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2 Dealing with the 1st Semester Anxieties

Dealing 
with the 1st 
Semester 
Anxieties 

Yunseon Kim
MA TESOL 3rd semester

A new semester is just around the corner. 
So, to help new students, I decided to 

draw a cartoon about how to deal with first 
semester anxiety. On our facebook account 
(https://www.facebook.com/sookmyung.
tesolma), there are old webtoons about MA 
TESOL life, please check out the webtoons 
on our facebook and do not forget to add 
our facebook account!
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6 An Interview with Jeehee about Taking a Leave of Absence

Jungmin Byun
MA TESOL 4th semester

 

It was an honor to interview my colleagues and hear their ideas within the TESOL MA program. I sat down 
with Jeehee who took a leave of absence last semester to ask for her thoughts, experiences, and advice. I believe 
her interview will help to those students who are taking or planning to take a leave of absence. 

 

1. Briefly introduce yourself.

Hello, my name is Jeehee Kim. I have been in the MA program since fall 2015 after the YL certificate 
program.

2. When did you take leave of absence and why? When are you plan to come back?

I took the 2016 fall semester off to get some work experience. Back then, I only had private tutoring experiences, 
some volunteer work, and a substitute-teaching job for a week, all of which would be hard to recognize as an 
official career on a resume. I thought I had to start working in the field before completingmy master’s degree, so 
I decided to take the semester off. I am planning to come back in 2017 spring semester. 

3. What have you been doing during the time? 

I worked in an English kindergarten. I taught 4-years-old children, 6-years-old kids and elementary school 
children from 9 am to 5 pm. After work, usually, I just rested at home, read some articles, or met friends. It was 
very nice experience; I learned some things from actual teaching and it helped me think about my thesis topics 
and interest.

4. What advice would you give to people who are thinking or planning to take leave of absence? 

I think it is very important to plan thoroughly and set a specific goal before taking leave of absence. Without it, 
you will probably waste time and it might be harder to study again after long break unless you read articles by 
yourself. If you think of taking leave of absence to work like me, I suggest you apply for jobs and get the position 
first. In addition, even though you do not need to come to campus, as there is no class, I highly suggest keep in 
touch with professors and visit them as much as possible. Moreover, I think it is very helpful to find and read 
some articles that you like in your free time, one in a month at least. It will make it easier for you to read and 
write academic papers again when you come back to school

An Interview with Jeehee 
about Taking a Leave of Absence
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What are our 
alumni doing?
Advice from alumni to current 
TESOL MA students

Jimin Park & Diana Lee
MA TESOL 1st semester 

Diana: I enrolled in Sookmyung TESOL MA right 
after I finished SMU TESOL certificate program. I 
entered graduate school since I did not have any 
experience in teaching English and my major at 
university was far from English education. I be-
lieved I could enhance my ability to teach English at 
graduate school. 

During my first semester, I suddenly wondered 
what I could do after I got a master's degree. I 
wanted to get some advice from our alumni since 
they have gone through the same process to get their 
current job. I hope the contents of these interviews 
will be helpful for you. 

Jimin: This was my first semester in Sookmyung 
TESOL MA, so everything was very hard to me, but 
many peers and professors helped me by giving 
useful and helpful advice on how to enjoy school 
life. In addition, I can get a lot of help through inter-
viewing our alumni. When I read their interviews, I 
empathized with their past Sookmyung TESOL MA 
life. I hope that these interviews are helpful to many 
students. Lastly, thank you to all our interviewees 
who participated in these alumni interviews. 

Hyun-Jeong, Nam 

1.Please briefly introduce yourself (Name, Year of 
graduation, Job position (specifically), etc.) 

My name is Hyun-Jeong Nam. I joined the TESOL 
program in 2000 and earned my M.A. degree in 
2003. Then I was awarded my Ph.D. in Applied 
Linguistics at the Trinity College, University of 
Dublin in 2009. Since 2000, I have been teaching 
university students English at several major univer-
sities in South Korea. The practicum course for 
Sookmyung MA TESOL students, in particular, 
gave me opportunities to individually interact with 
pre- and in-service English teachers. Currently I am 
working as an assistant professor at Dept. of English 
language and English literature at Dong-A univer-
sity. My research has focused on the lexicon in 
second language acquisition as well as second lan-
guage pedagogy.

2. Which course in Sookmyung TESOL was 
the most useful for you?

Although all of the courses were interesting and use-
ful, I found the class “Developing Bilingualism” 
most inspiring. It gave me opportunities to study my 
own learning process as a bilingual and to find the 
better way to teach my students English language. 
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3. How did you get over a difficulty while you 
were a MA student?

Since I was teaching at several universities, it was 
difficult for me to focus on my own study. Time 
management was the most challenging. I always 
rushed to Sookmyung university right after finishing 
my own classes. I remember I stayed up all night 
preparing for my own class and TESOL courses I 
was taking. However, it provided good opportunities 
for me as a teacher to self-reflect on my own teach-
ing and to apply the notion of how language works 
to my own teaching. I would like to tell any of you 
who might struggle to juggle teaching and learning 
at the same time that not only your theoretical back-
ground in TESOL but also your hands-on approach 
derived from a wealth of firsthand teaching experi-
ence will benefit your future.

4. Could you tell me the pros and cons of your 
job?

I believe that teaching is also learning. I love interac-
tions with my students and I learn a lot from the in-
teractions to be a better teacher. However, being a 
professor at a university is harder than you might 
think it is. Every year it feels like more responsibili-
ties fall on my shoulders. More seriously, it is getting 
difficult for universities to survive in Korea, and 
fewer job opportunities are available for tenure-track 
positions. 

5. Do you have anything else to share with 
students?

I hope you enjoy the time with your classmates and 
professors. Sometimes the discussions with them 
became very heated but I still miss all the discus-
sions I had with my friends and professors about the 
theories. I am sure you will miss it soon after you 
leave the course.

Gloria Karam, Lee

1. Please briefly introduce yourself 

My name is Gloria Lee (Karam Lee , 이가람). I 
graduated in 2014 and I am currently working as an 
English teacher in middle schools.

2. Which course was the most useful for you? 

I really liked Dr. McNeil and Dr. van Vlack's classes. 
One of their classes had lots of group work and shar-
ing. I think they were called teaching reading and 
listening. It is about learning practical teaching and 
sharing teaching tips with other currently working 
teachers. When I look back, they were the one of 
useful classes.

3. How did you get over a difficulty while you 
were a MA student?

The hardest task was finding my thesis and sticking 
with it. I tried to read as any papers as possible and 
constantly looked for ideas to build my original 
topic. I thought writing thesis was hard until I faced 
with the difficulty of editing the thesis. It was hard 
for me to shrink the results and make them into per-
suasive analysis after I have wrote a lot!

4. Could you tell me the pros and cons of your 
job? (If a current TESOL MA student is plan-
ning to working in your field, what do they 
need to prepare?) 

Perks of being a teacher... there are a lot actually. 
First, the advantage of being a teacher are: months 
long vacation and flexible working hours (compare 
to other office workers). On the other hand, it also 
has disadvantages: low salary and maybe getting 
stress by working with youngsters. I am actually a 
contract teacher that I have to hop around from 
school to school every year and it is really hard get-
ting a steady job in a private school. In order to get a 
steady job in a public school, you have to take a test 
which is really competitive and lots of people fail to 
pass the exam. I guess this may be a con of majoring 
English education, which was my major. 

If you do not mind teaching anywhere, then the 
TESOL program itself is great. 

5. Do you have anything else to share with 
students? 

Life in Sookmyung TESOL was one of the most 
wonderful times in my life. I met great teachers and 
made lifetime friends. I hope you have the same 
experience.
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David Miller

1. Please briefly introduce yourself 

My name is David Miller. I graduated from 
Sookmyung TESOL in 2014 and am currently work-
ing as a university professor in South Korea

2. Which course was the most useful for you? 

I honestly feel that I got something different and use-
ful from each of the courses, but I would have to say 
my first class was also my most useful in terms of 
pushing me to the next level. I took Introduction to 
Corpus Linguistics when I was a first year and hon-
estly really felt overwhelmed when I started. 
However, as the semester went on I learned so much 
about how we think about vocabulary, how words 
are connected to each other, and how these notions 
might offer different, more engaging and more ef-
fective ways of teaching English to my students. I 
still reference a corpus when trying to explain lan-
guage in use to my students and have even taught 
some students how to usea corpus to enhance their 
own learning experiences, but it was not just the 
content of that course that was so meaningful, it was 
that was my first chance to start reframing the way I 
think about language, which was a journey that I 
continued to take throughout my time at Sookdae.

3. How did you get over a difficulty while you 
were a MA student?

I suspect that most of us struggle with time manage-
ment in the MA. Most of us are working and study-
ing at the same time and at first, I felt overwhelmed. 
It was not until I started incorporating the things I 
was learning at Sookdae into my daily teaching that 
I really started to understand how this investment of 
time and energy was really making me a better 
teacher. If you are teaching during the MA I really 
hope that you find a way to use that classroom as a 
laboratory to experiment with the concepts that you 
are learning in the coursework. Being able to have a 
tangible reminder of what all this work will mean for 
you as a teacher makes an incredible difference and 
when I was struggling to finish a late reading or writ-
ing a long paper, bearing that in mind made all the 
difference.

4. Could you tell me the pros and cons of your 
job? (If a current TESOL MA student is plan-
ning to working in your field, what do they 
need to prepare?) 

I am currently teaching at a university in South 
Korea. It is amazing work. I have a lot of freedom in 
the classroom to continue exploring my own growth 
as a teacher and I only teach about 15 hours a week 
(including overtime) so, I am able to spend time 
preparing and making those hours meaningful to my 
students. With a lot of freedom at a job unfortunately 
that is often coupled with a lack of feedback which 
means that it is easy to stagnate at a university job 
here. My department head seems only interested in 
student feedback surveys and if I perform well there 
I can pretty much do whatever I want. This, sadly, 
can feel like a low bar and it puts the impetus to im-
prove on the teacher. I would advise a Sookdae 
graduate who is interested in becoming an English 
professor here to not stop reading academic litera-
ture. I find that is the best way to keep pushing my-
self and avoiding stagnation in a vacuum of 
feedback.

5. Do you have anything else to share with 
students? 

While the time you are spending at Sookdae will 
undoubtedly be some of the busiest of your life, 
treasure this time, this learning, and the people you 
are learning with. I still have lifelong friends that I 
made through my time at the MA and although at the 
time I am sure my hair got grayer and thinner, it was 
in retrospect one of the happiest times of my life.



10 Tips for Thesis Data Collection

Geonyeong Kim
MA TESOL 4th semester

This upcoming, spring 2017, semester will be my 5thand final semester in the MA TESOL program at 
Sookmyung Women’s University (SMU).  It has been a good experience but sadly, my elective courses are 
now done.  This means that I now need to focus exclusively on completing my thesis.  So far, I have made 
good progress in my thesis work.  My thesis methodology and literature review look to be in good shape as 
I head towards the home stretch.

I started collecting the data I need for my thesis at the mid-point of this past semester.  This is data on the 
issues that students feel affect their use of a lexis notebook.For my thesis, I collected data over a 5-week 
period from undergraduate students taking an elective TESL course at SMU.  I developed an interest in study-
ing the use of lexis notebooks as a result of a lexis notebook project that I participated in at the graduate level 
(MA Corpus).  As a result, I wanted to extend the literature on this lexical approach through a case study of 
the use of lexis notebooks.A lexis notebook is another word for a vocabulary notebook.  The purpose of 
having students keep a lexis notebook is to help them to see vocabulary as words which exist in chunks and 
to help English language learners (ELLs) to be more autonomous in their learning.  The practice of keeping 
a lexis notebook is one of the final project options provided as part of Introduction to Corpus Linguistics at 
the undergraduate level.  

Even though I made some mistakes, and had some difficulties, I had a good time collecting data for my 
thesis.  My thesis represents my interest and experience, making the process of conducting my thesis research 
easier and more enjoyable.  Through this article, I hope to share my experience with you and, I hope you find 
it to be useful.

My first advice is that you consider your research questions in depth. 

Because of electing not to take the Research Methodology course during my fourth semester, I was faced 
with the challenges of trying to balance the workload from the two elective classes that I did select (Discourse 
Analysis and Introduction to Linguistics) with having to tutor 15 undergraduate students each week.  

This was problematic because I experienced difficulty balancing the two activities.  It was difficult to balance 
course readings and assignments with designing a qualitative thesis research.  As a result, I simply ended up 
researching articles that were related to my research without strong consideration of my thesis questions; 
basically, my research design consisted of a pre and a post test.  

It was not until I consulted with my academic advisor(Professor van Vlack), regarding my upcoming thesis 
proposal meeting, that I discovered that I did not have to do a pre or a post test.  During the consultation, my 
advisor helped me focus on building quality research questions as a way of informing my research approach.  
Though his guidance, I realized that the data you need, and the tools you require, are primarily driven by your 
research questions.  That is to say that, the data from your research is meant to help you form clear answers 
to your research questions and as such, they are both joint at the hip.

Tips for Thesis Data 
Collection
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My second advice is that you prepare your research tools and materials (such as, survey question-
naires or recording instruments) well in advance of your research.  

One of my biggest regrets from this past summer vacation is that I did not discuss my research with either 
my classmates or my professors well in advance.  I had many opportunities to consult with my advisor but I 
did not do so early enough, or as often enough, as I needed.  

The problem was that I did not know how to start discussions about my thesis topic because I felt as if I was 
not ready to do so.  As I advanced through the graduate program at SMU, my advisor began to ask me ques-
tions regarding my thesis; questions like, “How will you conduct your research?”, “How long is it going to 
take?” and, “With whom?”  I did not know how to answer these questions so I just tried to delay and put off 
answering questions about my thesis until the last possible moment.  As a result, I continued to feel stuck.

Fortunately, my advisor was able to provide valuable assistance to help me overcome my fear and to help me 
with developing my research.  He allowed me to conduct my research with his undergraduate class.  He even 
created a special project for me to do with the undergrads in his class; i.e. the lexis notebook project men-
tioned above.  As a result, I was able to gradually design my thesis research around this project.  It was a 
painstaking process however; I was able to prepare for my research over time.  Without starting the process 
of preparing for your thesis, the thesis research design will not happen.  Keeping your ideas to yourself, 
pondering them by yourself, will not resolve the problem of thesis research.  You need to communicate with 
your classmates, professors and, advisors in order to gradually construct or prepare for your thesis 
research.

My third tip is that you should consult your advisor as much as possible. 

If you do, so both your mental state and your thesis study will be improved. Initially I was really scared of 
talking to my advisor about my thesis topic.  I felt that, even though I was interested in my thesis topic, my 
thesis design was an unorganized mess and I was worried sick through most of my vacation.  However, I real-
ized that I needed to set my research design even if I was scared of working on the research.  I wanted to 
organize my thesis design before consulting with my advisor.  Unfortunately, the thesis design process just 
does not work that way; not even if you were completely ready ahead of time.  You need to consult with your 
advisor throughout the process.

Consequently, I consulted with my advisor and he afforded me an opportunity to provide tutelage to his un-
dergraduate students for five weeks.  At first I felt so intimidated that I almost gave up my research however 
as I began my research I started to get become more specific regarding my thesis design; specifically, I started 
to figure out how to get my data and what kinds of data to collect.  I soon realized the high value there is in 
consulting with your thesis advisor as much as possible.  Your thesis advisor can be a very vital resource for 
your research.

 

My fourth tip is that you recruit at least twice as many participants as you require. 

In week 8, following my mid-term exams, I visited Professor van Vlack’s undergraduate (Introduction to 
Corpus Linguistic) class.  As my research is a qualitative research, I assumed that I would need roughly 10 
participants to conduct my study.  

Of these 10 participants, I honestly expected five would want to participate in the lexis notebook project 
however, contrary to my expectations, 20 students volunteered for the study and 15 of them opted to partici-
pate in the lexis notebook project.  The problem was that I had only prepared 10 lexis notebook packets and 
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could not provide every participant with one.  Additionally, it was really difficult to work around the weekly 
schedules of 20 students as opposed to the five that I had expected.  

As it turns out, I was fortunate to have gotten so many volunteers as five of my volunteers opted to not par-
ticipate in my project.  The students who opted-out had come in with different expectations and understand-
ing of the project.  It made me realize that if I less students had volunteered as I initially expected, I could 
have ended up with as few as two participants.  Having 20 recruits turned out to be for the better.  My point 
is that, I recommend recruiting at least twice as many participants as you think you will need for your study.  
There is a certain probability of participant attrition during your study.

Tip number 5 is that you provide your participants with clear guidelines from the onset of your 
research study. 

There is a common saying that goes, “A picture is worth a thousand words.”  In my case, this saying was 
prophetic. Even though I thought I had clearly informed my participants on how to find and select words for 
their lexis notebooks, most of the participants struggled with compiling words for their lexis notebook over 
the two weeks of the study.  I thought I had given detailed and clear instructions but during the first week of 
the research I realized that the guidelines I provided lacked critical information on how to select words for 
the lexis notebooks.  This led to the difficulties that my student participants were having.

To mitigate this problem, my tutees and I worked out the issues via chats on Kakao Messenger.  During the 
first week I received numerous messages regarding the vagaries of the guidelines that I had provided for the 
project.  As it turned out, they were not familiar with the guideline format that was provided or with how to 
use the online tools required for the research.  The students were confused so they needed more time and 
assistance to get familiar with the research process.   My point here is, make clear guidelines and provide 
clear directions that will help participants to provide the right type of helpful data for your thesis.

Another tip for you to consider is to not feel too self-consciousabout collecting your first bit of 
data. 

As mentioned above, it took a while for my students to become familiar with the guidelines for the notebook 
project.  I had to be patient and give them some time to get used to the format. During the second week, I 
remained patient with the participants but I was worried that they would lose interest in the lexis notebook 
project.  Therefore, I tried to encourage and commend them for work done.  I also tried to provide assistance 
with using various types of tools for collecting data or informing them about the online tools that I had used 
to compile data for my own lexis notebook. I did all of this because most of the participants had difficulty 
dealing with the lexis notebooks.  Roughly, two-thirds of my students chose their words with a conspicuous 
lack of context, filled in too much information or, they chose words simply because they were highly frequent 
words according to the Corpus of Contemporary American English (COCA).

It took two weeks of tutoring to get my tutees up to speed on the lexis notebook project.  My point is, if you 
are going to be collecting qualitative and longitudinal data like the one I did, you should be prepared to go 
through a rough patch and you should be resolved in your approach.  There is no option except to keep push-
ing forward.

My final tip is to have fun performing the experiment with your participants.  

For fiveweeks, I met with each of the participants for at least 20 minutes.  Students asked questions about 
graduate school life and about their future job prospects.  One student in particular seemed to love sharing 
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and talking learning languages during our tutoring sessions.  My sessions with her often lasted for at least an 
hour and a half.  

Initially, meeting individually with 15 students for 20 minutes – 300 minutes or 5 hours – each week was not 
easy.  It was not easy to set the meetings during the first two weeks.  Sometimes I even forgot to attend a 
tutoring session and had to reschedule the meeting.  It was not until the third week that I was able to get a 
handle of the tutoring schedule.  Even then, the fifth week was really difficult to manage because I had to 
balance the tutoring sessions with completing the final papers for my graduate courses.  Still, even though it 
was difficult to manage my research, meeting with the students created several wonderful opportunities.  
After the experiment, one of the participants sent me a message telling me that it was the greatest experience 
she has had at school.

In the end, it had been hard work performing research and collecting data for my thesis but it has also been 
worth it.  Even now, that the research is complete, I still regularly keep in touch and, I still have dinner with 
my tutees.  Honestly, not having very much in the way of teaching experience, I was really worried about 
tutoring the undergraduate students in my advisor’s class.  However, if I had notbeen encouraged to do this 
research or if I had not conducted this research, I would have never experienced this wonderful opportunity.  
Thus, although it might feel painful to collect data or to conduct research mid-semester, I suggest you keep 
in mind that the whole process is still so brief that you really ought to take the opportunity to have fun with 
the whole experience.
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Why You Need to Sleep: 
The Importance of Sleep 

Yujeong Kim
MA TESOL 1st semester

1. Importance of Sleep 

A lot of people do not sleep because they do not have enough time to work, study, and even play. 
Although you may think that your body and brain work well without sleep, sleep is quite important for 
our health in many ways. 

Before starting the explanation of the relationship between sleep and health, let us look at the recom-
mended number of hours of sleep that people should get. Those who are over 22 should sleep at least 
seven hours a day for their mental and physical health. In addition, there are some questions that you 
can ask to test yourself about your sleep habits. Those questions are about whether you have sleep 
deprivation or not. You have to read through and check the ones that apply to you.

What are the signs of sleep deprivation?
1. Concentration difficulties

2. Mentally ‘drifting off’ during class

3. Shortened attention span

4. Memory impairment

5. Poor decision making

6. Lack of enthusiasm

7. Moodiness and aggression

8. Depression

9. Risk-taking behavior

10. Slower physical reflexes

11. Clumsiness, which may result in physical injuries

12. Reduced sporting performance

13. Reduced academic performance

14. More ‘sick days’ from school because of tiredness

15. Truancy 

Sleep is important in our life in many ways. 
However, a lot of people do not sleep well 

because of their work and studies. The research 
below shows some phenomenon that occur 

when people get a lack of sleep. Therefore, for a 
better life and to improve the overall quality of 

our lives, we should sleep well.
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After checking yourself, you have to decide whether you are lacking sleep or not. If you are lacking 
sleep, you should try hard to sleep for the sake of your mental and physical condition because sleep has 
a close relationship with your health as illustrated below.

2. Effects of sleep deprivation and tips for good sleep 

2.1 Effects of sleep deprivation

Sleep has an important role in maintaining our brain and body condition. If you lack sleep, you might 
lose your memory. Also, you might be susceptible to some chronic diseases as you age because the 
number of hours of sleep you receive is related to predictors for atherosclerosis  and for Hemoglobin A 
1c, which is a clinical marker for blood sugar levels. Moreover, for healthy weight maintenance, you 
have to sleep enough hours every day. The effects of sleep deprivation are summarized below as a 
picture.

Effects of Sleep Deprivation (MIT Department of Athletics (2013))

2.2 Tips for good sleep

There are some tips that might help you to get more and better sleep. If you lack sleep, you have to read 
through and follow the steps below. I actually use six of the following ten steps and it really helped my 
sleep and finally my health. 

First of all, you have to maintain a regular bedtime and morning schedule. Also, you have to follow 
these times during the weekends. 

Secondly, you have to set a relaxing bedtime routine, such as taking a hot bath or shower or listening 
to soothing music. 

Third, you have to create s sleep-conducive environment, which is dark, quiet, comfortable, and cool. 

Fourth, you have to use your bed only for sleep which means that you have to move your bed if your 
bed is just next to your desk. 

Fifth, you have to use your bed only for sleep. Some people use their beds for taking a rest or playing 
games, however you have to avoid this to help yourself get more sleep. 
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Sixth, you have to finish eating at least 2-3 hours before your regular bedtime. By finishing eating 2-3 
hours before your sleep, your body can sleep in a more comfortable environment. 

Seventh, you have to exercise regularly. 

Eighth, you have to avoid caffeine like coffee, tea, soft drinks and chocolate before you go to bed. 

Ninth, you should avoid alcohol before you go to bed because alcohol disturbs normal sleep patterns 
by decreasing the amount of time people spend in REM sleep, which is important for memory, concen-
tration, and motor skills.

Lastly, you have to practice relaxation techniques throughout the day. With this, you can fall asleep 
more quickly. 

By following the tips above, you can improve the quality of your sleep. How about trying these starting 
today for your sleep, body condition, and health?

3. Conclusion

As stated above, sleep is quite important to your memory, body condition, weight maintenance, and 
health. All of your work and studies are done to improve the quality of your life. Therefore, you have 
to follow these steps and sleep well for a better quality life. 

Do not lose the original intentions of your life: work/study well, live happily and live healthily, and use 
an important shortcut to achieve all of this: sleep well. 
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Staying Healthy 
During the Semester

Annami van der Merwe
MA TESOL 3rd semester

We are busy and lead stressful lives during the semester, juggling homework, assignments, work and 
other obligations. Most of us get sick during the semester. Usually more than once. We get set back by the 
common cold and even the nasty flu. Some students even get hospitalized during the semester. Stress and bad 
eating habits are major contributors to our weakened immune systems. Stress affects our emotions, sleeping 
patterns and leaves us with nasty headaches and a general feeling of tiredness

Stress is a hard thing to control and keep at bay since there are so many contributors in our daily 
lives. We all have our own ways of dealing with stress, for example regular exercise. However, as 
graduate students, we donot always have the time or energy to eat regularly and healthy. Stress eats 
away our vital vitamin B supplies. There are eight types of vitamin B, of whichfive are especially 
important for the healthy balance in our minds, brains and bodies. Vitamin B1, thiamine supports the 
nerve system and aids memory and concentration as well as regulates moods and energy levels 
(www.naturesway.com.au). Vitamin B3, niacin supports the nerve and digestives systems and regu-
lates moods as it fights depression, stress and general irritability while maintaining energy and blood 
sugar levels (www.naturesway.com.au). B6, pyridoxine helps the body to manage stress and sup-
ports the immune system (www.naturesway.com.au). B9, folic acid regulates energy and aids cell 
rejuvenation and growth where B12, cyanocobalamin supports brain functions and regulates moods 
(www.naturesway.com.au). When we have a vitamin B deficiency, we can feel the effect it has on 
our bodies. As the semester progresses, we feel more tired, irritated and have to battle to concentrate 
at times, apart from getting sick and getting more stressed because of it. Stough et al. (2011) found 
that vitamin B supplements improved their test subjects’ personal strain in regards to work stress. 
Their findings were also consistent with other studies. They found that their subjects experienced a 
decrease in depression and anger and showed mood and fatigue improvements. Test subjects further-
reported improvements in regards to perceived stress.Stough et al. (2011) also argue that vitamin B 
will help ease work related stress and is further important for personal, organizational as well as 
societal health. A good vitamin B complex supplement can then help support our bodies’ needs.You 
can easily get them at your local pharmacy or online food and health shop. However, vitamin sup-
plements do not always provide us with enough support as we as graduate students need more vita-
mins than the general consumer does. The best way is still nature’s way, through eating healthy and 
consistently. 
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Table 1: Vitamin B foods.    B Food 

B1     Fish, nuts, seeds, grains, green peas and pork.

B3     Beetroot, fish, seeds and beef liver and kidney, chicken breasts.

B6     Bananas, beef liver, tuna and chick peas.

B9     Green vegetables such as broccoli, spinach and dried chick peas, lentils and beans and citrus.

B12   Fish, meat, poultry, eggs and dairy. 

Adapted from naturesway.com.au and healthbeckon.com

Even though it is hard to cook and eat healthy with our busy schedules, it stays important to plan 
ahead and prepare. Most of the foods listed in table 1 can be turned into healthy snack options. 
Bananas are available throughout the year in the majority of grocery stores, even convenient stores. 
Nuts and seeds can be bought in bulk at most big grocery chains. Individual, pre-mixed nut snacks 
are also frequently available, but not very cost effective. Most balanced Korean dishes include a 
source of fish and/ or meat and some vegetables. Dried vegetables, chick peas, lentils and peas also 
make and easy and healthy study snack. Yogurt is a good source of dairy and can be kept longer than 
milk. Boiled eggs can be prepared at home or bought at grocery stores. A planned trip to the grocery 
store or an online order can prepare you for those busy, rushed and stressful days. Keep snacks in 
your bag, maybe not the banana, to have something healthy on hand. Of course, vitamin supple-
ments do not hurt and should be taken in conjunction with eating healthy. Furthermore, when you 
feel past your expiration date, most local doctors offer a vitamin IV, but as it is pricey and not the 
solution it should not be used as a last resort. 

As our minds and bodies are crucial to a successful and healthy semester, let us try to keep our bod-
ies a priority as we do with our grades. 
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People address a married woman as madam. 
Well, if you have a job and a child, you can also 
be called a superwoman. At some time, we began 
calling every working mom a superwoman in 
Korea. A Korean working mom does not live the 
easy married life under the influence of Confucian 
culture. Unfortunately, many women abandon 
their career after getting married or childbirth. 
For that reason, my friend called me a super-
woman, but Ijust call myself crazy. I am a work-
ing mom, wife, daughter, sister, friend, and 
TESOL MA student. There are days that I think 
about what a bad mom I am for spending less 
time with my 
daughter.There 
are days when I 
question what 
this degree will 
really ever do for 
me. Every single 
day I felt so 
guilty about not 
being the best 
English teacher I 
could be. 

Last fall semester 
was the hardest 
time for me. As soon as one semester was over, I 
was looking for a babysitter, reducing my work 
hours, purchasing books, andsaving money to 
register becauseI always had to plan ahead to re-
turn the next semester. However, Six months ago 
in August, my daughter Min-Jeong (right) broke 
her arm and underwent two big operations. She 

needed three months of intensive hospital treat-
ment. Moreover, when I went to work, she experi-
enced trauma and separation anxiety. The next 
month in September was the first time that I was 
trying to juggle being a working mom and a 
graduate student.Put yourself in my position. 
What would you do at that time? It was difficult, 
but I was resolved to keep going and not give up. 
I started both my daughter's hospital treatment 
and my 3rd semester at the same time.

People keep asking me how it feels to be finally 
finished after the last semester. Honestly, I do not 
really know how I did it. One thing is that being a 
TESOL MA student and working mom is a com-
pletely different experience. Being a working 
mom and a graduate studentrequires a lot of jug-
gling such as usually opting to wash the dishes 
instead of do the assignment.It made me think 
about how I survived being a working mom and 
TESOL MA student during the semester. This can 
pose quite the challenge for a working mom of a 
young child in Korea. Take a look at my five tips 
for balancing work, parenthood, and being a 
TESOL MA student based on my personal 
experience.

1. Be realistic 

This was probably the hardest lesson for me. It 
was tough seeing so many of my classmates doing 
very well and turning in great assignments while I 
was concerned about my daughter. The most pain-
ful thing is thatI had to leave my injured daughter 

Five Tips to Survive 
Being a Working Mom 
and Master Student
Eunjin Jeung 
MA TESOL 3rd semester
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in a daycare center while I went to work. I had to 
constantly remind myself of our differences. My 
classmates did not have the responsibilities I had. I 
must admit Icould not have done as well without my 
husband’s help. Being a working mom, wife, and 
student was not easy to do at the same time. It was 
impossible to give 100% to each of my responsibili-
ties all of the time.

I did what I could, when I could. I shared housework 
with my husband and we divided the childcare 
schedule. I tried to never skip a class and submit my 
assignments on time. Every weekend, I had to spend 
a day away from my family to finish everything.

(My attendance last semester)

2. Have a support system

I could not have finished my last semester without 
my support system: my parents, husband, daughter, 
and friends. There were so many times when I 
wanted to quit and give up – they encouraged me to 
keep going. In addition, toward the end of the se-
mester, when things got hectic, I really needed 
someone who could help with cooking, cleaning, 
and caring to Min-jeong. Of course, there were mo-
ments when I felt guilty and selfish. However, I 
could not finish the semester without my support 
network.Therefore, I communicated with my hus-
band, family, and friends about my goals, got their 
support, and let them know how important my MA 
class is to me.Remember that you are not alone. 

3. Have a detailed schedule

In retrospect, my TESOL MA classes were a race 
against time. It was not impossible to study becau-
seI am married. I tried to manage my time system-
aticallyand the most effective way was to use a 
schedule diary. I arranged the schedule for my 
daughter and myself and stuck to it. If I scheduled 
studying for 10am to 6 pm on Saturday and Sunday, 
then I did exactly that. However, there will be times 
when you just have to get some assignment done 
around your child. Therefore, a working mom needs 
to plan time to concentrate on studying because a 
mom's time is not their own. As a working mom, 
you must carve out time in your schedule where you 
are uninterrupted by your child. The best times are 
often early in the morning or at night while every-
one else is asleep. That is a great opportunity for 
you to focus on studying and your job.

My schedule diary
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4. Include your child

Sometimes, I enjoyed shopping with my daughter 
around Sookmyung Women’s University. My daugh-
ter especially liked the Sookmyung snowflake char-
acter (눈송이). I bought a lot of snowflakes on my 
way to school and gave them to her. I asked her to 
draw the snowflake or I allowed her to purchase as 
many snowflakes as she wanted. So I set my daugh-
ter up with some fun snowflake related activities 
(using snowflake Post-it notes, writing on snowflake 
notes, role playing with the snowflake character). 
These activities gave my daughter a nice memory of 
mommy's studying and she liked to do homework. 
Doing my MA has made a positive impression on 
my husband too. He realized that mom can set a 
good example for our daughter's study habits. He 
often tells our daughter that she will have to study 
hard just like mom. 

   

5. Change your habits

Most days, working mom students probably only 
have a tiny amount of time to dedicate to studying. 
As working moms, you have to find time to hit the 
books.First, do not multitask. Usually, working 
moms want to do everything at the same time. They 
are trying to study while they make dinner, check 

their email, and help their kids with homework.
Multitasking makes you obsess about time. So stop 
trying to multitask and list your priorities. It is a 
more effective form of time management. Second, 
shut out social networks. Even if you abandon 
Facebook and Kakao Talk for the semester, nothing 
bad will happen. Close your SNS and do not open 
them again until you have finished your study ses-
sion.Reading news, watching Web toons, and post-
ing tasty desserts may reduce your stress, but it does 
nothing for your grade.It is best to stay offline com-
pletely while you study, but if your studying requires 
the internet, stick to only the sites you need. 

I hope these five tips can be of help to other working 
mothers who choose to pursue a master's degree. I 
want you to get the most out of those precious min-
utes with these tips to help you maximize your study 
time.
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1. Introduction
Listening is a key second language skill and it has a 
crucial role in the process of language acquisition. 
According to Richards (2008), listening is an essen-
tial aspect of communicative competence and the 
most frequently used language skill. Listening is also 
the most important skill for language learning, be-
cause it is the most widely used language skill in 
normal daily life (Morley, 2001; Rost, 2001). 
Therefore, the development of listening skills is one 
of the main concerns of second language learners. 

Traditional language education has usually neglected 
the importance of listening skills and assumed that it 
was just a passive skill which could be acquired by 
simply listening to conversations repeatedly 
(Greenleaf, 2011). Because of this assumption, in the 
past, language education focused on written lan-
guage, such as reading and writing, and there were 
not many sources for listening comprehension devel-
opment, which made it difficult for second language 
learners to strengthen their listening ability. Over 
time, however, there has been a growing interest in 

communicative skills and the trend of language learn-
ing has changed and educators have had second 
thoughtsconcerning the importance of teaching lis-
tening. Now it is believed that listening ability plays 
a significant role in second language acquisition and 
in the development of other language skills. In addi-
tion, due to advances in digital technology, ways of 
teaching language itself has greatly changed over 
time. Nowadays, there are lots of online sources for 
language learning. One of them is podcasts.

A podcast is an audio file available on the Internet 
that can be automatically delivered to a personal 
computer, an MP3 player, or a cell phone (Carvalho, 
Moura & Cruz, 2008).Podcasts are gaining popularity 
among linguists and language teachers for their edu-
cational potential and it was found that using pod-
casts to teach language could be both entertaining 
and educational. Now language teachers can use vari-
ous podcasts as an effective teaching tool for their 
lessons, especially for learners’ listening comprehen-
sion. Vandergrift (2007) mentioned that “listening 
comprehension lies at the heart of language learning.” 
As mentioned above, listening comprehension is a 

Jinhee Lee
Internet Based Language Teaching

S ince l is tening is  a  key second language ski l l  and i t  has  a  crucial 
role  in  the process  of  language acquis i t ion,  how to develop learn-

ers’ l is tening ski l ls  is  one of  the main concerns of  language teachers . 
Thanks to  advanced digi tal  technology,  there are lots  of  onl ine sources 
for  language learning these days.  One of  them is  podcasts .  There has 
been a growing interest  in  podcast  use in  second language acquis i t ion, 
especial ly  for  the development  of  l is tening comprehension.  The main 
concern of  this  paper is  to  invest igate  the educat ional  potent ial  of 
podcasts  for  l is tening comprehension through the development  of  l is-
tening s trategies .

CALL Implementation 
for Listening Comprehension

Educational Potential of Podcasts in Listening Comprehension Development



25

Educational Potential of Podcasts in Listening Comprehension Development

Sookmyung MA TESOL - www.tesolma.com

vital skill for language success but most L2 learners 
have trouble understanding what they hear due to 
their lack of listening strategies. Listening strategies 
are techniques or activities that contribute directly to 
the comprehension and recall of listening input. 
Brown (2007) argued that listening strategies may 
play a key part in the acquisition of listening skills in 
order for second language learners to succeed. Since 
learners receive so much important input aurally, 
they should work to develop aural proficiency skills 
and strategies to help them manage the listening 
comprehension process (Thompson & Rubin, 1996; 
Hauck, 2005).

I am personally interested in using technologies for 
language learning and teaching. While taking IBLT 
course, I learned that podcasts are being used as a 
teaching tool for developing learners’ listening skills 
but I am not sure about the effectiveness of its use. In 
addition, English education in Korea mostly focuses 
on reading and writing, so listening skills in language 
teaching have been relatively neglected.As such, in-
struction for effective listening strategies is usually 
not a part of the ESL curriculum. For future use, I 
would like to investigate the importance of listening 
strategies and the advantages of using podcasts as a 
L2TL tool for improving learners’ listening skills, 
especially for developing listening strategies. 

This paper is going to investigate the potential bene-
fits of podcasts on learners’ listening comprehension 
to see if academic podcasting could help learners 
develop their listening strategies and hence improve 
their listening comprehension ability. In short,I’ll re-
view 8 previous research articles to find answers to 
the following research question:

• Do podcasts help second language learners to im-
prove their listening skills by developing listening 
strategies?

 This paper starts witha literature review on listening 
strategies and the pedagogical value of podcasts. 
After that, the literature review on podcast use for 
listening comprehension and listening strategies will 
follow. From the literature review, the answers to the 
research question will be found as will the implica-
tions for second language listening classes, whichwill 
be described in the discussion section. Finally, the 
last section, the conclusion, sums up all the previous 
parts of the paper.

2. Literature review
The goal of this literature review is to figure out the 
importance of listening strategies in improving lis-
tening ability and the pedagogical potential of pod-
casts in second language teaching and learning, espe-
cially for listening comprehension, by developing 
listening strategies. From the results of previous re-
search, the answer to my research question will be 
found. 

2.1. Listening strategy use and listening ability

Park’s (1997) study investigated the relationship be-
tween listening strategy use and listening ability. He 
makes a supposition that when considering the im-
portance of language learning strategies in L2 profi-
ciency, L2 learners’ use of listening strategies may 
facilitate listening ability. Park wanted to find out the 
possible effects of listening strategy use on listening 
ability so, with 51 Korean college students, he en-
acted a research project. The subjects of the research 
had been studying English for at least six years so 
they were assumed to have enough English profi-
ciency to take the TOEIC test and use specific listen-
ing strategies to facilitate their listening ability. In 
order to determine students’ listening ability, the 
TOEIC was used. Based on their TOEIC scores, the 
subjects were classified as beginning to advanced 
students. Their scores ranged from 80 to 845 and 
their ages ranged from 19 to 29. Park also developed 
a self-report questionnaire, the Strategies for English 
Listening (SEL), to assess the variety and frequency 
of students’ use of listening strategies. The subjects 
were divided into four groups according to their 
scores on listening strategies. 

The main concern of this study is to investigate the 
relationship between students’ use of listening strate-
gies measured by the SEL and their listening ability 
assessed by the TOEIC L/C. Park (1997) found that 
the mean scores of the TOEIC L/C of each group in-
creased in accordance with the increase of the mean 
scores of the SEL of each group, which shows there 
is a significant relationship between listening strate-
gies and the TOEIC L/C. It indicates that students’ 
use of listening strategies is related to their listening 
ability, and this relationship is linear. This result is in 
accord with O’Malley and Chamot’s findings (1989), 
which show that effective listeners used more listen-
ing strategies, such as self-monitoring for checking 
comprehension, inferencing for using information in 
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the text, and elaboration for relating new information 
to prior knowledge, than less effective listeners did. 
Park’s findings (1997) also suggested that strategy 
training be conducted in classrooms to help students 
improve their listening skills. The importance and 
effectiveness of strategy instruction is going to be 
addressed in the next study. 

2.2. Strategy instruction for improving listening skills

Carrier (2003) hypothesized that targeted listening 
strategy instruction in the ESL classroom leads to 
improved listening comprehension that can be useful 
in English language learners’ academic content 
classes. To test this hypothesis, she conducted a study 
with the research question, ‘Does listening strategy 
instruction in the ESL classroom improve students’ 
listening comprehension of oral academic content 
material of the type that they encounter in their aca-
demic content classes?’. 

The participants of the study were 7 intermediate 
high school students aged from 14 to 17 in a U.S rural 
high school. Two pretests were given to participants 
for the measurement of their discrete, or bottom-up 
listening skills, and video listening, or top-down lis-
tening skills. After pretests, participants attended 15 
class sessions of targeted listening strategy instruc-
tion over a 6-week period in addition to their various 
academic content classes, such as English literature, 
biology, etc. The sessions focused on strategies for 
developing discrete listening skills, video listening 
skills, and effective note taking, which is a significant 
skill for effective listening. Through the sessions, 
participants learned listening strategies explicitly 
based on Chamot and O’Malley’s (1994) recommen-
dations regarding explicit strategy instruction. The 
strategies participants learned previously were dis-
cussed again for them to use for more effective listen-
ing and opportunities to practice the strategy for dif-
ferent kinds of oral text were also given. Finally, after 
strategy training sessions, two posttests were con-
ducted to remeasure the participants’ discrete listen-
ing skills and video listening and note-taking skills. 
The format of the posttests was the same as the pre-
tests. For the discrete skills test, the number of cor-
rect responses to the questions was used as a meas-
urement and for the video listening test, the number 
of correct facts about the video was used. 

Carrier (2003) found that both the discrete listening 
tests and video listening tests showed a statistically 
significant difference between the pretest and posttest 

scores, in a positive direction. The results showed 
that explicit listening strategy instruction improves 
participants’ discrete listening ability and their video 
listening and note-taking ability, and therefore en-
hance their academic listening ability so that they can 
comprehend oral academic content classes better. 
There are some illustrative examples which show 
how listening strategy instruction benefits students in 
the study. First of all, bottom-up listening instruction 
helps students to distinguish the difference in sound 
between can and can’t. After specific strategy instruc-
tion, the participants improved their ability to distin-
guish the difference between what previously had 
been a very difficult combination to decipher. Another 
example is about the top-down strategy instruction 
for teaching strategies for selective attention to word 
stress. The participants were able to focus their lis-
tening on the stressed words and phrases after real-
izing the fact that the important information in an 
utterance is stressed. The participants’ improvement 
in taking notes and constructing meaning from those 
notes was also closely related to their success in im-
proving their video listening since effective note tak-
ing enable them to guess at meaning in a post-listen-
ing review of notes. Note-taking strategy instruction 
helps learners to develop their own abbreviations and 
symbols for faster note taking. It also helps them to 
realize that meaning can be constructed from key 
words rather than entire sentences. 

2.3. The impact of focused listening strate-
gies on the listening-comprehension 

Kary and Mauricio (2010) did an action research 
with 25 students at the B2 level of proficiency ac-
cording to CEFRL (Common European Framework 
of Reference for Languages: Learning, Teaching, 
Assessment) in order to see if the teaching of focused 
listening strategies could improve L2 learners’ listen-
ing comprehension performance. The students 
showed low levels in listening comprehension not 
corresponding to their level and Kary and Mauricio 
thought that this was because the students had never 
been taught any focused strategies, which could be 
effective for understanding English. 

This action research was divided into three phases: 
the diagnostic phase, where students took a listening 
test and then answered a questionnaire about their 
test experience, the implementation phase, where 
some focused listening strategies to improve listen-
ing comprehension were introduced to students so 
that they could put those strategies into practice and 
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improve their self-confidence in doing these type of 
exercises, and the validation phase, where the stu-
dents were given a validation test and completed a 
questionnaire about their opinion. The focused listen-
ing strategies introduced to the students were ‘sensi-
tive reception strategies’, such as focusing on non-
verbal communication, and ‘focused reception 
strategies’, such as paying attention to important de-
tails of what is being heard. These strategies were 
taught over four sessions and put into practice for 
execution, evaluation, and repair moments. 

From the data analysis of the study, Kary and 
Mauricio (2010) found that teaching both sensitive 
reception strategies and focused reception strategies 
actually helped students to improve their listening 
comprehension and overcome their difficulties when 
listening to oral texts. Before the implementation of 
the strategies, most of the students were not aware of 
the existence of listening strategies and showed low 
self-confidence, stress and confusion. However, the 
validation test results showed that the implementa-
tion of the focused listening strategies had a positive 
impact on students’ listening comprehension perfor-
mance since 23 out of 25 students reached the B2 
level after learning listening strategies. 

From the results of the three case studies above, it is 
clear that teaching and using listening strategies is 
effective for improving learner’s listening skills. The 
significant relationship between listening strategies 
and listening ability in those studies clearly supports 
the importance of strategy use in second language 
listening comprehension. Now, a literature review on 
the pedagogical potential of podcast will follow. 

2.4. Pedagogical potential and advantages 
of podcast use 

Podcasting is one of the most dynamic, powerful, 
emergent technological approaches in facilitating 
language learning, especially for listening skills. 
According to Hasan and Hoon (2013), podcasting is 
a novel tool being exploited by language teachers to 
deliver educational content and to encourage learn-
ing outside the classroom. There are several research-
es who have sought to determine the effectiveness of 
podcasts on ESL students’ language skills and they 
already acknowledge its pedagogical potential and 
suggest that podcasting greatly helps learners develop 
various English languageskills, especially in devel-
oping learners’ speaking and listening skills. Since 
podcasting provides students with a means to get 

access to authentic listening materials, it helps stu-
dents to learn language in real, meaningful, authentic 
situations. Smidt and Hegelheimer (2005) found that 
using authentic Web-delivered video enhances listen-
ing comprehension. Such diverse authentic materials 
may also draw students’ interest and this interest can 
motivate learners to enjoy listening to podcasts and 
show willingness towards this new technology in 
developing their language skills (Li, 2010). In fact, 
podcasts have the potential to create both intrinsic 
and extrinsic motivation among students (O-Bryan 
and Hegelheimer, 2007). Students can have intrinsic 
motivation while doing interesting and challenging 
tasks using podcasts and can find rewards through the 
enjoyment of the experience. Extrinsic motivation is 
achieved through the receipt of high grades or praise 
as a reward for learning, on the other hand (O-Bryan 
and Hegelheimer, 2007). Furthermore, the use of 
podcasts reduces students’ anxiety because it makes 
it possible for students to practice listening in a self-
directed manner and at their own pace. Even if they 
miss a class, students can review the lesson using a 
podcast and if there is anything they do not under-
stand, students can also listen to the podcast multiple 
times until they achieve a better understanding. It 
motivates students to improve their listening skills 
without being afraid of possible failure. 

These findings from various researchers give insights 
into a practice of developing listening competence 
using podcasts as a second language learning tool. 
Now, two case studies by Fadda and Qasim (2013) 
and Kavaliauskienė and Anusienė (2009) will be de-
scribed to look at more specific uses of podcastsin 
improving listening comprehension. Both studies are 
about effectiveness of podcast use for developing 
listening skills, but Kavaliauskienė and Anusienė’s 
(2009) study aims more at examining learners’ per-
ceptions of the use of podcasts. 

2.5. Podcast use for listening comprehension

Fadda and Qasim (2013) examines the influence of 
podcasting on the listening comprehension of 46 fe-
male Saudi EFL students in higher education. They 
tried to determine the effectiveness of podcasts for 
enhancing listening comprehension skills and moti-
vation and to figure out students’ attitudes towards 
using podcasts in EFL classrooms, in regard to listen-
ing comprehension through their study. 

The randomly selected participants of the study were 
46 female undergraduate English learners aged from 
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19 to 23 who attended English major courses and had 
studied English for at least six years before enrolling 
in the course. They had no experience listening or 
downloading podcasts before this study. The partici-
pants were divided into two groups: a control of 21 
participants and an experimental group of 25 partici-
pants, and given a six-week treatment. The control 
group was given no special treatment whereas the 
experimental group received podcasts on their mo-
bile devices. Both groups were studying listening 
comprehension with the same teacher and had taken 
a pre-test based on their course book before the ex-
periment began. The participants in the experimental 
group were encouraged to work in groups to create 
their own academic podcast with the assistance of the 
researcher. The topics of the podcasts were selected 
from the students’ syllabus and were related to listen-
ing strategies and functions such as making predic-
tions, generalizing and expressing opinions, offering 
clarification, etc. Students wrote their own podcast 
episode scripts and they were recorded under the su-
pervision of the researcher. At the beginning, only 10 
students volunteered to create the podcasts, but by 
the end of the experiment, most students in the ex-
perimental group had been able to create podcasts on 
demand successfully. After the six-week treatment, 
all participants took a post-test. A T-test was em-
ployed to see the differences between the scores of 
the two groups and a questionnaire was employed as 
a post-project evaluation to measure motivation and 
students’ attitudes towards using podcasts. 

The result of the posttest shows a significant differ-
ence between the two groups’ test scores. The experi-
mental group (13.96) performed better than the con-
trol group (11.62). It indicates that the experimental 
group outperformed the control group in terms of 
listening comprehension. From the result, it can be 
assumed that podcasting is effective for enhancing 
listening comprehension skills. By using a question-
naire, participants’ motivation was measured and the 
result shows that the participants were generally posi-
tive from a motivational perspective. Lastly, based on 
a questionnaire, Fadda and Qasim (2013) found that 
the participants had a significantly positive attitude 
towards podcast-based learning. All these findings 
imply that podcasts can enhance students’ listening 
comprehension and provide students with opportu-
nity to be exposed to authentic conversations and to 
be motivated to learn language.

2.6. Learners’ perceptions of podcast use 
and its effectiveness 

Kavaliauskienė and Anusienė (2009) did a research 
project with the aim of examining learners’ percep-
tions of using podcasts for online listening learning 
to improve listening skills based on the analysis of 
self-evaluation surveys. 

The participants of the study were 1st year full-time 
students with two different specializations studying 
English for specific purposes. The students were 
asked to choose podcasts by themselves and listen to 
them outside the classroom. After two weeks, stu-
dents evaluated their listening experience to podcasts 
and their performance by answering podcast-related 
questions in a specially designed questionnaire. They 
also wrote self-assessment entries in their weblogs to 
self-evaluate their listening skills.

The analysis of the self-evaluation data showed that 
more than half of the students assessed their under-
standing ability of the podcasts’ content as generally 
good. In addition, nearly 70% of the students reported 
that they listened to podcasts as often as possible, 
which could imply that they liked using podcasts to 
improve their listening skills. This was partly because 
podcasts allowed the students to listen to them when-
ever and wherever they wanted and to do their home-
work at their own pace under non-threatening cir-
cumstances. The various topics available in podcasts 
also motivated the students to improve listening skills 
with authentic language use for specific purposes. 
Kavaliauskienė and Anusienė (2009) concluded that 
the use of podcasts raises students’ language aware-
ness by listening to authentic language use and pro-
motes their motivation to learn a language, and hence 
enables them to develop listening competence.

From this research article, the use of podcasts for 
listening comprehension was proven to be effective 
by providing authentic input and also it can be as-
sumed that podcasting promotes learners’ motivation. 
The effectiveness of using podcasts for listening 
competence and learners’ motivation is also ad-
dressed in Yeh’s (2013) research, but Yeh (2013) also 
focused on the use of podcast for independent learn-
ing in his study. 

2.7. Integrating podcast into English class 
for extensive listening

Yeh (2013) tried to find out the effectiveness of inte-
grating a podcast learning project into an English 
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class to promote extensive listening and students’ in-
dependent learning. He hypothesized that podcasting 
can provide authentic language input outside the 
classroom and hence promote extensive listening and 
develop learners’ autonomy in the learning process. 
Therefore, Yeh (2013) conducted a study with two 
research questions; ‘how do EFL university students 
use online podcast resources for listening practice?’ 
and ‘how do they perceive the use of podcasting for 
educational purposes?’. 

Participants of his study were 23 undergraduate stu-
dents whose English proficiency levels ranged from 
low-intermediate to low-advanced. Yeh (2013) con-
ducted this study in an English speaking and listening 
course and among the 23 students, 13 students were 
English majors and the other 10 were not, but all of 
them had never experienced using podcasts for lan-
guage learning before. The study consisted of five 
sessions; an orientation session for explaining how to 
find and use podcasts, a podcast experience sharing 
session for facilitating peer learning and identifying 
podcasts which fit each student’s interest and lan-
guage level, a teacher-directed podcast session for 
exposing students to various online audio resources 
and ancillary learning materials, a daily writing ses-
sion for developing students’ autonomy in their 
learning, and finally, an oral presentation session for 
evaluating students’ podcast experience. 

The results showed that overall, the podcast experi-
ence project was successful. For the answer to the 
first research questions, the results revealed that the 
students reported their listening skills actually im-
proved after the two-month project and that podcast 
use also provided opportunities to get new knowledge 
and information. They also reported that the use of 
podcasts was good for language learning since pod-
casts were easy to access and convenient so that they 
could use them at anytime and anywhere. As for stu-
dents’ independent learning, nearly two-thirds of the 
students reported that the project motivated them to 
learn English with freedom of choice, meaningful 
practice, and enjoyable experiences. 

These findings imply that using podcasts as class 
material can provide authentic input and facilitate 
students’ engagement with listening materials with-
out limits of time and place. O’Bryan and Hegelehimer 
(2007) also conducted a study of integrating podcast 
into ESL classroom, but their study was more specific 
to listening strategy development using podcast as a 
part of a listening course.

2.8. Implementation of podcast in an ESL 
listening strategy course

O’Bryan and Hegelehimer (2007) attempted to inte-
grate podcast use into the ESL class for developing 
listening strategies. They believed that podcasts had 
the potential to provide a rich source of input and also 
to transform instruction. On the hypothesis that pod-
cast use can transform classroom instructionwhen 
students begin listening to language learning materi-
als integrated into the curriculum, especially for lis-
tening strategies, O’Bryan and Hegelehimer (2007) 
conducted a study with international graduate and 
undergraduate students who had various majors and 
language backgrounds. 

The target ESL class of their study was a “strategies-
based” (Cohen, 1998: 82) listening course which fo-
cused on describing and modeling strategies for stu-
dents to use based on Cohen’s (1998) suggestions. 
The instructor of this course had experience with 
CALL design and use, so she created all podcasts 
neededfor this course and assisted in re-structuring 
the course syllabus to facilitate podcast integration 
into the course. The students took this course two 
hours a week over fifteen weeks. They listened to 
fourteen specially designed podcasts. Two of them 
were video podcasts and the other twelve were audio 
podcasts, and these podcasts were assigned at spe-
cific points to coincide with the topics dealt with in 
class. All the podcasts were on the course weblog so 
that the students could listen to them at anytime and 
anywhere. The students were asked to complete a 
task or quiz about what they had learned after listen-
ing to each podcast to assess their listening compre-
hension of the podcast contents. For the first twelve 
weeks, the students got explicit listening strategy in-
struction with assigned podcasts. In the remaining 
three weeks, the students prepared to listen to aca-
demic lectures with assigned podcasts which helpedto 
remind them of academic and general strategies to 
use when listening to the lectures. Throughout the 
semester, the instructor kept a reflective journal and 
the students completed two interviews with survey 
questions about their podcast use experience and in-
teractions with the podcasts. 

By analyzing the reflective journal and interviews, 
O’Bryan and Hegelehimer (2007) found out that pod-
casts could reinforce strategy instruction through 
summarizing, modeling and practicing. Also, by 
providing both video and audio podcasts for input, 
students’ understanding and retention of listening 
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strategies were actually improved. Besides that, the 
instructor-produced podcasts promoted student moti-
vation, especially intrinsic motivation with interest-
ing, authentic texts, which led to the improvement of 
listening comprehension. 

3. Results & Discussion
Investigating eight research articles, I described the 
importance of listening strategies in improving lis-
tening ability and the pedagogical potential of pod-
casting for developing listening skills. 

As for the relationship between listening strategies 
and listening comprehension, a literature review of 
three research articles was included. Park’s study 
(1997) explored the possible effects of listening strat-
egy use on listening ability. The findings from the 
study indicated that listening strategies were signifi-
cantly related to the TOEIC listening comprehension 
and their relationship is linear, which means that the 
higher the students’ listening ability, the more they 
used listening strategies. This significant relationship 
between listening strategies and listening ability in 
the study clearly supports the need for listening strat-
egies in L2 acquisition. The need for strategy training 
and instruction for improving listening ability is also 
stressed in Carrier’s study (2003). In her study, 
Carrier tried to find out whether listening strategy 
instruction in an ESL classroom was effective in 
helping prepare learners for comprehending oral aca-
demic content material in their academic content 
classes. The results of the study showed that through 
explicit listening strategy instruction, participants 
improved their discrete listening ability and their 
video listening and note-taking ability, and therefore 
enhanced their academic listening ability so that they 
could comprehend oral academic content classes bet-
ter.Kary and Mauricio (2010) also did an action re-
search to see if the teaching of focused listening 
strategies could improve L2 learners’ listening com-
prehension performance and the results showed that 
teaching focused strategies actually helped students 
to improve their listening comprehension and over-
come their difficulties when listening to oral texts. 
Practically, the results of these three studies imply 
that strategy training should be included in L2 cur-
riculum to help learners to be more competent in their 
listening.

For the development of listening ability, podcasts are 

drawing attention as an effective L2TL tool and are 
being used in real classrooms. Research on podcast-
ing pedagogy suggest that podcasts greatly help 
learners develop various English language skills, es-
pecially learners’ listening skills. Podcasts provide 
language teachers with a myriad of authentic materi-
als for teaching listening skills. In addition, the use of 
podcasts can create both intrinsic and extrinsic moti-
vation for learning a language and allow learners to 
develop their language skill in an unthreatening envi-
ronment since learners can study language whenever 
and wherever they want and also at their own pace. 
Based on these positive effects of podcasting on lan-
guage learning, four studies focused on podcast use 
for listening comprehension and listening strategies. 

Fadda and Qasim (2013) studied the effectiveness of 
podcasts on listening comprehension by doing an 
experiment with EFL students in higher education. 
The findings of the study suggest that podcasts can 
enhance students’ listening comprehension better 
than traditional classroom instruction by providing 
authentic materials and making students gain confi-
dence in their comprehension ability in aural input 
overall. Kavaliauskienė and Anusienė (2009) also did 
a research project with the aim of examining learners’ 
perceptions of using podcasts for online listening 
learning to improve listening skills and found out that 
most students had positive attitudes towards podcast 
use since it improved their listening skills with au-
thentic language use. Yeh (2013) and O’Bryan and 
Hegelehimer (2007) attempted to integrate podcast 
use into their ESL classes. Yeh (2013) did an experi-
ment to find out whether integrating podcasts into the 
classroom could promote extensive listening and de-
velop learners’ independent learning. The results 
from the experiment revealed that podcast use pro-
moted extensive listening by providing authentic in-
put and opportunities to get new knowledge and in-
formation. Also, podcast use had positive effects on 
independent learning by promoting learners’ motiva-
tion with meaningful and enjoyable practice. O’Bryan 
and Hegelehimer’s (2007) study focusedmore on lis-
tening strategy development using podcasts as a part 
of a listening course. They found out that the integra-
tion of podcasts into ESL classrooms helped students 
to understand and retain listening strategies they’d 
learned and hence improved their listening 
comprehension. 

Taken together, the use of podcasts can help second 
language learners to be motivated to learn a language, 
develop listening strategies, and improve their 



31

Educational Potential of Podcasts in Listening Comprehension Development

Sookmyung MA TESOL - www.tesolma.com

listening skills. Therefore, the answer to the research 
question of this paper could be “Yes, podcasts help 
second language learners to improve their listening 
skills by developing listening strategies.”

However, two new issues which are equally impor-
tant as the effectiveness of podcasting are raised here. 

• How to decide what podcasts are beneficial?

• How is a podcast used most effectively for learners 
to develop listening strategies?

These issues are very important things to consider for 
language teachers before implementing podcasts into 
the classroom. 

Constantine (2007) deals with the selection of the 
most beneficial podcasts and discusses how to maxi-
mize learning by using them. According to 
Constantine (2007), when choosing a podcast for 
educational purposes, teachers should focus on rele-
vance and transferability. When a topic is relevant, 
the learner pays attention to it and then it increases 
learner’s motivation (Morley, 2001). Transferability 
is often connected to relevance. Constantine explains 
the relationship between these two by mentioning 
that if students feel that the content is relevant, they 
are more likely to apply what they learned to other 
situations whether it is at school or out in the real 
world. Morley (2001) also argued that the best listen-
ing activities present in-class activities that mirror 
real life. 

When it comes to listening strategies, Constantine 
(2007) explains that students will gain the most from 
podcasts when employing listening strategies to con-
solidate their learning. When teaching English listen-
ing with a podcast, he suggests that using seven 
techniques offered by Mendelsohn (1994) which 
could help learners to focus on any listening activity. 
The seven steps are listening for one crucial detail, 
listening for all the details, listening for the gist, lis-
tening for mood and atmosphere, listening for the 
main idea, listening to form hypotheses and make 
predictions, and listening to make an inference. By 
practicing these steps repeatedly with various pod-
casts, learners could develop listening strategies and 
hence improve their overall listening comprehension 
ability. Another innovative usage of podcasts sug-
gested by Constantine (2007) is to having students 
listen to a podcast and read its transcript aloudat the 
same time. After that, students record the material on 
a cassette tape and turn it into the teacher. The teacher 

listens to the recordings and gives feedback to the 
students. In this way, the students will not only be 
able to develop listening skills but also to improve 
pronunciation, to develop fluency in reading and to 
acquire new vocabulary words. 

4. Conclusion
Listening comprehension lies at the heart of language 
learning (Vandergrift, 2007) and that is why language 
teachers should pay more attention to listening ability 
as a necessary skill in L2 acquisition. To aid in listen-
ing ability development, podcasts are viewed as an 
innovative tool which could deliver educational con-
tent. The purpose of this literature review was to look 
into the importance of listening strategies in improv-
ing listening ability and to determine the pedagogical 
potential of podcasting to see if podcasting could be 
an effective tool for improving learners’ listening 
comprehension. The results from the literature review 
show that listening strategies are important to im-
prove listening comprehension and needed to be 
taught in ESL curriculums and that the use of pod-
casts can help second language learners to improve 
their listening skills. In addition, from these results, I 
realized that as teachers, we should help leaners de-
velop their listening skills with appropriate strategy 
training and instruction and provide them with more 
authentic materials using podcasts which could both 
be used inside and outside of the classroom and 
therefore improve their listening competence. 
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1.Teaching and student profile
I am teaching in a private elementary school. The goal is to teach English to students through content-based 
learning. The content that my focus is in is Science. We use authentic textbooks from the United States for the 
fifth-grade level with Macmillan/McGraw Hill Publishing. There are two levels of student textbooks with four 
levels of students. The non-abridged hard cover textbook is used with the upper two levels of students. The 
lower two levels use an annotated version of the textbook that is originally designed to be used as supplemental 
text for second language learners. However, the lower two levels only use the simplified text alone. There are 
eight classes, two classes for each level. 12-16 students are in each class. I meet them twice a week for Science 
with 40 minutes for each class. Once a week I meet the same level of students (two classes total) over sequen-
tial two-40 minute classes for non-Science related English that connects to the national curriculum standards 
that are far below the language students use for their content classes.

Some students also have parents that have English knowledge, but I have not investigated if any of them use 
English with their Korean parents at home. Some students also have parents that have English knowledge, but 
I have not investigated if any of them use English with their Korean parents at home. Some students also have 
parents that have English knowledge, but I have not investigated if any of them use English with their Korean 
parents at home.

The language objectives are very general for my class. I help students form their questions and answers during 
discussion. For written language, I guide them with either models they can emulate or for lower levels copy. 
Most students choose to alter the model I make. For experiment write-ups, I proved the format like a template 
on the board. The textbook is an authentic US curriculum Science textbook with a table of contents and goals 
for each lesson and chapter that meet Tennessee state standards. The test questions also meet those standards 
that are not relevant for my students. Therefore, for my classroom, I choose five chapters for the year that are 
topics that might also be covered in Korean Science class and adjust the content for the language levels and 
cognitive ability of my students. I have attached an example of the table of contents for the most recent chapter, 

Rebekah Drews
Principles of Language Testing

Reflecting on assessment practices of 5th graders at a private elementary 
school shows that incorporating more formative assessments can be ben-

eficial in instruction and tracking student progress. Building this portfolio 
shows the flaws in current summative assessment questions including multiple-
choice questions. The adjustments in item choices provide more reliable and 
valid assessment of student knowledge for monthly content tests. Current 
formative assessments through reading and discussion can be improved upon 
with the addition of valid and reliable rubrics through student self-assessment. 
The portfolio also revealed the struggle in Science content based instruction 
through simultaneous goals for learning content and language. The solution 
can be rubrics designed with both types of goals with appropriate categories 
and descriptors during in-class activities, tasks, and experiments. These ru-
brics can be designed to be teacher-, self-, or peer- assessed

Portfolio of Assessment Practices for Korean 5th 
Graders in Content Based English Instruction
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Chapter 12 Using Energy. I decided to only cover three lessons of the five in order to use experiments and al-
low time to use more deeper-level activities for the three lessons covering heat, sound, and light.

Figure 1: Textbook sample table of content

In general, for all the five chapters, I chose the content to cover. I have students form or repeat questions from 
the text or ones I add on a PowerPoint. I want students to practice asking the question forms with a reply that 
correctly answers the question. There can be two aspects of answering; one answer is based on correctness of 
content. The other aspect that I value more highly is understanding the question form in order to give a reply 
that answers the question even if not necessarily the correct content answer. 

Since the students are Intermediate Mid to Intermediate High according to ACTFL guidelines, I expect stu-
dents to gather content from the textbook and recombine information. This can result in odd forms but the 
meaning is similar. I scaffold students through feedback that the idea is correct and to guide them to accurate 
language forms. So the language goals for my students requires correct content but most of the language forms 
are guided through feedback either pointing to information on the board, textbook, or giving them chunks of 
language to use in forming their answer. I also have added language expressions that are commonly used in the 
classroom to point at when students are talking to each other or to me because my curriculum does not give 
much room for having tasks with common classroom talk. I provide language examples around the room as 
reference for them when they need it in real time.
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Students get a weekly participation and attitude grade, weekly vocabulary quiz grade, and a monthly content 
quiz grade along with the national curriculum test score and a general English test.

2. My beliefs on assessment in second language teaching
English language assessment should combine both formative and summative assessments. With regards to my 
content-based language teaching, test materials are provided with the textbook for summative assessments. 
They are practical once adjusted for the content covered in class. Summative assessments are also relevant to 
my teaching context as students and parents both rely on these scores for checking knowledge progress. The 
summative assessments are criterion-referenced tests. The criterion for the questions are based on content for 
the Tennessee statewide test (Macmillan/McGraw-Hill, 2010). Formative assessment through proper feedback 
is also a very important factor for communication and learning a second language (Jang, 2009). Feedback has 
also shown to be valuable for language development in a second language over studying abroad (DuFon, 
1999). Students learned appropriate communicative language features that those studying in the natural envi-
ronment did not obtain. Feedback can be given through assigned tasks to students (Bygate, Swain, and Skehan, 
2013). The tasks are also based on negotiating meaning, having a real-world objective, and allows the instruc-
tor to monitor common language characteristics of each group in the classroom. The other group members and 
the teacher can both provide feedback to students during a task. Having students work together and be aware 
of their own language helps build their confidence and become better at noticing language errors. This is also 
part of my goal to help them become more autonomous in taking charge of their own learning.

My expectations for students rely on language and content knowledge from covered through class textbook 
readings, in-class activities, homework, weekly vocabulary quizzes, and digital media input in class. In-class 
discussions and our focus on specific content material is weighted in a similar fashion for the summative as-
sessment. The formative assessments in my classroom have yet to be looked more closely and definitely not 
with tasks in the formal definition by Bygate et al. (2013) as well as Coombe, Davidson, O’Sullivan, and 
Stoynoff (2012). For formative assessments through in-class discussions, I adjust language expectations based 
on one of the four levels of students I am teaching. Nevertheless,I also realize that fifth graders whose first 
language in English will also struggle with vocabulary used in the textbooks. The informal assessments help 
me see where comprehension is a language issue and not a lack of attention.

I do not have a formal rubric for assessing students at the moment, but I would count language over content as 
more important for classroom discussions. I would also include a criterion for negotiating meaning, as I do not 
rely on students to create a well-formed answer alone. This means that I help students form the language they 
use with accuracy in partner question/answer time when there is an issue of intelligibility or communication 
(Celce-Murcia, Brinton, and Goodwin, 2010). However, for experiment write-ups if I were to make a rubric, I 
would give more weight to content correctness, but the language forms would also be important because I give 
them the skeleton of what to write. They should fill in information for correct content. In the future, I would 
like to create general rubrics for class discussion with warm up questions and text comprehension, experiment 
write-ups, and diagram/chart/study guide designs.

3. My current assessment practices

3.1 The validity and reliability of my current assessment practice

Summative test items that are criterion-referenced tests are more suitable for classroom environments as op-
posed to norm-referenced tests that rely on creating questions to produce about 50 percent of the test takers 
getting the answer incorrect (Brown and Hudson, 2002). The student textbooks that we use are from Macmillan/
McGraw-Hill. They use criterion-referenced test questions based on Tennessee Standards for their statewide-
standardized tests.  
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My students are not taking the Tennessee standardized tests so the standards that my own students have differ 
than the goals of the textbook target. There is validity in the test questions as it refers to content in the textbooks 
and other resources provided by the publishing company. The item reliability of test questions is also based on 
creating similar level answers. I will sometimes use the test question directly from the publisher and also adjust 
the language and content based on what I covered in class with my students. 

  What is matter?

   A. anything that takes up space and has matter.

  B. anything that takes up space and has volume.

  C. anything that takes up space and has mass.

  D. anything that takes up space and has buoyancy.

Figure 2: Adjusted multiple-choice test question

My students learned this vocabulary word, matter, but did not learn content related to the publisher’s example 
of the answer choices. So I designed the answer choices myself. It was based on the criteria for knowing the 
definition of matter as we have already covered in class. 

Non-multiple choice questions do not directly mimic the text word order so that it is testing student knowledge 
of the material. 

Figure 3: Non-multiple choice question

The content validity of my questions is high as the questions directly reflect material from the text and other 
class materials and discussion. Yet there is always a need to be aware of washback effect. The content quiz 
should measure students are actually performing well on the test itself as a measure of language knowledge to 
appropriately answer the science content. 

They are hopefully not knowledgeable of the test itself in a manner that reflects their ability to use the study 
guide to memorize noticeable words and by happenstance perform well (Alderson and Wall, 1993; Bailey, 
1996 as cited in Poehner, 2008). I try to prevent this by having a variety of question types like cloze with three 
"questions" with an answer box of four possible answers. If students have studied material, they would cor-
rectly fill in the blank, but if I gave a multiple-choice question, the students might be more likely to randomly 
pick an answer. 

 I can check reliability by examining multiple choice test items by looking at the choice distribution. I would 
check the number of students who answered for each item of the multiple-choice answers. A difficulty in 
measuring the reliability of this method is that the choice distribution might not be reflective in checking for 
reliability if I have designed a question that reflects content that was covered through instruction because most 
students would get the correct answer. Especially when we have the review days before the test, students per-
form better on the test. The final test this year, we were not able to have review days and the questions that were 
based on the Science experiments with free written responses had above 80% correct answers. So measuring 
reliability of item choices by distribution might be difficult if it is a question that many students are comfort-
able answering based on appropriate instruction and experience in class. 
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3.2 How the current assessment methods can improve

Currently I have been focusing on altering assessments to meet the language proficiency of my students. While 
I say this, there has not been a highly valid and reliable formal language test given to students to know their 
formal proficiency level. But through evaluating my assessment practice, I see that there is a void in actual 
second language goals for my students. Instructions given to me by my team leader, a non-Korean English 
teacher, was that the focus of teaching Science at the school was to get students to learn English through the 
Science text. My focus has been mainly on adjusting Science content but less attention to formally addressing 
language needs of my students. I do not have clear language goals in the syllabus for my year of instruction. 
There is not even a clear syllabus set out. I choose chapters according to the number of lessons I have before 
the “monthly” content quiz. This is the large quiz where all four subject areas are tested including 10 questions 
from Science.

Unfortunately, another issue with testing Science is that it is heavily vocabulary based. If students have memo-
rized the textbook definition, then they are likely to answer the question correctly as seen below. This is testing 
the Science material based on criteria of the test information as learned in class from a given study guide. But 
as there is no preset language goal, this type of question does not necessarily probe student language knowl-
edge in a communicative form. I had students make an entry for an example of a lexis notebook and then dis-
cussed with them if they see any difference or benefit to learning language with the information that we wrote 
compared to the typical way they learn vocabulary. Two students agreed that they could learn vocabulary and 
information a lot better with a lexis notebook but also remarked on how hard it would be to do that for all the 
words they want or are required to learn. I could make checking and sharing information from their lexis 
notebooks as part of assessment or their portfolio.

One way to address issues of language would be to provide incorporate more student background knowledge. 
While encountering many new vocabulary items from the textbook, students find a chapter difficult not based 
on concepts but based on a lack of understanding the vocabulary items. While I try to use reading strategies as 
a type of informal formative assessment in class, there might be a bigger issue at hand. Using reading strategies 
might be limited by vocabulary and background knowledge (Anderson, 1991). Choosing similar topics from 
their Korean Science class and the English Science class will provide student background knowledge from 
their L1. But the issue of criterion-related validity is brought up. 

According to Akbari (2012), criterion-related validity is when a correlated test that has been previously tested 
is administered with a similar made test. The original test questions based on Macmillan/McGraw-Hill are 
based on criteria for a specific group of first language users of Science. I am trying to adapt the test questions 
to test second language users. I am not sure how valid my test would be for testing students on their knowledge 
of the second language proficiency if the criteria for a similar test is based on specific and non-communicative 
text. But the one or two students who do move to the United States each year, they would be assessed appro-
priately for the content they might be expected to know in those schools. 

With reflection on the daily lesson plans, I can design test questions to reflect the content we have focused on. 
The amount of time we have spent on certain aspects of each lesson can also be reflected in the amount and 
depth of question types for the tests as well. This will be a reliable test for these students and I would continue 
to adjust yearly questions based on the students each year have used the content material for each chapter. 
Therefore, a reliable test of content would be reflected on the constructive validity of test content that matches 
instruction.

A solution to building up communicative language skills for my students is having tasks based on classroom 
content that is connected to the real world. Through these tasks, I can assess and give feedback to my students 
based on communicative language skills. In retrospect, I was always one step away from having an activity 
become a task. The tasks done on a weekly basis throughout the year could improve communication skills and 
language proficiency of my students. 

For each lesson after starting this course in second language assessment, I see a great need for creating rubrics 
to reflect teacher, peer, and self-assessments of a variety of in class work students do in my Science classes. 
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Depending on the activity, I would either design ex-
emplars in content or language and sometimes both 
with differing weight on each. By showing students 
the rubric before the task, students would know if 
they should focus on content or language accuracy on 
each activity. They would also be prepared to evalu-
ate themselves, a peer, or be evaluated by the teacher 
(me).

4. Formative assessment 

4.1 Formative assessment as instructional 
intervention

I give feedback to my students during reading com-
prehension questions, asking questions about back-
ground knowledge, experiments, and written work 
like summarizing and categorizing information with 
textbook evidence, real world evidence, or pictures/
diagrams/charts.  The current practice of formative 
assessment involves feedback with students as men-
tioned above. When there is an error in accuracy for 
answering a reading passage, I ask the students how 
they came to that answer. This type of feedback does 
not necessarily say yes or no if they are correct. It 
allows them to reflect on how they answered. This 
also ensures that students are not randomly guessing 
and saying words that they heard during the class. I 
have noticed a decrease in random guessing through-
out the year. Students are quicker at pointing to sec-
tions of the text in order to support how they got an 
answer. I also allow other students to openly help 
each other during this reading comprehension time so 
that students are more open to answering instead of 
shutting down. As seen in the variety of reading as-
sessment questions from Hubley (2012) I also incor-
porate a variety of questions to students through 
partner questioning or writing down an answer. In the 
past, students wrote their answers down in notebooks 
for each lesson's comprehension questions, but I have 
focused on assessing students reading comprehen-
sion through more dialogue first with their partner 
and then as a class. Giving feedback through these 
mediums allows me to focus on how the students 
process language instead of just getting an answer. 

I use a lot of formative assessment through readings 
and discussions in class, but I am also interested in 
incorporating tasks as seen in Leung and Mohan 
(2004).

4.2 Using a rubric as part of formative 
assessment

4.2.1 My assessment practices and beliefs 
connected to an adapted rubric

One reading rubric I found can be used for having 
students assess themselves during the partner read-
ings. I would adapt this to partner reading since I am 
not having students do independent reading. I have a 
script and directions for how to do partner readings 
so I could use the rubric for students to self-assess if 
they met all the criteria for partner reading.

Figure 4: Example rubric from Lacy's Letters, 2013

Adapting this rubric for partner reading is only a mi-
nor part of having students monitor their partner 
reading skills. As students continue to build more 
partner reading skills like finding/creating the main 
idea, rephrasing, etc. the rubric can reflect how they 
are progressing.  Students can discuss with each other 
as well as I monitor on agreeing on their partner's 
self-assessment. This will provide feedback on what 
the expectations are and how one is doing. This ru-
bric follows my beliefs of assessment as students can 
take control of their own learning. This assesses how 
much the students have chosen to participate in the 
reading performance. This also includes features to 
include feedback with their peers and from me, the 
instructor, as part of instructor intervention. Once 
students show they continually succeed, they are 
ready to learn more ways to monitor their reading 
abilities. This connects to the summative assess-
ments, as an increase in reading comprehension will 
allow students to learn better for the monthly content 
quiz. Making connections to within the text will also 
help them understand the science concepts better. I 
have noticed that the students naturally want to 
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separate each lesson in a chapter mentally as they 
expect me to give them the information they have to 
memorize. However, while trying to teach students to 
connect ideas is a challenge, self-assessment rubrics 
will allow the students to engage more in classroom 
activities and tasks.

4.2.2 Validity, reliability and practicality of 
this rubric

The practicality of using a rubric for each student of 
eight classes will be a challenge so having this rubric 
be self-assessed by the students on non-language 
tasks makes it very practical. Unfortunately, this ru-
bric is not an informative assessment for student 
language learning but more for the skill they are de-
veloping for language learning. Therefore, if I were 
to use this rubric to test their language skills, it would 
not be valid. I would need to find another rubric to 
use as part of formative assessment during language 
tasks. 

The reliability of this assessment is based on being 
specific about how good is good. I think providing 
feedback to students on how they are performing dur-
ing partner reading in hopes to develop reading skills 
depends on more concrete details that are being 
evaluated.  The rubric above shows clear expecta-
tions that match the script/cue card given to students 
as they were trained for peer reading. They also use 
these cards every time they do partner reading.

On the other hand, a drawback for using this rubric is 
that it is not very clear on how effective the formative 
assessment will be for language development from 
the validity perspective. Black and William (1998) 
had a very vague definition of formative assessment 
(as cited in Dunn and Mulvenon, 2009). I need to as-
sess student language use and not so much just learn-
ing of a skill to learn language.

As mentioned earlier, I would like to design rubrics 
for speaking, reading comprehension, and work done 
in class that involves summarizing or re-combining 

Figure 5: My adjusted rubric for student self-assessment
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information from the text that needs categories for 
language accuracy for writing, visual appeal for 
drawings and mind maps, and correct information in 
content.

To provide a more specific goal in using formative 
assessment for a second language classroom, I should 
assess students during a task. Designing tasks that 
meet the needs of my students through Science will 
also allow me to incorporate a rubric for including 
more formative assessment. Depending on how stu-
dents do on the formative assessment, I can adjust the 
teaching focus to provide more aid or to continue to 
more language development. I will increase validity 
in assessing student language knowledge through 
tasks that rely on communicative language. I can in-
crease reliability of the rubric if I create a rubric that 
assesses the necessary language to reach the task 
goal. Practicality of this rubric might decrease de-
pending on how long the task is. Instead of only me 
assessing students, I can also include a component of 
reflection after the task to give feedback to students 
in written form or talking about it in class.

5. Communicating student progress
Currently, students give their content quiz to their 
parents for a signature. Once a semester, two in a 
year, I give about 4-5 sentences of feedback of the 
student performance. If I record information about 
each student during tasks, I can provide sufficient 
feedback to parents about the language ability of the 
students. I can be more confident in providing lan-
guage knowledge and development through multiple 
formative assessments in supplement to the summa-
tive scores the parents will see on the report cards. 

I also think that designing rubrics as part of formative 
assessment with tasks through student self-evaluation 
and peer-evaluation will allow students to track their 
progress in the language and science-content devel-
opment. Students can keep their own portfolio of 
feedback with the materials created from tasks to see 
how they have developed in the second language for 
the second semester of this school year. If I needed 
parents to see their work, I could also require a parent 
signature. 
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T his s tudy is  grounded on the assumption that  creat ive  act iv i ty  can 
help s tudents  improve their  motivat ion for  language learning.  In 

this  research,  mathematics  was chosen as  the main subject  of  creat ive 
act iv i ty  because i t  has  plent i ful  potent ial  to  provide numerous tasks  to 
experience and develop creat iv i ty.  117 s tudents  consis t ing of  61 male 
and 56 female at  Du-I l  e lementary school  part ic ipated and their  aver-
age age was about  11 years  old.  No homogeniz ing prof ic iency tes t  to 
divide s tudents  according to  their  level  was performed because this 
s tudy was designed to  delve into the general  inf luence of  creat ive  act iv-
i ty  on the motivat ion of  the ent ire  group of  s tudents .  Students  were 
randomly assigned to  four di f ferent  act iv i t ies  and af ter  their  f irs t  and 
second task,  they were asked to  f i l l  in  a  quest ionnaire  to  show the de-
gree of  their  favor toward Engl ish,  whi le  in  act iv i ty  3  and 4,  the par-
t ic ipants  were required to  freely  and anonymously  describe their  opin-
ions about  the creat ive  act iv i ty.  The overal l  resul ts  indicated that 
part ic ipants  became more motivated af ter  creat ive  act iv i ty. 
Approximately  60% of  part ic ipants  changed their  at t i tude in  favor of 
Engl ish through creat ive  act iv i ty  in  addi t ion to  the s tudents  being more 
product ive .  However,  this  s tudy also revealed problems to  solve such as 
a  last ing pessimist ic  s tance and the negat ive  at t i tude of  some part ic i -
pants  af ter  creat ive  work.

The Improvement of Motivation 
through Creative Activity

1. Introduction
The current and future society where our children live and will live becomes more and more complicated, has 
heightened and heated competition, and is more unpredictable and exponential in technological change. This 
society will require an individual who can see the world with a new paradigm, take risks to deal with difficul-
ties, and willingly connect unrelated notions using their imagination. 

Creativity is at the center of resolving these kinds of problems. Various ways to define creativity have been 
tried, but it is still far away from complete agreement. Nevertheless, the five phases of preparation, concentra-
tion, incubation, illumination, and elaboration suggested by Guildford (1975) are widely used and approved by 
diverse researchers. In addition, the four components of creativity which include fluency to produce many 
ideas, flexibility to see from different perspectives, elaboration to improve an idea, and originality to be unu-
sual give a clue to what creativity is as a process of becoming receptive to problems (Torrance, 1984).

Contrary to the promising expectation of creative activity to build the necessary features in students for the 
upcoming uncertain and wavering society, what is going on in the classroom tells a completely different story 
owing to several reasons. The typical culture of competition for university entrance frustrates those teachers 
who wish to innovate or allow students to work in groups creating ideas and projects. The entrenched habitual 
custom to regard just the delivery of information and knowledge as teaching and learning is also a barrier to 
creative activity.
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Various efforts have been tried to deal with this sort of hindrance in diverse fields. In this research, mathemat-
ics was chosen as the main subject of creative activity because it has plentiful potential to provide numerous 
tasks to experience and develop creativity. By offering the process of finding useful combinations through 
forming, recognizing, and choosing important and useful patterns and rules (Henri Poincaré, 1948, 1956), 
mathematical creativity can enhance learners’ motivation. “Creative potential is not fulfilled unless the indi-
vidual (and his or her social support) is motivated to do so, and creative solutions are not found unless the 
individual is motivated to apply his or her skills” (Runco, 2005, p. 609).  

The purpose of this research is to investigate the role of creative activities in the classroom and follow the next 
line of enquiry. First, recent research into mathematical creativity will be reviewed. Second, a study that ex-
amines how creative activity increases the motivation of children to learn and participate actively in the 
classroom will be presented. Third, a discussion and conclusion will follow.

2. Literature Review

2.1 Mathematical creativity: usage of technology

Idris and Nor (2010) try to clarify what mathematical creativity is and how technology influences creativity in 
mathematics. The researchers tackle this matter from three perspectives: 1) the definition of creativity and 
procedure 2) how to foster mathematical creativity in the classroom 3) the role of technology for creativity in 
teaching and learning mathematics. 

While stating that no unanimous definition exists, they try to handle this situation by providing Guildford 
(1975)'s five phases of the creative process consisting of preparation, concentration, incubation, illumination, 
and elaboration, and Torrance (1984)'s four components of creativity comprised of fluency, flexibility, elabora-
tion, and originality. 

To apply to mathematics activity, mathematical creativity is defined as an ability to build hypotheses, deter-
mine mathematical patterns, to break from fixed mind sets, consider and evaluate unusual mathematical ideas, 
combine different concepts, and split general mathematical problems into specific sub-problems (Balka, 1974). 

With this ability, a motivation problem represented as math anxiety arises which hinders mathematics learning 
but can be handled by reducing math anxiety and fostering creativity. As a solution, the authors claim that 
people are motivated and enthusiastic when they are curious and excited through instruction flexible enough 
to provide room for creativity to prosper, in which students play actively, not just in passive and receptive roles 
(Pal & Kathy, 1990).

2.2 The Frontage of Creativity and Mathematical Creativity 

The authors of this study begin with the general definition of creativity saying that the transition of weight 
from creativity in art and literature to creativity in science adopts the concept of usefulness into the novelty of 
a creative idea, describing the definition of creativity from three aspects such as ability to generate new ideas, 
creative processes consisting of stages, and the final product. Creative activity is a dynamic mental process 
performing a balance of divergent and convergent thinking. 

After conceptualizing creativity in general, the definition of mathematical creativity is dealt with by various 
investigators. The definition is as follows: generating mathematical concepts through combining activity 
(Ervynck 1991), divergent thinking, solving a problem with a known solution, solving an old problem in a new 
way (Ervynck 1991), "the process that results in unusual (novel) and/or insightful solution(s) to a given prob-
lem or analogous problems, and/or the formulation of new questions and/or possibilities that allow an old 
problem to be regarded from a new angle" (Sriraman, 2005, p. 23).
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The characteristics of mathematics from this definition such as discovering unknown relations, harmonic com-
bination, pattern forming, observing, and aesthetic instinct make mathematics proper subject where children 
can simultaneously foster their creativity and increase motivation.  

2.3 Creative Language Teachers as Bridge Builders: The Value of Bisociative Thinking

In this literature, the writer tries to place an emphasis on bisociative thinking, which was neologized by Koestler 
(1964) as the establishment of a new matrix of meaning through the act of combining elements between previ-
ously unlinked matrices of thoughts, using the metaphor of the Golden Gate Bridge constructed by Strauss. 

The researcher mentions creative language teachers should be able to endure bias from the conventional and 
habitual thinking of rutted people to achieve their goal like Strauss who overcame the prejudice of the people 
of his times. He focused on the importance of escaping automatized and routinized thinking and finding a 
synthesis leading to the emanation of new patterns of relations that have multiple and elaborate structures on 
higher levels of the mental hierarchy (Koestler, 1980), although coded and coherent thinking is necessary. 

In addition to the characteristics of creative people such as “copy, transform, and combine old ideas, synthesize 
existing information, combine eclectic influences, remix material, build on what came before, and connect the 
seemingly disconnected” (Popova, n.d.), this literature also asserts that for teachers to be creative, they should 
be open to many situations, have a willingness to learn about various subjects and revisit what might seem 
familiar or evident, and the ability to build connections in novel way with new perspectives. 

One last thing highlighted is the ability to be destructive-constructive and willingly throw out seemingly pre-
cious maxims and wrongly riveted doctrines and bring about a new synthesis. 

This article approaches creativity from the perspective of bisociation borrowing mostly the concepts of 
Koestler. The janusian and homospacial process of Rothenberg (1995) and Mednick’s (1962) associative theory 
overlap and share with the idea of bisociation.

This bisociative thinking activity can be used in class in various writing activities that connect unrelated or 
wholly different things on the basis of their favorite or random choices like the instruction of the present con-
tinuous, prepositions, and others.  

During this activity, students can become aware that language learning is not just an acquisition of grammar or 
information but fun and seeing into new bondage and try a novel challenge beyond what is already engraved 
into conventional routines and hackneyed, old-fashioned ideas.

As mentioned above, studies have shown that creative activity has positive effects on motivation. However, 
there are few studies that have investigated the effects of different types of creative activities on improving 
motivation, especially in the Korean context. Therefore, the present study aims to answer the following re-
search question: 

      1. How does creative activity affect the motivation of learners to participate in the classroom?

3. Methodology

3.1 Participants

This comparison between creativite activity and motivation was conducted with 117 participants consisting of 
61 male and 56 female students at Du-Il elementary school in Paju, Korea. Their average age was 11 years and 
all students were in fourth and sixth grade. No homogenizing proficiency test to divide students according to 
their level was performed because this study tried to delve into the general influence of creativity activity on 
the motivation of students. 
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3.2 Tools

Four creative activities were used in this study.

Activity 1: 

Students were presented with different shapes and chose five of the shapes following their own interest. They 
were asked what feeling they got from the respective shape. The children combined the feeling with color 
using their imagination and bisociation. Each shape was painted with color pencils and the words of their 
feeling were written beside each shape. Last, they wrote their reason for selecting each color in Korean, or in 
English for proficient students. Before and after the activity, students checked the questionnaire.  

Activity 2:

Students were provided with numbers from zero to nine. They were asked to come up with anything related to 
the number from their own experience. If they knew an English word, they were asked to write that word, but 
if they did not know, they were allowed to use related words or drawings. One drawing from each student was 
shared with his or her peers. A questionnaire of participants’ opinions about the creative activity was given 
before and after the activity. 

Activity 3:  

Students were provided with four different equations

◁ 1 > 4

◁ 1 + 1 = 3

◁ 1 + 1 = 1

◁ 2 + 3 = 8

Students were asked whether the four equations were right. Then, if they thought all the equations were wrong, 
students were asked “How can you make these equations correct?” With the equations not changed as con-
straints, students explore their brains to find proper conditions or situations that prove the equations correct. 
Students noticed that there is no right answer and they could produce any resolution in diverse ways from their 
own experiences. At the end of this activity, students were requested to write their free opinion.

Activity 4:

This activity asked students to identify a pattern. Numbers 3, 6, 9, and 12 were shown to participants. Students 
were asked, “Which number does not belong to this set?” with a condition that there is no one correct answer 
and that multiple ways to satisfy the question exist. After students come up with a specific answer to prove the 
question, they share their own reason to preclude a certain number. At the end of this activity, students were 
requested to write their opinion.

  3.3 Procedure

The participants of this study were divided into four groups following their class fixed at the beginning of this 
year. Each group consisted of mixed levels of students from low to high intermediate. A proficiency test to 
homogenize the participants was not performed because this study is designed to investigate the general ef-
fects of mathematical creative activity on the motivation of diverse levels of students. 
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Students were randomly assigned to each activity and followed the aforementioned procedure described in 
each activity. With one condition that they could not change the question or equation presented as a constraint, 
no limitation was presented. Participants were encouraged to freely combine, bisociate, and search for patterns 
in different creative activities. Instructor made participants well aware that there was no right answer and many 
diverse ways from their experience and knowledge are better than conventional and entrenched ideas. They 
could ask each other and freely come to the teacher for a word that they wanted to express but did not know.

In activity 1 and 2, the participants were asked to fill in a questionnaire to show the degree of their favor toward 
English, while in activity 3 and 4, students were required to freely and anonymously describe their opinions 
about the creative activity after performing assignments. 

3.4 Results

The results will be presented and discussed first as a whole and then in detail according to the relation between 
the degree of change.

Table 1: Change of Favoring Degree before and after activity 1 and activity 2 

As shown in Table 1, the overall results of the effects between mathematical creative activity and motivation 
indicated that participants became more motivated after the activity. Out of 58 participants, 24 students moved 
from a negative to a positive feeling. 

It can be seen that 29 participants already had a good or very good feeling toward English and only four stu-
dents from this group shifted to an unfavorable opinion while 16 children stayed in the same group. About 60% 
of all participants changed their attitude in favor of English after the creative activity. However, this study also 
showed that both eleven participants with an average feeling and three that disliked English continued their 
pessimistic stance, and four students with a good or very good feeling altered in the opposite direction.

In addition, the results of all activities showed that the participants became more productive. Even students 
who always avoid handing in their assignment willingly and gladly submitted their results. With this produc-
tive feature, they also showed the curiosity, confidence, enthusiasm, originality, broad interest, willingness to 
take risk, and receptiveness to new experiences represented by their attitudes about creative activities. The 
opinions of the participants are summarized as follows:

• This activity is interesting because I can solve the problem from various perspectives.

• Solving a problem while thinking is delightful.

• It made me think and is good for imagination.

• Later it will be helpful and broaden my thinking process.

• This activity helped me break away from fixed thought.

• It activates my brain a lot.
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• We can share and gather ideas with friends.

• There are many more situations like this than expected and it is fun.

• I can think freely in this kind of activity.

• It is a new and exciting experience and we can solve problems while talking with friends.

• It gives me an opportunity to think creatively and differently.

• It makes me keep thinking and is not boring. 

• I can attach any idea to a number.

• It makes me think with numbers and I can make a sentence with numbers.

• I can write and draw my thoughts.

• Creativity comes out of this activity and grows better and better.

• It liberates my thought and action.

4. Discussion
Observations regarding the behavioral patterns of the participants usually provide important clues as to the 
underlying cognitive and emotional processes involved during learning. Feasible relationships between cogni-
tive and affective change and following performance can be inferred from differences recognized in behavioral 
patterns. The increased rate of participation, active communicating of ideas and voluntary coming to the 
teacher to ask an unknown word to complete and solve the presented problems indicated that the motivation 
of the participants was drastically escalated. Besides, the extended attention span and the intensified focus on 
the task reflected the raised interest of students. 

The divergent thinking which is a feature of mathematical creativity (Chamberlin & Moon, 2005) intrigued the 
participants and liberated them from the entrenched and ordinary drudgery of mathematics that is usually re-
garded as a boring routine of repetitious formulas. The participants also liked that they can connect the math-
ematical concepts to some idea of their own way or use their experience and this is supported by Poincare 
(1948) mentioning that discovery in mathematics is a combination of ideas. 

When the novel situation of mathematical problems which have no regular path or correct answer was intro-
duced, they demonstrated cognitive features of creativity such as metaphorical thinking, visualization, coping 
well with novelty, logical thinking, finding order in chaos as well as affective traits including willingness to 
take risks, curiosity, perseverance, being internally occupied, and tolerance for ambiguity.  

5. Conclusion
Mathematics can play a key role in encouraging creativity and motivation through its intrinsic characteristics 
that include divergent thinking, analyzing problems from diverse perspectives, observing patterns, and com-
bining different concepts through visualization.

However, the current practice in schools is focusing on a scripted curriculum that represents accuracy, memo-
rization of formula, speed, and skills, while ignoring the essential features of mathematics, falls apart, and is 
failing students in the classroom. As shown through this study, the way to bring life back to the school and 
students’ minds is not delivering and cramming knowledge and information but rather helping and facilitating 
students in critical thinking, which requires teachers to withdraw from conventional and insipid customs and 
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to transform and move into new paradigms and perspectives. 

By constructing an environment for creativity and carrying out creative activities in our classroom, students 
can acquire the characteristics of creativity such as bisociation, visualization, problem finding, divergent think-
ing skills, etc. With this creative activity, the classroom will be filled with not only knowledge and information, 
but also with creative minds immersing themselves in the task with fun, happy, and diverse solutions.
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1. Introduction
As a learner of English as a second language 
(ESL),the emphasis of my education was on vocabu-
lary.  The concept of lexical chunks was never intro-
duced.  Fortunately, as a result of exposure to authen-
tic language use, I was able to implicitly acquire the 
knowledge of lexical chunks. 

As a teacher of ESL,my experience through the years 
revealed that language learners struggle to use lexical 
chunks appropriately.  Their first language (L1) tends 
to heavily influence their collocation of words into 
chunks; often resulting in a production of awkward 
expressions.  The ability to properly group words into 
lexical chunks seems to be vital to the success of 
learners of ESL.

Bernadette Ramos Manalastas
Discourse Analysis

T his paper presents  lexical  chunks (LCs) .   Speci f ical ly,  i t  represents 
a  look into the characteris t ics  and categories  of  lexical  chunks, 

their  importance and,  the recommended pedagogy for  meet ing the needs 
of  Engl ish language learners  (ELLs) .  Lexical  chunks are the basic  level 
of  language representat ion that  has both form and meaning.   They are 
automated uni ts  of  language consis t ing of  col located words grouped 
together  in  order to  reduce the cogni t ive  load used during language 
processing.   The use of  LCs makes i t  easier  for  the human brain to  re-
tr ieve a pre-assembled response during language use;  as  such,  i t  i s 
important  to  teach and to  understand the ut i l i ty  of  LCs as  automated 
uni ts  of  language s tored in  memory.  Making sure that  chunks that  are 
connected to  a  speci f ic  context  is  essent ial  wi thin the LC language 
pedagogy.   The f irs t  s tep in  ensuring that  chunks are t ied to  a  speci f ic 
context;  speci f ical ly  not ic ing these chunks in  the context  of  their  use.  
The next  s tep is  to  be able  to  retr ieve these chunks from memory as  they 
are needed during language use.   The f inal  s tep is  to  develop f luency 
(speed and accuracy)  in  the abi l i ty  to  use LCs in  real- t ime s i tuat ions.  
Acquir ing this  chunking ski l l  i s  typical ly  a  s igni f icant  part  of  the lan-
guage learning process .  The three s teps  l is ted above,  as  supported by 
Engl ish Language Teaching and Learning (ELTL) pedagogy,  are i l lus-
trated further  in  two lesson plans discussed later  on in  this  paper.   Both 
lesson plans are designed for  adul ts  who are learning Engl ish infor-
mally  at  local  community  centers .  The f irs t  lesson plan covers  termi-
nology and funct ional  language use at  airports .   The second lesson 
plan covers  helping learners  to  be able  to  navigate  the (Engl ish)  web-
si te  of  a  museum in order to  gather  information and to  communicate 
wi th  the museum via the websi te  portal .   Final ly,  ref lect ions on the 
successes  of  these “lexical  chunks” lesson implementat ions are 
presented.

Teaching Lexical Chunks 
to High Intermediate Adult Learners  

in a Discourse Class in an Informal Setting
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This paper explores the pedagogy of teaching chunks, 
explicitly and implicitly, to upper-intermediate lev-
eled adult learners who are attending English speak-
ing and listening classes in informal settings.  This 
paper also covers the background of the learners, 
their goals, the institutions they attend and, the kind 
of instruction they receive at these institutions.  

Also covered further is the definition of lexical 
chunks, the different categories that fall under it, its 
characteristics, its importance and, a recommended 
pedagogy based on literature.  Two lesson plans will 
then be presented towards the teaching of lexical 
chunks.  

Finally, this paper concludes with a defense of the 
lesson plan designs based on theories provided in 
literature. 

2. Background

2.1 The Learners

The learners are adults between the ages of 30 and 
80.  Their proficiency level is between Intermediate-
Mid and Intermediate-High, based on the ACTFL 
Speaking standards.  They are able to converse with 
ease and confidence when dealing with routine tasks 
and social situations.  They are also able to success-
fully handle uncomplicated tasks and social situa-
tions involving an exchange of basic information re-
lated to their work, school, recreation, particular 
interests and, areas of competence.  

The students are predominantly homemakers and 
senior citizens with a minority being comprised of 
job seekers, university students, part time workers or 
professionals.  They are mainly Koreans, the rest be-
ing of Japanese, Chinese, or Vietnamese descent.  

Beyond the academic pursuit of learning English, 
their interests involve mostly health-related activities 
such as hiking, traveling, sports, business, rearing 
children, and arts.  Their listed motivations include, 
wanting to communicate with foreigners locally or 
abroad, developing fluency in English language use, 
teaching their children English, expanding their so-
cial circles and, learning simply for the pleasure of 
learning.

2.2The Educational Settings

The Korean government provides affordable English 
education for Korean residents, at community and 
lifelong learning centers.  The goal of these programs, 
specifically in the cases of the Seo-won District 
Community Center and the Gwan-ak English Village, 
is to focus on practical applications of the English 
language.  The program also promotes the benefits of 
participating in a learning environment absent of any 
pressure from formal testing.  The average number of 
students in each class is somewhere between 10 and 
20. The course is taught twice a week, for 55 minutes.  
The instruction is informal. 

2.3 Learning Objectives

The course covers discourse in English.  It focuses on 
developing speaking and listening skills through dis-
course.  By the end of the course, learners are ex-
pected to:

a) Be able to communicate effectively with confi-
dence and social appropriateness particularly in 
real life situations

b) Be aware of their learning style and learning 
strategies

c) Be able to self-monitor their progress

3. Lexical Chunks:
This section defines lexical chunks based on litera-
ture about the different categories of linguistics that it 
falls under and different pedagogical approaches for 
dealing with LCs (Bogart, 2011).  

3.1 Defining Lexical Chunks

Lexical chunks are a combination of semantic, syn-
tactic, lexical, and even pragmatic information.  They 
do not belong under any specific linguistic category.  
The common characteristic of lexical chunks is that 
its units are longer than a single word.  The length of 
a chunk however is not clear.  Furthermore, ap-
proaches to analyzing lexical chunks are compara-
tively different across the fields of corpus linguistics, 
second language acquisition and, other areas of 
linguistics. 
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Learning lexical chunks or “phraseology” means 
learning an inventory of patterned arrangements of 
words while making sure to preserve associated 
structural meanings (Ellis, 2008).  Lexical chunks are 
the symbolic units of language relating the defining 
properties of morphological, syntactic, and lexical 
language forms with particular semantic, pragmatic, 
and discourse functions.  

Lexical context is crucial to the knowledge of the 
meanings of words and the grammatical roles they 
play (Ellis, 2008).  The discourse roles are not only of 
single words,but of lexical chunks.  The idea here is 
that chunks are strings of words that may have inte-
grated meanings and these meanings may develop 
specialized functions (Gee, 2012). 

The meaning of the lexical chunks can also be deline-
ated based on two principles. The first principle, the 
open choice principle, is a conventional idea that 
grammatical slots or blanks are filled by lexical items.  
The second principle is the idiom principle.  It asserts 
that speakers use a huge collection of lexicogram-
matic chunks whose form and meaning are pre-estab-
lished and existing in a delicate relationship with 
each other (Gee, 2012). 

Note that, language should not be viewed as a collec-
tion of solitary words but rather as a group of words 
that tend to occur together, for use across different 
situations, in order to convey similar pragmatic and 
semantic messages (Bogart, 2011).  There are many 
terminologies that refer to lexical chunks.  They in-
clude fixed expressions, formulaic language, formu-
laic sequences, lexical items, lexical phrases, and 
multiword expressions.  Lexical chunks have phono-
logical coherence; meaning, lexical chunks are spo-
ken without hesitation.  Its intonation contour is 
smooth.  The most important aspects of a lexical 
chunk are its frequency, non-compositionality and, 
collocation as a whole unit in human memory 
(Bogart, 2011).  

3.2 Categories of Lexical Chunks  

Lexical chunks can be analyzed for a variety of rea-
sons (Bogart, 2011). Researchers doing corpus analy-
ses tend to focus on LC statistical properties.  LC can 
be categorized based on the phrase length as 
follows:

1. Polywords are small group of words that func-
tion the same way a single word does.  Examples 

are phrasal verbs such as, “put on” and “wake up”, 
slangs, and euphemisms. 

2. Phrasal constraints are short phrases that have 
more variability than polywords and are generally 
constrained to a small set of words such as, “two 
o’clock” and “twelve o’clock”. 

3. Deictic locutions are short to medium phrases 
which serve as pragmatic indictors which help in 
guiding discourse.  Examples include phrases like, 
“by the way” and “anyway”.

4. Sentence builders are highly variable groupings 
of words which provide a framework for express-
ing an idea.  An Example is, “as ______as”; as in 
“A is as big as B”.

5. Situational utterances are long phrases or sen-
tences that are appropriate in particular contexts.  
Some examples are, “don’t worry about it”, “nice 
to meet you” and, “have a safe trip.”

6.Verbatim texts are text excerpts of any lengths 
taken from a song, a famous quote or novels.

Another categorical definition is the following 
(Bogart, 2011):

1. Words and polywords are short and idiomatic. 
Example is give up, why don’t you, etc.

2. Collocations are group of words that occur fre-
quently together. Examples are earn money, make 
money, etc.

3. Institutionalized utterances are idiomatic and 
mostly used in spoken discourse such as if I were 
you, gotta go, catch up later, etc.

The categories mentioned above may overlap with 
each other. Other types of lexical chunks are apho-
risms, clichés, compound nouns and verbs, epithets, 
euphemisms, exclamations, expletives, frozen collo-
cations, greeting and leaving rituals, idioms, jargon, 
prepositional and adverbial locutions, proverbs, quo-
tations, similes, small talk, technical terms, social 
control phrases, etc.  It should be noted that what 
counts as a lexical chunk for one person may not 
count as a lexical chunk for another (Bogart, 2011).
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3.3 The Importance of Lexical Chunks

Why are phrases or lexical chunks important?  There 
is no doubt that learners need lots of words to cope 
with language demands in and out of the classroom 
setting (Coxhead, 2008).  It is also true that vocabu-
lary is important.  However, what makes lexical 
chunks and phrases worth the time and effort it takes 
to teach them in class?  

The justification is that lexical chunks are the build-
ing blocks of discourse. Formulaic sequences are 
necessary for second language speakers to process, 
interact and, express their identity within a group.  
Many lexical bundles are not simply idiomatic; they 
have meanings that are transparent and distinguisha-
ble from the meanings of the individual words that 
form the bundle (Coxhead, 2008). 

Lexical chunks in the form of collocations provide 
the most powerful and efficient organizational princi-
ple for language teaching (Lewis, 2000).  Many theo-
ries of language performance suggest that vocabulary 
is stored redundantly; i.e., not only as individual 
morphemes but also as parts of phrases, chunks of 
speech, and pre-assembled chunks in memory.  
Fluency is developed by combining these chunks in 
order to reduce the cognitive load from processing all 
this information.  These matters relate to the way we 
naturally store and retrieve language.  A great part of 
the language learning challenge is to chunk unfamil-
iar material in meaningful ways in order to create 
more effective lexical phrases.  This supports a prac-
tice of introducing chunks to learners, providing 
them with materials that encourage identifying 
chunks and, making this a central activity of language 
teaching (Lewis, 2000).

Comparisons of written and spoken corpora suggest 
that phraseological units are even more frequent in 
spoken language (Ellis, 2008).  Phraseological analy-
sis suggests that verbal communication makes use of 
fixed expressions; that the phrase is the basic level of 
language representation where form and meaning 
meet with the greatest reliability.  Additionally, phra-
seological analysis tells us that formulaic sequences 
play a central role in language acquisition by chil-
dren; and that, fluent language users have a vast rep-
ertoire of memorized language sequences.  Thus ac-
cording to Ellis (2008), the unit of language is “the 
phrase, the whole phrase, and nothing but the phrase”; 
thus one benefit of learning chunks is that it can help 

lighten the load of language processing (Tian, 2014).  
Lexical chunks can be stored as automated units in 
memory.  It then becomes easier for the human brain 
to retrieve a lexical chunk, which is stored as a pre-
fabricated whole, and to put the retrieved chunk into 
active use.  Because the lexical chunk is retrieved as 
a pre-assembled whole, from the brain, there is no 
need for learners to compose expressions through ad-
ditional processes of word selection and grammatical 
sequencing.  

In real-time language production, familiar concepts 
and speech acts could be expressed using formular-
ized languages.  For learners producing language us-
ing these formulaic lexical chunks, the skill that is 
needed is the ability to construct these chunks without 
having to take notice of the internal structure within 
them.  This reduces the amount of time that is needed 
in planning, processing and, encoding clauses or 
larger units (Tian, 2014).  In other words, lexical 
chunks reduce the burden of language processing in 
real-time.

It can be concluded that, lexical chunks are building 
blocks of language that ensure a more effective lan-
guage acquisition; and that, the use of lexical chunks 
represents a good strategy for learning.  The human 
brain stores and retrieves lexical chunks as a unit; 
leading to a faster production (processing and output) 
of language. 

3.4 Language Pedagogy of Lexical Chunks  

In order to effectively teach collocation, it should be 
given the same emphasis as other aspects of language 
such as, pronunciation, intonation, stress, and gram-
mar (Lewis, 1999).  The following are methods that 
could be used to teach collocations:

1. Teaching individual collocations – Teachers 
should present them in context as they would indi-
vidual words.  It is not enough to know the meaning 
of a word or expressions.  It is necessary to how to 
use words and expressions. 

2. Making students aware of collocation – Even at 
the simplest proficiency levels, teachers should en-
courage learners to think bigger than a word; and, 
to always look for two- or three-word expressions. 
Noticing is an important stage in learning.

3. Extending what students already know – Extend 
learner collocational competence by using words 
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what they already know and, by teach learners new 
words.  A student that is competent enough to make 
2000 collocations will function better than a stu-
dent who simply knows 2000 individual words. 

4. Storing collocations - It is important that learners 
write down, and organize, the collocations they 
have learned into a lexical notebook.  It will be 
helpful to the learners if they are able to revisit 
learned collocations regularly as a part of their 
learning process. Choosing the collocations to 
teach is as important as choosing the collocations 
to omit (Lewis, 2000).  

Choosing which collocations to teach involves un-
derstanding the strength of collocations.  The most 
important thing for the classroom is medium-strength 
collocations. Medium-strength collocations are those 
collocations which constitute a large part of spoken 
and written language.  The other kinds of colloca-
tions are unique collocations, strong collocations, 
and weak collocations; all of which are at the other 
end of the spectrum.  An example of a unique collo-
cation is “shrug our shoulders”.  An example of a 
strong collocation would be “harbor grudges”.  
Finally, a weak collocation would be “blue shirt”.  To 
help language learners increase their collocational 
competence, priority should be given to teaching 
medium-strength collocations over the last the three 
kinds of collocations.  Collocation languageis im-
plicitly acquired through usage and requires hundreds 
of hours of usage for its appropriate tuning (Ellis, 
2008).  Research suggests that category learning is 
optimized by utilizing an initial low-variance sample 
which is centered on familiar exemplars.  This means 
frequently using chunks that the learners are both fa-
miliar with and interested in.

Analysis of phraseology has tended to favor peda-
gogical approaches based on forms (Kennedy, 2008).  
Language teaching theory and practice was favoring 
a focus on meaning and function through communi-
cative language teaching; with affordances being 
made for sociolinguistics, discourse analysis, and 
pragmatics. Recently, recommendations seeking bal-
ance between pedagogical approaches that focus on 
form and those that focus on meaning have contrib-
uted to a modern emphasis on grammar and vocabu-
lary teaching; as seen in the application of lexical 
grammar and, in the multi-word lexical approach.  
However, too much emphasis on multi-word frame-
works can overlook the semantic relationships asso-
ciated with lexical chunks (Kennedy, 2008).

Phraseology is more effectively learned implicitly as 
a result of repeatedly and unconsciously encounter-
ing multi-word sequences being used in appropriate 
contexts (Kennedy, 2008).  The more we encounter 
these multi-word units, the more effortless it becomes 
to retrieve and produce them from memory.  On the 
other hand, explicit learning implies learning with 
awareness.  The focus of explicit teaching and learn-
ing should be on lexical aspects of a language that are 
frequent and useful.  The pedagogical approach is to 
focus on meaning over form.  Despite recognizing 
that explicitly teaching lexical chunks from corpus is 
not easy, the challenge for language teachers is to 
devise methodologies which maximize the opportu-
nities for implicit learning.  

Frequent collocations (e.g. “very good”, “enjoy life”, 
“find a way”, “lose weight”, “at the moment”, etc.) 
can be taught explicitly and be added to the curricu-
lum.  However, infrequent collocations (“lose mo-
mentum”, “cease trading”, etc.) should be left to im-
plicit learning.  Some explicit instruction on using 
frequently-occurring collocations, taught as vocabu-
lary, is therefore worthwhile.  The encouragement of 
autonomous language learning, especially through 
reading, is important to help maximize exposure to 
language in use and can be learned implicitly 
(Kennedy, 2008). 

What pedagogical approach should be used? Planned 
Lexical instructionis recommended.  It is an approach 
similar to form-focused instruction in that teachers 
ensure that learners notice the lexical phrases and 
have opportunities to develop their lexical knowledge 
through direct practice (Coxhead, 2008).  Additionally, 
the psychological conditions of noticing, retrieval 
and, generation should be promoted by instructors.  
This would help students to notice common colloca-
tions by highlighting target lexical phrases.  Retrieval 
occurs when learners retells the use of the colloca-
tions from the sources studied.  Generation is encour-
aged by isolating target collocations and using them 
in discourse.  Thorough practice should be adminis-
tered as learners are hesitant to use freshly encoun-
tered phrases in real-time.  

The ideal goal is for learners to form the same word 
combinations or lexical chunks, and to use similar 
schemas as native speakers do (Celce-Murcia, 2000).  
This is not always the case as interference from the 
L1 occurs because the learners have insufficient ex-
posure to lexical chunks in the target language.  For 
example, a nonnative speaker may say “back mirror” 
instead of “rear-view mirror”.  A sympathetic native 
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L2 speaker might recognize this error and call atten-
tion to it; however, if the interlocutor is a native L1 
speaker, the error is likely to be noticed.  Therefore, 
learners should be made aware of authentic materials 
and contexts to afford the implicit learning of accu-
rate lexical chunks. 

It is more effective to teach lexical chunks, to use 
topic-related or function-based chunks systematically 
and, to use a task-based approach (Lackman, 2010).  
Learners can learn to compile lexical chunks, distin-
guish between form and meaning, practice their pro-
nunciation and finally, use lexical chunks to complete 
a task.  Task completion should always be part of the 
lesson. 

Teachers need to help students become aware of lexi-
cal structures.  If students become aware many lexi-
cal structures, they will gain the ability to building 
coherent structures like phrases, expressions, and ut-
terances (Lackman, 2010).  When teaching lexical 
chunks, it is essential that teachers not focus on indi-
vidual words.  Varied semi-fixed expressions can be 
used to help make learners develop fluency with lexi-
cal chunks.  An average native speaker has about 
40,000 individual words and between 250,000 to 
300,000 lexical chunks stored in their memory 
(Lackman, 2010).  Obviously, this amount of chunks 
cannot be taught in a relatively short period of time.  
Most lexical items stored in memory are not overtly 
taught but incidentally learned. The focus in peda-
gogy should be on teaching strategies that afford the 
acquisition lexicon effectively.  The most essential 
learning strategy is for students to notice lexical 
chunks through authentic exposure to the language; 
i.e. through consciousness raising.  After noticing 
chunks, learners need to analyze these chunks for 
meaning and contexts of use. 

In conclusion, considering the above literature, lexi-
cal chunks should be taught under the following 
conditions:

a) The types of lexical chunks to be taught should be 
primarily medium-strength collocations of interest 
to the learners.

b) There should be a balance between form and 
meaning when teaching lexical chunks.

c) Implicit learning of chunks is more recommended 
particularly to chunks less frequently used as op-
posed to frequently used chunks which can be 

learned explicitly. 

d) Teachers should teach learners how to notice lexi-
cal chunks; and additionally, recalling, processing 
and, using lexical chunks pragmatically.

4. Lesson Plans:
Presented below are two lesson plans designed for 
high intermediate adults.  Most of the targeted learn-
ers are looking to improve, not only their communi-
cative competency, but also their overall well-being.  
Aside from language learning, they are also interested 
in traveling and arts.  The first lesson plan covers 
terminology used at the airport.  The second lesson 
plan is covers visiting an art museum abroad.

4.1 Lesson Plan 1 - Traveling at the Airport

A. Goal: Learners should be able to travel with 
more confidence through foreign airports using the 
skills covered in this lesson

B. Objectives:

Terminal Objectives:

1. Learners will be able to learn airport terminolo-
gies through explicit instruction

2. Learners will be able to recognize an authentic 
announcement made in flight, or while onboard a 
plane that is on the tarmac. 

3. Learners will be able to answer possible ques-
tions asked by an immigration officer or a customs 
official.

4. Learners will be able to share their previous air-
port experience with their peers

Enabling Objectives:

1. Learners will be able to understand the general 
process of going through the airport.

1. Materials:

a. 747-400 British Airways, Captain’s 
Announcement (See Appendix A) https://www.
youtube.com/watch?v=c-hjTiUZmUs

b. Airport photo guides (see Appendix B)
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2. Building Schemata:

1. What comes to your mind when you hear the word 
airport? (See sample diagram for schemata building 
below.)

Figure 1: sample schemata

C. Listening Task

1. The teacher says, “Now, I’m going to play a re-
cording.  Listen to it and tell me what are you listen-
ing to?  Who is talking? Where is it?” See excerpt 
below.  (See Appendix D for more detail)

“This is British Airways operating Boeing 747 
BA1762 London, Heathrow. My name is Sandy 
Mitchell, my pleasure to command the flight this 
evening. I’m pleased to say that uh we’d still have 
some 10 minutes to go before our scheduled depar-
ture time, our preparation very nearly complete... …. 
5 hours 50 is the planned flying time held by some 
strong tailwinds across Atlantic. In London, we have 
a sunny day, today, 24 degrees, 75 Fahrenheit, and 
still expected to be fine for arrival tomorrow morning 
around 7 o’clock in the morning, it’s British summer 
time, 5 hours ahead, Eastern daylight time here in 
New York.”

The source of this transcript is a video taken by a pas-
senger on board of a British Airways flight in route to 
the United Kingdom, from New York.  The video 
shows flight attendants and passengers preparing for 
a take-off while on the tarmac.  The announcement is 
a minute and forty minutes long.  The teaching in-
structions for this segment of the lesson are as 
follows:

1. The teacher elicits responses from the students 
regarding identifying what they have just listened 

to (an in-flight announcement), who was speaking 
(the Captain), and where they were (inside the 
cabin, waiting for the aircraft to take-off).

2. The teacher plays the recording again and asks 
the students to provide details about what they heard 
in the recording.

3. The teacher provides the following questions and 
asks the students to discuss the answers with a 
partner.

• Where is the plane departing from?

• Where is its destination?

• How long did the passengers have to wait before the 
aircraft could take off?

• How long was the expected flight time?

• Were there any anticipated problems?  What was the 
weather like at the flight destination?

4. The teacher discusses the answers with the stu-
dents. The teacher gives the student a script for the 
recording with cloze exercise.  The recording will 
be replayed three times. (See Appendix A.)

“This is British Airways operating Boeing 747 
BA1762 London, Heathrow. My name is Sandy 
Mitchell, my pleasure to command the flight this 
evening. I’m pleased to say that uh we’d still have 
some 10 minutes to go before our scheduled 
__________________ ______________, our prepa-
ration very nearly complete….”

5. The learners will be asked to compare their an-
swers with their partners.

Figure 2: Answer comparison table

D. Teaching Common Airport Terminologies in 
Form of Chunks

1. The teacher asks the learners for expressions used 
at the airport and writes them on the board.

2. Then, the teacher gives a list of expressions/
chunks and words associated with the airport.
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3. The teacher will practice pronunciation exercise using intonation patterns.

4. Ask the students to match the above applicable expressions with the picture below. (See Appendix B.)

Figure 3: Picture to match expressions

5. A guessing game is played to explain lexical chunks

The teacher has prepared some cut out of the chunks. The students will be grouped into four and one of them 
will pick a word and explain it to other students. The other learners can co-construct with the learner explaining 
each chunk.
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E. Speaking Task

a) Discuss the possible scenarios the learners might be confronted with when dealing with customs and 
immigration officers.

b) Teach appropriate (functional) language for these formal situations using a model demonstration.

F. Role Play

Situation: 

One student acts as a customs official or an immigration officer. Another student acts as a passenger. 
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Challenge: 

a. The custom official also asks for eye scan and fingerprint. Decide what the officer should say. 

b. The passenger is traveling with her young child. Add more details to the conversation between the 
officer and the passenger.

G. Speaking Activity (Open-ended Questions): (Pair Work and in-class discussion)

a. Do you usually understand the announcements you hear at the airport?

b. What are your experiences at the immigration and customs section of the airport?

H. Self-Assessment

 The teacher asks the learners to assess themselves with their performance of the whole lesson.

4.2 Lesson Plan 2 – Checking a Museum Website and Visiting a Museum Abroad

A. Goal: Learners should know how to navigate the website of a museum in order to gather information 
and communicate in English when they visit a museum.
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B. Objectives:

Terminal Objectives:

1. Learners will be able to reserve tickets to a museum and know the operation hours of a museum.

2. Learners will be able to communicate in English when they visit a museum.

Enabling Objectives:

1. Learners will be able made aware of the types of rules and L2 expressions that are used in a museum.

2. Learners will be able to talk about their own experience after visiting a museum.

C. Materials:

1. Pictures of museums for warm up activities (See Appendix C)

2. http://www.metmuseum.org/visit/met-fifth-avenue  (to be shown on a projector and to be checked by 
language learners on their smart phones (See Appendix D)

D. Building schemata

1. The teacher will show the learners images of the most visited museums in the world.  The teacher will 
ask, “Can you recognize these places? Where are they?” (See Appendix C)

1. The teacher confirms the answers as:
a. Palace Museum, Beijing, China
b. Musée du Louvre, Paris, France
c. The British Museum, London, United Kingdom
d. The Metropolitan Museum of Art, New York, United States

2. The teacher asks the learners, “Which one would you visit and why?”

E. Reading Task
1. The teacher asks the students to go to the website http://www.metmuseum.org/ on their phone.
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Figure 8. Webpage of Metropolitan Museum of Art Fifth Avenue

2. The teacher asks the learners to find out the following information about the Metropolitan Museum located 
at the Fifth Avenue from their smart phone. The teacher assists the learners not familiar with smart phones.

     a) Prices of tickets for Adults  ______________

     b) Days of the week open  ______________

     c) Opening time   ______________

     d) Closing time   ______________

3. The teacher asks the learners to compare their answers with their partners

4. The correct answers are elicited. 

5. Materials are distributed. (See Appendix D.)

6. The teacher and learners read the material in class together. 

7. Then, the learners read the article again together in class. “Each one will read two sentences and please para-
phrase if you can. What do those sentences mean to you?”

8. Ask the learners for anything in the article what they didn’t understand. Elaborate anything the learners do not 
understand.

9. Ask students to answer comprehension questions with their partners.

     a) When is the MET closed?

     b) What are the rules about food and drinks?

     c) Can you take pictures inside the museum? Where is it permitted?

     d)     What are the rules about backpacks and coats?

     e)     What would you do if you lost something?
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F. Lexical Chunks used in a Museum

1. The teacher asks the learners to find museum-related expressions and chunks in the article provided above.  The 
list should look like the one below:

2. Ask the learners, “In what situation would you actually use these expressions?”

3. “Who are saying these expressions?”

G. Speaking Task

1. Discuss the possible scenarios with a museum staff.

2. Teach appropriate language when in formal situations.  Present model.

H. Role Play

Situation: One student acts as a patron and one student acts as a museum staff.

Challenge: The patron is lost and looking for a special exhibition. He or she needs to check-in her coat, use a guided 
tour, and she is bringing a sketchbook. What should she ask the staff? Check the criteria below: (Figure 10)
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I. Speaking Activity (Open-ended Questions) (Pair Work, discussion in class)

1. Would you use the website to check for information when you visit a museum abroad?

2. What are experiences visiting a museum in another country? If not, would you like to?

3. What new expressions did you learn from this lesson?

4. Are you confident to use English when going to a museum?

5.  Lesson Plans Defense
The lesson plans detailed above were based on the literature discussed in the introduction section.   From the 
literature, there are three factors that I consider most important:

1. Why do the learners need to study under this lesson? Is it useful for them?

2. Are the materials and context authentic?

3. How are they able to effectively develop their listening, reading, and speaking skills under this lesson?

The criteria listed above are not only for consideration but represents points of emphasis when teaching lexical 
chunks as a part of daily lessons and skills practice.  In general, the concept of lexical chunks is not the sole 
focus of the lesson plans.  Instead, the exposure of the language learners to authentic materials in their proper 
contexts is.  Authentic materials and their accompanying contexts are initially to be provided, followed by the 
noticing of the chunks.

To reiterate, learners need exposure to a wide range of words and formulaic sequences in order to incorporate 
both in their real lives and, in educational settings (Coxhead, 2008).  Words, and the formulaic sequences used 
to place them into lexical chunks, are the building blocks of discourse.  These formulaic sequences are neces-
sary for second language speakers to process, interact and, express their identity within a group (Coxhead, 
2008).  Furthermore, lexical chunks in the form of collocations provide the most powerful organizing principle 
for language teaching and acquisition (Lewis, 2000).  

Several theories of language performance suggest that vocabulary is not only stored redundantly in memory as 
individual morphemes but also stored as parts of phrases or chunks of speech; and, that vocabulary is often 
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retrieved from memory as pre-assembled chunks.  As such, fluency is significantly afforded by combining 
chunks in order to reducing processing difficulty.

These matters relate to the way we naturally store and retrieve language.  A great part of the language learning 
task is to chunk unfamiliar material in meaningful ways and to create more effective lexical phrases.  This 
means introducing chunks to learners, providing them with materials that encourage the identification of lexi-
cal chunks and, making the study of lexical chunks a central activity in language instruction (Lewis, 2000).

5.1 Lesson 1 (Airport Terminologies)

The topic for this lesson was designed to be used by ELLs when they travel.  Although the learners probably 
will not have any problem getting through Incheon International Airport, they need to familiarize themselves 
with procedures at internationally located airports.  The warm-up activity, involving listening to a pilot an-
nouncement prior to liftoff, is an authentic listening activity.  The lexical chunks related to airports are explic-
itly taught with the use of authentic pictures.  The chunks are further explained through the use of a guessing 
game.  Practicing their English in authentic situations would serve as a benefit to ELLs. 

The lesson plan follows the suggestion of Lewis (1999).  It teaches individual collocations and presents them 
contextually as individual words.  The students are to be made aware of collocations using the listening exer-
cise and guessing game.  Their knowledge of lexical chunks will be extended once the students experience 
what it is like to go through the airport procedures.  They will able to become familiarized with airport termi-
nology.  The learners will also have a notebook in which they can store the collocations that are most important 
to them.  Since the topic is not a basic level topic, it is essential for ELLs to be able to revisit their notes, to 
review the chunks for language acquisition and, to retrieve these chunks as needed later on. 

Additionally, it is just as important to note collocations which are irrelevant to the function being taught 
(Lewis, 2000).   There are additional chunks of airport terminology that I did not include in the lesson plan, 
such as those used by the air traffic control, cabin crew, cockpit crew, and several others units which are opera-
tional in airports.  Those expressions are omitted because they are not unnecessary or of low priority to the 
ELLs the lesson plan is designed for.

5.1.1 Reflection on Lesson Plan 1 - What Worked Well (Lesson 1)

The implementation of the lesson plan was generally successful.  The learners were able to familiarize them-
selves with airport terminology as they were already aware of them in their L1.  Furthermore, they were moti-
vated to learn because traveling is their pastime.  

The task that was the most successful was the role-play.  At first, they laughed at their own mistakes.  However, 
after I pointed out the formal nature of the role-play situation and how they should act and speak formally, they 
changed their tone and form of language.  The second successful task was guessing at terminology because the 
learners had to explain them in detail.  However, I had to tell them to not provide obvious answers.  For exam-
ple, when explaining the expression “window seat” a learner said, “It’s near the window.”  After reiterating the 
rules of giving clues, they were able to explain terminology without obvious clues.   For example, for “aisle 
seat” one learner said, “If I need to go to the restroom a lot when flying, I choose this chair.” 

This lesson takes an approach similar to form-focused instruction in that the teachers have to ensure that learn-
ers notice the lexical phrases presented and, have opportunities to develop their lexical knowledge through 
direct practice (Coxhead, 2008).  Also included are psychological conditions of noticing, retrieval, and genera-
tion of lexical chunks.  Students can notice the collocations by highlighting target lexical phrases or when they 
are taught to them explicitly (collocation list).  Retrieval occurs when learners retell the use of the collocations 
from the studied materials (guessing game).  Generation is encouraged by isolating targeted collocations and 
using them in discourse (role-play).  It is suggested that thorough practice be administered since learners typi-
cally hesitate to use freshly encountered phrases in real-life contexts (Coxhead, 2008).

5.1.2 What Did Not Work Well (Lesson 1)
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The listening part of the lesson did not work very well. First, the audio was not very clear as it was recorded in 
the aircraft cabin.  The learners are used to listening to audio that is scripted, clear, and slow.  In real life, 
spoken language is more disorganized.  The learners complained that the British captain talked longer than 
necessary in comparison to Korean pilots who tend to be more direct and short in their announcements.  
Concerning lexical chunks, the lesson had to be reviewed multiple times and lexical chunks had to be included 
in the curriculum.  Another key point from the lesson was that there were not enough exchanges of ideas as the 
topic idea was not directly related to creativity or subjective opinions.

5.2 Lesson 2 (Art Website and Visiting Art Museums)

Most of the learners would like to travel abroad and to use English. They are interested in traveling, arts or, 
history. The warm up activity is intended to help them build a schema from their prior experience with visiting 
a museum.   

Checking for information on the Metropolitan’s website is an authentic activity.  It is a good exercise for them 
in navigating museum websites, and other tourist attractions, in foreign countries; just as if they would be if 
they were to actually visit a foreign museum. 

The lexical chunks explored in this lesson are learned implicitly.  They are found in the museum-associated 
material.  The learners should be able to familiarize themselves with common aspects of lexical chunks, what 
the rules are for having a contextualized formal discourse with museum staff and, performing the function of 
asking for information.  These chunks are also applicable to other places and contexts in which the students 
have to follow certain rules and etiquette.  

According to Kennedy (2008), lexical chunks are learned more effectively through implicit learning by uncon-
sciously encountering them repeatedly in proper contexts.  The more learners encounter lexical chunks, the 
more effortless they become with regards to retrieving and producing them from memory.  The focus of peda-
gogy should be on meaning rather than form.  Infrequent collocations (such as baggage claim and layover) 
should be left to implicit learning.  According to Kennedy (2008), the encouragement of autonomous language 
learning is important in order to help learners maximize their exposure to pragmatic language use and, in order 
to facilitate implicit learning.

5.2.1 Reflection on Lesson Plan 2 – What Worked Well (Lesson 2)

The lesson plan worked in general.  The learners were able to accomplish the task of perusing the museum 
website through their smart phones, finding the admissions fee information and, creating a schedule for a 
planned trip to the museum.  They were also able to identify some of the lexical chunks related to visiting a 
museum.  The role-play between the staff and the learners was short and to the point.

This lesson plan also worked well because the students became more aware of lexical structures.  Through 
which, according to Lackman (2010), learners will gain the skill of building coherent structures like phrases, 
expressions, and utterances.  The solution is that most lexicons is not taught overtly but rather, incidentally 
learned (by noticing lexical chunks through the website access).  The focus is on teaching the strategies to 
make the acquisition of a bulk of the lexicon (making a list of chunks) more effective.  After noticing chunks, 
the learners need to analyze the construction, meaning, and usage of chunks in contexts (through role-plays and 
open-ended questions).

5.2.2 What Did Not Work Well (Lesson 2)

Most of the learners claimed they are interested in art but not in visiting museums so, initially, half of the stu-
dents were not interested with the topic.  Secondly, some of the chunks are mainly useful when traveling; they 
are medium-strength to strong collocations and, they are not used in daily life.  Examples are coat-check, 
special exhibition, and ticket stub.  These chunks also included unfamiliar expressions to the list such as, jog-
ging strollers. 
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To deal with this problem, the ideal goal should be for learners to form the same word combinations or lexical 
chunks and, to use the same types of schema as would a native speaker (Celce-Murcia, 2000).   Learners should 
be familiar with authentic materials and contexts in order to implicitly learn the correct lexical chunks.  This 
means teachers need to use authenticity-based lesson plans that are more likely to be practical for everyday life.

The way these lessons were designed, it was essential to find the chunks that are connected to a particular 
context.  Noticing lexical chunks is the first step in the process towards developing functional competency in 
the presented situations.  The next step is being able to retrieve these chunks whenever the need for such ex-
pressions arises.  The final step is to be able to use lexical chunks fluently and accurately in the real world.

6.  Conclusion
This project helped me realize the definition, characteristics, importance, and language pedagogy of lexical 
chunks. Teaching lexical chunks approach is a versatile, useful, and effective approach for learners to notice, 
store, retrieve, and use the language in a specific context with meaning. It also increases their processing time 
therefore increases their fluency. The skill of learning a language through lexical chunks should be a significant 
part of a learner’s learning process. Further, learning through chunks covers all the skills – speaking, listening, 
reading, and writing. The success of learning this skill though could only be achieved through correct practice 
over time.
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Appendix A

747-400 British Airways, Captain’s Announcement

https://www.youtube.com/watch?v=c-hjTiUZmUs

“This is British Airways operating Boeing 747 BA1762 London, Heathrow. My name is Sandy Mitchell, my 
pleasure to command the flight this evening. I’m pleased to say that uh we’d still have some 10 minutes to go 
before our scheduled __________________ ______________, our preparation very nearly complete. Just the 
last door to close and then we should be able to push back and start the engine for departure. 

As always that can be here, we’re usually caught uh quite a congestion but leaning out of my window on the 
left hand side here, there’s only some 5 to 10 aircraft waiting for departure. Hopefully, we’ll be able to get to 
the head the of that ________________ quite soon after pushing back. Once again, airborne, let’s turn up over 
the Atlantic towards London, west corner of England, 5 hours 50 is the planned ________________ 
________________ held by some strong tailwinds across Atlantic. In London, we have a sunny day, today, 24 
degrees, 75 Fahrenheit, and still expected to be fine for ________________ tomorrow morning around 7 
o’clock in the morning, it’s British summer time, 5 hours ahead, Eastern daylight time here in New York.”

a. Where were they departing?
b. Where was the destination?
c. How long did they have to wait for the aircraft to take off?
d. How long was the expected flight time?
e. Were there any problems expected?
f. What’s the weather like in their destination?
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Appendix B

Match the airport terminologies to the applicable pictures.

Appendix C - Guess the most visited museums in the world.

Appendix D – Metropolitan Museum of Art Webpage (http://www.metmuseum.org/visit/met-fifth-avenue)
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The Met Fifth Avenue

The Met Fifth Avenue presents over 5,000 years of art spanning all cultures and time periods. Since the Museum 
opened its doors to the public in its current location in Central Park in 1880, its footprint has expanded to cover 
more than two million square feet. Today, art comes alive in the Museum's galleries and through its exhibitions 
and events, revealing both new ideas and unexpected connections across time and cultures.

Open Seven Days a Week

Sunday–Thursday: 10 am–5:30 pm*

Friday and Saturday: 10 am–9 pm*

Closed Thanksgiving Day, December 25, January 1, and the first Monday in May. Saturday evenings are made 
possible by the William H. Kearns Foundation.

* Galleries are cleared 15 minutes before closing.

Suggested Admission

If you buy tickets at a museum ticket counter, the amount you pay is up to you. Ticket includes same-day ad-
mission to The Met Fifth Avenue, The Met Breuer, and The Met Cloisters.

Adults                                                        $25

Seniors (65 and over)                                 $17

Students**                                                  $12

Members (Join Today!)                                         Free

Children (under 12; accompanied by an adult) Free

Please be as generous as you can.

Exhibitions are free with Museum admission.

Avoid waiting in admission lines! By buying tickets online you agree to pay our suggested prices:

Visitor Tips

* Helpful Hints

• Water in plastic bottles may be brought into the Museum. Other food or drink is not allowed and may not be 
checked at the coat checks.

• Flash photography and video cameras cannot be used inside the Museum.

• Only pencils may be used in the galleries; the use of pens and markers is prohibited.

• Strollers are allowed in all galleries unless otherwise noted.
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• Wheelchairs are available at the coat checks.

* Save Time by Traveling Light

• All backpacks and packages must be checked in at the coat-check facilities. Avoid waiting in long lines by 
leaving backpacks and packages at home.

• Luggage, carry-on bags, and oversize backpacks are not allowed in the Museum and cannot be checked in at 
the coat-check facilities.

• Musical instruments cannot be brought into the Museum and may not be checked at the coat checks.

• Coats and small umbrellas may be carried into the galleries. Large umbrellas must be checked.

* Strollers

Strollers are permitted in most areas—inquire at Information Desks for gallery limitations. Oversize and jog-
ging strollers are prohibited.

* Luggage and Coat Check

Luggage is not allowed into the Museum and cannot be checked in at the Museum's coat-check facilities. This 
includes small carry-ons and oversize backpacks. All backpacks, large bags, and large umbrellas must be 
checked in at the coat-check facilities. To ensure the safety of the collection, the Museum does not permit visi-
tors to carry bags on their backs in the galleries. Musical instruments are not allowed into the Museum without 
prior appointment, and cannot be checked in the coat-check facilities. Food and drink are not allowed in the 
Museum and may not be checked in at the coat-check facilities.

The Museum reserves the right to decide what can and cannot be checked in at the coat-check facilities. 
Questions about the Museum's luggage or coat-check policy can be referred to the Security Office at 
212-570-3781.

_______________________________________________________________________________________

* Lost and Found

If you have left something behind at the Museum, call the Lost and Found Office at 212-570-3981.

_______________________________________________________________________________________
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1. Introduction
When learning to speak a new language, students will 
face a number of difficulties such as learning new 
vocabulary, pronunciation, grammar, pragmatics, 
and cultural nuances.In certain cases, when there is 
an entire cultural and pragmatic mindset that must 
additionally be accumulated and understood by the 
leaner, methods of education and instruction become 
important.Aspects of stylistic hierarchy, politeness, 
gender, domain, dialect, etc. are additional aspects of 
a language that a student may find themselves need-
ing to adapt to; creating a demand for these aspects to 
be appropriately described, explained, and addressed 
as they may be vastly different from their native 
tongue and mother culture.It is the job of educators 
then to prepare their students by delivering the best 

instruction that gives the in-depth understanding, 
awareness, and knowledge of a language to be able to 
confidently and correctly use it in authentic 
situations.

When looking at the English and Korean languages, 
there are many surface differences that can be notice 
right away.The writing, pronunciation, word order, 
use of different grammatical formatting, counting 
systems; all stand at different points of language styl-
ing, and students must work hard to traverse between 
the two as they acquire one from the other.Underneath 
surface differences, an even more complex difference 
is the system of hierarchy and politeness that domi-
nates the Korean language compared to English po-
liteness.Holtgraves and Yang (1990) stated that at 
their core English and Korean stand at opposite poles 
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in culture, and in politeness.For English speakers 
who learn Korean, there is an element of memoriza-
tion that can be utilized in order to begin learning the 
theories of politeness in Korean, and much of polite-
ness can be obtained through syntactic means.
Students are able to memorize grammar forms, spe-
cialized formal nouns and verbs, and specific general 
guidelines, such as age and power, that will indicate 
when and where to use higher level polite speech 
forms.Unfortunately, it cannot be said there is the 
same style of learning for Korean students when 
learning English.Though there are some specialized 
forms, English politeness takes stronger form in 
pragmatics and semantics which are much less easily 
memorized.

This paper will address the following research ques-
tion: How can English pragmatic politeness be taught 
to South Korean students?

South Korea has a culture and language that uphold 
high levels of politeness, but how the current educa-
tion system meets the needs and matches student 
cultural backgrounds of students are areas of ques-
tion as well.The research question will be broken 
down into the following aspects: defining politeness, 
current methods of English education, and suggested 
methods of English education.The main purpose is to 
understand the importance of politeness in both cul-
tures and how the transferal of cultural notions of 
politeness plays a part in language and in the lan-
guage learning classroom.

2. Defining Politeness

2.1 Politeness Theory and Face

Before unraveling the workings of politeness indi-
vidually in Korean and English, it is important to 
understand what politeness, politeness theory, and 
face are.According to linguists Brown and Levinson 
(1987)face is “the public self-image that every mem-
ber wants to claim for himself consisting in two re-
lated aspects…” (Brown & Levinson, 1987, p. 61).
The two mentioned aspects of face are negative and 
positive face.Negative face relates to the claim of 
basic and personal freedom of action and imposition, 
whereas positive face is the positive image created to 
be approved of by the people one interacts with.This 
idea of face was originally taken from the linguist 

Goffman (1967 in Brown & Levinson, 1987)who 
stated in his reports that generally it can be assumed 
that all interactions and participants in an interaction 
constantly strive to maintain ‘face’ by preserving 
their own and others. When people engage in differ-
ent acts of politeness, then, it is correlated with the 
fact that people do not wish to engage in face threat-
ening acts.

Face threatening acts will endanger one’s face and 
can cause some form of inconvenience, pressure, 
humiliation, negative emotion, etc. to any person in-
volved in the interaction.Therefore, people utilize 
this politeness in order to maintain not only personal 
face, but the face of those around them as well 
(Brown & Levinson, 1987).Since communication 
and interaction are connected with face, taking care 
to know what is considered face threatening, and 
therefore impolite arises something to be noted across 
cultures.

Politeness has many different definitions, and multi-
ple theories have been applied when developing po-
liteness theories.Politeness is, at its core, the act of 
being polite; however, the methods of acting polite 
are different across different cultures.That is to say, 
not all cultures find the same gestures and expres-
sions to be polite.Politeness is typically a part of lin-
guistic pragmatics, and is best seen through means of 
interaction (Eelen, 2001).There are a number of indi-
vidual politeness theories that have been developed 
over the years, but there are a few common occur-
rences across multiple theories.For the purpose of 
this paper, the politeness that is discussed is going to 
be void of behavioral politeness and rather focus on 
the pragmatics of speech and verbal acts of 
politeness.

In her politeness theory, Robin Lakoff (1997) uses 
Grice’s Cooperative Principal Theory to base the as-
sumption that when people interact, it is in a method 
meant to maximize cooperation and effectiveness.
The aspects of quality, quantity, relation and manner 
should all be appropriate for clear communication.In 
the event one of these aspects is not maximized, it 
could be attributed to politeness; the person is avoid-
ing a face threatening situation and therefore is not 
being perhaps as clear and concise as the Cooperative 
Principal Theory believes.Within different cultures 
there are certain acceptable acts of politeness that 
correlate to distance, deference, or camaraderie that 
are taken into account. It should be noted that 
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American culture tends towards camaraderie, or an 
informality strategy.Asian cultures on the other hand 
lean towards a deferential, or hesitant strategy of po-
liteness (Eelen, 2001).This differentiation between 
the two will become important to note when compar-
ing English and Korean.

Taking into accord Brown and Levinson’s (1987) 
face theory, politeness is centered around conflict 
avoidance, and balancing the two sides of face.In or-
der to determine what forms of politeness or how to 
engage with listeners, speakers will take into account 
power differences, social differences, and how the 
act could be perceived within a specific culture.These 
variables are then adjusted in a formula of rational 
and the speaker will make a choice of how to speak 
based on the combination of factors (Eelen, 2001). 
Unlike Lakoff’s theory, Brown and Levinson’s theory 
encompasses more social situations, power plays, 
and can be adapted to apply cross-culturally as well.
For many English speakers power and social differ-
ences can be downplayed over time, where Korean 
speakers maintain those social differences at a much 
more consistent rate.

Chinese linguist Gu (1990) created a theory based off 
of Chinese concepts of politeness.Though not a ma-
jor contributor to politeness theory development, Gu 
introduces the concept of morally prescriptive polite-
ness.According to Chinese culture, politeness is less 
of an instrument in conversation, but is actually the 
norm.He uses four maxims: self-denigration, address, 
tact, and generosity to index the appropriateness of 
politeness in speech.The other aspect of politeness he 
introduces is a balance principal (Gu, 1990). This 
states that in giving an act of politeness one should 
now receive one in return; it is a paying back theory 
that balances the people in interaction (Eelen, 2001). 
Chinese culture, though not representing eastern cul-
tures as a whole brings important information that 
should be taken into account when considering the 
historical linguistic background of Korean.

There are multiple other theorists that all have con-
tributed to politeness theory in a different way.
However, across multiple researchers’ data, a few 
commonalities arise.For one, all cultures will find 
direct or indirect requests as being more or less po-
lite; however, not all in the same way or to similar 
extents and contexts.In addition, length, type or re-
quest, and the limits of the request are all important 
factors that will dictate politeness within verbal 

politeness.As well as limits and inferential processes 
which are all culturally dictated.At large, there is an 
element of pragmatics behind politeness and it calls 
for cultural awareness (Blum-Kulka, 1987).
Understanding cross-cultural concepts of politeness 
can aid in language acquisition, but that does not 
mean that learning a language with a different polite-
ness mindset will be a simple task. Having similari-
ties in politeness may help with educating ESL stu-
dents; however, as in the case of Korean and English, 
there are not many commonalities that make the 
learning process a less daunting task.

2.2 Korean Politeness 

The Korean language, unlike many Anglo-Saxon 
languages, does not rely primarily on the application 
of linguistic pragmatics when engaging in politeness. 
Rather, there is a syntactic variable as well as a lexi-
cal variable that play a crucial role in acts of 
politeness(Holtgraves & Yang, 1990).Korean culture 
upholds favoritism directed towards high demonstra-
tions of politeness, and they engage in culturally 
perceived polite strategies such as negative polite-
ness, and off-record strategies (Holtgraves & Yang, 
1990).In Korean culture, the factor of age also plays 
largely into the way politeness is expressed and re-
ceived by individuals in a conversation.During one 
study, people who were observed as standing in posi-
tions of power were more likely to perceive negative 
politeness as appropriate for conversation when be-
ing spoken to by a subordinate.On the speaking end, 
it was also found the people in the positions of power 
were also more likely to use bald statements.In the 
way negative politeness was used to speak to people 
in power, the same politeness applied to situations 
where there was no close relationship between indi-
viduals (Holtgraves & Yang, 1990).The study showed 
that negative politeness then showed respect and au-
tonomy directed towards elders, persons of power, 
and strangers.

As mentioned when describing Grice’s Cooperative 
Principal Theory, the common use of negative polite-
ness can be attributed to the Asian cultural tendency 
of deferential politeness and hesitation (Eelen, 2001).
The use of negative politeness and indirect state-
ments is highly associated with hesitation and defer-
ence in speech, for when engaging in conversations 
with someone of a higher social position, it is impor-
tant to be indirect and take care not to impose on their 
negative face.This is why negative politeness is 
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highly common within the Korean community.

When addressing the syntactic side of politeness, 
there is one main element of the Korean language 
that should be addressed: the verb-final sentence end-
ings.Korean language has six main styles of honorific 
(or politeness) speech that are added to the ends of 
utterances in Korean. They are: the informal-polite 
style, the formal-polite style, the plain style, the au-
thoritative style, and the familiar style.On an average 
day, most Koreans will engage with the informal-
polite style which is used across the board with peo-
ple such as doctors, teachers, priests, officials, grand-
parents and parents, elder siblings, etc.; the main goal 
of this type of speech is to maintain politeness but 
also be slightly more informal (Park, 1991).The for-
mal-polite style is used in similar contexts but hold a 
more honorific connotation and do not indicate 
informality.

If the informal-polite style does not match the level 
of politeness demanded in the situation, in the case of 
adding respect or reverence to a verb without moving 
up a full sentence ending politeness-level, Koreans 
have an honorific infix that they engaged with, or 
when talking about, people of higher social standing.
This infix can also be brought into conversations with 
strangers of seeming higher status but is never used 
when talking about oneself (Park, 1991).This form 
can be added to the formal-polite and the informal-
polite styles.There are also specifically honorific 
verbs, nouns, and particles that Koreans will use 
when talking to and about those of higher social 
standing then themselves.However, not all words 
have a lexical honorific form, which means that there 
is a set list of formal, honorific, polite forms (Park, 
1991).The infix adds an extra level of indirectness 
and politeness to the statement which creates addi-
tional levels of politeness within the speech styles 
themselves.These infixes and lexical entries allow for 
in-between level polite statements to be made so that 
overall syntactic politeness is maximized.

On the less formal side of the spectrum, the plain 
style is used among students, workmen, servicemen, 
those with a close friendship, and typically around 
children.When having a form of solidarity within a 
group or with a person, it becomes impolite to con-
stantly use the polite style endings (Park, 1991).
Within the multiple styles of verb endings, there are 
more variations and acceptable ending markers and 
methods of making requests and asking questions as 
well (Park, 1994).Politeness is highly situational as 
well as relationship and status based within the 

Korean language.

2.3 English Politeness

Where Korean is heavily lexical and syntactic based 
in the way politeness is offered in speech, English 
does not carry the same syntactic base to verbal forms 
of politeness.That is not to say English is without any 
basic lexical forms of politeness.“Please”, “Thank 
you”, “Sir/Madam”, and other such phrases are gen-
erally known to increase the politeness of an utter-
ance, but it does not just end there.It is important to 
point out that politeness strategies in English are at 
their core linguistically different compared to Korean.
The English language and American culture at large 
tend to lean towards production of positive politeness 
strategies as opposed to Koreans who prefer negative 
politeness (Holtgraves & Yang, 1990).Setting apart 
the two languages at the base level of perceived po-
liteness, before language even comes into a commu-
nicative position.

Starting with a syntactic standpoint on politeness, 
phrases such as ‘how about’ and ‘why don’t you’ 
serve as a type of tag question that are noted to in-
creases the politeness of the statement (Lakoff,1997).
For those who speak standard American English, tak-
ing negative statements and turning them into posi-
tive statements are another method of creating a po-
lite statement.Rather than a bald statement about a 
poor meal, the phrase ‘that wasn’t the worst meal 
I’ve ever had’ is politer and acceptable in certain situ-
ations.In this case rather than add insult, the speaker 
maximizes praise and avoids threatening face(Rong, 
2001).Before making any decisions however, the 
speaker has a list of options they can utilize if a face 
threatening act must be made.By choosing a bald 
statement, one with redress, off-record, or withhold-
ing the face threatening act all together the speaker 
picks a level of politeness (Rong, 2001).Where in 
Korean the levels of politeness are highly syntactic, 
English politeness as developed through word order 
and sentence structure is personal and situational; it 
changes according to each and every conversation.

Looking at politeness as a reflection of appropriate-
ness, there are certain features of English that play a 
role in the development of language use.There is an 
appropriate and an inappropriate way to engage in 
typically ‘polite’ methods of interaction, which 
emerges then as a matter of pragmatics.Due to the 
fact that appropriateness in the moment of an event 
where politeness should be engaged can be inter-
preted differently, it is important to know what each 
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situation call for (Meier, 1997).Korean as mentioned 
afore is a highly polite language with indirect tenden-
cies; but for many standard American English speak-
ers, positive politeness is best perceived in use with 
both those in power and within individuals with little 
relation between the two (Holtgraves & Yang, 1990); 
making it the opposite of the Korean perception.This 
again moves towards the theory of English speakers 
using camaraderie as a politeness strategy when en-
gaging in acts of politeness and conversation (Eelen, 
2001).Positive politeness culturally promotes soli-
darity and belonging to a group while also maintain-
ing a positive face that others perceive.

For English speakers, many researchers have devel-
oped additional work based off of Brown and 
Levinson’s politeness theory and its regards to face 
threatening acts.In most cases, there was a heavy 
sense of responsibility on behalf of the speaker to not 
threaten face (Rong, 2001).The location and setting 
of where the speakers are located will also have an 
impact on the levels of politeness.Also, in English 
speaking communities, and in western countries in 
general, maintaining freedom and personal space are 
high figures of politeness.By not intruding on anyone 
regardless of social standing there is an element of 
politeness that is exchanged between two parties.
Gender as well as class have also been known to his-
torically play a role in politeness as well.Where 
apologizing is seen as polite, women are the ones 
who typically have apologized more than men(Rong, 
2001).There are multiple more macro level factors 
that will play into a conversation and dictate appro-
priate politeness that have not been discussed at large, 
for even across English speaking communities there 
are politeness differences.

2.4 Making Connections

Korean and English when analyzed separately hold 
very few similarities at basic ideas and linguistic 
formats surrounding politeness.Korean values nega-
tive politeness and holding others at culturally ac-
cepted relational distances based off of factors such 
as age, power, and personal camaraderie.English, on 
the other hand, emphasizes positive politeness, de-
veloping close bonds with others, and taking care to 
preserve the listener’s negative face as an act of soli-
darity.Before looking into suggestions about how to 
overcome these differences in an English learning 
classroom, an overview of current materials and 
methods will be presented.

3. Current Methods of Teaching English 
Politeness
In the case of analyzing how English education is 
executed within the classroom setting, it is important 
to look to the textbooks that many students interact 
with as they learn English throughout their education 
career.In many cases, textbooks have a tendency to 
over-simplify and recycle grammar and phrases to 
help students memorize, but leave out essential infor-
mation students might find useful in language pro-
duction (Litz, 2005). In addition, textbooks may be 
severely lacking in pragmatic practice and explana-
tion in a variety of contexts, and there seems to be a 
very slow shift towards promoting more authentic 
speech (Vellenga, 2004).This becomes an issue when 
the lack of authentic speech and dissertation often 
relates directly to a lack of linguistic competence in 
the end results.

By looking across different types of English text-
books, pragmatic sections are still generally under-
whelming across the board.In terms of politeness, 
there seems to be more indication of how to be infor-
mal rather than be polite with certain domains of 
speech(Vellenga, 2004).During an up-close analysis 
of a variety of textbooks, there was little to no offered 
information on the pragmatic discussion covering 
politeness or appropriateness.The result of this is a 
lack of exposure to proper authentic discussion and 
sets students up to be at a severe disadvantage in the 
area of competence.There is little instruction regard-
ing politeness cues, using tone to imply politeness, 
and development of listening and speaking skills sur-
rounding politeness (Vellenga, 2004).Textbooks will 
give role-play situations and strategies for students to 
learn from, however due to lack of cross-cultural un-
derstanding these techniques become less effective.
Often times these role-plays do not reflect the culture 
of the situation and rather center around memoriza-
tion (Meier, 1997).By going into memorization as a 
means of learning, there is an issue with adaptation 
that arises; mentioned previously each conversation 
in English is different, and memorization does not 
give students the tools to compensate accordingly.

Where there is politeness included in text, many 
times it revolves around grammar and sentence 
‘strength’ as opposed to other forms of politeness in 
English.The relationship between writing and speak-
ing were often addressed as well; however there re-
mained a lack of authentic conversation or setting 
discussion to enhance the lesson.Students developed 
a much greater understanding of the differences in 
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greetings and modals as opposed to contextual com-
prehension (Vellenga, 2004).Without contextual 
comprehension it makes it much harder for the stu-
dent to engage with the language on an authentic 
level, and they may have difficulty interacting with a 
native speaker without this knowledge to 
communicate.

Many textbooks are paired with a teaching instruc-
tion manual that is also central to instructing students 
on the use of proper pragmatics.Often times where 
the textbook offered insight regarding politeness, the 
teacher’s manual offered little else to support the 
learning, and rarely outsourced beyond the textbook 
for additional learning sources (Vellenga, 2004).
Without additional sources, the textbook creates a 
gap in the learning process.Following that if the 
teacher does not take it into their own hands to find 
additional materials, the students will suffer from a 
lack of deeper comprehension that is necessary in 
pragmatics; particularly related to politeness in 
English.Therefore, it is essential to look into other 
suggested methods of educating on politeness and 
pragmatics in order to produce confident and compe-
tent students.

4. Suggested Methods of Teaching 
English Politeness

4.1 Awareness Training

Due to the vast differences between Korean and 
English in politeness production, it is possible that 
miscommunication can occur.In the case of being 
polite, since politeness is typically used to avoid con-
frontation and miscommunication, it becomes all the 
more important to develop the underlying cultural 
understanding behind politeness.Chick (1996) indi-
cates a common cause of miscommunication is due 
to sociolinguistic transfer.When this occurs, the 
speaker uses rules, functions, and underlying under-
standings from their own language in another (most 
likely the listener’s) language.When this occurs it is 
possible for sentiments and intentions, such as polite-
ness, to be misconstrued by the receiving party 
(Chick, 1996).In this event, it becomes crucial to 
promote what is called awareness training.

Awareness education should be encouraging, and 
teach students to interpret conversations rather than 
only understanding the surface semantics (Chick, 
1996).When the conventions of discourse are taught, 

so too is communicative competence.The reason 
awareness is crucial in politeness education is due to 
all of the complex connotations that accompany 
it.Since in English and Korean there are many in-
stances where the opposite is culturally perceived as 
polite in the other language this can be conflicting for 
many students and difficult to retain and put into 
practice if they are not aware of why what they say 
matters.Therefore, raising sensitivity and awareness 
around differences and cultural perceptions becomes 
a key factor in language education.

4.2 Textbooks

Current methods of education are highly textbook-
centered, and though there has been minor improve-
ment, there are more suggestions available for text-
book improvement.Textbooks and teaching manuals 
lack in the area of pragmatic discourse, and the result 
is the fact that more must be taught if communicative 
competence is aimed to be accomplished in the field 
if English education; particularly when involving 
pragmatic issues such as those surrounding English 
politeness (Vellenga, 2004).The gap between English 
and Korean politeness is no small feat to overcome, 
but starting with the textbooks on which classrooms 
are centered is one area to start.

There are many benefits to textbooks, including their 
structure of presentation, practice, and production, 
which can be modified and formatted to introduce 
new situations that require students to think critically 
about the politeness and register needed in different 
situations; and as students continue their education 
and move to advanced levels, the tasks can be refor-
matted accordingly (Litz, 2005).In addition, language 
textbooks can be formatted to promote authentic 
tasks and situations for students to learn and reflect 
from (Litz, 2005).What this means for the education 
of politeness, is that textbooks can be updated and 
adapted as tools to prompt students to engage in tasks 
that develop understanding and promote awareness, 
rather than just focusing on memorization.

In the case of English textbooks, there needs to be an 
increase in pragmatic instruction and education to 
solidify students’ understanding of politeness.A well-
developed language textbook should promote under-
standing and lessons about the pragmatic aspects of a 
language just as much as the semantics (Litz, 2005).
Current descriptions are too broad and not nearly 
authentic enough to be considered beneficial tools to 
educate with on the topic of politeness (Vellenga, 
2004).Rather than average textbooks which focus on 
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grammar, suggested pragmatic centered textbooks 
could be added as supplementary materials that 
would increase comprehension and cultural under-
standing (Vellenga, 2004).Materials should also re-
flect not only the target language’s culture, but hold 
part of the culture in which it is being taught.In this 
way students can engage with familiar concepts and 
feel as though the learning is relevant and authentic 
to their lives, and a clear distinction may be made in 
cases, such as politeness where there are many differ-
ences.Many textbooks also maintain a western view 
on their own language, which results in a lack of rel-
evant material for Korean students to study from 
(Vellenga, 2004).Without a Korean view on English 
pragmatics and language learning as a whole, it is 
possible to lose important cross-cultural information 
that should be addressed in order to assist in student 
understandings of politeness.

4.3 The Classroom

English education in the classroom itself can prove to 
be a very effective method of education as well.In the 
case of classroom structure, there are different regis-
ters of politeness in English speaking cultures com-
pared to that of South Korean class culture.South 
Korea is within the bounds of the expanding circle of 
English speaking countries, meaning there is no 
overarching English speaking culture, rather it is 
confined mainly to the classroom learning environ-
ment (Kachru & Nelson, 1996).In this case, the class-
room can be used as a powerful tool in creating an 
environment where students can acquire the prag-
matic background knowledge needed to succeed.
This is the same for politeness, as many students will 
not have authentic interaction with English speaking 
foreigners.The lack of cultural blending and input 
hinders the English education process compared to 
English education within the Inner Circle and Outer 
Circle English speaking countries; where there are 
dominant or secondary English cultures that are a 
major or secondary part of the learner’s lifestyle 
(Kachru & Nelson, 1996).The classroom must be 
used as a tool then, in order to promote the type of 
environment students can learn politeness from.

In the event that a teacher is a native speaker, they 
can provide a more authentic learning environment 
for the students as they learn.Teachers have high lev-
els of control in the classroom, and the methods of 
teacher talk they engage in communicate more to 
students about pragmatics compared to textbooks 
(Mesthrie, Swann, Deumert, & Leap, 2009).Through 
example the teacher has the ability to perform 

politeness acts and encourage them from the students 
accordingly.Teachers serve as an important tool 
themselves in the classroom in promoting student 
awareness as well.According to the interdependence 
hypothesis, first and second languages and their de-
velopment are closely tied together (Mesthrie et al., 
2009).Therefore, when students are younger and just 
learning their own cultural perceptions of politeness, 
the pragmatics of English politeness are in a position 
to develop as well.This means that the teacher as well 
must instruct the students according to what they do 
know.In the case of older learners with strongly de-
veloped perceptions and understandings of polite-
ness, it is important to give full explanations and 
multiple situations as examples to encourage 
understanding.

Having a native speaker who acts as a gateway for 
understanding in the classroom is a valuable resource 
of working towards effective intercultural communi-
cation (Chick, 1996).Interpreting patterns in both 
languages has shown to decrease misunderstandings 
in the classroom as well.When learning politeness 
this becomes an important classroom tool, since 
communication and conversation create an open 
learning environment that benefits all parties and 
supplies a chance for pragmatic understanding.
Native teachers are also able to help students under-
standing of what is appropriate and not appropriate in 
specific domains and situations that may not come as 
intuitive to the students (Chick, 1996).Though native 
teachers may not always be available, teachers with 
sufficient awareness training and proper class materi-
als may have the same beneficial impact on student 
learning.

4.4 Speech Acts

In the classroom, one way in which teachers can pre-
sent students with authentic learning environments is 
through the use of speech acts.Underlying all utter-
ances is what is referred to as a speech act.Cohen 
(1996) uses Austin’s definition of a speech act, defin-
ing it as an overall functional unit of communication.
Educating students on different types and levels of 
speech acts and their perceived appropriateness ties 
closely in with the awareness theory.The cultural 
understandings and norms behind English speech 
acts are culturally and systematically different from 
the South Korean understandings and norms.In order 
to help students in gaining confidence and compe-
tence with politeness in English, speech acts allow 
for sets of speech to learn from and give new aware-
ness to students.The reason speech acts are important, 
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is that by educating students about them, the major 
differences between directness and indirectness can 
be addressed.In order to engage in a speech act, stu-
dents must understand the cultural background 
knowledge needed to engage in certain acts (Schiffrin, 
1996).Through context and situational learning, stu-
dents are given the opportunity to practice active 
language production and learn how to be polite in 
real time.

When taking a closer look at Korean and English in-
dividually, the different values and politeness associ-
ated with different speech acts can be inferred, but 
not fully understood.Through speech acts and au-
thentic performances by native speakers, the methods 
by which students will understand the language is 
vastly improved (Cohen, 1996).In order to encourage 
the education of speech acts, teachers would need 
awareness training, or supplementary materials to aid 
in explanation.If current need for improvement in 
authentic textbooks, and covering speech acts would 
add more authenticity and practicality to the lessons 
(Litz, 2005). If the materials, the teacher, and the 
classroom environment can support the education of 
speech acts, student awareness and comprehension 
will also be supported.

4.5 Intercultural Communication

Speech acts can also be part of the greater umbrella 
lesson of intercultural communication.When teach-
ing English, it is important to teach awareness of 
culture in order to convey reasoning behind proper 
politeness forms. Knowing that there are different 
levels of politeness appropriate to different situa-
tions, and being able to understand the context of the 
situation will help students develop a stronger under-
standing and a higher level of proficiency.Since ap-
propriateness and politeness are not static, it is im-
portant to teach students how to read a situation 
beforehand.Students should be well acquainted with 
multiple different contexts and role-play activities to 
enhance understanding (Meier, 1997).English can 
embody multiple different facets of multiple cultures, 
and it is important for students to know that they can 
maintain their cultural identity when learning English 
as well (Kumaravadivelu, 2012).This is especially 
important for Korean students who have a cultural 
tendency towards strong politeness; it is possible for 
them to adapt to English while still maintaining their 
views and culture. 

Rather than taking solely a linguistic approach to 
language learning, the communicative approach 

promotes competence and complete understanding 
with learners.They not only have a better concept of 
the language, but as the culture from which it stems 
as a whole.Promoting use of forms in different con-
texts and learning how to appropriately and strategi-
cally use the language when talking to native speak-
ers, should be the goal of language acquisition.
However, it is impractical to claim native-compe-
tence, by approaching English education with the 
goal to promote understanding across cultures and 
not just across grammar and vocabulary is key.The 
communicative approach has shown to promote suc-
cessful and confident learners of English as a second 
language (Alptekin, 2002).

The key in teaching English is not to force students to 
think and act like English speakers, rather is should 
be promoting communication and understanding 
across cultures.Though understanding politeness is 
important, there are a number of factors that can af-
fect a learning environment or a student’s motivation.
Therefore, the curriculum should be relevant and au-
thentic to each class (Kumaravadivelu, 2012).Each 
student, each class, each school will have a different 
purpose for English, and the curriculum should be 
addressed as such.

4.6 Authentic Tasks

In order to combine awareness, speech acts, intercul-
tural communication, textbooks, and the classroom 
as a whole, authentic tasks are most suited for the 
integration and development of these skills. Schiffrin 
(1996) stated that teaching interactional sociolinguis-
tics in the classroom should focus on contextual de-
scriptions and institutional settings alongside specific 
discussions surrounding forms of interaction.These 
tasks should not only be limited to what is appropri-
ate either, but also include the other side of the scale 
in identifying what is inappropriate (Schiffrin, 1996).
Teaching all sides of a situation promote more au-
thentic understanding that students can benefit from.

Cohen (1996) develops five specific steps for educa-
tors who are teaching sets of speech acts to the class-
room.The first step is to identify the awareness and 
understanding of speech acts that the students have 
(Cohen, 1996).Assessing students on this level al-
lows the teacher to understand how much students 
can at first sight or listen tell the level of politeness of 
a statement of phrase.Step two is implementing 
model dialogues for students to begin the integrated 
understanding of situation and act as a set.Creating 
strong connotations for the students to identify acts 
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with specific environments can help make the stu-
dents more sensitive and aware as to where the cul-
tural differences are (Cohen, 1996).Third, evaluating 
students in group settings as they practice politeness 
allows the teacher to reconstruct or elaborate upon 
the lessons and promote competence within students 
(Cohen, 1996).Role-play activities are another area 
where students may engage in different roles to com-
pare speech acts (Cohen, 1996).This is particularly 
useful with students in South Korea.Since South 
Korea has such a strong hierarchical and age domi-
nated language, students can work towards under-
standing how those semantic rules of politeness 
translate into English.When speaking to an elder or a 
superior in Korean, there is a very distinct linguistic 
pattern that is used, but in English it is pragmatic and 
nuanced; so role playing can aid in student under-
standing of the same situation for both their native 
language and cultural rules, as well as in English.
Last, teachers should give constant feedback and ex-
planations.Discussing with students how, why, and 
the background behind specific acts of politeness 
gives students a better chance to grow in awareness 
and cultural understandings (Cohen, 1996).These 
discussions will most likely prove to be useful learn-
ing tools, as they are authentic, and bring allow both 
cultures to stand as equal but different in status.

5. Conclusion
English education is not without its many struggles 
as it continues to span across the globe in different 
classrooms across countries and cultures.For Korean 
students, one area teachers must learn to pay care to 
is the area of politeness.The Korean language has six 
different honorific forms of speaking that can convey 
stronger or weaker levels of politeness when used in 
different context.Politeness is strongly embedded in 
all areas of interaction, and therefore something that 
should not be forgotten when learning a language.
English, though having some syntactic politeness, is 
heavily pragmatic and polarized in many politeness 
practices compared to Korean.When comparing the 
underlying pragmatics of the two languages the 
mindset of politeness is very different; Koreans en-
gage in negative politeness when increasing levels of 
politeness within a conversation, where, the opposite 
is typically true for western English speaking coun-
tries (Holtgraves & Yang, 1990).Rather than favoring 
negative politeness they value positive politeness 
more.These differences should not be overlooked in 
the classroom setting.

Current methods of teaching English in the South 
Korean school system typically tends to be lacking in 
the department of pragmatic discourse.Textbooks 
rely heavily on memorization and the linguistic ap-
proach to language learning which emphasizes gram-
mar and vocabulary (Litz, 2005).However, research 
has shown that a more communicative approach is 
more beneficial for student competence; and when 
students are competent their confidence also tends to 
rise(Vellenga, 2004).Intercultural communication is 
becoming increasingly more common, and without 
the authenticity and the tools in the textbooks reflect-
ing the demand, it is uncertain that current students 
would have the awareness and the competence to be 
able to interact, or compete in a growing global 
community.

Politeness is in everything speakers say and do, 
though some implement it in stronger forms than oth-
ers.Where Korean has overt politeness that can be 
seen, the covert politeness of English is something 
students may not be able to pick up on their own.
Embedded in the Korean culture is a level of polite-
ness not reflected by the English, or the western 
mindset at large.In order to promote cross-cultural 
communication, students need to understand and be 
aware about the cultures English derives from.Since 
English can mold to so many different cultures and 
mindsets, by knowing English politeness theories, 
Korean students can learn to balance their own cul-
tural identity within that.Understanding how to read 
and interpret situations and relationships through 
both the Korean and English language mindset pro-
motes levels of communication highly beneficial to 
all parties (Kumaravadivelu, 2012).When speakers 
of different languages can politely and authentically 
communicate with each other it promotes a global 
community of understanding.It is not fair to dismiss 
one culture’s identity or beliefs for another, but for 
many language learners, in order to reach communi-
cative proficiency, the underlying systems and prag-
matics of a language are just as important as the 
semantics.

Through more awareness, authenticity, and higher 
levels of communication the language classroom can 
develop into a space for cultural development and 
awareness as much as a place of language learning.
Politeness is something that is not universally under-
stood nor regulated, which is why these systems 
should be implemented.Politeness in English is not 
just minding manners and using proper forms of a 
language, there is an underlying system that is ac-
quired slowly over time for native speakers.For 
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non-native speakers, the same underlying system will 
only take form in the classroom and in conversation 
until the student travels to a community where 
English has dominant cultural ties.The classroom is 
key to teaching politeness, and teachers the gatekeep-
ers of communication.Without awareness and under-
standing though, students will have a very hard time 
traversing the gap between English and Korean 
politeness.
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1. Introduction
There is a growing belief that with the exception of 
homonyms, most words have only one meaning 
(Klein & Murphy, 2001) but it is estimated by some 
that up to 40% of all English words have more than 
one meaning (Traxler, 2011). In the semantics field it 
can be assumed that there are three types of word; 
those that are monosemous, polysemous, and ho-
monymous. Croft (2003) posits that a “one-to-one 
match between a word and a meaning is called 
monosemy”(p.358) and these types of words are usu-
ally highly technical in nature with a very specific 
meaning. It is these kinds of words that we are not 
interested in as from a cognitive linguistic (CL) per-
spective it very easy to map out how the brain stores 
them. It is the latter two, but more specifically poly-
semous words that are of more interest to CL as under 
different contexts the same word can have many dif-
ferent semantic meanings.So, it is an area of interest 
as they bring up a number of conceptual questions 
about how they work in the brain. 

2. Defining polysemy
In the psychology of word meaning, polysemy is a 
very central issue. Dobrić (2014) posits, much like 

this paper will try to show, polysemy is “perhaps the 
most elusive semantic issue to account for and the 
following discussion seeks to outline, define it, and to 
place it within the acceptable theoretical framework 
of meaning” (p.146).It is as Dirven and Verspoor 
(2004) note that polysemy comes “from Greek poly 
‘many’ and sema‘sign, meaning’” (p.26). Thus, poly-
semous words can be seen as words that have more 
than one related sense. By which we mean “the as-
sociation of two or more related senses with a single 
phonological form” (Taylor, 1995, p.99) which “is in 
contrast to a homonym, which is a word with two or 
more unrelated meanings” (Crossley, Salsbury, & 
McNamara, 2010, p.575).

In current polysemy research, a popular trend is to 
regard polysemy as a graded phenomenon (see Figure 
1). This apparent solution to the problem of differen-
tiating between said vagueness and polysemy, how-
ever, only serves to present the conceptual confusion 
more clearly, particularly in the use of the term se-
mantic classes. Brisard, Van Rillaer, and Sandra 
(2001) describe this situation as follows: 
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Traditionally the notion of polysemy is noted as be-
ing a phenomenon in which there is a relationship 
between the senses of a lexical item. However, it has 
been turned into a phenomenon by where “lexical 
items are assigned to semantic classes, based on vari-
ous unequal relationships” (Zawada, 2009, pp.126-
127).The point of which is the idea that semantic 
classes can assign words as consistently and unequiv-
ocally as possible to one of the three classes (as seen 
above), or if it is not possible to position them some-
where on the continuum, with the intent that the 
classes (or positions on the continuum) will be han-
dled differently in a model of the mental lexicon 
(Zawada, 2009).

As such, this leads to the idea that polysemous forms 
can themselves be divided into words that exhibit 
regular and irregular polysemy (see figure 2), though 

the discrepancies between regular and irregular are 
not as clear-cut as they first seem (Falkum& Vicente, 
2015). 

Regular polysemy can be thought of as a form of 
systematic, recurring polysemy. This is highlighted 
in Murphy (2010) who postulates that regular poly-
semy relates to “word senses that are distinct, but 
which follow a general pattern or rule in the lan-
guage” (p.89). Akmajian, Demer, Farmer, and 
Harnish (2001) highlight this with the example of a 
Sports Illustrated in stating that it “can be bought for 
1 dollar or 35 million dollars; the first is something 
you can read and later start a fire with, the second is a 
particular company that produces the magazine you 
just read” (p.235).

Conversely, words that we categorize as retaining 
characteristics of irregular polysemy do not as a re-
sult have this systematic relation. Accordingly, words 
that possess such irregular polysemy are “triggered 
by other metaphorical processes” (Apresrjan, 1974, 
p.18).To show this, Dirven &Verspoor (2004) use the 
example of fruit to explain this concept. According to 
dictionary.com (n.d.) fruit is a word with seven dif-
ferent meanings:

1. any product of plant growth useful to humans or 
animals.

2. the developed ovary of a seed plant with its 

T here seems to be a growing consensus around the idea that polysemy 
occupies the middle position on a continuum with homonymy situated 

at one extreme and vagueness at the other (Tuggy 1993, Geeraerts 1993). In 
this model, a homonymous item displays two unrelated meanings, a polyse-
mous item has one meaning with two or more senses [sic], and a vague item 
has one meaning with only one sense that can be slightly refined, yet not 
fundamentally altered, through semantic integration with additional con-
textual material. The notion of a continuum or cline implies that there are no 
rigid boundaries between these semantic classes and that the possibility of 
finding a number of in-between cases, always (and by necessity) constituting 
polysemous categories, is considerable (p.262).

Figure 1: A proposed continuum of polysemy (Zawada, 2009, p.126)

Figure 2: Types of polysemy
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contents and accessory parts, as the pea pod, nut, 
tomato, or pineapple.

3. the edible part of a plant developed from a flower, 
with any accessory tissues, as the peach, mulberry, 
or banana.

4. the spores and accessory organs of ferns, mosses, 
fungi, algae, or lichen.

5. anything produced or accruing; product, result, or 
effect; return or profit:

6. Slang: Extremely Disparaging and Offensive. a 
contemptuous term used to refer to a male 
homosexual.

7. to bear or cause to bear fruit

In this example, unlike the regular polysemous word, 
it is clear to see that a small number of the definitions 
used here are very different especially in regard to 
numbers 5, 6, and 7. As such, each one “represents a 
separate sense of fruit. In turn, each sense may be 
thought of as referring to a different set of things in 
the outside world, a set of referents” (Dirven 
&Verspoor, 2004, p.29).

From a CL perspective it is interesting to note that 
polysemy is one of those things that is everywhere in 
natural languages and affects not only content but 
function words as well. This is likewise noted by 
Wilkins, Ross, and Hill (n.d.) who state that polysemy 
has come to represent an “omnipresent property as-
sociated with lexical items but also morphemes, 
grammatical constructions, and whole grammatical 
classes” (p.472). 

As mentioned previously, most common words do 
not have a single meaning but instead have a number 
of related senses. And yet, in everyday language use, 
polysemy does not really exist in the sense that sense 
selection in the comprehension process is not some-
thing that comes across as a problem at all. In the 
context of discourse, a word has one meaning except 
as one should point out in jokes and puns. We under-
stand polysemous words because the words are al-
ways used in the context of a discourse and a situa-
tion, which eliminates all the adjoining meanings in 
favor of only the one in question.For that reason, 
polysemy has thus proved infamously difficult to 
handle both theoretically and empirically and has 
long perplexed researchers in linguistics and other 
fields (Ravin& Leacock, 2000). 

Let us consider the studies of Klein and Murphy 
(2001, 2002) and Taylor (2003) amongst others 
whose works haveprompted us to look at the follow-
ing questions about polysemous words in more 
detail:

1. Does one sense have the status as the word’s core 
sense or are all the senses of a word viewed as 
equal?

2. How are the different senses of a word related to 
each other? Is there any connection between them?

3. Are there any general rules of meaning extension 
that exist between the different senses?

4. How exactly does the brain store polysemous 
words? Are all the senses stored individually or as 
one word with multiple senses?

3. How the polysemous senses work
A key element of the theoretical work surrounding 
polysemy is whether or not there is one core sense for 
a word or whether there are multiple senses. 
AsFalkum (2011) eludes “[e]mpirical studies of poly-
semy representation are few in number and have, to 
some extent, yielded conflicting results” (p.63).Thus, 
some believe that speakers retrieve an unspecified 
core meaning which is later specified thoroughly 
with contextual information while conversely; there 
are those who believe speakers retrieve one or more 
specific senses from a given context when a word is 
activated.

As mentioned in Lakoff (1987) and latterly Geeraerts 
(1989) polysemous words contain a multitude of in-
ter-related senses, of which one is a more central 
meaning and thus has come to be regarded as the 
“core sense”, and the others are therefore designated 
as non-core senses. Subsequent studies have since 
designated it as the “most literal meaning” (Verspoor& 
Lowie, 2003, p.554) amongst the various senses in 
that the other related senses are actually a result of 
this meaning. Pylkkänen, Llinás, & Murphy (2006) 
concluded that this may be the case as their experi-
ments showed that “multiple related meanings with 
identical sound representations form part of a single 
lexical entry” (p.105).

So if that were truly the case, then when coming 
across a new polysemous word with no contextual 
bias, retrieving the core meaning would give one an 
idea of what the speaker is talking about (Foraker & 
Murphy, 2012). Subsequently, any future information 
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would add more attributes to this core, resulting in 
the specific, intended sense. As a result, different uses 
of a word would have highly shared representations. 
This would support the idea that the acquisition of 
polysemous words is learned first through prototypi-
cal meanings and non-prototypical meanings later. 
Saxton (2010) eludes to this fact in stating that 
“structures children hear most often are, in certain 
cases, the ones that they, in turn, use most often them-
selves” (p.232). This is in part because children are 
typically taught prototypes first such as dog, bird, cat 
etc. and learn specific sub-species/sections of catego-
ries later in life as they develop mentally.

This is not to say that this perception of a core mean-
ing for polysemous words has not been critiqued. The 
experiments in Klein and Murphy (2001; 2002) have 
shown that many polysemous senses have very little 
in common with each other. However, Foraker & 
Murphy (2012) alludes to this being down to the fact 
that many of the polysemous words that they chose to 
represent had dissimilar senses. Yet Klein and 
Murphy’s research would seem to further compound 
what others such as Zgusta (1971), Cruse (1986), 
Lakoff (1987) and more recently Murphy (2007) still 
seem to point to a multiple-sense theory.

Another view of polysemous representation is one 
that is much closer to that of homonymy than poly-
semy. Homonymy as previously mentioned is as-
sumed to have contrastive meanings which are con-
tradictory in nature. For example, Klepousniotou, 
Pike, Steinhauer, &Gracco (2012) use the sentences 
“John lay down on the bank of the river” and “The 
Royal Bank is the largest bank in Montreal” to illus-
trate this. In these examples the word “bank” has the 
meanings “river side” and “financial institution”(p.11). 
From this perspective, as we have seen, the different 
senses will have separated entries and as suchit can 
be difficult to distinguish between homonymy and 
polysemy. Lyons (1977) noted this is because the dif-
ferentiation is based on two criteria: the historical 
derivation of words and the etymological relationship 
of word meanings.This is as he pointed out is due to 
the fact that the historical derivation of many words 
is no longer available and “it is not always clear what 
is meant by an etymological relationship” (p.552) 
when referring to context. Subsequently, there are 
those who view that a reasonable number of senses 
are represented, and thus one sense of a word might 
not overlap with a different sense of the same word 
(Tuggy, 1993; Klein, 2000).

4. Polysemous sense relations
Looking at polysemous words from a core sense out-
look tends to suggest that polysemous senses are 
connected through a singular common core. 
According to Lakoff (1987), “the senses of a polyse-
mous word are all interrelated, forming a radial cate-
gory” (p.65) and this idea harks back to Rosch’s 
(1975) idea of prototype theory, in which a “proto-
type” is considered a central member (or the central 
member) of a category with other members leading 
away from the center in graded degrees of member-
ship. As our understanding of how the brain works 
developed, so did the radial categories model, devel-
oping into the meaning-chain analysis as exemplified 
by Dewey (2010) (see figure 3).Taylor (1986) ex-
plains the meaning-chain analysis and why it may fit 
better as there may be no direct conceptual links be-
tween all peripheral senses:

For each preposition, we recognize a central or 
prototypical sense. The prototypical sense, 
rather than being highly general, may well pro-
file a very specific configuration. Polysemy 
comes about when the preposition is used in a 
sense which is closely related to, but distinct 
from, the prototypical instance. For example: a 
condition which is essential might not be met; a 
feature which is optional to the prototype now 
assumes central importance, or vice versa; or 
some additional feature might be required. By 
the same process, this derived meaning may in 
turn give rise to a further extension, and so on. 
The various senses of the word thus radiate out 
from the central prototype, like the spokes of a 
wheel. Senses at the periphery might well have 
little in common, either with each other, or with 
the central senses; they are merely related by 
virtue of the intervening members of the mean-
ing chain. (p.301)

For example, looking at the example of “head” be-
low, here the meaning of head as a limit of capability 
(in over your head) may have little or nothing in com-
mon with the peripheral sense of head in headwater 
(mouth of a major river) apart from the word head. 
Lakoff (1987) explains how this may come to be, 
“[T]he links are sometimes defined by shared proper-
ties, but frequently they are not defined by shared 
properties, but by transforms or by metaphors” (p. 
435).

In contrast, there is also research in contradiction of 
this view of a core sense.As previously mentioned, 
many linguists thought it difficult to make a clear 
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distinction between homonymy and polysemy. Klein 
(2000) noted in her experiments, the overlap of dif-
ferent senses in a number of different tests was sur-
prisingly low stating, “although the overlap of poly-
semous senses is small, it is not zero” (p.565) and this 
would go some way to bolster the idea that “when we 
say that a word is polysemous, this does not mean 
that all senses of a word are interrelated or have 
something in common” (Blank, 2003, p.273). 
Although some senses are likely derived from other 
senses, a core sense is not shared by the other sense 
but as Klein (2000) noted “all theories seem to agree 
that the extension of a word from one sense to a novel 
one requires some kind of conceptual similarity, 
analogy, or relation. Without that constraint, the 
senses of a word could be completely random” 
(p565).

5. Polysemy and meaning extension
There are still a great number of researchers such as 
Smith (2001), Bartsch (2002), and Sullivan (2007), 
but to name a few, who still argue that polysemy can 
be predicted through the principles of meaning exten-
sions such as metaphor and metonymy as the initial 
stage of creation and acceptance before being con-
ventionalized. Metaphor and metonymy can be con-
sidered similar in many ways but metaphor substi-
tutes a concept with another, a metonymy selects a 
related term. 

Furthermore, it can be argued that word meaning can 
be expanded since human beings think and talk meta-
phorically (Lakoff and Johnson, 1980). This is as 
Galef (2011) notes because the human brain is in-
credibly good at abstract reasoning and allows us to 
take these abstract thoughts and graft them onto more 
concrete concepts that are a lot easier for people to 
understand; as such this allows us to extend lexical 

meaning. Lin (2010) notes the example “he is a tiger 
in class” (p.20) as a metaphor. In this case, the word 
tiger is used in exchange for exhibiting an attribute of 
the person's character. The sentence “the tiger called 
his students to the meeting room” (p.21) is a prime 
example of metonymy. Here there is no substitute; 
instead the person is likened to the tiger for his 
nature. 

However, that is not to say the principles of metaphor 
and metonymy sometimes fail as the lexicon is sim-
ply too unpredictable (Lehrer, 1990). This is further 
compounded by the fact that metaphors constantly 
evolve during their time (Gentner, Bowdle, Wolff, 
&Boronat, 2001). As a result, there is a great deal of 
polysemy (both regular and irregular) that cannot be 
predicted by the rules of any general mechanism such 
as metaphor or metonymy.

6. Storage of polysemous senses
Figuring out how people store and process polyse-
mous words has proven difficult to do (Brown, 2008) 
and as many theories as there are, there is little con-
sensus that has been reached. Just like the debate of 
whether there is one core sense or multiple senses, 
there are two camps on polysemous word storage 
theories. 

Caramazza and Grober (1976) made the initial claim 
that a singular core meaning is what is stored in a 
psychological representation of a word that has many 
senses. From this perspective, it is the core sense that 
is retained and extended senses are not permanently 
stored in the lexicon (Klein & Murphy, 2001). This 
would seem to be the case as later research by Frisson 
and Pickering (2001, 2002) has shown that different 
senses are equally easy enough for the brain to pro-
cess. They proposed that learners originally adopt an 
interpretation depending on the context in which the 
word is first encountered and choosing between 
senses later in processing. This uncertainty in pro-
cessing would tend to suggest that one word is stored 
in memory.

Beretta, Fiorentino, &Poeppel (2005) suggest wheth-
er therefore, single-entry models of polysemy must 
be abandoned? While several linguists may make 
that case, it might not necessarily need to be that way, 
as previously mentioned in Klein and Murphy (2002) 
and in more recent papers such as 
Zabotkina&Boyarskaya (2013). It is also widely ac-
knowledged that polysemous senses range from 
nearly identical to nearly unrelated.

Figure 3: Meaning chain analysis of "head" (Dewey, 2010)
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It is important not to exaggerate the separation of 
polysemous senses in our results. For example, 
we found that more similar senses were sorted 
together...In addition, we chose polysemous 
senses that were clearly distinct in meaning...did 
not use type token polysemy which naïve sub-
jects might not even identify as being different 
senses. Nor did we use subtle differences...in 
which different aspects of the same word are em-
phasized depending on the perspective of the 
speaker. (Klein and Murphy, 2002, p.568)

Therefore, it could be assumed if a core sense cannot 
be a basic component of meaning that is shared by all 
or most of the senses, it is not surprising that the 
senses of polysemous words are stored separately in 
the mental lexicon as in homonymy (i.e., homonymy 
is stored in separate entries whereas polysemy is 
stored under a single entry).This is certainly the case 
that recent research supports.

7. Semantic change and different ap-
proaches to polysemy
Much like every aspect of polysemy that we have 
encountered thus far, the question of whether words 
have always had all their meanings or whether they 
are derived from other meanings has two approaches. 
Yet the two approaches in lexicology (synchronic and 
diachronic), unlike other areas of polysemy, should 
not be set against each other or contrasted; as matter 
of fact, they are more than likely dependent on one 
another. As Ginzburg, Khidekel, Knyazeva, and 
Sankin (1966) note, linguistic structure is that in 
every “system exists in a state of a constant develop-
ment so that the synchronic state of a language sys-
tem is a result of a long process of linguistic evalua-
tion, the result of the historical development of the 
language” (p.8).

7.1 Polysemy from a diachronic approach

Looking at polysemy from a diachronic perspective it 
is recognized as being defined as the growth and de-
velopment or as a change in semantic structure of the 
word. The term “diachronic” is composed of the 
Greek morphemes δια (dia) meaning “through” 
χρόνος (chromos) meaning “time” (Kiraz, 2014). 
Hence, polysemy in diachronic terms implies that a 
word can/may retain its previous meaning or mean-
ings and at the same time acquire one or more new 
meanings. Then the problem of interrelation and in-
terdependence of individual meanings of a polyse-
mous word prompts us to look at the following ques-
tions about the diachronic approach to studying 

polysemy:

1. Did every word always possess all of its mean-
ings or did some of the meanings appear earlier than 
the others? 

2. If that is the case, what is the nature of this 
dependency? 

3. Is it possible to observe any changes in the ar-
rangement of the meanings?

In the course of a diachronic semantic analysis of the 
polysemous word tablewe find that of all the mean-
ings it has in Modern English, the primary (prototypi-
cal) meaning is “an article of furniture consisting of a 
flat, slablike top”, which is almost identical to the 
meaning of the word in the Old English period (OE. 
tabule from the Latin tabula)(dictionary.com, n.d.); 
thus all other meanings are secondary as they are de-
rived from the primary meaning of the word and ap-
peared later in time.

According to this approach, the semantic structure of 
a word must therefore contain two types of mean-
ings: a primary meaning and secondary meanings 
with the terms “secondary” and “derived” meanings 
being to a certain extent synonymous with each other. 
As Geeraerts (1999) notes in describing the meaning 
of the word as “secondary”, we subsequently imply 
that said meaning could not have appeared before the 
primary meaning existed. When we refer to the 
meaning as “derived” we are not only implying it is a 
secondary meaning, but further denoting it as being 
dependent on the primary meaning and thus subordi-
nate to it. As it changes, it takes the form of variations 
on the central meaning. Thus, “if a particular mean-
ing starts off as a name for referents exhibiting the 
features ABCDE, the subsequent expansion of the 
category will consist of variations on that type of 
referent” (p.93). Referring back to the word table, 
e.g. we might say that the meaning “… the food 
placed on the table” is derived through metonymic 
transfer as we can also describe it as secondary and 
metonymic (Grinberg, 1960, p.203).

It follows the idea that the main source of polysemy 
is a change in the semantic structure of the word. As 
can be seen from the example above, from a dia-
chronic analysis of polysemy, we can use a number 
of different concepts and terms that are devoted to the 
change of meaning. As an example, we can use meta-
phoric or metonymic meanings if we simply imply 
the nature of dependency of the meanings, of ex-
tended or restricted meanings, or if we connect with 
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the interrelation of meanings because of semantic 
change. 

Polysemy as previously stated may also be a result of 
homonymy which shares a very loose boundary with 
polysemy (Hock, 1991) with the only real way of 
telling the two apart being personal judgement.Yule 
(1996) notes “homonyms are words which have quite 
separate meanings, but which have accidentally come 
to have exactly the same form” (p.121). As a result 
the two meanings can be seen as almost making up 
one semantic structure. The example of bark illus-
trates this nicely.

a) My dog would always bark at mailmen. 

b) The tree’s bark was a rusty brown.

In this case bark clearly has two distinct meanings, 
with (a) coming from the Proto-Germanic word 
berkaną meaning to bark/rumble and (b) coming 
from the Old Norse word bǫrkr which may be related 
to birch (socialdictionary.com, n.d.).However, as 
confusing as this is Hock (1991) states it is a“certain 
price for this economy and the conventional nature of 
language” (p.281). Semantic change thus results as a 
rule in a new meaning being attached to the ones al-
ready residing in the semantic structure of the word. 
However, not all meanings are always kept as some 
of the older meanings may well become obsolete or 
even disappear as the bulk of English words tend to 
increase in their number of meanings (Ravin& 
Leacock, 2000).

Polysemy viewed from a diachronic perspective is 
therefore a historical change in the semantic structure 
of the word resulting in a new meaning being added 
to the ones already present and it is clear to see that 
polysemy cannot suddenly materialize as has been 
shown; it emerges from very specific circumstances. 
Furthermore, there is also a reorganization of these 
meanings within the word’s semantic structure.As 
semantic structure is never static, the relationship 
between the diachronic and synchronic evaluation of 
individual meanings of the same word may be differ-
ent throughout the different periods of historical de-
velopment of language. Yet this is to be expected of 
language due to the fact that“the inevitability of lan-
guage change is guaranteed by the way in which 
language ispassed on from one generation to the 
next”(Murray, 1997, p.291).

7.2. Observing changes in semantic 
meanings

From a usage-based perspective, it can therefore be 
concluded that synchronic linguistic variation devel-
ops from diachronic change (Weinreich et al., 1968) 
and as McMahon (1994) points out “most native 
speakers will thus be aware of semantic changes 
which have taken place within their lifetime”(p.174). 
Yet one of the main obstacles to the analysis of se-
mantic change is its inseparable link of meaning with 
culture. This means that in order to understand a 
change in meaning we may also require as McMahon 
notes“a good grasp of the socio-cultural situation 
within a speech community”(p.175). So what condi-
tions are required for such a change? 

7.2.1 Conditions for semantic change

Firstly, words need to bepolysemantic; each word 
must have various meanings or cover a whole range 
of shades of meaning in which new, analogical forms 
can encroach on the prototypicalmeaning of the word 
(McMahon, 1994, p.176). Secondly, language has to 
be conveyed disjointedly in which McMahon means 
that people, but more specifically children may learn 
and use words imperfectly, or make abductiveinfer-
ences which alter the language (p.177). Tomasello 
(2003) on creating language similarly notes this stat-
ing “children construct some utterances in an even 
more creative manner from various bits and pieces 
whose functions they know from previous usage” 
(p.305).Finally, semantic change is “sanctioned by 
Saussure's doctrine of the arbitrariness of the linguis-
tic sign” (McMahon, 1994, p.177). The arbitrariness 
of a linguistic sign is revealed in the fact that a signi-
fier such as a series of sounds has no internal connec-
tion with the concept of whatever it signifies. It fol-
lows the idea that when we hear a sequence of sounds, 
it is associated by the concept of a signified object in 
our mind. Yet, there is nothing inherent about the 
signified object that would predetermine its significa-
tion exclusively by the above mentioned sequence of 
sounds. It is this arbitrariness that allows us to regard 
the signifier and the signified as essentially being in-
dependent of each other and may therefore change 
with time (McMahon, 1994).  If the relationship be-
tween these two facets of the linguistic sign were in-
herent, there would only exist a single language.

7.2.2. The causes of semantic change

Knowing what conditions need to be met for seman-
tic changes, Meillet (1912 as cited in McMahon, 
1994, p.179) proposed three causes for change in 
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semantic meaning: historical, social, and linguistic. 
To these three, Ullmann (1962) adds a fourth cause 
being psychological.

Historical causes involve a change in the material 
culture. Referents frequently change, usually due to 
technological innovation, but the name however re-
mains the same, it changes thusly because the needs 
of its speakers change. New technologies, new prod-
ucts, and new experiences necessitate new words to 
refer to them both clearly and efficiently. Consider 
the example of texting: 

Originally it was called text messaging, because 
it allowed one person to send another text rather 
than voice messages by phone. As that became 
more common, people began using the shorter 
form text to refer to both the message and the 
process, as in I just got a text or I'll text Sylvia 
right now. (Birner, n.d., para.2)

Another possible reason for change is social causes, 
as no two people have ever had the exact the same 
language experience. Meyer (2010) states that “we 
all know a slightly different set of words and con-
structions, depending on our age, job, education level, 
region of the country, and so on” (para.3). It is no 
surprise then that we pick up new words and phrases 
from all the people of different walks of life that we 
interact with and these combine to make something 
original and unlike any other person's particular way 
of speaking. Simultaneously, various groups within a 
given society use language as a way of marking their 
group identity; showing who is and isnot a member 
of the group.Here, a word tends to acquire a new 
meaning due to its use by a specific social group, or a 
word used in a specific sense by a group that comes 
into common exchange with an extended meaning 
(McMahon, 1994). This is illustrated with the words 
autumn and harvest:

Harvest is the native Germanic word, cognate 
with German Herbst 'autumn'. However, after the 
Norman Conquest, the upper classes adopted a 
great many French words, including autumn. 
This borrowing promoted a semantic shift: au-
tumn became the normal word for the season, 
while harvest was reserved for the agricultural 
labor the peasantry would have been performing 
at that time. (McMahon, 1994, p.180)

Meillet's last category involves linguistic causes 
which unlike the other two factors are language-in-
ternal, and have nothing to do with the external, 
contextual factors like the material culture. This is 

the most complicated as there are many types of lin-
guistic causes that may change the meaning of a 
word. Of course there are many ways a word can 
change including traditional approaches such as nar-
rowing, widening, metaphor, metonymy, synecdo-
che, degeneration, and amelioration. Hock (1991) 
notes a few other linguistic causes such as onomato-
poeia, taboo, and sound change. 

In onomatopoeia words imitate the real-world sound 
associated with the meaning of the word. Occasionally 
the connection to the sounds in nature is strong 
enough to obstruct onomatopoetic words from under-
going regular sound changes. An oft overused exam-
ple is that of the English sound “peep /pip/, from 
earlier pipen, would have become /paip/ by regular 
sound change […] if not for the influence of ono-
matopoeia” (Anttila, 1989 as cited in Campbell, 
2013p.320).

Taboo is noted for being able to constantly change 
the semantic meaning of a word (Hock, 1991). For 
example, Cambpell (2013, p.264) notes that in 
English, ass“long-eared animal related to a horse” 
has essentially been replaced in America by donkey 
(or burro) because it is thought to be too close for 
comfort to the obscene word ass meaning “derriere, 
arse”; cock“adult male chicken” has almost be com-
pletely replaced by rooster due to the discomfort 
from using the more obscene associations of cock 
with “penis”.

Furthermore, the sounds of a language change over 
time, too. Birner (n.d.) notes that sometime close to 
500 years ago, the English language began to experi-
ence major transformations in the way its vowels 
were pronounced. Prior to that, geese would have 
more than likely rhymed with today's pronunciation 
of face, while mice would have rhymed with the 
word peace (para.9). At this time, the much 
mentioned“Great Vowel Shift” began to occur, dur-
ing which the ay sound changed to ee in all the words 
containing it, while the ee sound changed to i. In to-
tal, seven different vowel sounds were affected. 

Lastly, the fourth category as suggested by Ullmann 
(1962) is the psychological category of causation al-
though it is often referred to as reinterpretation 
(Hock, 1991). What is meant here is that children 
may imperfectly learn, or make abductiveinferences 
which alter the language in some way (McMahon, 
1994). An example of this (Hock 1991; McMahon, 
1994) is the Old English word (ge)bed which used to 
mean “prayer” to the Modern English word bead de-
fined as a “small wooden or other ball on a string”. If 
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an adult using a rosary explains to a child that they are counting their beads, we have a vague context: the adult 
in question intends to convey that they are saying their prayers, yet all the child sees is only the accompanying 
concrete action involving the movement of the little spheres which are part of the rosary. Consequently, bead 
alters its sense.

7.3 The process of semantic change in polysemous words

Knowing the conditions and causes needed for semantic change, how do polysemy, vagueness, and contextual 
enrichment interact in the theory of semantic change? In modern contemporary models of semantic change, the 
development of polysemy is included, thus itis sometimes considered an intermediate step in semantic change, 
as shown in the simplified model (below):

Stage 1 Stage 2 Stage 3
Word has sense a Word has two senses: a and b Word has sense b

However, polysemy can also be viewed less as an intermediary step and more as a final, stablized stage of se-
mantic change and like any linguistic change; a semantic change is not simultaneously acquired by all the 
members of a particular community. As Traugott and Dasher (2002:11) stress, as with most semantic change, 
old meanings are not lost; rather, the outcome of semantic change is most often stable, long-term polysemy. To 
account for the emergence of polysemy, an additional stage has been theorized (Evans and Wilkins, 
2000;Traugott and Dasher, 2002). In this medial stage, before a word develops a more stable polysemy, it 
conveys assorted meanings in a number of different contexts via specific contextual enrichment which can be 
described as “inference-driven” (Evans and Wilkins 2000, p.550), and may include additional lexical material 
or phonetic information. It is important to note however that contextual enrichment serves to clarify some 
vague element of a word’s meaning. Thus, in order for contextual enrichment to facilitate particular utterances 
in use, the word in question needs to be unspecified for particular attributes. The table below formulates a more 
complete model of semantic change.

Stage 1 Stage 2 Stage 3 Stage 4
Word has sense a which is 
vague

Contextual enrichment 
specifies an attribute 1 at 
the exclusion of another 
attribute 2

Normative usage arises 
with contextual enrich-
ment that specifies attrib-
ute 1 to the exclusion of 
another attribute 2

Word develops a stable, 
new sense b that exists 
alongside sense a

• Stage 1 represents the vagueness that is omnipresent in all lexical semantics. As all words are undefined 
for some elements of meaning, all words can potentially be explained through contextual enrichment, and 
it is this contextual enrichment that can in turn result in semantic change and polysemy. 

• Stages 2, these vague attributes of meaning are more clearly explained through contextual enrichment. As 
Wilkins (1996) notes, “an innovation enters into a language and spreads through the speech community 
along socially determined lines. The original meaning of a form is not immediately displaced by the in-
novated meaning, but the two coexist for some time” (p.269).

• Stage 3 is when the new word begins to be decontextualized through regular usage as Evans and Wilkins 
(2000) similarly note as recurring instances of specific, clarifying contextual enrichment that happen to 
suggest a new, regular use for the word. 

• Stage 4, this new use becomes prevalent enough that it does not require contextual enrichment and emerges 
as its own discreet sense, thus rendering the word polysemous. 

This model of semantic change shows us that contextual enrichment, vagueness, and polysemy are the vital 
parts of the process of change. Thus, it is possible to describe a word and its usage in terms of polysemy, 

Table 1: A simplified model of semantic change

Table 2: A complete model of semantic change
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contextual enrichment, and vagueness to therefore 
identify stages of emergent semantic change. 
Geeraerts (1997), Evans and Wilkins (2000), and 
Enfield (2003) have all worked to relate stages of 
semantic change to synchronic polysemy and contex-
tual enrichment, with successful results. Indeed, the 
relationship between polysemy and semantic change 
drives Evans and Wilkins (2000) to claim that “…to 
understand semantic change we must focus on poly-
semy” (p.550). Enfield (2003) on the other hand, 
posits that “it is not synchronic polysemy but syn-
chronic implicature [or meaning implied by contex-
tual enrichment] that is directly relevant to semantic 
change” (p.30). Thus according to the model, all 
three factors can be seen as keys to understanding 
change in semantic meaning. 

8. Conclusion
The most important function of any language is to 
carry meaning and polysemous words certainly carry 
their fair share of meanings. The problem that lingers 
is mainly that of interrelation and interdependence of 
the various meanings of the same word. Resultantly, 
it is a major object of confusion and one of the most 
controversial problems in linguistics, yet it remains 
of great importance in studying as it is one of the 
most characteristic features of the English language. 
What this paper has shown is the fact that the subject 
of polysemy is severely fraught with a complexity of 
issues that do not seem to be concluded any time 
soon. 

What is known is that polysemy is characteristic of 
most words in many languages and it is inherent in 
the very nature of words and concepts. Every object 
and every notion has many features and a concept 
reflected in a word will always contain a generaliza-
tion of several traits of the object. Some of these traits 
or components of meaning are commonly known 
with other objects. Hence the possibility of using the 
same name in secondary nomination for objects pos-
sessing common features which are sometimes only 
implied in the original meaning. Therefore, when a 
word is acquiring a new meaning or meanings, it may 
also retain older previous meanings. Thus, to create 
the word’s semantic structure all the lexical and lexi-
co-grammatical variants of the word need to be taken 
together. 

Furthermore, as we know, not only the sound-form 
but also the meaning of the word is changed in the 
course of historical development of a language and 
these changes occur under the influence of many di-
verse factors. Change of meaning is affected through 

association between the existing meaning and the 
emergent one and this association is by and large 
based on the similarity or the contiguity of meanings. 
Due to numerous changes of meaning throughout 
time, such a phenomenon as the multiplicity of word 
meaning places an additional burden on efforts to 
comprehend the correct meaning of words in 
context.

Lastly, it has not been determined by a number of 
researchers over several decades of research whether 
or not there is one core sense of a word or whether 
there are several separate senses nor the way they are 
stored in the brain. What has been shown, however, is 
that metaphor and metonymy play an important part 
in the sense meaning relationships of a number of 
words and how they do indeed relate to each other. 
This paper has shown us is that polysemy and its 
place in accounting for meaning is still in need of a 
lot further research.

References
Akmajian, A., Demer, R. A., Farmer, A. K., &Harnish, R. M. 
(2001). Linguistics: An introduction to language and communi-
cation. MIT press. 

Apresjan, J. D. (1974). Regular polysemy. Linguistics, 12(142), 
5-32.

Bartsch, R. (2002). Generating polysemy: Metaphor and meton-
ymy. Metaphor and metonymy in comparison and contrast, 20, 
49

Beretta, A., Fiorentino, R., &Poeppel, D. (2005). The effects of 
homonymy and polysemy on lexical access: An MEG study. 
Cognitive Brain Research, 24(1), 57-65.

Birner, B. (n.d.). Is English Changing? | Linguistic Society of 
America. Linguisticsociety.org. [online] Retrieved from http://
www.linguisticsociety.org/content/english-changing[Accessed 5 
Dec. 2016].

Blank, A. (2003). Polysemy in the lexicon and in discourse. In 
Nerlich, B., Todd, Z., Herman, V., & Clarke, D. D. (Eds.). 
Polysemy: Flexible patterns of meaning in mind and language 
(Vol. 142). Walter de Gruyter. 

Brisard, F., Van Rillaer, G., & Sandra, D. (2001). Processing 
polysemous, homonymous, and vague adjectives. Amsterdam 
Studies In The Theory And History Of Linguistic Science Series 
4, 261-284.

Brown, S. W. (2008). Polysemy in the mental lexicon. Colorado 
Research in Linguistics, 21(1).

Campbell, L. (2013). Historical linguistics. Edinburgh University 
Press.

Caramazza, A., &Grober, E. (1976). Polysemy and the structure 
of the subjective lexicon. Georgetown University roundtable on 



89

Polysemy in Cognitive Linguistics

Sookmyung MA TESOL - www.tesolma.com

languages and linguistics. Semantics: Theory and application, 
181-206.

Croft, W. (2003). Typology. In Aronoff, M., & Rees-Miller, J. 
(Eds.). The handbook of linguistics (Vol. 43). John Wiley & 
Sons.

Crossley, S., Salsbury, T., & McNamara, D. (2010). The develop-
ment of polysemy and frequency use in English second language 
speakers. Language Learning, 60(3), 573-605. 

Cruse, D. A. (1986). Lexical semantics. Cambridge University 
Press.

Dewey, R. (2010). HEAD: Polysemous Network for an Open 
Class Lexical Item. SportLinguist. [online] Retrieved from htt-
ps://ryandewey.wordpress.com/2010/10/13/head-polysemous-
network-for-a-lexical-item/ [Accessed 12 Oct. 2016].

Dictionary.com. (n.d.). the definition of fruit. [online] Retrieved 
fromhttp://www.dictionary.com/browse/fruit?s=t [Accessed 9 
Oct. 2016].

Dictionary.com. (n.d.). the definition of table. [online] Retrieved 
fromhttp://www.dictionary.com/browse/table?s=t[Accessed 29 
Nov. 2016].

Dirven, R., &Verspoor, M. (Eds.). (2004). Cognitive exploration 
of language and linguistics (Vol. 1). John Benjamins Publishing. 

Dobrić, N. (2014). On Some Problems of Meaning-Polysemy 
Between Sense Enumeration and Core Meaning Paradigms. 
Filozofijaidruštvo, 25(4), 146-163.

Enfield, N. J. (2003). Linguistic epidemiology. Semantics and 
grammar of language contact in Mainland Southeast Asia. 
London/New York: RoutledgeCurzon. 

Evans, N., & Wilkins, D. (2000). In the mind's ear: The semantic 
extensions of perception verbs in Australian languages. 
Language, 546-592

Falkum, I. L. (2011). The semantics and pragmatics of polysemy: 
A relevance-theoretic account (Doctoral dissertation, UCL 
(University College London)).

Falkum, I. L., & Vicente, A. (2015). Polysemy: Current perspec-
tives and approaches. 

Foraker, S., & Murphy, G. L. (2012). Polysemy in sentence com-
prehension: Effects of meaning dominance. Journal of memory 
and language, 67(4), 407-425.

Frisson, S., & Pickering, M. J. (1999). The processing of meton-
ymy: evidence from eye movements. Journal of Experimental 
Psychology: Learning, Memory, and Cognition, 25(6).

Frisson, S., & Pickering, M. J. (2001). Obtaining a figurative in-
terpretation of a word: Support for underspecification. Metaphor 
and Symbol, 16(3-4), 149-171.

Galef, J. (2011). The Perils of Metaphorical Thinking. 
Rationallyspeaking.blogspot.kr. [online] Retrieved from http://
rationallyspeaking.blogspot.kr/2011/04/perils-of-metaphorical-
thinking.html [Accessed 13 Oct. 2016].

Gentner, D., Bowdle, B., Wolff, P., &Boronat, C. (2001). 
Metaphor is like analogy. The analogical mind: Perspectives 
from cognitive science, 199-253. 

Geeraerts, D. (1989). Introduction: Prospects and problems of 
prototype theory. Linguistics, 27 (4), 587-612.

Geeraerts, D. (1997). Diachronic Prototype Semantics: A 
Contribution to Historical Lexicology. Oxford University Press.

Geeraerts, D. (1999). Diachronic prototype semantics. A digest. 
Historical semantics and cognition, 107.

Ginzburg, R. S., Khidekel, S. S., Knyazeva, G. Y., &Sankin, A. 
A. (1966). A course in modern English lexicology. Higher School 
Publishing House. 

Grinberg, L. E. (1960). Exercises in Modern English Lexicology. 
Foreign Languages Publishing House. 

Hock, H. H. (1991). Principles of historical linguistics. Walter de 
Gruyter.

Kiraz, F. (2014). Greek and latin roots in English. issuu. [online] 
Retrieved from https://issuu.com/ifpublishing/docs/greek_and_
latin_roots[Accessed 26 Nov. 2016].

Klein, D. E. (2000). " Paper Has Been My Ruin": On the 
Organization of Polysemous Senses (Doctoral dissertation, 
University of Illinois at Urbana-Champaign). 

Klein, D. E. & Murphy, G. L. (2001). The representation of poly-
semy. Journal ofMemory and Language. Vol. 45, 259-282. 

Klein, D. E. & Murphy, G. L. (2002). Paper has been my ruin: 
Conceptual relations of polysemous senses. Journal of Memory 
and Language, 47, 548-570. 

Klepousniotou, E., Pike, G. B., Steinhauer, K., &Gracco, V. 
(2012). Not all ambiguous words are created equal: An EEG in-
vestigation of homonymy and polysemy. Brain and language, 
123(1), 11-21. 

Lakoff, G. (1987). Women, fire, and dangerous things. Chicago: 
University of Chicago Press.

Lakoff, G., & Johnson, M. (1980). Metaphors we live by. 
University of Chicago press. 

Lehrer, A. (1990). Polysemy, conventionality, and the structure 
of the lexicon. Cognitive Linguistics (includes Cognitive 
Linguistic Bibliography),1(2), 207-246.

Lin, W. (2010). A Cognitive Approach to Metaphor and 
Metonymy Related to the Human body. 

Lyons, J. (1977). Semantics. Cambridge: Cambridge University 
Press.

McMahon, A. M. (1994). Understanding language change. 
Cambridge University Press. 

Meyer, P. (2010). Dr Paul Meyer wonders how meaning changes 
with time. Words like fire. [online] Retrieved from https://words-
likefire.wordpress.com/2010/03/03/dr-paul-meyer-wonders-
how-words-change-over-time/ [Accessed 4 Dec. 2016]



90

Michael J. McLaren

Issues in EFL- Spring 2017 - Vol. 12, No. 3

Murray, R. W. "Historical linguistics: The study of language 
change." In O'Grady, W., Dobrovolsky, M., &Katamba, F. (Eds.). 
(1997). Contemporary linguistics. St. Martin's. 289-345. 

Murphy, G. (2007). Parsimony and the psychological representa-
tion of polysemous words. In Rakova, M.,Petho, G., &Rakosi, C. 
(Eds.), The cognitive basis of polysemy: New sources of evi-
dence for theories of word meaning. (pp. 47-70). Frankfurt am 
Main, Germany: Peter Lang Verlag.

Murphy, M. L. (2010). Lexical meaning. Cambridge University 
Press.

Pylkkänen, L., Llinás, R., & Murphy, G. L. (2006). The represen-
tation of polysemy: MEG evidence. Journal of cognitive neuro-
science, 18(1), 97-109. 

Ravin, Y., & Leacock, C. (Eds.). (2000). Polysemy: Theoretical 
and computational approaches. Oxford: Oxford University Press.

Rosch, E. (1975). Cognitive representations of semantic catego-
ries. Journal of experimental psychology: General, 104(3), 192.

Saxton, M. (2010). Child language: Acquisition and develop-
ment. Sage.

Smith, M. (2001). Why Quirky Case Really Isn't Quirky: Or How 
to Treat Dative Sickness in Icelandic. In: Cuyckens, H., 
&Zawada, B. E. (Eds.). Polysemy in cognitive linguistics: se-
lected papers from the International Cognitive Linguistics 
Conference, Amsterdam, 1997 (Vol. 177). John Benjamins 
Publishing.

Socialvocabulary.com. (n.d.) Bark - Meaning Definition 
Synonym Synopsis. [online] Retrieved from http://socialvocabu-
lary.com/defines/bark[Accessed 29 Nov. 2016].

Sullivan, K. (2007). Grammar in metaphor: A construction gram-
mar account of metaphoric language.

Taylor, J. R. (1986). Contrasting prepositional categories: English 
and Italian. Linguistic Agency University of Duisburg.

Taylor, J. R. (1995). Linguistic Categorization: Prototypes in 
Linguistic Theory. Clarendon. 

Taylor, J. R. (2003). Polysemy's paradoxes. Language Sciences, 
25, 637-655.

Tomasello, M. (2003). Constructing a language. Cambridge, 
Mass.: Harvard University Press. 

Traxler, M. J. (2011). Introduction to psycholinguistics: 
Understanding language science. John Wiley & Sons. 

Traugott, E. C., & Dasher, R. B. (2001). Regularity in semantic 
change (Vol. 97). Cambridge University Press. 

Tuggy, D. (1993). Ambiguity, polysemy, and vagueness. 
Cognitive Linguistics (includes Cognitive Linguistic 
Bibliography), 4(3), 273-290.

Ulmann, S. (1962). Semantics: An introduction to the science of 
meaning. Blackwell: Oxford.

Weinreich, U., Labov, W., & Herzog, M. I.  (1968). Empirical 

foundations for a theory of language change. In Lehmann, W. 
P.,&Malkeil, Y. (Eds.), Directions for historical linguistics: A 
symposium. Austin: University of Texas Press. 95–188. 

Wilkins, D. P. (1996). Semantic change and the search for cog-
nates. In M. Durie& M. Ross (Eds.), The Comparative Method 
Reviewed: Regularity and Irregularity in Language Change. 
Oxford University Press.

Wilkins, D. P., Ross, M., & Hill, D. (n.d.). 22. Polysemy. 
Linguistics, 6(2/3), 209-259. 

Verspoor, M., & Lowie, W. (2003). Making sense of polysemous 
words. Language learning, 53(3), 547-586.

Yule, G. (1996). The study of language (1st ed.). Cambridge: 
Cambridge University Press.

Zabotkina, V. I., &Boyarskaya, E. L. (2013). sense disambigua-
tion in polysemous words: cognitive perspective. Psychology in 
Russia: State of the art, 6(3).

Zawada, B. (2009). Linguistic creativity and mental representa-
tion with reference to intercategorial polysemy. (Doctoral 
dissertation).

Zgusta, L. (1971). Manual of lexicography (Vol. 39). Walter de 
Gruyter.



91

A Bridge to the World: Bridging Activities for the Development of Language Awareness

Sookmyung MA TESOL - www.tesolma.com

1. Introduction
In recent years, emerging literacies associated with 
digital media are highly relevant to our current and 
future lives as language users. The rapid increase in 
technology usage is especially noticeable in younger 
generations. Brignall and Van Valey (2005) analyzed 
the effects of technology among “current cyber-
youth”, those who have grown up with the Internet as 
an important part of their everyday life and interac-
tion rituals. They discovered that due to the pervasive 
use of the Internet in education, communication and 
entertainment, there has been a significant decrease 
in face-to-face interaction among youth. One study, 
conducted by the Kaiser Family Foundation, found 
people ages 8 to 18 spent more time on media than 
any other activity, at an average of 7.5 hours a day 
(Rideout, Foehr, & Roberts, 2010). Therefore, this is 
a particularly critical stage for us, being able to com-
municate digitally in so many ways. To move beyond 
language practice and support participation as social 
practice, researchers are beginning to explore ways 
to integrate online communities into the language 
curriculum (McNeil, 2015).

This paper examines the possibility of teaching and 
assessing foreign language learners’ Language 
Awareness (LA) as interlanguage pragmatic knowl-
edge within an instructional framework named 
Bridging Activities (BA). The rationale for examin-
ing the methods of teaching and assessing of LA is 
scored by the studies that have shown that LA as in-
terlanguage pragmatic knowledge is teachable and 
assessable in EFL context (Olshtain& Cohen, 1990; 
LoCasro’s, 1997; Crozet, 2001; Kasper & Rose, 
2002; Safont, 2003; Salazar, 2003). The necessity 
and importance of teaching LA have been recognized, 
however foreign language teachers rarely try to teach 
and assess LA in their classrooms. This hesitation 
could be attributed to the lack of valid methods for 
testing interlanguage pragmatics knowledge (Jianda, 
2006). 

Aligned with a multiliteracies approach (New 
London Group, 1996), Bridging Activities (BAs) ex-
ploit the fact that learners may be more capable of 
learning new skills and practices via familiar media. 
Formal educational contexts and objectives may have 
limited relevance to the immediate and mediated 
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social, communicative, and informational needs of 
students. BAs are not intended to be a replacement 
for standard texts or reference grammars. Rather, 
they are meant to provide a realia counterweight to 
the prescriptivist versions of grammar, style, and vo-
cabulary in foreign language texts that typically are 
not based upon actual language use (e.g., Carter, 
Hughes, & McCarthy, 2000; Thorne, Reinhardt, 
&Golombek, 2008). In addition, the ultimate goal of 
BA model extends beyond high-level foreign lan-
guage proficiency to include intercultural and sym-
bolic competence as part of an increasingly plurilin-
gual, multiliterate global citizenry (Thorne & 
Reinhardt, 2008).

This paper has been organized in the following way. 
The first chapter gives a brief overview of the focus 
of the study. Chapter two reviews the literature on LA 
by first considering its historical backgrounds, defini-
tions, and features. Following this, the central issues 
will be discussed: the way to raise LA through BA 
and the way to triangulate LA assessment measures. 
The third section presents the conclusion of the study.

2. Literature Review

2.1 Language Awareness (LA)

2.1.1 Historical Backgrounds of LA

LA was put forward in the 1970s, primarily by mod-
ern linguistics, as a new ‘bridging’ element in the 
United Kingdom (UK) school curriculum (Hawkins, 
1999). The concept of LA began to gain currency in 
the 1980s as a reaction to the then prevailing pre-
scriptive approach which focuses on forms and atom-
istic analysis of a language (Lin, 2011). The notion of 
an innate Language Acquisition Device (LAD) ad-
vanced by the once widely accepted Chomsky has 
also been questioned by mainstream linguists. Further 
evidence of the importance of the environment (see 
Bolinger& Sears, 1981) and feedback from adults 
(see Bruner, 1983)was provided. Since the early 
1990s, an impressive body of research shows that 
conscious learning, especially the kind one would 
characterize as language awareness, also builds inter-
language, one’s interim grammar in the mind (Bourke, 
2008). Interlanguage has to grow and develop; other-
wise, fossilization sets in and learners may exhibit 
the all too familiar symptoms of a “grammar gap” 
(Bourke, 1989, p.21). Many learners seem to 

experience this gap and need remedial work in order 
to eradicate fossilized errors. Furthermore, there have 
been the growing evidence that many pupils, perhaps 
a majority of each age group, were simply failing to 
learn the language in which the school curriculum 
was delivered and examined (Hawkins, 1999). For 
this reason, LA is currently viewed as a solution to 
several of failures in traditional foreign language 
teaching.

2.1.2 Definitions of LA

LA is described and defined in various ways in the 
used sources and it is difficult to give the concept a 
clear definition, particularly due to its holistic appli-
cation and the different dimensions it contributes to 
(PrticSoons, 2008). The National Council in the UK 
for Language in Education (N.C.L.E), which sup-
ported research on language awareness in the begin-
ning of the LA movement,gave the following defini-
tion, “Language awareness is a person’s sensitivity to 
and conscious awareness of the nature of language 
and its role in human life” (1985, as quoted in 
Malmberg, 2001, p.141). The Association of 
Language Awareness (ALA), founded by Garret and 
Van Lierin 1994 is an organization that aims at sup-
porting and promoting activities and research on 
language awareness. ALA provides the following 
definition: “Language awareness can be defined as 
explicit knowledge about language, and conscious 
perception and sensitivity in language learning, lan-
guage teaching and language use” (ALA website). 
Other definitions that are similar to language aware-
ness include consciousness-raising (Rutherford, 
1987; Schmidt, 1990; Fotos, 1993; Sharwood Smith, 
1993); focus on form (Long, 1991; Doughty and 
Williams, 1998); grammar interpretation tasks (Ellis, 
1995); and form-focused instruction (Ellis, 2001; 
Hinkel and Fotos, 2002). More recently,LA has been 
defined as “the development in learners of an en-
hanced consciousness of and sensitivity to the forms 
and functions of language” (Carter, 2003, 64; Bourke, 
2008).

Definitions of LA are wide in scope, including not 
only grammatical awareness but also phonological, 
lexical, and discourse awareness. In order to simplify 
the variety, the present article refers to all of these 
approaches as language awareness in a more prag-
matic way, as they have a lot in common and differ 
from traditional grammar teaching in a number of 
significant ways.
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2.1.3 Features of LA

Tomlinson (2003) pointed out two distinctive fea-
tures of LA: First, it studies language in a larger so-
cial, cultural and ideological framework rather than 
typifying a language by meticulous study. Second, 
LA is an attribute gained through learners’ motivated 
attention to a language in use. LA can be developed 
only by learners themselves though paying deliberate 
attention to language usage. Hawkins views language 
awareness building as a “dynamic and intuitive” pro-
cess (Hawkins, 1984, p. 4-5). 

Rose (2005) came to the conclusion that there is con-
siderable evidence indicating that a range of features 
of second language pragmatics are teachable. These 
include a variety of discourse, pragmatic, and socio-
linguistic targets of instruction, such as discourse 
markers and strategies, pragmatic routines, speech 
acts, overall discourse characteristics, and pragmatic 
comprehension (Rose, 2005, p. 396–397).

McCarthy and Carter (1994) offer several principles 
that aim to develop awareness of language as dis-
course. These include the contrastive principle, which 
focuses on differences within comparable text types 
and/or language used to achieve particular social ac-
tions; the continuum principle, involving exposure to 
a variety of texts in the same genre but produced by 
different authors; and the inferencing principle, 
which teaches strategies for cultural and literary un-
derstanding, or interpretative skills. What teachers do 
in taking a language awareness approach is to chal-
lenge learners to ask questions, sparkle their interest 
and involve them in exploring for themselves how 
language works. In a classroom where learners notice 
for themselves the features of a certain language, 
they become ‘positive and curious’ learners (van 
Lier, 2001) and the self-gained realization will be 
registered and more internalized than achieved in a 
traditional classroom. 

As Thorn and Reinhardt (2008) mentioned in their 
study, the use of language awareness focuses on 
bringing explicit attention to recurrent discursive and 
linguistic features of texts and then discussing these 
aspects of linguistically structured communication 
openly and directly with learners with the goal of 
fostering metalinguistic knowledge. It’s a develop-
mental process achieved by learners own experience 
and discovery of how language works (Lin, 2011).

These features of LA will be particularly helpful for 
individuals whose purpose for learning is not test-
oriented but rather communicating in the foreign 

language and ultimately becoming a proficient lan-
guage user. Hawkins (1999) pointed out the fact that 
university students are choosing more and more to 
pursue a different foreign language from that studied 
at school highlights the unpredictability of a pupil’s 
future language needs. Language awareness fits into 
this new paradigm and can address this growing phe-
nomenon as a part of a progressive ‘language appren-
ticeship’ as Hawkins (1999) mentioned. Then, how to 
promote LA as interlanguage pragmatic knowledge 
in EFL classroom setting?

2.2 Bridging Activities (BAs) 

Aligned with a multiliteracies approach (New 
London Group, 1996; Kern, 2001), bridging activi-
ties exploit the fact that learners may be more capable 
of learning new skills and practices via familiar me-
dia. Activities are centered on developing language 
awareness (see Bolitho et al., 2003; Carter & 
McCarthy, 1997; McCarthy & Carter, 1994; van Lier, 
1995), which is defined as both a disposition towards 
language and a pedagogical approach (Tomlinson, as 
cited in Bolitho et al., 2003). Thorn & Reinhardt 
(2008) noted that language use is presented as an 
object of analysis, and grammar is presented as emer-
gent from use, contextually dependent, and intimately 
tied to social function in a language awareness ap-
proach. Demanding motivated attention to the inter-
relationships between language form, function, and 
choice, learner awareness develops through a balance 
of experiential and analytical learning, as explicit 
analysis of language “strengthens the vital role of 
implicit awareness arising from language experi-
ence” (Masuhara, as cited in Bolitho et al., 2003, p. 
254).

Bridging Activities (BAs) model involves incorpo-
rating and seriously analyzing student-selected texts 
within the advanced foreign language curriculum 
(Thorn & Reinhardt, 2008). BAs balance three steps 
in dialectical way: observation, experience, and ac-
tive creation of, and participation in technology-me-
diated texts and practices with more critically oriented 
collection, analysis, and reflective discussion of 
them. According to Thorn and Reinhardt (2008), both 
teachers and students would engage with these ques-
tions and attempt to develop bridging activities that 
minimally serve two functions in practice: (a) to 
highlight attention to linguistic and rhetorical forms 
as they relate to the production of meaning and/or 
social actions and (b) to increase the practical rele-
vance and contemporary currency of an institution’s 
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foreign language courses. In sum, the central func-
tion of BAs is to raise learners’ awareness of gram-
matical and lexical choices in text and raise critical 
awareness of how such choices affect meaning. If 
that is the case, how can teachers select the appropri-
ate text as target language of instruction in BAs?

2.3 Speech Acts (SAs)

The Speech Act (SA) is the basic unit of language 
used to express meaning,an utterance that expresses 
an intention (Searle, 1969). Speech is not just used to 
designate something, it actually does something. A 
speech act stresses the intent of the act as a whole. 
According to Searle (1969), understanding the speak-
er’s intention is essential to capture the meaning. 
Without the speaker’s intention, it is impossible to 
understand the words as a speech act. Normally, the 
speech act is a sentence, but it can be a word or phrase 
as long as it follows the rules necessary to accomplish 
the intention. There are four types of speech acts: ut-
terance acts, propositional acts (referring is a type of 
propositional act), illocutionary acts (promises, ques-
tions and commands) and perlocutionary acts. A per-
locutionary act can be used to elicit some behavioral 
responses from the listener (Searle, 1969). 

According to Bach (1998), "almost any speech act is 
really the performance of several acts at once, distin-
guished by different aspects of the speaker's inten-
tion: there is the act of saying something, what one 
does in saying it, such as requesting or promising, 
and how one is trying to affect one's audience." 
Speakers employ a variety of communicative acts, or 
speech acts, to achieve their communicative goals, 
including Searle’s seminal broad categories (e.g., 
classification, commissives, declarations, directives, 
expressives, and representatives) as well as more 
specific acts such as apologies, requests, complaints, 
and refusals (Kasper and Rose, 2001). 

A great deal of research has been done on the speech 
acts of apologies and requests, including studies by 
Olshtain and Blum-Kulka (1985), Blum-Kulka and 
Olshtain (1986) House and Kasper (1987), Trosborg 
(1987), Tanaka (1988), and Faerch and Kasper (1989, 
as cited in Kasper and Dahl, 1991), as well as those 
by Brown and Levinson (1987), Blum-Kulka and 
House (1989), Blum-Kulka, House and Kasper 
(1989), Barlund and Yoshioka (1990), and Bergman 
and Kasper (1993, as cited in Kasper and Rose, 
2001). Fewer studies on complaints and refusals have 
been conducted; Olshtain and Weinbach (1987), 
Beebe, Takahashi and Uliss-Weltz (1990), Chen 

(1996), and Murphy and Neu (1996) represent some 
of this research.

As Tello Rueda (2006) mentioned, several empirical 
studies on pragmatic instruction including speech 
acts have confirmed that an instructional approach 
combining communicative practice and corrective 
feedback enhances noticing and optimizes learners’ 
abilities to attend to the interactional needs of the ad-
dressee. If so, how can teachers assess developmental 
LA in terms of both quantity and quality to provide 
communicative practice and corrective feedback in 
BAs? 

2.4 Assessment Measures of LA as 
Interlanguage Pragmatic Knowledge (IPK)

Yamashita (1996) and Yoshitake-Strain (1997) re-
viewed the six types of methods for interlanguage 
pragmatic assessment in detail, such as the Written 
Discourse Completion Tasks (WDCT), Multiple-
Choice Discourse Completion Tasks (MDCT), Oral 
Discourse Completion Tasks (ODCT), Discourse 
Role Play Talks (DRPT), Discourse Self-Assessment 
Talks (DSAT), and Role-Play self-assessments 
(RPSA). A summary of the practical characteristics 
of the six types of tests is given in Brown (2001a). 
Brown and Hudson (1998) classified language as-
sessment into three broad categories: selected-re-
sponse assessments, constructed-response assess-
ments, and personal-response assessments. Kasper 
and Rose (2002) divided the methods of data collec-
tion used in developmental interlanguage pragmatics 
into three parts: spoken interaction, questionnaires, 
oral and written self-report. Spoken interaction is 
concerned with authentic discourse, elicited conver-
sation, and role-play. Questionnaires cover Discourse 
Completion Tests (DTCs), multiple-choice, and 
scaled-response questionnaires. Finally, oral and 
written self-reports focus on interviews, verbal proto-
cols, and diaries. They noted that the importance of 
appropriately matching research method to the task at 
hand. In order to triangulate the methods, this paper 
will closely explore the three types of assessment to 
measure developmental LA as interlanguage prag-
matic knowledge: WDCT from the constructed-re-
sponse type and MDCT from the selected-response 
type and diaries from the personal-response type. 
WDCT and MDCT can elicit valid quantitative data 
meanwhile diaries can draw sufficient qualitative 
data. Validity and reliability of WDCT and MDCT 
are described in Jianda (2006).

WDCTs are written questionnaires including 
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situational descriptions followed by a brief dialogue 
with (at least) one turn as an open slot to be com-
pleted by the participant (Kasper & Rose, 2002). 
Participants are asked to provide a response that they 
think is appropriate in the given context:

2.4.1 WDCT item to elicit an apology

At the College Teacher’s office

A student has borrowed a book from her teacher, 
which she promised to return today. When meeting 
her teacher, however, she realizes that she forgot to 
bring it along.

Teacher: Miriam, I hope you brought the book I lent 
you.

Miriam: _______________________________

Teacher: OK, but please remember it next week.

(Blum-Kulka, House, & Kasper, 1989, p.14).

2.4.2 WDCT test item to elicit a request

You are now shopping in a department store.

You see a beautiful suit and want to see it. You ask 
the salesperson to show you the suit. 

You: _______________________________

(Jianda, 2006, p. 21).

MDCTs specify the situational context and include a 
prompt for a response, but rather than leaving the re-
sponse selection to the participant, they specify sev-
eral response alternatives from which one must be 
chosen (Kasper & Rose, 2002). From the cognitive 
perspective, the two questionnaires formats, WDCTs 
and MDCTs, impose quite different processing de-
mands on respondents, with the open-ended DCT 
representing a free-recall task and the closed format 
of the multiple-choice falling into the category of 
recognition task (Schwarz &Hippler, 1991). 

2.4.3 MDCT item for testing pragmatic lan-
guage use

You are now shopping in a department store. You see 
a beautiful suit and want to see it. You ask the sales-
person to show you the suit.

What would you say or do?

a. Oh, sorry, could you pass that suit to me to have 
a look? I want to buy it. 

b. Lady, I’d like to have a look at that suit. Would 
you please do me a favor? 

c. Excuse me. Could you show me this suit please?

(Jianda, 2006, p. 21)

2.4.4 MDCT item for testing pragmatic 
comprehension

Susan and Mei-ling are roommates and are getting 
ready to go class together.

Mei-ling: Is it very cold out this morning?

Susan: It’s August.

What is Susan saying?

a. It’ll be nice and warm today. Don’t worry.

b. Yes, even though it’s August, it’s very cold out.

c. It’s so warm for this time of year that it seems like 
August.

d. Yes, we’re sure having crazy weather, aren’t we?

(Bouton, 1988, p. 194).

2.4.5 Multiple choice for speech act 
identification

Claudia: Oh, Maria, please I would like to go to the 
concert tonight but I don’t have any money. This art-
ist is one of my favorites. Can you lend me five dol-
lars? I can pay you back tomorrow, I promise.

1. This is a(n)

  a. apology  b. suggestion  c. request  d. command

2. What helped you understand?

   a. Certain words

       If so, name one: _________________________

   b. Intonation

   c. Every word was comprehensible to me
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   d. Totally incomprehensible

(Koike, 1989, p.289).

Diaries are the least pre-structured format of all types 
of self-report. Diaries share with interviews their fo-
cus on past experiences and subjective theories while 
also permitting retrospective reports on specific at-
tended information in the input or in the diarist’s 
mind during an activity (Kasper & Rose, 2002). 
Dairies have anespecially rich potential for translat-
ing the theoretical orientation into research method-
ology as a prime data source for learners’ own per-
spective on their language learning experience.

3. Conclusions
This paper has attempted not only to review but also 
to examine how to teach and assess LA as interlan-
guage pragmatic knowledge within a new instruc-
tional framework named as BA. On the principles of 
noticing and understanding (Schmidt, R., 2012), LA 
as interlanguage pragmatic knowledge can predict 
the variable rules, probabilities, and linguistic choices 
associated with particular modalities, contexts and 
communities, and interpersonal relationships as Cater 
(1998) mentioned. That is, if well developed, LA 
would serve an individual across a lifetime of chang-
ing linguistic, social, and professional activity.

Based on a review of the abovementioned literature, 
for example, Jianda (2006) concluded that exposure 
to the target language is shown to affect the develop-
ment of EFL learners’ interlanguage pragmatic 
knowledge. One way of remedying this lack of direct 
exposure to the target culture and society may be 
through teaching pragmatics. However, foreign lan-
guage teaching in Korean EFL classroom is con-
ducted mainly in a traditional way, not in language 
awareness approach. It seems problematic in Korea 
that still foreign language teachers rarely try to teach 
and assess LA in their classrooms.

Unfortunately, not many tests to assess learners’ 
pragmatic proficiency have been produced, though 
pragmatic knowledge is an indispensable part of lan-
guage proficiency as defined by Bachman (1990). 
One of the reasons why such measures have not been 
readily available is that developing a measure of 
pragmatic competence in an EFL context is not an 
easy task (Jianda, 2006). Future research needs to 
expand the range of appropriate assessment measures 
of LA as interlanguage pragmatic knowledge.

Despite the greater access than ever before to infor-
mation about LA, the question still arises as to 
whether we know enough about it at this point in time 
to be able to adequately teach and assess language 
learners’ awareness in an L2 classroom setting 
(Jianda, 2006). Additionally, community specific 
genres of communication are perennially expanding 
across global networks as new tools, communities, 
and purposes emerge. The question arises again, how 
one might select, and then teach, genres of mediated 
language use that are themselves rapidly transform-
ing, or which may be transient or soon to pass out of 
vogue, within instructed foreign language settings 
(Thorn & Reinhardt, 2008). In other quarters, implicit 
understandings of the representation, expression, and 
organization of knowledge and discourse become 
problematic as internet-mediated realities challenge 
the adequacy of conventional classroom practices, in 
part because formal educational contexts and objec-
tives may have limited relevance to the immediate 
and mediated social, communicative, and informa-
tional needs of students. In order to continue helping 
students have the widest range of opportunities pos-
sible in creating their lives and contributing to their 
community and to their future, schools must now 
adapt to the growing availability of language aware-
ness approach and new technologies for teaching and 
learning, communication channels, and increased 
access to cultural and linguistic diversity. 
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1. Introduction

This action research was carried out in an under-
graduate writing course called English in Action 
Writing at Sookmyung Women's University in Seoul, 
Korea. The primary aim of this course was to help 
students develop their formal essay writing skills 
through task-based lessons that provided the neces-
sary context for practicing writing with specific lan-
guage functions in mind. Each lesson was designed 
around a central theme that was selected from a needs 
analysis survey conducted at the start of the semester. 
The English in Action Writing class initially consisted 
of 20 female undergraduate students, but that number 
had fallen to 16 by semester's end due to a few stu-
dents' personal circumstances. The class lasted 16 
weeks and was taught entirely in English by a group 
of nine graduate students in Sookmyung's MA 
TESOL program under the guidance of a supervising 
professor. Each week, one group of 2-3 graduate 

students led the class as teachers while the remaining 
graduate students worked with assigned groups of 
4-5 undergraduates in the role of facilitators who 
would provide guidance and assistance during class 
activities. The class was very learner-centered, and 
lessons on specific language forms were delivered 
via weekly homework assignments. In keeping with 
an established class tradition, the undergraduate stu-
dents in this action research will be referred to as 
“Little Sisters” (LS) and the graduate students as 
“Big Siblings” (BS).

Near the beginning of the semester, the Little Sisters 
in the English in Action Writing class were given a 
needs analysis survey as well as a writing proficiency 
test modeled on ACTFL standards. The needs analy-
sis was completed by 18 of the 20 students and the 
writing proficiency test was completed by 17 stu-
dents. The needs analysis survey revealed that all 
students had extensive experience learning English 
in school (9 years, on average), and 90% of them had 
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also learned English at a private institute at some 
point. In response to the question of how they use 
English, all 18 students replied that they use English 
for studying (many were TESOL majors), and the 
next most popular answers were meeting people (8) 
and using the internet for things like reading articles, 
watching videos, and social networking (7). In the 
self-assessment section of the needs analysis, the 
Little Sisters revealed that, although they had rela-
tively low confidence in their writing skills in relation 
to other skills such as listening and reading, they all 
rated themselves as Intermediate Mid to Intermediate 
High.

The results of the writing proficiency test placed 11 
out of the 17 Little Sisters in the Intermediate Mid (2) 
to High (9) level. The remaining students tested as 
Advanced Low (5) and High (1).

2. Research Question
A strong, positive, and consistent relationship has 
been found to exist between the time students spend 
engaged in learning and their subsequent achieve-
ment and performance (Wyne & Stuck, 1982). In 
addition, time management has been one of the major 
issues that has emerged from the English in Action 
Writing class which was a TBLT-based course. On 
the basis of this methodological issue related to time-
and-learning, this action research focuses on aca-
demic learning time in TBLT. Academic learning 
time refers to the portion of time on task during which 
the learner is experiencing a high rate of success 
(Stallings & Kaskowitz, 1974). An important chal-
lenge for teachers is to maximize academic learning 
time within lessons as this is the most important vari-
able affecting students’ achievement (Levin & Long, 
1981). Hence, our goal in this action research was to 
maximize academic learning time by maintaining a 
continuous academic focus of students' attention and 
engagement so as to increase students’ writing skills, 
and this goal forms the basis of our research question 
which is:

How can we maximize academic learning time in a 
TBLT-based writing class?

 

3. Rationale
Throughout the first five weeks of our English in 
Action class, reflections from the Big Siblings, both 
as teachers and facilitators, showed that time man-

agement was a major issue in the classroom.

Richards and Lockhart (1994) describe allocated 
time as “the amount of time that has been allowed by 
the teacher” (p. 171) and, in some instances, students 
in our class appeared to have needed more time to 
complete certain tasks:

…I noticed that our group (and a few others as well) 
seemed to have a hard time with keeping up with the 
pace of the first activity which was the paragraph 
unscramble. It seemed like (the teachers) were trying 
to stick to their timetable which is important, but 
some of the groups weren't quite ready to move 
forward.

- MM, September 16, 2016

At other times, a simple lack of information regard-
ing time remaining was the cause of confusion:

…I think the time management should have been a 
little bit stricter for each activity. On Tuesday, the 
time was managed orally by the teacher so that stu-
dents couldn’t know how much time was left. My 
group members had to rush finishing on time barely 
writing a paragraph.

- KY, September 24, 2016

Time-on-task, which Richards and Lockhart (1994) 
refer to as “the degree to which students are engaged 
in the activity during the time provided” (p. 171), was 
also problematic:

…Because they spent most of the time on brainstorm-
ing and sharing the ideas in a group, they couldn’t 
get to the revision meaningfully. So I think some ex-
plicit way of revising should be needed.

- JY, September 30, 2016

...sharing students’ ideas or sentences in a group to 
select the good ones for revising didn’t work well. 
I’ve observed the group had difficulty making a deci-
sion together, became stuck in this step, and wasted a 
lot of time. Consequently, each student didn’t have 
enough time to write and especially revise, and 
rushed to finish her writing.

- HK, October 1, 2016

It was also observed by several Big Siblings that, in 
tasks where a group was collectively writing a single 



100

Michael McCauley, Jooyoun Sung, Heegyung Kwak

Issues in EFL- Spring 2017 - Vol. 12, No. 3

paragraph or essay, the group's most dominant student tended to take over while the remaining students were 
mostly idle. In addition, there were times when some groups finished a task early and then spent the remaining 
time socializing as other groups were still finishing the task. In the early weeks of the semester, both of these 
situations negatively impacted time-on-task.

Each of these examples also pointed to the need for improvement in academic learning time (ALT) which, 
according to Fisher and Berliner (1985, as cited in Gettinger & Seibert, 2002, p. 1), is “the amount of time 
during which students are actively, successfully, and productively engaged in learning.”

Before proceeding with the intervention cycle, the Big Siblings had observed both problematic and helpful situ-
ations related to time management. Based on these issues, we determined that our intervention strategies would 
be as follows:

Intervention Strategy
for time management Rationale

Visual timer along with 
PPT

…Students had no idea of how much time remained for each activity. Without a 
timer, they were working and then suddenly (and usually without warning) it was 
time to move on to the next activity.

- MM, September 24, 2016

Reminding the Little 
Sister of how much time 
they have left

…On Tuesday, the time was managed orally by the teacher so that students 
couldn’t know how much time was left. My group members had to rush finishing 
on time barely writing a paragraph…time should be reminded regularly and also 
teachers and big siblings must push them to write on time.

- KY, September 24, 2016

Pair work rather than 
group work

...Each activity included writing, sharing in a group, and revising. Most of all, 
sharing students’ ideas or sentences in a group to select the good ones for revis-
ing didn’t work well. I’ve observed the group had difficulty making a decision 
together, became stuck in this step, and wasted a lot of time. Consequently, each 
student didn’t have enough time to write and especially revise, and rushed to fin-
ish her writing.

- HK, October 1, 2016

Clarifying instructions by 
modeling tasks

…it would be better if there is a demo (example) for a blog making activity. 
Otherwise, we can put some example format in the reading assignment. Although 
we know what blog is, little sisters wondered what they have to do for blog 
making.

- EJ, September 24, 2016

Designating a moderator

…I think teachers gave us enough time to write one sentence on each sheet. 
However, my students had different opinions about what to write on the hand-
book………it was difficult to handle the time to gather the opinions and write the 
sentence on time.

- YK, September 14, 2016

Prepare materials before 
class

…I liked how the leading group organized the group sittings and prepared the 
materials beforehand. For each material, it was put in order and labeled with its 
activity number and name so that big siblings had no confusion distributing the 
papers.

- KY, September 30, 2016
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Intervening in group 
work

[By Teaching Group]
…Teachers also walked around the classroom and facilitated the activities during 
the class. I think it was really helpful for students and big siblings in the groups to 
grasp what they are doing. We could ask some questions to teachers and teach-
ers’ cues and hints were also effective to make students more concentrate on their 
works.

- YK, September 14, 2016
[By Big Siblings]
…I was also happy that Eunju didn’t hesitate to ask me whatever questions she 
came up with during class such as ideas on her festival, vocabulary, grammar, 
activity instructions, and reading homework. Whenever some group members had 
hard time thinking of seasonal festival, I tried to give my opinions first in order to 
encourage them starting off the discussion… I learned from this week’s class that 
if I don’t intervene and guide students on the moment I realized something is go-
ing wrong, finally they can be hurt and go behind. They can feel a bigger discour-
agement after they find themselves going wrong.

- KY, September 24, 2016

Self-Review sheet

…it was difficult for me to manage students’ writings because all of them wrote at 
all different speed. Some students wrote very fast but others are not. I was ago-
nized to deal with their writing speed.

- YK, September 23, 2016

4. Intervention

This section shows all intervention plans and data collection. The first intervention plan was applied from 7th 
week of the course and, from that point forward, we collected data via three types of surveys completed by the 
Teaching Group, Big Siblings, and Little Sisters. Weekly reflections written by Big Siblings, including the 
Teaching Groups, were another source of data. After the intervention period, we conducted a post-intervention 
cycle survey of all of the Big Siblings.

4.1. Intervention plans

Gaskins (1988) stressed that the key to increasing time on task appears to be organization. A teacher who is 
organized can avoid excessive transition times and minimize unproductive use of the students' time. A transi-
tion is defined as a teacher-initiated directive to students to end one activity and to start another. Transition 
strategies are seen as one part of a teacher's time-management techniques (Arlin, 1979). 

The following strategies were implemented to reduce transition time, increase time-on-task, and improve the 
quality of allocated time:

1) Timer visible at the same time as PowerPoint slides

Having a timer visible along with PowerPoint slides gave students and teachers alike a greater awareness of 
time remaining in any given task.

2) Describe the class agenda at the beginning of the lesson

Establishing and maintaining continuity reduces transition time. At the beginning of the lesson, providing the 
agenda for the lesson helped students understand what they would be doing and therefore reduce transition 
time.

3) Teachers checking on progress

The Big Siblings who were responsible for the class in question checked on groups to see that they were pro-
gressing through tasks as needed and provided guidance and clarity as required. The Teaching Group as well 
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as the Big Siblings reminded students of how much time they had left.

4) Material Preparation

Preparing materials such as handouts, chairs, seating plan, food, and other items before the class helped each 
activity transition smoothly.

5) Facilitator’s intervention in group work

Facilitators ensured that each student in each group was working according to the schedule. Additionally, the 
following strategies were implemented to minimize unproductive use of the students' time:

1) Giving examples (modeling)

Providing specific models for tasks to be completed gave students a concrete idea of what was expected, and 
this led to more effective use of class time. Modeling helped to avoid wasted time when students were not sure 
about what they were supposed to be doing.

2) Pair work instead of group work, whenever possible

When possible, students worked in pairs rather than in larger groups. This strategy was meant to increase ALT 
for each student by giving them responsibility for a larger portion of the task at hand.

3) Designate a “moderator” in each group

The “moderator” was a student in each group who would be responsible for making final decisions based on 
group discussion after a decision-making time limit had passed. The goal of designating a moderator in each 
group was to allow the group to use allocated time more effectively, thereby increasing their time-on-task and 
ALT.

4) Self Revision Sheet (see Appendix E)

This was to be used for students who finished writing before the allocated time ran out. To encourage a fast 
writer to increase her ALT during the activity, a facilitator would give the students a self-revision sheet to help 
her review the work she had just completed.

4.2. Data Collection

Wyne & Stuck (1982) assert that, in terms of collecting time and learning data, the most desirable method for 
collecting time data is also the most time consuming and expensive: direct, systematic classroom observation 
conducted by well-trained, unbiased observers. In our case, this particular method of data collection was made 
possible through observations from Big Siblings.

1) Survey (see Appendix A & B)

After each class, the Big Siblings acting as facilitators and the Teaching Group completed a survey of time 
management criteria to indicate whether each criteria had been met.

2) Reflections

Big Siblings' post-class reflections were checked for insight as to which interventions worked and which ones 
still needed improvement.

3) Little Sister Survey (see Appendix C)

At first, we selected time logs kept by the BS as one of our data sources. However, after the first week of inter-
ventions we found that the time log didn't tell us exactly how long each activity was taking; it only told us 



103

Maximizing Academic Learning Time in a Task-Based Writing Course: An Action Research Study

Sookmyung MA TESOL - www.tesolma.com

whether the activity ended before or after the planned ending time. Instead of keeping inaccurate time logs or 
making more demands on BS during class time, we decided to start giving a short post-class survey to the Little 
Sisters to collect data about the students’ perspectives to better meet the goals of our intervention and, in the 
analysis phase of this action research, find support for data triangulation. Therefore, the LS survey was imple-
mented from the second week of the intervention cycle.

4) Post-Intervention Cycle Survey (see Appendix D)

A survey was completed by all of the Big Siblings after the conclusion of the interventions. The goal of the 
survey was to gauge the interventions' effectiveness.

The survey responses from The Big Siblings, the Teaching Group, and the Little Sisters were tabulated and 
then converted into percentages in order to compare each week effectively. With regard to the last question of 
the Big Siblings’ survey which asked if the time was well-managed in general, we counted 3 points for 'yes,' 2 
points for 'so-so,' and 1 point for 'no.' All survey data is expressed as percentages with the lone exception of the 
post-intervention cycle survey.

5. Results

5.1. Overall Outcome

An analysis of the survey data reveals that the overall effectiveness of time management trended upward 
throughout the course of the intervention period. This can be seen in the results of surveys provided by both 
the Teaching Groups and Big Siblings in Figure 5.1.1 below. The data shows that the first three weeks of inter-
ventions saw an uptick in the perception of how well time was managed, and time management in the final two 
weeks of interventions was consistently good.

 In addition, according to Figure 5.1.2, the data from the Little Sisters’ survey also shows a comparable trend 
which indicates that the allocated time during the activities had been increasingly well managed, allowing the 
Little Sisters to complete their tasks. In particular, more than 90 % of the LS were able to complete their tasks 
within the allocated time in the fourth and fifth weeks of interventions. This result reinforces our conclusion 
that there was consistently good time management in the final two weeks of interventions.
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Moreover, the reflections of the Big Sisters in Week 4 and the survey comments of the Big Sisters for Week 5 
also indicate that not only was time well managed, but good time management also led to maximizing aca-
demic learning time in the final two weeks. Appropriate allocated time, flexible time management by the 
Teaching Groups, and interventions by the Big Siblings contributed to the maximization of academic learning 
time as well as good time management.

...At first, students seemed to have sufficient time to discuss and write an essay in a pair. My group had two 
Big Siblings, Michael and me so we worked with each pair. My pair completed their work within the allo-
cated time. Social issues always activate a lot of discussion. When we finished our work early, we shared our 
ideas about the issue, add more ideas in writing or revise the sentences. I think the pair made a good use of 
class time. The process of writing went smoothly. As soon as we finished brainstorming, we just started writ-
ing. It was really great to maximize academic learning time. So, reminding how much time was left didn’t 
seem necessary and without reminder we could use the time effectively.

- HK, November 12, 2016

...In terms of time management, students in my group had enough time. As students worked in pairs, it was 
less time consuming than individual writing. It was also effective that students were collaborative and came 
up with better ideas. Breaking the lesson down into smaller steps was helpful in managing time as well. 
Moreover, the teaching group was flexible on time, saving left over time in activity1, taking out a peer review 
and giving more time on writing body paragraph situationally. However, for most of the activities the time 
were appropriately allocated and well managed. In my opinion, the appropriate time for each activity led 
students’ final products turn out to be in higher quality which meets teaching group’s expectation.

- KY, November 13, 2016

Teaching group gave enough time for each activity. It was good.

- BS, November 15, 2016

...I think we had extra time each activity so we need to allocate time differently. But my little sisters told me 
it was good to them because they didn’t need to rush to finish their writing and they could think deeply than 
previous lesson. So time management was proper for students.

- BS, November 17, 2016
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Finally, the results of the post-intervention cycle survey reveal that our intervention strategies appear to be 
largely effective (see Figure 5.1.3). The eight main intervention strategies implemented over the course of this 
action research were judged by the Big Siblings to be fairly equal in terms of effectiveness. The post-interven-
tion cycle survey, which asked each of the Big Siblings to rate the effectiveness of each intervention on a scale 
of 1 to 5, yielded composite effectiveness scores that ranged from 38 to 43 out of a maximum possible score 
of 45. The Big Siblings considered using a visible timer along with Powerpoint slides to be the most effective 
intervention, whereas designating a moderator and modeling the activities were deemed less effective in com-
parison to the other intervention strategies employed. After the first intervention week, the Big Siblings dis-
cussed and determined, while reflecting on the week's lessons, that BS should act as the moderators in groups 
when necessary rather than the moderators being designated by the Teaching Group. From then on, the inter-
vention of designating a moderator had been removed from the Teaching Group’s survey, and this may be the 
reason that this intervention appears to be less effective. In addition, modeling the activities was mostly in the 
hands of the Teaching Groups rather than BS and, thus, it seems reasonable that the modeling intervention 
strategy was viewed by the Big Siblings to be less effective than others.

 

Figure 5.1.3 Composite Effectiveness Scores for Intervention Strategies 

Based on the data collected from surveys and reflections, we found that some intervention strategies for time 
management were particularly effective for managing time in class. The interventions that seemed to have the 
greatest impact on time management were the timer, reminders of time remaining, and Big Siblings interven-
ing in group work. Modeling on the part of the Teaching Group also had a great impact, but not so much for 
the BS since their ability to effectively model a task was limited to what they could do during class time (see 
Figure 5.1.3). We will discuss the impact of these strategies and how they affected management of class time 
and students’ academic learning time.

5.2. Key Intervention Strategies

The strategies mentioned above will be discussed in three main sections beginning with the visual timer and 
reminders of time remaining which will be discussed together due to their being so closely related to one an-
other. The visual timer enabled the Big Siblings as well as the Teaching Groups to remind the Little Sisters of 
how much time was left. Next, we will discuss intervening in group work, followed by an examination of task 
modeling. 

5.2.1. The visual timer and reminders of time remaining

We implemented the visual timer and reminders of time remaining in order to help students to make full use of 
allocated time. Figures 5.2.1.1 and 5.2.1.2 each show that the Teaching Groups implemented the two strategies 
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during each lesson. At the same time, we noticed the degree of using the reminding strategy decreased on 
Tuesday of the first week and Thursdays of the third and fourth week, according to Figure 5.2.1.3.

The reflections and surveys of BS revealed the difficulty in using the strategy on Tuesday of the first week. The 
teaching group had utilized the visual timer along with their Powerpoint slides, but the timer did not accurately 
reflect how much time was left. It created confusion among BS, so more than half of BS failed to implement 
the intervention strategy. This is also evident in the general evaluation of the time management of that day (see 
Figure 5.2.1.4). Therefore, we can conclude that a visual timer and reminders of time remaining are effective 
strategies for time management in class, but this is contingent upon proper use of the timer.
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...Time management seemed to be a bit of an issue as well...they had their timer on the projection screen, 
but I was a bit confused when we were told it was time to move on even though the timer showed we still 
had over 2 minutes remaining. This happened twice ... the clock should be adjusted accordingly so that it 
shows the actual amount of time that remains. Ending activities while there is still time remaining might be 
discouraging for people who believe they have time to finish something and then suddenly have to go to the 
next activity.

- MM, October 16, 2016

...A visible timer is essential for time management, but it didn’t function well this week. It rather made me 
confused and difficult to manage time for group work. For example, when we did jigsaw activity, Michael 
and I guided the group sharing, checking how much time was left. However, the activity was informed to be 
over even though there were more than 2 minutes left.

- HK, October 15, 2016

...As for the time management, I did not manage the time well because I was confused with the time mark-
er……..That made me in rush making them all confused with the time left. So I should have warned them the 
time left gradually rather than letting them stop and move on to the next quickly.

- JY, October 15, 2016

Figure 5.2.1.4 shows BS evaluated the time as well-managed on Thursdays of the third and fourth weeks even 
though the degree of using the intervention strategies was quite low (see Figure 5.2.1.3). The survey of BS 
revealed that LS had little difficulty completing their tasks within the allocated time, so it was not necessary 
for BS to remind them of the time remaining, which suggests a tangible improvement of time management had 
taken place. This conclusion also corresponds to the overall outcomes of the final two weeks. The implementa-
tion of two strategies, using a visual timer and reminders of time remaining, seemed to raise the awareness of 
time management among LS while doing activities and improve LS’s ability to manage the allocated time in 
class which, in turn, can help LS maximize their academic learning time.

5.2.2 Intervening in group work

Figure 5.1.3 shows that "Intervening in group work to facilitate it" earned a score of 39 and, although this 
intervention strategy ranks slightly lower in effectiveness than some other strategies, Big Siblings' reflections 
regarding the facilitation of group work show that it was an important factor in maximizing academic learning 
time for the Little Sisters. Quite often, Big Siblings would intervene in group work to provide clarification of 
the task goals or to help students stay on task and finish their work on time.
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…In this lesson, I emphasized guiding our members to keep the objectives of the activities in mind. For 
example, in activity 2, when students generated descriptive words looking at the picture, they tended not 
to focus on the descriptive words. Thus, I reminded them of focusing on the descriptive words. In addition, 
when writing, students should follow the parts of a paragraph. When our group missed the topic sentence, I 
encouraged them to write it and remind them of the paragraph format.

- HK, September 17, 2016

…Whenever some group members had hard time thinking of seasonal festival, I tried to give my opinions 
first in order to encourage them starting off the discussion...I learned from this week’s class that if I don’t 
intervene and guide students on the moment I realized something is going wrong, finally they can be hurt and 
go behind. They can feel a bigger discouragement after they find themselves going wrong.

- KY, September 24, 2016

…I tried to give example sentences to students for making a proposal. Then, they grasped the purpose and 
structure of the writing.

- YK, October 14, 2016

The Big Siblings' reflections show that concerted efforts were being made on a regular basis to provide scaf-
folding that would assist the Little Sisters in understanding and completing tasks within the allotted time, and 
these efforts contributed to increasing academic learning time through helping them to get tasks started and 
guiding them through tasks to completion. Because this English in Action class was focused on writing, vari-
ances in student writing speed came into play and, when more advanced students completed their writing be-
fore others, additional intervention on the part of Big Sibling facilitators was required to ensure that academic 
learning time continued beyond task completion while other students finished their work.

…When I saw my group members complete their writing faster, I encouraged her to read her writing again 
and find the way to improve it. And I read it together and talked about it together. I think it worked well.

- HK, on September 25, 2016

The weekly surveys completed by the Big Siblings as well as the Teaching Groups indicate that intervening in 
group work was successfully carried out with regularity. First, the Teaching Groups reported successful group 
work facilitation occurring in every class except the Thursday of the first week that action research interven-
tions were implemented (see Figure 5.2.2.1).

In the first week, the Teaching Group's reflections described their difficulties in intervening in group work. 
These difficulties appear to be one of the factors that influenced the overall effectiveness of time management; 
resulting in a slightly lower score in week 1 (see Figure 5.1.1).

…As for the transition, I was frozen to guiding them to the next activities. I thought there were already too 
many activities before me and they seemed to be well focusing on their work. But that would’ve been better if 
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they got informed with more explanation and PPT at the beginning of the activity for promoting the students’ 
further understanding.

- JY, October 15, 2016

…In the middle of instruction, I realized that I used a wrong expression. It made me less confident in teach-
ing. I need more study on correct expressions and confident teacher talk.

- EJ, October 15, 2016

In addition, it is true that this intervention strategy was most consistently executed on Thursdays, but even on 
Tuesdays the vast majority of Big Siblings reported success in this area (see Figure 5.2.2.2).

Figure 5.2.2.2 shows the lower scores of intervening in group work on Tuesdays of Week 1 and Week 2. The 
reflections of the Big Siblings may prove that they had difficulty in intervening due to the complexity of the 
task in Week 1 and there seemed to be little space for intervening in Week 2 due to the Little Sisters being busy 
with their writing.

…As a facilitator I should have done a better job of focusing the group on the true audience for Thursday's 
leisure activity proposal. At first, our group wrote about leisure activities as if the audience was tourists, 
but it wasn't until a bit later that we realized the focus needed to be on satisfying government officials. As 
with any piece of writing the audience needs to be considered before any writing can get done, and I think 
we were a bit slow in realizing this. As far as group activities go, Tuesday's cookie baking thing was a nice 
activity that had everyone involved, but there were just too many steps to put in order. Something with fewer 
steps would have been more practical given the amount of time we had. Also, I think the "argument" part of 
the week's lesson was a bit lost in the activities. There were certainly opportunities for arguments to be made, 
but forming a coherent argument seemed like an afterthought.

- MM, October 16, 2016

…I think students felt hard to finish so many writings in limited time. As they came up with their ideas for 
making the proposal writing, they had to write many paragraph including body, introduction, and conclu-
sion. In this way, students were very busy to write their own, change and revise other pair’s writing, and 
revise their own writing based on the peer review sheet.

- YK, October 28, 2016

What is interesting is that, while confusion inhibited the Teaching Group’s intervention in the first week, Big 
Siblings were likely to intervene in their group to facilitate their Little Sisters out of the confusion. 100% BS’ 
intervening in group work on Thursday in Week 1 seems to support this conclusion.
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…there were some moments to make us confused in spite of clear direction. The teaching group asked stu-
dents to bring pictures relating to Tuesday activity, survey. However, even though Thursday activity, proposal 
was different from it, we were suggested to use the pictures and survey for Thursday activity. Honestly, 
Michael and I, as facilitators, did not follow the direction and we decided not to use the survey for the lei-
sure guide and encouraged our students to make a connection between the pictures and the new activity. 
Consequently, it worked well.

- HK, October 15, 2016

However, the Teaching Groups generally made consistent efforts to intervene in group work in order to pro-
vide clarifications, suggestions, and guidance. The regular interventions by the Teaching Groups and the Big 
Siblings resulted in the Little Sisters becoming autonomous and collaborative learners, which was reflected in 
Figure 5.2.2.2 which shows that 14% of BS felt that intervening in group work was not necessary.

…As a teacher, I have tried to give the instruction per each activity in front of the classroom, and I always 
walk around the classroom while students do the activities. As I walk around the classroom, I tried to help 
students who could not understand the instructions or do not have ideas for activities. Also, these kinds of 
teacher’s action can help students to participate in the activities and can encourage students who fall back 
from the group activities.

- YK, October 21, 2016

…In general Ss started their work right away after the activity direction was given. Secondly, because it’s 
been 11th week since our first teaching in September, Ss get involved in activities quickly than before and they 
seem to know what they have to do in a certain activity.

- EJ, November 13, 2016

Furthermore, some comments from the Little Sisters’ surveys show that the Big Siblings’ endeavors to inter-
vene in group work were effective in encouraging the LS to engage in their tasks, thus decreasing unproductive 
time.

I don’t have ideas about the certain job but big sibling helped me.
- Little Sister, November 1, 2016

I got some useful information from my big sibling.
- Little Sister, November 3, 2016

As an intervention strategy aimed at increasing academic learning time, intervening in group work on the part 
of both the Teaching Groups and Big Siblings was largely successful and indicative of the importance of the 
teacher's role in a task-based learning environment.

5.2.2. Modeling

Figure 5.1.3 shows that the modeling intervention strategy was considered less effective than some other 
strategies. On the other hand, we found that modeling was singled out as an issue in many of the Big Siblings' 
reflections, showing that it was significant in getting the Little Sisters to be more engaged in productive learn-
ing time.

…I thought modeling is very useful and effective strategy for students to understand what they have to do 
in the activity. I tried to give example sentences to students for making a proposal. Then, they grasped the 
purpose and structure of the writing. Thus, I will do my best to figure out the lesson plan more clearly first 
and to give students simple and easy examples during the activities.

- YK, October 14, 2016



111

Maximizing Academic Learning Time in a Task-Based Writing Course: An Action Research Study

Sookmyung MA TESOL - www.tesolma.com

…Even though the instructions were clear and understandable for students it would be better if the examples 
for each activity were shown on the screen. Our group struggled a couple of minutes figuring out the activity.

- KY, October 14, 2016

The weekly surveys completed by the Teaching Groups indicate that employing the modeling intervention 
strategy on a regular basis was challenging compared to the other strategies which were executed consistently 
during the intervention period.

As we see above, it appears that the Teaching Groups did not utilize the modeling strategy sufficiently in Week 
1 and Week 3. This could be one of the factors that influenced the Teaching Group’s self evaluation of time 
management in those weeks (see Figure 5.1.1). Modeling was also cited as an issue in the Big Siblings’ reflec-
tions in those weeks. In Week 1, the TG utilized the modeling strategy but it didn’t appear to be effective or suf-
ficient. We believe that ineffective use of modeling likely contributed to the low scores of the effectiveness of 
time management in that week. Furthermore, the reflections in Week 3 show that, while the TG had difficulty 
modeling on Tuesday, they utilized the modeling intervention effectively on Thursday, which corresponds to 
Figure 5.2.3.1.

…On Tuesday, students wrote ‘argumentative’ paragraph advocating their own private leisure time activi-
ties. They easily came up with ideas for leisure activity they wanted to do with their friends but they agonized 
the structure of argumentative writing. If there was a simple example as a model of writing, it would be more 
easy writing activity for students.

- YK, October 14, 2016

…Models of leisure guides were shown which helped students visualize possible layouts, but they didn't re-
ally help when it came to writing a strong argument. Stephen was reminding groups that arguments should 
be strong, definitive statements and I think this should have been reinforced in the PPT.

- MM, October 16, 2016

…I had a hard time on Tuesday’s last activity, writing complaint and acceptance letters. I provided a model 
of each letter with different context. Indeed, the model was not effective for students because it was written 
in different contexts. I was worried about giving them the direct answers which they could copy but it might 
be better to show a model connected to the context of letters.

- KY, November 4, 2016

I have no experience about how to write formal letter. Hence, it takes quite long time to complete it.
- Little Sister, Tuesday class of Week 3
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…For Tuesday writing activity, I also think pro-
viding the scenarios and the model letter to each 
group would be better to reduce unproductive time. 
However, you learned from Tuesday and did it for 
Thursday, and it was really helpful. Ideal Modeling.

- HK, November 6, 2016

In the same vein, Figure 5.1.2 shows the Little Sisters 
had difficulty completing their writing tasks in Week 
3, resulting in the lowest scores for the completion of 
tasks. The majority of the LS wrote comments about 
why they did not complete the tasks and indicated 
that they spent the allocated time unproductively 
without effective modeling, which can be interpreted 
as evidence that modeling is one of the most essential 
elements in reducing unproductive time.

I have no experience about how to write formal let-
ter. Hence, it takes quite long time to complete it.

- Little Sister, November 1, 2016

took time to choose job & think about what to write
- Little Sister, November 3, 2016

didn’t understand quickly
- Little Sister, November 3, 2016

In discussing how time was well managed in the fi-
nal two weeks of interventions, it seemed that mod-
eling had been thoroughly employed. However, the 
Big Sibling’s reflections demonstrated that modeling 
done by the Teaching Groups during the intervention 
period had taught the Little Sisters how to effectively 
do the tasks, and thus the LS required little modeling 
for activities in the final two weeks. This result also 
indicates the LS were able to make great use of the 
allocated time without hesitation or confusion, which 
led to maximizing their academic learning time.

…Another thing that was very well done was the 
modeling for how to write a thesis statement. The 
example of Superman was easily applied to another 
example of climate change, and then it was also 
easy to translate that strategy to the topic we were 
assigned.

- MM, November 13, 2016

…In terms of instruction, the activities were not 
complicated and focused on writing an essay, so 
there was little confusion. Students have already 
known what they should do. The short instruction 
about the thesis statement, introduction, and con-
clusion encouraged students to remind their knowl-
edge and I think it was effective for students to jump 

into their writing without hesitation.
- HK, November 12, 2016

The data reveals that modeling is necessary to reduce 
unproductive time in class, in particular when an ac-
tivity is new and unfamiliar with students.

5.3. Other Outcomes

Throughout the whole course of English in Action 
Writing, we have found that writing practice done un-
der strict time limits may have had a great impact on 
developing time management skills in writing as well 
as writing fluency. In the Big Siblings’ reflections, 
lack of time for completing writing was frequently 
cited as an issue. Figure 5.1.2 also revealed the Little 
Sisters did not have sufficient time to complete their 
writing, particularly in Week 2 and Week 3. In Week 
2, 12 Little Sisters out of 17 wrote comments about 
the lack of allocated time for writing.

There is really short time to write down.
– Little Sister, October 25, 2016

We ran out of time as we were writing.
– Little Sister, October 25, 2016

From the Big Siblings’ reflections, we also found that 
the Little Sisters struggled to complete their tasks 
within the short allocated time.

…I think students felt hard to finish so many writ-
ings in limited time. As they came up with their 
ideas for making the proposal writing, they had to 
write many paragraph including body, introduc-
tion, and conclusion. In this way, students were 
very busy to write their own, change and revise 
other pair’s writing, and revise their own writing 
based on the peer review sheet.

- YK, October 28, 2016

…I think the time management should be a little bit 
stricter by teaching group and myself as big sibling 
on starting and finishing for students to practice 
writing on time. Whenever they keep sharing ideas 
when doing group works or pair works I ask them 
to start writing, clarify questions, or give my ideas.

- KY, October 30, 2016

On the other hand, the professor who supervised this 
action research pointed out that strict time manage-
ment could be helpful for the Little Sisters' writ-
ing fluency. Additionally, reflection responses from 
that professor and a reflection from one of the Big 
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Siblings emphasize how the Little Sisters' writing 
with time limits has improved their time management 
skills within tasks.

…It's good that we push them to write a lot, and 
writing a 5 paragraph essay will be the normal 
thing from now on. With practice, they will learn 
to write faster, and this will help them to be able to 
write better essays in the final term examinations.

…good point about the need for teaching groups 
and facilitators to be more strict about the time, 
though the teaching group generally did a good job 
with time management this week.

- DR, November 1, 2016

…when Lois and Yoonhee in my group worked 
on the first draft & revision of paragraph 1, their 
time-on-task was at a low degree which means they 
couldn’t finish the task at all in an allocated time… 
When they work on paragraph 2, I kept pushing 
both to complete the task on time… I tried to pro-
mote the degree of the time-on-task hoping that 
they can be successfully engaged in their learn-
ing…When working on paragraph 3, they seemed 
to know how to process the writing activity…after 
brainstorming individually, they were passing over 
the next task to maximize the time for their success-
ful engagement and kept negotiating the ideas, not 
just waiting for the other to produce the learning 
outcome. Finally, they became very fluent to com-
plete the tasks being satisfied with their equal par-
ticipation by explicitly identifying their roles, be-
ing confident to understand the clear instructions 
by examining the review criteria and being fully 
engaged in their own learning by maximizing the 
academic learning time.

- JY, October 29, 2016

Lastly, a self-reflection activity in the final class 
of English in Action Writing proved that the Little 
Sisters recognized their improvement in writing flu-
ency and time management skill development, al-
though there was some grumbling about the lack of 
time (see Appendix F).

I learned how to write things faster as I disciplined 
myself to write stuff within a time limitation. I 
learned how to manage time.

- Little Sister 1, December 13, 2016

I feel like now I’m quite fast in writing an essay. If I 
finish brainstorming, I can start writing right after.

- Little Sister 2, December 13, 2016

I write faster. I am a slow writer, and that is prob-
ably because I enjoy writing so much and I want 
to make my essays perfect. Since many of the tasks 
had time limit, I was able to manage my time more 
efficiently and focus more on writing.

- Little Sister 3, December 13, 2016

I can improve writing speed. The class and many 
assignments have limit time to do, so I have to keep 
time. I think that experience really helpful for me.

- Little Sister 4, December 13, 2016

During the course, the Little Sisters showed an incli-
nation to require more time to complete their writing 
tasks. However, pushing students to write more and 
at a quicker pace within a strict time limit turned out 
to be effective for developing writing fluency.

6. Discussion
In order to address the issue of academic learning 
time, we examined the issues our students, facili-
tators, and teaching groups were facing and chose 
intervention strategies that would have a direct ef-
fect on allocated time, time-on-task, and transition 
time. These interventions were designed to have the 
cumulative effect of increasing ALT which, as pre-
viously stated, is defined as students' successful en-
gagement in learning activities. In order to achieve 
this, we needed to see improvements in the transition 
time required to move between tasks, how students 
used allocated time which represents the upper limit 
of ALT (Gettinger & Seibert, 2002), and the level of 
student engagement in the tasks presented as defined 
by time-on-task (Richards & Lockhart, 1994).

Although there has been little discussion in this ac-
tion research about the effects of being organized and 
prepared for class ahead of time, there is absolutely 
no doubt that dogged preparedness on the part of the 
Big Siblings week after week was an important part 
of maximizing academic learning time. Gettinger and 
Seibert (2002) cite procedures in the delivery of in-
struction to be a factor that can influence ALT, and 
one of the ways this was handled was through care-
ful preparation of handouts and other class materials 
before the start of class. Procedural errors became 
less common as the intervention cycle progressed 
because teaching groups were arranging handouts in 
sequential stacks to be used in the order in which they 
were arranged, and facilitators often helped with this 
as well as placing the appropriate classroom supplies 
on all of the desks such as scissors, markers, and tape 
when needed. This enabled groups to move from one 
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task to another quickly and seamlessly, and this effort 
was also aided by teaching groups starting each class 
by giving a summary of the day's agenda. Giving stu-
dents a snapshot of what was to come made it easier 
for them to switch gears when it came time to move 
to the next task.

The insufficient amount of time allocated to a num-
ber of tasks early in the semester was clearly noted 
in numerous reflections written by the Big Siblings 
acting as both facilitators and teachers but, when con-
sidering the results of this action research, one could 
argue that the amount of time allocated wasn't neces-
sarily the problem; the real issue, rather, was the way 
allocated time was being used. A significant part of 
addressing this was the introduction of a timer which 
was visible at all times during tasks. This interven-
tion actually began before we had commenced the 
intervention cycle in Week 7 of the semester, and the 
fact that it immediately became the norm after strug-
gling with time management in the first few weeks 
of class speaks to the effect it had on both the stu-
dents' ability to pace themselves and also the overall 
flow of each lesson. This gave facilitators the ability 
to remind their groups of how much time remained 
for the completion of the task, and it also gave stu-
dents a sense of whether they needed to quicken 
their writing pace. Reminders of time remaining 
was instantly adopted as well, but the implementa-
tion of this particular intervention was less consistent 
due to the nature of how it must be carried out on 
an ongoing basis throughout a single class. Classes 
where reminders were consistently given, however, 
did result in favorable time management ratings from 
Big Siblings and Little Sisters alike. In addition to 
the timer and reminders, teaching groups also began 
modeling tasks in order to provide the Little Siblings 
with guidance on what they needed to be doing. The 
post-intervention cycle survey indicates that mod-
eling was not perceived by Big Siblings to be as ef-
fective as other interventions we implemented but, 
as previously discussed, this could be due to the fact 
that modeling was mainly the domain of the teach-
ing groups rather than facilitators; as such, it may 
have been seen by the Big Siblings as less of a daily 
responsibility than other intervention strategies that 
were more pervasive. This inconsistency between 
perceived effectiveness and the resulting effect on 
the use of allocated time can be clearly seen in reflec-
tions during the intervention cycle, and it played a 
big part in steering group work in the right direction.

Time-on-task was addressed by an increased commit-
ment on the part of both facilitators and the teaching 

groups to intervene in group work whenever neces-
sary. Big Siblings began offering prompts, asking 
questions, and giving clarifications with greater fre-
quency, and these actions led to higher engagement on 
the part of the Little Siblings. According to Gettinger 
and Seibert (2002), one of the most important aspects 
of a teacher's self-analysis is reflecting on how they 
are facilitating lessons. Because classes during four 
out of the five weeks in our intervention cycle ended 
with the Big Siblings completing a self-analysis sur-
vey, the facilitation of lessons was carried out con-
sistently and, according to our post-intervention sur-
vey, intervening in group work was an effective way 
of increasing time-on-task. The teaching groups who 
led each week's classes were also very involved in fa-
cilitating, and they made a point of checking in with 
groups and facilitators to make sure instructions were 
understood and tasks were being done as intended.

7. Implications
While it is clear that most classrooms do not have 
a team of facilitators available to intervene in group 
work and provide other assistance to a teacher who 
is leading a class, there are still numerous ways that 
the findings of this action research can be applied to 
everyday teaching situations. First and foremost are 
pre-class organization and the use of a timer when 
needed, such as during a task-based lesson. Timers 
come in many forms and are accessible both online 
and in the form of cell phones and other devices, and 
keeping careful track of time can mean the difference 
between a lesson being successfully executed in a 
meaningful way and falling flat due to an inability to 
complete the lesson as planned. Providing reminders 
of how much time remains for a task to be completed 
is also easily implemented regardless of class size or 
the number of teachers present. Organizing materi-
als before a class begins is also of great importance. 
Although this “strategy” might seem like common 
sense to most, every teacher has had days when other 
items on the to-do list seem to take priority over sort-
ing handouts and getting supplies ready. Not only 
does pre-class organization make classes run more 
smoothly, but it also makes classes far less stressful 
for all parties involved. Students are often willing and 
eager to assist with this sort of work when asked, and 
helping a teacher to prepare might even give them a 
sense of pride or motivation that could yield benefits 
in the classroom.

Modeling tasks can be done via a screen projector 
or, if need be, examples of what a completed task 
might look like can be posted on a wall or passed 
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around a classroom. Regardless of how modeling of 
a task or lesson is accomplished, it can prevent prob-
lems before they arise by giving students the means 
to visualize what they are going to do and how they 
will go about doing it. Creating mock examples might 
be needed, but if a lesson has been completed by a 
previous class it would certainly be easier and more 
valuable to show an example of work that an actual 
student has already completed successfully.

Out of all the intervention strategies that were im-
plemented in this action research, probably the most 
difficult for a single teacher to execute is facilitating 
multiple groups at the same time. Again, without a 
team of colleagues at the ready, this particular inter-
vention might well seem impossible. However, we 
believe that this is another area where certain students 
could be called on to assist. Naturally, such students 
would need to be carefully selected, but they can serve 
as disseminators of information; rather than a single 
teacher needing to be everywhere at one time, it might 
be far more efficient for the teacher to designate group 
leaders who can reliably receive the teacher's instruc-
tions and accurately convey them to their group.

8. Conclusion

8.1. Summary

In this action research, we have explored how time 
management strategies might assist students in man-
aging their time and effectively facilitate their engage-
ment in learning activities. In the course of English in 
Action Writing, we ran a five-week intervention cycle 
in order to address issues that affected academic learn-
ing time, and the positive outcomes demonstrated in 
our data analysis are the direct result of the interven-
tion strategies deployed: the visual timer and remind-
ers of time remaining, intervening in group work, and 
modeling.

8.2. Limitations

Although we have seen positive effects brought about 
by the time management strategies discussed in this 
action research, there are certain aspects of this study 
that are either less than ideal or highly atypical of 
traditional classrooms. For starters, one of our ini-
tial data collection methods was found to be lacking 
in validity, and this resulted in a new data collection 
method being devised. In retrospect, although the data 
we collected was both valid and highly valuable, we 
feel that we may have been able to collect more tar-
geted data were it not for practical concerns that limit-
ed the scope of what we were able to measure. Precise 

measurement of time usage, for example, was some-
thing we avoided because of the meticulous effort re-
quired, and we did not want to detract from our core 
responsibility of teaching. Also, although the Little 
Siblings went to great effort in this class to improve 
their writing and made noticeable gains, it is possi-
ble that external factors such as independent study or 
changes in motivation may have also influenced their 
improvement. Another limitation lies in the interpre-
tation of data collected in the form of Little Siblings' 
comments and Big Siblings' reflections. While the 
assumptions and interpretations resulting from this 
empirical data is triangulated with quantifiable sur-
vey results, there remains the possibility that certain 
comments might be interpreted differently by other 
parties. The most obvious limitation of this study, 
however, is in the very conspicuous presence of no 
less than nine teachers working together in a single 
classroom.

8.3. Future Studies

The focus of this action research is academic learn-
ing time which can be viewed from many angles not 
explored in our intervention cycle. With future writ-
ing classes in mind, one of those angles is in the re-
vision process. We discussed extending the Little 
Siblings' ALT by encouraging students who finished 
their work early to go back and review what they had 
just written. In the early stages of our interventions, 
they were given a simple "review checklist" which 
prompted them to look at mechanical items such as 
spelling and grammar as well as the content of their 
writing and how they might improve on things like 
word choice and descriptive language. This time-
permitting review task was occurring at a stage when 
revision had not yet been introduced as a major part 
of the writing process. Later in the intervention cycle, 
however, Teaching Groups were including revision in 
their lesson plans and suddenly we were faced with a 
new conundrum: what should students do when they 
are finished revising? When viewed strictly through 
the lens of academic learning time, the easy answer 
would be to give those students a new task that can 
be completed within just a few minutes while others 
finish their revisions. Delving deeper into what kinds 
of tasks would be appropriate, practical, and academi-
cally valuable within the context of improvement in 
writing skills, however, is a more difficult question 
to answer.
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Appendix F

Little Sister 1’s reflection

Little Sister 2’s reflection
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Little Sister 3’s reflection

 

Little Sister 4’s reflection



Sookmyung MA TESOL - www.tesolma.comSookmyung MA TESOL - www.tesolma.com



GRADUATE THESIS ABSTRACTS

124 English Front Vowel Perception by Korean Elementary and University EFL Students: 
The Influence of Syllable Codas and Foreign Living Experience

Arthur Mark Rasmussen

125 The Effect of Activity-based Grammar Practice on Young Learners

Hyejee Kim

126 An Action Research on Using Games for Fourth Grade EFL Learners

Hyun Song

127 Elements of Non-Native Speaker Dynamic Pairs in Synchronous Computer-Mediated 
Communication

Laura Elaine Hall

128 A Study on Korean EFL Teachers’ Beliefs in Grammar Teaching

Liwon Park 



124 Issues in EFL- Spring 2017 - Vol. 12, No. 3

Graduate Thesis Abstracts

This thesis examines the role of foreign living experience (L2/C2), L1 transfer and speaker-listener 
phonotactics on Korean English learners’ (KE) perception of English front vowels. Studies have 
shown that L2 learners can have difficulty perceiving the sounds of their L2. This study uses a 
direct-realist model and methodology (PAM; Best, 1995) to examine the influence of variable syl-
lable codas and L2/C2 on the perception of English front vowels.  This study found that different 
consonant codas change how KEs categorize and discriminate English front vowels. Additionally, 
L2/C2 experience improves perception, but is not correlated with the amount of time spent in the 
L2/C2 for L1/C1 returnees. A direct-realist perspective suggests that L2 speech perception is af-
fected by situated environment-dependent factors.

Key words: L2 speech perception, direct realism, PAM-L2, L2 returnee

English Front Vowel Perception 
by Korean Elementary and 
University EFL Students: 
The Influence of Syllable Codas 
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This thesis observes the effect of activity-based 
grammar practice on young learners to increase 
students’ performance and participation in class. 
Compared to control group, which was taught 
by text book-based, the activity-based gram-
mar practice approach was considered an effec-
tive way to increase the students’ performance 
as well as participation and revive the class at-
mosphere, which requires natural interaction 
between students (Ellis, 2003). An experiment 
was conducted for the current study. There were 
two groups which are control and experimental 
group to be compared. For data collection, pre-
test, post-test, students’ surveys and interviews 
were used. Throughout the experiment, activity-
based grammar practice was shown to not only 
bring a lively and interesting environment but 
also increase the learners’ participation in class. 
Moreover, students performed better on their 
post-test, especially on writing test. Students 

were able to apply grammar into their writing 
more computably with accurate grammar. Most 
of the students found that activity-based gram-
mar practice was more motivated and engaged 
students than the textbook-based practice. If 
activity-based grammar teaching can show its 
benefits a lot more in improving performance on 
test, not just writing test, it would be more wel-
come to Korean school students who are caught 
in a double bind between interest and test scores. 
Without time limitation in experiment, it might 
be possible.

Key words: grammar practice, young learn-
ers, participation, motivation
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Hyejee Kim
Department of TESOL
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The primary aim of this action research was to ex-
plore the effectiveness of grammar games on young 
learners from the point of view of an English teach-
er working in a private elementary school. The 
opinions of the students from the intensive gram-
mar course were collected through questionnaires 
and the results of this study demonstrated that there 
are various ways of using games in grammar teach-
ing to enhance the students’ grammar skills. Having 
fun in a class made the students have a positive atti-
tude towards English, and henceit boosts grammar 
learning. This study suggests that Korean English 
teachers should consider the effectiveness of using 
games in grammar teaching.

Key words: grammar, games, young learner
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This thesis examined the effect that a shared first 
language (L1) or lack of a shared L1 had on the 
types of dynamic pairs formed in synchronous 
computer-mediated communication (SCMC) 
chat tasks. Over ten weeks, twelve upper-inter-
mediate university learners from South Korea 
and Japan formed 12 pairs; six of the pairs were 
Korean/Japanese, three were Korean/Korean, 
and three were Japanese/Japanese. These pairs 
performed four chat tasks of varying difficulty 
and complexity for a total of 48 chats. These 
chats were analyzed with Riggenbach’s (1999) 
model of discourse analysis for both micro and 
macro-elements to find what affected the type of 
dynamic pairing formed, according to Storch’s 
(2002a) model of patterns of pair interactions. 
The optimal pair type was collaborative. Using 
grounded theory, four macro-elements emerged 
that showed to affect the type of pairings, which 
were preparedness, affability, joint ownership, 

and timeliness. The study found that pairs with 
a different L1 had more instances of the four el-
ements, which correlated to more collaborative 
pairings. The implications of this study are that 
providing opportunities to interact with learn-
ers from other countries, where English is the 
only shared language, create an environment 
that is more conducive to forming collaborative 
pairings.

Key words: SCMC, dynamic pairs, EFL pair work, 
shared L1, collaborative chat 
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A Study on Korean EFL Teachers’ 
Beliefs in Grammar Teaching

Liwon Park
Department of TESOL

The Graduate School

Sookmyung Women’s University

This case study reports on three Korean middle 
school English teachers' beliefs towards gram-
mar and grammar teaching in their own teach-
ing practices. Furthermore, factors influencing 
the teachers to practice in accordance with or 
against their beliefs are observed. Findings from 
surveys, class observations and interviews indi-
cate that Korea-specific environmental factors 
such as heavy focus on grammar in textbooks 
and a tight schedule of national curriculum not 
to mention the accuracy-focused exams limit and 
discourage Korean teachers to venture further 
from the traditional grammar instruction meth-
odology despite the individual differences in 
teaching beliefs. Also, the participants’ school-
ing, professional education, cultural background, 
and their teaching preferences affect their peda-
gogical decisions. Additionally, their lack of 
awareness on the discrepancies in their beliefs 
and teaching practice as well as of their learners’ 

potential influence the congested teaching prac-
tice. This research itself holds value for teach-
ers to reflectively acknowledge the limitations 
within and outside of the class, to open up and 
share teaching with one another. For textbook 
writers and education policy makers, the find-
ings reveal a necessity to allow flexibility in the 
textbooks, curriculum, and to provide opportuni-
ties for meaningful learning transactions among 
teachers. 

Key words: teachers’ beliefs, teacher cogni-
tion, grammar teaching, EFL, Korea
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