. It’s human nature: we rely 
on our network of friends, family, and 
colleagues to help us in life. 
http://hbr.org/

Grammatical chunks Aspect
1. left my keys in the car
2. have been stuck outside
3. my child is locked inside
4. unlock the door
5. car rental company
6. has filed a formal report
7.  as soon as possible

Indirect objects
1. cover for me
2. introduce me to your contact
3. ask someone to do you a favor
4. being asked to do something
5. to get what you ask for
6. come through for you
7. pull through for you
8. pay it forward

Orientation •	 Pedagogical:	What	would	
Wanda, the mother, do and say? Write.
•	 Personalization:	Recall	your	
own experience of being locked out of a 
car.
•	 Roleplay:	Orient	yourself	as	a	
traveler who’s renting a car. You have to 
call a car insurance company.

Pedagogical: Identify the favors asked 
in the article. Retell from your own 
perspective.

Personalization: Discuss a time you 
had to ask a favor at work or at home. 
Discuss a time you were asked a favor.

Roleplay: You and your colleague are in 
the same position and you asked him to 
cover for you in a meeting because you 
have a family emergency.
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4. Aspect System of English 
Mastering the aspect system of English takes considera-
ble effort on the part of ESL/EFL learners. The exact 
mapping of form, meaning, and use varies significantly 
from language to language and English is no exception 
(Larsen-Freeman & Celce-Murcia, 1999). To fully un-
derstand how the system functions, it is necessary to be 
aware of its application at the suprasentential or the 
discourse level. If learners are able to develop a “feel” for 
the meaning conveyed by components of the system, 
they will have a huge advantage in learning (Larsen-
Freeman & Celce-Murcia, 1999). Learners could capture 
the semantic core of each component of the system. One 
must go to a deeper level of abstraction than that of tem-
poral meaning. 

To discuss aspect, it is necessary to look inside the situa-
tion (Yule, 1998). Viewing it from an internal perspec-
tive, a situation may be represented as fixed or changing; 
it may be treated as lasting for a moment or having dura-
tion and can be viewed as complete or as ongoing (Yule, 
1998). Aspect may also refer to how English indicates 
temporal features such as duration, frequency, and com-
pletion of an action or a state(DeCapua, 2008).

Aspect, according to Yule (1998), can be categorized as 
lexical and grammatical. The basic distinction in lexical 
is whether the situation is stative or dynamic. Stative 
situations apply to situations that are relatively constant 
over time and describe cognitive states (Yule, 1998). 
They revolve around mental states, emotions, and rela-
tions. They usually describe states, attitudes, percep-
tions, and existence (DeCapua, 2008). Examples of sta-
tive verbs are thought, believe, understand, etc. Dynamic 
situations, on the other hand, are situations involving a 
change or an action that creates a change. Dynamic situ-
ations can be further divided into punctual and durative. 
Punctual dynamic verbs with non-durative meanings 
typically describe isolated acts. They do not extend 
through time; it is the concepts that are stative. Examples 
of punctual dynamic verbs are hit, jump, strike, etc. 
Durative situations, on the other hand, denote activities 
that occur over a period of time. They do not happen 
instantaneously. Examples are eating, run, become, 
grow, etc.

Cowan (2011) defined dynamic verbs as verbs that re-
quire some input of action by the subject. Dynamic 
verbs can be further classified in terms of their three 
lexical aspect features which are activity verbs, achieve-
ment verbs, and accomplishment verbs (Cowan, 2011). 
First, activity verbs express that they can go on for an 
indefinite period of time and are atelic or lacking an 
endpoint eg. develop, grow, sit, etc. Second, achievement 
verbs are telic verbs that describe actions that generally 
occur instantaneously; they have an end point eg. turn 
on the light, faint, bounce, etc. Finally, accomplishment 

verbs terminate in an end point that is logical in terms of 
their action eg.  attend, build, recover, etc. It is possible 
that some of the verbs express more than one type of 
meaning and may express different meaning when con-
stituents are added to the sentence (Cowan, 2011).

As a summary, aspect has some conceptual distinctions 
and they could be concerned about the inherent proper-
ties of verb meanings or concerned with an internal 
versus an external perspective on situations (Yule, 1998). 
Aspect could also indicate temporal features such as 
duration, frequency, and completion of an action or a 
state (DeCapua, 2008).

5. Reasons for Teaching Aspect
Tense and aspect are present from the very beginning of 
ESL learning (Niemeier, 2013). As soon as learners start 
producing their own utterances, they will use verbs and 
therefore also tense and aspect. The teaching of tense 
and aspect are two of the most error-prone areas for ESL 
learners (Niemeier, 2013). Making learners aware of the 
meaning behind the aspectual system of English may 
help avoid some of their errors, as they would not have 
to learn rules by heart and then simply reproduce them 
or forget them. Understanding what aspect is about and 
how a grasp of the aspectual system enables them to 
fine-tune their utterances and express their own per-
spectives, thereby potentially also changing the learners’ 
notion of grammar as an opaque end in itself (Niemeier, 
2013). Learners should not be inhibited by rules with 
exceptions but can handle the language more freely and 
more creatively (Niemeier, 2013).

6. Pedagogical Approach to 
Teaching Aspects
This section discusses the pedagogical approach of 
teaching aspect. It starts with the usage of texts, teaching 
the co-occurring words with the aspect, orientation, 
recognition, and improvisation.

6.1 Using Texts
Language is context-sensitive (Thornbury, 1999). The 
main advantage of using good texts in the teaching of 
grammar is it provides context. It would be problematic 
to uncover the intended meaning of a single word or 
phrase without context. The context of a situation is im-
portant to consider the roles and relationships of the 
speakers and mode of communication.  Authentic texts 
also secure bridges into the actual world of language use 
(Swarbrick, 2002).They were created to fulfill some 
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social purpose in the language community. They provide 
a richer linguistic diet and encourage the learners to 
concentrate on penetrating to the meaning that lies be-
neath the surface structures (Swarbrick, 2002). 
Therefore, as much as possible, authentic texts should be 
used when teaching.

6.2 Teaching co-occurring words with 
aspect
Contextualization means noting the situation in which a 
word may occur.  More importantly is paying attention 
to the co-text with which it can regularly occur (Lewis, 
2008). If context is seen as situation+co-text, it is the co-
text – the co-occurring language – which is more impor-
tant for language learning (Lewis, 2008). Co-occurring 
words or expressions that often accompany verb phrases 
should also be given emphasis and be noticed, remem-
bered, and used by learners. They could easily help 
learners process the language easily and thereby, pro-
mote fluency.

6.3 Orientation
The situation at the time of speech production, the “here 
and now”, is where the speaker is the deictic center. It 
serves as an anchor for expressing both the reality status 
and the temporal relevance of any situation that is being 
communicated. It contains conceptual information on 
the things or persons talked about, the space and time of 
the interaction (speech time) as well as information 
about the interaction context (Niemeier, 2013). The sta-
tus of things or persons in the discourse is expressed by 
the determiner system and is known as reference. The 
status of situations and their relevance to time, facts, and 
possibilities are expressed by tense, aspect,and modality 
systems (Niemeier, 2013). The learners should “feel” this 
to orient themselves when communicating.

6.4 Recognition and Improvisation
The need and desire to communicate should be the pri-
mary reason for learning a language. The grammar of 
structure and orientation should be a subsidiary of this 
(Willis, 2003). As learners build up a communicative 
capacity, we can encourage them to pay more attention 
to the forms of the language they utter. Learners can 
then gradually shape the language so that it matches the 
target language (Willis, 2003).  In my opinion, this could 
be done by focusing on recognition and improvisation. 

Recognition is the first stage of learning and learners 
need to bring their attention to concepts that suit their 
goals as language learners. Learners should recognize 
what is essential to improve their learning, to be more 
autonomous in recognizing concepts and even gain au-
tonomy in recognizing their implicit or explicit errors 
(Willis, 2003). Recognition should be an active process 

all throughout language learning.  Learners should 
know how to notice the expressions or language, fol-
lowed by recalling, processing, and using them in con-
texts. The quality of input influenced by recognition 
would affect the preceding processes of system building, 
exploration, and rehearsal. A suggestion based on a re-
search conducted with ESL  learners on the way lexical 
aspect influences students’ learning is that more atten-
tion should be devoted to teaching verbs that pose more 
difficulty to learners (Cowan, 2011). In the research, 
these were activity verbs and stative verbs. Teachers 
should, therefore, put emphasis on these verbs through 
recognition training.

Improvisation is where learners produce language with 
little or no time for preparation (Willis, 2003). In im-
provisation, learners are likely to be concerned princi-
pally with using language to get their basic message 
across. As soon as learners begin to use the language 
outside the classroom, they will be obliged to improvise. 
They would have to stretch their language resources to 
meet the communicative demands placed upon them 
outside. Another reason is learners will become aware of 
the gaps in their knowledge of English (Willis, 2003). 
Improvisation is a creative process. It, however, should 
be done with some familiar content. The teacher needs 
more specifics, a clear goal, and should facilitate the 
process clearly. Expert teachers use routines and activity 
structures, but they are able to invoke and apply these 
frameworks in a creative and improvisational fashion 
(Sawyer, 2011). The teacher creates dialogues with stu-
dents, giving them the freedom to construct their own 
knowledge while providing the elements of structure 
that effectively scaffold that process (Sawyer, 2011). 
Learners should voice their own hypotheses about tense 
and aspect usage and teachers need to give them timely 
feedback that can help them revise their hypotheses 
when necessary (Cowan, 2011).

As a summary of the pedagogical approach to teaching 
aspect, I believe an effective method is using authentic 
texts, teaching the co-occurring words with the aspect, 
emphasizing orientation, recognition, and 
improvisation.
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7. Lesson Plan 1 – Olympics in Korea, the Past and the Future
Goal: Learners should be able to discuss the upcoming Olympics.

Objectives:

•	  Learners will be able to read and understand the news about the Olympics
•	  Learners will be able to talk about what they have been optimistic and negative about recently

Content Activity Interactions Materials/Preview

1 Warm up:

What comes to your mind when you 
hear the word “Olympics”?

When is the winter Olympics in Korea?

Whole class

2 Provide the material. Ask the learners 
to skim the article. The teacher walks 
around and checks if students have 
questions. 

Individual

3 Comprehension questions:

1. What is the main idea of the 
news?

2. What happened during the 1988 
Olympics in Korea?

3. What happened during the 2002 
World Cup?

4. What is the concern of the 
French Olympics team?

5. What has been the Korean 
government doing to ensure safety?

Pair Work See Appendix A.

4 Discuss the answers about the article. Whole class

5 Personalization:

1. Do you remember the 1988 
Olympics? What were you doing then?

2. Do you remember the 2002 
World Cup? What were you doing back 
then?
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5 3. What do you think of the coming Olympics? 
Are you excited?

4. Who are the famous Olympians that you 
know?

5. Have you seen the Olympics promotion 
recently?

6. What winter Olympic sports do you like 
watching?

6 Circle the main verbs in the news. Write them on 
the board:

- will not prevent

- staged the 1988 Olympics

- co-hosted the 2002 World Cup

- detonated a bomb

- crossed the border

- have risen

- If…… deepened, ….would not travel

- have remained optimistic

- has been taking extra measures

Which verb is a “state” and which is “doing action”? 
Which verbs in the news denotes recent changes 
and the current situation? Why do you say so?

Whole class

7 Pedagogical:

Retell the news with your words using the verbs.

Pair work and 
whole class

8 Torch game: Pass the torch when finished answer-
ing the questions. 

Focus on perfect aspect with present tense

-have remained optimistic about

-have remained negative about

Group of 4



81

Curriculum Design and Teaching Aspect to Mid-Intermediate Adult Learners

Sookmyung MA TESOL - www.tesolma.com

Content Activity Interactions Materials/Preview

8 -has been taking extra measures

1. What kinds of things have you 
remained optimistic about? eg. my 
future

2. What kinds of things have you 
remained negative about? eg. employ-
ment rate, the educational system

3. What issues has the government 
been taking extra measures of? eg. 
Olympics, preventing flu in winter, 
prevent online-attack

Group of 4 Winter Olympics 
2018 torch 
cardboard prop

9 Roleplay:

You met a foreigner participating in the 
Olympics.Ask him or her relevant 
questions.

Pair work

10  Reflection/ Self-assessment:

☐ 1. Did I understand the news?

☐ 2. Can I retell the news using correct 
verbs?

☐ 3. Can I “feel” the present perfect in 
the news?

☐ 4. Can I “feel” how to use present 
perfect in the future?

Individual

8. Lesson  Plan 2 – Food Poisoning while Traveling
Goal: Learners should be able to cope with food poisoning when abroad

Objectives:

•	 Learners	will	be	able	to	retell	a	story	of	food	poisoning

•	 Learners	will	be	able	to	talk	about	the	symptoms	of	food	poisoning

•	 Learners	will	be	able	to	go	and	visit	the	doctor	abroad



82

Bernadette Manalastas

Issues in EFL- Spring 2018 - Vol. 14, No. 1

Content Activity Interactions Materials/Preview

1 Warm up: 

Look at the woman in the pictures.

What’s going on? How is she feeling?

Pair work

2 Read an entry from a social platform 
about food poisoning. Circle the verbs.

- went by bus from NC to Florida

- marched in a band

- spent a few days

- ate some turkey sandwich

- drove overnight

- sat at the front of the bus, 
throwing up

- had to stop the bus caravan

- was so violently sick

- was dehydrated

- was a miserable twelve-hour bus 
ride

Individual I went by bus from North Carolina 
down to Florida in high school with 
my high school marching band. We 
marched in a parade and spent a few 
days at Disney. Right before we left, I 
ate some turkey sandwich that gave 
me food poisoning. We drove over-
night back to NC, and while every-
one else slept, I sat at the front of the 
bus, throwing up. They actually had 
to stop the bus caravan a few times 
because I was so violently sick. I was 
dehydrated. It was a miserable 
twelve-hour bus ride.

3 Pedagogical:

Retell the story with your classmate. 
Use “she”. Eg. She went by bus from NC 
to Florida with her high school band.

Pair work

4 Teacher elicits the symptoms of food 
poisoning:

1. stomachache – I have a 
stomachache.

2. vomiting/ throwing up – I have 
been throwing up.

3. going to the bathroom - I have 
been going to the bathroom.

4. nausea - I have been nauseous. 

Whole class
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Content Activity Interactions Materials/Preview

4 5. dehydrated – I feel 
dehydrated. I have been 
dehydrated.

Which verb is a “state” and 
which is “doing action”? 

Which is an “ongoing activity? 
Which is “internally viewed”? 

Whole class

5 Discussion:

1. When was the last time 
you had food poisoning or 
stomachache?

2. What do you do to 
prevent food poisoning?

3. Have you ever experi-
enced being sick while traveling? 
What did you do? Tell your 
story.

4. Have you been to the 
doctor’s office and pharmacy in 
other countries? 

Pair work

6 Discussion of the answers. Whole class

7 Roleplay: Do a role play with 
your partner. Provide rubric for 
criteria.

1. You are traveling abroad. 
You had some seafood and you 
started feeling sick. Tell the 
doctor how you feel:

Doctor: 
_______________________

You: 
_________________________

Pair work See Appendix B.

8 Peer assessment: Answer and 
review your partner’s 
performance.

Individual
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9. Lesson 3 – A Car Trouble Abroad
Goal: Learners should be able to talk about their experience of being locked out of a car.

Objectives:

•	 Learners	will	be	able	to	create	a	story	of	being	locked	out	of	a	car	using	comics.

•	 Learners	will	be	able	to	write	their	experience	for	a	blog.

Content Activity Interactions Materials/Preview

1
Pedagogical:

Teacher: These are expressions used in the 
original story from Baby Blues Loud and 
Clear by Rick Kirkman and Jerry Scott. Use 
them and create a story of Wanda and Zoe. 
WRITE a story as Wanda.

lock my keys in the car

unlock the door 

No touch!

do in this kind of situation

use coat hanger

“All is well that ends well.”

Individual

2 Read the comics in class. Provide feedback. Whole class

3
Personalization:

1. Have you ever experienced being 
locked out of your car? What are the 
dangers of it?

2. What would you do in this kind of 
situations?

3. What would you if you were 
traveling and you get locked out of your 
rental car?

Pair work

4
Writing:

Situation: You were renting a car abroad and 
you locked yourself out of the car with your 
child inside. You called the car rental 
company but it would take time for them to 
provide assistance. You break the car 
window.

Purpose: Write a formal report of this 
incident.

Length: 5 - 10 sentences

Audience: Can rental company manage

Target Language: Use past or perfect aspect 
with past tense

Pair work Sample Prompt:

I was at the parking lot of 
Walmart when I accidentally 
locked my one-year-old daughter 
inside the car. 
__________________

__________________
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Content Activity Interactions Materials/Preview

6 Self-assessment

Check the self-assessment for the 
criteria of your writing.

Individual See Appendix B.

10. Curriculum Defense
The curriculum focuses on language functions, context, 
orientation, and grammatical chunks using authentic 
texts and tasks that promote recognition and improvisa-
tion. Language functions are the purposes for which 
people speak or write (Blundell, Higgens, & Middlemiss, 
1982). In the curriculum, examples of functions are be-
ing able to present news, being able to express symptoms 
of an illness, being able to express body gestures in a job 
interview, being able to ask for a favor, and so on. These 
meet all the students’ needs as they are interested in 
health, culture, traveling, and everyday life situations. 

The next concept is the context. Context is quintessential 
to interpret language (Flowerdew, 2013). The context is 
important to consider in terms of roles and relationships 
of the speakers and mode of communication as it adds 
specifics about a situation. An example of a specific con-
text is “You work in an office where meetings are a regu-
lar occurrence every week and you have a favor to ask a 
colleague regarding a meeting. You are going to ask him 
or her to cover for you in a weekly meeting because you 
have a family emergency.”

The “orientation” gives the learner a more specific per-
spective to be able to produce the appropriate language. 
In this case, the orientation is “You and your colleague 
are of the same position and you should ask for a favor 
politely.” The orientation defines the learner’s position, 
beliefs, state of mind, and purpose. Another example of 
orientation is a learner would like to place a call to a car 
insurance company because she was locked out of a car. 
The setting is calling a car company on phone, the topic 
is about requesting for a service, the social relationship is 
between a customer and a receptionist, and the psycho-
logical attitude is very serious (Blundell, Higgens, & 
Middlemiss, 1982). Therefore, the language to be used is 
formal language. The learner being the customer will 
give her an orientation on which language to use. In 
terms of grammatical chunks, these are the chunks in the 
curriculum that may help the learner create the language. 
Examples are leave keys in the car, May I request..?, un-
lock the door, etc. 

In the curriculum, most of the materials used are au-
thentic. Authentic texts are important as they may secure 
bridges into the actual world of language use (Swarbrick, 
2002).They were created to fulfill some social purpose in 
the language community. 

In terms of tasks, students could negotiate meaning 
through doing interactive tasks such as information ex-
change tasks, comparison and analysis tasks, and col-
laborative tasks (Mickan, 2013).  An example of the tasks 
is comparing the body language of Koreans and Wester 
culture in a job interview.

The curriculum uses recognition and improvisation 
techniques. An example is learners were asked to circle 
the expressions that use indirect objects. These expres-
sions with indirect objects are later on used for improvi-
sations. Examples are introduce me to your contact, ask 
someone to do you a favor, being asked to do something, 
to get what I ask for, come through for you, etc.This will 
encourage students to formulate the grammatical pat-
terns of English based on the context (Nation & 
Macalister, 2010). They could practice doing roleplays 
and personalizations.

The curriculum’s sequencing is based on the calendar 
date, the complexity of the tasks, the type of tasks, and 
the list of functions. Each month includes reading, lis-
tening, and visual topics. This gives diversity to the stu-
dents. The tasks also are becoming increasingly complex. 
The frequency of lists of language expressions i.e. verb 
forms, verb groups, and chunks lists should be consid-
ered (Nation & Macalister, 2010). 

The grammatical points of the curriculum are principally 
used to refine the learners’ language and provide them 
corrective feedback. For intermediate level learners, pro-
duction involves choices where the learners are aware of 
the constraints imposed by the L2 grammar (Osborne, 
2008). Intermediate learners’ errors persist until rela-
tively advanced stages of learning. In the curriculum, 
they are aspect, relative clauses, foregrounding effects of 
the present tense, indirect objects, modals, reported 
speech, gerunds, prepositions, phrasal verbs, and 
articles.
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In summary, the factors that were considered when de-
signing the curriculum are language functions, context, 
orientation, authentic texts, types of tasks, complexity of 
tasks, sequencing, recognition, improvisation techniques, 
and finally, corrective feedback on grammatical errors. In 
my opinion, all of these would ensure that learners im-
prove their communicative skills.

11. Lesson Plans Defense
The criteria of a good lesson plan, in my opinion, are the 
following: it is relevant and interesting to the learners, it 
meets the aim of the whole curriculum, it is learnable or 
easy to understand and follow, it is teachable or practical 
to teach, it has well-defined tasks, it has a “flow”, and bal-
ance. I believe grammar should only be a section of a 
lesson because language should be taught as a whole. 
Grammar is more of a resource rather than the focus. The 
three lessons covered in this paper follow the principles 
above.

11.1 Lesson 1 Defense
The topic of this lesson plan is about the upcoming 2018 
Olympics. My students are keen on talking about the cur-
rent events and issues. The goal is for the learners to talk 
about the Olympics and its safety due to the current ten-
sions between North Korea and South Korea. The gram-
matical point of this lesson is noticing the aspects in the 
news because my students tend to not use the aspect na-
ture of language much. The authentic news used in the 
lesson may give them a “feel” for the aspect as typical 
news report are designed to focus on recent changes and 
the current situation (Thornbury, 1999).

The lesson starts with a warm-up about the Olympics to 
activate learner’s background knowledge. Then, the 
teacher distributes the material which was news taken 
from https://uk.reuters.com/. Using authentic text when 
teaching grammar has its advantages. Appropriate au-
thentic texts provide context, and language is context-
sensitive (Thornbury, 1999). Authentic texts provide a 
richer linguistic diet and encourage the learner to con-
centrate on penetrating to the meaning that lies beneath 
the surface structures (Swarbrick, 2002). However, I ed-
ited the news to make it shorter and more digestible for 
learners but the text still grasps the main idea of the news.

The third part of the lesson is the questions about the 
text’s main idea and details. Learners discuss these with 
their partners to process the news. The teacher walks 
around the classroom for feedback and scaffolding. After 
that, these questions are discussed in the whole class. The 
next part of the lesson is answering questions that talks 
about the learners’ personal experience with Olympics. 
Questions about the past events and the future Olympics 
is discussed which could them an “orientation” of the 

events.

The next part of the lesson is asking the learners to circle 
the main verbs in the news. This exercise would enable 
learners to recognize the verb phrases and their form. 
Recognition is important because this is the first stage of 
learning. Learners should learn to recognize what is es-
sential to improve their learning, to be more autonomous 
in the future of recognizing concepts and even gain au-
tonomy in recognizing their implicit or explicit errors 
(Willis, 2003). 

Retelling the news with their own words using the chunks 
of verbs can help them organize narrating the news story. 
These verbs form the framework of the news. Simply 
writing S+V+O on the board as a guide and with V avail-
able, learners could produce situations that revolve 
around the verb. The verbs are also written with their 
co-occurring texts: eg. has been taking extra measures. It 
is important to pay attention to the co-text with which it 
can regularly occur(Lewis, 2008). If context is seen as 
situation+co-text, it is the co-text – the co-occurring 
language – which is more important for language learn-
ing (Lewis, 2008). Learners utilize the chunks of verb 
phrases as units and therefore, it is easier for them to re-
call the sequence of the story.

The next task is answering questions that are more per-
sonal in nature that relate to perfect aspect with present 
tense such as, “What things have you been optimistic 
about?” Learners pass the Olympic torch prop whenever 
they finish sharing their answers. They are able to impro-
vise answers and “feel” if the verb is stative or has no 
“completion” (Yule, 1998). The question, “What recent 
issues have the government been taking extra measures 
of?” postulates an action that is an ongoing activity and 
internally viewed and still relevant to the situation or 
orientation of the learner (Yule, 1998). 

The final task is the self-assessment. It is a short question-
naire on how learners reflect about the lessons and their 
performance. They could monitor if they accomplished 
the tasks from these questions. The focus of the self-as-
sessment questions is being able to retell the news accu-
rately and self-monitoring the learners’ “feeling the as-
pects of verbs.”

11.1.1 Lesson 1 What Worked Well
The lesson was interesting for the learners because of the 
upcoming Olympics. Some were able to share their expe-
riences of the Olympics. They were also able to voice 
their concern over the North Korean threats that have 
been continuing recently. The timeline of the events was 
also discussed. For example, past tense was used for 1988 
Olympics and 2002 World Cup. Modal will+verb was re-
ferred to for the 2018 Olympics. Finally, the present per-
fect was used for ongoing activities of the government to 
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ensure the safety of the games and promotions. The 
learners also had a heated debate about the fate of the 
facilities later after the games. 

11.1.2 Lesson 1 What Did Not Work Well
The explanation of the perfect aspect with present tense 
was not new to students. As intermediate learners, they 
have been taught with the same concepts. Their concern 
is during actual speaking, if they are able to produce it. 
This prompted me to work on how to provide feedback 
and be attentive and observant of the situations when 
they use aspect not only in this lesson but within any 
tasks that cover aspect. Tense and aspect are present 
from the very beginning of ESL learning (Niemeier, 
2013). As soon as learners start producing their own ut-
terances, they will use verbs and therefore also tense and 
aspect. The teaching of tense and aspect are two of the 
most error-prone areas for ESL learners(Niemeier, 2013). 
Making learners aware of the meaning behind the aspec-
tual system of English may help avoid some of their er-
rors. Understanding what aspect is about and how a 
grasp of the aspectual system enables them to fine-tune 
their utterances and express their own perspectives. 
From this perspective, teaching and giving attention to 
aspect should be an ongoing process. 

11.2 Lesson 2 Defense
Lesson 2 is more practical when traveling in case stu-
dents suffer from food poisoning or stomachaches 
abroad. The objective is they are able to describe their 
symptoms to a foreign doctor. Lesson 2 consists of a 
warm-up of describing pictures, reading a short authen-
tic text, answering comprehension questions, discussing 
questions of learner’s own experiences, modeling the 
target language, doing a role-play about visiting a doctor 
abroad, discussing the perfect aspect with present tense 
on static and dynamic verbs, and finally, doing a peer 
assessment. 

The first task of the lesson plan is a warm-up where stu-
dents are asked to describe a visual aid. The picture il-
lustrates a woman having a stomachache while eating. 
This warm-up activates associated words and prior expe-
riences learners have. The next task is reading a short 
text entry from the social platform. Learners read the 
text and circle the verbs in the story. Then they retell the 
story in pairs. This is another practice of narrating using 
verbs and noticing the aspect. This a form of 
orientation.

The teacher then elicits the symptoms for food poisoning 
and writes them on the board, highlighting I feel dehy-
drated and I have been vomiting.The teacher asks the 
students about their understanding of stative and 

dynamic verbs. Stative situations apply to situations that 
are relatively constant over time and describe cognitive 
states(Yule, 1998). They usually describe states, attitudes, 
perceptions, emotions, and existence (DeCapua, 2008). 
Dynamic situations, on the other hand, are situations 
involving a change or an action that creates a change. In 
the example, they are described as “state” and “activity” 
verbs so that the learners are able to differentiate “I feel/I 
have ____” from “I have been _____” for the 
symptoms.

The next task is learners discussing their own previous 
experiences of food poisoning. This is oriented as their 
own experience. They are advised to use the symptoms 
when describing their experiences and follow the sample 
text where there is the consistency of the use of verb 
tense or aspect. This is an example of exploration and 
improvisation. The task after that is a role-play. In the 
role-play, learners are asked to act as a patient and a doc-
tor. Improvisation can occur here. It is important as it is 
where learners produce language with little or no time 
for preparation (Willis, 2003). In improvisation, learners 
are likely to be concerned principally with using lan-
guage to get their basic message across. 

The final part of the lesson plan is the peer assessment 
rubric. In this assessment, the learners can assess their 
partner’s performance of the roleplay. Peer-assessments 
are recognized in improving achievement in English 
(Marshall, 2006). It is strongly advocated as learners 
work with their peers and they could observe how an-
other learner tackles a task and make them reflect of 
their own performance. 

11.3 Lesson 3 Defense
Lesson 3 discusses an unlucky day of a mother of a tod-
dler. This lesson is applicable to my students who are 
mothers and can relate to this. The context of being 
locked out of a car can also be a possible experience for a 
student who could get locked outside of a rented car 
abroad. The comic strip is taken from Baby Blues Loud 
and Clear by Rick Kirkman and Jerry Scott. The connec-
tion of this lesson plan to the previous ones is they all 
relate to narrating and focusing on aspect. Later, a writ-
ing task will require learners to write using the past and 
perfect aspect.

The lesson starts with the warm-up with the questions, 
“Have you ever been locked out of your car? What did 
you do after?” This is to activate prior knowledge and 
experiences of the context. The next part is the teacher 
presenting the chunks the original comics have. The 
teacher then distributes the comics and ask the learners 
to discuss each frame of the comics with their partners 
using the expressions given. In this case, the pictures 
clearly show the context of the situation where Wanda 
was locked out of the car and was panicking on how 
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people react in that kind of situation. As an improvisa-
tion, learners will create dialogues, giving them the free-
dom to construct their own knowledge, while providing 
the elements of structure that effectively scaffold that 
process (Sawyer, 2011).Then they can write their own 
dialogues on the comics based on their discussions. 
Feedback should be constantly provided.

The next important task is writing a formal report of be-
ing locked out of a rental car while traveling abroad in a 
hypothetical situation. The writing task has a purpose, 
audience, and length. There is also a self-assessment 
form for them to check the criteria for their writing. 
Another aim of the writing is the consistency of the verbs 
and using aspect. Learners may begin to feel how they 
were speaking relative to the “situation” versus writing 
about it and using aspect to make an accurate narrative. 
Finally, the last part of the lesson plan is the self-assess-
ment checklist which provides guidance for learners re-
garding the writing’s structure and meaning.

12. Conclusion
This paper included a curriculum based on students’ 
needs and designed with practical functions, realistic 
contexts, variable orientations, frequently used chunks, 
and grammatical points. I believe all of them are inter-
related and integrated. Designing a curriculum is chal-
lenging as many factors are needed to be considered. 
Further, each learner is different. One lesson may work 
and the other may not. However, through time, a teacher 
can filter the tasks, functions, and contexts that are more 
relevant and useful to the learners. These could be incor-
porated later when designing a curriculum again.

This paper also discusses the definition, reason, and the 
pedagogy of teaching aspect. The lesson plans presented 
have a common theme of narrating a story. Further, 
learners are able to express their own experiences and 
opinions where aspect is a part of their output. The 
teacher needs to teach learners how to notice them and 
later improvise on using them to express their language 
fluently. Orientation also helped the learners choose the 
appropriate language to be used. From these lessons, I 
could conclude that teaching aspect is a continuous pro-
cess all throughout the learning years of the learners. 
They should produce output through speaking and writ-
ing. The chunks that occur with the aspect should also be 
emphasized. It takes time and effort to “feel” the aspect 
but through proper techniques and guidance, there is no 
doubt that learners will be successful and will meet their 
language goals in the future.

References
(n.d.). Retrieved from www.actfl.org: https://www.actfl.

org/professional-development/

assessments-the-actfl-testing-office/
actfl-writing-proficiency-assessments

Blundell, J., Higgens, J., & Middlemiss, N. (1982). 
Function in English. New York: Oxford University 
Press.

Cowan, R. (2011). The teacher's grammar of English: A 
course book and reference guide. Cambridge: 
Cambridge University Press.

DeCapua, A. (2008). Grammar for teachers: A guide to 
American English for native and non-native speak-
ers. New York: Springer International Publishing.

Flowerdew, J. (2013). Discourse in English language 
education. New York: Routledge.

Larsen-Freeman, D., & Celce-Murcia, M. (1999). The 
Grammar Book Second Edition. Heinle & Heinle 
Publishers.

Lewis, M. (2008). The Lexical Approach: The state of 
ELT and a way Forward. London: Language 
Teaching Publications.

Marshall, B. (2006). English inside the blackbox 
assessment for learning. London: King's College 
London.

Mickan, P. (2013). Language curriculum design and 
socialisation. Bristol: Multilingual Matters.

Nation, I., & Macalister, J. (2010). Language curriculum 
design. New York: Routledge.

Niemeier, S. (2013). A Cognitive Grammar perspective 
on tense and aspect. In M. R. Salaberry, & L. 
Comajoan, Research Design and Methodology in 
Studies on L2 Tense and Aspect (pp. 1-41). Berlin: 
Walter de Gruyter, Inc.

Osborne, J. (2008). Phraseology effects as a trigger for 
errors in L2 English. In F. Meunier, & S. Granger, 
Phraseology in foreign language learning and 
teaching (pp. 67-83). Philadelphia: John Benjamins 
Publishig Company.

Sawyer, R. (2011). Structure and Improvisation in 
creative Teaching . New York: Cambridge University 
Press.

Swarbrick, A. (2002). Teaching modern languages. 
London: Routledge.

Thornbury, S. (1999). How to teach Grammar. 
Oxfordshire: Pearson Longman.

Willis, D. (2003). Rules, patterns, and words. New York: 
Cambridge University Press.

www.actfl.org. (n.d.). Retrieved from www.actfl.org: 
https://www.actfl.org/publications/guidelines-and-
manuals/actfl-proficiency-guidelines-2012/english/
speaking



89

Curriculum Design and Teaching Aspect to Mid-Intermediate Adult Learners

Sookmyung MA TESOL - www.tesolma.com

Yashima, T., & Arano, K. (2015). Understanding EFL 
learners' motivational dynamics: A three-level 
model from a dynamic systems. In Z. Dornye, P. 
MacIntyre, & A. Henry, Motivational Dynamics in 
Language Learning (pp. 285-314). Ontario: Short 
Run Press Ltd.

Yule, G. (1998). Explaining English grammar. Oxford: 
Oxford University Press.



90

Bernadette Manalastas

Issues in EFL- Spring 2018 - Vol. 14, No. 1

Appendices

APPENDIX A
South Korea PM says Olympics will be success despite tensions

Torch of 2018 Winter Olympics



91

Curriculum Design and Teaching Aspect to Mid-Intermediate Adult Learners

Sookmyung MA TESOL - www.tesolma.com

APPENDIX B
Peer assessment: Role Play

Self-Assessment – Writing



92

Danbi Lee

Issues in EFL- Spring 2018 - Vol. 14, No. 1

1. Introduction
 Immigrants are a minority group in North America in 
terms of size and perception (Ankica, Mannetti, & Sam, 
2005). Yet a significant amount of research has been 
committed to understanding how different and unique 
they are and how they contribute to their host countries. 
Immigrants that are the first to travel overseas in their 
family are referred to as first-generation immigrants 
while their children carry on the lineage as second-
generation. According to Kim (2008), however, a gen-
eration group that has been neglected up until the 1990s 
and early 2000s are the in-betweens, a group of people 
referred to as the ‘Generation 1.5 immigrants’. According 
to Kim and Duff (2012), the majority of Generation 1.5 
immigrants consist of youth and young adults who were 
“foreign-born” (p. 82). This means that they were born 
into their parents’ home country but have emigrated to 
their now-home country at a young age.

There have been different definitions of 1.5 generation 
immigrants that have been suggested. While Rumabaut 
and Ima (1988) speak of immigrants that have moved to 
another country below the age of 12, Hurh (1990) 

narrowed down the age group to immigrants to be be-
tween the ages of 11 and 16. While most of the defini-
tions imply immigrants that have migrated to the U.S. 
(Park, 1999), Kim (2008) and Roberge (2002) stress the 
importance of applying a broader definition and include 
other English speaking western countries such as 
Canada, Australia, and New Zealand. Others have con-
sidered 1.5 generation immigrants outside of the typical 
English-speaking countries which includes places like 
Argentina (Trejos & Chiang, 2012) and Africa (Binaisa, 
2011; River, 2012; Ryer, 2010). 

However, the listed still lack research solely devoted to 
the 1.5 generation immigrants as they are often studied 
together and compared with first- and second-genera-
tion immigrants. Some also only consider half the story, 
rather the participants’ lives in their host countries or 
choices they make to leave. Overall, not many of the 
current studies have considered the lives of the 1.5s re-
volving around the transitions back to their homeland. 
In addition, the majority of the studies are limited to 
being conducted in the host country rather than the 
home country. Looking into the transitional stages and 
the after of the return of these 1.5 generation immigrants 

Reviewing the In-between Generation: Generation 1.5 
Immigrants

Abstract

G eneration 1.5 immigrants is a group much understudied yet they pro-
vide a new and different insight to understanding language use and 

choice of multilinguals from a transnational perspective. Previously, many 
studies have focused their research on issues pertinent to 1.5 generation 
immigrants, however, in comparison to other generations, in relation to 
young learners, college-level learners, or 1.5 generation immigrants living 
in their host countries. Few have considered the language use of Generation 
1.5 immigrants that have returned to their home countries. Therefore, this 
paper provides a review of the literature on 1.5 generation immigrants and 
entails a short research plan for the near future. 
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are crucial in understanding the transnational contribu-
tions they make in their relevant societies. As Salaff, 
Shik, and Greve (2008) point out, “the 1.5 generations 
bridges societies” (p. 49) and are able to meet multiple 
goals and values, can work and meet two different stand-
ards, and adjust to two different cultures and societies. 
Thus, they can be seen as global assets and useful re-
sources in both their home and host countries. Marshall 
and Lee (2017) also reveal participants that see them-
selves as not being ‘stuck’ but ‘flexible’ in the ways they 
behave, think, and act in the societies. They are able to 
perform and engage in cultural practices that represent 
fluid movements from one culture to another. Marshall 
(2010) accredits these abilities to the translingual lan-
guage and literacy practice as well as the transnational 
identities 1.5 generation immigrants have.

Danico (2004) points out that the presence of 1.5 genera-
tion immigrants was evident back from the 1960s, but 
they have only received acknowledgment as a separate 
unique individual group starting in the late 1990s and 
early 2000s. Although 1.5 generations have been studied, 
much of the research conducted up to the early 2000s 
and even in the present day is limited to age groups be-
tween young children to high school students (Mady, 
2014; Yeh, Ma, Madan-Bahel, Hunter, Jung, Kim, Akitaya 
& Sasaki, 2005; Yi, 2009). To confront the lack of research 
on older learners, researchers began examining literacy 
skills of Generation 1.5 learners in ESL classes, writing 
composition classes (Doolan, 2014; Singhal, 2004; 
Thonus, 2003), blogging (Bloch, 2007), and English 
courses (Marshall, 2010) in college-levels. However, 
many researchers believe that the pinnacle of literature 
on Generation 1.5 immigrants is when they began con-
sidering them not only in formal academic language 
learning contexts but contexts in and out of educational 
settings. Diverse areas of studies were presented. Studies 
focused on strategies (Heo, Stoff & Kush, 2012), cultural 
factors (Kim, Brenner, Liang & Asay, 2003; Lao & Lee, 
2009), and socialization processes (Kim, 2008; Kim & 
Duff, 2012). Generation 1.5 immigrant parents and their 
second-generation children were also studied (Curdt-
Christiansen, 2009; Lu, 2001; Chung, 2006). There have 
also been studies conducted on Generation 1.5 immi-
grants that have returned to their countries of birth 
(Chiang 2011; Gmelch, 1980, Binaisa, 2011; Rivers, 2012; 
Bartley & Spoonley, 2008, Salaff et al., 2008; Fong, 2012; 
Trejos & Chiang, 2012) although this is an area that is 
still in need of more research.

Although there has been a surplus of research on 
Generation 1.5 immigrant learners pertaining to young 
learners, academic writing context, educational and 
non-educational settings, and socialization process in 
their host countries, not much research has been con-
ducted on the relatively large group of 1.5 generation 
immigrants that have returned to their birth countries. 
According to Kim (2008) and Lee (2016), despite issues 

of immigrants receiving much social attention and stud-
ies on 1.5 generation immigrants continuously increas-
ing, the literature on Generation 1.5 immigrants that 
have returned to their home countries are only a handful. 
The lack of literature on Generation 1.5 immigrant re-
turnees is regrettable considering how unique and dis-
tinct of a social group they are in the society today. 
According to Salaff et al. (2008), 1.5 generation immi-
grants think and behave differently, allowing them to 
contribute differently to their societies, social networks, 
and interpersonal relations. Bartley and Spoonley (2008) 
believe that “1.5 generation represents a particular group 
that deserves more attention” (p. 63). Ryer (2010), refer-
ring to the 1.5 generation immigrants as the ‘hyphen-
nation’, states “these one-and-a-halfers are partial insid-
ers in two distinct cultural worlds, and become 
translation artists, balancing their lives on the hyphen” 
(p. 74).

Further research can be beneficial not only for literature 
extension but for teachers that confront the evermore 
growing number of bicultural or bilingual students in 
their classrooms. By examining the process of these bi-
cultural and perhaps bilingual Generation 1.5 immigrant 
learners’ learning process, teachers can get a glimpse of 
how they contribute to their classrooms. In return, 
teachers and researchers can implement or research 
teaching techniques and strategies accordingly. Again, 
many researchers emphasize how 1.5 generation immi-
grant learners are unique in the way they learn (Danico, 
2004; Kim, 2008; Roberge, 2002). Therefore, they should 
be evaluated, assessed, and perceived differently from L1 
and L2 learners.

The purpose of this case study is to explore the language 
use of Generation 1.5 immigrants that have returned to 
the countries of their birth. This research also seeks to 
explore different contextual factors that may contribute 
to the language behaviour of the returnees. There are 
three participants in the study. All were born in Korea, 
and have immigrated and returned from three different 
countries which are Togo, Philippines, and Canada. This 
study was carried out in South Korea for a duration of 
one year. The study seeks to answer the following re-
search questions: What are the contextual factors that 
contribute to the language use of the 1.5 generation im-
migrant? What do they consider when making language 
choices? How does being a 1.5 generation immigrant 
influence the way they use their language in various 
domains?

Chapter 2 Literature Review
This section of the chapter will examine relevant studies 
which will be organized into six sub-sections. The first 
part of the review will investigate young and adolescent 
Generation 1.5 immigrant learners. In the second por-
tion, 1.5 generation immigrant learners above the 
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secondary education level in literacy contexts will be 
examined. From the third section onwards, studies re-
viewed will all be based on adults. Here, research studies 
that have considered Generation 1.5 immigrant parents 
and their children will first be examined. Next, learners 
in a more holistic academic setting and outside the edu-
cational context will be reviewed. Lastly, Generation 1.5 
immigrants that have returned to their countries of birth 
will be investigated.

2.2 Review of Related Literature

2.2.1 Recognition of the ‘In-between’
According to Danico (2004), a considerable amount of 
research since the 1960s has been devoted to issues of 
first-generation immigrants, specifically focusing on 
their social adjustment process, positions in the econo-
my, and psychological development. Over time, these 
immigrants were differentiated from their children who 
were labeled as ‘second-generation immigrants’. 
According to the Migration Policy Institute (2017), al-
most 17.8 million second-generation children are born 
into an immigrant family which is more than double the 
amount since the 1990s. This is estimated close to 25.5% 
of children in the United States. With the surge of the 
second-generation, a large amount of research began 
focusing on a well-rounded aspect of the socialization 
process of these second-generation immigrant children 
and adolescents. Unlike the first-generation parents that 
have ventured to countries like Canada and the United 
States to work, the second-generation children were 
born into these countries, later doing what any other na-
tives of their countries would do. In the beginning, much 
of the research on this group focused on identity, ethnic-
ity, and socialization within an educational context since 
the majority of the second-generation population were 
children at the time (Jo, 2002; Min & Hong, 2002). 

However, as research on first- and second-generation 
increased, it did not for the 1.5 generation. Even though 
Generation 1.5 immigrants were considered a unique 
group, little empirical data and information about them 
were available. Fortunately, the increase of group of for-
eign-borns in academic settings compelled educators, 
researchers, and sociologists to consider the unique 
contributions of the 1.5 generation learners in the west-
ern society (Roberge, 2002). As attention on immigrants 
began to shift from first- and second-generation to 1.5 
generation, the research literature on Generation 1.5 im-
migrants increased at a fast pace. In the initial stages of 
the literature growth, much of the studies pertaining to 
Generation 1.5 immigrant learners were focused on 
young learners and adolescents from kindergarten to 
high school. Thus, the research studies were dominantly 
held in educational contexts hence limited to school or 
classroom language learning. Some even involve local 
school teachers and staffs with ‘recommending’ students 

for the data collection (Yeh et al., 2005). 

2.2.2 K-12 Generation 1.5 Immigrant Learners
In one study, Mady (2014) examined 165 grade 6 French 
as a second official language (FSOL) students that were 
divided into three student groups: 1) monolingual native 
Canadians, 2) multilingual native Canadians, and 3) 
multilingual immigrants. As an outside observer, the re-
searcher wanted to investigate factors that influence the 
learning of French and understand any differences in 
language use and processing among the three groups. 
The study revealed that the third group, multilingual im-
migrants (Generation 1.5s), outperformed in various 
areas such as language proficiency, motivation, attitude, 
metalinguistic awareness, and use of strategy. Although 
the author included qualitative measurements, the data 
was more or less collected quantitatively through profi-
ciency test scores hence no separate references made on 
learners that showed deviation from the general consen-
sus of the group. Questionnaires were based on the 
learners’ background and classroom observations were 
to investigate the learners in whole groups rather than 
separately as individuals.

Yeh et al. (2005) conducted a qualitative research on 13 
Korean high school immigrant students in the United 
States to analyze the contextual influence of identity for-
mation of 1.5 generation learners. The main purpose of 
the study was to “understand the adjustment experiences 
of Korean immigrant youths and the process of how they 
negotiate various cultural value systems” (p. 178). The 
researchers individually interviewed the participants 
majorly asking open-ended questions and clarifying 
through follow-up questions only when responses were 
ambiguous. Participants answered to categories such as 
family, discriminations and stereotypes, identity, linguis-
tic adjustment, peer relationships, academics, and life 
goals. The findings reveal that the 1.5 generation immi-
grant youth make a considerable amount of negotiations 
and adjustments in their language usage depending on 
the type of contextual situations they are in. However, 
unlike many of the other studies, the status of the re-
searcher was obtrusive and explicitly made known to the 
participants. According to Nunan (2010), this could pos-
sibly have been a variable that may have affected the 
outcome of the study.

Yi (2009) on the other hand, rather than looking at larger 
groups like Mady (2014) and Yeh et al. (2005), looked 
specifically into only two cases of 1.5 generation adoles-
cents for one academic year. He investigated the effects 
of transnationalism and transculture on the literacy de-
velopment and identity formation of his subjects. 
Something unique to the method of data collection was 
that the author also tutored her participants for free in 
order to gain insight on how they behaved in an informal 
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academic setting (as tutor and tutee) – a limitation in 
both Mady (2014) and Yeh et al. (2005). The results 
showed that the students’ use of language and their de-
velopment of both Korean and English were highly af-
fected by their view of language and cultural norms. 
While in their Korean community they felt the need to 
use Korean and be Korean, they found English to be 
more beneficial for them for their future. Concerning 
their identities, the author found that transnationalism 
and transculture play a pivotal role. The ways 1.5 genera-
tion learners think, behave, are motivated, learn, perceive 
language and themselves are completely different to 
monocultural monolinguals and monocultural bilin-
guals. Generation 1.5 learners are sensitive to context. 
They “hybridize and design their identities” (p. 119) 
around two languages and two cultures. However, the 
findings cannot be generalized for older learners such as 
the ones in the current study.

2.2.3 College-level Generation 1.5 Immigrant 
Learners Literacy
Studies on children could not suffice to explain the lan-
guage learning and socialization process of older 
Generation 1.5 immigrant learners. The context and 
matters pertaining to the older learners above secondary 
education level were different to the academic environ-
ments of younger learners. Researchers began consider-
ing college-level learners specifically in their literacy 
skills. This is because, for the majority of the 1.5 genera-
tion immigrant students, they displayed weak literacy 
skills compared to their strong aural and oral abilities 
(Ferris, 2009; Reid, 2005). According to Singhal (2004), 
the foundational idea of 1.5 generation immigrant stu-
dents was that their English acquisition is disproportion-
ately imbalanced and incomplete hence having “limited 
proficiency in their first language and at the same time 
have not acquired the academic English necessary for 
the cognitive and linguistic demands of discipline-spe-
cific academic classes in English language institutions of 
higher learning” (p. 1). In order to understand this phe-
nomenon, researchers sought to observe language learn-
ing behaviours, strategies, and use within the context of 
writing.

Doolan (2014), for example, studied college-level writ-
ing compositions of 149 Generation 1.5 learners by com-
paring them to 203 mainstream L1 learners and 55 L2 
learners. He investigated similarities and differences in 
the writing styles between the three groups. He specifi-
cally examined three areas in the students’ writing: holis-
tic writing quality, errors, and linguistic development. 
The results show a significant difference between the 
generation 1.5 and second language learners in terms of 
grammar while with L1 students, the major difference 
was writing styles. For the 1.5 generation students, their 
writing typically resembled their home first language. 

This study reveals how 1.5 generation students have a 
unique way of writing that is influenced by their home 
languages. However, Doolan (2014) did not further ex-
plore why students choose to rely on home language 
forms in English writing contexts.

Singhal (2004) also investigated writing compositions of 
college-level 1.5 generation learners. He desired to re-
search how teachers can provide appropriate, effective, 
and pedagogically sound instructions for 1.5 generation 
learners. The subjects she observed were Generation 1.5 
students in college writing courses in the U.S. A large 
portion of her findings are directed towards telling 
teachers how they can implement the findings into their 
classrooms with their own 1.5 generation learners. Like 
Doolan (2014), Singhal (ibid.) earlier on found that there 
are stylistic differences in the way 1.5 generation learners 
perform in various tasks in the classroom – not just in 
writing. However, this study simply looks at 1.5 genera-
tion learners’ stylistic differences in learning compared 
to mainstream and ESL learners rather than considering 
them separately. In order to examine closely, looking 
into Generation 1.5s as an individual group, apart from 
making comparisons with other groups is necessary.

Thonus (2003) on the other hand considered 1.5 genera-
tion immigrant learners as “second-language writers” (p. 
17). Within this category, there are three types of L2 
writers: EFL writers, ESL writers, and Generation 1.5 
writers. She observed college students in a college writ-
ing center as well as tutored some of them. Her findings 
reveal differences and similarities in the compositions of 
1.5 generation learners from both mainstream L1 learn-
ers and the ESL writers group. However, the author em-
phasizes that Generation 1.5 learners themselves re-
nounce the ‘ESL’ or ‘foreign’ label and have “obscured 
their status as English language learners” (p. 17). This 
may be the reason for being neglected by writing re-
searchers and specialists that study writings of non-na-
tive speakers of English as well as those that study writ-
ings of native speakers of English. Here, the author 
reveals a clear confusion in identity developments of 
Generation 1.5 learners which necessitate deeper analy-
sis in their identity development. The findings from this 
study make futuristic implications for literature to deal 
with 1.5 generation learners’ perception of themselves 
and how they form their identities.

As technology expanded, research opportunities ex-
panded as well. Taking advantage of this, Bloch (2007) 
conducted a case study by examining the blogging of a 
1.5 generation immigrant student from Somalia. The 
study focuses on ways to contribute to the improvement 
and development of 1.5 generation learners’ writing by 
exploring the strengths and weaknesses of the student’s 
personal blogging. As the author claims, blogging is a 
form of personal self-expression where writers can be 
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their most natural self in a virtual world. Through the 
student’s blogging, the author observed the unique use of 
negotiation of meanings and strategies different from his 
other non-1.5 generation immigrant students. In addi-
tion, while other studies lacked data in addressing issues 
of identity, culture, and socialization of these learners, 
Bloch (2007) was able to see a glimpse of how such fac-
tors affect the language use and behaviour of his 1.5 
generation student.

In his study, Marshall (2010) found that his 1.5 genera-
tion participants battled with facing difficulties in 
English classes and written examinations. In this study, 
the author gathered his data from a two-year study. He 
conducted a mass survey in which 977 students that 
were taking the Academic Literacy Course (ALC) re-
sponded. He then interviewed 18 students in groups or 
individually, according to the students’ preferences. The 
background of these students is that they have attended 
middle and secondary schools in Canada and speak 
English fluently, but fail to perform in the required aca-
demic levels after entering university. Thus, they are re-
quired to enroll in a special class, ALC. Among the stu-
dents, ALC is seen as an ESL class in university and 
students oftentimes enroll in the course due to their low 
scores in English courses. Generation 1.5 students face 
great difficulties and moments of ‘holding back pride’ (p. 
41) as they feel a sense of betrayal from the school and 
themselves in their Canadian identities. Marshall (ibid.) 
confronts this matter by describing the situation like 
this:

Despite bringing a diverse and rich range of languages and 
cultures to the university, multilingual students are regu-
larly confronted with a deficit ‘remedial ESL’ identity 
which positions their presence in the university as a prob-
lem to be fixed rather than an asset to be welcomed.

Many 1.5 generation students have expressed their con-
fusion and lack of understanding towards such situation. 
While they feel that they have acculturated well into the 
Canadian culture, they still feel a barrier when their lan-
guage use is considered different and even wrong when 
compared to ‘native’ English speakers.

While studying literacy development and English per-
formance levels of 1.5 generation learners shed some 
light into understanding how different they are in aca-
demic settings, the answer to why they are the way they 
are still remain as a question. Findings from observing 
Generation 1.5 learners’ language learning behaviours 
were limited to contexts where they were being com-
pared with L1 learners and L2 ESL students rather than 
being examined separately. As for studies like Marshall 
(ibid the issue of equal assessment is also subtly elicited. 
Thus, researchers sought out for answers and delve 
deeper through case studies and taking more of an 

ethnographic approach in observing Generation 1.5 im-
migrant learners above the secondary education level, 
outside the educational context.

2.2.4 Generation 1.5 Immigrant Parents and 
Family Units
Lu (2001) conducted an ethnographic study on 35 
Generation 1.5 immigrant parents of 35 immigrant stu-
dents that attended a branch of the United Xilin Chinese 
School in Chicago (language school on Sundays). Her 
findings reveal the parents’ strong patriotism and pas-
sion to maintain the use of Chinese for their children. 
However, a great flaw in the study is that the data is in the 
perspective of the parents, not the children. While the 
parents have their viewpoints on the language develop-
ment and dual identities of their children, the possibility 
that the children may perceive things differently is too 
great to ignore. 

Unlike Lu (2001), the ethnographic study in Québec, 
Canada conducted by Curdt-Christiansen (2009) inves-
tigated the language use of 10 Chinese immigrant fami-
lies (both parents and children) in their English, Chinese, 
and French. The findings reveal that the language use of 
the children and parents were heavily influenced by the 
Chinese cultural norms. Whether a participant was born 
in China (parents) or in Canada (children), perception 
and beliefs of their language behaviour were based on 
the parental language ideologies. However, the language 
patterns and choices of the children when it comes to 
their education and social life outside their home context 
differed greatly from their parents. The author concludes 
that this may be the result of deeper acculturation for the 
second-generation children to the western culture while 
the 1.5 generation immigrant parents held firmer to tra-
ditional Chinese beliefs.

Different from the studies aforementioned, Chung 
(2006) conducted a case study and investigated code-
switching behaviours of her own Korean-American fam-
ily. Her participating family members consisted of her 
first-generation husband, her 1.5 generation daughter, 
and her second-generation son. Although the researcher 
was not involved in the data collection as a participant, 
the author was also a 1.5 generation immigrant. In addi-
tion, the researcher played a pivotal role in the language 
choices made by the participants since interlocutor was a 
factor that contributed to each of the participants’ lan-
guage behaviours. The findings reveal that factors such 
as interlocutor, topic of conversation, and domains influ-
ence the language choice. In addition, while the first-
generation father preferred Korean and the second-gen-
eration son barely spoke Korean, the 1.5 generation 
daughter displayed a greater flexible use of the two 
languages.



97

Reviewing the In-between Generation: Generation 1.5 Immigrants

Sookmyung MA TESOL - www.tesolma.com

Studies of both 1.5 generation immigrant parents and 
children gave insight to the uniqueness of the group 
beyond academic settings. In addition, the nature of 
ethnographic studies allowed for a comprehensive un-
derstanding beyond a limited time frame and classroom 
context. However, one of the bigger group of Generation 
1.5 immigrant learners are not the young learners or the 
parents but the group of learners above the secondary 
education level in colleges/universities and workplaces. 
The literature on 1.5 generation immigrants have yet to 
investigate older 1.5 generation adults and their lan-
guage use in diverse contexts.

2.2.5 Beyond Educational Context
Within an education context, Heo et al. (2012) con-
ducted a research on 104 generation 1.5 Korean immi-
grant students. The authors used an exploratory tech-
nique, analyzing the types of language learning strategies 
used. The study reveals a major flaw in the strategy in-
ventory for language learning (SILL) measurement be-
cause the 1.5 generation students did not use the strate-
gies claimed by the measurement. The results show that 
the students apply what is best described as “general 
language learning strategies” (p. 241) rather than the 
strategies mentioned by SILL. To measure such a unique 
group as the 1.5 generation students, the authors believe 
that a revised measurement or another measurement is 
needed. Such a study as this revealed flaws in the current 
measurement and evaluation of 1.5 generation learners. 
While they had strong oral abilities in English compared 
to regular ESL students, their repertoire still did not re-
semble L1 learners. Studies that looked beyond the aca-
demic settings to understand the 1.5 generation immi-
grant learners were in dire need.

Kim et al. (2003) also found it necessary to investigate 
the cultural experiences of Generation 1.5 immigrant 
learners outside of their formal educational environ-
ment. To do this, the authors specifically examined 10 
Asian American university students by identifying four 
domains: preimmigration experiences, acculturation 
and enculturation experiences, intercultural relation-
ship, and support systems. The results showed that 
Generation 1.5 immigrant learners experience both at-
tachment and detachment from their home country 
cultures while at the same time experience attachment 
and detachment from the Western culture. As the au-
thors claim, it is not about an ‘either or’ but more a ‘both’ 
when it comes to their experiences as a Generation 1.5 
learner. More and more, researchers began to notice the 
importance of various contextual influences on the 1.5 
generation learners.

Lao and Lee (2009) also investigated seven Khmer 1.5 
generation students living in America by considering 
different cultural influences and values of these students. 

The authors examined the usage, perception, and expe-
rience of speaking Khmer (heritage language) and 
English in and out of the participants’ homes. The find-
ings reveal a rapid attrition in the usage of Khmer with 
the 1.5 generation and this is largely due to the low so-
cial, political, and cultural value of Khmer. Participants 
feel that English is an opportune language, while it is 
“awkward and useless” (p. 9) speaking Khmer outside of 
their home. The study shows how the worth of the lan-
guage socially is a contributing factor to the choice of 
language use for English and Khmer. Many of the par-
ticipants also willingly chose to assimilate to the 
American culture to fully become a part of what is more 
beneficial. The study discussed the language choice and 
maintenance of Khmer but lacked details in explaining 
the reason and process for their choices.

The author also understood very well the lack of litera-
ture on learners at the college level beyond just an edu-
cational context. Thus, she conducted a case study on 
seven 1.5 generation university students in Canada to 
observe her subjects both in and out of the school set-
ting. The author wanted to answer questions in relation 
to the contributing contextual factors that influenced 
the language use and behaviour, socialization process, 
and perception of 1.5 generation learners. The study re-
vealed that the students’ language behaviour and choice, 
and identities reflect cultural norms, not just of one 
culture but of both Korean and Canadian cultures. Kim 
(2008) argues that Generation 1.5 learners should not be 
categorized as either ‘native speakers’ of one language 
nor ESL learners. They are a “pioneering generation” (p. 
182) and a new set of learner group that is different from 
preexisting learner groups. 

The authors also took two Generation 1.5 learners from 
Kim’s original 2008 study (Kim, 2008). This study was a 
longitudinal case study that examined the socialization 
process, identity in language learning and use, and con-
textual factors that surround the two Generation 1.5 
learners. This study again showed a strong relationship 
between language and identity that is embedded in both 
Korean and Canadian cultures. Kim and Duff (2012) 
were also able to validate the patterns of use, the percep-
tion of the participants, and future implications for 
studying the participants for an extended period (from 
high school to university), something that was not re-
vealed through the Kim (ibid) study. However, what 
lacks in all the aforementioned studies are 1.5 genera-
tion immigrants that are not ‘learners’ or ‘student-status’ 
anymore and have returned back to their countries of 
birth. The following studies below, albeit few, have 
looked into this matter.

2.2.6 Reverse Migration
Chiang (2011) examined the “floating population” (p. 
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91) which consists of Generation 1.5 immigrants that 
have emigrated to another country at a young age in the 
1980s and 1990s but have returned to their country of 
birth. In this study, 25 returning 1.5 Generation immi-
grants are investigated. The author considers various 
cultural factors in analyzing her 25 subjects. Through 
qualitative research methods, Chiang (ibid) prioritizes 
understanding their experiences prior to returning and 
their reasons for the return. Findings reveal that the rea-
son of return is predominantly due to lack of stability, 
difficult financial situations, parents’ language barrier, 
and homesickness. Although this study examines their 
reason of return, it does not discuss their adjustment 
process and their socialization process upon their 
return.

Gmelch (1980) also reported immigrants that have re-
turned to the Caribbean from their host countries. 
Although emotionally they were more attached to the 
countries they have emigrated to, their reality did not 
allow for them to stay. Many returned reluctantly due to 
issues with money, citizenship, and jobs. Yet again, much 
of the research studies pertaining to returned Generation 
1.5 immigrants is limited to their experiences in their 
host countries as well as their reason or cause of return. 
Studies that consider the socialization process or factors 
such as reverse acculturation and culture shock, language 
choice and use, identity upon their return lack deeper 
investigation (Kim, 2008).

Binaisa (2011) also conducted a study on first genera-
tion, second-generation, and 1.5 generation Ugandan 
immigrants in Britain by comparing their responses to 
the way they look at their past, current, and potential 
residency. Like Gmelch’s (1980) study, many of the first-
generation Ugandans were not immigrants but refugees. 
Thus, they came to Britain seeking peace and hope, but 
still had a sense of having to leave their ‘real homes’ un-
desiring and unwillingly. Many of them ran away from 
poverty and hostility in order to provide their children a 
safe home. The second-generation immigrants grew up 
and were mostly able to attain citizenships in Britain. 
While the first-generation express feelings of homesick-
ness, the second-generation immigrants “consider home, 
the place of birth, Britain” (p. 519). However, stuck in the 
middle are many 1.5 generation immigrants. While they 
feel the pull to go back to their homeland, they also un-
derstand the difference in lifestyles as Uganda would not 
provide them a safe and pleasurable life. 

In a study that examined transnational ties made by 
newly arriving, 1.5 generation, and second-generation 
immigrants, Rivers (2012) found more differences than 
similarities amongst the three groups in terms of their 
affiliation towards their home countries. In this study, 30 
participants from ages 18-24 were involved. The re-
searcher used questionnaires, structured interviews, and 

group interviews to understand the participants’ percep-
tion of their ties to their home countries. Findings can be 
described through using a continuum. While newly ar-
rived participants planned on living in their home coun-
tries after their short-term visits in the USA, second-
generation participants only expressed an interest in 
traveling and giving back to Africa in a charitable man-
ner rather than out of curiosity or affection. The 1.5 
generation immigrants, however, displayed a fluidity in 
their current lives as they often traveled back and forth. 
Unlike the newly arrived group and first-generation, 
they expressed their affection towards Africa in relation 
to their identities and belongingness.

Like Rivers (ibid.), Bartley and Spoonley (2008) investi-
gated the topic of intergenerational transnationalism of 
1.5 generation Asian immigrants in New Zealand. 
Specifically, they sought to see the difference of 1.5 gen-
eration and first-generation immigrants in the ways they 
keep ties with their home countries. The authors con-
ducted a survey on 121 secondary school students in 
Auckland, New Zealand. Out of the 121 students, eight 
students were interviewed in groups and four students 
were interviewed individually. The authors wanted the 
focus of the research to be “exploring the experiences 
and perceptions of this (1.5 generation immigrants) spe-
cial class of migrants in New Zealand” (p. 70). Findings 
show the increasing phenomenon of 1.5 generation im-
migrants “moving through transnational social spaces” 
(p. 80) as they are able to move freely back and forth 
without issues in language or culture. However, the au-
thors have found that more negative affections have 
formed as many 1.5 generation immigrants often felt 
displaced, not belonging, or ‘in-between’ but not at one 
place. According to the authors, it may also be these 
negative perceptions towards their own identities that 
some of the participants have expressed the desire to 
permanently reside in one place rather than to move 
around.

In examining 24 transnational 1.5 generation immigrant 
adults from Canada, Salaff et al. (2008) investigated fac-
tors that contributes to their residency decisions. The 
authors outline the factors as 1) Formal Institutional fac-
tors: economical influence, labour markets, and future 
careers, 2) Social Relation factors: family, social net-
works, and other organizations, and 3) Identity: their 
own idea of home and belonging to place. The findings 
reveal a more flexible movement between Hong Kong 
and Canada as these 1.5 generation adults have not only 
a more open-minded cultural view of being transna-
tional but also have opportunities laid out for them. Data 
shows how out of the three factors; Social Relation seems 
to play the most influential role in determining their 
choice of moving. Due to their bicultural and bilingual 
backgrounds, they are able to associate with various cul-
tural groups in both Hong Kong and Canada. Many of 
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the participants predict a continual transaction between 
their two homes and see this as more beneficial for 
themselves and their communities (referring to 1.5 gen-
eration group).

Similar to Salaff et al. (ibid.), Fong (2012) also conducted 
a study on 1.5 generation immigrants from Hong Kong 
living in Canada that maintained a close contact with 
their home countries while living abroad. The researcher 
examined the participants’ decisions to move or stay and 
the factors that they considered when making these 
choices. Findings reveal that the most popular reason for 
moving back is economic benefits back at home. Many of 
the participants believed that having lived abroad serves 
as an advantageous experience in many Asian countries 
such as Hong Kong. Also, their background of being ed-
ucated in Canada can help them increase financial gains 
that can never be achieved if they stay in Canada. 
Another popular reason is due to the lack of ability in 
culturally and socially adjusting in their host countries. 
Participants also mention how they feel as though they 
do not fully belong in Canada and are curious as to how 
Hong Kong would be if they were to move permanently. 
Many participants express that although they feel 
Canadian, they are not Canadian simultaneously.

While many studies have considered participants from 
English dominant countries and have been conducted 
and written out in countries like the USA, Canada, New 
Zealand, and Australia, Trejos and Chiang (2012) inves-
tigated Taiwanese 1.5 generation immigrants from 
Argentina. In this study, there were 18 participants in the 
work force that chose to move back to Taiwan. While 
their reasons for moving back to their home countries 
were similar to other studies (better job opportunities, 
social networks and connections, family etc.), some 
other reasons included cultural and social factors. For 
example, it is still considered taboo and inappropriate for 
Asians to marry non-Asians. The authors interviewed 
participants, especially women, that have expressed their 
willingness to marry anyone they wish, but due to their 
parents’ disapproval, they choose to return to Taiwan 
and find a spouse there. Political factors include the lack 
of job availabilities for non-Argentine citizenship hold-
ers in Argentina. Since many of the 1.5 generation im-
migrants held Taiwanese citizenships, they face limits in 
Argentina working as a ‘foreigner’ though they have 
lived in Argentina for a long time.

2.3 Chapter Summary
This chapter reviewed studies on Generation 1.5 immi-
grants. In the initial stages and even now, studies on 
young learners and adolescents were prevalent (Mady 
2014; Yeh et al., 2005; Yi, 2009). Researchers began look-
ing into performances of Generation 1.5 learners and 
saw a stark contrast in their literacy levels when 

compared to L1 and L2 learners. In particular, many re-
searchers focused on academic writing compositions 
(Doolan, 2015; Singhal, 2004; Thonus, 2003) or English 
courses that measured students through writing exami-
nations (Marshall, 2010) while one study extended the 
writing context to the virtual world through blogging 
(Bloch, 2007). However, due to the context being limited 
to educational settings, other researchers considered the 
need for more holistic research. Thus, language learning 
strategies (Heo et al., 2012), cultural experiences and 
influences (Kim et al., 2003; Lao & Lee, 2009), and so-
cialization processes and its effect on perception, identity, 
language use, and behaviour (Kim, 2008; Kim & Duff, 
2012) were examined. Others have examined family 
units, particularly parent 1.5 generation immigrants and 
their view of culture and language for themselves and 
their children (Curdt-Christiansen, 2009; Chung, 2006; 
Lu, 2001). 

Nonetheless, absent from the plethora of studies is the 
language use specifically of Generation 1.5s that have 
returned to their home countries. Kim (2008) states that 
research on the follow-up life of returnee students have 
yet to become a popular research domain. Bartley and 
Spoonley (2008) also exhort more researchers to con-
sider 1.5 generation immigrants as they “represent a 
particular group that deserves more attention in the mi-
gration and transnationalism literature” (p. 63). 
Literature on returnee 1.5 generation immigrants has 
been increasing and more research has been conducted 
looking into this matter (Chiang 2011; Gmelch, 1980; 
Rivers, 2012; Bartley & Spoonley, 2008; Salaff et al., 2008; 
Fong, 2012, Trejos & Chiang, 2012), but examining 
Generation 1.5 immigrants that have returned from 
their host countries to their home countries is worth 
deeper and greater investigation. In addition, Fong 
(2012) points out that many studies are conducted and 
published in English in the host countries rather than 
the home countries.

For this reason, this study seeks to understand language 
use of 1.5 generation immigrant subjects that identify 
themselves as 1.5 generation immigrants and have re-
turned to their countries of birth. While many studies 
have looked at young learners in school settings, the 
participants of this study are above university level, all 
working in their respective fields. In addition, rather 
than to analyze their literacy or a single aspect of their 
lives, the study seeks to explore the lives of 1.5 generation 
immigrant returnees holistically, especially in the way 
they use language in their everyday lives. This study will 
examine three cases of Generation 1.5 returnees in Seoul, 
South Korea that have live in Canada, Togo, and the 
Philippines. It will be carried out for a year.
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1. Introduction
The English in action writing class takes place in a TBLT 
setting. It is a truly student-centered class which focuses 
on helping students build their global English writing 
competence through a range of different tasks created 
specifically for the students. For the most part, the class 
involves the students in a variety of tasks focused on 
meaning and purpose. In addition, the class employs a 
flexible-grouping approach throughout the semester, 
which means that students will be engaged with their 
peers and special group leaders. Therefore, in this class 
the students generate large amounts of language that is 
closely monitored, with helpful feedback provided.

2. Research question
How can we give students feedback more effectively to 
help them actively engage in group writing tasks?

3. Rationale
According to Larsen-Freeman, D., and Anderson, M. 
(2013), the goal of teachers who use TBLT is to facilitate 
students’ language learning by engaging them in a vari-
ety of tasks that have clear outcomes. We believe a facili-
tator is a person who assists a group of people in under-
standing their common objectives and in planning how 
to achieve them. When we say the teacher has to play 
the role of a facilitator in the classroom, this means that 
the teacher should not seek to wholly control the activi-
ties of the learners. The teacher should grant the learn-
ers some space to let out their creativity and innovation. 
In other words, the learners must get involved and ac-
tively participate in tasks involving argumentative dis-
cussions and teamwork activities. In this way, the pro-
cess of learning becomes comprehensive. 

Since this class provides various group writing activities, 
we expect that students can improve their English 

Giving effective feedback to increase student engage-
ment in group writing tasks:
 An Action Research Study

Abstract

The purpose of this action research was to give effective feedback to in-
crease student engagement in group writing tasks in an undergraduate 

writing course at Sookmyung Women's University. The class was taught by 
a group of eight graduate students who observed that giving effective feed-
back was an area of main concern due to a number of factors including 
drawing students’ active participation in the task, task completion through 
effective time management, and clarity of task instructions. In order to 
address this issue, a series of intervention strategies were implemented, 
which were: (1) giving feedback about reading and writing assignments, 
(2) giving checklists to students and facilitators during activities, and (3) 
collecting students’ survey and text messages after class. The interventions 
were carried out over a period of five weeks and data was collected after 
the Thursday class of each week. The findings of this action research re-
vealed the positive correlation between the overall feedback intervention 
completion rate and students’ level of class satisfaction as well as the level 
of their participation in the class.
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writing skills through working with their group mem-
bers in activities such as brainstorming and discussions. 
Additionally, through the results of a student needs 
analysis, we discovered that they also expected and 
showed a preference for various group activities such as 
discussions and brainstorming in this class. Therefore, 
the teacher’s role as a facilitator in this class should be 
connected to managing students’ group work by effec-
tively engaging them in group tasks. To play the role of a 
facilitator successfully in class, we focused on how to 
give students feedback effectively. Also, through the 
writing assignment in the first week, we discovered that 
students wanted to get effective “feedback” from this 
class to enhance their English writing

- The first week writing assignment by one of our 
students in English in Action Writing - 

However, we observed that we, the facilitators, some-
times don’t have enough time to give students feedback 
during group activities since we are all in a rush to com-
plete the tasks within the time limits.

“I was supposed to facilitate and guide my stu-
dents as a group leader, but I think I dominated 
our group work. They were not active and they 
seemed to beat around the bush. Though we were 
running out of time, they hadn’t even decided on 
our team name. So, I just chose our group name 
and designed the poster. They just drew pictures. I 
think I need more patience to wait for them to 
reach their outcome, though it's not a satisfactory 
and desired outcome.”                                               - 
Reflections from HW week 1-

In this sense, facilitators also feel difficulty in eliciting 
active participation from group members, as well as de-
ciding when to intervene in students’ discussions to give 
them advice and appropriate scaffolding during tasks. 
Here are examples of weekly reflections from 
facilitators.

“… I had no idea about the new group members, 
so I couldn’t intervene or give feedback. I also 
didn’t know how much Rino needed our help. So, I 
gave her a lot of time to write by herself. I thought 
I could intervene after she wrote the first draft. 
But, I was too late. She was in trouble.”   - 
Reflections from JH week 4-
“Although the classes went well overall, I observed 
that we still needed more specific and effective 
strategies for giving directions and giving feedback 
to students in class. …… Another issue is always 
related to giving feedback to students in class. 
Also, I can say that it is related to why we, the fa-
cilitators, are here in class. Through four weeks of 
classes so far, I have observed that we need more 
specific and effective strategies for giving feedback 
since we are all aware of the importance of feed-
back as facilitators in class. If we don’t make any 
strategies for this, we cannot participate in class 
actively, spontaneously and make our position 
firm. As we all know, our position is technically 
between a teacher and students so sometimes it is 
difficult for us to find what to do in class. In this 
sense, my question here is how we can give stu-
dents feedback more effectively to help them ac-
tively engage in group writing tasks.”
- Reflections from JS week 4-

According to some of the weekly reflections above, we 
can figure out that the main difficulties which most fa-
cilitators encountered are related to how to give students 
feedback effectively during group writing activities.

4. Intervention Plans
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Basically, our action research goal is to help students ac-
tively engage in group writing tasks by giving them effec-
tive feedback. For this, we would like to include all the 
relevant feedback in the pre-lesson, during-the-lesson, 
and post-lesson as our interventions. Based on our over-
arching feedback interventions, we expect that the role 
of facilitators will be enhanced, so that we can encourage 
students to actively participate in the in-class tasks and 
thereby improve their writing skills. According to Vigil 
and Oller (1976), a positive affective response is impera-
tive for the learner’s desire to continue attempts to com-
municate. Cognitive feedback then determines the de-
gree of internalization. Negative or neutral feedback in 
the cognitive dimension will, with the prerequisite posi-
tive feedback, encourage learners to try again, to restate, 
to reformulate, or to draw a different hypothesis about a 
rule. Positive feedback in the cognitive dimension will 
potentially result in reinforcement of the forms used and 
a conclusion on the part of learners that their speech is 
well-informed. Vigil and Oller (1976) also suggest that 
the task of the teacher is to discern the optimal tension 
between positive and negative cognitive feedback: 
Providing enough green lights to encourage continued 
communication, but not so many that crucial errors go 
unnoticed, and providing enough red lights to call atten-
tion to those crucial errors, but not so many that the 
learner is discouraged from attempting to speak at all. 
We can recognize that giving students effective feedback 
plays a crucial role in helping them achieve their lan-
guage learning goals, and more specifically build their 
global English writing competence in this class. Thus, we 
would like to implement all the relevant feedback in our 
class as our interventions.

1) Feedback about reading and writing 
assignments
Reading and writing assignments are very important for 
students to prepare for and review the lessons. Also, 
well-prepared assignments are helpful for students to 
engage more in the relevant activities in class. Therefore, 
we would like to implement our intervention for giving 
feedback about reading and writing assignments as 
follows:

Current situation:

On Tuesday- Students are supposed to hand in their 
writing assignment provided in the previous week and 
also, they are supposed to bring their present week’s 
reading assignment as their reference for the lesson.

On Thursday- The professor gives students back their 
writing assignments with comments and the students 
hand in the present week’s reading assignment. For read-
ing assignments, class leaders of the present week post 
up the answers on the homework answer board after the 

lesson.

Our intervention plan:

On Tuesday- A facilitator in each group will check up the 
previous week’s reading assignment with their students 
such as whether the students checked the assignment 
answer board to get the right answers or whether there is 
any difficulty or questions related to the reading assign-
ment answers. Class leaders will do a comprehension 
check of this week’s reading assignment, asking a couple 
of questions at the beginning of the lesson because the 
reading assignment is important to help students to en-
gage in the activities in class.

On Thursday-Each group facilitator will communicate 
with their students about the last week’s writing assign-
ment based on the professor’s comments.

2) Checklist for students and facilitators during 
activities
As we have discussed through our reflections, the role of 
facilitators is quite important. However, facilitators 
sometimes don’t know what to do or how to communi-
cate with our students effectively, especially during ac-
tivities. Therefore, we would like to give them some kind 
of specific and effective tools they can use during activi-
ties for their effective communication with students such 
as a checklist for students as well as checklist for 
facilitators.

Current situation:

We don’t use any checklist for students and facilitators. 
Facilitators only write reflections about good points and 
some areas for improvement for the classes we have done 
each week. Also, we comment on how to manage the 
next class more effectively and how to facilitate activities 
better next time. 

Our intervention plan:

Checklist for students- Each facilitator will observe how 
their students are doing during activities and check sev-
eral elements such as vocab/grammar, organization of 
writing, and participation in activities, etc. based on a 
checklist. After class, each facilitator will give their stu-
dents a checklist sheet about their performance as 
feedback.

Checklist for facilitators-Each facilitator will check sev-
eral elements about whether he/she gives students ap-
propriate feedback during activities, specifically for vo-
cab/grammar related feedback, organization of writing 
related feedback, and feedback related to leading stu-
dents’ active participation in activities.
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3) Surveys & text messages from students after class
Receiving feedback from students is also important as much as giving feedback. It helps teachers prepare for and 
monitor their next lesson more effectively. Therefore, we would like to employ student surveys each week and their 
text message feedback as our intervention.

Current situation:

Each facilitator sends text messages to their students to remind them of assignments.

Our intervention plan:

After Thursday class, facilitators will get some general feedback about the present week’s class from students such as 
whether the class was helpful or not and whether there are any comments. If facilitators get some special issues from 
students’ feedback, then they will report it to the class leader. 

5. Data collection 
1) Checklists for class leaders, facilitators (see Appendix A, B and C)
After the Thursday class each week, class leaders and facilitators will fill in the checklists to confirm whether they 
gave appropriate feedback to the students in that week. There are three types of checklists. Class leaders will use ap-
pendix A and facilitators will use appendix B and C.

2) Checklists for students – Students’ survey (see Appendix D)
After the Thursday class each week, we will collect students’ checklists to see how our interventions are helpful based 
on the analysis of correlation between the rate of giving feedback completion by facilitators and students’ level of 
satisfaction with the class.  

6. Result from checklists and student surveys
1) Overview of the research results based on the correlation of feedback intervention and student 
satisfaction.
Rationale of checking class satisfaction by students.

The survey results show that the average agreement level of the statement that feedback by facilitators affects class 
satisfaction is 4.7 out of 5. (5 points: strongly agree, 3 points: so-so, 1 point: strongly disagree). In addition, 14 out of 
15 students who submitted survey sheets showed a positive correlation between feedback from facilitators and class 
satisfaction. Therefore, we decided to track the weekly data on “Overall student satisfaction level” each week based 
on student surveys.

Feedback affects class satisfaction <Week1 Intervention>

0

1

2

3

4

5

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15

Respondents

Agreement level

Average points: 4.7
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Correlation between overall feedback intervention completion rate
and avg. satisfaction level of class and facilitator's feedback
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Overall, the facilitators’ intervention completion rate increased over the last five weeks. Accordingly, students’ satis-
faction level about class as well as facilitator’s feedback also increased. As we can refer to the rationale of correlation 
between feedback from facilitators and students’ class satisfaction, we can say that the facilitators’ intervention on 
giving feedback to students affected students’ class satisfaction. More specifically, the facilitators’ intervention on 
giving feedback to students contributed to students’ class satisfaction. However, as we can see the graph above, 
though the feedback completion rate dropped drastically due to the time constraint in the pumpkin carving activity 
in week 2, students’ overall satisfaction level about the class itself and the facilitators’ feedback increased. There might 
be two possible factors involved in this result. That is, for the overall class satisfaction, pumpkin carving itself was a 
fun activity for students which led to their greater satisfaction with the class in general. Also, though we didn’t have 
enough time to complete written feedback sheets, there was active communication and verbal feedback while mak-
ing Jack- O’ lanterns. There is a high possibility that verbal feedback took the place of written feedback, which 
eventually results in students’ greater satisfaction level with the feedback from facilitators.  

As the facilitators’ intervention completion rate increased, the students’ agreement level of encouraging their partici-
pation in activities is also increased. It is evident that facilitators were more motivated to give feedback to the students 
since the data shows that the rate of feedback completion in week 4 was two times higher than that of week 2. Based 
on this result, we can say that facilitators came to realize the importance of giving feedback to their students and their 
feedback, in effect, played an important role in encouraging students’ participation in activities. We can see evidence 
of this in the weekly reflection below:

This week as a facilitator I was satisfied with our group work process and my students’ participation. There were 
some factors that contributed to the success of our group work. … Another factor was good communication be-
tween my students and me. I think I succeeded in building up enough rapport with them. I sent them text mes-
sages about what they had to do to be prepared for the next class and they responded to my messages. Thanks to 
this kind of exchange, they were well prepared for the Thursday class and so actively participated in the task. 
Since they already had an idea about what they would write, time management was also successful.
-from HW, October 22nd, 2017-

Correlation analysis of feedback checklists and student surveys
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Correlation between overall feedback intervention completion rate and avg.
agreement level of encouraging students' particiation in activities
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Checking up reading and writing assignments
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The rate of giving feedback on students’ reading and 
writing assignments increased drastically in the latter 
half of intervention period; week 3 and week 4. This was 
because facilitators as well as class leaders came to recog-
nize the importance of assignments as the class is pre-
ceded. We can notice this from facilitators’ weekly 
reflections: 

“I once more recognized the importance of read-
ing assignments this week. Reading assignments 
not only offer students scaffolding for the challeng-
ing activity but they also motivate them to actively 
participate in the task by giving them confidence. 
Before Tuesday class, through text messages, I 
asked my students to go over the reading assign-
ment of the week, especially the vocabulary for the 
in-class activity. Then, I found out that one of my 
students, who is actually below average level in 
English in Action Writing class, got the right an-
swers in a cross-word puzzle activity and even 

gave some clues to the more advanced group 
members. I was really surprised at her outstand-
ing performance and I gave her positive affective 
feedback, from which she seemed to build up more 
confidence in her English competence. She said 
that she could complete the puzzle because she 
went over her reading homework before class.”  
-from HW, November 27th, 2017 -

-“Another factor was good communication be-
tween my students and me. I think I succeeded in 
building a good rapport with them. I sent them 
text messages about what they had to be prepared 
for in the next class and they sent replies to my 
messages. Thanks to this kind of exchange, they 
were well prepared for the Thursday class and 
thereby actively participated in the task. Since 
they already had an idea about what they would 
write, time management was also successful.” 
  -from HW, October 22nd, 2017-
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“Regarding the issue of making students use their reading assignment during activities, I felt that it somehow 
helped students recall the importance of reading homework as their preparation for the lesson. I believe if stu-
dents prepare their reading assignment well, then they can write more effectively during the class and engage in 
the activities more actively.”

 - from JS, October 21st, 2017 –

Based on the reflections and data above, we can recognize that feedback on students’ reading and writing assign-
ments can lead to their active involvement in their activity and thereby bring about better performances.

Guiding all members to follow the right track during activities

83.3%

100.0% 100.0% 100.0%100.0% 100.0% 100.0% 100.0%100.0% 100.0%

50.0%

100.0%

week1 week2 week3 week4 week5

Facilitators Class leaders

As we can see in the data above, facilitators as well as class leaders tried to guide all members in following directions 
during activities, which is actually the main role of the facilitator in each group. By guiding all members during ac-
tivities we could resolve two main challenges, time management and equal participation among group members. 
First of all, time management was the most frequently mentioned issue by many facilitators. However, by guiding all 
members to focus on the activity and giving them clear instructions to follow we were able to manage class time more 
efficiently and thereby complete the task within the time limit. In addition, we achieved equal participation among 
group members by guiding them during activities. We can see this in facilitators’ weekly reflections: 

“At the beginning of the course, one of my students didn’t participate in the activity and kept using her mobile 
phone. At first, I didn’t know how to handle this problem. However, I asked her task-related questions to draw 
her attention to the task and it worked out well. Once she started participating in the activity, she showed inter-
est in the class and then actively took part in the activity.” 
- From HW, December 3rd, 2017 –
“Actually, I showed students reading assignments as their reference and explained how they could use it during 
activities after I gave them directions for the activities. I observed that some students read the relevant articles 
in the reading assignment again during activities and some students discussed something from the reading as-
signment with their group members.”
- From JS, October 21st, 2017 –

From the weekly journals above, we can recognize that facilitators’ effort to offer guidance to their students contrib-
uted to effective class management and students’ better learning.

As we can see below, as the rate of facilitators’ feedback on organization of students’ writing increased, the level of 
student satisfaction in doing the writing task also increased. Notably, the rate of facilitators’ feedback on organization 
of writing shows a drastic increase from week 3 compared to that of the previous two weeks. This is because we 
started essay writing from week 3, which demanded more logically organized writing, including thesis statements in 
an introduction, topic sentences with supporting details in the body paragraphs, and a conclusion. This means that 
students have more difficulty in organizing their idea into an essay format and the facilitators give more feedback to 
help them. The data above shows that there is a stronger correlation between the rate of effective feedback on the 
organization of writing and the rate of the students’ satisfaction compared to the feedback on grammar and vocabu-
lary. We can see the positive correlation between students’ satisfaction level and the feedback on their writing from 
facilitators. We can confirm this from facilitators’ weekly reflections: 
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Students' avg. satisfaction level of error correction
and feedback  by facilitators
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Effective feedback of writing organization by facilitators

 Error correction and feedback to instruction from big sibling were helpful and satisfactory in doing writing task in class.

Though I was not a facilitator this week, I walked 
around to each group, reading their writing and 
giving some feedback on their sentence structure, 
grammar, and word choice which was helpful for 
them to revise their writing. At first, I was wor-
ried that they might be embarrassed by my error 
correction. However, after class, one of them told 
me that my error correction was helpful for her to 
recognize how the word "contextualize" can be 
used in the sentence. Before, she just knew the 
meaning of the word. But thanks to my error cor-
rection, she came to know how to use the word 
and produce a sentence using that word. 
-from HW, December 10th, 2017-

… I actually suggested it to my students and we 
had an early dinner together before the class. We 

talked a lot and enjoyed our early dinner and cof-
fee. It made us even closer to one another than 
before and also was a very good opportunity to 
get vivid feedback from students about the class. 
There were two good points from their feedback. 
First, they felt that they had improved their 
English speaking and writing through this class. 
Actually, I was so happy to hear this because im-
proving their English speaking and writing skills 
was students’ actual expectation of this English in 
Action Writing class. Now, I can say that students 
have met their expectations of the class and this 
means that this class is successful in some way.
- From JS, December 2nd, 2017 –

2) Weekly intervention completion results by 
facilitators
The result by each element

Completion rate of each element for facilitators
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The graph above shows that facilitators are actively giv-
ing feedback to the students in all areas as each week 
goes by as soon as we started the intervention. The rate of 
giving feedback increased in all areas except special 
events’ weeks. The completion rate of giving feedback 
which is related to students’ performance of writing tasks 
such as correction of grammar, vocabulary, and organi-
zation increased. Also, the rate of encouraging students’ 
participation and texting messages dramatically in-
creased. Although many facilitators had difficulties in 
giving feedback to their students who were unmotivated 
in the writing class or who were at a low level of profi-
ciency, they kept giving effective and positive feedback to 
their students continuously. 

 

…I know how hard it can be to encourage and 
scaffold the students if someone is unmotivated in 
the group and interrupts the other's attention... 
But, I know that it is our task and duty in the class 
to motivate and improve their writing proficiency 
in English. One more problem we had was broad 
gap between student proficiency levels in the 
groups. So, I kept asking and giving some ideas to 
a specific student who is at a lower level in English 
than the others. Sometimes she seemed to quickly 
become unmotivated and easily give up complet-
ing the task because of the time limit. I feel like I 
need to give more attention to these students as 
you mentioned that providing effective scaffolding 
and feeling more comfortable will be my big as-
signment this semester. I am sure that we can 
make it better next time… 
- HJ, September 24, 2017

Facilitators used the technique of sending text messages 
to give feedback which eventually resulted in students’ 
better performance as well as better relationships with 
their peers. We can see this in the facilitators’ weekly 
reflection: 

I think I succeeded in building up enough rapport 
with my students. I sent them text messages about 
what they had to do to be prepared for the next 
class and they responded to my messages. Thanks 
to this kind of exchange, they were well prepared 
for the Thursday class and so actively participated 
in the task. Since they already had an idea about 
what they would write, time management was 
also successful.
- HW, October 22, 2017

In the graph above, on week 4, we can find that facilita-
tors gave all kinds of feedback to their students perfectly. 
However, on week 5, we can find that all facilitators 
didn’t fulfill their duties of checking up on reading and 
writing assignments because it was right after their com-
prehensive exam for graduation. Nevertheless, facilita-
tors gave more feedback in all areas as the weeks went on 
except for checking the assignments of week 5.

The result by time frame (Before the lesson, During ac-
tivities and After the class)The graph above shows that 

Completion rate of each elements for class leaders

50% 50%50%

100% 100% 100% 100% 100%100%

50%
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class leaders were actively giving feedback on reading and writing assignments, checking students’ participation, and 
providing effective information to the students each week. Since the class leaders were responsible for driving all the 
lessons actively, the rate of giving feedback was relatively high. On week 1 and 2, only one of the class leaders checked 
the reading and writing homework because they took turns in their roles in class. However, they checked and men-
tioned students’ homework performance during the class very often after week 3. Overall, we can say that class 
leaders actively gave feedback while they were leading their classes and the students’ satisfaction level was high as we 
can see in the reflection below:

…that class leaders delivered clear directions in each activity with a comprehension check so that students could 
know what their missions were before starting tasks…
- HW, October 02, 2017

…the two fronting teachers provided distinct and appealing situations and a purpose that students were to 
achieve to acquire the needed position. This setup naturally increased the motivation of students to devote their 
attention to the writing tasks. The clear destination for students to reach drew out active collaboration and talks 
between YE and DH while they evenly and harmoniously took turns in coming up with imagined situations, 
building up fictional characters, and bringing forth intriguing plots, conflicts, climaxes, and conclusions. While 
we were still working on paragraphs, my two students were capable of producing essay level writing with barely 
any hardship. 
- YH, October 15, 2017

The results by time frame (before the lesson, during activities, and after the class)

Completion rate by time_class leaders

50.0%

100.0%100%

0.0%

50.0%

100.0%

Before During

Completion rate

Week 3

Week 1

Week 2

Week 4
Week 5

From week3 to week5, the completion rate by
class leaders are the same as 100%

The graph above shows the class leaders gave feedback before lessons and during activities. In order to prepare each 
lesson, class leaders gave information about the lesson to facilitators and the students. During activities, class leaders 
gave feedback to the whole class. Over all, the completion rate of class leaders increased as each week went by.  



112

Kim Ji Sun, Wie Jin, Shin Hye Won

Issues in EFL- Spring 2018 - Vol. 14, No. 1

4) Student survey result by each element

Overall satisfaction and agreement level of each element
by students
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The graph above shows students’ satisfaction in class and the feedback by their facilitators. The rate of class satisfac-
tion increased as each week passed by. Also, the rates of satisfaction for facilitators’ overall feedback, giving error 
correction, and useful information and instructions increased. The level of satisfaction rate is located in a high posi-
tion with an average of 4.7. As we can see in this graph, the overall satisfaction level of students with the class and the 
feedback from facilitators increased.

… Snowflake’s short outside group bonding this week. I actually suggested it to my students and we had an early 
dinner together before the class. We talked a lot and enjoyed our early dinner and coffee. It made us even closer 
to one another than before and also was a very good opportunity to get vivid feedback from students about the 
class. There were two good points from their feedback. First, they felt that they had improved their English speak-
ing and writing through this class. Actually, I was so happy to hear this since to improve English speaking and 
writing skills were students’ actual expectations of this English in Action Writing class based on the needs analysis 
which we conducted last September. Now, I can say that students have met their expectations of the class and this 
means that this class was successful in some way. Second, they mentioned the important role of writing home-
work. They thought that through writing homework they could write more independently and thought about 
their writing more thoroughly. Especially, when they wrote essay length writing as their writing homework they 
really felt that they wrote real writing and it was very helpful for their English writing improvement. Their feed-
back on writing homework also reminded me of the important role of homework. The most important role of 
homework is to make students more independent and autonomous learners. Now, this is proved through the 
actual responses of the students. I am really happy that we helped students to become more independent writers.                                                         
- JS, December 02, 2017

As we can see the reflection above, students get improved in their writing skills and their attitude to their class 
through the aids from facilitators’ feedback. Therefore, we can say that students are satisfied with their classes when 
they get the effective feedback from facilitators and the main leaders, from which we can reach the conclusion that 
there is significant co-relation between effective feedback from facilitators and the students’ satisfaction level of the 
class. 

7. Discussion 
In order to fulfill our mission as facilitators, which is to help students actively engage in group writing tasks in class 
and thereby build up their global English writing competence, we explored the issue that most facilitators as well as 
class leaders were facing as the biggest challenge in managing class, giving effective feedback to the students. Our 
interventions were designed to give affective feedback as well as cognitive feedback in the three stages (before, during, 
and after class) and see the correlation between feedback intervention completion rate and students’ satisfaction level 
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with the class along with their participation.

As we can see in the data analysis and results above, giv-
ing students effective feedback plays a significant role in 
successful class management in several aspects. First of 
all, by exchanging text messages before and after class, 
we, facilitators can build enough rapport with our stu-
dents, which made a comfortable classroom environ-
ment where we could also provide cognitive feedback on 
their performance with less difficulty. At the beginning 
of the semester, many facilitators felt difficulty in giving 
error correction. However, once they built up enough 
rapport with their students, they could more easily and 
effectively access giving error corrections and students 
also asked questions and asked for clarification with 
comfort. In addition, checking up students’ assignment 
before and after class was one of the most helpful strate-
gies in helping students complete the in-class tasks and 
improve their writing skills. 

Giving feedback during class which we regarded as the 
most important intervention strategy worked out well 
mainly in two aspects. First of all, time management was 
the most frequently mentioned issue among facilitators. 
That is, students were almost always in a rush at that end 
of the class and hardly finished their tasks within the 
time limit at the beginning of the semester. However, by 
guiding all members to follow the directions during ac-
tivities and providing appropriate scaffolding, students 
could complete the tasks within the limited time. 
Secondly, equal participation was another frequently 
mentioned issue in group work. Some of the members 
tended to dominate the task completion and some of 
them were passive or unmotivated. However, facilitators’ 
feedback such as encouragement and asking questions 
were successful in eliciting their participation and even-
tually led to equal participation. 

As shown in this action research, facilitators’ feedback 
had positive effects on students’ active involvement in 
group writing tasks and building up their global English 
writing competence. However, English in Action Writing 
class is a unique situation, because eight teachers work 
together in a single class. We cannot expect this kind of 
feedback in an ordinary classroom where one teacher is 
supposed to lead and facilitate more than 25 students at 
the same time. In order to resolve this problem, employ-
ing a variety of grouping strategies based on learners’ 
needs analysis can be one possible solution. For example, 
making a heterogenous group based on their proficiency 
level can be an alternative, where collaborative learning 
can occur by exchanging feedback among group 
members. 

8. Implications
Based on our research, we need to take a few things into 
consideration for our improvement in teaching. First of 
all, action research on giving effective feedback is worth 
doing, because it contributes to teachers’ better class 
management and thereby leads to student improvement 
in their writing skills. As shown in the data analysis and 
its results above, students’ level of class satisfaction was 
on the increase as the feedback completion rate in-
creased, which means that our intervention plan was 
successful. That is, through our action research on giving 
effective feedback to the students, we can build up our 
class management skills for the better. Another issue we 
need to think about is that external factors can play a 
part in class management as shown in the drop of feed-
back intervention completion rate in week 5. That is, the 
feedback completion rate, especially in the part of giving 
feedback on reading and writing assignments dropped 
drastically in week 5 because all facilitators could not 
concentrate on managing English in Action Writing 
class due to the stress of the comprehensive exam for 
graduation. This suggests that teachers’ stress can influ-
ence their class management. Thus, a school needs to 
take this seriously and reflect on it when they make a 
school calendar and curriculum in order to provide a 
better teaching and learning environment. 

9. Conclusion
9.1. Summary
In this action research, we have explored how we can 
give students feedback more effectively to help them ac-
tively engage in group writing tasks. In the course of 
English in Action Writing, we ran a five-week interven-
tion cycle in order to address the correlation between 
feedback intervention completion rate and students’ 
level of participation and satisfaction in the class. Our 
data analysis demonstrated positive outcomes, which 
means our intervention strategies worked out well in 
terms of students’ class satisfaction and their task com-
pletion. Especially, through during-class feedback inter-
vention, we could handle the issue of time management 
and equal participation which were biggest challenges 
that all facilitators were facing. 

9.2. Limitations
Though we got positive results from our intervention 
plan, which is designed to help students to actively en-
gage in group writing tasks by providing effective feed-
back, there are some limitations to this action research. 
First, intervention application period was not long 
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enough to collect significant results or findings for solu-
tion. In addition, for five weeks of a short period of inter-
vention plan, there were two inhibitions. That is, for week 
2, we had a Halloween event, where we made Jack-O’ 
lanterns. There was not enough time to implement our 
intervention due to the pumpkin carving activity. 
Moreover, the overall feedback intervention completion 
rate dropped to 60% in the 5th week because facilitators 
had a comprehensive exam right after week 5. Facilitators 
could not pay attention to implementing our interven-
tion, especially with regard to the reading and writing 
assignment. Second, the research does not deal with 
other factors affecting students’ overall satisfaction. Thus, 
even though we found a positive correlation between 
overall feedback intervention completion rate and stu-
dents’ level of class satisfaction as well as the level of their 
participation in the class, there might be other factors 
involved. Last but not least importantly, our English in 
Action Writing class is a unique situation, because eight 
teachers are working together in a single class, which 
rarely happens in an ordinary class situation. 
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The Process of Developing a Model to make Action Research 
Approachable for Practicum Teachers: A Case Study

 Annami van der Merwe

This thesis examines the practice of action research in a MA practicum course by means of a qualitative case 
study. The participants were six female in-practice teachers who collaboratively participated in action research to 
identify issues in their practice, devise solutions through research, and test solutions in the practice, reflect on the 
process and compile an action research report at the end of the practicum semester. Data was collected through 
means of observations, including video recordings, written reflections and lesson plans, and triangulated using 
data collected from anonymous surveys and interviews, as well as the practicum teachers’ action research reports. 
The researcher identified two main issue topics that are considered to be first level issues as they are issues identified 
as part of the teachers’ action research project. These issues were clear and effective instructions and academic 
learning time. The intervention strategies used to address the issue of clear and effective instructions were modeling, 
simple PPT and comprehension checks. The strategies used to address the issue of academic learning time were 
timer, simple PPT and changing activities, scaffolding and intervention. Through data analysis second level issues 
that affect teachers’ practice were uncovered. These issues were not identified as part of the action research project 
and exist beyond the first level issues. They are collaboration, reflections and length and organization of the action 
research project. Based on the insights gained through this case study, the researcher designed a model that intends 
to prepare, support and guide teachers who wish to improve their practice through action research. The model 
proposes to guide teachers to reflect deeper on the experience, and through a heightened awareness of their practice 
form their teaching identities and develop practical theories.

Key words: action research, intervention strategies, practicum, practicum teachers, reflective practice, is-
sues, strategies, model
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An Action Research 
Implementing Language 
Learning Strategies for 
Young Learners
Adeoye A. Talabi

This thesis is an action research that examines the 
use of self-assessments as a formative tool for foster-
ing active learning in a disengaged, low proficiency, 
English as a foreign language (EFL) classroom.  In 
the research, fifth and sixth grade students use a self-
assessment checklist to evaluate their use of language 
learning strategies in the classroom.  To foster col-
laboration, interaction and shared experiences in the 
classroom, the students are placed into groups; with 
each group receiving guided assistance from the lan-
guage instructor.  The students' self-assessments indi-
cate, although their engagement in class can be influ-
enced by a variety of factors (e.g. social, affective, 
cognitive and environmental), disengaged language 
learners respond well and can be taught how to be 
active learners.

Key words: Action Research, Active Learning, Self-
Assessment, Language Learning Strategies, Young 

Learners, EFL

Raising Korean English 
Kindergarten Teachers’ 
Awareness in L1 Use through 
Intervention
Jeehee Kim

This thesis examines how awareness of issues sur-
rounding L1 use in L2 classrooms can influence both 
teachers’ perceptions and use of L1 when teaching 
young learners in Korea and whether this study’s inter-
vention can raise teachers’ said awareness and lead to 
a change in their perceptions and practices. To investi-
gate the effect of raising awareness on the teachers’ 
perceptions of, practice of, and feelings about using L1 
(Korean) in the L2 (English) classroom, the present re-
search was designed utilizing two phases: one preced-
ing and one following an intervention. The intervention 
aims to raise the teachers’ awareness of their L1 use 
and consists of an informing and a guiding session. 
Three English kindergarten teachers participated in 
this study and it was found that informing session influ-
enced the teachers’ perceptions of L1 use. It was also 
found that planning language use in the classroom (a 
focus of the intervention) raised the teachers’ aware-
ness of L1 (Korean) use and influenced their practice of 
L1 use. Lastly, it found that the teachers’ perceptions of 
their own L1 use and perceptions of L1 use in general 
affected their feelings about L1 use in the L2 
classroom.

Key words: L1 use, classroom language use, L1 in 
teaching YL, EFL teachers’ beliefs and practice
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A Comparison of Vocabulary 
Learning through Songs and 
Stories for Young Learners

Sujin Ji

The purpose of this study was to investigate the 
effect of songs and stories in vocabulary learning for 
young L2 learners, and the students’ perceptions of 
using these learning materials. The researcher 
adopted the experimental approach. 19 Korean ele-
mentary school students aged between 6 and 7 years 
old participated in this study. The participants were 
divided into two groups: a song group of 9 students, 
and a story group of 10 students. In the research, 
each group participated in classes designed around 
learning vocabulary through songs and stories for 4 
weeks. Data were collected with the following meth-
ods: pre-test, post-tests, delayed test, questionnaire, 
and teacher observations. This study was intended to 
show whether learning through songs and stories in-
creased participants’ vocabulary learning. The find-
ings indicated that the story group performed slightly 
better than the song group, but the differences were 
marginal. Both groups showed meaningful improve-
ment both in short-term and long-term retention and 
provided positive responses toward songs and stories. 
Also, the findings revealed generally positive partici-
pant perceptions towards learning through songs and 
stories. However, students with more positive percep-
tions towards songs and stories did not show greater 
vocabulary acquisition than students with neutral or 
negative perceptions. This study’s results showed no 
meaningful correlation between participants’ percep-
tions and improved vocabulary acquisition.

Key words: vocabulary learning, young learners, 
songs, stories, listening, long-term memory, short-

term memory

Raising Undergraduate 
Students’ Metacognitive 
Awareness of Speaking 
Strategies through Materials 
Design
Yunseon Kim

This thesis examines how undergraduate students’ 
awareness of speaking strategies (SSs) develop when 
they are given chances to create speaking activities on 
their own and reflect on their activities. This student-
centered strategy learning (SCSL) is called “Material 
Designing”. Data was collected and analyzed in quan-
titative and qualitative methods with 31 participants 
from a university in Seoul, South Korea. The results 
showed two notable findings: first, the material design-
ing as a form of SCSL helped participants increase 
their awareness of SSs, in particular, metacognitive SSs 
increased the most. Second, SSs and SCSL were per-
ceived differently between the high awareness partici-
pants and the low awareness participants.

Key words: Speaking strategies, metacognition, student-
centered strategy learning
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Designing and Implementing 
Semi-Authentic Video 
Materials

Ross Maloney

This research study aimed to investigate the pro-
cess of designing and implementing semi-authentic 
video materials, and how these finished materials 
were perceived by learners. Video material content 
comprised 2 first language English speaking inter-
locutors using high frequency language found in 
casual conversation interactions. In total, 5 adult 
Taiwanese nationals, residing in Taipei, took part in 
the study. Mini Conversation Videos (MCVs) were 
designed and created to meet these participants’ spe-
cific target language learning needs. Each short 
video was presented within a surrounding lesson 
with overt target language instruction, followed by 2 
associated conversation-based output tasks. Data 
were collected via researcher observations, partici-
pant questionnaire and informal interview. The find-
ings indicated that MCVs were less appreciated and 
less appropriate for Beginner and Advanced level 
learners. However, for Intermediate learners on the 
cusp of fluent conversation ability, the MCVs were 
well received as both an enjoyable and functional 
learning resource. This positive feedback appeared 
to be mainly due to the combination of various Video 
Design Features, making the video content accessi-
ble and achievable. Key features included the equal 
status of relatable interlocutors, and their emotional 
interactions using transferable target language.

Key words: Conversation, Semi-Authentic Video 

Materials

Revisiting the Linguistic 
Landscape of 3 Districts in 
Seoul

Vernice Lauren Gutierrez

This study examines the Korean linguistic landscape 
situation by revisiting the 3 districts in Seoul and ana-
lyzing the language use in shop signs of the metropoli-
tan space. Looking at the changes with the use of 
English related to the development of new forms of 
communication and patterns of urban multilingualism 
and also to increase studies of linguistic landscape to 
further understand the status of English in Korea. A 
total of 311 shops signs were documented and analyzed. 
The were divided into different categories mainly if its 
monolingual, bilingual, multilingual and if it uses 
Hangul, Roman and other languages and subcatego-
ries such as types of establishments and how English 
was used (Backhaus, 2007). The findings shows English 
has increased in the linguistic landscape of Korea and 
plays a valuable role in the society. English is used to 
mark modernity, luxury and attraction related to the 
stylistic social message delivered to the local commu-
nity and tied up together with Korean to be used 
strategically.

Key words: linguistic landscape, multilingualism, 
advertisement, establishments
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An Action Research 
on the Use of Meta-cognitive 
Reading Strategies for 
Academic Reading

Duck San Woo

This research is about how to improve reading 
proficiency in academic reading. I identified students’ 
problems of reading: a lack of grammar knowledge 
to recognize structure of sentences, and reading skills 
to comprehend the meaning of what they read. I made 
intervention plan to take action for the two problems 
with chunking skills and meta-cognitive reading 
strategies. Then, my students with low reading profi-
ciency in grammar and vocabulary knowledge were 
able to improve their reading proficiency of academic 
reading within relatively short period of time – 3-4 
months. My research shows that when students can 
read and recognize the structure and the meaning of 
what they read, meta-cognitive reading strategies 
could be efficient for readers to develop the skills to 
comprehend, identify, summarize, and infer what 
they read. It seems that the meta-cognitive reading 
strategies make readers encode the meaning of what 
they read in a more prudent way, and as a result of 
using the meta-cognitive reading strategies, their 
reading performance could be improved. 

Key words: Reading proficiency, meta-cognitive 
reading strategies, chunking, academic reading




